A

Frican

 Merican

  success

                                 foundation
Presents

Organized Group Mentoring & Achievement:

A Study of High Achieving Black Adults

Research conducted by:

Diann Cameron Kelly, PhD

Assistant Professor, Adelphi University

Shelia Starks Dudley Research Award Recipient

Presented at the

2003 Success Summit of the

African American Success Foundation 

Fort Lauderdale, Florida

November 8, 2003

African American Success Foundation 

Copyright ( 2003

This document is provided thanks to the generous support of

JM Family Enterprises and Toyota Motor Sales USA. Inc.

The African American Success Foundation sincerely appreciates their support of our Information Clearinghouse program.

Message from the African American Success Foundation
Dear Friends and Colleagues:


It is our pleasure to provide you with a copy of our latest research that identifies contributors to African American success. You may know that there is a dearth of information that documents the attitudes and behaviors of African Americans who are excelling in various endeavors. Historically, well-meaning individuals and organizations have supported studies that they hope will “fix” the problems of African Americans by investigating the root causes of failures and proposing strategies to prevent these problems in the future. The African American Success Foundation (AASF) believes there is another way to do this. 


Founded in 1997, AASF is a 501 (c) (3), not-for-profit tax-exempt organization whose mission is to promote the positive image of African Americans.  AASF is dedicated to the collection and dissemination of information regarding African American achievements.  Our goals are to aid in the replication of those successes and to ensure their accurate portrayal in the global community. Our activities include:

· Information clearinghouse — Providing the public with information about the diverse and broad-based achievements of African Americans.

· Scientific research/think tank — Identifying the attitudes and behaviors that make African Americans successful.

· Charitable support — Using Black philanthropy to encourage graduate students and professionals to build the science of success by studying African American success issues.


AASF provides grants to support research which studies attitudes and behaviors that contribute to high academic achievement and professional accomplishments by African Americans.  By documenting the success of high achievers, social scientists and policy makers have the tools to implement private initiatives and government programs that foster high achievement and positive outcomes.


The following report, Organized Group Mentoring & Achievement:

A Study of High Achieving Black Adults, examines the importance of mentoring and developing the expectation of success in the future. Youngsters who participate in and identify with organized group mentoring experiences are more likely to be those who excel academically and go on to complete college and even additional post-baccalaureate studies.


AASF is proud to support this research and looks forward to providing future scientific reports that add to our understanding of African American success. 


We look forward to your support of the goals of the African American Success Foundation.

Sincerely,

Charles P. Webster


  
 E. Carol Webster, Ph.D.
Charles P. Webster, Chairperson


   Dr. E. Carol Webster, President and CEO
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Abstract


Today’s technological age and digital economy are major influences in our society.  The tenor of the times suggests that people obtain college degrees to broaden their employment choices, and obtain jobs that provide worthy income and social advancement to access other socio-economic opportunities.  This is especially important for Black young adults who have the intellectual ability to thrive in this technological age, but may lack the resources to seize these opportunities.  Using a sample of 131 adult respondents, this study investigates how college completion and satisfaction with quality of life are related to active participation in and identification with organized group mentoring.  Organized group mentoring is an early socio-educational intervention provided to a cohort of youth from middle school through high school to increase student engagement in school-related activities.  The primary hypothesis is that active participation in organized group mentoring is associated with the components of socio-emotional well-being (self-esteem, self-concept, and general expectancy for success), college completion and satisfaction with quality of life among economically disadvantaged, high achieving Black maturing individuals.  The findings show that among respondents who positively identify with their organized group mentoring program, active participation in organized group mentoring is strongly associated with self-esteem and general expectancy for success to mediate quality of life satisfaction in adulthood.  

Overview


Upon adolescence, physical proximity to the initial attachment figure is no longer a primary drive or biological function (Schneider & Younger, 1996).  Instead, the maturing individual seeks out attachment relationships beyond the immediate environment that optimize emotional autonomy and emotional support through maturation (Schneider & Younger, 1996; Miller, 1993; Schneider, 1991).  


Attachment is a persistent attribute, unaffected by the situation or moment (Kobak & Sceery, 1988; Bowlby, 1982; Schneider & Younger, 1996; Schneider, 1991; Fonagy, 1998).  While Black maturing individuals, who experience their initial attachment figure as emotionally supportive and responsive, will represent the figure as so in future relationships (Johnson-Reid, 1999; Schneider, 1991).  This individual perceives himself or herself as competent and worthy of love.  However, there are many maturing Black individuals who do not share this early experience and are less likely to perceive themselves in a positive manner (Johnson-Reid, 1999; Schneider, 1991).  

This can be due to early experiences influenced by poverty, family discord and most importantly, educational disengagement.  Thus intervention methods and preventive strategies built upon the premise of attachment theory can improve parent-child relationships but also inform other significant attachments, such as the mentor-protégé or student-teacher relationships (Johnson-Reid, 1999; Schneider & Younger, 1996).  It is believed that organized group mentoring engenders the group identification necessary to facilitate social development (Freedman, 1996; U.S. Department of Education, 2000; Joseph, 1992).  This article discusses the association between active participation in organized group mentoring and college completion and satisfaction with quality of life outcomes among high achieving Black adults.  

Literature Review


The process of educational disengagement can begin as early as an individual’s formal entry to primary school, and is often the result of negative school-related experiences such as the curricula or poor attachments to educators (Rossi & Montgomery, 1994; Vernez, et al., 1999).  While the conventional curricula of the “3R’s” in education is comprehensive reading, critical “‘riting,” and rigorous “‘rithmetic,” often, for poor, maturing individuals and particularly Blacks the “3R’s” are rote, rudimentary, and remedial curricula (Joseph, 1996; Kershaw, 1992; Education Trust, 1998 [emphasis added]).  

Black maturing individuals exposed to these curricula are more likely to complete checklists in high school rather than participate in critical reading or writing and perform rigorous and demanding mathematical problems (Kershaw, 1992; Joseph, 1996; Tatum, 1996; Ford, 1996).  This type of remedial and uninspiring curricula minimizes the level of motivation to remain committed to and invested in the school experience, and does not facilitate the maturing individuals’ identification with, participation in and success within school-related activities (Rossi & Montgomery, 1994; Connell, et al., 1994; Ford, 1996).  


Educational disengagement can begin as early as 3rd grade, especially for Black males (Rossi & Montgomery, 1994; Vernez, et al., 1999).  Black maturing individuals who are disengaged from the school experience, socially and emotionally withdraw from the school climate, minimally interact with others, fail to find a niche in the academic system, and do not develop adequate levels of commitment to the institution or even to the ideal of college completion (Ford, 1996; Connell, et al., 1994; Rossi & Montgomery, 1994).  Disengaged individuals are more likely to exhibit loss of contact with class activities, give inappropriate responses when required to participate in classroom interaction, perform significantly lower on achievement measures, and less likely to be directed by the teacher to constructive learning activities (Rossi & Montgomery, 1994; Ford, 1996).  The result is underachievement in the academic areas and minimal pursuit of excellence in non-academic areas visible by the 5th grade (Ford, 1996; Rossi & Montgomery, 1994; Vernez, et al., 1999).  


Research indicates that organized group mentoring provides the foundation for active participation in and positive identification with school-related activities especially among Black maturing individuals (Freedman, 1996; Grossman, 1998; Joseph, 1992).  Through valuable, long-term, relationships formed between adult volunteers and each cohort, organized group mentoring is a collection of group activities – counseling, mentoring, academic support, outreach support and parental involvement – to exact behavioral change among members of the cohort (Grossman, 1998; Freedman, 1996).  Through advocacy, role modeling, emotional support, career guidance and college counseling, group mentors assist in changing negative belief systems among the cohort, improving transactions between each individual and their environments, and promoting access to positive role models in the form of adults and peers through maturation to adulthood (Joseph, 1992; Grossman, 1998; Freedman, 1996; Sipe, 1996).  

Studies have also shown that even after one year in organized group mentoring, individuals generally felt more positively toward school, and their overall attitudes shifted from hopelessness and despair to “cautious optimism” (Joseph, 1992).  The following discusses the association between the variables of socio-emotional well-being, college completion, quality of life satisfaction and organized group mentoring.  

Socio-Emotional Well-Being


The components of socio-emotional well-being – self-esteem, self-concept, and general expectancy for success or level of internality – are key constructs to human development and address a maturing individual’s ability to cope with stressors and gather resources to further promote development (Banks, 1984; Bolognini, et al., 1996; Horn, et al., 1998; Sheldon, et al., 2001).  In looking at high achieving Black individuals alone, there can be a tendency to presume that these individuals are more emotionally, socially and academically capable of weathering the storms associated with adolescence and young adulthood than average achieving Black individuals (Cole & Cilia, 1990; Fordham & Ogbu, 1986).  On the contrary, high achieving Blacks become as at-risk as average achieving individuals when college aspirations and personal goals appear unattainable during early development (Joseph, 1996; Kershaw, 1992; Cole & Cilia, 1990).  According to Joseph (1992), participation in programs similar to organized group mentoring can improve self-esteem, self-concept and internality.  


Self-esteem is the totality of a person’s perception of self, and represents the value we place on our self-worth as a person (Joseph, 1992; Ford, 1996).  Key to our understanding of self-esteem is that it is not a static evaluation of self, but rather a continued, fluid self-assessment in relation to one’s overall desire to protect and enhance one’s self-worth (Zimmerman, et al., 1997; Joseph, 1992).  Thus, low or high levels of self-esteem have a significant influence on what a person does and how a person behaves in order to further enhance well-being.


Among Black maturing individuals in particular, self-esteem has less to do with academic achievement and more to do with social achievement or experiencing the attainment of personal success (Mboya, 1986; Joseph, 1992; Fordham & Ogbu, 1986; Tatum, 1997).  While studies show that Black individuals have similar life goals as White individuals and may even score higher than Whites on self-esteem scales, researchers found no significant relationship between self esteem and academic achievement (Mboya, 1986; Joseph, 1992).  Researchers concluded that Black individuals separate their personal selves and social achievement from their academic orientation (Mboya, 1986; Joseph, 1992; Fordham & Ogbu, 1986).  Often, the bridge between a Black maturing individual’s healthy self-esteem and academic achievement is in the success the individual finds in athletics, extracurricular activities, and leadership or service within the school, in addition to their existing social networks (Fordham & Ogbu, 1986; Ford, 1996; Joseph, 1992; Hemmings, 1996).


Self-concept is the cognitive view we hold of ourselves (Ford, 1996).  Moreover, self-concept is a strong correlate of academic and social achievement (Banks, 1984).  According to the research, maturing Blacks have slightly higher general self-concept than Whites, with high achievers scoring highest in the academic, physical appearance and overall happiness self-concept domains (Ford, 1996).  


Researchers assert that it is self-concept, specifically, that plays a key role in the academic and social performance of students of color, and that self-concept can affect academic achievement as well (Mboya, 1986; Joseph, 1992).  This may occur because self-concept embodies both the individual’s relative strengths and vulnerabilities to take risks, anticipate failure, and succeed in spite of obstacles (Fitts & Warren, 1996).  Overall, maturing individuals with a high self-concept view themselves as generally competent, exhibit self-confidence and feel they are people of value and worth (Fitts & Warren, 1996).  However, when the individual’s self-concept is intrinsically tied to “making the grade” and being “number one”, the individual’s self-perception becomes rooted in academic excellence as the benchmark for their success (Kerr, 1991).  When the maturing individual does not meet with success, as defined by their own preset standards, questions of worthiness emerge causing the maturing individual to fall victim to self-doubt, shame and fear of losing one’s “number one” status (Kerr, 1991; Cole and Cilia, 1990).


General expectancy for success, according to Fibel & Hale (1978), is the belief that one is able to obtain desired goals, with ability to problem solve, plan for long range career goals, and have an overall sense of general worth.  This internal control for success (or internality) is the degree to which the individual sees their success or failure attributed to their own efforts and not external factors (Banks, 1984; Fibel & Hale, 1978).  Attachment theorists assert that secure attachment relationships permit a maturing individual to develop self-efficacy, self-confidence and a strong sense of self when compared with maturing individuals who had insecure attachment relationships (Strage, 1998). 


Maturing individuals with an internal focus are more likely to be success-oriented than individuals who are externally focused (Sheldon, et al., 2001; Banks, 1994).  Researchers also purport that individuals who are internally focused are more likely to have received higher grades in elementary school, and able to delay gratification at an early age (Sheldon, et al., 2001; Bolognini, et al., 1996). However, according to Banks (1984), persons of color tend to attribute their success and failures more to external factors than Whites, and exhibit lower expectancy for success than Whites.  Lower expectancy for success is associated with academic under-achievement (Ford, 1996; Banks, 1984).  Black maturing individuals who feel they have less control over their achievement, attribute this inability to succeed to social injustices and other barriers to social mobility and academic success (Ford, 1996; Sheldon, et al., 2001).  In contrast, high achieving and successful Blacks who perceive themselves as being in command of their academic and social destiny will hold high aspirations and expectations for their success (Ford, 1996). 

College Completion

A college degree encompasses both educational attainment and the mastery of skills and competencies acquired for social positions in the workplace (College Board, 1999; Haycock, 2001).  Educational attainment is the earning of a bachelor’s, masters or professional degree, whereas academic achievement is the development of superior academic skills and subject mastery at each level of education completed (College Board, 1999).  
Black parents are increasingly encouraging their children to attend college to ensure their children have a place in the competitive labor market (Wilgoren, 2000; Bowen & Bok, 1998).  By completing college, high achieving Blacks place themselves in a unique position to dramatically alter their lives for the better and increase the likelihood that they will be more satisfied with their quality of life (Schneider and Shouse, 1992; Haycock, 1999, 2001; Bowen & Bok, 1998; Zweigenhaft, 1993).  While a college degree cannot guarantee employment in adulthood, this educational attainment continues to provide a qualitative edge for young adults of color who are entering the labor force (Callan, 1998; Bowen & Bok, 1998, Haycock, 1999).  

College completion translates to the development of human talent and skills sets, which are critical to social mobility and earnings potential over a lifetime (Callan, 1998; Haycock, 1999).  Researchers assert that low educational attainment leads to low incomes and low lifetime earnings (Bowen & Bok, 1998; Cameron & Heckman, 2001).  However, high educational attainment, with a minimum of “some college,” can lead to higher incomes and higher lifetime earnings than the receipt of a high school degree alone (Vernez, et al., 1999).  Organized group mentoring positively influences an individual’s attendance at school as well as relationships with peers and teachers.  Further, research shows that early awareness of what it takes to gain entry into institutions of higher education and college preparatory readiness programs have an impact on post-secondary school-related successes in adulthood (U.S. Department of Education, 2000). 

Quality of Life Satisfaction


Satisfaction with quality of life is a subjective evaluation of the objective measures within a person’s life – self and family life, income and work life, community service, and overall contentment (Bowen & Bok, 1998; Frisch, 1994).  According to Frisch, (1994), quality of life satisfaction is defined as satisfaction with what one has and what a person wants to have in valued areas of life.  The perceived gap between these two elements determines an individual’s degree of satisfaction or dissatisfaction with quality of life (Frisch, 1994).  One’s satisfaction with their quality of life has much to do with an individual’s belief that their life is within their control and that he or she has the capabilities to achieve their goals and meet their needs in spite of adversities (Sheldon, et al., 2001; Frisch, 1994).  


Bowen & Bok (1998) found that among racial groups, more White respondents were satisfied with their quality of life than Black respondents, with approximately 46% of White women and 27% of Black women reporting they were “very satisfied” with their quality of life (Bowen & Bok, 1998).  Specifically, the study shows that in areas of family life and place of residence, Black women and Black men were less satisfied than White women and White men (Bowen & Bok, 1998).  


Nevertheless, Bowen & Bok (1998) found that higher earnings significantly increase one’s level of satisfaction with quality of life.  Respondents with high incomes (over $150,000) show no differences in life satisfaction among racial groups (Bowen & Bok, 1998).  However, in income levels of $75,000 to $149,999, more Whites than Blacks were satisfied with their quality of life (43% compared to 32% respectively), and when the income levels decrease below $75,000, the gap in satisfaction with quality of life increases significantly (Bowen & Bok, 1998).  


Bowen & Bok (1998) assert in their study that Black respondents at the very top of the income distribution felt largely free of the stresses and strains associated with being Black individuals in America.  Further, greater income allows persons to secure the resources necessary to live in less stressful communities, participate in leisure activities that engender status and satisfaction, and, advance further in a particular occupation to acquire greater resources (Bowen & Bok, 1998; Zweigenhaft & Domhoff, 1991; Zweigenhaft, 1993).

Conceptual Framework


The conceptual model illustrates the socio-emotional outcomes among disadvantaged, high achieving Blacks (Figure A).  It shows how organized group mentoring is associated with the components of socio-emotional well-being, and college completion and quality of life satisfaction.  While student-teacher relations will also be examined in this study, the research asserts that organized group mentoring is significantly associated with the components of socio-emotional well-being – self-esteem, self-concept and general expectancy for success, as well as college completion, and quality of life satisfaction when compared to student-teacher relations.  


Organized group mentoring is defined as an early socio-educational intervention provided to a cohort of youth from middle school through high school to increase student engagement in school-related activities.  A planned and time-definitive approach, organized group mentoring uses various activities to purposefully and regularly expose youth to several mentors in a group context to increase engagement in school, promote positive social outcomes that continue into adulthood.  


Socio-emotional well-being is a composite of characteristics that determine an individual’s level of self-esteem, self-concept, and internal control for or expectation for success.  Socio-emotional well-being consists of three domains: (1) self-esteem, (2) self-concept, and, (3) general expectancy for success.  


College completion is defined as the cumulative years of education from primary school and beyond.  Finally, quality of life satisfaction is defined as overall satisfaction with one’s quality of life.  It consists of four domains:  satisfaction with self, referring to characteristics pertaining to the person and skills; satisfaction with social status, referring to elements of the person’s socio-economic status; satisfaction with their social network, referring to family, friends, and outreach to others; and, satisfaction with environment, referring to the quality of the person’s external environment.  

Research Hypotheses

The following hypotheses guide this study:

1. Active participation in organized group mentoring is indirectly associated with college completion among economically disadvantaged, high achieving persons of color who positively identify with their group mentoring program as mediated by the components of socio-emotional well-being. 

2. Active participation in organized group mentoring is indirectly associated with quality of life satisfaction among economically disadvantaged, high achieving persons of color who positively identify with their group mentoring program as mediated by the components of socio-emotional well-being.  

Method

The study was a retrospective, descriptive study examining college completion and quality of life satisfaction outcomes among adults who were members of organized group mentoring programs during adolescence as mediated by the components of socio-emotional well-being.  The target population for this study is economically disadvantaged, high achieving persons of color who are high school graduates.  The study population consists of young adult individuals, who graduated from high school between 1993 and 1997, and were once identified as economically disadvantaged, high achieving persons of color by the onset of their high school career.  The eligibility criteria were that the individual was (1) between the ages of 20 and 27; (2) a member of a participating organization; and (3) graduated from high school.  


The method used to obtain a sample for this study is probability sampling, and the strategy is stratified random sampling.  The sample was compiled from lists of 1024 graduates from nine organizations
.  Males of color were over sampled in the study because the female:male ratio was often 3:1.  The sample size for the study was 504 individuals.  The response rate for the study was 34.75 percent with 131 respondents completed the study.  

Data were collected through mailed surveys.  All respondents received $25.00 in total for participating in the study.  The 23-page survey took approximately 30 minutes to complete.

Measures


Level of participation in organized group mentoring is a 25-item non-standardized scale of true (t) and false (f) responses that measure the respondent’s overall level of participation in 25 areas of organized group mentoring.  There are five dimensions in this measurement – counseling, mentoring, academic support, outreach support, and parent involvement.  Scores for the organized group mentoring scale can range from 0 to 50.  The higher the score, the higher the respondents’ level of participation in organized group mentoring.  In addition, positive identification with an organized group mentoring program is a true (t) or false (f) response within this scale.  True responses indicate a positive identification with an organized group mentoring program.  


Student-teacher relations is a 20-item non-standardized Likert-scale of responses measuring respondents’ level of satisfaction with their relationship with high school teachers.  There are four domains to student-teacher relations – level of satisfaction with teachers; level of support received from teachers; respondents’ perception of teachers’ expectation of respondents’ educational achievement; and, extent of positive contact between teacher and respondent.  Scores for student-teacher relations can range from 20 to 80.  The higher the student-teacher relations score, than the greater the level of respondents’ satisfaction with the student-teacher relationship.


Socio-emotional well-being is a composite of three standardized scales to determine the degree of respondents’ socio-emotional well-being.  The scales are the Hudson Index of Self-Esteem©, the Tennessee Self-Concept Scale©, and the Generalized Expectancy for Success Scale©.  


Hudson’s (1982) Index of Self-Esteem© (ISE) is a 25-item scale that measures the degree of problems with self-esteem.  The ISE has an internal consistency of .93 with a test-retest correlation of .92 (two hours).  The norms are acceptable for use with most ethnic groups, and the scale is scored using a reverse-scoring method.  With a range of 0 to 100, the higher the score indicates a healthier self-esteem. 


Fitts & Warren’s (1996) Tennessee Self-Concept Scale© is an 82-item, Likert-rating scale used to measure self-concept in adults and children.  For the purposes of this study, the short form (TSCS-2) for adults was used consisting of 20 items that provide a score of respondent’s overall self-concept.  The TSCS-2 has an internal consistency of .84 for the adult form with a test-retest correlation of .94.  The scale is standardized on a national sample, ages 7 to 90 years with less than 30% of the sample identified as Black (18.9%).  Using the Self-Concept “norms table”, a T-score was obtained for the respondent’s level of self-concept.  Respondents with high T-scores (≥ 60T) are more likely to define themselves as generally competent and feel they have value and worth, and present a clear, well-articulated view of themselves.  


The Generalized Expectancy for Success Scale© (GESS) is a 30-item measure to assess general expectancy of being successful and the belief one is able to achieve desired goals (Fibel & Hale, 1978).  The scale measures three aspects of generalized expectancy – general efficacy, long range career-oriented expectancy, and personal problem solving skills.  The scale has an internal consistency of .90 for females and .91 for males, with test-retest reliability for a six-week period of .83 for both genders.  Sum scores range from 30 to 150, with higher scores reflecting greater expectancy for being successful and internality (an internal control of success).  


College completion is the number of years of education attained beyond secondary education.  Quality of life is measured using the Quality of Life Inventory© (Frisch, 1994).  It is a comprehensive measure of life satisfaction in 16 areas of life, and is a 32-item scale.  The scale has an internal consistency of 0.79, and is standardized using a national sample ranging in ages 17 to 80 years.  Of the sample, 14% were identified as Black.  T-scores range from 0-77.  T-scores between 58 and 77 indicate high satisfaction with quality of life/free from psychological distress.  T-scores between 43 and 57 indicate average satisfaction with quality of life/able to have basic needs met.  T-scores between 37 and 42 indicate low satisfaction with quality of life/possible medical or psychological difficulties such as clinical depression.  Finally, T-scores between 0 and 36 indicate low satisfaction with quality of life/increased vulnerability for a combination of medical and psychological issues.

Plan of Analysis

Data were presented on the socio-demographic characteristics of the respondents, including general characteristics, educational characteristics, and employment characteristics.  Further, a correlation was performed to determine the relationships between the variables. 

Findings


The weighted sample of 131 respondents is approximately 40 percent male and nearly 60 percent female (Table 1).  The ethnic composition of the sample is 62 percent Black, 22.7 percent Latino, and nearly 15 percent identified as “other” ethnicity.  The average age of the sample is 23 years, and the median income for the sample at the end of secondary school ranged from less than $15,000 to $25,000.  With an average educational attainment of 16.43 years, a majority (58.1 percent) of the sample worked full time.  


According to the literature, organized group mentoring comprises an affective component of identification that is as important as the behavioral component of active participation.  The average Black respondent in the study who positively identified with their program participated at a moderate level in organized group mentoring (M=18.71); showed a moderate level of satisfaction with their relationships with their high school teachers (M=54.98); exhibited a moderately high self-esteem (M-80.98; demonstrated a moderate level of self-concept (M=49.25); and, showed a moderately high level of internality or general expectancy for success (M=120.71) (Table 2).  In looking at their life outcomes, the average Black respondent who positively identified with their group mentoring program completed four years of college with one year of post-baccalaureate education (M=17.12), and exhibited moderate satisfaction with their quality of life (M=47.44).  


Among all respondents who positively identified with their organized group mentoring program, the school-based variables of organized group mentoring and student-teacher relations show a relationship to each other (r=.161) (p<.05) (Table 3).  However, among the Black respondents who positively identify with their group mentoring program, the variables of organized group mentoring and student-teacher relations did not show a correlation to each other (Table 4).  Yet, as with all respondents who positively identify, the three variables comprising socio-emotional well-being – self-esteem, self-concept and general expectancy for success – are highly correlated among Black respondents who positively identify with their group mentoring program (p<.001) (Table 4).  


Among Black respondents who positively identify, active participation in organized group mentoring exhibit an association with self-esteem and general expectancy for success (Table 4).  Organized group mentoring exhibits a strong association with self-esteem (r=.331) (p<.01) and a moderate association with general expectancy for success (r=.217) (p<.05).  Among Black respondents who positively identify, self-esteem is associated with quality of life satisfaction (r=.219) (p<.05).  However, the variable of self-concept exhibits a stronger association with quality of life satisfaction.  Among this group, there is a strong association between self-concept and quality of life satisfaction (r=.444) (p<.001) and there is a strong association between general expectancy for success and quality of life satisfaction (r=.412) (p<.001).  Among Black respondents who positively identified with their organized group mentoring program, none of the variables exhibited an associated with college completion. 

Discussion

The findings of this study illustrate associations exist between active participation in organized group mentoring and some components of socio-emotional well-being (self-esteem and general expectancy for success), and quality of life satisfaction, especially among Black maturing individuals.  These findings support the belief that participation in organized group mentoring exposes the maturing individual to positive social, cultural, and academic factors throughout the adolescent stage to promote overall healthy development.  

Overall, all respondents who positively identified with their mentoring program were more likely to actively participate in organized group mentoring activities than respondents who did not identify with their mentoring program.  These respondents were more likely to participate in nearly ten of the 25 program areas, whereas the entire sample and Black respondents were more likely to participate in at least nine of the 25 program areas.  This result concurs with the findings of Rossi & Montgomery (1994) and Vernez, et al. (1998) who assert that engagement in school-related activities is not merely a behavioral matter, but also an affective issue of which identity is a major dimension.  Positive identification with one’s organized group mentoring program is a key factor to influencing the components of socio-emotional well-being.  

Among all respondents who positively identified with their mentoring program, active participation in organized group mentoring had a significant relationship to self-esteem and general expectancy for success (or internality).  This finding concurs with the work of Grossman (1998) and Joseph (1992) who contend that attachment to a group mentoring program increases individuals’ level of expectation for success and problem solving skills, and improves self-esteem to facilitate healthy development.  


Self-esteem, self-concept
 and general expectancy for success exhibit strong relationships to level of satisfaction with one’s quality of life.  Further, the existing literature asserts there is a significant relationship between self-esteem, self-concept and general expectancy for success on education-related outcomes, including level of education attained beyond secondary education (Sheldon, et al., 2001; Bolognini, et al., 1996; Banks, 1984).  However, only self esteem exhibited a strong relationship with college completion or educational attainment by secondary school in this study among all respondents who positively identify with their organized group mentoring program. 

Strengths & Limitations of the Study


The strength of the study is it selection of programs to ensure the study group was exposed to organized group mentoring.  Each respondent has some level of exposure to organized group mentoring allowing the instrument to relate to each respondent equally and the results tested and measured adequately.  However, the weakness in this study design is sample bias.  While the design was careful to select programs that met minimum benchmarks for organized group mentoring, it also selected high school graduates.  It is believed that this selection plan increased homogeneity within the sample, as more than 90 percent attended college and approximately three out of four respondents positively identified with their organized group mentoring program.  
Implications


Active participation in organized group mentoring and positive identification with an organized group mentoring program are key components to the development of maturing individuals particularly Black maturing individuals.  Organized group mentoring is positively associated with self-esteem and general expectancy for success, which mediate outcomes in quality of life satisfaction.  

Organized group mentoring is a planned and purposeful approach to improve feeling of self-worth among maturing individuals, particularly Black individuals.  The attachment component allows maturing individuals to transfer positive examples gained from their group mentoring relations to family, teachers and peers (Grossman, 1998).  Organized group mentoring plays a critical role in the academic and social achievements of Blacks during their high school years and beyond.  This model can increase positive school experiences for maturing individuals at-risk of educational disengagement, influence positive interaction with teachers, and address social factors that can inhibit learning and development (Grossman, 1998; Joseph, 1992).  Further, organized group mentoring is significantly associated with self-esteem and general expectancy for success because of its integrated approach in exposing maturing individuals to employment and community service opportunities (Joseph, 1992; Grossman, 1998).  

Organized group mentoring is one measure to promote self-determination and a maturing individual’s ability to regulate the events in life particularly among Black maturing individuals.  As maturing individuals feel better about themselves and their relationship to society, they will contribute more and feel vested in society-at-large.  Thus, through participation in and identification with organized group mentoring, Black maturing individuals and their counterparts will have reason and meaning to produce in and contribute to society-at-large while seeing themselves excel and achieve within society.  
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Conceptual Model
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Components of socio-emotional well-being

Table 1

Characteristics of Sample

Demographics
(N=131)

Measure


N

 %

M

SD

Ethnic Background

(128)


Black


80

62.5


Latino


29

22.7


Other


19

14.8

Gender



(131)


Male


53

40.5


Female


78

59.5

Household Income at Youth

(127)


<15K to 25K

38

29.9


25.01K to 35K

21

16.5


35.01K to 50K

29

22.8


50.01K or greater

39

30.8

Current Age (Years)

(130)



23.75

1.43

Higher Education

(131)


Selective Institutions
61

46.6


Non-Selective Instit.
41

31.2


HBCUs



20

15.3


Community Colleges
3

2.3


No Higher Education
6

4.6

Total Years of Education

(129)



16.43

2.65

Current Employment Status
(129)


Working Full Time
75

58.1


Working Part Time
26

20.2


Unemployed


28

21.7

Current Salary Range

(129)


<15K to 25K

64

49.5


25.01K to 35K

29

22.5


35.01K to 50K

25

19.4


50.01K to 75K

9

7.0


75.01K or greater

2

1.6

Field of Employment

(120)


Education

23

19.2


Business


22

18.3


Retail & Service

14

11.7


Other


61

50.8

Table 2

Means & Standard Deviations for Pathway Measures

	
	Outcomes of Entire Sample
	Respondents Who Identify with OGM
	Black Respondents Who Identify with OGM

	Measures
	N
	M
	SD
	N
	M
	SD
	N
	M
	SD

	Organized Group Mentoring
	131
	18.92
	9.43
	99
	19.10
	8.41
	63
	18.71
	7.57

	Student Teacher Relations
	130
	57.35
	12.01
	99
	57.37
	12.93
	63
	54.98
	13.99

	Self-Esteem
	129
	79.57
	13.38
	99
	79.83
	13.25
	63
	80.98
	13.56

	Self-Concept
	129
	48.42
	11.31
	99
	48.82
	10.73
	63
	49.25
	10.82

	General Expectancy for Success
	130
	119.43
	13.71
	99
	119.52
	12.52
	63
	120.71
	12.65

	College Completion

	129
	16.85
	2.04
	99
	16.88
	1.97
	63
	17.14
	1.94

	Quality of Life Satisfaction
	130
	46.67
	11.62
	99
	46.93
	11.60
	63
	47.44
	11.55


Table 3

Correlations for Pathway Measures

Among Respondents Who Positively Identify with

Organized Group Mentoring Program

(N=99)

	Measures
	1
	2
	3
	4
	5
	6
	7

	Organized Group Mentoring
	—
	—
	—
	—
	—
	—
	—

	Student Teacher Relations
	.161*
	—
	—
	—
	—
	—
	—

	Self-Esteem
	.243**
	.172
	—
	—
	—
	—
	—

	Self-Concept
	.109
	.161
	.445***
	—
	—
	—
	—

	General Expectancy for Success
	.237**
	.367***
	.557***
	.336***
	—
	—
	—

	College Completion
	.014
	-.041
	.169*
	.040
	.147
	—
	—

	Quality of Life Satisfaction
	.045
	.317**
	.331***
	.513***
	.351***
	-.087
	—


*p<.05
** p<.01
***p<.001

Table 4

Correlations for Pathway Measures

Among Black Respondents Who Positively Identify with

Organized Group Mentoring Program

(N=63)

	Measures
	1
	2
	3
	4
	5
	6
	7

	Organized Group Mentoring
	—
	—
	—
	—
	—
	—
	—

	Student Teacher Relations
	.040
	—
	—
	—
	—
	—
	—

	Self-Esteem
	.331**
	.194
	—
	—
	—
	—
	—

	Self-Concept
	.126
	.159
	.356**
	—
	—
	—
	—

	General Expectancy for Success
	.217*
	.407***
	.529***
	.338**
	—
	—
	—

	College Completion
	-.116
	-.048
	.151
	-.017
	.064
	—
	—

	Quality of Life Satisfaction
	.089
	.416***
	.219*
	.444***
	.412***
	-.088
	—


*p<.05
** p<.01
***p<.001
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� These nine organizations in New York, California, Massachusetts, Texas, Louisiana, Ohio, New Jersey, Illinois, and Maryland are members of the Independent School Placement Alliance, a membership organization serving the interests of academic programs that recruit and place youth in elite private and public schools throughout the nation.  


� Only college GPA (( weight = .374, p<.001) shows a relationship with college completion (Adj. R2 =.094, p<.01).  


� Tests showed that high school GPA was highly correlated with self-concept (r=.416, p <.001) weight is .415 (p <.001).  


� Household Income at Youth is respondents’ household income upon high school graduation


� HBCUs = Historically Black Colleges & Universities


� Includes respondents who are searching for employment (17.1%) and not searching (4.7%).


� Respondents’ level of educational attainment beyond secondary education.
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