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Abstract
Cunningham, Natalie Jo. Ed.D. The University of Memphis, December, 2016. An
Examination of Factors Influencing Postsecondary Career and Technical Educational
Engagement of African American Males. Charisse Gulosino, Ed.D.
The purpose of this study was to assess the relative influence of career, financial, personal, and
legal factors on African American male engagement in postsecondary career and technical
education and to determine whether the influence of these factors was moderated by the
participants having graduated or not graduated high school and by their having or not having
been previously incarcerated. Based a review of the literature, a twelve-item questionnaire was
developed and subsequently examined by a panel of judges for the relevance and readability of
its contents. After being mounted online, the questionnaire netted the responses of some 212
African American male students, all of whom were currently enrolled in a vocational program
and most of whom had graduated from high school (62.3%) and had no previous history of
incarceration (55.2%).
To determine whether the hypothesized structure of the questionnaire could be
empirically confirmed, a principal components analysis was conducted on participants’
responses and yielded results similar but not wholly identical to the one premised on the
literature review: specifically, a three- rather than four-factor structure that combined legal with
personal items. A repeated measures comparison of the factor scores obtained from the
empirically-derived structure pointed to significant differences in the importance that participants
ascribed to the three factors: personal least, career most, and financial in-between. By high
school graduation status, a Multivariate Analysis of Variance (MANOVA) pointed to no
statistically significant differences in the subgroup ratings ascribed to the three factors. Apropos
a second set of MANOVA outcomes, however, a statistically significant difference in the
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importance ascribed to the personal factor was observed by the respondent’s incarceration
history.
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Chapter 1
Introduction
Education is positively linked to active civic engagement, a healthier physical and
psychological wellbeing, stable employment that contributes to social and career advancement,
and skill enhancement (Organization for Economic Cooperation and Development, 2013). Gibbs
(1988) states that “education is the key that unlocks the door to social, economic, and political
mobility” (p. 37) and that having access to education is considered a privileged civil liberty
(Howard, 2010). Additionally, Baum and Ma (2007) claim that regardless of outcomes that
differ across gender and ethnic/racial lines, higher educational attainment is positively associated
with higher earnings. Booker T. Washington once declared, “education is the sole and only hope
of the Negro race in America” (Washington & Matthews, 1898, p. 4) yielding that historically
education has been the tool of survival and sustainability for the black community (Sealey-Ruiz
& Lewis, 2011). However, Neal (2005) posits that today, there is a new black man in America,
and he is in crisis as evident by the alarming educational statistics that describe African
American male students and their completion of traditional school programs.
Engaging African American males in traditional educational systems continues to
challenge the social, political, and educational systems in America. In 2009, President Obama
challenged the American people during a State of the Union address:
I ask every American to commit to at least one year or more of higher education or career
training. This can be community college or a four-year school, vocational training or an
apprenticeship. But, whatever the training may be, every American will need to get more
than a high school diploma. And dropping out of high school is no longer an option. It’s
not just quitting on yourself; it’s quitting on your country – and this country needs and
values the talents of every American. (Obama, 2009)
Although a discouraging number of African American males are dropping out of school,
others are re-engaging, achieving alternative credentials, and enrolling in postsecondary
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programs. The reasons for re-engagement remain unexplored. However, anecdotal evidence
suggests that African American males may experience a change in perception that may be related
to educational re-engagement behaviors. Studies to date have concluded that much effort has
been put forth to improve the negative perceptions and stigmas associated with CTE. Stone and
Lewis (2012) argued that the stigma associated with career and technical education (CTE) is
gradually disappearing as the nation comes to grips with the economic importance of a skilled
workforce. The authors stated that “Regardless of the negative connotations, studies have found
that increased enrollment in CTE courses is associated with lower dropout rates" (p. 9).
Background: Emergence of the Problem
Completing high school appears to be an unrelenting challenge for some African
American male students and a greater challenge for the educational systems that are held
accountable for improving student success rates. The intent of the traditional school is to serve
the needs of students and to encourage success for all. According to Rosenbaum (2002), high
school is the last institution charged with preparing students for productive careers. Students that
fail to complete high school will have difficulties navigating through adulthood, often facing
unemployment, inconsistent job placements and even criminal temptations (Rosenbaum, 2002).
Consequently, with disproportionate academic performances, low college enrollments,
and high incarceration rates among African American males, intervention efforts are warranted,
as the educational needs of African American males are not being met (De La Ossa, 2005).
According to Davis (2009), the needs of African American males are not being met because of
an unfavorable history and inequitable educational practices. In addition, the inadequate
academic achievement situation is now multi-generational (Davis, 2009).
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The Schott Foundation reports that historically less than half of African American male
students graduate from high school on time, although many will eventually complete a GED
(Holzman, Jackson, & Beaudry, 2012). The disquieting statistics that describe African American
males and their completion of traditional high school programs provide evidence of a crisis and
educational leaders can no longer “ignore the statistics that tell us that our education system is
failing far too many of our young black males” (Kafele, 2012, p. 68). In 2010, an estimated 52%
of African American males graduated from high school. This was the first year that more than
half of the nation’s African American males graduated with a regular diploma within four years
of entering high school (Holzman et al., 2012). Despite this accomplishment, this statistic
remains discouraging when compared to the 78% of Caucasian males who graduated in the same
year (Holzman et al., 2012). These uneven graduation rates further highlight the educational
system’s failure to retain young African American males (Kafele, 2012).
Sealey-Ruiz and Lewis (2011) also point out that African American male students'
academic achievement levels continue to lag behind their Caucasian counterparts and have
consistently declined from before the period of integration to current day. This achievement
disparity is occurring at the same time that black boys are abandoning 21st century educational
systems and practices, yielding unprepared black men that often succumb to cultural, educational
and legal hegemonies and injustices. Whether dropped out, pushed out, withdrawn, marginalized,
disconnected, by choice or circumstance; black male disengagement affects not only the student
but society as well (Tyler & Loftstrom, 2009). With an understanding of African American male
engagement, disengagement and the factors that lead to subsequent postsecondary career and
technical educational re-engagement, educational systems have an opportunity to develop
strategies to increase retention and combat drop-out rates.
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A Historical Overview of Career and Technical Education
Career and technical education (CTE) has evolved over a 240-year history in the nation.
The first 200 years were "marked by four key periods of awakening, independence, vocational
age, and coming of age" (Stone & Lewis, 2012, p. 125). Barlow (1976) presented a series of
articles in the American Vocational Journal highlighting the key four periods and the evolution
of vocational education.
The Awakening period, from 1776-1826, introduced vocational education in its infancy
stage. During this time, vocational training was the traditional teachings that occurred between
father and son, or thru an apprenticeship relationship. Formal education was beginning to expand
to provide free education to all youth; yet little attention was given to vocational education and
the growing demand for labor and laborers. During the latter years of this period, educational
training was structured to include the needs of girls and women. This period was the foundation
of an evolving vocational movement (Barlow, 1976a).
The Independent Action period, from 1826-1876, marked a period of continued
expansion in education, with no specific attention to vocational development. Independent
institutions emerged to address the needs of a growing manual labor movement. As the demand
for agricultural and industrial education heightened, the Morrill Act of 1862, also called the Land
Grant College Act, provided lands to establish colleges to promote such education. The end of
the Civil War introduced the expansion of education to African American youth and began the
segregation debates as to which type of education should be offered. Hampton Institute was
founded to provide African Americans with a combination of skills training and formal
education to shape character and social status. Hampton graduate Booker T. Washington
remained at the institution as an instructor and later advanced to educational leadership at
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Tuskegee Institute further leading the charge for vocational training and education for African
Americans. This period began to witness the growing movement of vocational education
(Barlow, 1976b).
The Vocational Education Age period, from 1876-1926, emphasized a period of
continued vocational awareness and growth through various movements and legislation. The
prevalent need for tool skills and instruction was realized during a manual training movement;
therefore a books and tools model was implemented and integrated into secondary school
curriculums. The trade school movement identified the need for specific trade training and
emerged as a progressive opportunity to address the skills and educational needs of students
otherwise ignored. The domestic and occupational needs of women were also realized and
addressed during the home economics movement. The development of national organizations
raised public awareness to the rise of industrial/vocational education and to unify the establishing
entities across the states. Federal legislation provided support and financial assistance and the
Smith-Hughes Act was effected in 1917. The passing of this bill provided federal aid to
vocational programs and reinforced the significance of vocational education to the nation’s
welfare (Barlow, 1976c).
The Coming of Age period, from 1926-1976, realized the growing acceptance of
vocational education and witnessed the development of additional legislative supplements to
support the movements. The vocational education movement developed theoretical anchors and
practical assumptions that guided its mission as various pioneers emerged to contribute and lead
the movement forward. Vocational programs expanded beyond secondary institutions and
became available in various private and public agencies. The George-Barden Act of 1946
provided additional funding to sectors not addressed in previous legislations, including salaries
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for directors and counselors and training programs for out-of school youth. A panel of
consultants was created in 1961 to continue to push the vocational agenda forward resulting in a
massive expansion of vocational education. The expansion included an increase of vocational
programs in high schools and post-secondary institutions; an increase in the variety of vocations
offered; as well as increases in the recipients that could benefit (unemployed, high school
graduates, persons with special needs or disabilities). As vocational education continued its
trajectory as a proficient educational pathway, career education concepts developed and
presented itself as a more modern and comprehensive vision for the dated vocational education
movement. This period marked the actualization of vocational education and witnessed its
growth and maturation (Barlow, 1976d).
The years that succeeded the ending of “The Coming of Age” period saw a continued
development in vocational and career education. Over the last three decades, more legislation has
been enacted to mitigate academic rigor issues and the effects or ineffectiveness of CTE
programs. The most recent legislation, The Carl D. Perkins Career and Technical Education Act
of 2006 (Perkins IV) recognized the change from vocational education to career and technical
education and provides funding to continue the development of career and technical education
programs and the collaboration of academic, career and technical skills training (Gordon, 2014;
1999, p. 88).
Statement of the Problem
African American male student disengagement and subsequent dropout rates remain
disproportionate when compared to their Caucasian male counterparts. The literature suggests
that dropping out of school does not occur instantaneously, but is preceded by a process of
disengaging over a period of time (Balfanz, Herzog & Mac Iver, 2007; Finn, 1993; Sinclair &
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Ghory, 1990). There is a paucity of research in the literature that discusses the postsecondary
career and technical educational engagement of African American males, and there is even less
research on the factors encouraging African American males that complete and fail to complete
high school to pursue postsecondary career and technical educational training. The factors
influencing the engagement of African American males in postsecondary career and technical
educational programs are not well understood or researched.
Purpose of the Study
Educational systems are tasked with the responsibility of addressing the needs of all
students. However, there exist disparities in the engagement and completion rates of African
American male students. The purpose of this study was two-fold; the major purpose was to
examine identified factors influencing African American male engagement in a postsecondary
career and technical educational program. The secondary purpose of this study was to assess the
impact of high school completion and incarceration on the variance of responses. The findings of
this research can supplement current literature on African American male engagement and the
factors influencing career and technical education engagement. In addition, the findings could
potentially address existing needs for future research and educational practice.
Research Questions
The following research questions guided this study:
1. Is there a statistically significant difference in the level of influence exercised by
a) financial, b) career, c) personal fulfillment, and d) legal/rehabilitation factors
on the engagement of African American males in postsecondary career and
technical education?
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2. Is the level of influence exercised by a) financial, b) career, c) personal
fulfillment, and d) legal/rehabilitation factors on the engagement of African
American males in postsecondary career and technical education moderated by
their having completed high school?
3. Is the level of influence exercised by a) financial, b) career, c) personal
fulfillment, and d) legal/rehabilitation factors on the engagement of African
American males in postsecondary career and technical education moderated by
their having been incarcerated?
Significance of Study
The alarming educational statistics that describe African American males and their
completion of traditional school programs provide evidence of a crisis. School dropouts remain a
major issue facing 21st century schools and educational systems (Rumberger, 1995). Twentiethcentury knowledge is no longer sufficient to address the educational needs of 21st century
students and for educators it is important to include students in the discussions regarding school
culture and operations (Prensky, 2005). Schools in the 21st century will need to adapt to world
changing conditions as the ways in which students currently engage may be different from how
previous generations displayed engagement (Taylor & Parson, 2011).
This current study is of unique importance in that it provided African American male
students enrolled in a postsecondary career and technical educational program an opportunity to
rank identify factors influencing their engagement. The results of this study will guide educators
to identify African American male students at risk of disengagement and develop effective
prevention interventions. Additionally, the results of this study may provide a rationale for

8

developing programs that will increase African American male students’ engagement sustained
by career and technical educational interests.
Definition of Terms
African American. For the purpose of this study, the term African American will be
used to reference an American group of individuals of African descent such as African
American, Sub-Saharan African, and Afro-Caribbean (Census Bureau, 2011) Throughout the
literature, African American and Black may be used interchangeably to reference this defined
population.
Career and Technical Education (CTE)-Postsecondary. Education provided at the
postsecondary level, but not leading to a baccalaureate degree, that provides specific
occupational training and preparation. (Stark, Noel, & McFarland, 2015).
Disengagement. For the purpose of this study, the term disengagement will be used to
describe the process or collection of contributing factors/events that lead to passivity and failure
to complete and graduate from high school (Fredricks, Blumenfeld, & Paris, 2004).
Dropout. For the purpose of this study, the term dropout will be used to refer to an
individual that was previously enrolled in school, withdraw, and did not complete or graduate
with a high school diploma (Stark et al., 2015).
Engagement. For the purpose of this study, engagement will represent a continuous
process of behaviors, attitudes, relationships and events associated with educational commitment
and participation (Fredricks et al., 2004).
General Education Development (GED). For the purpose of this study, GED will refer
to a program designed to allow individuals who did not complete a traditional secondary school

9

program to earn academic skills and a certificate of completion equivalent to a high school
diploma (Stark et al., 2015).
Non-traditional student. The National Center for Education Statistics (n.d.) considers an
individual to have a nontraditional student status if the individual meets at least 1 of 7
characteristics: older than typical aged-student, attending school part-time, work full-time,
independent, have dependents, hold single parent status, or earned a GED. For the purpose of
this study, the term non-traditional student will be used to describe an individual who did not
complete high school, earned a GED, and enrolled in a post-secondary program.
Post-secondary program. The National Center for Education Statistics (1995) defines
an academic, occupational or career and technical education provided to students beyond the age
for high school as postsecondary education.
Re-engagement. For the purpose of this study, re-engagement will refer to a student’s
postsecondary engagement after a period of secondary engagement or disengagement.
Secondary school/program. For the purpose of this study, the term secondary school
will be used to refer to a public U.S. educational system comprised of the final years of required
schooling, typically grades 9th-12th (Stark et al., 2015).
Trade school program. For the purpose of this study, the term trade school will be used
to refer to a post-secondary institution of learning that offers individuals specialized career and
technical education and technical skills training in a variety of work domains (Stark et al., 2015).
Organization of the Study
This study is presented in five chapters. Chapter 1 introduced the study including the
background, statement of the problem, the purpose of the study, significance of the study,
research questions, and definition of terms. Chapter 2 presents a review of relevant literature that
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validates examining the factors influencing African American males to pursue post-secondary
career and technical educational training and the associated theories that frame this research.
Chapter 3 outlines the methods that were used to conduct this study. This chapter includes the
protocol for participant characteristics, recruitment, and selection. Chapter 4 provides a
presentation and analysis of the collected data. This chapter also discusses the analytic
procedures applied to the survey results and a disaggregation of the data. Tables are presented to
illustrate participants’ demographics, frequency of responses and comparative results. Chapter 5
discusses a summary of the study, the findings, implications for practice and further research, as
well as the researcher’s final conclusions.
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Chapter 2
Review of the Literature
The forthcoming chapter examines the body of research available that supports the
factors that influence students to pursue CTE. Understanding the influence of certain factors can
assist CTE programs to engage different students (African American males in particular) within
the community and also develop mechanisms that will best support their success in secondary
programs offered via CTE. Ultimately this may also assist in improving retention and success
statistics after they complete their CTE program. Findings from recent research also indicate
that the opportunity for second chance education via CTE is crucial for groups of young adults
(African American males in particular) with disrupted educational pathways.
This chapter is presented in sections that provide an overview of Career and Technical
Education, the intersection of African American males and CTE programs, the factors
influencing postsecondary CTE engagement, and supporting theories that frame this research.
Career and Technical Education
Historically, Career and Technical Education (CTE) programs were created to train and
prepare poor youth to gain labor-market skills as apprentice and become contributing members
of society (Rojewski, 2002). Since its inception in the early 20th century, CTE and training,
originally known as vocational education, continues to play a vital role in creating skilled
workers to meet growing workforce demands. A majority of CTE programs teach specific
educational and vocational knowledge and skills needed for employment (Epperson, 2011).
More specifically, CTE programs offer classroom instructions and field experience to unskilled
individuals and affords individuals opportunities to earn credentials necessary to enter certain job
markets based on their skills level (Holzer, 2015). Career and technical education often leads to
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sub-baccalaureate degrees (Carnevale, Jayasundera, & Hanson, 2012), degrees below the
bachelor’s degree level.
CTE training is available in over 15,000 comprehensive and career-technical high
schools, job corps centers, and a plethora of postsecondary programs in the United States (Copa
& Wolff, 2002). According to Ries (2000) and Brown (2003), individuals enrolled in CTE
training programs may experience both direct and indirect benefits including higher earned
wages, enriched postsecondary learning experiences, and higher rates of student engagement and
retention. Whether an individual intends to enter the workforce directly after high school, enroll
in community college, or is at risk of dropping out of high school, Gray (2004) postulates that
CTE is “the most important curriculum in the American high school” (p. 132).
The Association for Career and Technical Education (2016a) reports that at least one
CTE program is offered in 88% of public high schools. Previously, CTE training was only
available to certain students. However, at present, CTE training is available to all students and is
integrated with academics. CTE programs are categorized into 16 career clusters (see Table 1)
that highlight specific skills and knowledge that individuals need to learn as they matriculate
through their program and identify career pathways (Castellano, Stringfield & Stone, 2003).
Once individuals chose their program of study, tailored career-related instructions, projected to
lead to a diploma, industry-recognized credentialing, certificate, or a college degree, is offered to
guide pathways to postsecondary education and careers (Lekes et al., 2007).
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Table 1
Breakdown of the 16 CTE Career Clusters
16 Career Clusters
Agriculture, Food, and Natural Resources

Architecture and Construction

Arts, A/V Technology and Communications

Business Management and Administration

Education and Training

Finance

Government and Public Administration

Health Sciences

Hospitality and Tourism

Human Services

Information Technology

Law, Public Safety, Corrections, and Security

Manufacturing

Marketing

Science, Technology, Engineering, and Math

Transportation, Distribution, and Logistics

Note. Adapted from the Association of Career and Technical Education’s (2016b) Career
Clusters, retrieved from
https://www.acteonline.org/general.aspx?id=8644#.WAAHv9zCFZw.
The intersection of African American males and Career and Technical Education.
Despite how challenging it may be for African American males to succeed, studies suggest that
Career and Technical Education (CTE) programs serve as the most effective route to degree
attainment (Bass, 2011; Gebru, 2009). Many advocates, however, oppose CTE because they fear
the role of CTE in the reproduction of labor market inequalities, along the lines of class, gender
and race/ethnicity (Bordieu, 1986). Critics also cite the history of poor and obsolete CTE
programs (the proverbial "shop class") that became a dumping ground for less academically
inclined students who may not have been the best suited for the curriculum (Cook, Semmel, &
Gerber, 1999).
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Nonetheless, some scholars have declared that CTE programs serve as the sole
opportunity for African American males to access industry-aligned credential or certificate and
obtain employment in the occupations they studied (Cohen & Brawer, 2008; Gordon, 2014;
Pope, 2006; Silverberg, Warner, Fong, & Goodwin, 2004). The intent of traditional schools is
to serve the needs of students to encourage success for all; however with increasingly
disproportionate academic performances, low college enrollments and high incarceration rates
among African American males it is obvious that their needs are not being met (De La Ossa,
2005). The disproportionate number of African American males that fail to complete high
school during four years indicates a flawed system in educational traditions.
The benefits of CTE programs on the labor market and the need to keep African
American male students engaged and motivated during their quest for successful CTE
completion are particularly compelling from both an educational and social policy perspective. If
CTE programs seek to improve the academic entry and success of African American male
students, the factors that influence such behaviors must be further examined. This review
identified financial, career, personal and legal as four factors that influence post-secondary
educational engagement. The following section discussed these factors as presented in the
literature.
Factors Influencing Postsecondary Career and Technical Educational Engagement
Financial factors. Career development and eventual career choices are predicated on the
concept of obtaining ideal employment (Ferry, 2006). A number of studies discuss the state of
economic turmoil and the importance of having an educational platform to build upon (Kelly,
2015). Research yields that education is the pathway to prosperity and the pursuit of
postsecondary education is often fueled by the potential economic return on investment
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(Valentine et al., 2009). Results from previous studies showed that students who participate in
CTE programs enjoy a wage premium over comparable students who did not, but the educational
benefits of CTE remain unclear (Hanushek, Woessmann, & Zhang, 2011; Kemple & Willner,
2008; Mane, 1999; Meer, 2007; Neumark & Joyce, 2001; Neumark & Rothstein, 2006; Page,
2012; Pitman, 1991; Plank, 2001; Stone, Alfeld, & Pearson, 2008).
In particular, earlier CTE research has underemphasized the potential effects on students
from socio-economically and racially disadvantaged backgrounds, a group that is overrepresented in CTE and for whom CTE may have previously been used as a "dumping ground"
for certain types of students under the premise they can "at least learn some" job-specific
technical skills despite their academic learning limitations (Gamoran & Mare, 1989; Kelly &
Price, 2009). More recent research claims that CTE can provide an effective pathway in
secondary schools for youth who may otherwise drop out of high school, or provide a transition
to meaningful and affordable post-secondary education for youth moving toward the workforce
and adults seeking to achieve economic self-sufficiency (Cullen, Levitt, Robertson & Sadoff,
2013; Kreisman & Stange, 2014). Alternatively, CTE pathways may track students into
workforce or postsecondary education and training that make them less likely to complete high
school or face limited employment prospects in the future. Anderson and Cook (2008) state
“although there are numerous returns to public investment (i.e., strengthen national and regional
workforce quality and economic competitiveness) in CTE program offerings, typically people
make a decision to pursue a postsecondary education because of private returns, especially
economic ones” (p.181). Thus, understanding the financial and economic factors influencing
participation of students in CTE programs is crucial to determining its place in contemporary
education policy.
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Employment. CTE provides relevant academic and technical coursework leading to
industry-recognized employment for secondary, postsecondary and adult students. A recent study
of CTE enrollment rates and labor market data shows that CTE programs (i.e., high-demand
career clusters) achieve flexibility and alignment in adapting to labor market conditions
(National Association of State Directors of Career Technical Education, 2012). The United
States Bureau of Labor Statistics noted that employment of career and technical education is
projected to grow 4% from 2014 to 2024 (Bureau of Labor Statistics, 2015). Most prior research
on CTE claims that the programs help students attain high-demand skills, preparing them for
postsecondary education and increasing their future labor market competitiveness. For example,
the Pathways to Prosperity report from the Harvard Graduate School of Education found that
young adults who have access to a structured repertoire of skills and experiences that better
prepare them for the labor market make smoother transitions into the labor force after high
school (Symonds, Schwartz, & Ferguson, 2011).
The literature discusses an emerging profile of the ‘working student’ as an employee who
studies or a student who works (Berker, Horn, & Carroll, 2004). The concept of the working
student indicates the important need for financial assistance or stability while pursuing
educational advancement. The U.S. Bureau of Labor Statistics (2016) reports that the
unemployment rate for persons 25 years and older decreases with educational advancement.
There is a 3.4% difference in unemployment for persons without a high school diploma and high
school graduates. There is also a differential range from 0.4% to 2.6% between high school
graduates and persons with postsecondary education (Bureau of Labor Statistics, 2016). As the
literature maintains, there is a significant correlation between educational attainment and
employment opportunities.
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Tuition costs, financial aid, and other costs of attendance. Saving time and tuition costs
are large motivators for student enrollment. CTE appeals to postsecondary students and adults
because of the generally lower cost of attendance. The average tuition for U.S. public two year
institutions are less than one-half that of the public four-year colleges, and because CTE
programs are located in most towns and cities, many students can live at home while attending a
CTE program (Hyslop & Imeratore, 2013). CTE have also lowered other costs of attendance.
Courses are not only offered during "traditional" daytime hours, but also at night and on
weekends. Many CTE programs offer courses on work sites, or via audio, video or computer
technologies. The cost of postsecondary education and training certainly has its influence upon
potential enrollment (Noel-Levitz, 2012). CTE programs are heavily dependent upon public
subsidies for their operations. In fiscal year 2013, the federal government contributed $1.1
billion at Local Educational Agencies (LEAs) and Institutions of Higher Education (IHEs),
approximately 4-7% of total spending for CTE services (U.S. Department of Education, 2014).
However, students must be enrolled at least half-time to qualify for many federal aid programs
such as the guaranteed student loan programs.
Equal access or the financial resources to attend postsecondary programs continues to
challenge low-income students. The presidential administration recognizes the need to provide
assistance in affording postsecondary opportunities to all; and has implemented financial aid
strategies, such as increasing the amount awarded in federal Pell grants, offering college tax
credits, capping the “pay-as-you-earn” loan repayments at 10% of an individual’s income, and
paying colleges based on their performance ratings, to help curtail the rising costs of education
(Executive Office of the President, 2014). Research reveals that financial-related factors guiding
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pathways to postsecondary education can include employment status, tuition costs and available
financial aid, as well as the potential increase in earnings.
Increase in earnings. There are also several studies, including a longitudinal,
randomized control trial of career academies (Kemple & Willner, 2008; Page, 2012), that find
that students who participate in a CTE program have higher earnings, on average, than similar
students who attended a non-CTE. The advantage for young men was particularly large at 16
percent over the 8-year follow up. Using data from both High School and Beyond and the
National Longitudinal Survey of Youth, Campbell and Laughlin (1991) validated prior studies
about the positive relationship between wage earnings and CTE when occupational skills were
developed and a training-related job obtained. In addition, Mane’s (1999) study is the most
comprehensive study to date of the wage earnings impact of CTE students who do not go to
college. Mane compared the short- and medium-term effects of CTE courses for 1972 graduates,
1980 graduates and 1992 graduates. Mane concluded that both short- and medium-term returns
to CTE were greater for 1980 graduates than 1972 graduates. Short-term returns to CTE
remained high for 1992 graduates. More and more, the consensus among scholars is that CTE
participation may promote positive financial gains.
Educational productivity, widely known as the human capital theory, encapsulates the
most important factors common to the discussion above. The human capital theory attributes the
variation in earnings over the life cycle to different levels of investment in depreciable human
capital (Becker, 1975; Mincer, 1974). Since the work-life is finite, young adults may invest
heavily in CTE, and then gradually reduce the rate of investment as they age and the time over
which they can recoup their investments dwindles. Applied in CTE settings, human capital
theory suggests that the "human capital acquired" is what matters, not the type of degree
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obtained. A decision to pursue CTE involves an informal analysis on part of the individual in
educational pursuit of the costs of education as measured against the expected value of the
economic returns to that education. Determining the expected economic returns of such an
investment has, largely as a result of its private and societal benefits, been an important and
significant topic of research for researchers. Chevalier, Harmon, Walker and Zhu (2004), in a
review of several different studies, estimate the returns to education (as measured by increases in
wage and salary) at nearly 10% for each additional year of schooling. Young adults who acquire
skills for which demand exists in the labor market should expect higher financial gains than
comparable youths without such skills, and the evidence shows that they do.
Career factors. Career development can begin as early as childhood, with a child
identifying and reciting what they want to be when they grow up. The development of a career is
not necessarily an instantaneous event, but a process that can occur over the span of one’s
lifetime (Ferry, 2006). As today’s high schools are tasked with preparing students for
postsecondary education and careers, it is becoming more apparent that many students are failing
to recognize the synthesis between education and employment (Brand, 2003). While today’s
labor market demands that postsecondary education and training is essential for gainful
employment (Carnevale & Desrochers, 2004), students without clear postsecondary educational
goals can experience delays in their career development (Brand, 2003). According to a study that
investigates vocational identity and motivating factors, educational pursuits are more successful
when linked to a pathway that combines academic preparation with career preparation and career
ready for a specific career (Shin & Kelly, 2013).
A study surveying adult learners (non-traditional students) and their reasons for returning
to school identify factors including changes in the job market as well as changes in their
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individual career interests (Timarong, Temaungil, & Sukrad, 2002). Non-traditional adult
learners also cite voluntary professional development and employer-mandated enrichment, as
well as pursuing a raise or job promotion as reasons for returning to school (Timarong et al.,
2002).
Self-directed learning. Over the years, the concept of self-direction in learning has been
studied in a variety of domains and disciplines and has been conceptualized differently. Selfdirected learning is mainly used to describe a process-oriented approach to learning. As a careerrelated factor, self-direction is approached as a personal attribute referring to a personal quality
or characteristic of learners (Lent, Brown & Hackett, 2002). In conceptualizations in which selfdirection is approached as a personal characteristic, others argue that self-direction points to an
individual’s beliefs and attitudes, intentions and behavior that predispose one toward taking
primary responsibility for personal learning endeavors (Brockett & Hiemstra 1991, p. 29). By
including self-direction as a career-related factor, we can examine the influences such as
educational aspirations and strong motivations that help the students enroll in CTE programs.
Investigators such as Parker and Sprigg (1999) and De Rijk, Le Blanc, Schaufeli, & De Jonge
(1998) have shown that it is possible to produce more carefully detailed reports of the influence
of career-related factors if account is taken of the amount of efforts students put into their
learning.
Hands-on training. Hands-on experience is the educational fusion between theoretical
knowledge and practical application. The concept of hands on experience has been integrated
throughout various levels of learning and specifically in areas that encourage kinesthetic learning
styles. Hands-on training as a factor in career development magnifies the practice of the skill in a
replicated or work-based environment. CTE programs often integrate the component of hands on
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learning through practical and work-based learning experiences (Brown, 2003). This approach
allows a learner to physically experience the learning while cognitively applying the theories.
Utilizing a hands-on process incorporates a learner’s personal investment into their experience
and provides intrinsic motivation and self-confidence to continue educational pursuits (Taylor,
2001).
Skill development. The US Department of Education (D.O.E.) (2012) acknowledges that
in order for America to maintain their global competitiveness, qualified and skilled laborers must
continue to emerge and grow with the economy. However, the US D.O.E. also recognizes there
is a deficit of “skills and knowledge of the country’s current and projected workforce and the
demands of jobs expected to grow most rapidly during the next decade” (USDOE-OVAE, 2012,
p.1). To contend in a competitive labor market, specific job skills are necessary (Maurer, 2001).
CTE is education for the workforce and an effective catalyst to achieve skill development
(Bouffard, Makenzie, & Hickman, 2000; Imel, 1986). Researchers consider specific skill training
as an essential educational element to meet existing labor force demands through CTE programs
(Hyslop-Margison, 2000).
Credential completion. Completion of a postsecondary credential or degree has been
found to be associated with improved job prospects and returns to education. In these studies, the
authors define career prospects as the nontraditional students’ primary goals and intentions for
enrolling in CTE programs. In particular, the level of commitment to obtaining an academic
credential is a motivating factor for a student to return to school (Ashar & Skenes, 1993) and in
determining the clarity of his/her career objectives (Phelps, 1996). Value-added in wage
earnings is the highest when CTE students convert their career intent to receive any type of
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credential or degree. However, leaving before receiving a credential does not add value to wage
earnings (Association for Career & Technical Education, 2007).
The above discussion examines the career factors influencing young adults to enroll in
CTE programs. It brings to mind the debate between Charles Prosser and John Dewey during
the early part of the twentieth century, on both sides of the CTE divide. In 1925, Prosser
published Vocational Education in a Democracy, which postulated his sixteen theorems for
vocational education (Prosser & Allen, 1925). Embedded in these theorems is Prosser's notion
of "social efficiency" or "instrumentalist philosophy" which sums up the career-related linkages
to CTE programs. The social efficiency framework suggests that focused vocational training is
the way to assist the less academically inclined students in securing employment after school
completion. Prosser posited that attaining education is not to satisfy the needs of an individual,
but to qualify individuals to fulfill the labor needs of society. Prosser's theorems eventually set
the stage for the design, development and implementation of vocation education. Educated and
competent workers provide assurance that quality and safety needs are being met. To produce a
sufficient labor pool, an effective CTE training program provides hands-on education,
assessment and licensure processes that are specific to individual vocations (Rojewski, 2002).
With a distinct difference of opinion, John Dewey promoted the philosophical stance
known as "democratic humanism" that opposed the duality between the classic academic
curriculum and the vocational curriculum for certain types of students. Prosser inferred that
individuals are skilled to satisfy a need for providing a trained workforce, whereas, Dewey’s
converse argument implies that skill development is a personal choice and is not determined to
fulfill a labor need but more of an individual need (Rojewski, 2002). Dewey supported the
integration of academic and occupational instruction, aimed at developing thinking skills,

23

decision-making, problem solving, knowing how to learn, as well as personal satisfaction.
Dewey believed vocational education should be included as part of an integrated academic and
vocational curriculum to help students develop a greater range of personal capacities that
expanded, rather than limited, their future occupational options. In his view, students are active
pursuers and constructors of knowledge, living and working in a world of dynamic social beings.
Dewey's position finds relevance in today's notion of CTE programs as opening more avenues
for young adults to strengthen the academic based of career-related skills, on the one hand; and
to provide a context and motivation for learning academic skills, on the other (Bailey, 1997).
The basic rationale is that young adults will learn better when courses are taught with real-world
applications, by connecting school and work, and abstract concepts or knowledge to skill
development and workforce preparation (Keif & Stewart 1996, Marshal & Tucker 1992, Stasz
1997).
The Prosser-Dewey debates not only tackle the issue of a dual-system approach, but also
the duality of the motivation factors that influence young adults (namely, African American
males) to engage in CTE programs. On the one hand, extrinsic motivation is defined as
performance for some type of external reward such as skill development and credential
completion for higher wages. On the other hand, intrinsic motivation occurs when young adults
engage in CTE programs for self-directed learning and life satisfaction. The duality of intrinsic
and extrinsic motivation is consistent with previous research on the social cognitive approach
(Bandura, 2006), that is, the reciprocal interplay between extrinsic factors (i.e., connection
between classroom learning and employment) and intrinsic factors (i.e., self-determination) do
shape outcome expectations. In other words, academic engagement in a career technical
education context acts as motivators that enhance students’ self-efficacy, which in turn help them
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determine an educational and career path (Loera, Nakamoto, Oh, & Rueda, 2013). More recent
research suggests that career factors influencing student engagement in postsecondary education
can vary according to the circumstances that lead students to enroll.
Personal factors. The previous sub-sections discuss a correlation between education and
employment, suggesting that student engagement in CTE programs can be influenced by career
and financial factors. There is also the internal motivation that guides some students to learn for
the sake of learning (Kimmel, Gaylor, Grubbs, & Hayes, 2012). The personal factors influencing
students to pursue postsecondary education include personal enrichment, parent encouragement
(traditional students) and spouse/partner encouragement.
Personal enrichment. A number of studies look at the personal factors that influence
CTE enrollment and attainment of goals. Liao, Edlin and Ferdenzi (2014) look at how selfefficacy and personal enrichment influences non-traditional students to enroll and persist with
their CTE studies. Various other factors that have been identified in different studies include
developmental factors such as sense of accomplishment, pursuit of interest, seeking professional
development, and wanting new opportunities and personal development (Timarong et al., 2002).
Blackwell and Pinder (2014) noted that a key factor to attend a CTE program was a desire to
“achieve a better way of life for themselves” (p. 45).
Parental encouragement. Parental encouragement is often a by-product of a parent's own
educational attainment. Parental education level and family income can contribute to the
influence that may affect a student’s educational pursuits (Demetriou & Schmitz-Sciborski,
2011). Studies have identified factors that include parent and family support as having an
influence on student engagement in CTE programs. Workman (2015) discussed the influence of
parents and families on student enrollment, where some students in the midst of career
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indecision, find parents supportive of their educational exploration. Yet, other students perceived
their parents support as pressure to quickly determine a career path. Horyna and Bons-Raake
(2012) noted that students who engage in CTE programs tend to come from families whose
parents also undertook post-secondary education. Demetriou and Schmitz-Sciborski (2011) also
suggested that parents demonstrating high expectations coupled with high support demonstrate
their expectations by helping their children explore educational and career options, financial aid
and enrollment process.
Spouse/partner encouragement. Studies of second chance education through CTE
programs suggest that the real value of these programs is to be found in the intangible benefits
that non-traditional students derived from them (Ross & Gray, 2005). In addition to increased
confidence and self-esteem some of the greatest general benefits highlighted are the improved
relationships with spouse/partner.
As described above, the personal-related factors that drive young adults to engage in CTE
can be captured through the lens of Abraham Maslow’s seminal work on "Hierarchy of Needs"
(Maslow, 1954). Abraham Maslow, a humanistic psychologist who believes that individuals are
motivated by a drive to reach their full potential, deems that humans have five basic (lower level)
needs that must be satisfied before upper level needs can be addressed. Maslow’s (1943)
hierarchical theory of basic needs include physiological, safety, needs of love, affection, and
belongingness, esteem, and self-actualization. Based on this theory, individuals cannot satisfy a
higher level need until the lower level need is first resolved. As such, Maslow posits that the
need to secure food, water, and oxygen is a pre-requisite for addressing one’s need for safety.
One’s awareness of the need for security does not become activated until one’s thoughts and
behaviors cease being controlled by one’s physiological need. After fulfilling one’s

26

physiological and safety needs, one’s desire for love, affection, and belonging surfaces. Next, the
need for esteem becomes pertinent after the first three levels of need are met. One’s need for
esteem relates to how valued one feels in society and is self-imposed as well as validated by
others. Self-actualization, the final basic need that activates after the other lower level needs are
satisfied, is defined as the act of living the life that one was born to live (e.g., a teacher teaches, a
singer sings, a musician creates music, etc.) (Maslow, 1943).
Although much consideration is given to the financial and career aspects of CTE
programs, the personal and social elements cannot and should not be underestimated for
enhancing social belongingness and self-esteem that affect young adults' engagement in CTE.
Similar to Maslow’s recommendations for mediating educational hindrances, Kroth (2007)
suggested other lines of inquiry that integrate motivational theories (i.e., expectancy theory, selfefficacy, and goal theory) to particular situation or learning environment of young adults in CTE
programs. For example, second-chance education and training for the unemployed and those
seeking to upgrade their employability skills is the gateway that often times lead to selfactualization because it offers them the tools and resources needed to “live the life they were
born to live.” Inhibiting these individuals from growing prevents them from moving up the needs
hierarchy in the direction of self-actualization. Therefore, it may be safe to speculate that
individuals enroll in CTE programs because they have experienced a pitfall or an injustice that
delays their ability to reach self-actualization and are looking for opportunities to grow. A case
in point, an individual living below the poverty line, or who lacks skills/hands-on training, or
someone trying to meet legal requirements will not be able to focus on the need for esteem until
their basic biological needs, safety needs, and the need to belong have been resolved. CTE
programs afford individuals’ opportunities to learn specific hands-on skills that may lead to them
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satisfying lower level physiological, safety, and affection needs. After satisfying the
aforementioned needs, the need for esteem finally activates and individuals may become more
motivated to receive accolades for their accomplishments and work even harder. When the need
for esteem is satisfied, individuals begin to feel more self-confident which then sets the wheels of
self-actualization into motion (Maslow, 2000).
Additional research has suggested that CTE participation may also fulfill inherent
psychological needs. Prior studies suggest that students derive positive psychological benefits
(personal satisfaction) from the success and engagement they experience while enrolled in CTE
courses, and that CTE programs may play a role in developing self-efficacy along with financial
outcomes (Deci, Eghrari, Patrick & Leone, 1994; Deci, Koestner & Ryan, 1999; Kelly & Price
2009). Supporting this idea, other studies has shown that feelings of efficacy and self-worth are
important predictors of CTE students' high self-efficacy in their technical fields (Bandura, 1997;
Finn, 1989), and that many students enter secondary and post-secondary schools with limited
feelings of efficacy (Fredericks & Eccles, 2002). Lower self-efficacy results in setting lower
goals/expectations and fulfilling them with less effort and persistence. Because efficacy and
self-worth influence a student’s interest and value for education, they could have an important
effect on a student’s decision to engage in CTE programs (Agodini & Deke, 2004: Finn & Rock,
1997; Kelly & Price, 2009; Plank, DeLuca, & Estacion, 2008; Rumberger, 2011).
Legal factors. The literature is clear about the significance between postsecondary
educational attainment and labor market opportunities. There is also vast research that examines
the systemic cost and effect of the educational attainment of criminal offenders (Hrabowski III &
Robbi, 2002). The literature presents data from the perspective of society as an institution, yet
the research is limited from the perspective of the offending individual and the challenges
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awaiting their re-entry (Shivy et al., 2007). When the pathway to postsecondary education is
complicated with legal and criminal infractions, the factors influencing students to pursue CTE
may vary. The following section summarizes the literature discussing factors influencing
criminal offenders to pursue postsecondary CTE.
Securing employment is a major component for offender re-entry (Kling, 2006); as
failure to maintain employment is a major component for re-offending (Lockwood, Nally, Ho, &
Knutson, 2012). According to a study that identifies factors that leads to re-offending by exprisoners, results indicate that education and employment are key factors that can influence
whether or not an offender recidivates (Lockwood et al., 2012; Social Exclusion Unit, 2002).
There exist barriers that can prevent ex-offenders from obtaining gainful employment. Such
barriers include an offender’s responsibility to disclose their criminal history as well as an
employer’s legal discretion to discriminate against applicants for past infractions (Harris &
Keller, 2005). The difficulties navigating through the labor market with a criminal past is
exacerbated when educational attainment is minimal (Lockwood et al., 2012). One study
examining prisoners and their re-entry needs cite “education, general financial assistance, a
driver’s license, job training and employment” as the most common challenges offenders
confront upon reentry (Visher & Lattimore, 2007, p. 31).
Correctional or post-release education is essential for (ex)-offenders to increase their
advantage in a competitive labor market and decrease their probability of recidivating (Jancic,
1998). Career development for offenders can begin during incarceration or immediately upon
their release. Academic opportunities and CTE programs can set the foundation for post-release
success. Shivy et al. (2007) discuss the results of a qualitative study exploring the re-entry needs
of offenders. The study participants articulate the priority of “(a) identifying career goals and
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resources, (b) adopting a career perspective (planning for a career and not just a job), and (c)
anticipating career-related barriers” (p. 470).
Summing up the above literature, the factors influencing an (ex)-offender to pursue
postsecondary CTE programs is supported by the significant correlation that education has on
gainful employment. Drake (2003) concludes that offenders with postsecondary education have
a greater chance of being employed and earning more post-release than those offenders with little
to no education.
Juvenile and correctional facilities recognize the significance of education in the
reintegration of criminal offenders. Providing educational opportunities and skills decreases the
likelihood that youth and offenders will violate post-release conditions or re-offend (Shivy et al.,
2007). As discussed by Morrison and Epps (2002) to remain current in a rapidly developing
technical society, continuous knowledge and skills must be acquired to ensure fluency. Although
there is existing research that purports a significant positive correlation between educational
attainment and social advancement, there are a considerable number of correctional institutions
that provide minimal to no educational support. Educational availability and access is limited
when resources are prioritized towards safety and discipline in accordance with zero-tolerance
policies (U.S. Departments of Education and Justice, 2014). Correctional education accessible to
offenders can begin with low-level supplemental courses and extend through postsecondary
options. Suggested correctional education options include basic learning and life skills, academic
classes aligned with traditional educational programs, General Education Diploma training and
career and technical education (Morrison & Epps, 2002). Correctional facilities are tasked with
the challenge to engage students whose educational pasts may have yielded displays of poor
academic and behavior performance. A redesigned model is necessary to address students’ needs
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and to satisfy state requirements. Incarcerated youth have access to a myriad of educational
curricula including 4th thru 12th grade level subjects, special education, various skill development
instruction and GED and CTE for postsecondary interests. Antiquated methods of educational
instruction rely heavily on memorization techniques. The ‘one-size-fit-all’ educational
instruction is no longer appropriate to meet the individual needs of students (Morrison & Epps,
2002).
A variant of Maslow's theory of human motivation, self-determination theory (SDT)
encapsulates the above discussion of legal factors related to CTE engagement. When examining
SDT in influencing an (ex)-offender to pursue postsecondary CTE programs, it provides
understanding of his/her interest and value for education. SDT posits three motivational needs
that affect human behavior, namely, competence (i.e., understanding the amount of effort one
puts in accomplishing a task), relatedness (deriving emotional support from others), and
autonomy (amount of control external consequences have upon behavior). Applied in CTE
settings, SDT has the capability for promoting positive self-efficacy for incarcerated young
adults (Deci et al., 1994; Kroth, 2007). Collectively, educational researchers have concluded that
the process of pursuing goals once set impact learners’ motivation. Once the decision is made
goals must be protected from disruptions or distractions (i.e., violating post-release conditions or
committing a further crime), and engagement must be maintained (Ghoshal & Bruch, 2003;
Kroth, 2007). Accordingly, how incarcerated young adults come to understand certain life’s
occurrences shape their motivation and expectations.
Summary
The research on the entry and engagement of African American male students in career
and technical education has slowly emerged. This current research contributes to the prior
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literature by examining the motivation of African American males enrolled in CTE programs,
through their own distinct responses, which is an area in the literature that is severely lacking.
This chapter reviewed literature in the following areas: the personal, career, financial, personal
and legal motivation of African American males enrolled in CTE programs. The following
chapter will address the methodology and procedures employed to gather data related to factors
that motivated them through their time in CTE programs. The next chapter describes the research
design, data collection procedures, and data analysis procedures.
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Chapter 3
Research Methodology
Chapter 3 describes the methodology that was used to conduct this study. The purpose of
this study was two-fold: first, to assess the relative influence of four factors on African American
male engagement in postsecondary career and technical education; and, second, to determine
whether, within the population of interest, high school completion or a history of incarceration
moderates these four factors’ relative influence. Deriving from this overarching purpose are the
three research questions below:
1. Is there a statistically significant differences in the level of influence exercised by a)
financial, b) career, c) personal fulfillment, and d) legal/rehabilitation factors on the engagement
of African American males in postsecondary career and technical education?
2. Is the level of influence exercised by a) financial, b) career, c) personal fulfillment, and
d) legal/rehabilitation factors on the engagement of African American males in postsecondary
career and technical education moderated by their having completed high school?
3. Is the level of influence exercised by a) financial, b) career, c) personal fulfillment, and
d) legal/rehabilitation factors on the engagement of African American males in postsecondary
career and technical education moderated by them having been incarcerated?
The sections below described this study’s research design, population of interest and
sampling procedures, instrumentation, and procedures for data collection and data analysis. The
chapter will conclude with a summary of the main points made in each of these sections.
Research Design
The research design represents the plan and blueprint of a study; it guides the researcher
(Ayiro, 2012) and frames the data collection, analysis and the evaluative reporting process
(Creswell, 2008). Broadly speaking, research designs can be classified as quantitative,
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qualitative, or “mixed” methods (Ayiro, 2012; Creswell, 2008), and within these types there are
many variations.
As it is more about numeric than narrative description, the present study is an example of
quantitative research that seeks to address a problem by identifying or exploring the relationship
amongst variables (Ayiro, 2012, Creswell, 2008). Because the nature of the study is nonexperimental, the relationships it seeks to establish are not causal in nature; hence, the research
design may be further described as “correlational” as its intent is merely to establish linkages
between variables using statistical measures of association and difference. Finally, as this study
targets “current attitudes, beliefs, opinions, or practices” (Creswell, 2008, p. 389) and seeks to
establish within- and between-group trends among them, its design may be finally described as
survey research. Yielding data derived from a set of pre-determined responses to a series of
questions, survey research generates item frequencies and scale means and can be classified as
either cross-sectional or longitudinal, depending on the number of times a particular group of
individuals is surveyed. Administered one time only to a specific group of individuals, a
questionnaire represents this study’s central data collection device, its constituent items tailored
to answer the three research questions previously outlined.
Population and Sample
The target population for this study included African American males currently enrolled
in a postsecondary career and technical educational program. In this study, the students are all
enrolled in a private for-profit institution that offers three specialized career and technical
programs and operates several locations in the mid-south. Having a cumulative average daily
enrollment of 215 students, the private institution has a student population that is approximately
97% African American and 90% male. Given the size and composition of the group targeted, it is
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anticipated that students will vary both by their high school graduation status, and by their
involvement or non-involvement with the penal system.
Survey Instrument
The researcher developed the Factors Influencing Student Engagement inventoryPostsecondary Career and Technical Education version (FISE-PSCTE) based on a systemic
review of literature across three scholarly areas of interest: 1) student engagement and
disengagement in High school; and 2) student re-engagement in postsecondary career and
technical education; and relevant theories.
The FISE-PSCTE inventory is divided into two sections. The first section contains nine
items and is intended to solicit demographic data from the participants, including their age; their
high school completion status; their own and their parents’ highest educational level; their annual
income; and their marital, parental and incarceration status. The second section has 12
statements categorized into four subcategories. The categories include: (a) financial factors, (b)
career factors (c) individual factors and (d) legal/rehabilitation factors. Each response is
measured on a 4-point Likert scale, which measures the level of influence to the statement (0 =
no influence, 1 = minor influence, 2 = moderate influence, 3 = major influence).
Content validity and reliability of the FISE-PSCTE were tested by Career and Technical
Education program directors in the Mid-South. For the purpose of establishing content validity,
the directors were asked to measure content appropriateness and clarity for each item on the
survey within each section of the FISE-PSCTE. The directors were also asked to determine the
following about the FISE-PSCTE:
•

Are the questions formatted appropriately, coherent and easily understood?
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•

Can the answers to the survey questions be used to understand which factors influence
African American males to engage in postsecondary career and technical educational
programs and to assess the impact of high school completion and incarceration?

•

How long does it take to complete the survey?

•

Are the directions clear?

In order to determine the reliability of the instrument, the researcher sought consistency
among the selected directors’ responses to the questions listed above. The researcher also
examined the degree to which different raters gave consistent answers to the content validity test
questions. The directors were in agreement regarding their responses to the survey’s
appropriateness and content validity. They felt the conciseness and content of the questions were
appealing and would encourage participation and survey completion. No adjustments to the
instrument were recommended.
Data Collection
The researcher obtained permission from the appropriate authority at the mid-south
private postsecondary institution. In addition, the necessary approval was obtained from the
University of Memphis’ Institutional Review Board (IRB) to carry out this study. Once
permission had been granted, the researcher forwarded a letter outlining the purpose of the study
and the data that would be collected to the appropriate school-based authorities. The survey was
conducted using Survey Monkey. Eligible and willing participants accessed, consented and
completed the internet-based survey during a 2-week window. The results of the information
gathered were used to compare the identified factors influencing postsecondary career and
technical educational engagement of African American males and the impact of high school
completion and incarceration on their influence.
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Data Analysis
Data identifying the factors influencing African American male engagement in
postsecondary career and technical educational programs were securely administered, examined,
and analyzed via a survey. The data gathered were analyzed using the Statistical Package for the
Social Sciences (SPSS) software. Using the software, frequencies pertinent to individual items
and the scale means and standard deviations pertinent to the four questionnaire factors were
computed for all respondents, and for respondents grouped by high school completion and
incarceration status. For research question 1, a one-way Repeated Measures Analysis of Variance
(R-ANOVA) was used to compare the factor means for all respondents. For research question 2,
a Multivariate Analysis of Variance (MANOVA) was employed to determine whether
differences in the magnitude of the factors were observed by high school completion status. For
research question 3, a Multivariate Analysis of Variance (MANOVA) was employed to
determine whether differences in the magnitude of the factors were observed by incarceration
status.
Summary
This chapter provided a description of the research design and the rationale for selecting
the research strategy used in this study. Also presented in this chapter were data collection
procedures that were used to gather information relevant to the study’s research questions and
the analytic procedures that were employed to answer them. An instrument created especially
for this study was introduced and the online version of the Factors Influencing Student
Engagement Inventory-Postsecondary Career and Technical Education (FISE-PSCTE) was made
accessible to a representative sample of African American male students currently enrolled in a
postsecondary career and technical education program. Once collected, the data was downloaded
into SPSS Version 23 and analyzed using the R-ANOVA and MANOVA procedures, as
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appropriate. In the next chapter, the results of these analyses are presented in both graphic and
narrative formats.
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Chapter 4
Findings
As previously noted, the overarching purpose of this study was to explore the influence
of a set of factors on African American male engagement in postsecondary career and technical
education and to determine whether the relative influence of such factors were moderated by
students’ graduating or not graduating from high school; or having or not having a history of
incarceration. Given an instrument where 12 items were extracted from four major themes in the
pertinent academic literature, the specific research questions that emerged from the study’s
purpose were addressed.
In the sections below, the characteristics of the more than 200 African American males
who responded to the survey will be described, followed by an empirical analysis of the structure
of the questionnaire based on those responses. In light of the results of that analysis, the chapter
will subsequently answer the study’s major research questions concerning first, the aggregate of
all responses, and second, the responses by subgroups of study participants by a) their status as
high school graduates or non-graduates and b) their history of incarceration or lack of same. A
summary of findings will conclude the chapter.
Demographics of the Sample
As indicated below in Table 2, responses were obtained from 212 African American male
students currently enrolled in a vocational program. While a significant number of these students
were under 25 years of age (39.2%), slightly more than half were between 26 and 40 years
(50.9%), and roughly 10% were older than 40 years. In terms of their highest level of educational
attainment, slightly more than half of all respondents indicated that they had earned a high school
diploma or its equivalent (51.9%), with the remainder having secured either a vocational
certification or license (17.9), or have earned some hours towards a college degree (20.3%), if
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not a college degree itself (9.9%). While it is unclear whether these African American male
respondents collectively had had as much formal education as their mothers—of whom it was
claimed that nearly half had had some college (30.2%) or earned a degree (17.5%)—such was
not the case with these respondents’ fathers. When asked about the latter’s highest level of
educational attainment, less than a quarter of the respondents indicated that their fathers had
pursued gone on to college (22.6%) and almost one in six were reported as not having graduated
high school (14.2%).
In terms of their current financial status, slightly more than 50% of the respondents
reported an annual income of under $5,000 (54.7%), with most of the those remaining putting
their income somewhere above $5,000 but lower than $20,000 (29.2%). When asked about their
marital status, about 75% of respondents indicated that they were either single (57.5%) or
unmarried, but cohabitating (24.5%). About half of the respondents indicated they had children
(50.5%). Finally, with respect to two demographic characteristics used in the analyses below,
slightly more than 6 out of 10 respondents indicated that they had graduated from high school
(62.3%) while slightly less than 6 out 10 respondents reported having no history of incarceration
(55.2%).
Instrumentation Revision and Computation of Factor Scores
As discussed in the methods chapter, a review of the literature suggested four factors that
might be more or less influential in encouraging students to engage in postsecondary CTE
programs: namely financial, career, personal, and legal factors. By way of capturing these four
factors, 12 items were crafted to align with these factors as follows:
•

Financial
1. Tired of being poor/broke
2. To be self-employed
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3. To increase earnings
4. More affordable than traditional college
•

Career
5. To be self-directed
6. To receive hands-on training
7. To learn a skill
8. To complete a credential from H.S./Other Institution

•

Personal
09. Personal enrichment
10. Parental encouragement
11. Spouse/partner encouragement

•

Legal
12. Condition of courts/probation/parole
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Table 2
Demographic Characteristics of the Sample (N = 212)
Characteristic

f

%

18-25 years
26–40 years
Older than 40 years

83
108
21

39.2
50.9
9.9

High School Graduation Status
Graduated
Did not graduate

132
80

62.3
37.7

Highest Level of Educational Attainment
H.S. diploma/equivalent (e.g., GED)
Vocational certification or license
Some college, but no degree
College degree

110
38
43
21

51.9
17.9
20.3
9.9

Mother's Highest Level of Educational Attainment
Less than H.S. diploma
H.S. diploma/equivalent (e.g., GED)
Vocational certification or license
Some college but no degree
College degree

20
81
10
64
37

9.4
38.2
4.7
30.2
17.5

Father's Highest Level of Educational Attainment
Less than H.S. diploma
H.S. diploma/equivalent (e.g., GED)
Vocational certification or license
Some college but no degree
College degree

30
118
16
31
17

14.2
55.7
7.5
14.6
8.0

Age
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Table 2 (Continued)
Characteristic

f

%

Annual Income
Under $5,000
$5,000-$9,999
$10,000-$19,999
$20,000 or above

116
39
23
34

54.7
18.4
10.8
16.0

Marital Status
Single
Married
Unmarried but live together

122
38
52

57.5
17.9
24.5

Parental Status
No children
Children

105
107

49.5
50.5

Incarceration Status
Never incarcerated
Previously incarcerated

117
95

55.2
44.8

As an empirical check on this structure, a principal components analysis followed by a
Varimax rotation was conducted on the responses, with both four and three factor solutions
attempted, After sorting the factor loadings by size and “blanking” them if loading proved not to
be substantial (that is, less than 0.3), an interpretable solution emerged that, after bringing the
single legal item into personal factor’s orbit, yielded three factors that explained about 53% of
the inter-item variance and produced three reliable subscales to which five items each were
observed to contribute (see Table 3).

43

Table 3
Results of Principal Components Analysis with Varimax Rotation and Sorted and Blanked
Loadings
Item

Loading on Component
1
2
3

6. To receive hands-on training

.879

7. To learn a skill

.823

2. To be self-employed

.569

9. For personal enrichment

.450

.312

1. Tired of being poor/broke

.777

3. To increase earnings

.761

4. More affordable than traditional college

.606

5. To be self-directed

.361

.383

.500

8. To complete a credential from H.S./Other
Institution

.734

12. Condition of courts/ probation/parole

.694

10. Parental encouragement

.640

11. Spouse or partner encouragement

.594

Note. For the five items with loadings on Component 1, Cronbach's α = .69; for the
five items with loadings on Component 2, Cronbach's α = .66; for the five items
with loadings on Component 3, Cronbach's α = .63.
Matching exactly the hypothesized structure of the instrument, six items loaded heavily
and exclusively on the three factors: items 1 (tired of being poor/broke) and 3 (increase earnings)
on the financial factor, items 6 (to receive hands-on training) and 7 (to learn a skill) on the career
factor, and items 10 (parental encouragement) and 11 (spouse/partner encouragement) on the
personal factor. The item concerning the relative affordability of vocational school loaded as
expected on the financial factor, but not exclusively. Given the item’s tacit connection with one’s
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unique financial situation, it loaded secondarily on the personal factor. This primary/secondaryloading phenomenon was also observed with respect to the items concerning self-direction and
self-employment. While the item concerning self-direction was intended to be an index of the
career factor, it loaded more heavily on the financial factor and only secondarily on the career
factor. Conversely, although the item concerning self-employment was intended to be an index
of the financial factor, it loaded more heavily on the personal factor and only secondarily on the
financial factor. Finally, two items that proved to be displaced from the conceptual formulation
in the empirical one. Although intended to be a measure of the personal factor, the item
concerning personal enrichment was interpreted by respondents as an artifact of their career
interests, that item loading exclusively on the career factor. Conversely, while intended to be a
measure of the financial factor, the item concerning completing a credential was interpreted by
respondents as an artifact of their personal history, that item loading exclusively on the personal
factor.
Using the item various item loadings as weights, each respondent’s rating of the
importance of a particular item was multiplied by that item’s loading on that particular factor.
Thus, for example, in obtaining factor scores for the item “to be self-employed,” a respondent’s
raw score on that item was respectively multiplied by .569 in computing a weighted value for the
career factor and by .312 in computing a weighted value for the financial factor. Although this
procedure calls for the reuse of three items across the three factors, the internal consistency
reliability of the resulting measures is in all three instances improved by increasing the length of
the measure: career factor α= .65, financial factor α = .64, personal factor α = .63.
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Summing across the five weighted values for a particular factor and then dividing by five
produced the scale mean and standard deviation values for the aggregate and for the four
subgroups of interest shown in Table 4.
Table 4
Means and Standard Deviations on Three Factors for All Respondents and Respondents
Grouped by High School Graduation and Incarceration Status

Group/Subgroup

Career Factor

Financial Factor

Personal Factor

M

SD

M

SD

M

SD

All
(N = 212)

2.25

0.24

1.90

0.35

1.07

0.38

Graduate
(N = 132)

2.25

0.26

1.87

0.36

1.08

0.43

Non Graduate
(N = 80)

2.25

0.21

1.93

0.32

1.05

0.25

Never Incarcerated
(N = 117)

2.25

0.26

1.88

0.36

0.99

0.36

Previously Incarcerated
(N = 95)

2.26

0.22

1.91

0.34

1.17

0.37

Research Question 1
Inspection of the frequencies in Table 5 suggest that the items associated with the career
factor are perceived by the respondents as being of much greater importance than those
associated with financial and personal factors. Over 95% of all respondents rated such as careerlinked items as “To receive hands-on training” (97.2%) and “To learn a skill” (98.6%) as being
either of major or moderate importance, compared to much the lower percentages observed for
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such keynote items as “Tired of being broke” (79.2%) or “Spouse/partner encouragement
(26.0%) respectively linked to the financial and personal factors. Providing additional support for
the supposition of a difference in respondents’ perception of the relative importance of the three
factors is a graph of their weighted means (see Figure 1). Compared to the other two, the
weighted mean obtained on the personal factor (M = 1.07, SD = 0.38) is over a full point lower
than the one obtained on the career factor (M = 2.25, SD= 0.24) and nearly a full point lower
than the one obtained on the financial factor (M = 1.90, SD = 0.35).
Confirming these observations are the omnibus results of a Repeated Measures Analysis
of Variance that are reported in Table 6 (λ = .117, F(2, 210) = 791.97, p < .001, ηp2 = .88).
Computation of the correlated effect sizes between these means suggests very large differences
in respondent perceptions of the personal factor’s importance compared to their perceptions of
the importance of the career (gr = 3.73) and financial factors (gr = 2.28), as well as a somewhat
less pronounced difference in their perceptions of comparative importance of the career and
financial factors (gr = 1.16).
Research Question 2
Inspection of the item-level frequencies in Tables 7 and 8 and the graph of the scale
means in Figure 2 suggest only minor differences by the respondents’ high school completion
status. With respect to such keynote items as “to learn a skill” and “to increase earnings,” for
example, the level of importance attached by both high school graduates and non-graduates was
very nearly equal and any differences between the means and standard deviations calculated for
the three factors only emerge at the second decimal place. As noted in Table 9, formal testing of
the factor level differences via the Multivariate Analysis of Variance (MANOVA) procedure
suggested neither a multivariate difference by graduation status significant (λ = .98, F(3, 208) =
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1.09, p =.35, ηp2 = .02) nor any univariate difference by graduation status for the career (F(1,
210) = 0.00, p = .95, ηp2 = .00), financial (F(1, 210) = 1.39, p = .24, ηp2 = .01), or personal
factors (F(1, 210) = 0.42, p = .52, ηp2 = .00). In sum, there is no moderating effect by graduation
status on the respondent means on the three factors.
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Table 5
Item-Level Frequencies and Percentages: All Respondents (N = 212)

Item: All
1. Tired of being
poor/broke
2. To be self-employed
3. To increase earnings
4. More affordable than
traditional college
5. To be self-directed
6. To receive hands-on
training
7. To learn a skill
8. To complete a credential
from H.S./Other Institution
9. For personal enrichment
10. Parental
encouragement
11. Spouse or partner
encouragement
12. Condition of courts/
probation/parole

No
Importance
%

Minor
importance
%

Moderate
Importance
%

Major
Importance
%

8.0
(17)
1.4
(3)
3.3
(7)
23.6
(50)
2.8
(6)
1.4
(3)
.9
(2)
67.5
(143)
1.9
(4)
51.4
(109)
55.7
(118)
57.1
(121)

12.7
(27)
3.3
(7)
7.1
(15)
40.1
(85)
8.0
(17)
1.4
(3)
.5
(1)
21.2
(45)
9.4
(20)
26.4
(56)
18.4
(39)
24.1
(51)

21.2
(45)
23.1
(49)
16.0
(34)
21.2
(45)
42.9
(91)
21.7
(46)
7.1
(15)
2.4
(5)
38.2
(81)
13.7
(29)
20.3
(43)
11.8
(25)

58.0
(123)
72.2
(153)
73.6
(156)
15.1
(32)
46.2
(98)
75.5
(160)
91.5
(194)
9.0
(19)
50.5
(107)
8.5
(18)
5.7
(12)
7.1
(15)
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3.0

Weighted Mean on Factor

2.5

2.25
1.90

2.0
1.5

1.07
1.0
0.5
0.0
Career
Financial
Personal
Factors Concerning Educational Re-Engagment

Figure 1. Weighted Means on Educational Re-Engagement Factors: All Respondents
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Table 6
Correlated Effect Sizes Computed from Follow-Up Testing of the Weighted Means on the
Career, Financial, and Personal Factors
Factors

1

2

3

1. Career

x

1.16

3.73

x

2.28

2. Financial
3. Personal

x

Note. Across all respondents, the omnibus results of a Repeated
Measures Analysis of Variance (R-ANOVA) were highly
statistically significant (λ = .117, F(2, 210) = 791.97, p < .001,
ηp2 = .88). The results of follow-up testing indicated statistically
significant differences across all three sets of comparisons, with
the largest effect sizes emerging from the contrasts between the
personal factor and the career and financial factors.
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Table 7
Item-Level Frequencies and Percentages: High School Graduates (n = 132)
Item: Graduates
1. Tired of being
poor/broke
2. To be self-employed
3. To increase earnings
4. More affordable than
traditional college
5. To be self-directed
6. To receive hands-on
training
7. To learn a skill
8. To complete a credential
from H.S./Other Institution
9. For personal enrichment
10. Parental
encouragement
11. Spouse or partner
encouragement
12. Condition of courts/
probation/parole

No
Importance
%

Minor
importance
%

Moderate
Importance
%

Major
Importance
%

11.4
(15)
2.3
(3)
3.8
(5)
26.5
(35)
3.8
(5)
2.3
(3)
1.5
(2)
62.1
(82)
1.5
(2)
46.2
(61)
60.6
(80)
66.7
(88)

12.9
(17)
4.5
(6)
6.1
(8)
38.6
(51)
7.6
(10)
1.5
(2)
0.0
(0)
23.5
(31)
10.6
(14)
28.8
(38)
16.7
(22)
15.9
(21)

22.7
(30)
25.0
(33)
15.9
(21)
18.2
(24)
37.9
(50)
18.2
(24)
6.8
(9)
.8
(1)
30.3
(40)
13.6
(18)
14.4
(19)
7.6
(10)

53.0
(70)
68.2
(90)
74.2
(98)
16.7
(22)
50.8
(67)
78.0
(103)
91.7
(121)
13.6
(18)
57.6
(76)
11.4
(15)
8.3
(11)
9.8
(13)
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Table 8
Item-Level Frequencies and Percentages: Non High School Graduates (n = 80)
Item: Non-Graduates
1. Tired of being
poor/broke
2. To be self-employed
3. To increase earnings
4. More affordable than
traditional college
5. To be self-directed
6. To receive hands-on
training
7. To learn a skill
8. To complete a credential
from H.S./Other Institution
9. For personal enrichment
10. Parental
encouragement
11. Spouse or partner
encouragement
12. Condition of courts/
probation/parole

No
Importance
%

Minor
importance
%

Moderate
Importance
%

Major
Importance
%

2.5
(2)
0.0
(0)
2.5
(2)
18.8
(15)
1.3
(1)
0.0
(0)
0.0
(0)
76.3
(61)
2.5
(2)
60.0
(48)
47.5
(38)
41.3
(33)

12.5
(10)
1.3
(1)
8.8
(7)
42.5
(34)
8.8
(7)
1.3
(1)
1.3
(1)
17.5
(14)
7.5
(6)
22.5
(18)
21.3
(17)
37.5
(30)

18.8
(15)
20.0
(16)
16.3
(13)
26.3
(21)
51.3
(41)
27.5
(22)
7.5
(6)
5.0
(4)
51.3
(41)
13.8
(11)
30.0
(24)
18.8
(15)

66.3
(53)
78.8
(63)
72.5
(58)
12.5
(10)
38.8
(31)
71.3
(57)
91.3
(73)
1.3
(1)
38.8
(31)
3.8
(3)
1.3
(1)
2.5
(2)
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2.5
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Figure 2. Weighted Means on Educational Re-Engagement Factors by High-School Graduate
and Non-Graduate Respondent Subgroups
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Table 9
Multivariate and Univariate Test Results by High-School Graduate and Non-Graduate
Respondent Subgroups
λ

F (3,208)

p=

ηp 2

0.98

1.09

0.35

0.02

F(1, 210)

p=

ηp 2

g

Career Factor

0.00

0.95

0.00

0.01

Financial Factor

1.39

0.24

0.01

-0.17

Personal Factor

0.42

0.52

0.00

0.09

Multivariate Statistics
Omnibus Test

Univariate Statistics

Research Question 3
Apropos to career and financial factors, inspection of the item-level frequencies in Tables
10 and 11 and the graph of the scale means in Figure 3 suggest only minor differences by the
respondents’ incarceration status. However, with respect to those personal factor items
referencing “condition of the courts/probation/parole” and “spouse or partner encouragement”
discrepancies in the level of importance attached are more apparent by group status and the
difference between personal factor means by never incarcerated status (M = 0.99, SD = 0.36) and
previously incarcerated status (M = 1.17, SD = 0.37) would seem to approach one-half of a
standard deviation.
As presented in Table 12, formal testing of the factor level differences via the
Multivariate Analysis of Variance (MANOVA) procedure suggested a statistically significant
multivariate difference by incarceration status (λ = .94, F(3, 208) = 4.34, p =.01, ηp2 = .06) as
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well as a statistically significant univariate difference by incarceration status on the personal
factor (F(1, 210) = 12.73, p <.000, ηp2 = .06, g = -0.49). As shown in Table 13, follow-up testing
of the five constituent items using the Mann-Whitney U procedure points do differences in
importance on the two items previously mentioned, both favoring the previously incarcerated
group.
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Table 10
Item-Level Frequencies and Percentages: Never Incarcerated (n = 132)
Item: Not Incarcerated
1. Tired of being
poor/broke
2. To be self-employed
3. To increase earnings
4. More affordable than
traditional college
5. To be self-directed
6. To receive hands-on
training
7. To learn a skill
8. To complete a credential
from H.S./Other Institution
9. For personal enrichment
10. Parental
encouragement
11. Spouse or partner
encouragement
12. Condition of courts/
probation/parole

No
Importance
%

Minor
importance
%

Moderate
Importance
%

Major
Importance
%

11.4
(15)
2.3
(3)
3.8
(5)
26.5
(35)
3.8
(5)
2.3
(3)
1.5
(2)
62.1
(82)
1.5
(2)
46.2
(61)
60.6
(80)
66.7
(88)

12.9
(17)
4.5
(6)
6.1
(8)
38.6
(51)
7.6
(10)
1.5
(2)
0.0
(0)
23.5
(31)
10.6
(14)
28.8
(38)
16.7
(22)
15.9
(21)

22.7
(30)
25.0
(33)
15.9
(21)
18.2
(24)
37.9
(50)
18.2
(24)
6.8
(9)
.8
(1)
30.3
(40)
13.6
(18)
14.4
(19)
7.6
(10)

53.0
(70)
68.2
(90)
74.2
(98)
16.7
(22)
50.8
(67)
78.0
(103)
91.7
(121)
13.6
(18)
57.6
(76)
11.4
(15)
8.3
(11)
9.8
(13)
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Table 11
Item-Level Frequencies and Percentages: Previously Incarcerated (n = 95)
Item: Incarcerated
1. Tired of being
poor/broke
2. To be self-employed
3. To increase earnings
4. More affordable than
traditional college
5. To be self-directed
6. To receive hands-on
training
7. To learn a skill
8. To complete a credential
from H.S./Other Institution
9. For personal enrichment
10. Parental
encouragement
11. Spouse or partner
encouragement
12. Condition of courts/
probation/parole

No
Importance
%

Minor
importance
%

Moderate
Importance
%

Major
Importance
%

2.5
(2)
0.0
(0)
2.5
(2)
18.8
(15)
1.3
(1)
0.0
(0)
0.0
(0)
76.3
(61)
2.5
(2)
60.0
(48)
47.5
(38)
41.3
(33)

12.5
(10)
1.3
(1)
8.8
(7)
42.5
(34)
8.8
(7)
1.3
(1)
1.3
(1)
17.5
(14)
7.5
(6)
22.5
(18)
21.3
(17)
37.5
(30)

18.8
(15)
20.0
(16)
16.3
(13)
26.3
(21)
51.3
(41)
27.5
(22)
7.5
(6)
5.0
(4)
51.3
(41)
13.8
(11)
30.0
(24)
18.8
(15)

66.3
(53)
78.8
(63)
72.5
(58)
12.5
(10)
38.8
(31)
71.3
(57)
91.3
(73)
1.3
(1)
38.8
(31)
3.8
(3)
1.3
(1)
2.5
(2)
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Figure 3. Weighted Means on Educational Re-Engagement Factors by Never Incarcerated and
Previously Incarcerated Respondent Subgroups
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Table 12
Multivariate and Univariate Test Results by Never Incarcerated and Previously Incarcerated
Respondent Subgroups
λ

F (3,208)

p=

ηp 2

0.94

4.34

0.01

0.06

F(1, 210)

p=

ηp 2

g

Career Factor

0.01

0.91

0.00

-0.02

Financial Factor

0.38

0.54

0.00

-0.08

Personal Factor

12.73

0.00

0.06

-0.49

Multivariate Statistics
Omnibus Test

Univariate Statistics
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Table 13
Mann-Whitney U Test Outcomes Concerning Personal Factor Item-Level Differences

Personal
Factor Item

Never
incarcerated
(n = 117)

Previously
incarcerated
(n = 95)

U

Z

p =

g

Mdn M Rank

Mdn

M Rank

4. More
affordable than
traditional
college

0.77

100.32

0.77

114.12

4834.0

-1.71

0.09 -0.23

8. To complete
a credential
that began in
H.S./Other
Institution

0.73

104.30

0.73

109.21

5300.0

-0.70

0.48 -0.10

12. Condition
of courts/
probation/
parole

0.69

76.71

1.39

143.19

2072.0

-8.78

0.00 -1.21

1.28

108.82

0.64

103.64

5286.0

-0.67

0.51 -0.09

0.59

99.08

1.19

115.64

4689.0

-2.17

0.03 -0.30

10. Parental
encouragement

11. Spouse/
Partner
encouragement

61

Summary
A principal components analysis described a questionnaire structure based on
participants’ responses that was similar but not wholly identical to the one premised in the
literature review. A three- rather than four-factor solution was decided upon as being both more
interpretable and reliable than the one hypothesized by the research questions. A comparison of
the factor scores obtained from the empirically-derived structure pointed to significant
differences in the importance that participants ascribed to the three factors: personal least, career
most, and financial in-between. No statistically significant difference in subgroup ratings of these
three factors was observed by high school graduation status. However, a statistically significant
difference in the importance ascribed to the personal factor was observed by the respondent’s
incarceration history.
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Chapter 5
Discussion
Summary of the Study
The academic prospects of African American males at all levels of educational attainment
continue to lag behind that of their white counterparts. African American male students are
portrayed poorly by dismal high school dropout and graduation rates, contributing to a cycle that
leads to dismal employment and incarceration rates. Career and Technical Education programs
provide a postsecondary option that encourages students to pursue education, career
advancement and employment. The factors that encourage African American males to pursue
postsecondary CTE programs have not been well tested empirically.
This study examined the career, financial, personal and legal factors influencing African
American male engagement in career and technical education (CTE), as well as assessed the
impact of high school completion and incarceration on the variability of responses. The
description of the factors of interest in context of the literature review allowed this study to
understand the most salient factors influencing the engagement of African American males in
CTE programs. Educational productivity, widely known as the human capital theory,
encapsulated the financial interests of students in CTE programs, particularly for students who
would not other otherwise have continued their schooling. The old Dewey versus Prosser debate
on vocational education provided the basis of many contemporary career theories (i.e., selfdetermination theory and self-efficacy as part of social cognitive theory) depicting the
relationship between individual career-related decision making and the various forms of
individual learning. Similarly, Maslow’s “Hierarchy of Needs” is often depicted as a precursor
to contemporary applications of motivational theories (i.e., expectancy theory and goal theory)
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that attempt to explain the personal factors that motivate and engage African American males in
CTE programs. Finally, a variant of Maslow's theory of human motivation, self-determination
theory (SDT) encapsulated the legal factors supporting African American male students’
engagement in CTE programs, particularly for incarcerated youth who face the prospect of
reentering the community with limited education and earnings/employment opportunities. These
theories and the accompanying empirical studies seem most germane to guiding this discussion
on the perceived factors that most influenced African American males to enroll in CTE
programs.
This quantitative study utilized a survey questionnaire design (Factors Influencing
Student Engagement Inventory-Postsecondary Career and Technical Education [FISE-PSCTE])
to examine a sample of African American male students (212 respondents) currently enrolled in
CTE programs in the Mid-South region of the United States. The questionnaire was developed
from the literature. The survey consisted of two sections: demographic questions and a Likert
scale. The demographic section included questions that provided high school completion and
incarceration status responses. The 4-point Likert Scale consisted of 12 statements for
participants to rank the level of influence ranging from no influence to major influence.
Summary of the Findings
From the four factors emerging from the literature, (career, financial and personal and
legal), there were three research questions used to guide this study. Upon collecting and
analyzing the data, the research questions were addressed with the following findings.
Influential factors. The first research question asked, “Is there a statistically significant
difference in the level of influence exercised by a) financial, b) career, c) personal fulfillment,
and d) legal/rehabilitation factors on the engagement of African American males in
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postsecondary career and technical education?” The findings indicated that the differences
among the factors were statistically significant.
When examining the factors that influence African American male postsecondary CTE
engagement, the career factors were most influential (97.2% and 98.6%), with financial factors
yielding moderate influence (79.2%) and personal factors with the least influence (26%). The
legal factors had no significant influence as an individual factor, however when identified as a
personal factor, the legal factor influence was more significant.
These findings reinforce the concept that African American males will engage in
activities that will satisfy a desire or need. Seeking career and technical education to satisfy a
career goal is supported by Dewey’s central argument which implies that skill development is a
personal choice and is not determined to fulfill a labor need but more of an individual need
(Rojewski, 2002).
The findings also suggest that financial factors have a moderate influence on the
engagement of African American males pursuing career and technical education. According to
Anderson and Cook (2008), people will more often pursue postsecondary education for the
economic private returns. The engagement of African American males in postsecondary CTE
programs is not primarily motivated by money; although the findings suggest that the
consequence of financial gain is influential whether intentional or unintentional.
The personal and legal factors within this study have the least influence amongst the
participants. This finding demonstrates autonomy amongst African American males. Despite
their employment and legal statuses, they possess high levels of self-esteem that internally
motivates them. Resiliency and perseverance, in spite of family encouragement, seems to
motivate the participants to engage and achieve. According to Maslow (2000), this behavior
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guides individuals to self-actualization.
There is existing research supporting African American male disengagement including
Majors and Billson’s (1992) study that posits black males have adopted the attitude that school is
not cool, developing coolness in being truant, and exhibiting non-conformists behaviors of the
perceived white educational system, and Kunjufu’s (1986) claim that “youth quickly conclude
that life is about money, not a good education or a job” (p. 28). However, this study’s findings
compliment more recent research that explores the motivating factors that encourage African
American male engagement in postsecondary education. For example, Kenny and colleagues
found that urban African American youth who perceived support from their parents and teachers
were more likely to have positive attitudes toward educational and career advancement (i.e.,
desire to attend postsecondary schools) than those who did not have encouragement (Kenny et
al., 2007). Self-reliance can help African American males who remain on the fringes of the
American economic/education system to achieve their goals easier because they do not feel the
need to depend on others to be successful.
Impact of high school completion. Research question 2 asked, “Is the level of influence
exercised by a) financial, b) career, c) personal fulfillment, and d) legal/rehabilitation factors on
the engagement of African American males in postsecondary career and technical education
moderated by their having completed high school?” The findings for this question indicated no
significant difference in the level of influence moderated by the participants having completed
high school. Specifically, there is no moderating effect by graduation status (via the MANOVA
procedure) on the respondent means on career, financial or personal factors.
High school completers compared to non-completers had similar responses with
insignificant differences. This finding indicates that amongst African American males, the
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factors influencing postsecondary CTE engagement are similar between high school graduates
and dropouts. Essentially, African American males are disengaging from traditional secondary
programs at disproportionate rates. Yet, those that complete or fail to complete high school are
influenced by the same factors to engage in postsecondary CTE programs. These findings
indicate that African American male educational disengagement may be related to the curriculum
and courses available. The multi-level availability of Career and Technical Education courses
may address the disengagement issues of African American males in traditional college-prep
courses.
Current research supports that CTE on a secondary level infused with academic courses
can have a positive effect on reducing high school dropout rates (Wonacott, 2002). Plank’s
(2001) analysis of student data concluded that students were at a greater risk of dropping out
when CTE courses had not been taken or integrated into the curriculum. Dare (2006) discusses
initiatives that target nontraditional students or students at risk of dropping out and the inclusion
of CTE strategies to engage and encourage students toward career pathways. Such initiatives
include High Schools That Work (HSTW), Tech Prep, College and Career Transitions Initiative
(CCTI) and Project Lead the Way (PLTW) (Dare, 2006).
Impact of incarceration. Research question 3 asked, “Is the level of influence exercised
by a) financial, b) career, c) personal fulfillment, and d) legal/rehabilitation factors on the
engagement of African American males in postsecondary career and technical education
moderated by their having been incarcerated? The findings indicated that significant difference
exists in the level of influence moderated by the participant’s experience of incarceration. In
particular, formal testing of the factor level differences using MANOVA procedure revealed a
statistically significant difference by incarceration status, as well as a significant univariate
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difference by incarceration status on the personal factor.
This finding suggests that previously incarcerated participants responded with a greater
significance of influence in the personal factors than did those participants with no previous
incarceration. The condition of courts/probation/parole item and the spouse/partner
encouragement item provided the most influence with the incarcerated participants. These results
demonstrate the influence of career development and education as well as familial support for
criminal offenders as an effective option to prevent recidivism. These findings align with current
research that shows “recidivism is directly affected by post-prison reintegration and adjustment”
(Visher & Travis, 2003, p. 89). “Clearly, an individual’s transition from prison back into a home
and into a community is difficult, and avoiding crime can be the least of his or her problems.
Understanding these pathways and the reasons for and the dimensions of an individual’s success
or failure is the focus of recent scholarly attention” (Visher & Travis, 2003, p. 89).
Visher and Travis (2003) include family and peer influences as well as state policies as
factors influencing ex-offenders’ transitions to the community. Additionally, in terms of
achieving upward mobility, a recent study found that family and spousal support provide a strong
foundation for ex-offenders to pursue education, employment and/or career opportunities
(Harding, Wyse, Dobson & Morenoff, 2014). Postsecondary CTE programs for African
American male offenders provide an alternative pathway to career development and sustained
employment. As discussed in the literature, offenders with postsecondary education have a
greater chance of being employed and earning more post-release than those offenders with little
to no education (Drake, 2003).
Implications for Practice
Although the findings of this study were directly related to the factors influencing
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African American male postsecondary CTE engagement, there are numerous implications for
related educational systems, agencies and advocates. Suggested practice includes:
Secondary level school districts can provide school faculty and administrators with
professional development and orientation sessions to provide cultural awareness and sensitivity
workshops to identify African American male disengagement and provide appropriate
interventions or referrals for students at risk.
Secondary level school faculty and administrators can address African American male
disengagement by re-assessing student needs to design and implement effective strategies and
resources.
Schools districts and applicable stakeholders can re-integrate beneficial secondary CTE
programs leading to school completion and subsequent gainful employment or postsecondary
educational pathways.
Educational systems and community partners can promote African American male student
engagement by engaging students in collaborative CTE opportunities, apprenticeships and
internships.
District wide career assessments, activities and exhibitions can expose African American
males to the various 16 career clusters to encourage educational engagement on every level.
Recommendations for Future Research
This study limited the findings to the perceived factors influencing African American
male engagement in postsecondary CTE programs. However, the findings of this study reveal
several opportunities for additional research. Recommended research includes:
Involving traditional educational programs on a secondary level. African American
males are disengaging from traditional secondary programs at disproportionate rates. Yet, there

69

several factors exist that influence black male engagement in postsecondary CTE programs.
Examining similar or amended influential factors on a secondary level provides a research
opportunity to address African American male disengagement.
Involving CTE programs on the secondary level. While the college prep protocol of
traditional secondary programs stress a rigorous academic curriculum, the findings of this study
yield evidence that African American male engagement is significantly influenced by the career
factors of CTE programs. Therefore, examining the engagement of African American males in
secondary CTE programs provides an additional opportunity to collect data driven strategies to
address African American males at risk of disengagement.
Involving additional postsecondary CTE programs. CTE programs in the United States
are categorized into 16 career clusters. Conducting this study over differing clusters provides an
opportunity to compare and contrast results, further expanding this research.
Involving additional at-risk populations. While this study was limited to African American
males, replicating this study by sampling different populations yields an opportunity to compare
and contrast results.
Developing a mixed method design. This study’s survey instrument included factors
identified from the literature, while the study’s findings presented an empirical response from the
participants. Adding a qualitative section to the design helps to integrate and extend the
participants voice and experience to further triangulate data analysis.
Limitations
This study examined the factors that influence African American male postsecondary
career and technical educational engagement contained the following limitations: This study had
no control over who agreed to participate, the response of the participant, or the participants’
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ability to recall their experiences accurately. The participants in this study were limited to
African American male students currently enrolled in a postsecondary career and technical
education program, in a mid-south urban metropolitan area. This study was limited by its
research design, which did not take into account the other variables that may have influenced the
engagement of African American males in a postsecondary career and technical education
program. The findings of this study cannot be generalized to all African American males
currently enrolled in postsecondary career and technical education programs. Despite these
limitations, the findings demonstrate the factors that influence African American male
engagement should be modeled, amended and utilized to address African American male
disengagement.
Conclusion
In conclusion, this study fills an important gap in an under-researched topic in career and
technical education (CTE). Examining the factors that African American males perceived as
influencing their engagement in CTE highlights areas for further studies that employ a break
from the traditional deficit-based approach to discussing African American male success in
postsecondary education. Rather than considering their academic and societal shortcomings, this
study seeks to offer a contribution to the current anti-deficit scholarship debate, particularly as it
relates to African American male success in CTE. Despite the limitations, the findings of this
study could prove beneficial for institutions (including educators) that have made good-faith
efforts to improve outcomes for this population. The study findings have the potential to benefit
administrators and educators in postsecondary education as they address the retention and
graduation of African American males attending a CTE.
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Appendix A

Welcome

WELCOME!
The purpose of this study is to assess the importance of twelve reasons
for students' continuing their educations.
The survey is divided into two sections.
In section one, a few questions about yourself and your background will
be posed, such as your age and level of educational preparation.
In section two, you will be asked about the level of importance you
attach to twelve reasons for continuing your education in a vocationaltechnical setting.
You will rate each reason on a four-point scale, from NO importance to
MAJOR importance.
The survey is anonymous and will require between 5 to 10 minutes of
your time to complete.
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Informed Consent

Participation in this survey is voluntary and your answers will be kept strictly confidential. If you agree to
participate, please check the "agree" response below. If you wish to drop out, please check the "decline"
button to exit the survey immediately.

I understand these conditions and I AGREE to participate. Go
to the survey.
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I understand these conditions and I don't wish to participate. I
DECLINE

Section One: Demographic Questions

By clicking the appropriate radio button, provide the following information about yourself and
background.
What is your age?
18-25 years

41–55 years

26–40 years

56 years or older

2. Did you graduate from high school?
Yes, I graduated

No, I did not graduate.

3. What is the highest level of school that YOU have completed?
High school diploma

Associate degree

High school diploma equivalent (e.g., GED)

Bachelor degree

Some college, but no degree

Graduate degree

Vocational Certification/License

4. What is the highest level of school your MOTHER completed or the highest degree she received?
Less than high school diploma

Associate degree

High school diploma or equivalent (e.g., GED)

Bachelor degree

Some college but no degree

Graduate degree

Vocational Certification /License
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Section One: Demographic Questions (continued)

By clicking the appropriate radio button, provide the following information about yourself and
background.
5. What is the highest level of school your FATHER completed or the highest degree he received?
Less than high school diploma

Associate degree

High school diploma or equivalent (e.g., GED)

Bachelor degree

Some college but no degree

Graduate degree

Vocational Certification /License

6. What is your approximate annual income?
Under $5,000

$30,000-$39,999

$5,000-$9,999

$40,000-$50,000

$10,000-$19,999

Over $50,000

$20,000-$29,999

7. What is your marital/relationship status?
Single

Married

Unmarried but live together

8. What is your parental status?
No children

Children

9. Have you ever been incarcerated?
I have never been incarcerated

I have been previously incarcerated
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Section Two: Factors Influencing Student Engagement

Listed below are twelve reasons for re-engaging in education after high school. Rate each reason
on a 1 to 4 scale, where 1 means "no importance," 2 means "minor importance," 3 means
"moderate importance," and 4 means "major importance." Check the button that corresponds to
your rating.
Factors Influencing Student Engagment
No Importance
(1)
1. Tired of being poor/broke
2. To be self-employed
3. To increase earnings
4. More affordable than traditional college
5. To be self-directed
6. To receive hands-on training
7. To learn a skill
8. To complete a credential that began in High School/Other
Institution
9. For personal enrichment
10. Parental encouragement
11. Spouse/Partner encouragement
12. Condition of courts/probation/parole
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Minor
importance
(2)

Moderate
Importance
(3)

Major
Importance
(4)

Exit Page

Thank you
for your interest and participation
in our survey!
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Appendix B
Principal Investigator: Natalie Cunningham
Study Title: An examination of factors influencing postsecondary career and technical educational
engagement of African-American male students

Institution: University of Memphis
Name of participant: _____________________________________________ Age: ___________
The following information is to tell you about a research project in which you are being
asked to participate. Please read carefully and feel free to ask any questions you may have
about this study and the information provided below. You are encouraged to ask
questions, and your questions will be answered. You will also be given a copy of this
consent form.
Participation in this research study is your choice. You are also free to stop this study at
any time. If anything changes regarding the risks or benefits associated with this study or
may affect your choice to participate, you will be contacted so that you can make the
decision whether or not to continue in this study.
For additional information about giving permission or your rights as a participant in this
study, please feel free to contact Beverly Jacobik, Administrator for the Institutional
Review Board for the Protection of Human Subjects by email irb@memphis.edu or by
phone at 901-678-3074.

1. The purpose of this study is to examine identified factors that influence African American males
to pursue postsecondary career and technical education.
2. This study will consist of an online survey that will take 10 minutes to complete.
3. It will cost you nothing to participate.
4. In the event of an injury, damages and other expenses the University of Memphis does not have
money to pay.
5. There is no direct benefit for your participation.
6. There is no alternative treatment involved in this study.
7. You will not be paid to participate.
8. You will be released from the study by your request.
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9. There is no penalty for choosing to withdraw from the study. Withdrawal will not affect your
student enrollment.

10. The researcher will make every effort to keep private all research records that identify
you in the study. Electronic data will be saved on the researcher’s password protected
computer. Data will be collected and hosted on a secure web server. The data collected
through Survey Monkey will be stored in the researcher’s account indefinitely, even
after she cancels the account subscription, as it is not possible to delete it. However, it is
stated in Survey Monkey’s privacy policy: "Survey Monkey will not use your data for our
own purposes. The data you collect is kept private and confidential. You are the owner
of data collected or uploaded into the survey." The information that you share may be
used in conference presentations and publications in education journals, however, your
anonymity is guaranteed at all times. This means that your response will be kept for the
length of the study. After that time it will be destroyed or de-identified, meaning the
researcher will replace your identifying information with a code that does not directly
identify you. In other words, the researcher will keep a link that identifies you to your
coded response, but this link will be kept secure and available only to the principal
researcher (myself). Any information that can identify you will remain confidential. Any
personal information (i.e., age, years of experience) that could identify you will be
removed or changed before files are shared with my faculty advisers or results are made
public.

11. In addition, your response will be combined with responses from other participants taking part
in the study. When the researcher writes about the study to share it with my faculty advisers, I
will write about the combined responses the researcher has gathered. You will not be personally
identified in these written materials. The researcher intends to publish the results of this study;
however, the researcher will keep your response and other identifying information (email
addresses through Survey Monkey’s Email Invitation Collector) private. The collector options
are used to keep track of respondents who have or have not responded to the survey.
Participants email will be separated from the ID numbers (unique identifiers) when data are
imported into SPSS to ensure that only the principal investigator will be able to link participants
responses to their identifying information. As soon as the final data download and analysis are
completed, data will be deleted from the web serve to further protect participants’ privacy.
12. If you should have any questions about this study or possible injury, please feel free to contact
NATALIE CUNNINGHAM at 901-315-9503 or my Faculty Advisor DR. CHARISSE GULOSINO at
901-678-2369. If you have questions about your rights as a participant, please contact the Chair
of the Institutional Review Board for the Protection of Human Subjects at 901-678-2533.
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13. All efforts, within the limits allowed by law, will be made to keep the personal information in
your research record private.

14. I have read this informed consent document and the material contained in it has been
explained to me verbally. I understand each part of the document, all my questions
have been answered, and I freely and voluntarily choose to participate in this study.

Date

Signature of Student/Research Participant

______________________________________________
Printed Name of Student/Research Participant
Consent obtained by:

Date

Signature

Printed Name and Title
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Appendix D
IRB Approval 4046

From: Institutional Review Board <irb@memphis.edu>
To: Natalie Jo Cunningham (njcnnngh) <njcnnngh@memphis.edu>; Charisse Atibagos Gulosino (cglosino)
<cglosino@memphis.edu>
Subject: IRB Approval 4046
Date: Fri, Apr 8, 2016 1:10 pm

Hello,
The University of Memphis Institutional Review Board, FWA00006815, has reviewed and approved
your submission in accordance with all applicable statuses and regulations as well as ethical principles.
PI NAME: Natalie Cunningham
CO-PI:
PROJECT TITLE: An examination of factors influencing postsecondary career and technical
educational engagement of African-American male students
FACULTY ADVISOR NAME (if applicable): Charisse Gulosino
IRB ID: #4046
APPROVAL DATE: 4/8/2016
EXPIRATION DATE:
LEVEL OF REVIEW: Exempt
Please Note: Modifications do not extend the expiration of the original approval

Approval of this project is given with the following obligations:
1. If this IRB approval has an expiration date, an approved renewal must be in effect to continue
the project prior to that date. If approval is not obtained, the human consent form(s) and
recruiting material(s) are no longer valid and any research activities involving human subjects
must stop.
2. When the project is finished or terminated, a completion form must be completed and sent to
the board.
3. No change may be made in the approved protocol without prior board approval, whether the
approved protocol was reviewed at the Exempt, Exedited or Full Board level.
4. Exempt approval are considered to have no expiration date and no further review is necessary
unless the protocol needs modification.
Approval of this project is given with the following special obligations:
Thank you,
James P. Whelan, Ph.D.
Institutional Review Board Chair
The University of Memphis.

98

IRB Approval 4046

Note: Review outcomes will be communicated to the email address on file. This email should be considered an official
communication from the UM IRB.
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