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Abstract

The purpose of this transcendental phenomenological study was to explore the lived experiences
of Black female resilient high school dropouts, and whether parental involvement impacted their
enrollment and completion of a diploma from a midwestern credit recovery school. The guiding
theories of this study were ecological systems and critical race feminism as it relates to the
participants of a specific race and gender, and how the microsystemic relationship between them
and their parents may have influenced their decision. The research questions of the study were:
(a) what are the lived experiences of Black females who dropped out of their traditional public
high school and enrolled and persisted to high school graduation from a midwestern alternative
credit recovery school?; (b) how do Black female resilient high school dropouts perceive their
ecological microsystem of parental involvement as it relates to their decision to enroll in a
midwestern alternative credit recovery high school?; and (c) how do Black female resilient high
school dropouts explain their educational experiences and parental involvement in connection
with their previous traditional public high school? Using purposive sampling, the participants
were graduates of Freedom High School. The primary source of data collection was individual,
semi-structured, and open-ended interviews conducted with 10 Black female participants. Focus
groups and participant letter writing followed the interviews. Data collection results generated
similarities and themes of Black female resilient high school graduates. Using Moustakas’
approach, emerged themes developed to understand the lived experiences of the participants with
the phenomenon of being a Black female high school dropout and graduate via the ecological
systems and critical race feminist perspectives. Empirical, practical, and theoretical implications
of the data analysis and recommendations for ongoing research were discovered.
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CHAPTER ONE: INTRODUCTION
Overview

The purpose of this transcendental phenomenological study was to better understand the
lived experiences of Black female resilient high school dropouts, and how parental involvement
influenced their decision to complete a midwestern credit recovery high school. The study’s
objective was to understand how parental involvement influenced the decision for Black females
graduates as they reflected on their ability to persist while enrolled in a credit recovery program.

This research study supported the inquiry of the influences on Black female resilient high
school dropouts. In addition, this study applied the historical, social, and theoretical background
framework surrounding this topic to explain this phenomenon. The problem and purpose
statements substantiated the need for the actual research study. The chapter provided the research
questions, which will serve as a guide for the study, and included definitions to clarify the
terminology which was used throughout the research. This chapter provided the background of
the problem to understand the substance of the issue combined with some strong historical
context. The chapter integrated the significance of the theoretical framework to include the
practical and empirical approach which served as a lens for the study.

Background

Dropping out of high school is associated with several adverse outcomes. High school
dropouts are more likely to have lower earning potential, be involved in the criminal justice and
social service systems, and less likely to be involved in the electoral process or volunteer within
their communities (Belfield & Levin, 2007; Levin & Rouse, 2012; McFarland et al., 2020;
Melville, 2006; Rumberger, 2011a; Stuit & Springer, 2010; Zaff et al., 2016). Unfortunately, the

negative life outcomes of high school non-completers also impact any future children, who are
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likely to have poorer health, economic, and educational outcomes than those whose parents
graduated from high school (Belfield & Levin, 2007; Levin & Rouse, 2012; McFarland et al.,
2020; Melville, 2006; Rumberger, 2011a; Stuit & Springer, 2010; Zaff et al., 2016). Epstein
(2007) determined that family engagement is a key protective measure against adverse life
outcomes and one of the essential components required to earn a high school credential.

Despite the research on the importance of parental involvement to academic performance,
nearly one in five American youth do not graduate on time, if at all (Zaff et al., 2017). The
National Center for Education Statistics (NCES) defines a status dropout as “16-24-year-olds
who are not enrolled and do not have a high school diploma or an alternative credential, such as
a GED” (McFarland et al., 2020, p. 12). In his 1966 report, Equality of Educational Opportunity
James Coleman (1966) provided historical context of the educational disparities within the
United States based on race, noting that Black females' high school graduation rate was 56%
compared to White females at 75%. Therefore, the dropout rate was 44% for Black females,
compared to only 25% for White females. However, with the passage of Title VII of the Civil
Rights Act of 1964, which prohibited discrimination based on race, color, gender, national origin
or handicap, and Title IX of the Education Amendments of 1972, the high school completion rate
among Black people increased from 12% to 72% from 1940 to 2000 (Thomas & Jackson, 2007).
While overall dropout rates have decreased, Black females still have a higher dropout rate than
White females; respectively, these rates are 4.9% against 3.6% (4.9% vs. 3.6%) (McFarland et
al., 2020). This disparity has continued to persist in the modern era (Crenshaw et al., 2015;
Epstein et al., 2017; Hines-Datiri, 2017).

To combat the perennial problem of high school dropouts, in 2001, two programmatic

approaches addressed the issue of students becoming credit-deficient or dropping out of high
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school: in-school credit recovery programs and credit recovery alternative schools (de Brey et
al., 2021; Dunning-Lozano, 2016). The purpose and goal of each was to help students stay in
school, earn required credits, and graduate (Dameron et al., 2019; Dunning-Lozano, 2016;
Wilkerson et al., 2016; Wilkerson et al., 2018). This has salience to the historical academic
disenfranchisement of Black people in the U.S., which has significantly contributed to the
disparate dropout rates between Black and White students (Crenshaw, 1989; Crenshaw et al.,
2015; Antoni, 2021; Lockhart, 2020). Consequently, Blacks females have experienced lower
rates of college admittance and the acquisition of wage-earning jobs comparable to their White
female counterparts (Amour, 2020; Crenshaw et al., 2015; Hines-Datiri, 2017; Watson, 2016).
This study added to the existing literature in several ways. First, it gave a voice to the
lived experiences of Black female dropouts, thereby contributing information to the broader
effort to learn more about the sources of the graduation gap for Black female high school
students (Amour, 2020; Hines-Datiri, 2017; Epstein et al., 2017). Second, it provided student
perspectives on how the various types of parental educational involvement can positively or
negatively influence their completion status (Benner et al., 2016; Comer, 2003; Day & Dotterer,
2018; Harris & Robinson, 2016; Williams & Sanchez, 2012). Third, it revealed a reimagined
explanation of parental educational involvement based on the Black female resilient dropouts’
lived experiences (Bower & Griffin, 2011; Day & Dotterer, 2018; Harris & Robinson, 2016).
This study provided an understanding of the perceived impact of parental educational
involvement through the lens of the lived experiences of Black female resilient high school

dropouts (Crenshaw et al., 2015; Hines-Datiri, 2017; Watson, 2016; Wimes, 2009).

Historical Context

From 1619 until 1865, enslaved persons within the United States who were from the
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continent of Africa were held in academic ignorance via the anti-literacy laws, which worked to
systematically reinforce White supremacist ideologies and uphold discriminatory societal
structures while violently destroying familial bonds (Eargle, 2016; Ingersoll, 1995; Leary et al.,
2005; Lockhart, 2020). Due to such measures, once the U.S. Constitution abolished the
institution in 1865, there was an estimated 90% illiteracy rate among formerly enslaved people
(Ashford-Hanserd, 2020; Eargle, 2016). The denial of enslaved Black people’s education
resulted in them being socially, politically, culturally, and economically impotent (Crenshaw,
1989; Eargle, 2016; Harris, 1992; Ladson-Billings, 2006).

Despite the passing of almost 200 years since the constitutional termination of legalized
slavery within the United States, White supremacist, anti-Black, and White normative efforts
continue to exist and may interfere with the ability of Black students to overcome the micro- and
macroaggressions which may disrupt their ability to be academically successful (Ashford-
Hanserd, 2020; Gilbert, 2018; Johnson, 2020; Lockhart, 2020). Anti-Black and White
supremacist policies have been woven into the current educational landscape and contribute to
the achievement gap between White and Black students (Crenshaw, 1989; Crenshaw et al., 2015;
Johnson, 2020; Nelson & Williams, 2019). For example, “During the 1900s, in the 16 former
slave states, only one Black teacher was available for every 93 school-age children” (Walker,
2000, p.259). Ladson-Billings (2006) elaborated the fact that America does not suffer a gap in
achievement but carries a debt that has historically compounded one year’s deficit upon another
as a result the inequities of one generation’s racist policies are further exacerbated by subsequent
racist policies.

Slavery Through Brown v. Board of Education
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Legalized post-slavery discrimination was grounded in the Supreme Court decision of
Plessy v. Fergusom 1896 (163 U.S. 537). The Court established the constitutionality of
‘separate but equal’ based on race for public facilities—which included schools (Martin &
Brooks, 2020). This was articulated by Chief Justice Vinson’s adamant objection to integration,
citing the need to avoid mixing the races (Moskowitz, 2021). From 1896 to 1954, 58 years,
Black students were subjected to unequal and inequitable educational conditions as they were
forced to endure substandard and underfunded facilities, materials, and resources, compared to
their White counterparts (Martin & Brooks, 2020). Nevertheless, despite the inequities, Black
students endeavored to learn from teachers who shared and understood their culture and
passionately supported them as both mentors and role models, and ultimately helped them
achieve academic and life success (Thomas & Jackson, 2007).

However, in Brown v. Board of Education of Tope#t1954 (347 U.S. 483), the United
States Supreme Court unanimously overturned Plessy v. Fergusofi63 U.S. 537) making school
segregation based on race unconstitutional (Martin & Brooks, 2020). The decision was based on
the psychological and sociological research findings that separating Black children from their
same-age White counterparts generated a sense of inferiority that could irreparably damage their
hearts and minds (Martin & Brooks, 2020). The Court found that “separate is inherently
unequal” (163 U.S. 537). Hence, Chief Justice Warren's decision was based not on legal
precedent but on evidence-based findings. The 1954 Supreme Court called for school
desegregation to proceed “with all deliberate speed” but also informed the lower courts
overseeing compliance to recognize that the states, “may find that additional time is necessary to

carry out the ruling” (Moskowitz, 2021, p. 23).
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In response to the landmark decision, White communities resisted school integration
(Ashford-Hansferd, 2020; Harris, 1992; Miggins, 2014; Walker, 2000). Consequently, many
Black communities adopted an alternative approach, the "self-help” method of educating
themselves (Florer, 1968; Harris, 1992). One example was the founding of the African Free
School in New York, which was operated by local Black citizens. This institution purposefully
hired Black teachers that met their strict qualifications of being “educated, refined and
committed” (Harris, 1992, p. 279). Unfortunately, one of the unintended consequences of the
‘self-help’ practice was the perpetuation of existing institutional racism within education in both
Northern and Southern states, as White communities disengaged and refused their legal
responsibility to practice educational equity (Ashford-Hanserd, 2020; Harris, 1992; Miggins,
2014; Walker, 2000). Consequently, the impact of anti-Black racist and White supremacist
ideologies continues to be a factor in the perpetuation of unequal and inequitable educational
policies and practices, resulting in the unending academic disparity between Black and White
students (Alexander, 2019; Crenshaw et al., 2015; Cumi et al., 2017; Hines-Datiri, 2017;
Watson, 2016).

PostBrown Era

In response to the Civil Rights Movement (CRM), in 1965, Congress passed the
Elementary and Secondary Education Assistance (ESEA) Act, which provided federal funding
for public schools, specifically targeting low-income schools, as a resource to support schools in
preventing dropouts (Keiner, 2014). As a result of the Act’s prioritization of Black students, the
literacy rates of the Black community increased (Walker, 2000). With the increase in literacy
rates, there was also an improvement in the high school graduation rate of Black students

(Ashford-Hanserd, 2020). Yet, despite the rise in both literacy and graduation rates, a significant
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number of Black females still continue to drop out of high school (Hines-Datiri, 2017; Watson,
2016). For example, in Ohio’s Dayton Public School district, in the 2016-2017 school year, the
graduation rate of Black females was only 75%. Therefore, historical barriers have impacted

both parental educational involvement in supporting Black female students and contributed to the
increased likelihood of them dropping out (Crenshaw et al., 2015; Day & Dotterer, 2018; Harris
& Robinson, 2016; Hines-Datiri, 2017; Love, 2019; Watson, 2016; Williams & Sanchez, 2012).
Consequently, the phenomenon of high school dropout and goal of Black females’ re-
engagement and the perceived impact of parental educational involvement must also be

understood within a social context.

Social Context

Education is vital for the success of both an individual and, by extension, society (Stuit &
Springer, 2010). In the United States, the high school graduation and dropout rates have long
been used to measure the education system's productivity, effectiveness, and society's social and
economic well-being (Hauser & Koenig, 2011; Stuit & Springer, 2010). Amour (2020) explained
how K-12 education is designed to meet the needs of both Black and White students to close the
achievement gap and to provide Black students with the same resources in order to be successful.
Consequently, Black students will be more likely to pursue and obtain postsecondary educational
credentials, thereby improving their chances of achieving a socioeconomic lifestyle like their
similarly educated White counterparts (Amour, 2020; Greene, 2001). However, since high
school credential is a minimum requirement for many jobs, career opportunities become limited
without it, resulting in diminished earning potential and increased risk of personal hardships
(Amour, 2020; Dorn, 1993, Kelly, 1993; Levin & Rouse, 2012; Stuit & Springer, 2010; Sum et

al., 2009). Such hardships include but are not limited to an increased risk of being unemployed,
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lower median incomes than high school graduates, poor health conditions, and an increased
likelihood of reliance on social service programs geared to bridge financial gaps (Belfield &
Levin, 2007; Levin & Rouse, 2012; McFarland et al., 2020; Melville, 2006; Rumberger, 2011a;
Stuit & Springer, 2010; Zaff et al., 2016).

Nationally, the average public high school graduation rate is 85%, with White students at
89% and Black students at 79% (Clark & Shi, 2020; NCES, 2020). The Journal of Blacks in
Higher Education(2020) cited the United States Department of Education’s report that, in all 50
states, Black students have a lower high school graduation rate than White students, with the
graduation rate of Black students in Ohio being less than 70%. As of 2017, the national status
dropout rate of Black females was 4.9% compared to White females at 3.6% (McFarland et al.,
2020). Yet, in the 2016-2017 school year, the dropout rate for Black females in the Dayton
Public School district was 25% (2019). The persistence of this disparity indicates the need for
alternative forms of education to close this gap.

The education of today’s youth is necessary for the social and economic success of the
country, since its function is critical in preparing and developing a diverse youth population for
postsecondary educational opportunities and careers in a technologically advanced society
(Crenshaw et al., 2015). If a school system fails to prepare the youth for these opportunities and
careers, then society's well-being and the nation are at risk of weakening (Stuit & Springer, 2010;
McFarland et al., 2020). Moreover, students who drop out of school cost society more than those
who succeed and earn a high school diploma (McFarland et al., 2020). For example, high school
dropouts in the United States are estimated to cost taxpayers/the government(?) approximately
$200 to $300 billion annually since they rely more on Medicaid, welfare, and public assistance

due to higher rate of unemployment; additionally, they have a higher mortality rate and being
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more likely to be incarcerated (Belfield & Levin, 2007; Levin & Rouse, 2012; McCarter, 2017;
McFarland et al., 2020; Melville, 2006; Pleis et al., 2010; Rumberger, 2011a; Stuit & Springer,
2010). According to the U.S. Department of Education (2018), the likelihood of a dropout being
unemployed is 10% higher than a peer who earned a high school diploma. Further,
approximately two-thirds of all inmates in the United States did not earn their high school
diploma, and formerly incarcerated persons are eight times less likely to complete college
(Couloute, 2018; Harlow, 2003; Melville, 2006).

Throughout the years, public education’s goal of preventing dropouts has yielded
alternative education models for students to address the notion that one size does not fit all, and
that students and families need different pathways, besides the traditional comprehensive model,
to be successful (Maillet, 2017). Alternative schools were established as early as the 1960s to
facilitate a student-centered approach to learning (Lange & Sletten, 2002). Charter, magnet,
dropout recovery, self-directed learning, independent study, and community schools are all
examples of alternative schools developed to meet the unique needs of each student (Edgar
Smith & Palmer, 2015; Maillet, 2017; Raywid, 1994). Many of these schools have a mission
which declares the belief that traditional schools do not sufficiently address the needs of the
students and their goal/desire(?) to re-engage them in learning (Edgar-Smith & Palmer, 2015;
Maillet, 2017). According to Maillet (2017), alternative schools can provide all students, despite
their challenges, with an engaging educational experience by fostering a relationship between
teacher and student. Alternative schools play a critical role by providing different academic
resources for students at risk of dropping out or re-engaging those who have already
disconnected (Farrelly & Daniels, 2013).

According to studies on high school dropouts, disengagement is a gradual process that
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begins during the preschool years, culminating with the student prematurely leaving high school
due to internal and external contributing factors (Garner & Shonkoff, 2012) For example, an
internal factor is the student's belief in themselves which influences whether they will disengage
from school; externally, family, school, and environment play a role in the possibility of a
student dropping out (Lessard et al., 2014). Henry et al. aptly contend, “The most influential
context outside of the school that affects academic achievement is the family, particularly the
role of parental investment in their child’s education” (2010, p. 1165). Henry et al. (2010)
studied the role of parental investment in school as a predictor of high school completion and
found a negative correlation between socioeconomic level and educational expectations. Parental
investment in a child’s education is comprised of three characteristics: (a) behavioral
involvement, (b) cognitive/intellectual stimulation, and (c) personal endorsement (Henry et al.,
2010). From the ecological systems perspective, Bronfenbrenner (1979) framed parental
influence as a microsystem that directly impacts a child’s academic and social development and,

therefore, can influence their decision to re-engage to earn their high school credential.

Theoretical Context

This study was framed by Bronfenbrenner’s (1979) ecological systems theory (EST) and
interpreted through the lens of Delgado’s (1995) critical race feminist theory. EST was used to
understand how the ecological systemic concept of parental educational involvement work
interrelatedly and reciprocally with the other subsystems as mechanisms of influence on the lived
experiences of Black female resilient high school dropouts (Bronfenbrenner, 1979).
Additionally, to further appreciate the unique historical plight and barriers faced by Black
females in social and educational environments, critical race feminist theory provided an

interpretive lens of understanding (Delgado, 1995). Supporting EST, Hayes (2012) asserted that
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parental involvement is multidimensional, consisting of the following three components:
achievement values, home-based involvement, and school-based involvement. From the CRF
perspective, Coles and Powell (2020) discussed the structural and historical anti-Black racist and
gendered ideologies which exists throughout the U.S. educational system in the form of
inequitable funding, staffing, and disciplinary policies, and how such challenges may contribute
to Black female students’ inability to persist in alienating environments. By using the EST
theoretical and CRF interpretive frameworks, this study informed parents, families, and
educators how the parental microsystem, in addition to historical and structural racism and
sexism, influences students’ actions and outcomes through the lens of the Black female lived
experience (Bronfenbrenner, 1979; Bronfenbrenner, 1994; Delgado, 1995; Ozaki et al., 2020).
This research study examined how the parental microsystem may impact the decision of the
Black female resilient high school dropout to re-engage and complete at a credit recovery
institution (Camper et al., 2019; Vijeila, 2019). Additionally, this research addressed the
students’ lived educational experiences and how their status as Black females developed their
ideas toward high school completion from an alternative school (Hines-Datiri, 2017; Vijeila,
2019).
Problem Statement

The problem is that Black female students drop out of traditional high school
environments at a rate higher than their White peers (Hines-Datiri, 2017; McFarland et al.,
2020). What is known is the status completion rate of Black students is 93.8% (McFarland et al.,
2020). These students go on to become resilient high school completers, despite racial and
gender-specific barriers (Hines-Datiri, 2017; Vijeila, 2019). What is unknown is the impact of

how parental involvement contributes to them becoming resilient high school completers. In
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2017, the status dropout percentage of Black students was 6.5% compared to White students at
4.3% (McFarland et al., 2020). Camper et al. (2019) also noted that the Black female dropout
rate between the ages of 16-24 years represents 5.4% compared to the national rate of 4.9%.
Specific to the Midwest region, in 2015 the state of Wisconsin exhibited the largest graduation
gap between Black and White students in the nation (Same et al., 2018). Consequently,
Liebowitz (2018) argued that states need to incorporate race as a strong consideration in
assigning students to various school districts as one strategy to reduce racial isolation, hence
decreasing the chances of dropping out.

Literature on academic success has articulated that one of the most key areas that
influence student achievement is the parent and home environment (Xiaoliang Zhou & Bowers,
2020). Research has demonstrated how the involvement of Black students’ parents within the
school has a significant impact on the likelihood of those students either dropping out or
completing high school (Same et al., 2018). Day and Dotterer (2018) found that one reason
Black parents’ educational involvement promotes high school completion is due to their role as
moral supporters and student advocates in lieu of in-person involvement. Although the predictors
of high school dropout (Henry et al., 2011; NCES, 2016; Parr & Bonitz, 2015), social and
economic outcomes of high school dropout (Jepsen et al., 2015; Maynard et al., 2014) and credit
recovery initiatives for high school dropouts (Freeman & Simonsen, 2014; Peck et al., 2015)
have all been well researched via empirical studies, research has not been conducted that lends a
voice to Black female high school dropouts’ perception of parental educational involvement in
their decision to return and complete at a credit recovery high school.

Black female students who drop out of high school risk their ability to obtain gainful

employment and thrive in the workplace since most positions require some formal education
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(Belfield & Levin, 2007; Crenshaw et al., 2015; Levin & Rouse, 2012; McFarland et al., 2020;
Melville, 2006; Pleis et al., 2010; Rumberger, 2011a; Stuit & Springer, 2010). Additionally,
young Black female dropouts are less likely to engage in the electoral process which reinforces
the threat of the weakening of society (Belfield & Levin, 2007; Crenshaw et al., 2015; Levin &
Rouse, 2012; McFarland et al., 2020; Melville, 2006; Pleis et al., 2010; Rumberger, 2011a; Stuit
& Springer, 2010). Also, they are more likely to have an inability to appreciate education which
may influence their children’s futures and continue the perpetuation of intergenerational poverty
(Castor et al., 2019; Zaff et al., 2017). Consequently, this study’s participants’ lived experiences
contributed to the body of literature covering the topic of high school attrition among Black
female students.
Purpose Statement

The purpose of this transcendental phenomenological study was to explore the lived
experiences of Black female resilient high school dropouts, and how parental educational
involvement impacted their enrollment and completion of a diploma from a midwestern credit
recovery school. At this stage in the research, high school dropout is generally defined as those
students between the ages of 16-24 years who are not enrolled in school and do not have a high
school credential (McFarland et al., 2020). In addition, a resilient dropout is defined as one who
dropped out of high school, but later re-enrolled in a school and earned a high school credential
(Vijeila, 2019). The theory guiding this study is Bronfenbrenner’s ecological systems as it
frames how students’ environment and cultural background, which includes parental educational
involvement, influenced their decision to re-enroll into and graduate from a credit recovery high

school after having previously dropped out.
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Significance of the Study

Numerous studies examine the reasons why students drop out or leave high school before
completing their graduation requirements and obtaining a high school diploma (Archambault et
al., 2009; Ferdig, 2010). However, few studies investigate why the students return to school and
earn their high school diploma (Bridgeland et al., 2006; Levin, 2012; Rumberger, 2011b;
Rumberger & Lim, 2008). In addition, an exploration of the perceived influence of parent
educational involvement on Black female high school dropouts returning to school expanded the
body of literature on the issue of Black female high school dropouts and built upon previous
research which is grounded by EST.
Theoretical Significance

The research study used two frameworks that will complement one another to serve as an
effective lens for this study. Guiding this research study, each theory had its own intended
audience and complemented the current research which supported the scope of the study. The
first theoretical framework used Bronfenbrenner’s (1979) ecological systems theory to
understand how parental educational involvement influenced student academic achievement. The
interpretive framework incorporated Delgado’s (1995) critical race feminist theory as germane to
the intersectionality of race and gender to secondary learning, persistence, and completion of
Black female resilient high school dropouts. The theoretical significance of using ecological
systems further recognized and described the impact on students’ academic and social
development via the quality and context of the parental educational involvement component of
the micro- and mesosystems (Bronfenbrenner, 1979; Bronfenbrenner, 1994; Gais et al., 2017).

This is significant because, according to the ecological systems theory, if the relationships in the
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immediate microsystem break down, the child will not have the tools to explore other aspects of
their environment, including the school setting (Bronfenbrenner, 1979; Bronfenbrenner, 1994).

In addition to the significance of the ecological systems, this study illuminated the
realities of Black females who dropped out of high school and their abilities to decide to
complete their diploma at a midwestern credit recovery school. Critical race feminist theory
addressed how gender, race, and class play a unique and nuanced role in the social and academic
oppressive barriers faced by Black females (Crenshaw, 1989; Crenshaw et al., 2015; Cumi et al.,
2017; Delgado, 1995; Delgado & Stefanic, 2000; Watson, 2015). The significance of this study’s
two theoretical contexts provided an understanding of the importance of a Black female student’s
parental influence and how unique racialized and gendered challenges shaped their academic
outcome of either dropping out or completing high school.
Empirical Significance

The research in this study is empirically significant because it explored the intersection of
parental educational involvement, race, gender, and class, and it addressed the current gap in the
literature regarding the academic disconnection and re-engagement of Black female high school
students. By reading participants’ descriptions of their lived experiences concerning re-
engagement with learning through a credit recovery school, educational leaders gain valuable
data that can guide their decision-making. Several policy and programmatic initiatives have been
developed and implemented in hopes of completely eliminating high school dropouts
(Bridgeland et al., 2006; Carnevale et al., 2012; McFarland et al., 2020). This study’s findings
provided direction for policymakers to consider the role of parental educational involvement, and
what types of programs, partnerships, and services have the potential to eradicate the

phenomenon of high school dropout among Black females. Furthermore, this study provided a
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voice to the unheard Black female former high school dropouts as this platform provided them
an uninterrupted opportunity to tell their story (Crenshaw et al., 2015; Creswell, 2018;
Moustakas, 1994).
Practical Significance

The practical significance of this study was to provide valuable information to
practitioners, educational leaders, and other significant stakeholders in making decisions about
applied strategies to prevent high school dropouts and to offer re-engagement interventions to
those that have dropped out. According to McFarland et al. (2020), high schools aim to graduate
students and prepare them for postsecondary goals, such as college or work. Therefore, it is
imperative that school personnel at the local, district, and state levels understand factors that
cause students to drop out of the traditional public school setting (Archambault et al., 2009;
Ferdig, 2010). This transcendental phenomenological study provided a perspective of Black
female students who were not successful in a traditional public high school environment.
Furthermore, it offered insights into their need for parental educational involvement, academic
and social resources, and it enhanced the literature regarding school policies and programs aimed
at eliminating high school dropout among Black females (Antoni, 2021).

Research Questions

Patton (2015) suggests that all theoretical perspectives are distinguished by their
foundational questions. As such, the phenomenon of this study explored through questions,
produced answers that described, the “meaning, structure, and essence of the lived experience”
by the participants of this study (Patton, 2015, p. 98). The experiences of Black female former
high school dropouts in a credit recovery school model helped the researcher understand the role

of parental involvement of the ecological systems in the student's academic success. Further,
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interviewing these former students to gain their perspectives provided essential input to
answering the research questions. The following questions were developed for this study to help
understand how the environment, culture, gender, and parent/family involvement may impact

Black female graduates of this type of school. Those guiding questions are:

Central Research Question
What are the lived experiences of Black females who dropped out of their traditional
public high school and enrolled and persisted to high school graduation from a midwestern

alternative credit recovery school?

Sub-Question One
How do Black female resilient high school dropouts perceive their ecological
microsystem of parental educational involvement as it relates to their decision to enroll in a

midwestern alternative credit recovery high school?

Sub-Question Two
How do Black female resilient high school dropouts explain their educational experiences
and parental educational involvement in connection with their previous traditional public high
school?
Definitions
1. Acculturation— The process of cultural and psychological change that results when groups
of different cultural backgrounds and their individual members engage each other (Sam &
Berry, 2010).
2. AlternativeEducation— A public school that addresses the needs of students that cannot

be met in a traditional comprehensive school. These schools include but are not limited to
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magnet schools, continuation schools, community schools, home schools, independent
study, and charter schools (Carver & Lewis, 2010).

At-risk Students- Students who may have a predisposition, as determined by their student
profile, to drop out of school (Blackman-Vercher, 1997).

Ecological Systems TheoryExplains how human development is shaped by how an
individual interacts with and is impacted by specific subsystems (Bronfenbrenner, 1979;
Bronfenbrenner, 1986a; Bronfenbrenner, 1986b; Bronfenbrenner, 1994).

EthnicRacial Socialization- Verbal and non-verbal messages and practices that shape the
beliefs, attitudes, and behaviors of children surrounding race (Lesane-Brown, 2006).
Credit—The primary method used by schools to document whether students have met
their academic requirements for each course (Levin, 2012).

Credit Recovery- The ability of a student to make up credits for courses that they had
previously failed (Levin, 2012).

Critical Race Feminist TheoryA category of critical race theory, which places power
relations at the center of the debate on gender, race, class, and all other forms of social
oppression (Delgado & Stefancic, 2000).

Disconnected Youth Youth ages 16-24 who are not actively engaged in education or
employment (Lewis, 2020).

Gender Identity- A sense of oneself as a man, woman, or some other gender (Jenkins,
2018).

GraduationRate— The percentage of students that earn a high school diploma within four

years of enrolling as a ninth grader (DePaoli et al., 2017).
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12. High School Credentiat A high school diploma or comparable credential such as a GED
(NCES, 2016).

13. High School Dropout Any 16- to 24-year-old who is not enrolled in a K-12 school
setting and has not earned a high school credential (NCES, 2016; Rumberger, 2011a).

14. High SchoolAgedStudents- For this study, high school-aged students are those between
the ages of 14 and 24 (NCES, 2016).

15. Institutional Racism- Processes, attitudes, and behavior(s) that amount to discrimination
through unwitting prejudice, ignorance, thoughtlessness, and racist stereotyping that
disadvantage minority ethnic people (Lander, 2021).

16. Invisibility — An inner struggle that one’s talents, abilities, personality, and worth are not
valued or even recognized (Franklin, 1999).

17. Macroaggressions Actions enacted by a specific group, in complicity with the
government or by the government alone, that target an entire community and unleash
cultural, economic, and political forces of harm (Alfieri, 2002).

18. Microaggressions- Brief, everyday exchanges that send denigrating messages to people
of color because they belong to a racial minority group (Sue et al. 2007).

19. ParentalEducational Involvement Parenting practices at home or at school that are
intended to improve academic outcomes (Day & Dotterer, 2018).

20. PrecociousTransition— As an early entrance into adult roles such as cohabitation,

marriage, parenthood, and dropping out of school (Cepeda et al., 2016).

21. Racism- A system of advantages based on race, prejudice, plus power (Tatum, 1997).
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Reengagedy outh- Students who drop out, re-enroll, and stay engaged in school long
enough to receive the needed interventions and ultimately graduate with a high school
diploma (Barrat & Berliner, 2016).
RegularSchool- A public elementary or secondary school that does not focus primarily
on alternative education, special education, or vocational education, although it may
provide these programs in addition to a regular curriculum (de Brey et al., 2021).
ResilientDropout— A high school dropout that later re-enrolled in a school and earned a
high school diploma (Vijeila, 2019).
StatusCompletion Rate The percentage of 18- to 24-year-olds not enrolled in high
school or a lower education level who hold a high school diploma or alternative credential,
such as a GED (McFarland et al., 2020).
StatusDropout— The percentage of 16 — to 24-year-olds who are not enrolled in school
and do not have a high school credential (NCES, 2016).
StructuralRacism- A system in which public policies, institutional practices, cultural
representations, and other norms work in various, often reinforcing ways to perpetuate
racial group inequity (Lander, 2021).

Summary

This chapter emphasized the matrix of social, familial, and individual burdens of being a

Black female high school dropout. The focus of this research study was the phenomenon of
Black female resilient high school dropouts’ perception of the influence of parental involvement
on their decision to re-engage and complete their diploma at an alternative credit recovery
school. Studying this phenomenon addressed the problem of insufficient qualitative research by

capturing the lived experiences of Black female resilient high school dropouts who decided to
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earn their credential through a midwestern credit recovery high school. Exploring this problem
supports the purpose of the study, which focused on understanding how parental educational
involvement impacted the decision of Black female resilient high school dropouts who
completed their credential at an alternative-credit recovery school (Vijeila, 2019). The guiding
parameters used as a lens for the research consisted of two theoretical frameworks - ecological
systems and critical race feminist theories - to frame the research questions. Learning about the
participants' lived experiences and understanding the perceived impact of their parents'
significance on academic success helped the students decide whether to drop out, thus expanding

the body of literature related to high school dropouts.
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CHAPTER TWO: LITERATURE REVIEW
Overview

This chapter reviewed and synthesized existing literature on the high school dropout
phenomenon, alternative education, and parental educational involvement. This study was based
on research to emphasize the importance of resolving the problem of high school dropout among
Black females and how parental educational involvement influences their decision to re-engage
and complete. The theoretical framework of ecological systems and the interpretive perspective
of critical race feminist theory served as the lens to guide the research study. From the ecological
and critical race feminist perspectives, the related literature discussed the intersectionality of the
Black female identity and unique challenges rooted in historically racist, sexist, and classist
ideologies that impacted their individual development and academic outcomes. By articulating
the interconnectedness of each ecological subsystem, this study discussed how parental
educational involvement influenced the Black female’s decision to re-engage and complete at an
alternative credit recovery school after dropping out of a traditional public high school.

Theoretical Framework

This study was grounded in Bronfenbrenner’s (1979) ecological systems theory (EST)
and Delgado’s (1995) critical race feminist theory (CRF). Bronfenbrenner formulated this theory
to argue that the five interconnected, intertwined, and correlated ecological subsystems influence
human development and life choices (Bronfenbrenner, 1979; Bronfenbrenner, 1994; Burns et al.,
2015; Wood et al., 2017). Ecological systems theory accounts for those influential
developmental factors that range from those with direct contact to distal systems in relation to
the targeted individual (Wood et al., 2017). Bronfenbrenner (1979) focused on the five

subsystems, which include micro-, meso-, exo-, macro-, and chrono-systems, to make a
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distinction of how they align with an individual’s personal development and describe them as “a
set of nested structures, each inside the next, like a set of Russian dolls” (p. 3). Since the act of
dropping out of high school is not a singular or isolated event, the ecological systems perspective
can help encourage educators, educational leaders, and policymakers to use a multitiered
approach at both the individual and environmental levels to address this problem
(Bronfenbrenner, 1979; Bronfenbrenner, 1994; Burns et al., 2015; Hayes, 2012; Wood et al.,
2017). Additionally, the ecological framework is an instrumental approach that can identify
students at risk of dropout for the purposes of creating a specific intervention plan by
implementing relevant policies to improve graduation rates (Hayes, 2012; Wood et al., 2017).
Furthermore, the ecological systems can be used to assess parental educational involvement with
their children to understand what contributing factors can lead to high school dropout (Hayes,
2012; Wood et al., 2017). The research focused on understanding the lived experience of the
Black female resilient high school dropout and how parental educational involvement informed
their decision to complete at a midwestern credit recovery high school as an alternative to
obtaining a diploma (Vijeila, 2019).
Ecological Systems

When addressing the academic disengagement of Black females faced with intersectional
marginalization, both the ecological and critical race feminist theories were used to focus on self
and racial identity development, and the importance of creating and strengthening collaborative
relationships with both parents and teachers to ultimately change their societal impact
(Bronfenbrenner, 1979; Bronfenbrenner, 1994; Crenshaw, 1989; Crenshaw et al., 2015; Archer-
Banks & Behar-Horenstein, 2012; Leary et al., 2005). Consequently, by framing this research

study within the ecological systems perspective, that lens was used to identify how parental
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educational involvement can influence Black females’ decision to pursue their education at a

credit recovery high school (Bronfenbrenner, 1979; Bronfenbrenner, 1994; Hayes, 2012). The
first subsystem in the EST model is the microsystem (Bronfenbrenner, 1979; Bronfenbrenner,
1994).

The microsystem is where individuals have the most intimate level of direct interaction
with each other, and this level of observation can contribute to one’s competency and ability to
interact with others as a determinant of successful developmental outcomes (Bronfenbrenner,
1979; Bronfenbrenner, 1994; Bronfenbrenner & Crouter, 1983). The interactions within this
subsystem involve personal relationships with family members, classmates, teachers, and
caregivers (Bronfenbrenner, 1979; Bronfenbrenner, 1994; Clayton, 2017). The mesosystem
refers to the interactions between a combination of two or more microsystems and describes the
involvement of the individual in settings outside of their immediate family structure, and how
one of more settings in which the individual is involved can impact academic performance
(Bronfenbrenner, 1979; Bronfenbrenner, 1994). For example, the interactions between one’s
home and school and events that take place at home can affect school progress and vice versa
(Bronfenbrenner, 1979; Bronfenbrenner, 1994; Bronfenbrenner & Crouter, 1983; Clayton, 2017,
Neal & Neal, 2013; Nichols et al., 2016). The exosystem involves distal systems and involves
the larger social networks that impact the individual through the interactions with two or more
settings (Bronfenbrenner, 1979; Bronfenbrenner, 1994). For instance, the connections of the
parents’ workplace with their community indirectly influence the developing individual
(Bronfenbrenner & Crouter, 1983; Wood et al., 2017). Macrosystems connect and influence each
of the previously noted systems in the form of broader societal norms that impact the individual

(Bronfenbrenner, 1994; Wood et al., 2017). These systems can include cultural influences,
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subcultural beliefs, societal values, a wealth of knowledge, traditions, standards of living, threats,
individual expectations, social structures, and advancement opportunities in life that are affected
by the previous systems (Arnold et al., 2012; Bronfenbrenner, 1979; Bronfenbrenner, 1994;
Clayton, 2017). In addition to the first four systems, Bronfenbrenner (1986a, 1986b, 1994) later
introduced the idea of a chronosystem, which he developed to respond to the need to address the
significance of transitions and historical events as significant factors in human development
(Bronfenbrenner, 1994). For example, transitions from middle to high school, changes in family
structure, the onset of puberty, teenage pregnancy, changes in school personnel, and academic
choices are a part of the chronosystem and can affect academic performance over time
(Bronfenbrenner, 1986b; Bronfenbrenner, 1986b; Bronfenbrenner, 1994; Clayton, 2017).
Critical Race Feminism

In addition to EST, critical race feminist theory served as an interpretive lens through
which to understand the uniqueness of Black females’ ecological systems due to historical,
systemic, and institutional structures of racism and sexism within the context of education which
creates academic inequities for females of color (Delgado & Stefancic, 2000). This is salient to
CRF being a subset of critical race theory (CRT) which was developed by legal scholars to
critique the inherent racism in U.S. legal systems and institutions that function to produce and
preserve social, economic, and political inequalities between BIPOC and White groups,
especially Black people (Houh & Kalsem, 2015). CRF combined with EST were instrumental in
understanding how the various systemic conditions and intersectionality experienced by Black
female resilient high school dropouts impacted their development and their decision to drop out,
and how parental educational involvement affected their choice to re-engage to complete their

high school education.
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Related Literature

The National Center for Education Statistics indicated that more than 500,000 students
drop out annually (McFarland et al., 2018; Stark & Noel, 2015; Stetser & Stillwell, 2014).
Additionally, nearly half a million students are sent to alternative learning programs and schools
in the U.S. (Dameron et al., 2019). A recent study found Black students disproportionately
enrolled in credit recovery alternative schools by 87% compared to only 62% of the total district
population (Perzigian et al., 2017). The decision to drop out of high school has long-term,
residual implications such as compromised behavioral, social, psychological, and economic
capabilities as well as family instability (Flores & Brown, 2019; Piscitello et al., 2022). Yet,
Wood et al. (2017) posited the act of dropping out is not perceived as an independent event but is
the result of several academic and social factors. Flores and Brown (2019) explained how the
student may negatively perceive the school climate over time and may eventually decide to drop
out. This is salient to dropping out being stratified by race and gender (Peguero et al., 2016). Due
to the complexity of the intersectionality of the Black female identities, despite their high
aspirations, they are still more likely to drop out of high school than White females (Crenshaw et
al., 2015; Peguero et al., 2016). For example, Black female students are faced with systemic and
school culture issues that become push-out factors within the context of school, such as zero-
tolerance policies, poor grades, conflict with teachers, grade retention, and disciplinary problems
(Ford et al., 2020; Flores & Brown, 2019; Hassan & Carter, 2021; Hines-Datiri, 2017; Wood et
al., 2017). Additionally, pull-out factors such as family and financial responsibilities can lead to
high absenteeism and a loss of classroom instruction, resulting in academic disengagement and

disconnection (Boylan & Renzulli, 2017; Ford et al., 2019).
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By using an ecological systems framework, this study focused on the unique lived
experiences of Black females. It highlighted how historical and current forms of racism, sexism,
and classism within all ecological systems uniquely contributed to their increased likelihood of
underachievement and dropout rate and how perceived parental educational involvement inclined
them to complete at a credit recovery school high school. At the center of the ecological system
is the individual (Bronfenbrenner, 1979; Bronfenbrenner, 1994). For this study, the Black female
resilient high school dropout was the individual who was observed to understand how their
inimitable intersectionality of identities resulted in specific barriers, and how it uniquely
informed their social and academic development from an ecological perspective. The following
sections focused on the Black female intersectionality of racial and gender identity, invisibility,

stereotyping, and racial micro- and macroaggressions.

Individual-The Black Female Resilient High School Dropout

Watson (2016) noted that the distinct academic challenges Black females face due to
their race and gender have caused them to lag in the high school graduation rates. According to
statistics from The NAACP Legal Defense and Educational Fund Incorporated and The National
Women’s Law Center, in 2010, only 66% of Black females graduated from high school (Lane,
2017). In the same year, 34% graduated after their projected four-year cohort compared to 19%
of White females (Lane, 2017). Black females are less likely to register to attend four-year
institutions, highlighting the persistence of the graduation and matriculation gaps of Black
females in comparison to females of other racial groups (Lane, 2017). Consequently, the
intersectionality of the Black females’ identity is a unique matrix of oppression that negatively
impacts their academic and social development, placing them at a disparate risk of becoming a

high school dropout (Carastathis, 2014; Harris & Leonard, 2018; Hinze et al., 2012; Ladson-
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Billings & Tate, 1995). The importance of capturing the individual was imperative to understand
how the Black female perceived herself within the context of an academic setting. The following
section incorporated intersectionality with a focus on Black female identity as it related to

oppression and their perception of microaggression in an academic setting.

Intersectionality ofRace, Gender, Class

The metaphor of the interlocking of multiple systems of discrimination converging to
create a unique form of oppression faced by women of color denotes the concept of
intersectionality (Carastathis, 2014; Crenshaw, 1989; Kelly, 2018; Lane, 2017). One
foundational cause of such intersectionality is the creation and perpetuation of the master
narrative of Blackness being minoritized and inferior to Whites, reflective of White supremacist
ideology that encompasses racist, sexist, and classist conditioning grounded in the system of
American chattel slavery (Haynes et al., 2016; Kelly, 2018; Lane, 2017). This inferiority
narrative is magnified for Black women due to intersectionality and reinforces the subjugation
and devaluation of Black females within the academic environment (Crenshaw, 1989; Kelly,
2018; Lane, 2017).

The metaphorical concept of intersectionality was developed through the work of several
Black female scholar-activists such as Frances Beal, Beverly Guy-Sheftall, and Anna Julia
Cooper and coined by Kimberlé Williams Crenshaw through the lens of critical race, Black
feminist, and anti-racist feminist theories (Carastathis, 2014; Crenshaw, 1989). This concept
posits that Black females and other women of color face an extremely specific axis of oppression
due to racism, classism, and patriarchy (Carastathis, 2014; Crenshaw, 1989; Harris & Leonard,
2018 Rogers et al., 2022). According to Hinze et al. (2012), race, gender, and class are

implicated together, not just because the distribution of social resources, such as education,
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strongly correlates with race and gender, but also because the disparities in resource distribution
are reproduced through the individual’s race and gender identity. In the context of education,
researchers acknowledged that such intersectionality is a catalytic concept to understand the
racialized Black-White achievement gap, the disproportional number of Black students referred
to special education, and teacher education disparities as a result of invisibilization, stereotyping,
and over-disciplining of Black females (Harris & Watson-Vandiver, 2020; Kelly, 2018; Ladson-
Billings & Tate, 1995; Lane, 2017). For example, Black females with less than a high school
education have the poorest self-rated health, are more likely to be obese, smoke, experience
depressive symptomology, and have a smaller network of friends as they age (Hinze et al.,
2012). In addition, high school dropouts are disproportionately represented in the child welfare
and juvenile justice systems (Dorsey & Williams-Butler, 2022). Therefore, from the critical race
feminist perspective, the intersectionality of race, gender, and the socioeconomic status of Black
females compound the impact of the denial of access to necessary social resources, which can
lead to a maladaptive and precocious transition (Augustyn & Jackson, 2020; Dorsey & Williams-
Butler, 2022; Harris & Leonard, 2018; Hinze et al., 2012). Cepeda et al. (2016) defined a
precocious transition as an early entrance into adult roles such as cohabitation, marriage,
parenthood, and dropping out of school. To address intersectionality of the Black female identity,
one must address both gender and racial identities (Crenshaw, 1989). The importance of both
female gender and Black racial identity is pertinent to their unique experiences with academic
challenges within a school microsystem.

Female Gender Identity. One’s identity is not one-dimensional but dynamic and
evolutionary (Cara et al., 2018; Perry, 2019). Caza et al. (2018) defined identity as “individuals’

subjective interpretations of who they are based on their socio-demographic characteristics,
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roles, personal attributes, and group memberships” (p. 889). According to Perry et al. (2019),
gender identity can be defined as “a set of cognitions encompassing a person’s appraisals of
compatibility with, and motivation to fit in with, a gender collective” (p. 289). Additionally,
Jenkins (2018) noted a more widely accepted definition, “a sense of oneself as a man, woman or
some other gender” (p.714). Researchers affirmed studies by Sandra Bem (1974) which posited
that the construction of gender identity happens through the interactions between cultural
processes of gender polarization and cognitive processes of self-socialization; this construction is
also impacted by societal pressures throughout one’s lifespan. (Lips, 2017; Robinson et al.,
2021). Perry (2019) stated that it is widely accepted that, no matter one’s gender identity, it is
multidimensional and personal, and their immediate context influences their gender identity. For
example, some feminine traits listed were gentleness, gullibility, and warmth; on the other hand,
masculine characteristics were assertiveness, independence, and ambition (Bem, 1974; Donnelly
& Twenge, 2017). According to Donnelly and Twenge (2017), these historically narrow and
fixed views of gender traits have limited women’s advancement within the workplace and men’s
within the household environment.

Using the ecological systems perspective, Lam et al. (2017) supported the research that
adolescence is an important period of gender identification due to how youth spend their time,
pursue educational goals, and develop intimate relationships; furthermore, it has a far-reaching
impact on their choices as adults. Swanson et al. (2002) noted that in order to fully understand
the development of youth, one must understand how social, political, cultural, and historical
contexts interact with each other to influence the formation of their identity. According to
Morton and Parsons (2018), the current body of literature is pertinent to understanding how

gender identity can impact academic performance outcomes because one’s identity is rooted in
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their positionality to power structures, norms, values, and historical connotations. For example,
females of color are perceived as less capable and are overidentified for special education but
less likely to be in science, technology, engineering, and mathematics (STEM) fields (Hines-
Datiri, 2017; Kelly, 2018; Lane, 2017; Watson, 2016). Thus, if educational practitioners and
leaders use deficit-thinking of an individual’s academic abilities based on them identifying as
female, this could limit their opportunities (Donnelly & Twenge, 2017; Morton & Parsons,
2018).

Lane’s (2017) study also illuminated how gender identification and academic
achievement have influential implications for improving school experiences and outcomes for
Black students. From the CRF perspective, Black females struggle to define themselves and
create an identity amid anti-Black racism, invisibility, subjugation, and objectification (Hines-
Datiri & Andrews, 2020). Additionally, because Black females’ gender identity has been
historically framed in dehumanizing ways in teachings and curricula, it reinforces Whiteness’
privilege within educational environments (Hinds-Datiri, 2017; Kelly, 2018; Lane, 2017). Due to
the systemic programming of Black females to think in a subordinated context, their efforts to
positively reframe their image related to their race and gender identities have salience to how
they perceive themselves in an adverse academic environment (Allen & White-Smith, 2018;
Crenshaw et al., 2015; Epstein et al., 2017; Haynes et al., 2016; Lane, 2017).

However, due to the unique challenges faced by Black females within low-resourced
areas, they can develop a feminine identity that is reflective of their resilience to racism, sexism,
and classism (Crenshaw et al., 2015; Epstein et al., 2017; Hines-Datiri, 2017; Hines-Datiri &
Andrews, 2020). Consequently, when in school, Black females often feel they must speak loudly

to be heard, or they must fight to survive the racialized and gendered oppressive people, policies,
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and practices (Crenshaw et al., 2015; Foubert, 2019; Hines-Datiri & Andrews, 2020; Hines-
Datiri, 2017). Unfortunately, such methods of resistance create a counter-narrative to the
quintessential White-normative “good girl” image and increase their risks of administrative
reprisals, such as suspensions or expulsions, which are leading factors of dropping out
(Crenshaw et al., 2015; Epstein et al., 2017; Hines-Datiri & Andrews, 2020; Hines-Datiri, 2017;
Lane, 2017; Ritchotte & Graefe, 2017; Watson, 2016).

In an effort to help Black females redefine their overall identity, which includes their
gender, Lane (2017) cited Mogadime’s (2000) study that Black females need to be challenged to
unlearn the negative characteristics ascribed to them by studying a Black female-centric
curriculum that will articulate counter-narratives that teach them hope (Lane, 2017).
Consequently, since females of color will comprise approximately 53% of the U.S. population by
2050 (Center for American Progress, 2013), they can no longer be excluded from the national
discussion on education nor continue to be subjected to educational inequities, such as the
expectation to subsume themselves under either their racial or gender identity (Arango Ricks,
2014; Watson, 2016). Additionally, Kelly (2018) noted the importance of the need for educators
and schools to work to establish equity by supporting the healthy development of Black girls
through documenting their experiences and specific practices of how they fight to overcome the
intersectionality of their oppression. For example, Black females need to be able to form a bond
of solidarity as a form of “sisterhood” within their school setting as a means of emotional and
cultural support (Kelly, 2018, p. 382). This is particularly important because schools represent a
critical microsystem in which Black females must interact; therefore, this guidance plays a major
role in the development of their identities (Mims & Williams, 2020). Although it is imperative to

understand gender identity for an increasingly-progressive society, Black racial identity is
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especially critical in understanding how Black females can navigate and overcome the specific
challenges of racism.

Black Racial Identity. Racial identity is a person’s awareness of belonging to a certain
social group, combined with the value and emotional significance of such belonging (Jelsma et
al., 2021; Kiecolt & Hughes, 2017). However, by contrast, the concept of race is a discredited
biological absurdity that still retains the power to separate people (Eubanks, 2018). Sellers et al.
(1998) identified three major components that make up the Black American racial identity: racial
centrality, private regard, and public regard. The researchers defined racial centrality as, “one’s
feeling of belonging and connectedness to being Black” (Sellers et al., 1998, p. 165). Private
regard is “the extent to which one feels positively or negatively toward Black people, as well as
how positively or negatively they feel about themselves being Black” (p. 165). To contrast,
public regard refers to “the extent to which one feels that others view Black people positively or
negatively” (p. 165). This is important to the overall identity development of Black females,
specifically during the adolescent years when faced with anti-Black, racist, stereotypical
messages (Crenshaw et al., 2015; Epstein et al., 2017; Foubert, 2019; Haynes et al., 2016; Hines-
Datiri, 2017; Jelsma et al., 2021; Kelly, 2018; Rogers et al., 2021).

According to Byrd and Chavous (2000), there is a relationship between racial identity and
academic achievement; those from disadvantaged neighborhoods have greater academic
achievement when racial pride is increased. Additionally, racial cohesion among Black
adolescents has been shown to increase student engagement (Bentley-Edwards et al., 2019). By
contrast, racial dissonance in the forms of school and neighborhood violence against the Black
community has been linked to psychological distress and academic failure (Epstein et al., 2017;

Bentley-Edwards et al., 2019). So, racial identity plays a significant role in one’s sense of
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belonging and can directly impact a student’s chances of academic success or failure (Bentley-
Edwards et al., 2019; Rogers et al., 2021). Specifically for Black female students,
intersectionality presents a matrix of social and academic challenges that may increase their
likelihood of dropping out (Crenshaw, 1989; Crenshaw et al., 2015; Epstein et al., 2015; Haynes
et al., 2016; Hines-Datiri, 2017; Hines-Datiri & Andrews, 2020; Kelly, 2018; Watson, 2016).
The research will encompass other academic challenges, such as invisibility, stereotyping, and
racial micro- and macroaggressions to understand how this negatively impacts Black females in

their pursuit of education.

AcademicChallengesof Black Females

Black females face a myriad of challenges to their academic success. Due to their
intersectionality, they face unique racialized and gendered barriers, such as invisibility,
stereotyping, and various types of micro- and macroaggressions that cause academic challenges
to their success as well as increased risk of dropping out (Crenshaw, 1989; Crenshaw et al.,
2015; Epstein et al., 2015; Haynes et al., 2016; Hines-Datiri, 2017; Hines-Datiri & Andrews,
2020; Kelly, 2018; Watson, 2016). The following sections present information related to several
challenges most pertinent to the proposed research.

Invisibility. Franklin (1999) defined invisibility as “an inner struggle that one’s talents,
abilities, personality and worth are not valued or even recognized” (p.761). This invisibility
paradigm has informed a master narrative of subjugation that is rooted in racism, sexism, and
classism and has been taught to Black women from slavery into the current era via several
mechanisms, including the academic setting (Crenshaw, 1989; Crenshaw et al., 2015; Epstein et
al., 2015; Haynes et al., 2016; Jones & Guy-Sheftall, 2015). Invisibilization via gendered racist

practices is rooted in White supremacist ideologies that view Black females as academically
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incapable, less innocent, and more threatening (Epstein et al., 2017; Leath et al., 2019; Watson,
2016). Both systemic marginalization and the invisibility experienced by Black females have
been historically and perpetually reinforced by racially biased practices and policies within the
K-12 school system (Crenshaw et al., 2015; Epstein et al., 2017; Foubert, 2019; Hines-Datiri,
2017).

Black female students face disparities in how schools handle behavioral issues compared
to White females (Crenshaw et al., 2015; Foubert, 2019; Hines-Datiri, 2017; Kelly, 2018;
Watson, 2016). For example, Black female students face either stronger consequences for the
same action as their White counterparts, such as suspension and expulsion, or are left
unsupported because of racial invisibility (Allen & White-Smith, 2018; Crenshaw et al., 2015;
Epstein et al., 2017; Hassan & Carter, 2021; Hines-Datiri, 2017; Hines-Datiri & Andrews, 2020).
Consequently, when Black females face discriminatory treatment, it undermines their sense of
belonging in the academic environment, which increases their risks of academic disengagement
(Allen & White-Smith, 2018; Epstein et al., 2017; Haynes et al., 2016; Leath et al., 2019).
Therefore, Black females continue to find it difficult to be academically successful in a world of
racial inequities and lack of inclusion (Allen & White-Smith, 2018; Epstein et al., 2015; Haynes
et al., 2016; Watson, 2016). However, school leadership and positive school-family relationships
are key components of a positive school climate, inspiring students to feel supported by both,
resulting in an increased likelihood of positive academic outcomes (Crenshaw et al., 2015;
Epstein et al., 2017; Hampden-Thompson & Galindo, 2017). In addition to invisibilization,
Black female students are also impacted by racial and gender stereotyping (Crenshaw, 1989;
Crenshaw et al., 2015; Epstein et al., 2015; Hassan & Carter, 2021; Haynes et al., 2016; Hines-

Datiri, 2017; Jones & Guy-Sheftall, 2015; Paul & Araneo, 2019; Watson, 2016).
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Stereotyping. Females of color who drop out of high school often must navigate both
racial and gender stereotypes within the larger White-heteronormative systems of oppression
(Copur-Gencturk et al., 2020; Crenshaw et al., 2015; Haynes et al., 2016; Hines-Datiri, 2017,
Watson, 2016). For example, Black female students are often labeled as being “angry,” “ghetto,”
“loud,” and “aggressive” to rationalize over-disciplining them in comparison to their White
and/or male counterparts (Crenshaw et al., 2015, p. 29; Epstein et al., 2017; Hines-Datiri, 2017;
Paul & Araneo, 2019; Watson, 2016). Consequently, there is an increase in the level of scrutiny
of their actions, speech, choices, and appearance by both educators and schoolmates (Allen &
White-Smith, 2018; Epstein et al., 2017; Hassan & Carter, 2021; Haynes et al., 2016; Hines-
Datiri, 2017; Martin & Smith, 2017). In addition, Louque and Sullivan (2020) noted that as a
result of Black females’ continued subjection to various forms of institutionalized academic
racism, there is a disproportionate likelihood of their subjugation to the foster care system and
physical and sexual abuse. The practices and policies which highlight some school
administrators’ discriminatory perception of Black females demonstrates how the
intersectionality of their identities create a unique matrix of oppression that contributes to the
high dropout rate (Hassan & Carter, 2021; Hines-Datiri, 2017; Louque & Sullivan, 2020;
Williams-Butler, 2018). The act of stereotyping can hinder Black females’ ability to overcome
this fixed mentality; however, the impact of micro- and macroaggression also has long-term
negative consequences (Crenshaw et al., 2015).

Racial Micro- and Macroaggressions. Sue et al. (2007) defined racial microaggressions
as “brief everyday exchanges that send denigrating messages to people of color because they
belong to a racial minority group” (p. 273). By contrast, racial macroaggressions are enacted by a

specific group in complicity with the government or even by the government itself, and they
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target an entire community to unleash cultural, economic, and political forces of harm (Alfieri,
2002). Even while trying to rise above their intersectional challenges, Black females encounter
layers of microaggressions, such as vicious cycles of low academic expectations and implicit and
intentional biases to limit their ability (Alfieri, 2002; Haynes et al., 2016; Martin & Smith, 2017;
Sue et al., 2007). For example, Black females face subversive treatment by teachers when such
aesthetics like their natural hair is perceived and deemed disruptive (Alfieri, 2002; Haynes et al.,
2016; Martin & Smith, 2017; Sue et al., 2007). Invisibilization and stereotyping of Black female
students can come in the form of racial micro- and macroaggressions, causing them to feel
targeted, excluded, and emboldens/motivates their desire to leave the school system entirely
(Alfieri, 2002; Allen & White-Smith 2018; Epstein et al., 2017; Hassan & Carter, 2021; Haynes
et al., 2016; Hines-Datiri, 2017; Martin & Smith, 2017; Sue et al., 2007).

The reinforcement of these harmful forms of Black females’ marginalization within the
traditional K-12 public schools through the exosystem of racialized practices and policies places
them on a trajectory of poor academic performance, which could lead to academic disconnection
(Crenshaw et al., 2015; Haynes et al., 2016; Hines-Datiri, 2017; Louque & Sullivan, 2020;
Martin & Smith, 2017; Watson, 2016). Consequently, from the ecological perspective, a school
that denies and diminishes the personhood and abilities of Black females will impact their
development and may lead to negative academic outcomes (Crenshaw et al., 2015; Epstein et al.,
2017; Haynes et al., 2016; Hines-Datiri, 2017; Louque & Sullivan, 2020; Martin & Smith, 2017;
Watson, 2016; Zaslofsky, 2015). This is salient to the individual’s development being directly
impacted by microsystems, such as their home and school (Bronfenbrenner, 1979;

Bronfenbrenner, 1994; Ehrenreich et al., 2012; Flores & Brown, 2019).

Microsystem
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Researchers purported that the ecological systems of home life, family, and peer
relationships, and early identification heavily influence a student’s decision-making regarding re-
engagement and play equal roles in influencing students’ decision to either graduate or drop out
of high school (Flores & Brown, 2019; Zaff et al., 2017). Additionally, McDermott et al. (2018)
noted that personal, social, school, and neighborhood characteristics create unique lived
experiences that influence students to drop out of school and may also relate to the extent they
choose to re-engage. However, due to the significant roles of home life, and family and peer
relationships, researchers of student engagement indicated that these ecological systems can be
used as tools of re-engagement (Flores & Brown, 2019). According to Swanson et al. (2002),
when studying the development of Black youth by applying a phenomenological perspective to
Bronfenbrenner’s ecological systems theory, a link can be established to understand how Black
female identity development is impacted by unique challenges brought on by race, gender, and
class. Consequently, the parental practices within the home environment of Black female
students are uniquely tailored to both prepare and protect them within both social and academic
environments (Afia et al., 2019; Bono et al., 2016). There are many facets to the microsystem,
including home environment and parenting practices, dual-parent households, single-parent
households, and no-parent households, to capture how some Black females are challenged in

both traditional and non-traditional home settings.

Home MicrosystemEnvironmentand Parenting Practices

Quality parental practices are a dynamic and multi-faceted construct that includes
creating an orderly home, maintaining knowledge of their child’s activities, parental supervision,
open communication, and a warm relationship with the adolescent child (Afia et al., 2019;

Carless et al., 2015; Kocayorik, 2016; Previ et al., 2020). Since educational trajectories are
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influenced by a student’s key decision-makers such as parents and teachers, these trajectories can
be disrupted by mutual distrust, hostile feelings, or events external to the home environment
(Afia et al., 2019; Carless et al., 2015; Kocayorik, 2016; Previ et al., 2020). Familial disruptions
such as divorce can cause low parental self-efficacy, an increased likelihood of poverty, and a
decrease in parental availability, resulting in an elevated risk of high school dropout, especially
among females (Afia et al., 2019; Flores & Brown, 2019; Leonard, 2011; Perrin et al., 2013).
When high school dropout occurs during middle adolescence, it causes a break in the educational
trajectories of those who exited school prematurely (Afia et al., 2019; Augustyn & Jackson,
2020; Hines-Datiri, 2017; Kocayoruk, 2016; Previ et al., 2020). This is salient to how parenting
practices contribute to school perseverance (Afia et al., 2019; Carless et al., 2015; Kocayorik,
2016; Previ et al., 2020). Dropping out as a form of school refusal is linked to a parent’s low
self-efficacy, which is rooted in the lack of confidence in their level of knowledge and abilities to
effectively parent their youth (Carless et al., 2015; Connell et al., 1994; Kocayorik, 2016; Previ
et al., 2020). The composition of the home environment can cause variations in how parental
educational involvement is implemented (Darby & Saatcioglu, 2015; Duncan et al., 2017,
Egalite, 2016; O’Malley et al., 2015).

Dual-parent Households. Historically, in the U.S., the family background is
acknowledged as the key determining factor of student academic achievement, regardless of the
quality of the school (Coleman, 1966; Egalite, 2016; Rumberger, 2008; Rumberger, 2020).
However, as of 2012, only 64% of children lived with two married parents, a drop from 85% in
1960 (Duncan et al., 2017). Yet, dual-parent homes are more likely to have characteristics that
benefit the child’s educational attainment and are more likely to cultivate a mentality of

achievement as the norm by encouraging children to excel in school and participate in household
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duties (Darby & Saatcioglu, 2015; Duncan et al., 2017; Ross, 2016). According to Autor et al.
(2016), students raised in dual-parent homes are less disadvantaged and have higher graduation
rates than those raised in single-parent homes. Additionally, children of dual-parent households
are less likely to have a psychiatric diagnosis and will have higher global functioning (Teel et al.,
2016). According to research by O’Malley et al. (2015), the structure of the family had more of
an effect on student achievement than academic parental involvement, thereby showing that
dual-parent household structures were more academically beneficial for students, regardless of
the level of involvement.

By contrast, Browne and Battle (2019) posited that, for Black families, external variables
such as social class, family stability, stress, and parent-child relations might be more impactful to
student achievement than family structure. This is salient to Black females’ higher(?) likelihood
to drop out of high school than that of White females due to external factors, such as school
climate and safety (Crenshaw et al., 2015; Cunningham & Francois, 2016; Epstein et al., 2017;
Haynes et al., 2016; Hines-Datiri, 2017; Kunjufu, 2006; Perguero et al., 2019). Consequently, a
dual-parent household structure may provide academic privileges, but for Black females, due to
the intersectionality of gendered and racialized disparities, it may not be a strong enough
protective factor against the risk of dropping out of high school (Crenshaw et al., 2015; Epstein
etal., 2017; Haynes et al., 2016; Hines-Datiri, 2017; Browne & Battle, 2019; Perguero et al.,
2019).

Single-parent Households. Ross (2016) noted that students in single-parent homes have
a higher risk of dropping out of high school. This is relevant to the nature of a child’s home
environment, how they are reared, and parents’ mental health, all significant microsystemic

contributors to a child’s academic and overall development (Bono et al., 2016; Bronfenbrenner,
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1979; Bronfenbrenner, 1994; Browne & Battle, 2019). Single-parent households tend to have
fewer resources which limits their ability to invest in their children’s development compared to
those of dual-parent households (Woessmann, 2015). Yet, the number of single-parent
households headed by mothers has nearly tripled over the last 50 years and continues to climb,
regardless of race or ethnicity (U.S. Census Bureau, 2016; Malczyk & Lawson, 2017).

According to Previ et al. (2020), Black mothers use restrictive parenting, chaperonage,
emotional support, and financial security via working multiple jobs as protective and academic
motivating strategies for their children. For example, in poor communities, the children of single
mother-headed homes may experience an increased likelihood of dropping out as a result of
working long hours, lack of resources, or negative peer influences (Almond et al., 2021; Malczyk
& Lawson, 2019; Rumberger, 2008; Rumberger, 2020). However, despite the oppressive forces
of race, class, and gender, Black female students in a single-parent household had better
educational outcomes than their Black male counterparts (Browne & Battle, 2018).

While single parenthood has increased across all ethno-racial populations, much of the
sociological research has been historically focused on this phenomenon within the Black
community (Dollar, 2017; Wilson et al., 2016). According to Chetty et al. (2016), as a result of
systemic and structural financial inequalities, lower income households are disproportionately
likely to be Black, with a mother-headed household. Additionally, according to the 2020
Decennial Census, 12% of White households with children under 18 years of age were in single-
parent households; by comparison, Black households were 37%, which has a direct impact on the
educational outcomes of Black students (Browne & Battle, 2018; U.S. Census Bureau, 2020).
Furthermore, Black women being single mothers has contributed to 37% of Black children being

born into poverty, compared to 12.4% of White children (Bono et al., 2016; Rendall et al., 2022).
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As a result of gendered racism and classism, Black female-headed households are one of the
most impoverished groups in America (Assari et al., 2017; Assari, 2018; Bono et al., 2016;
Browne & Battle, 2018; Maduca & Sampson, 2019; Mclntosh et al., 2020). This leads to
dynamic household structures, with many Black households comprised of a mixture of parenting
models that include extended family, non-marital partners, and fictive kin. These groups help
raise the children and offer resources and social support as protective factors against
environmental and academic dangers (Browne & Battle, 2018; Bono et al., 2016; Dollar, 2017;
Hitchens & Payne, 2017; Previ et al., 2020).

Additionally, researchers posited that when Black fathers are involved in their children’s
lives, regardless of the family composition, there is a positive correlation between their impact
and the child’s educational attainment and literacy (Baker, 2014). For example, Black fathers are
41% more likely to talk with their children about their daily activities several times during the
week and help them with their homework compared to 20% of White fathers (Hitchens & Payne,
2017; St. Vil et al., 2019; Wilson et al., 2016). Yet, despite the father’s involvement, a
disproportionate number of Black females still drop out of high school due to pregnancy or
parenthood, increasing the risk of creating a cycle of inadequate education and generational
poverty (Crenshaw et al., 2015; Epstein et al., 2017; Hitchens & Payne, 2017). Consequently,
Black children are more likely to live in single mother-headed households, disproportionately
increasing their chances of attending under-performing or failing schools and choosing to drop
out (Blanchett et al., 2005; Bono et al., 2016; Crenshaw et al., 2015; Haynes et al., 2016; Hines-
Datiri, 2017; Hines-Datiri & Andrews, 2020; Watson, 2016).

No-parent Households. On any day in the U.S., 430,000 children reside in foster care,

not living with either biological parent (Font et al., 2018). As a result, in the U.S., court-involved
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youth, those that are involved in either the foster care or juvenile justice systems experience
several challenges related to educational attainment, employment, and social and interpersonal
development into adulthood (Crosby et al., 2017; Geiger & Beltran, 2017). Hindt and Leon
(2022) posited that a court-involved youth experiences holistic ecological systemic disruptions,
which negatively impact their overall development. For example, the youth that reside in
residential treatment centers have encountered trauma, adverse life outcomes, and have more
academic and behavioral problems than their peers (Clemens et al., 2016; Crosby et al., 2017;
Font et al., 2018). Additionally, most children who experience foster care come from
socioeconomically disadvantaged backgrounds, which reflects the perpetual social inequalities
within the U.S. (Font et al., 2018; Rome & Raskin, 2019). Unfortunately, racial inequalities can
be seen in that, while Black youth represent 12% of the U.S. population, they constitute 24% of
the foster care population (Williams-Butler, 2018). According to research by Font et al. (2018),
6% of all children and 12% of Black children in the U.S. have experienced one or more foster
placements. As they are less likely to be reunified with family, Black youth who are placed with
non-kin foster parents are more likely to be removed from the cultural safety of their Black
community, stripping them of learning key concepts of how best to navigate racialized
challenges (Font et al., 2018; Hindt & Leon, 2022). This is relevant to the negative outcomes of
school mobility for Black students, such as missed opportunities to gain experience, key
concepts, a lack of a sense of belonging, underdeveloped interpersonal skills, and disparities in
curricula; all of which may contribute to increased dissatisfaction and disengagement, resulting
in a higher likelihood of dropping out (Clemens et al., 2016; Crosby et al., 2017). According to
McFarland (2018), only 56% of foster care youth finish high school, which is significantly lower

than the national average of 84%. While the home environment is a noted microsystem, the
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school environment is another microsystemic setting that has a direct impact on an individual’s
development (Bronfenbrenner, 1979; Bronfenbrenner, 1994). These conditions are critical to
understanding the various household challenges for Black families that may influence how a
Black female perceives herself in an academic setting, as the research will explore how
traditional high schools, alternative high schools, and credit recovery schools influence their

ability to be successful.

SchoolsasMicrosystens

U.S. schools continue to reflect the historical and current racial, gendered, and economic
inequalities and inequities of the population despite segregation being declared unconstitutional,
which is a contributing factor to the persistence of the achievement gap between Black and
White students (Martin & Smith, 2017; Orfield, 2014). However, the noted resegregation of
schools resulting from White isolation, school choice, and mandatory standardized testing has
emphasized the need to assess the promise of Brownby tracking high school dropout and
completion rates on the basis of race (Greene, 2015). The following sections present information
related to the types of schools most pertinent to the proposed research.

Traditional High Schools. de Brey et al. (2021) defined a regular school as a public
elementary or secondary school that does not focus primarily on career and technical, special, or
alternative education, although it may provide these programs in addition to a regular
curriculum. The first public high school was the Boston Latin School, founded in 1635 (Thattai,
2001; Weissman, 2019). Additionally, with the establishment of the American Academy in
Philadelphia in 1751, American high schools replaced Latin grammar schools (Thattai, 2001).
The first public school system to include a high school, the common schools, was organized and

founded by Horace Mann with the establishment of the Massachusetts Board of Education in
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1837 (Schneller, 2017; Weissman, 2019). However, in 1847, the Josiah Quincy School was
opened in Massachusetts with a teacher/student structure that no longer followed the one-room
schoolhouse model in which a single teacher made all the educational decisions relative to
technology (Fazzaro, 2012). The Quincy school model required eight teachers working under the
supervision of one principal teacher, with 55 desks bolted to the floor in rows, which was named
the “Quincy box” (Fazzaro, 2012). By the turn of the 20" century, virtually every community
with large populations of students had a “Quincy box” schoolhouse. Schools’ organizational
structures became increasingly bureaucratic with little structural difference from automobile
assembly plants (Fazzaro, 2012). This proliferation was the exclusive benefit of White citizens
since Black people were cast as slaves; they had no access to any form of public education
(Wallenstein, 2005; Weissman, 2019).

Yet, the Reconstruction era introduced legal educational opportunities for the formerly
enslaved that demanded access to education (Brosnan, 2016; Schneller, 2017). With the help of
the Freedman’s Bureau, free Northern Black people, and religious and secular groups, Black
people built schools, hired teachers, and purchased books, primarily focused on literacy and
arithmetic (Brosnan, 2016; Brosnan, 2019; Durham, 2003; Miggins, 2014). According to
Durham (2003), from 1865 to 1872, the Bureau supported 4,239 Black schools and employed
9,307 teachers. For Black people, this was the golden era in American education (Brosnan, 2016;
Brosnan, 2019).

Unfortunately, this golden era was short-lived with the ending of Reconstruction in 1877
(Brosnan, 2016; Brosnan, 2019; Durham, 2003; Hines-Datiri, 2017; Steudeman, 2018; Tyack &
Lowe, 1986). Consequently, efforts to provide public education for Black people were halted if

not repealed, causing a sharp decline in enrollment of Black students and a decrease in the
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salaries of Black teachers (Juergensen, 2015; Taylor, 2005; Tyack & Lowe, 1986). Enshrined by
the ‘separate by equal’ clause of the Plessydecision, state-sanctioned White supremacy rule was
restored in the South, forcing Black people to attend schools that were poorly funded and under-
resourced (McAfee, 1996; Wallenstein, 2005; Wilson, 1998). This remained the status quo in the
Southern states well after the Browndecision of 1954, with the Cleveland, Mississippi school
district being the last to desegregate in 2016 (Hauser, 2016; Kluger, 2011).

From 1910 to 1950, the public high schools in major Northern cities such as Cleveland,
Ohio and Chicago, Illinois provided work skills and apprenticeships to Black migrants from the
South and European immigrants (Miggins, 2014). However, after their acceptance into the
Anglo-Saxon American culture, the middle-class, European immigrants quickly moved to the
suburban areas, but the Black community was locked into overpopulated inner-city areas,
resulting in increased racial tensions and schools segregated by race and class (Kummings &
Tienken, 2021; Miggins, 2014; Moore Clemons, 2014; Thattai, 2001). For example, the
Midwestern city of Dayton, Ohio was one of the most segregated cities in the U.S., as recorded
by the NAACP in 1996. With the 1849 decision of the Dayton Board of Education to open a
segregated school for freed Black taxpayers, the neighborhood-school model was created, which
continues to the current era (Watras, 2010). In addition to the neighborhood-school model,
suburbanization, redlining, and White flight helped to propel the creation of private and
parochial schools, further reinforcing the separation of the cities by race and socioeconomic class
(Dunning-Lozano, 2016; Randolph & Robinson, 2019; Watras, 1994). Per the U.S. Constitution,
states maintain primary authority of the public education systems, controlling the federal funds
earmarked to finance public schools via various 20" century congressional acts, with a disparate

allocation between the Black and White schools based on local property taxes (Thattai, 2001;
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Russo, 2012; Randolph & Robinson, 2019; Watras, 2010). This has salience to the perpetuation
of economic disparities between the Black and White communities and the different school
settings (Randolph & Robinson, 2019; Watras, 2010; Watson, 2016).

In resistance to the Browndecision, there was an increase of private and other non-public
funded schools, forcing many districts to consolidate; the number of schools decreased from
117,000 nationally in 1940 to 15,000 by 1990 (Thattai, 2001). This reduction exacerbated the
concentration of Black and poor students into overpopulated, under-funded inner-city schools,
while middle-class White students attended less populated, well-funded suburban or non-public
schools (Miggins, 2014; Randolph & Robinson, 2019; Watson, 2016). Consequently, the
consolidation of school districts mirrored suburbanization caused by racial covenants and
redlining, allowing the proliferation of racial segregation in schools to continue well after the
Browndecision (Dunning-Lozano, 2016; Hines-Datiri, 2017; Randolph & Robinson, 2019;
Watras, 2010; Watson, 2016).

To continue circumventing the Brownmandate, many public high schools adopted a
revised racialized means of segregating students by “tracking” students (Curley, 2016; Kasten,
2013; Knoester & Au, 2017; Werblow et al., 2013). Tracking is defined as, “the educational
practice of categorizing students by curriculum” (Curley, 2016; Kasten, 2013, p. 202). Kasten
(2013) noted three determinants of how a student would be tracked: standardized test scores,
teacher or counselor recommendations and grades, and students’ and parents’ choices. According
to Kasten (2013), students could be placed on one of three tracks: 1) slow or vocational, 2)
average or general, or 3) fast or academic. This racialized practice disproportionately placed
White students into fast and academic tracks and BIPOC (Black, Indigenous and People of

Color) students into the slow or vocational tracks as a mechanism of de jure segregation (Ayscue
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etal., 2017; Crenshaw et al., 2015; Curley, 2016; Epstein et al., 2017; Haynes et al., 2016;
Hines-Datiri, 2017; Kasten, 2013). Subsequently, students on lower tracks have been negatively
impacted due to the reinforcement of racial and classist discrimination (Crenshaw et al., 2015;
Epstein et al., 2017; Haynes et al., 2016; Hines-Datiri, 2017; Kasten, 2013; Werblow et al.,
2013). Additionally, students placed in lower academic tracks have higher chances of dropping
out because such placement is connected to predictors of school climate, such as students’
perception of uninteresting and low-quality curriculum, their feelings of alienation, and the lack
of classroom cohesion (Crenshaw et al., 2015; Epstein et al., 2017; Harven, 2018; Haynes et al.,
2016; Hines-Datiri, 2017; Kasten, 2013; Werblow et al., 2013). By contrast, in a racially
integrated school setting, placing White students on the high track has served to keep parents
satisfied and less likely to withdraw their students (Crenshaw et al., 2015; Epstein et al., 2017;
Haynes et al., 2016; Hines-Datiri, 2017; Kasten, 2013; Werblow et al., 2013).

However, schools that ‘detracked” were more likely to be located in urban areas and
attended by BIPOC students who endured devasting poverty and were disadvantaged by the
public-school systems’ funding structures (Crenshaw et al., 2015; Hines-Datiri & Andrews,
2020; Werblow et al., 2013). This is relevant to the increased likelihood of Black females to
disconnect from public high schools in response to being subjected to an underserved academic
environment which perpetuates mainstream narratives. Moreover, these environments/systems(?)
expose both implicit and explicit biases by some White teachers who perceive Black students as,
“failing miserably” or as “a behavioral problem” (Bryan, 2017, p. 328; Crenshaw et al., 2015;
Hines-Datiri & Andrews, 2020). Regrettably, non-White and some Black teachers also
demonstrate negative perceptions of Black females due to their own internalized racism and

sexism, and therefore focus more on their social disposition while underestimating their
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academic abilities (Copur-Gencturk et al., 2020; Crenshaw et al., 2015; Epstein et al., 2017,
Grier-Reed et al., 2016; Hines-Datiri & Andrews, 2020; Johnson, 2016; Wynter-Hoyte et al.,
2020). Liebowitz (2018) explained that the American public school system does not understand
the needs of Black students so is not dedicated to ensuring equality and sensitivity to
diversification, contributing to this population's isolation. According to researchers, Black
females will continue to be at higher risk of dropping out of high school than their White
counterparts if they continue to be subjected to negative outcomes by remaining in academic
spaces that undermine their socioemotional development (Crenshaw et al., 2015; Epstein et al.,
2017; Haynes et al., 2016; Hines-Datiri, 2017; Kasten, 2013; Werblow et al., 2013). Researchers
have noted the dropout phenomenon so as to address the unmet needs of students, producing the
alternative schools which were developed as a primary tool of academic re-engagement for
dropout(?) students (de Brey et al., 2021; Wilkerson et al., 2016; Wilkerson et al., 2018).
Alternative High Schools. Since the 1960s, local education agencies (LEA) created
alternative schools and specialized education within schools to address the unique needs of at-
risk students (Johnson, 2008; Wilkerson et al., 2016; Wilkerson et al., 2018). According to the
U.S. Department of Education, an alternative school may be sited in locations other than a
traditional or regular school, such as hospitals, mental health centers, jails, or juvenile detention
centers (de Brey et al., 2021; Raywid, 1994). Dunning-Lozano (2016) posited that contemporary
alternative schools have been considered a product of the civil rights movement, created to
provide access to quality education to historically underserved students. For example, The Free
School Movement was started in the 1960s to provide public alternatives to the traditional school
system and incorporated anti-racist and revolutionary self-actualization principles for each

student (Dunning-Lozano, 2016). However, by the 1980s, the focus of alternative schools was no



63

longer to extend quality education to a diverse group of students but to be repositories for
undesirable students (Dunning-Lozano, 2016; Sable et al., 2010; Szlyk, 2020). Consequently, the
definition of an alternative school was extended to include schools that meet the needs of
students with academic difficulties, discipline problems, or both (de Brey et al., 2021). More
specifically, the purpose of alternative secondary schools is to provide students with challenging
behaviors, low motivation, poor attendance, failing grades, or those with issues in a traditional
school setting, and aimed to provide these students with an enriching educational experience to
master academic content thereby earning their diploma (Basford et al., 2020; Maillet, 2017;
Wilkerson, et al., 2016). Maillet (2017) discussed key areas in which an alternative school can be
effective: 1) providing active and creative instruction, 2) integration of service-learning
opportunities, 3) accelerated learning, 4) building time to connect with students, 5) offering
alternative daily plans for students, and 6) utilizing college students and members of the
community.

By focusing on academic re-engagement and depending on if the student was pushed out
or pulled out of high school, alternative schools use different motivational strategies , such as the
development of relationships with family, educators, and peers who are dedicated to meeting
their academic and social needs (Boylan & Renzulli, 2017; Flores & Brown, 2019; Heinrich &
Darling-Aduana, 2021; McDermott et al., 2018). In addition to alternative schools, re-
engagement centers, such as the Sinclair Fast Forward Re-engagement Center of Dayton, Ohio,
work with disconnected students using individualized case management and academic coaching
to reconnect them to their best-suited academic setting to earn their high school credentials

(Hines-Datiri, 2017; House, 2011).
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Researchers discovered that, as a means of re-engagement, policies must be tailored to
reduce negative atmospheres in schools by providing resources or different learning options for
students at-risk of disconnection or in need of reconnection (Boylan & Renzulli, 2017; Farrelly
& Daniels, 2013). For example, Duke (2016) cited the Center for Research on Education
Outcomes (CREDO) report of 2014 that found, within the state of Ohio, more Black students
were enrolled in charter schools than traditional public schools; as a result low-income Black
students outperform Black traditional school students in reading and math.

However, Szlyk (2020) added/identified(?) that racial and gender minority students at
alternative schools may experience external stressors, including discrimination and adverse life
events, which can cause them to have a diminished outlook on their future success. Additionally,
researchers stated that students who felt pushed out of high school or experienced serious social
problems found it more difficult to persist to graduation (Blackman-Vercher,1997; Heinrich &
Darling-Aduana, 2021; Orfield et al., 2004). By framing the dropout phenomenon with an
ecological perspective, dropping out stems from how a student interacts with and is impacted by
several domains: academic, behavioral, social, familial, and communal (Bronfenbrenner 1979;
Rumberger, 2008). There is minimal research that explores how credit recovery school practices
impact the graduation rate of Black females (Hines-Datiri, 2017; Hines-Datiri & Andrews,
2020).

CreditRecovery SchoolDropout credit recovery programs can be defined as credit
recovery alternative schools that provide supportive services to youth through a process of ‘re-
engagement’ or ‘recovery’ to complete their high school education (Berliner et al., 2008; Flores
& Brown, 2019; Hines-Datiri, 2017). Heinrich and Darling-Aduana (2021) cited the North

Carolina State Board of Education’s Policy manual to define credit recovery as “a block of
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instruction that is less than the entirety of the Standard Course of Study for that course” (p. 370).
In general, students at credit recovery alternative schools who have failed courses tend to come
from at-risk backgrounds, are less likely to have access to technology at home, and have lower
technological skills compared to other students (Edgar-Smith & Palmer, 2015; Maillet, 2017;
Viano, 2018). However, researchers cited the only rigorous evaluation of a credit recovery
program and found that students performed better in a face-to-face course compared to the online
course (Heppen et al., 2017; Rickles et al., 2018). Heinrich and Darling-Aduana (2021), found
that, while credit recovery options are a cheaper means of helping students earn previously failed
credits, school districts must value quality and equity by investing more resources and
appropriate instruction that will yield effective learning of online content, help students improve
their academic status, and prepare them for postsecondary success.

Academic Status. The U.S. education system is comprised of three levels of formal
education: elementary, secondary, and postsecondary, with completion of the secondary level
being marked by earning a state-issued credential (de Brey et al., 2021). A student that earns
their credits each semester is considered “on track™ for on-time high school completion and
graduation (McFarland et al., 2020). One benefit of being a high school completer is the option
to continue their education by pursuing a specialized career/technical program, enrolling in a 2-
year community/junior college, or a 4-year college or university (de Brey et al., 2021; Janosz et
al., 2008; McKee & Caldarella, 2016). Several researchers have found that academic
performance is one of the strongest predictors of high school graduation or dropout (McFarland
et al., 2020). According to Rickles et al. (2018), if students fail a core academic course during
their first year of high school, they are at higher risk of not completing. Additionally, the

cumulative grade point average (GPA) in high school, and the ability to be promoted to the next



66

grade are also used as an indicator of whether a student will graduate or not (Janosz et al., 2008;
McKee & Caldarella, 2016). According to McKee and Caldarella (2016), when controlling
students’ prior academic performance, the organization, culture, structure, and curriculum of a
school may contribute to the problem of high school attrition.

In addition to academic predictors, social risks also forecast the likelihood of students
obtaining the status of completer or dropout (McKee & Caldarella, 2016). McKee and Caldarella
(2016) defined social risks as, “demographic factors associated with a higher likelihood of school
failure such as minority-language status, family income, parents’ education, and family
structure” (p. 516). Such risk factors as race, gender, and socioeconomic class have also been
linked to high school dropout (Haynes et al., 2016; Hines-Datiri, 2017; McFarland et al., 2020;
McFarland et al., 2018; McKee & Caldarella, 2016; Watson, 2016). This is salient to the
oppressive forms experienced by Black female high school students, such as anti-Black and
gendered institutionalized racism, invisibilization, and stereotyping that may influence their
decision to drop out (Clark-Louque & Sullivan, 2020; Franklin, 1999; Harris & Watson-
Vandiver, 2020; Kelly, 2018; Ladson-Billings & Tate, 1995; Lane, 2017).

According to the 2014 National Women’s Law Center, Black females are
disproportionately suspended and expelled due to racist and sexist stereotypes such as being
loud, conniving, sassy, or other disruptive offenses that are considered subjective (Clark-Louque
& Sullivan, 2020; Crenshaw et al., 2015; Epstein et al., 2017; Hines-Datiri, 2017). These
punitive practices have severe implications such as missed instruction, low student achievement,
referral to juvenile justice, and exposure to unsafe conditions without adult supervision (Clark-
Louque & Sullivan, 2020; Hines-Datiri & Andrews, 2020). Additionally, according to Fergus

(2015), “suspensions link directly to grade-level retention, dropping out of high school, and
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youth encounters with the criminal justice system” (p.16). Consequently, the resulting academic
status of Black female students at a traditional public high school is disproportionately uncertain
due to the disparate implementation of exclusionary disciplinary practices (Clark-Louque &
Sullivan, 2020; Hines-Datiri, 2017; Hines-Datiri & Andrews, 2020).

High School GraduateAccording to DePaoli et al. (2016), a high school graduate is
defined as a student who enters the ninth grade for the first time and graduates with a high school
diploma within four years or less. The United States Department of Education defines a high
school completer as, “an individual who has been awarded a high school diploma or an
equivalent credential, including a GED certificate” (de Brey et al., 2021, p.582). According to
the National Center for Education Statistics (NCES), the adjusted cohort graduation rate (ACGR)
is defined as, “the percentage of public high school freshmen who graduate with a regular
diploma within four years of starting ninth grade. The cohort is adjusted by adding any students
who subsequently transfer into the cohort and subtracting any students who subsequently transfer
out, emigrate to another country, or die” (McFarland et al., 2018, p. 2). With the establishment of
a standardized method of measuring the high school graduation rate, identifying dropout rates
increased the likelihood of more accurate documentation/tracking? (de Brey et al., 2021,
Rumberger, 2020). According to Flores and Brown (2019), one major implication of earning a
high school credential is the students’ acknowledgment of their ownership of their educational
journey. By attaining a high school credential, one gains many individual-level benefits, such as
a greater chance of obtaining postsecondary education and improved career opportunities
(Gottfried & Plasman, 2018). In addition to the individual benefits, the spillover effect includes
contributions to the community, lower chance of unemployment, increased payment of taxes,

and reduced chances of reliance on social service programs (Plank et al., 2008). In addition,
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according to Rumberger (2020), earning a high school credential tends to increase one’s health
and mortality rates while lowering their likelihood to commit crimes. Therefore, the persistence
of the racial disparity of the high school completion rate between Black and White students
creates an ongoing socioeconomic issue both individually and collectively (Hines-Datiri, 2017;
Rothstein, 2013). Yet, the high school graduation rate among Black and Hispanic females has
improved over the last decade (Hines-Datiri, 2017; Watson, 2016). But, unfortunately, despite
the increase of the graduation rate, a significant subpopulation of females of color are still
dropping out of high school at a higher rate than White females (Hines-Datiri, 2017; Martin &
Smith, 2017; Watson, 2016).

Dropout. Coined as the ‘silent epidemic,’ the process of dropping out of school has been
a stereotype of urban schools and of youth that are perceived as troubled, violent, or exhibitors of
deviant behavior (Foubert, 2019; Hines-Datiri, 2017; Hines-Datiri & Andrews, 2020; Leban &
Masterson, 2021). The National Center for Education Statistics (NCES) defines a status dropout
as, “16-24-year-olds who are not enrolled and do not have a high school diploma or an
alternative credential, such as a GED” (McFarland et al., 2020, p.7). According to researchers, a
school’s urbanicity increases the likelihood of Black youth being tagged as troubled or deviant.
Moreover, they have with fewer resources and social capital to buffer them against the damaging
effects of such labels, which is connected to an increased risk of high school dropout (Foubert,
2019; Leban & Masterson, 2021; Wood et al. 2017). Given the long, racialized history of
structural inequality experienced by the Black community, when intersected with exclusionary
school policies and discriminatory biases, there is a stronger negative? impact on Black students,
specifically Black females, including an increased risk of school dropout (Crenshaw et al., 2015;

Epstein et al., 2017; Leban & Masterson, 2021). In examining the dropout rate and its
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contributing factors the study of ecological systems through the lens of CRF theory can provide
insight to what in-school, out-of-school, and racialized and gendered factors contribute to Black
female students’ decision to disconnect (Epstein et al., 2017; Hines-Datiri, 2017; Nyachae, 2016;
Rumberger & Liam, 2008; Wood et al., 2016). To retain them in the education system, it is
essential to understand what strategies to employ to shift Black female students to remain
engaged (Crenshaw et al., 2015; Epstein et al., 2017; Haynes et al., 2016; Hines-Datiri, 2017;
Nyachae, 2016; Rumberger & Liam, 2008). Yet, there is even hope after leaving high school;
despite their decision to drop out, some Black female students exercise resilience and choose to
re-engage and earn their high school credentials (Hines-Datiri, 2017; Vijeila, 2019; Watson,
2016; Zalosfsky, 2015).

ResilientDropout. Researchers have focused on the gravity of high school attrition;
however, there is minimal data regarding how the ecological factor of parental educational
involvement may have contributed to the decision of Black female students to re-enroll in a
credit recovery environment to earn their diploma (Chavous & Cogburn, 2007; Evans-Winters,
2014; Hines-Datiri, 2017; Vijeila, 2019; Watson, 2016; Zalosfsky, 2015). On the other hand,
researchers noted that Black females who drop out and return to complete their high school
education likely encounter future in-school and out-of-school challenges that will require a
continuum of support for them to remain and thrive (Evans-Winters, 2014; Hines-Datiri, 2017,
Vijeila, 2019). One in-school challenge faced by Black females is their struggle to adopt a
revised version of their academic identity as a re-engaged student within a racist and sexist
academic environment (Archer-Banks & Behar-Horenstein, 2012; Hines-Datiri, 2017; Vijeila,
2019). Out-of-school challenges may be parenting, having to care for younger siblings, or poor

self-esteem due to the lack of Black representations of intelligence within the media a s a result
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of commonplace portrayals of a White-normative paradigm (Archer-Banks & Behar-Horenstein,
2012). Flores and Brown (2019) noted that one important implication of the re-engagement of
disconnected students at an alternative school is the creation of supportive and respectful
relationships with teachers, school staff, and fellow students. Consequently, once students are re-
engaged, their decision to complete is rooted in a tenacious and resilient attitude to overcome
negative circumstances and perceptions while building meaningful bonds that will propel them to
accomplish the goal of graduating (Evans-Winters, 2014; Flores & Brown, 2019; Vijeila, 2019).

Black female resilient high school dropouts experience several benefits because of re-
engaging and completing their high school credential (Kamrath, 2019). For example, by earning
their high school diploma, resilient high school dropouts experienced a renewed sense of hope of
obtaining gainful employment; an increase of human capital via the development of positive
relationships with peers, educators, and family members; and an increased avoidance of risky
behavior and lifestyle choices (Entwisle et al., 2004; Kamrath, 2019). Additionally, resilient
dropouts experience improved self-esteem resulting from their ability to earn their diplomas after
stopping out (Burrell, 2020). By using the interpretive lens of the critical race feminist theory to
understand the unique viewpoints of Black female resilient high school dropouts t, new
knowledge of how the intersectionality of race, gender, and class can impact their academic
development within an ecological context and may become a tool of dropout prevention and re-
engagement.

According to Hines-Datiri (2017), one motivating factor for Black female dropouts to re-
engage and earn their high school credential is motherhood, specifically because they want to
avoid being dependent on governmental subsidies as a means of economic support. This view of

a high school credential as a commodity highlights the salience of the intersection of race,
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gender, and class as a determinant of academic and economic outcomes for Black females
(Crenshaw et al., 2015; Hines-Datiri, 2017; Hines-Datiri & Andrews, 2020; Watson, 2016). This
perspective of high school completion as a symbol of economic hope is also viewed as a tool to
overcome the racist and sexist ideologies of inferiority to their White and/or male counterparts
(Crenshaw, 1989; Crenshaw et al., 2015; Epstein et al., 2017; Evans-Winters, 2014; Donovan et
al., 2012; Hines-Datiri, 2017; Watson, 2016). Consequently, for Black female resilient high
school dropouts, becoming a parent can augment their decision to re-engage in a school which
supports/assists? the balance parental and academic responsibilities, increasing their likelihood
of completion (Hines-Datiri, 2017; Watson, 2016). However, for some, even with the positive
influences, a negative student-teacher relationship can contribute to their decision to drop out,
overshadowing their initial goal of completion (Crenshaw et al., 2015; Farrelly & Daniels, 2013;
Hines-Datiri, 2017; Watson, 2016).
StudentTeacherRelationship

Teacher support of Black females has been shown to increase the likelihood of student
achievement due to the positive nature of the relationship (Clayton, 2017). Furthermore, a
positive teacher-student relationship has the potential to be a helpful asset that enhances student
resiliency when faced with challenges such as a poor student-parent relationship (Wang et al.,
2013). Excellent quality teacher-student relationships are more impactful for female students
because they invest more time in friendship and relational intimacy (Wang et al., 2013). This is
especially relevant to the needs of Black females who are academically at-risk, because these
students need to feel emotionally supported and presented with elevated expectations from both
their parents and teachers (Clayton, 2017; Crenshaw et al., 2015). Unfortunately, for Black

female students who sense that their teachers do not value them or celebrate their achievements,
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the negative relationship and devaluation increases the likelihood of them dropping out
(Crenshaw et al., 2015; Hines-Datiri & Andrews, 2020). Moving out from the microsystem,
which is the closest to the student, the mesosystem impacts individual development,
incorporating the connections between at least two microsystems, such as home and school

(Bronfenbrenner, 1979; Bronfenbrenner, 1994).

Mesosystem

Researchers noted that developmental impact can stem from the integration of
interactions between institutional and organizational factors of a student’s home and school,
which include parents, family, peers, and educators (Bronfenbrenner, 1979; Bronfenbrenner,
1994; Eccles & Harold, 1993; Epstein, 1985; Miller, 2011). However, Black female development
of healthy physical, psychological, and sociopolitical identity formation may be at risk due to
community violence, school violence, and racial discrimination at the mesosystemic level
(Crenshaw et al., 2015; Dorsey & Williams-Butler, 2021). Though, such challenges may be
addressed via culturally competent and relevant curricula and staff, coping-based interventions
that focus on self-determination, promoting resilience, and parental educational involvement
(Camacho-Thompson et al., 2019; Crenshaw et al., 2015; Dorsey & Williams-Butler, 2021; Kraft

& Rogers, 2014; Newman et al., 2019; Paul et al., 2021; Zaff & Malone, 2020).

Mesosystenof Parental Educational Involvement

A robust amount of literature notes that parental educational involvement is critical in
promoting academic success (Camacho-Thompson et al., 2019; Kraft & Rogers, 2014; Newman
etal., 2019; Paul et al., 2021; Zaff & Malone, 2020). From decades of research, the idea that
parental educational involvement plays a key factor in academic success has become

conventional wisdom (Harris & Robinson, 2016). While researchers have differed on how
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parental involvement benefits students at various ages and grade levels, there is scholarly
consensus that regular parental educational involvement does positively affect students’
attendance, grades, test scores, credits earned, and behavior, resulting in graduation—indeed,
parental involvement is the core of adolescent success (Camacho-Thompson et al., 2019; Kraft &
Rogers, 2014; Newman et al., 2019; Paul et al., 2021; Rice et al., 2017; Zaff & Malone, 2020).

Researchers suggested that parental involvement is inextricably connected to student
motivation and social competence, resulting in absenteeism reduction, and a decrease to the risk
of a student dropping out of school (Camacho-Thompson et al., 2019; Epstein, 2007; Gais et al.,
2017; Guryan, 2004; Kraft & Rogers, 2014; Newman et al., 2019; Paul et al., 2021; Zaff &
Malone, 2020). However, the degree of parental involvement may dictate to what extent the
child is invested in their own learning process, which later translates into attaining the necessary
life and technical skills that will impact their future endeavors (Paul et al., 2021).

Epstein (2007) developed a typological model of what constitutes effective parental
involvement: providing adequate housing, nutrition, social engagement with the child,
collaboration and communication with the school, volunteering for classroom activities or events
and consideration to be active in the Parent and Teachers Association (PTA) (Paul et al., 2021).
Eccles and Harold’s (1993) model of parental involvement incorporated multiple factors such as:
parent/family characteristics, neighborhood, and parent/teacher practices in conjunction with
potential individual outcomes of the student. Additionally, Hoover-Dempsey and Sandler (1995)
developed a parental involvement model that outlined five levels: parental involvement in
decision making, parents’ choice of involvement forms, mechanisms that influence child/student
outcomes, tempering variables, and child/student outcomes. These existing frameworks provide

a variety of strategies and the inherent sense that parental educational involvement is the
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consequence of interactions between the school personnel and parents, rather than the sole
responsibility of the parent (Sarason, 2003; Williams & Sanchez, 2012). However, little research
supports the assumptions held by earlier models when applied to the high school level (Williams
& Sanchez, 2012).

There is additional research that contradicts the notion that there is a true link between
the types of parental involvement and academic performance (Boonk et al., 2018; Cunningham
& Francois, 2016; Harris & Robinson, 2016). Harris and Robinson (2016) proposed the role of
parents as stage-setters to directly challenge the traditional idea of parental involvement as
described by Epstein (2010). Harris and Robinson (2016) described stage-setting as a reflection
of the parents’ messages via two key components: 1) conveying the importance of school and, 2)
creating and maintaining an environment or living space in which learning can be maximized.
Boonk et al. (2018) found that the idea of parental aspiration had the strongest positive
relationship to achievement. Additionally, increased homework completion rates and lower
dropout rates were credited to parents valuing educational attainment, child encouragement, and
open student-parent communication about all life issues. (Boonk et al., 2018). Yet, the research
has shown that not all parental involvement is positively related to academic achievement since
the associations between the two variables differ based on race/ethnicity (Anderson, 2015;
Anderson, 2016; Boonk et al., 2018; Foubert, 2019; Ryan et al., 2010; Williams & Sanchez,
2012).

Black Parental Educational Involvement. The ecological systems theory positively
acknowledges children, families, and schools being embedded within social, cultural, and
historical influences (Bronfenbrenner, 1979; Bronfenbrenner, 1994). However, Black parental

educational involvement is reflected in both in-school and out-of-school activities from a
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different social, cultural, and historical perspective (Lopez-Tamayo et al., 2016; Scott et al.,
2020; Williams & Sanchez, 2012). Yet, earlier typological models excluded the input of inner-
city Black high school parents and Black school personnel, omitting Black parents’
methodologies to practice educational involvement (Ryan et al., 2010; Williams & Sanchez,
2012). Additionally, some researchers find certain typologies are irrelevant, because of the lack
of consideration of some non-White parents and those of certain socioeconomic groups’ feelings
of being unwelcomed/excluded? at their child’s school, resulting in a possible misperception of a
lack of involvement or apathy (Anderson, 2015; Anderson, 2016; Doucet et al., 2018; Foubert,
2019; Newman et al., 2019; Williams & Sanchez, 2012). For example, Hill and Craft (2003)
reported that teachers believed that parents who volunteered at school valued education more
than parents who did not volunteer, a belief that correlated highly with teachers’ ratings of
students’ academic performance and skills. By contrast, other researchers have found that racial
and ethnic minority parents, even those who do not volunteer at school, still value their
children’s academic success, but the lack of resources limits some Black parents’ levels of
involvement (Ryan et al., 2010; Williams & Sanchez, 2012).

Black parents must use a distinctive approach of accounting for race as a determinant of
when and how they will socialize and prepare their children for school and the world (Foubert,
2019; Lesane-Brown, 2006; Scott et al., 2020). The counter-narrative of Black parental apathy is
that Black parents often act as school-engaged racial realists pushing for better education for
their children (Foubert, 2019; Scott et al., 2020). Black parental educational involvement
encompasses participation at school, being present after school, communication with school
personnel, being “village keepers” (Scott et al., 2020, p.641), and the process of “preparation-

for-bias-socialization” of their children (Scott et al., 2020, p.1471). Additionally, irrespective of
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a child’s age, many Black parents practice ‘ethnic-racial socialization’ (ERS), which is defined
as, “verbal and non-verbal messages and practices that shape the beliefs, attitudes and behaviors
of children surrounding race (Lesane-Brown, 2006, p.403; Scott et al., 2020). Consequently,
researchers found that home-based parental involvement of urban Black students increased
academic outcomes and is associated with fewer disciplinary referrals, such as suspensions and
expulsions, which significantly increases the likelihood of completion (Gilliam, 2016; Lopez-
Tamayo et al., 2016). However, in the opinion of some parents of Black students, schools are
“war zones” (Foubert, 2019, p. 12). Researchers reported that 75% of Black youth reported that
they and/or their peers have experienced racial discrimination, and 25% of Black youth reported
a teacher’s unfair treatment of them (Crenshaw et al., 2015; Epstein et al., 2017; Haynes et al.,
2016; Scott et al., 2020). Consequently, Foubert (2019) noted that Black parents’ involvement in
their children’s education varies from leveraging social capital to “running in front of children to
shield them” (p. 12) as a means of protecting them from the permanency of the anti-Black racist
components within academic environments. Additionally, Black parents would teach their
children to interact with authority using different approaches: disengaging to ignore the bias, to
be cautious/defensive, integrative/assertive, or militant/defiant as a means of adaptive protection
(LoBraico, 2020; Scott et al., 2020). For example, teaching a Black child to remove themselves
from an encounter with the police may protect them in that context, but that same behavior could
result in academic disengagement within the classroom environment (Scott et al., 2020). More
specifically, parents of Black female students are inherently forced to live with and teach their
children how to navigate the multiple-marginality of the barriers associated with race, gender,
and class as a strategic form of supporting their child’s education (Doucet et al., 2018; Love et

al., 2021). Thus, such strategies of parental educational involvement by Black parents draw a
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direct contrast to the models of traditional White-normative methods of parent involvement,
creating a paradox that can be perceived by non-Black people as illogical (Foubert, 2019; Love
et al., 2021; Phelps & Sperry, 2021; Scott et al., 2020).

Subsequently, while empirical research indicates that the racial discrimination faced by
Black parents varies based on their socioeconomic status, the working-class being discriminated
against the most, Black parents still provide more preparation than other non-White parents
(Doucet et al., 2018; Love et al., 2021; Scott et al., 2020). Therefore, positive Black female
growth is contingent upon the development of healthy social skills, coping mechanisms, and
authentic parental collaborations within and across Black-oriented micro and meso systems by
school personnel, service providers, and policymakers (Crenshaw et al., 2015; Dorsey &
Williams-Butler, 2021; Foubert, 2019). Additionally, the importance of highly committed Black
parents is essential to ensure that their children receive the same level of education as their White
counterparts, and to hold these educational institutions socially accountable for equal access to
education for all, specifically Black female students (Crenshaw et al., 2015; Foubert, 2019;
Garry, 2018; Lewis Ellison, 2019; Martin & Smith, 2017).

Lack of Parental Educational Involvement. Williams and Sanchez (2012) observed
that both parents and school personnel described uninvolved parents as being unconcerned, busy,
and previously involved. Researchers noted unconcerned parents include a mother that did not
demonstrate any care about her child’s attendance or performance, having low expectations, and
an overall indifference to the well-being of the child (Benner et al., 2016; Harris & Robinson,
2016; Ross, 2016; Williams & Sanchez, 2012; Zhou & Bowers, 2020). Busy parents are another
cause of a lack of parental educational involvement; they could be those that want to participate

in the child’s education at home and school but cannot be present primarily due to employment
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barriers (Benner et al., 2016; Harris & Robinson, 2016; Ross, 2016; Williams & Sanchez, 2012;
Zhou & Bowers, 2020). Additionally, lack of involvement can originate from parents who were
once actively involved but became uninvolved due to consistently negative interactions with the
child and/or school personnel (Benner et al., 2016; Harris & Robinson, 2016; Ross, 2016;
Williams & Sanchez, 2012; Zhou & Bowers, 2020). The absence of parental involvement creates
a gap in a child’s ecological systems, consequently impacting their personal and academic
development (Benner et al., 2016; Bronfenbrenner, 1979; Bronfenbrenner, 1994; Nichols et al.,
2016).

This adversity to success in education is salient to the U.S. having the highest
incarceration rate in the world, with 1 in 43 children, nearly half being between 11 and 18 years
of age, having an incarcerated parent (Alexander, 2019; Henkhaus, 2019; Nichols et al., 2016).
According to Nichols et al. (2016), a child’s development is uniquely threatened by the absence
of parental involvement due to imprisonment. This type of parental absence is
noteworthy/significant? to the fact that Black parents are incarcerated at a disproportionately
higher rate than their White counterparts (Henkhaus, 2019; Nichols et al., 2016; Sykes & Pettit,
2014). Consequently, Black children of imprisoned parents are more at risk of facing the
economic, psychological, and physical hardships associated with their parents’ absence
(Henkhaus, 2019; Nichols et al., 2016; Sykes & Pettit, 2014). Many of these students are also
impacted academically due to an increased likelihood of distress from missing their parent(s),
unmet basic needs, and the resulting barrier to their ability to focus on learning, and suspension
or expulsion from school (Gaias et al., 2017; Henkhaus, 2019; Nichols et al., 2016; Sykes &
Pettit, 2014). According to Henkhaus (2019), the U.S. parental incarceration rate leads to

“substantial increases in high school dropout rates” (p.202). Since youth of incarcerated parents
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are more likely to drop out of school during the period of imprisonment, it is crucial that schools
have a philosophy that promotes parental educational involvement and a home-school
connection that supports the caretakers in the absence of the parents (Hampden-Thompson &

Galindo, 2017; Nichols et al., 2016).

Mesosystenof Parent TeacherRelationships

Schools have the greatest opportunity to create and maintain meaningful relationships
with parents to form an even stronger sphere of influence that can positively impact academic
outcomes (Clayton, 2017; Hampden-Thompson & Galindo, 2017; Nichols et al., 2016). While it
is understood that teachers are critical for student achievement, parents and their narratives also
matter as they are children’s first teachers (Kocayoruk, 2016). Consequently, the interactions
between the two create a mesosystem that builds a supportive community which promotes
positive life outcomes (Bronfenbrenner, 1979; Bronfenbrenner, 1994; Santiago et al., 2016). This
is relevant because students who experience behavioral issues in elementary school are at a
higher risk of poor academic outcomes, including high school dropout (Hampden-Thompson &
Galindo, 2017; Santiago et al., 2016). Therefore, trust is integral to the parent-teacher
relationship (Owen, 2016; Santiago et al., 2016).

According to Owen (2016), trust, mutual respect, communication, and decision-making
are key components to establishing a parent-teacher collaborative relationship. While the
relationship is not synonymous with parental educational involvement, the two are connected,
because both parties share joint responsibilities of contributing to the academic achievement of
the student (Owen, 2016; Hampden-Thompson & Galindo, 2017; Reschly & Christenson, 2012).
Reschly and Christenson (2012) agree that family-school interventions enhance student

outcomes and are a key component of ameliorating educational disparities. Unfortunately,
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parent-teacher relationships are not necessarily equal or similar in roles, contributions, or
responsibilities (Owens, 2016; Santiago, 2016; Reschly & Christenson, 2012). Accordingly, it is
incumbent upon the educators to initiate and develop the culture and conditions to create positive
collaborative partnerships with parents and families (Crenshaw et al., 2015; Hampden-Thompson
& Galindo, 2017; Santiago, 2016; Reschly & Christenson, 2012). Hampden-Thompson and
Galindo (2017) also acknowledged that school-family relationships must be a component of the
overall school climate, which consists of four areas: safety, teaching and learning, relationships,
and physical environment. Parents’ perceptions of and interactions with their child’s school and
teachers play a significant role in their educational development, experiences, and outcomes
(Owens, 2016; Santiago, 2016; Reschly & Christenson, 2012). The next level of the ecological
system is the exosystem, which indirectly impacts individual development through such means
as community or non-parental influences (Bronfenbrenner, 1979; Bronfenbrenner, 1994; Dorsey

& Williams-Butler, 2021).

Exosystem

The exosystem refers to the impact of activity between other systems such as the micro
and meso systems where the individual is indirectly influenced by the movement between those
systems (Bronfenbrenner, 1979; Bronfenbrenner, 1994; Dorsey & Williams-Butler, 2021). This
system incorporates other formal and informal social structures that do not contain the individual
but influences how they affect one of the microsystems (Guy-Evans, 2020). The mesosystem
breakdown was impactful in developing a better understanding of the importance of relationships
as it relates to Black families and educational professionals. Additionally, there are other factors

such as neighborhood influence, non-parental adult influence, mass and social media which may
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enhance or deter the self-esteem of Black females who rely on these entities as a method of

support.

Exosystenof Neighborhoodinfluence

By examining neighborhood influence, one can perceive how the relationship between
the home interacts with the parental educational involvement, which directly impacts a Black
female student’s development and the factors associated with dropping out (Piscitello et al.,
2022). In the U.S., 80% of the population live in urban areas where BIPOC adolescents are six
out of nine times more likely to live in concentrated poverty (Dawson-McClure et al., 2015).
Consequently, BIPOC adolescents who live in disadvantaged neighborhoods are at higher risk of
high school dropout, delinquency, and poor health due to the impact of scarcity and stress
(Dawson-McClure et al., 2015; Piscitello et al., 2022).

In the context of CRF, due to the intersectionality of race, gender, and class oppression
related to the experiences of Black female adolescents living in urban settings, they are forced to
navigate a range of circumstances resulting from unresolved social issues (Dorsey & Williams-
Butler, 2021; Parks et al., 2016). For example, in 2018, the Department of Justice reported that
Black females have higher rates of being victims of sexual violence than any other female ethnic
group, and are faced with disparate rates of community violence, and high rates of discrimination
which threaten their identity development (Dorsey & Williams-Butler, 2021; Morgan & Truman,
2020). This is pertinent? to how experiences which occur in the home and community are
important to interpersonal, intrapersonal, and academic development (Bronfenbrenner, 1979;
Bronfenbrenner, 1994; Dorsey & Williams-Butler, 2021; Erikson, 1968). Consequently, Black
females who are forced to navigate more hostile environments with assertiveness are also likely

to use specific coping strategies for protection, yet they are more likely to be? labeled as the
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“angry” Black woman or the aggressor (Dawson-McClure, 2015; Dorsey & Williams-Butler,
2021; Hines-Datiri, 2017). In addition to neighborhood influence, Black female development is
also shaped by exosystemic non-parental adult influences (Henderson et al., 2016; Zaff &

Malone, 2020).

ExosystemNon-parental Adult Influence

Researchers have described the village metaphor as the clear exemplification of how the
family structure combined with an extended network are essential in assisting children in their
education (Henderson et al., 2016; Scott et al., 2020). The model can consist of the main
caregiver, siblings, and non-custodial adults and neighbors who are invested in the quality of
education and delivery to the students they support (Henderson et al., 2016; Scott et al., 2020).
Zaff and Malone (2020) noted a correlation between the adult capacity of a community and the
high school dropout rate within metropolitan areas of the United States. Therefore, understanding
how to encourage more adults to be stable presences in the lives of young people could be an
important mechanism to further reduce the national dropout rate (Zaff & Malone, 2020).
Influence from mass and social media is another exosystemic influence that has a significant
impact on Black female students’ development (Bronfenbrenner, 1979; Bronfenbrenner, 1994;

Elsaesser et al., 2021; Pew Research Center, 2018; Williams & Moody, 2019).

ExosystemMassMedia/Social Media Influence

With 95% of teens owning a smartphone, social media has changed how adolescents
conduct their social lives (Elsaesser et al., 2021; Pew Research Center, 2018). Approximately
42% of adolescents spend more than nine hours on social media daily, so it is the most prominent
means by which they connect with peers, form relationships, and encounter both positive and

negative experiences, including cyberbullying (Elsaesser et al., 2021; Pew Research Center,
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2018; Williams & Moody, 2019). Females are overrepresented on visually based social media
networks, such as Twitter, Instagram, and Snapchat, where they choose to post pictures, videos,
fashion, or artwork (Elsaesser, et al., 2021; Tonnesen, 2013; Williams & Moody, 2019).
Additionally, social media has changed how youth experience conflict, and girls are more likely
to be involved in online romantic struggles or internet arguments, whether between individuals,
crews, and/or cliques (Elsaesser et al., 2021; Heffernan, 2020; Tonnesen, 2013). Through the
lens of EST, the exosystemic context of online media influences the relational component of
girls’ identity development due to their desire to connect with and receive feedback from others
as a form of acknowledgment (Williams & Moody, 2019).

According to Williams and Moody (2019), Black adolescents reported being online more
than any other racial/ethnic group. By interpreting the concept of Black female identity
development through the lens of CRF, both mass media(?) and social media’s use of subjugating
narratives and portrayals can negatively impact their relational capabilities (Brown, 2019;
Robinson et al., 2021; Williams & Moody, 2019). For example, the perpetuation of celebrity
worship, cyberviolence, the perpetuation of the need for affirmation via ‘likes’ and ‘followers,’
and inappropriate sexual exposure can negatively impact how they view themselves and relate to
others (Muhammad & Arthur, 2015; Robinson et al., 2021; Williams & Moody, 2019).
Furthermore, reality television has constructed and sustained stereotypical images of Black
women as hypersexualized, uneducated, hyperaggressive, or money-hungry; these are images
rooted in anti-Black racist and sexist ideologies which undermine the development of a positive
self-image (Brown, 2019; Drayton, 2016; Robinson et al., 2021; Williams & Moody, 2019). As a
result of the consumption of such overt, negative imagery, Black adolescent females may model

or defend themselves using those behavioral patterns, by becoming quick-tempered, violent, or
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exhibiting low self-esteem, which contributes to online and offline conflicts with parents,
educators, and peers, including other Black females (Drayton, 2016; Elsaesser et al., 2021;
Robinson et al., 2021). According to Elsaesser et al. (2021), the three main sources of social
media conflict are disrespect to self, disrespect to others that an individual cares about, and
romantic relationships. This is salient to Black females’ subjugation to over-disciplining in zero
tolerance academic environments. Also, it’s another cause for some Black females to stop
attending school due to fear of violence or ridicule that is rooted in online conflicts, the inability
to imitate a certain image, or racist practices by school personnel (Crenshaw et al., 2015;
Drayton, 2016; Elsaesser et al., 2021; Robinson et al., 2021). The next sphere of influence on the
development of Black female students is the macrosystem (Bronfenbrenner, 1979;

Bronfenbrenner, 1994).

Macrosystem

The macrosystem describes the belief systems, knowledge, and resources of the broader
society that indirectly impacts the individual (Bronfenbrenner, 1979; Dorsey & Williams-Butler,
2021). According to Guy-Evans (2020), this subsystem focuses on how cultural elements affect
the individual’s development, such as their socioeconomic status and ethnicity, not a specific
environment. However, CRF’s interpretive perspective acknowledges that the oppression which
results from the intersectionality of the Black female identity is also rooted in racialized and
gendered White supremacist ideologies, policies, and practices, which are also reflected in both
the academic and societal environments (Carter et al., 2019; Crenshaw, 1989; Crenshaw et al.,

2015).
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MacrosystemBlack Culture andEducation

The concept of culture has been widely defined and, as such, regarded as controversial
when interpreted to express differences among groups of people (Silva, 2022). Helpfully though,
Silva (2022) defined culture as, “the interplay between individuals and society; through systems
of communication, social groups and individual group members share and learn the norms,
values, beliefs, worldviews, behaviors, ways of living, and products that are passed down from
one generation to the next” (p. 2). However, Black culture is one of unique struggle, survival,
community, deep spiritual beliefs, innovation, social resistance, activism, political engagement,
creativity, resilience, and academic attainment (Calhoun-Brown, 2000; Evans-Winter, 2014;
Wilson, 1996). Wilson (1996) cited W.E.B DuBois’ (1903) articulation of Black culture as
double-consciousness, the existence of duality, both Black and American, within a country that
only allows him to see himself through the eyes of others. Consequently, these two sides
represent unreconciled identities warring with each other, yet strong enough not to tear itself
apart (DuBaois, 1903). This is salient to Black Americans’ representing a myriad of inimitable
experiences based on geographic, socioeconomic, political, religious, and generational
differences. Still, they are also connected as descendants of enslaved Africans brought to North
America enduring historical, legislative, and contemporary mechanisms of discrimination and
marginalization (Haynes et al., 2016; Logan et al., 2018; Watson, 2016). By contrast, Davis
(2007) posited that a ‘nigger’ culture is a specific type of culture that was created and developed
by White Americans through implanting of their beliefs that Black people were inferior,
especially intellectually. Consequently, while the stories of Black people may be different, they
still share cultural commonality of a dual legacy of oppression and resilience that is reflective in
their families, churches, and communities (Evans-Winters, 2014; Hall & Park, 2022; Logan et

al., 2018).
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In response to both historical denial to education and academic denigration, the value of
education emerged as an illustration of cultural resilience and a significant component of Black
culture (Hall & Park, 2022). Additionally, as a bastion of Black culture, the Black church has
been the epicenter for social, political, economic, and educational attainment within the Black
community by forming one of the earliest models of a school-community partnership (Hall &
Park, 2022; Mcintosh & Curry, 2020). To exemplify, many Black churches were instrumental in
the founding of Historically Black Colleges and Universities (HBCUSs) and received funding,
including grants to facilitate diverse types of educational programming that would help bridge
the academic achievement, income and wealth gaps (Green-Powell et al., 2011; Jordan &
Wilson, 2017; Redd, 1998). This has salience to the Black church acting as an ecological
protective measure for Black students, specifically Black female students, by modeling
resilience, and meeting their needs for equity, relationship, and community (Evans-Winters,
2014; Hall & Park, 2022; Mclintosh & Curry 2020). Consequently, such support has helped
Black female students combat the disproportionate likelihood of being targeted and labeled as
delinquent in order to harass them out of educational environments (Berliner & Glass, 2015; Hall
& Park, 2022; Joseph et al., 2016; MclIntosh & Curry, 2020; Morris, 2016; Winkle-Wagner et al.,
2020).

Within educational environments, anti-Black practices and beliefs have framed the
instruction of Black female students, with damaging effects on how they see themselves and
construct their own identities (Crenshaw et al., 2015; Epstein et al., 2017; Greene, 2016; Hines-
Datiri, 2017; Watson, 2016). Additionally, low academic motivation of Black students has been
linked to a dearth of culturally relevant pedagogies, teacher ethnicities, and ignorance about

cultural norms, such as the unique importance of oral communication (Mclntosh & Curry, 2020).
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As a form of colorblind racism, some non-Black teachers do not adapt their instruction and
communication techniques to meet students’ needs, contributing to the persistence of educational
inequities (Butchart, 2007; Evans, 2015; Joseph et al., 2016; Mclntosh & Curry, 2020). This has
relevance to the diminishing presence of Black educators in the academic setting, and the power
of cultural representation for Black students (Delpit, 2006; Dillard & Neal, 2020; Logan et al.,
2018). Thus, research has shown a strong need for cultural connection and affirmation as a
means of disrupting the racial hierarchy in schools that factors into the Black female high school
dropout phenomenon (Evans, 2015; Harper & Davis, 2012; Joseph et al., 2016; Mclntosh &
Curry, 2020). Descriptors such as colorism, socio-economic status of the Black female, and their
regional status provide necessary context to understand how Black females’ resilience in
overcoming these issues may influence the way they perceive their identity, the parental
educational involvement, and their ability to realize their educational goal of high school
completion.

Colorism. Rooted in the enslavement and colonization of members of the African
diaspora, and one of the most destructive and divisive aspects of Black culture, is colorism (Hall
& Crutchfield, 2018; Norwood, 2015; Rahman, 2020). Crutchfield et al. (2020) defined racism as
“a system of oppression that privileges Whites over other racial groups in society, manifests not
only in interpersonal interactions between people of color and Whites, but also within institutions
and sectors of society including education, healthcare, criminal justice and economics among
other sectors” (p. 814). By extension, colorism is defined by Hunter (2016) as, “the preference
for skin color and phenotypical characteristics that resemble or embody Whiteness, is a function
of racism that exists globally among various racial and ethnic groups” (p. 814). Colorism is a

hierarchical caste system rooted in skin tone bias which perpetuates interracial discrimination
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and subjugation amongst people of color, with lighter complexions being more favored and
darker complexions experiencing rejection and mistreatment (Joseph et al., 2016; McGhee,
2016). This ideological system, which is based in White-normative standards of beauty, acts as a
psychological, political, and emotional weapon that creates color-based disparities that is
continued within institutions, communities, and families (Crutchfield et al., 2020; McGhee,
2016; Norwood, 2015). Colorism is a structure of skin color inequality which has been linked to
disparities of morbidity, health status, educational attainment, income levels, and career
trajectories—skin color is a key determinant of well-being in a society built to uphold racist and
White supremacist ideologies (Crutchfield et al., 2020; Hunter, 2016; McGhee, 2016; Norwood,
2015; Rahman, 2020).

As an interpretive theoretical framework, CRF acknowledges that Black females are
intrinsically forced to fight against the intersectional complexities of colorism along with racism,
sexism, and for some, classism (Joseph et al., 2016; McGhee, 2016). Rooted in the rape of
enslaved African women and girls by their owners over the course of more than 200 years of
American chattel slavery, color classification became yet another tool of racial and social
domination that included the biracial offspring of these violent unions (McGheg, 2016; Rahman,
2020, Warren, 2016). Black females have been and continue to suffer from the impact of
colorism within various ecological subsystems, such as home, schools, social clubs, and the
workforce; the system has been perpetuated both within and outside of the educational
environment by both Black and White teachers (McGhee, 2016; Rahman, 2020). For example,
both before and after the Browndecisions, teachers in segregated and integrated schools would
favor light complexioned students over those with darker skin (McGhee, 2016; Rahman, 2020).

According to the study by Blake et al. (2017) that examined the correlation between school
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suspensions and skin color, darker skin toned students were three times more likely to endure
suspension and other forms of discrimination than lighter skinned(?) Black youth. This is salient
to the connection between Black skin color to self-esteem and psychological well-being, with
darker-skin females being more likely to engage in high-risk behavior and dropout of high school
(Hall & Crutchfield, 2018). Researchers suggest that education on colorism, restorative practices,
and cultural awareness must be included in the teacher preparation curriculum as a protective
factor against school attrition (Joseph et al., 2016; Keyes & Crutchfield, 2020; McGhee et al.,

2016; Nyachae, 2016; Wright, 2021).

MacrosystemSocioeconomicStatusof the BlackFemale

Socioeconomic status is a multidimensional construct that “refers to one’s access to
financial, educational, and social resources, and the social positioning, privileges, and prestige
that are derived from these resources” (Pace et al., 2017). Household socioeconomic status is an
ecological circumstance that can impact a student’s development and level of academic
achievement (Benner et al., 2016; Browne & Battle, 2018; Hoff & Laursen, 2019; Perguero et
al., 2019; Wood et al., 2017). For example, the dropout rate of the lowest quintile of
socioeconomic status is 12%, compared to 2% in the highest quintile (Wood et al., 2017). This is
relevant to the lower levels of academic attainment being linked to poorer economic status
(Benner et al., 2016; McNeal et al., 2011; Perguero et al., 2019; Wood et al., 2017). It also
contributes to Black households earning less income and holding less wealth than White
households (Browne & Battle, 2018; Herring & Henderson, 2016; Pace et al., 2017). More
specifically, Black females earn less income and hold less wealth than Black males, White
males, and their White female counterparts, which is indicative of the intersectional barriers of

gendered and racialized income inequality (Herring & Henderson, 2016).
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Since most of the single-parent households within the Black community are headed by
females, their socioeconomic status impacts the educational opportunities of their children
(Browne & Battle, 2018; Herring & Henderson, 2016; Pace et al., 2017; Peterman, 2018; Szlyk,
2020). For example, in many states including Ohio, school funding is tied to local taxes;
therefore, poorer districts raise less tax revenue, resulting in worse academic infrastructure,
fewer resources, less-advanced curriculum, and less qualified teaching staffs than wealthier
school districts (Browne & Battle, 2017; Foubert, 2019; Keith & Monroe, 2016; Peterman, 2018;
Watson, 2016). This is relevant to students of low socioeconomic status’ link to disorderly
schools or placement in alternative schools due to poor behavior, unsatisfactory academic
progress, or truancy, which can, in turn contribute to dropout (Dameron et al., 2019; Peguero et
al., 2019). According to Crenshaw et al. (2015), such factors as safety risks associated with the
physical spaces in proximity to schools contributes to the underachievement and dropout rates of
Black female students. Due to the pervasiveness of the duality of anti-Black misogyny
experienced by Black females, their socioeconomic status is directly linked to both the result and
predictor of their likelihood of high school completion (Carter Andrews et al., 2019; Wood et al.,
2017). So, persistence of the Black-White socioeconomic and educational disparities must be
analyzed to understand the unique cultural, economic, and societal pressures which increase
Black females’ risks of dropping out more than their White counterparts (Castro et al., 2019;
Crenshaw et al., 2015; Kamenetz, 2015; Liebowitz, 2018). In addition to culture, one’s
geographic region is also a macrosystemic factor in one’s development (Bronfenbrenner, 1979;

Bronfenbrenner, 1994).
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MacrosystemMidwestern BlackFemale

The Midwest, a region that includes states north of the Ohio River between the
Appalachians and the Rocky Mountains, is known for industrial manufacturing and political
prowess, but is also linked to the Black diaspora via the Great Migration (Becker, 2021; Boyd,
2015; Leibbrand et al., 2020; McDuffie, 2015). However, due to White supremacist policies and
practices, segregation, and the lack of socioeconomic opportunities, Blacks in the Northeast and
Midwest regions have been and continue to be exposed to concentrated poverty at higher levels
than Whites (Daley, 2020; Thierry, 2020). For example, more than half of Black people in the
Midwest live in economically distressed zip codes which mirror the redlining of the mid-
twentieth century (Oh et al., 2020; Pacetti, 2021). Becker (2021) posited that the racialized
challenges faced by Black people disrupts the stereotypical narrative of the Midwest as “a vision
of a homely, quintessentially American ‘heartland’ that is nostalgic, familiar, and comforting to
many Americans” (p. 297).

The historic and current characteristics of the macrosystemic influence of the Midwest is
relevant to how it informs the development of the Black female from childhood into adulthood
(Bronfenbrenner, 1979; Bronfenbrenner, 1994). This is salient to Black females historically
being relegated to service-oriented work such as cooks and domestics, or in the areas of beauty
culture, art, health services, and social work, within Midwestern Black Metropolises such as
Cleveland, Chicago, and Detroit (Boyd, 2015; Cook et al., 2021). Accordingly, the continued
impact of Black females being overrepresented in occupations at the lower end of the pay scale
carries an increased risk of job displacement due to automation (Cook et al., 2021). Therefore, in
order for Black females to overcome what Cook et al. (2021) describe as “economic
intersectionality,” they must be able to work in industries that have a lower risk of automation

and/or require a college degree. So, Black females of the Midwest should not only complete high
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school but work to earn a bachelor’s degree via high-quality higher education institutions as a
key protective factor against job displacement and economic peril (Cook et al., 2021).
Consequently, the Midwest as a macrosystem represents both a racially and economically
segregated environment, but also has the potential to be where Black females can educate
themselves and thrive as productive citizens (Bronfenbrenner, 1979; Bronfenbrenner, 1995;
Cook et al., 2021). As the final sphere of influence, the chronosystem impacts the Black female’s
development and academic performance through significant life and historical changes
(Bronfenbrenner, 1979; Bronfenbrenner, 1994). The following section will explore how the

chronosystem addresses the order of transition and development over a period of time.

Chronosystem

The chronosystem is the fifth and final subsystem, which refers to chronological
processes that impact one’s development throughout their lifetime, including major life
transitions and historical influences (Bronfenbrenner, 1979; Bronfenbrenner, 1994; Dorsey &
Williams-Butler, 2021). These transitions can include normal life occurrences, such as starting
school, or non-normative life transitions, such as the divorce of one’s parents or moving to a new
school (Guy-Evans, 2020; Perrin et al., 2013). This is pertinent to how ideological changes
during one’s life, significant life events, and moving within or away from their original

environment affect academic development (Arnold et al., 2012).

ChronosystemMajor Life Transitions of the Black Female

One of the most significant chronosystemic transitions in the life of a Black female is
pregnancy and motherhood, because it involves such significant changes to their physical
appearance, emotional well-being, roles and responsibilities, social relationships, educational

attainment, and economic progress (Rosenthal & Lobel, 2016). According to Gelfond et al.
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(2016), nearly 77% of pregnancies among adolescents aged 15-19 were unintended.
Additionally, only 51% of teen mothers finish high school by the age of 22 (Crenshaw et al.,
2015). This is germane to pregnancy or parenting increasing the risk of high school dropout
among Black female students (Crenshaw et al., 2015; Dowden et al., 2018; Piscitello et al.,
2022).

In the context of EST and interpreted via CRF, Black female students are at an increased
risk of pregnancy due to various structural, institutional, environmental, and race-gendered
factors (Crenshaw, 1989; Crenshaw et al., 2015; Epstein et al., 2017; Dowden et al., 2018;
Hines-Daitri, 2017; Piscitello et al., 2022; Watson, 2016). For example, Black females are more
likely to become pregnant as a result of acculturation and the need for love and affection, with
older adolescents at the greatest risk of pregnancy (Gelfond et al., 2016; Minnis et al., 2013).
Pregnancy or parenting was cited as the primary reason for dropout by 38% of Black female
students compared to 30% of White students (National Conference of State Legislatures, 2016).
Such a major life transition can have direct, cyclical, and long-term impact on their educational
and social development as well as future generational ramifications (Bronfenbrenner, 1979;
Bronfenbrenner, 1994; Gelfond et al., 2016).

Summary

High school attrition of Black female students is a unique social problem that is reflective
of historical, institutional, and ecological systemic issues that are rooted in anti-Black racism,
sexism, and classism (Crenshaw et al., 2015; Hines-Datiri, 2017; Joseph et al., 2016; Watson,
2016). Subsequently, families, researchers, educators, and both community and civic leaders
continue to seek an understanding of the factors which contribute to high school dropout and are

focusing on using credit recovery alternative school models as a form of both dropout recovery
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and prevention (Hines-Datiri, 2017 & Joseph et al., 2016). By framing this study with the
theoretical perspectives of EST and CRF, the voices of Black female resilient high school
dropouts were amplified through empirical research to understand their uniquely intersectional
lived experiences’ impact on their development, and how perceived parental educational
involvement influenced their decision to re-engage and earn their high school credential
(Bronfenbrenner, 1979; Bronfenbrenner, 1994; Delgado & Stefancic, 2000). Therefore, both
parental educational involvement coupled with an equitable educational system provided Black
female high school dropouts the opportunity to rebound from both in-school and out-of-school
circumstances to pursue, persist, and earn a secondary credential. While Black female
disconnected high school students have been studied, there was a gap in the literature regarding
how perceived parental educational involvement related to high school re-engagement and Black
females’ graduation from a credit recovery school. By studying the lived and educational
experiences of disconnected female students and parental educational involvement through the
lens of being Black in the U.S., educators can more fully understand the necessity for culturally
relevant curricula, diversity-trained school personnel, equitable policies, and collaborative
parent-teacher relationships from an ecological perspective as a means of dropout prevention and
recovery (Crenshaw et al., 2015; Hines-Datiri, 2017; Joseph et al., 2016; Paul et al., 2021).
Chapter three included the following core elements for this study: the methods, research design,
research questions, setting and participants, researcher positionality, procedures, the data

collection plan, trustworthiness, and the summary.
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CHAPTER THREE: METHODS
Overview

This transcendental phenomenological study used both the ecological systems and critical
race feminist theories to better understand the lived experiences of Black female credit recovery
high school graduates who previously dropped out, and the perceived impact of parent
educational involvement on their academic outcomes. This phenomenon was examined via the
lens of the ecological subsystems in relation to parental influence on academic achievement, and
CRF to understand the complex intersectionality of being a Black female student within an
academic developmental context. In addition, this chapter provided the details of the qualitative
design utilized in this study: transcendental phenomenology. The research design, research
questions, setting, participants, researcher positionality, procedures, and data collection plan with
analysis and synthesis were described in this chapter. This chapter also explained how data was
collected, maintained, managed, and analyzed using the transcendental phenomenological
research design.

Research Design

This qualitative study utilized transcendental phenomenology to explore, in detail, the
lived experiences of Black female credit recovery school graduates who were former high school
dropouts, and how parental educational involvement may have influenced this decision. As a
dominant qualitative research approach, phenomenology was first conceptualized and theorized
by Edmund Husserl (1931) to understand the context of the research participants’ ‘lived
experiences’ and the meaning of their experiences (Moustakas, 1994). Meaning is the core of
transcendental phenomenology, a design to acquire and collect data that explicates the essence of

human experience (Moerer-Urdahl & Creswell, 2004). Therefore, it is important to understand
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the underlying dynamics of each participant’s experience. This approach provided the
participants with an avenue to share their lived experience stories without fear of distortions
and/or prosecutions (Alase, 2017).

Transcendentalism is influenced by the phenomenological and existential perspectives of
philosophers Edmund Husserl, Martin Heidegger, Maurice Merleau-Ponty, and Jean-Paul Sartre,
which consider the person as embodied and embedded in the world via a particular historical,
social, and cultural context (Shinebourne, 2011). The focus of transcendental phenomenology is
to dig down into the consciousness to uncover the predicative and preconscious structures of
experience that are the essences of the experience, such are the transcendentals of
phenomenology (Edie, 1964).

There is not a phenomenon that cannot be understood (Pietkiewicz & Smith 2014). As a
result, this study utilized transcendental phenomenology as its methodology. This research
design sought to understand what the participant experienced while also staying with the
participant as they recount their phenomena. Transcendental phenomenology welcomed the
participants to provide a rich, detailed, first-person account of their experiences (Smith et al.,
2009). In addition, transcendental phenomenology allowed the participants to be granted the
opportunity to tell their stories, to speak freely and reflectively, and to develop their ideas and
express their concerns about the phenomena (Smith et al., 2009). As there is limited research on
Black female graduates of credit recovery high schools, the purposive sampling method was used
to recruit individuals that have experienced this phenomenon. Thus, the transcendental
phenomenological design was best suited for this qualitative dissertation research study.

Research Questions

There were three main research questions that guided this study. The research questions
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were grounded in the theoretical framework of Bronfenbrenner’s (1979) ecological systems. The
research questions provided the foundation to examine the participants’ perceptions and
experiences from being Black female high school dropouts who returned to graduate from a
midwestern credit recovery institution, and their perceptions of the impact of parent/family
involvement on that decision. According to Moustakas (1994), the research questions must be
stated in clear and tangible terms with the key words being defined, discussed, and clarified so
that the intent and purpose of the study are evident. In addition, the importance of each key word
or focus of the research question determined what was primary in pursuing the topic and what

data was collected as a part of the study (Moustakas, 1994).

Central Research Question
What are the lived experiences of Black females who dropped out of their traditional
public high school, then enrolled and persisted to high school graduation from a midwestern

alternative credit recovery school?

Sub-Question One
How do Black female resilient high school dropouts perceive their ecological
microsystem of parental educational involvement as it relates to their decision to enroll in a

midwestern alternative credit recovery high school?

Sub-Question Two
How do Black female resilient high school dropouts explain their educational experiences
and parental educational involvement in connection with their previous traditional public high

school?
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Setting and Participants
This study was conducted at Freedom High School (FHS), the pseudonym for a

midwestern credit recovery high school that was operated by a charter management organization
(CMO), Oakgrove Education (OE) (see Appendix E). A CMO is an educational organization that
operates over 10 charter schools within Ohio, serving students ages 16-24 years old. Students
have enrolled in the recovery schools for different circumstances, such as being credit-deficient,
re-engaged after dropping out, as a condition of probation, and/or referred by their counselors or
social service agencies if the prior school setting was unsuccessful. This school and its unique

characteristics served as the site and context from which the participants were recruited.

Site

To establish and maintain the integrity of the research, | gave a pseudonym to protect the
identity of the institution and charter management organization of this study. Freedom High
School was reflected throughout the research. FHS had continuous open enrollment, meaning
students can enroll at any time throughout the calendar year. According to a traditional school
year, the school operated from August until May, closing for major holidays, two weeks for
winter break, one week for spring break, and approximately six weeks for summer break. FHS
offered summer school as an additional means of providing students with the opportunity to
make up credits.

The school operated in a commercial building at the FHS site utilizing the entire second
floor of the 75,000 square foot building for both instruction and career technology programming.
There are two administrative offices, the director's office, one administrative conference/break
room, six instructional classrooms, one small mediation room, four career tech classrooms, and

one lunchroom. Staff included one director, one assistant director/curriculum coordinator, four
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core subject teachers, four career technology teachers, one career technology program manager,
two career placement specialists, two intervention specialists, one family engagement specialist,
and one on-site enrollment specialist. The school operated with the expectation that each student
must attend classes regularly. Although Freedom HS operated on an 8:00 a.m. to 4:30 p.m.
schedule, students had continuous access to their digital curriculum to complete their work
through an internet-based credit recovery program, which is called Apex Learning. Apex
Learning was a digital learning platform which was used nationally by schools and districts to
provide curriculum that could be offered via in-person, remote, or hybrid modalities. McFarland
et al. (2020) reported the demographics which represent FHS were as follows: 187 students: 62%
are Black, 27% White, 8% are two or more races, and 3% Hispanic. The participants of this

study reflected the population of FHS.

Participants

The criteria for the study included participants that identify as Black and female from
birth and voluntarily enrolled into Freedom High School after having dropped out of a traditional
(non-credit recovery) high school. These participants were at least 18 years old, had graduated
from Freedom High School within the last five years, and had no prior personal or professional
connection to or association with the researcher.

This study explored the participants’ lived experiences through the lens of ecological
systems to understand and learn how parental involvement influenced their desire to enroll and
graduate from a midwestern credit recovery high school. The positionality of the researcher
addressed how this study was conducted in an objective and ethical manner.

Researcher Positionality

As the human instrument in this proposed qualitative study, | remained ethical, unbiased,
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and responsible. This included the maintenance of ethical behavior throughout the research
process, ensuring the safety and confidentiality of human participants, and my(?) honesty about
how I fit into the research. Moustakas (1994) stated that being able to have a fresh perspective or
viewpoint of a phenomenon is unlikely. Prior to the start of a project, it is important that the
researcher addressed their own experience with the phenomenon and bracketing out their
personal experiences, beliefs, and opinions (Creswell & Poth, 2018). In a transcendental
phenomenological study, by bracketing and as much as possible, | sat aside my own experiences
in the phenomenon so that | could approach the phenomenon with a fresh perspective
(Moustakas, 1994). Both the transcendental framework and philosophical assumptions guided

this transcendental phenomenological study.

Interpretive Framework

Creswell and Poth (2018) defined interpretive frameworks as the “paradigms, or beliefs
that the researcher brings to the process of research, or they may be theories or theoretical
orientations that guide the practice of research” (p. 22). Due to the history of racial and gender
prejudice and discrimination in the United States, and how such inequality has shaped the
educational experiences of Black females, this study used critical race feminist theory (CRF) as
the interpretive framework. CRF is a multidisciplinary theory that addresses the intersections of
race and gender while acknowledging the multiplicative and multi-dimensionality of being and
praxis of women of color (Berry, 2010). As an outgrowth of the critical legal studies and CRF,
this paradigm acknowledged and addressed how the experiences of Black females differs from
the experiences of Black males (Berry, 2010). Creswell and Poth (2018) discussed that an
interpretative framework such as CRF is a tool to address and acknowledge how the lived

experiences of the participants differed from their White counterparts’ experiences within the
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educational environment (Creswell & Poth, 2018). CRF allowed for this study to focus attention
on the history of racial discrimination within education intersecting it with gender issues specific
to Black females, such as the racist sexism, invisibility syndrome, the angry Black female
paradigm, and different types of appearance-based discrimination as contributing factors that
negatively impacted their academic success. In using this interpretive framework, this study
presented the ‘essence’ of the participants’ lived experiences related the phenomenon of
dropping out and then graduating from high school (Crenshaw, 1989; Hines-Datiri, 2017;

Watson, 2016).

Philosophical Assumptions

Creswell and Poth (2018) argued the importance of the philosophical assumption to
qualitative research by having three main functions: (1) providing direction of research goals and
outcomes, (2) framing the scope of training and research experiences and, (3) providing a basis
of evaluative criteria for research-related decisions. There are four philosophical assumptions
made by researchers when they conduct qualitative research: (1) ontology, or the nature of
reality, (2) epistemology, or what counts as knowledge and how that knowledge is justified, (3)
axiology, or the role of values in research, and (4) methodology, the process of research
(Creswell & Poth, 2018). The following sections explained the ontological, epistemological, and

axiological assumptions that guided the methodology of this dissertation study.

Ontological Assumption

The ontological assumption related to the nature of reality and its characteristics
(Creswell & Poth, 2018). This study explored the reality lived and experienced by Black female
high school dropouts who later chose to return to school and graduate from an alternative

institution. This study sought to understand the reality of being Black and female, which was a
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different reality than that of non-Black females. My ontological assumption posited that, while
all humans are of the same scientific classification and should therefore have a singular reality,
those who are labeled as being members of certain socially constructed racial groups based on
their skin color, ethnicity, and culture, experienced very different realities (Kinouani, 2020). The
difference between those classified as Black as opposed to White was rooted in European
colonialism and American slavery, creating issues of difference situated within a horrific and
painful historical context (Kinouani, 2020; Ladson-Billings, 2006). Consequently, the
establishment of Whiteness as the normative-dominant position resulted in the reproduction of
colonial schemas within institutions by establishing White ‘western’ cultures as homogenous,
while projecting a position of deficient and anomalous onto persons of color (Fernando, 2018).
The reality of living as a Black female was not the same as living as a non-Black female, which
informed and guided the research of this study. In this frame | examined what was the stable

reality that constructed the ‘truth’ of Black female former high school dropouts.

Epistemological Assumption

The epistemological assumption addressed what counted as knowledge, how knowledge
claims were justified, and, more specifically, what was the relationship between what was being
researched and the researcher (Creswell & Poth, 2018). The knowledge of being a Black female
within the educational system in the United States consisted of the paradoxical position of being
both ‘at risk’ due to racial, gender, social and economic oppression, and being resilient in the
context of such risks (Chavous & Cogburn, 2007). Literature increasingly provides evidence that
racial and gender discrimination works as risk factors for negative academic outcomes for Black
students, which includes females (Crenshaw et al., 2015; Epstein et al., 2017; Haynes et al.,

2016; Hines-Datiri, 2017; Ladson-Billings, 2006; Leath et al., 2019; Murphy et al., 2013;
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Watson, 2016). For example, researchers have documented the race-related treatment of Black
girls receiving/suffering harsher school discipline compared to their non-Black female peers
(Crenshaw et al., 2015; Epstein et al., 2017; Haynes et al., 2016; Hines-Datiri, 2017; Ladson-
Billings, 2006; Murphy et al., 2013; Watson, 2016). Additionally, teachers’ racialized gender
expectations of Black girls as defiant and disruptive were behaviors incongruent with White,
mainstream femininity norms of being passive and quiet (Crenshaw et al., 2015; Epstein et al.,
2017; Haynes et al., 2016; Hines-Datiri, 2017; Ladson-Billings, 2006; Leath et al., 2019;
Watson, 2016). Since Black girls are socialized to value relationships, such discriminatory
experiences are particularly detrimental to their academic engagement (Crenshaw et al., 2015;
Epstein et al., 2017; Haynes et al., 2016; Hines-Datiri, 2017; Ladson-Billings, 2006; Oyserman
et al., 2001; Watson, 2016). This knowledge of the gendered and racialized experiences of Black
females within an educational environment was supportive context of the CRF interpretative
framework of this study, which was conducted by a Black woman who had also experienced

racial and gendered discrimination within an academic setting.

Axiological Assumption

Creswell and Poth (2018) argued that the axiological assumption described the extent to
which the researcher’s values are known and brought into a study. As a Black cisgender female
educator who had recognized the problem of Black females dropping out of high school, |
affirmed the importance of education as a very powerful tool when implemented effectively,
equally, and equitably. Due to the negative gendered and racialized educational experiences of
Black students, valuing the necessity of truthful, inclusive, and equitable education for all
students is imperative in increasing the high school graduation rate of Black students. However,

Puchner and Markowitz (2015) argued that the racist and prejudicial beliefs of some educators
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combined with institutional racism fit together to decrease the odds of Black students
succeeding. This key value provided support of CRF as the interpretative framework of this
study of Black female student dropouts (Crenshaw, 1989; Crenshaw et al., 2015). Nevertheless,
as a Black female educator, a key responsibility of the researcher’s role was to bracket my biases

to conduct this qualitative study in an ethical and objective manner.

Researcher’s Role

Beginning in 2018, | worked for the only academic re-engagement center in the state of
Ohio as an academic coach. | assessed, coached, and monitored disconnected individuals and
those at-risk of dropping out to help re-engage them into the school that would be the best fit for
them to complete their high school credential. In this role, I also supported multiple credit
recovery high schools, including FHS, by proctoring assessments, facilitating professional
development trainings, and conducting student follow-up visits. Prior to being an academic
coach, | worked as a classroom teacher, tutor, and aide. As the academic coach, | also served as a
college and career readiness advisory board member for another local alternative school. While
working in these capacities, | experienced and observed many Black female students transition
from being a high school dropout of a traditional school, to a graduate of their chosen credit
recovery institution, such as FHS.

Currently, I am completing my Doctorate in Philosophy in Higher Education
Administration: Educational Leadership at Liberty University. | have a Master of Business
Administration in Operations Management and a Bachelor of Arts in Political Science from
Spelman College of Atlanta, Georgia. In addition, | hold a valid and nationally recognized
Dropout Prevention Certification from the National Dropout Prevention Center (NDPC) located

in Anderson, South Carolina, and | am currently working to complete a parent engagement
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certification via the Harvard University-edX program. As an advising generalist for a community
college, I am no longer working directly or indirectly with any students who may be classified as
a high school dropout. Therefore, | had no prior personal or professional connections with any
participant of this study.

Because | am the human instrument during this phenomenological study, all writing was
in my voice, except for Chapter 4, which was written using the participants’ voices to add to the
trustworthiness of the study. As a cisgender Black female student, sister, daughter, and mother, I
have experienced periods of academic success and failure throughout the various levels of my
academic journey. In addition to the academic outcomes, | have also experienced and observed
both explicit and implicit forms of racial and gender bias, prejudice, and discrimination from
teachers and students while attending a predominantly White, private, Christian school system.
Despite being in the top 10% of my graduating class, | never felt completely accepted and safe in
that school environment. | experienced having my hair and attire over-scrutinized, being body-
shamed, being treated as inferior in comparison to my White and/or male counterparts,
accusations of being angry when trying to defend myself, being accused of acting deceitfully, or
simply being treated as invisible.

By contrast, | never experienced racial or gender discrimination during my
undergraduate years, which | attribute to the overall school culture and environment of a
historically Black college as well as the strength of the support from my family. As a Black
cisgender female at Spelman College, | felt safe to be openly Black, female, middle-class,
Christian, and heterosexual. While | attribute some of my academic challenges to emotional and
non-academic circumstances, | always felt comfortable simply being a Black female in pursuit of

postsecondary education.
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During my teaching and coaching experiences, there have been many Black female
students who left their traditional public high school because it was not a safe environment, or
they felt pushed out because of social, behavioral, and/or academic issues. Additionally, I
observed many parents who expressed frustration with their experiences within a traditional
public high school and sought a better academic option for their daughters. These Black female
students experienced a variety of issues: bullying, suspensions, and expulsions, dealing with self-
esteem issues, physical health/mental health challenges, pregnancy, family issues, inappropriate
sexual encounters, racist micro- and macroaggressions, and/or encounters within the foster care
and criminal justice systems. Consequently, these individuals were academically unproductive
and unsuccessful in their traditional public high school environments. As a Black woman, | was
able to build a rapport with the Black female students who | coached, taught, or mentored
because of the shared struggle of living with the persistent burden of racialized and gendered
discrimination. Yet, despite their obstacles, many found an alternative educational model which
offered personal and mental safety, a feasible academic pacing design, a flexible school
schedule, supportive services, culturally-enriching curricula, and comprehensive preparation
necessary to allow them to feel a sense of belonging and support as their second chance to earn a
high school diploma.

Research shows that it is in the best interest of all to find ways to re-engage disconnected
youth so that they can earn a high school diploma and pursue postsecondary opportunities
(Anderson, 2016; Antoni, 2021; Carver & Lewis, 2010; DePaoli et al., 2017). The implications
associated with me having conducted this study was my interest in amplifying the voices of
Black female resilient high school dropouts to their parents, school personnel, researchers, and

community and civic leadership. There was significant research that articulated how alternative
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education could be successful for students and how it could help prevent high school
disconnection (Anderson, 2016; Antoni, 2021; Carver & Lewis, 2010; DePaoli et al., 2017).
However, there was limited literature that focused on the lived experiences of Black female
graduates of credit recovery high schools. It was important to me to learn the lived experiences
of being a Black female high school dropout and what perceived impact parental educational
involvement had on their decision to re-engage and successfully earn their secondary credential.
Although I had no personal or professional connection with the participants of this study, I
followed the Moustakas (1994) method to bracket my biases to only act as a researcher seeking
to understand the lived experiences of the participants by adhering to specific procedures
required to conduct a transcendental phenomenological study.
Procedures

The sections that follow described the procedural steps that were conducted to collect and
analyze the data of this research study and are outlined to the extent that the study can be
replicated from the descriptions. This explanation included all necessary site permissions, as well
as the plan to recruit study participants, and the information necessary to obtain the Institutional
Review Board (IRB) approval of Liberty University (see Appendix A). Creswell and Poth (2018)
discuss the importance of knowing, planning, and adhering to the procedural requirements of

empirical research.

Permissions

The first step of conducting this study was to collaborate(?) with the dissertation chair,
committee, and methodologist to ensure all requirements and expectations were met to apply for
and obtain the approval from the Institutional Review Board (IRB) of Liberty University

(Creswell & Poth, 2018). The application and all supporting documents were forwarded for
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institutional review. After receiving full IRB approval, the administrator of Freedom High school
was contacted in letter format via email to act as the gatekeeper and asked to provide the
necessary school records which contained the contact information needed to recruit graduates
from within the last five years.

Once IRB approval was granted by Liberty University, study participants were provided
an informed consent form to sign (see Appendix B). The consent form contained a brief
introduction of both the researcher and the purpose of the study, an explanation of the data
collection strategies and the tools that were used to collect the data, the storage and management
of the data, and the protection of their identity using pseudonyms. The form advised them of
their voluntary status and ability to terminate participation at any time. Additionally, it informed
them that all policies and procedures would be followed per the requirements of Liberty
University IRB procedures. All research was conducted in accordance with ethical, legal, and

institutional requirements.

Recruitment Plan

Once IRB approval was obtained from Liberty University, potential participants,
graduates of FHS, were recruited from the school records provided by school administrators. The
prospective participants were contacted via email to inquire as to their willingness to participate
and the potential for earning a $25 Amazon gift card for completion of all stages of the proposed
data collection plan (individual interviews, focus groups, and writing participant letter) (see
Appendix C).

According to recommendations outlined by Creswell and Poth (2018), to establish
saturation, the sampling goal of maximum variation was a range of 10 to 15 volunteer

participants who were graduates of FHS. According to Boeije (2010), with transcendental
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phenomenological studies, purposive samples were needed because the cases could reveal
significant details about the issues important to the research. Saturation was reached once there
was a recurrence of similar themes across the interviews and focus groups (Corley et al., 2020).
Identified participants were sent a welcome letter, the purpose of the study, including the
procedures, data collection process, protection for their identity, known risks and benefits of
participating in the study, consent form, and a copy of the IRB approval letter (Creswell & Poth,
2018). The risks to the participants were minimal since participants were not in the presence of
parents or FHS personnel. The projected risks were emotional discomfort and the possibility of a
negative self-reflection (Creswell & Poth, 2018; Moerer-Urdahl & Creswell, 2004). In response
to the possibility of a negative emotional response by the participants, counseling resources were
offered. In addition to protecting the confidentiality of the participants, the school was also
protected and given an assigned pseudonym.

Potential participants who were graduates of Freedom High School were given a consent
form informing participants they could voluntarily withdraw from the study at any time
(Creswell & Poth, 2018). Once consent had been obtained, the participants were sent a
subsequent email with participation instructions in the actual individual interview via
videoconference, at a predetermined time (see Appendix D). Once all individual interviews had
been conducted, an additional email request was sent to invite participants to attend a focus
group. This allowed them to share in a comfortable, private setting (Creswell & Poth, 2018). All
interviews and focus group sessions were recorded using an audio recorder and were transcribed
for further analysis (Creswell & Poth, 2018). To meet the standards of confidentiality in
phenomenological research, current security software and password protected computer files

containing the transcripts were used (Creswell & Poth, 2018). In addition, all data was managed
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and backed up using NVivo software (Creswell & Poth, 2018); was used to examine the themes
and patterns from the interview and focus group transcripts. After conducting this dissertation
study, the plan is to delete all information and data from this study three years after the
completion of the doctoral program.

Throughout the gathering of data, the researcher wrote in a journal to reduce personal
bias by bracketing. Memoing was ongoing throughout data collections (Creswell & Poth, 2018),
and all data was backed up using password-protected online data analysis and research programs.
Angers and Machtmes (2005) encouraged allowing participants, “to read, correct, and make
comments on written descriptions, assertions, and interconnected components, [of] . . . field
notes and observations” (p. 778); hence, member checking took place. Finally, data collection
continued until saturation was achieved (Creswell & Poth, 2018; Moustakas, 1994).
The goal of the procedures and data collection plan was to generate the information describing
the lived experiences of the participants. The data collection plan explained how the specific
strategies were used to obtain and analyze the participants’ responses.

Data Collection Plan

This qualitative study used a transcendental phenomenological research design to
understand the lived experiences of Black female high school dropouts and the perceived impact
of parent educational involvement on their completion from a credit recovery high school. After
participants were identified, semi-structured interviews comprised of open-ended questions that
was used to allow for richer investigating when additional information was needed (Gall et al.,
2007; Maxwell, 2013; Moustakas, 1994). When all interviews were completed and recordings
were transcribed, focus groups were used to obtain the participants’ perceptions of the emerging

themes in the data (Gall et al., 2007; Maxwell, 2013; Moustakas, 1994).



111

As | analyzed the data and begin to code for themes and categories, the focus groups
were used to allow participants to give input on the developing themes and categories. The final
piece of data was the participant letter to their parent or family member. This method provided
additional information about the participants’ experience with the phenomenon of dropping out
of high school and allowed participants the opportunity to reflect more thoroughly on their lived
experiences of how they felt about their high school experience and the perceived impact of their

parent/family on their decision to graduate after dropping out of high school.

Individual Interviews

Researchers have argued that, for qualitative studies, interviews are a primary method for
extracting information from participants, such as personal experiences, in-depth information, and
knowledge or beliefs (LeCompte & Schensul, 2010; Moustakas, 1994). The interviews were
open-ended in a virtual format (e.g., Zoom or Microsoft Teams) using a semi-structured
approach to allow for deeper examination of information needed by the researcher (Gall et al.,
2007).

Questions one through eight were aimed at the description of being a Black female in
high school, as well as the role that parent and family involvement played in Black female
students returning to high school after having dropped out. These questions demonstrated the
assertations that the ecological microsystemic components of parents/families and schools
directly related to the individual’s personal and academic development, including one’s
academic outcomes (Chavous & Cogburn, 2007; Johnson, 2016; Kocayoruk, 2016; Pagani et al.,
2008).

Questions nine through 14 were aimed at the factors of the other ecological subsystems’

influence on a Black female student’s choice to attend and graduate from a credit recovery high
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school (Farrelly & Daniels, 2013; Ferdig, 2010; Flores & Brown, 2019; Hill, 2007).
Additionally, researchers examined how the mesosystem of teacher-student relationships and
family dynamics factored into students’ decision to choose a particular type of school to
complete their high school education despite having previously dropped out (Epstein, 2007; Hair,
et al., 2008; Henderson et al., 2016; Henry et al., 2010; Whannell & Allen, 2011; see Appendix

G).

Individual Interview Questions

1. Please describe what was going on in your life as a Black female that led you to drop out
of high school. CRQ

2. Describe your educational background and experiences before enrolling and graduating
from Freedom High School. CRQ

3. What parental/familial challenges have you had as a Black female high school student?
RQ1

4. What familial and academic experiences influenced your decision to return to high
school? RQ1

5. Describe your parent/family’s involvement into your decision to enroll in Freedom High
School after dropping out of your previous school. RQ1

6. Describe how your parent/family influenced you to stay engaged in school after enrolling
in Freedom High School. RQ1

7. Describe your experiences and perceptions of your relationship with your parent/family
as a high school student. RQ1

8. Describe successful practices that your parent/family used that helped you graduate from

Freedom High School. RQ1
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9. What else would you like to add to our discussion of your experiences and perceptions of
your parent/family’s involvement when you were in high school? RQ1

10. Describe your cultural experiences of being a Black female high school student. RQ2

11. Describe your experiences and perceptions about being a Black female high school
dropout. RQ2

12. As a Black female student what were your academic and non-academic challenges with
staying motivated to graduate from Freedom High School? RQ2

13. Describe what non-educational factors make your experience at Freedom High School
different from your previous high school? RQ2

14. What else would you like to add to our discussion of your experiences as a Black female

high school dropout and graduate of Freedom High School? RQ2

Individual Interview Data Analysis Plan

This transcendental phenomenological study focused on the lived experiences of the
participants. Using the seven steps of Moustakas’ (1994) method consisted of textual
descriptions, structural descriptions, horizontalization, essence, reduction, and elimination
[epoche or bracketing], themes, and validation. Moustakas (1994) emphasized one of Husserl’s
concepts, epoche or bracketing (Creswell & Poth, 2018), which requires researchers to set aside
their experiences, as much as possible, to take a fresh perspective toward the phenomenon under
examination. | synthesized the data into meaningful and developed themes. The organization of
the data began with transcribed interviews, focus groups, and letters. The data was analyzed by
reducing the information to meaningful statements or quotes and combining the statements or
quotes into themes (Creswell & Poth, 2018). Additionally, both Moustakas (1994) and Creswell

and Poth (2018) described themes as clusters of data relating to the unchanged components of
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experience put into a label. These clustered and labeled constituents were the core themes of the
participants’ lived experiences. The data was developed as a textual description of the
participants’ experiences.

The purpose of a textual description was to describe and interpret the characteristics of
the data, bringing the words of the participants to life (Moustakas, 1994). The textual description
allowed detailed descriptions of what the participants had experienced. Due to the type of
participants involved in this research, as the researcher, it was difficult to carefully take the
participants’ information, “analyzing the data by reducing the information to significant
statements or quotes and combine the statements into themes and develop a textual description of
the participants’ experiences” (Creswell & Poth, 2018, p. 78). By analyzing the textual
description of the data, a better understanding of the phenomenon occurred. This method was
performed and described to interpret the characteristics of the recorded and visual information.
Integration of all the participants’ “how” were the experiences of the structural descriptions for
the meanings of the phenomenon. Structural descriptions did “seek all possible meanings,
looking for divergent perspectives, and varying the frames of reference about the phenomenon or
using imaginative variation” (Creswell & Poth, 2018, p. 315). Creswell and Poth (2018) declared
that statements made during data collecting allowed me to “write descriptions of how the
participants were influenced by the context or setting of their experiences” (p. 80). This coding
process required several passes through the transcript as categories of topics evolved and the
analyst gained greater insight into the content of the group discussion.

According to Creswell and Poth (2018), horizontalization allowed the researcher to “list
every significant statement that is relevant to the phenomenon, and placing equal value to every

participant’s word, without discrimination” (p. 314). When employing horizontalization during
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data analysis and by going through the data from the questions, the result was to “highlight
significant statements, sentences, or quotes that provided an understanding of how the
participants experienced the phenomenon” (Creswell & Poth, 2018, p. 79; Moustakas, 1994).
The essence of the phenomenon was developed using a complex description (Creswell & Poth,
2018; Moustakas, 1994). A merged description of the participants’ experiences regarding the
phenomenon was created. Creswell and Poth (2018) asserted, “The composite description
(essence) will incorporate both the textual and the structural descriptions” (p. 201). The essence
of the research allowed an understanding of the “what” and the “how” of the participants’

experiences (Moustakas, 1994).

Focus Groups

Patton (2015) asserted that focus groups can offer a method of checks and balances to
clear out extreme or false perspectives of the researcher. Focus groups were used when all
interviews were completed, and the interviews’ recordings were transcribed and analyzed to
create follow-up questions for the focus group per the data (Creswell & Poth, 2018; Moustakas,
1994). Two focus groups with at least five participants per group were used to obtain the
participants’ perceptions of the emerging themes in the data collected thus far (Gall et al., 2007).
Two focus group meetings and discussions were audio recorded. Since the participants were in
different areas, the focus groups were conducted via video-conferencing

Questions one through five were designed to capture the experience, perceptions, and
influences of the various ecological subsystems in relation to the phenomenon experienced by
the participants (Bronfenbrenner, 1979). The first question related to the participants’ racial and
gender identity expectations before the experience or the dropping out (Hampden-Thompson &

Galindo, 2017). The second through the fifth questions asked for information about the
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experiences and perceptions of Black females with their parents/families as well as the different
school settings, and how those observations played a role in the participant re-enrolling into
school and earning their high school diploma (Farrelly & Daniels, 2013; Hampden-Thompson &

Galindo, 2017; Haynes et al., 2016; see Appendix H)

Focus Group Questions

1. Describe your experiences of being a Black female at Freedom High School compared to
your previous school. CRQ

2. Describe your perception of your parent/family’s involvement in your academic journey.
RQ1

3. Describe what experiences and perceptions about your parent/family that contributed to
your decision to drop out. RQ1

4. As a Black female, describe what environmental factors and experiences most influenced
your decision to drop out of high school. RQ2

5. What else would you like to add to our discussion about being a Black female high

school dropout and graduate of Freedom High School?

Focus Group Data Analysis Plan

To analyze the focus group data, the entire interview was transcribed via Rev, a
transcription software program or the transcription feature embedded in the chosen video-
conferencing program. The scissor-and-sort technique, or cut-and-paste method, was then
employed as the primary method for analyzing the transcript of the focus group discussion
(Stewart et al., 2007). The first step of the technique was to go through the transcript and identify
those sections that were relevant to the research question(s). Based on the initial reading, a

classification system for major topics and issues was developed, and material in the transcript
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related to each topic was identified. Next, headings were created to denote “what” and “how” the
phenomenon was experienced to create textual and structural descriptions of the experiences.
Using the process of intuitive integration, both the textual and structural descriptions were
synthesized into a composite description to describe the essence of the experience (Moustakas,
1994). The coded material were phrases, sentences, or long exchanges between individual
respondents. However, the key to this technique was the material’s relevance to the category
with which it had been identified. This coding process required several passes through the
transcript as categories of topics evolved and greater insight into the content of the group

discussion was gained.

Letter-Writing

Individuals who can provide relevant descriptions of an experience are primarily those
who have experienced it (Polkinghorne, 2005). Therefore, | had participants write a letter to their
parent or family member based on their lived experiences of being a Black female who dropped
out of high school but graduated from Freedom High School (FHS). Participants were able to
reflect on their high school experiences, both before they dropped out from their prior school and
after they re-enrolled into FHS. Data collected from these letters was combined with the data
collected from the interview and focus groups and used to clarify meanings and patterns. The
participants had two weeks to confidentially compose 1-2 pages of simple and personal
reflection of their everyday lives during high school and what they found impactful about their

parents’/families’ involvement (see Appendix I).

Letter-Writing Data Analysis Plan

To analyze the texts of the letters, | used sentiment analysis, which is a simple type of

content analysis (Miles & Huberman, 1994). This method was used to capture the participants’
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opinions and attitudes toward their parents/families related to them the journey from a high
school dropout to graduate. Such analysis helped identify whether the participants were
positively, negatively, or neutrally impacted by their parents’/families’ involvement in their

academic decisions to re-enroll into and graduate from a credit recovery high school.

Data Synthesis

The findings were presented in a manner that was clear and consistent with thematic
analysis. The findings and conclusions illustrated the significance of the thematic analysis,
including a summary of the findings. | used NVivo, a qualitative data analysis software program,
as a data management tool to help organize the data collected from the interviews, focus groups,
and letters. | presented the general patterns and themes that were found in the data. To add
authenticity, some of the themes were highlighted by using exact quotes from the raw data. This
allowed the reader the ability to read in the participants’ own words and their experiences of,
opinions about, and reasons for dropping out of school. The most general theme was also
presented, and therefore, answered the research question. The data was synthesized and
presented using codes that were created from the data that was collected. Next, patterns were
identified from the codes. From the patterns, themes were created. In addition, for each
participant, a comprehensive summary of each theme was noted. Finally, a collective report from
the combined themes was presented.

Trustworthiness

As conceived by Lincoln and Guba (1985), the foundational concepts and terms were
used to establish trustworthiness. The trustworthiness of a study refers to the degree of
confidence in the data, the interpretation of the data, and the methods used to ensure the quality

of the study (Polit & Beck, 2014). This includes establishing credibility, transferability,
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dependability, confirmability, and explanation of the ethical considerations of the study. To
establish the trustworthiness of this study, | used data triangulation, member checks, an audit

trail, as well as explicit notetaking and documentation of the analysis of the data.

Credibility

Credibility is confidence in the truth of a study’s findings or the extent to which the
findings accurately describe reality (Lincoln & Guba, 1985). The credibility of this study was
increased by the triangulation of data, which is the use of multiple sources of data collection
(interviews, focus groups, participant letters) to provide substantiating evidence (Creswell &
Poth, 2018). Member checks were also used to increase credibility by ensuring the representation

of the participants' perspectives (Gall et al., 2007).

Transferability

Transferability describes to the extent to those findings are useful to persons in other
settings (Polit & Beck, 2014). In qualitative research, the focus is on the participants and their
stories. Researchers support the study's transferability with a deep and thorough description of
the context, location, and the people studied, and by being transparent about analysis and
trustworthiness (Polit & Beck, 2014). In this study, transferability was established by using the
description of research context and assumptions central to the research and purposive sampling

for maximum variation of the included site.

Dependability
Dependability describes the stability of the data over time as well as the conditions of the

study (Polit & Beck, 2014). In this phenomenological research study, an audit trail was used to
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document the research process in addition to ample notetaking by the researcher during the
analysis process (Gall et al., 2007).

Dependability for this study was accomplished through an inquiry audit by Liberty
University via a thorough review of the process and the products of the research by the

dissertation committee and the Qualitative Research Director.

Confirmability

Confirmability signifies the extent that findings are consistent and can be reproduced
(Polit & Beck, 2014). Confirmability was increased by using an audit trail, researcher, and
bracketing of the data findings. To support the credibility of the findings, multiple data sources
was used for triangulation (Lincoln & Guba, 1985). In addition to having the study participants
as sources, school documentation found in print or electronic form was used to triangulate
information on features that were associated with the participants’ academic resilience and
completion Additionally, analysis of the participants’ responses assisted in determining if there
were differences associated with age, alternative education, family composition, geographic

location, et cetera.

Ethical Considerations

Ethical considerations for this study began with securing IRB approval from Liberty
University and the study site before beginning the data collection process. Informed consent
disclosed procedures using the research findings obtained and signed by participants (Gall et al.,
2007). Participant privacy and confidentiality were protected in this study. In this research study,
privacy pertains to the actual people involved. Privacy controls the circumstances, extent, and

timing of sharing oneself with others (University of California Office of Research, 2015). Hence,
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this allowed participants in the study to choose a relaxed meeting place that also protected their
privacy. One way participant confidentiality was protected was via pseudonyms.

Since confidentiality pertains to the treatment of information or data that is shared by an
individual in a relationship based on trust (University of California Office of Research, 2015),
that information was not shared without permission in a means which had not been outlined in
the signed disclosure agreement. Data was kept electronically and was password protected on the
researcher’s personal computer, and paper documents were kept in a locked cabinet that only |
had access to. Following the research study, participants were debriefed on the outcomes and
implications of the study as a form of reciprocity for participation in the study (Creswell & Poth,
2018). Reciprocity is part of the ethical process involved in research that supports the building of
trust and relationships between the researcher and the participants. Therefore, with consent, |
shared results and valuable information gained through the participants’ contributions to the
study (Schwandt, 2007).

Summary

This research study investigated the lived experiences of Black female high school
dropouts through a developed transcendental phenomenological qualitative methodology that
synthesized the themes suggested by Moustakas (1994). All the participants are graduates of
Freedom High School (pseudonym); a midwestern credit recovery high school reflective of the
demographic of Black credit recovery school students. Data was generated through individual
interviews, focus groups, and participant letters. The trustworthiness of this research adhered to
ethical considerations, creditability, dependability, transferability, and confirmability. The

conveyance of this study followed a description of the essential qualities of Black female high
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school dropouts and their understanding of the perceived impact of parental involvement on their
academic journey.

All the data collected was transcribed verbatim. A phenomenological reduction method
and Moustakas’ (1994) data analysis procedures were used to secure a distinct and thorough
perception of the common themes within the data. Summarized and completed data was kept in
the tightest of confidence. Also, all critical and meaningful units that were shared with
participants will always remain confidential.

The design used in this transcendental phenomenological research was to accomplish the
goal of describing the lived experiences of the participants. | processed all identifiable data,
created accurate records in a private manner, and bracketed out any preconceived beliefs,
opinions, or notions about the phenomenon that could have caused biases. This transcendental
phenomenological exploration endeavored to derive scientific evidence of the genuine and
authentic lived experiences of Black female former high school dropouts who became credit
recovery high school graduates and how parental educational involvement impacted this

phenomenon.
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CHAPTER FOUR: FINDINGS
Overview

In this chapter, the findings were presented of my qualitative transcendental
phenomenological study of Black female resilient high school dropouts and how parental
involvement may have influenced their decision to complete a diploma at a midwestern credit
recovery school. The study participants were described in both tabular and narrative forms. An
explanation of the analysis was conducted, and the provided data was gathered through
interview, focus groups, and participant reflection letters Participants’ data were used to identify
and describe themes that emerged during the study. Additionally, concise, and direct responses to
research questions, as evidenced by participants’ experiences of being a Black female, parental
involvement, and completing at a midwestern credit recovery school, were provided. The chapter
concluded with a summary of the results and significant themes.

Participants

The study had 10 participants. Participants were recruited through emails, text messaging,
snowball recruiting, and solicitations from school staff members. All 10 participants were high
school dropouts, Black females, 18 years of age or older, and had experienced the phenomenon

of graduating from a credit recovery high school. Each participant was assigned a pseudonym.

Table 1

GraduateParticipants

Voluntarily Postsecondary

Attended a enrolled into activity
Graduate Reason for traditional public a credit
Participant Age drop out high school recovery HS

Jordan 20 IlIness Victory City Yes Workforce



Asia

Tiffany

Jerrica

Sydney

Tonya

Dalia

April

Tamika

Brittany

Jordan

21

20

20

25

22

20

21

26

23

Facial
injuries

Multiple
suspensions

Credit
deficiency

Credit
deficiency

Pregnancy

Anxiety

School
violence

Pregnancy

Homeless

Thomas Jefferson

Gatewood-Simpson

Patriot

Gatewood-Simpson

Madison Township

Glendale

Thomas Jefferson

Benedict

Glendale

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes
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Workforce

Workforce

Workforce

Workforce

Workforce

Military

College

Workforce

Workforce

Jordan dropped out from a traditional public high school after transferring from an online

school due to an optical illness. Jordan was raised with her brother in a single-parent, female led

household. She had a credit deficiency as a result of truancy, so she was enrolled into a credit

recovery high school. During the interview, Jordan acknowledged that, as a Black female, she

was impacted by racism while attending a predominantly White high school. In her letter she
stated that she continues to suffer from an optical illness due to a tumor but is committed to
achieving her educational and career goals. During the focus group she articulated that her

mother and grandmother placed a very high value on education, and their collective
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disappointment in addition to her own disappointment is what motivated her to complete her

high school education.

Asia

Asia dropped out of a predominately Black public high school despite being dual-
enrolled in college courses at the area community college. She cited the reason she dropped out
was because she became a mother and needed a more flexible school schedule. Additionally,
Asia’s decision to dropout was impacted by suffering facial injuries from a car accident.
However, she articulated that being a mother was her greatest motivator to earn her high school
diploma, despite the lack of involvement by her own mother. During the focus group and
reflection letter, Asia shared that her choice to enroll into a credit recovery high school was the
best decision because the flexible schedule allowed her to regularly attend school and bring her

child with her.

Tiffany

Tiffany shared that she had been kicked out of almost 15 schools before she eventually
dropped out. She stated the primary reasons for being suspended so frequently were due to
perceived disrespect and class clowning. She further shared that, as a result of the last
suspension, she chose to enroll into a credit recovery school instead of going back to a traditional
public high school. Tiffany noted that her greatest barrier to attending school was transportation
because her mother did not take education seriously. By contrast, when she started at the credit
recovery school, she had the option of attending class online or in-person. During the focus
group, she highlighted how being enrolled in a career-prep program at the credit recovery school
helped her stay focused. In her reflection letter she explained that her relationship with her great-

grandmother kept her motivated to graduate because she wanted to make her grandmother proud.
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Jerrica

Jerrica shared that the reason she enrolled into a credit recovery school was because she
lost focus during ninth grade while at her traditional public school. She also shared that she did
not feel that her math teachers cared to help her succeed, despite asking for help, which resulted
in failing and becoming credit deficient. During the focus group session, she noted that, due to
her mother’s drug use, she had closer relationships with her grandmother and aunts. In her letter
she highlighted her admiration for her aunt because she was a college graduate and entrepreneur,
and the respect she had for her family members’ sacrifices to help her through school.

Consequently, she was motivated by her aunt’s success to earn her high school diploma.

Sydney

Sydney dropped out of traditional public school in 10" grade after transferring from
another public school and became credit deficient due to truancy. She shared that she was(?)
truant because of intense bullying from her peers for being from another city these influences
resulted in enrolling into a credit recovery school. She also explained that, despite her parents
being concerned about her completing high school, they were divorced, so both took a “hands
off” approach to managing her education. Despite the lack of parental management, she excelled
as a credit recovery student, crediting the school’s administration, teachers, and career
preparatory programs as the reasons for her success. In the focus group session Sydney explained
that she was dual-enrolled in college courses which simultaneously expedited the accrual of her
graduation credits and she earned college credits. Consequently, she completed her diploma
early, but had no plan for her next steps, and also lacked the confidence to apply to her college of
choice. Sydney decided to forego college to enter the workforce but continued to carry the regret

of not attending college.
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Tonya

During the interview and focus group, Tonya stated she dropped out of high school in
10" grade as a result of becoming pregnant. She shared that, when she realized that she was
expecting twins, she felt like she would not be able to manage motherhood and school. She noted
that, when she discovered the opportunity to enroll into a credit recovery school, her goal of
graduating was renewed. Tonya stated that, as a Black female, she did not encounter racism since
she attended a predominantly Black school district, and the credit recovery school was diverse.
She explained that enrolling at the credit recovery school was beneficial because of the flexible
school schedule and the option to attend classes online or in-person. She also mentioned that
being in the healthcare career preparatory program helped equip her for achieving her career goal

of working in a hospital. Tonya refused to answer any questions about her parents or family.

Dalia

Dalia transferred from a public charter school to attend the local traditional public high
school, but then dropped out due to anxiety resulting from her parents’ divorce. She stated she
desired to complete high school because she had a goal of serving in the military. In the focus
group, she credited the support of her father for keeping her committed to her graduation from
high school. Consequently, she followed his advice and guidance and enrolled in a credit
recovery school at the start of 11" grade; she graduated as her class valedictorian. In her
reflection letter she shared that because of attending a credit recovery school, she earned her
phlebotomy certificate and interned at one of the local hospitals. Dalia is now serving in the

United States Navy with a job in healthcare.

April
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April was the first of two children born to a teenage mother. However, despite her mother
having her at an early age, April was raised in a dual-parent household. April first attended high
school at her neighborhood traditional high school. This particular school was known for the
regular eruption of violence. The violence was cited as the primary reason for her becoming
truant to the point that she stopped attending. April’s mother enrolled both she and her brother
into a credit recovery school in an effort to both protect them and increase their chances to
graduate. April shared that she was able to graduate with career credentials and is currently

employed at one of the local hospitals.

Tamika

Tamika was previously enrolled at a local traditional public high school but failed both
her math and science courses; she became credit deficient as a result. In her interview she shared
how frustrated she had become with school and had no desire to persist. In her reflection letter
she noted how her mother was extremely concerned and sought the assistance of the state’s only
academic re-engagement center to help them find a school that would be a better fit. Tamika
started at the credit recovery school with less than five credits, and within two academic years
she earned all required credits and graduated with her high school diploma and career

credentials.

Brittany

In the interview Brittany shared that she was homeless and disconnected from her parents
and family. As a result, she was living at a local homeless shelter for teenagers and young adults.
In her reflection letter and the focus group, she discussed that one of the reasons she dropped out
of her traditional public high school due was her inability to focus; for her, the classroom

environment was large and disruptive. The employment specialist at the homeless shelter worked
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with the state’s re-engagement center to help Brittany find and get enrolled in a credit recovery
school. Brittany was able to successfully complete and earn her high school diploma and began
working.
Results

After completing data collection and transcription, the participant statements were
analyzed within the data and developed or identified codes. In vivo coding method was used to
pull codes directly from participants’ descriptions of their experiences being a resilient high
school dropout and their perception of the impact of their parents’ involvement. The data was
reviewed several times, individually analyzing each statement to apply codes. Duplications and
redundancies were removed in the process of horizontalization. The NVivo application was used
to identify frequently used words and phrases, cross-analyze different codes, and identify
additional themes to support my analysis. When using NVivo, color striping was employed and,
through visible connections within the data of similarities, the researcher recognized and
identified related codes, then building those codes into themes. Three significant themes emerged
from the data to describe the participants’ experiences of being a Black female resilient high
school dropout and their perceptions of the impact of parental educational involvement in their
decision to graduate from a credit recovery high school. The three themes that emerged were:
individual circumstances, parental influence, and credit recovery school attributes. All themes
had subthemes that contributed to the major theme. The themes and subthemes were utilized to
answer the central and sub questions that guided the research study.

Participants described how their individual circumstances and parental influence were
interwoven with their experiences as credit recovery school students. Each participant shared a

different combination of experiences and the many facets of being a Black female resilient high
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school dropout and credit recovery school graduate. Additionally, participants included nuanced
evidence of their perceptions of parental educational involvement unique to their dropout and
credit recovery school experiences. My analysis of the data showed one notable outlier. The
themes and subthemes were utilized to respond to the central research question and sub

questions.

Table 2

Themes and Subthemes

Themes Subthemes
Individual Circumstances (informs CRQ) Health Issues
Academic Issues
Adolescent Pregnancy/Motherhood
Parental Influence (informs RQ1) Parental Contributions
Family Member Influence
Parental Mental Capacity
Academic Accomplishments
Credit Recovery School Attributes (informs RQ2)  Supportive School Staff
Academic Supportive Services
Smaller School/Class Size
Differentiated Learning Modules

Individual Circumstances

One of the themes that developed from the data was individual circumstances
experienced by each participant. Participants perceived these circumstances as a matrix of unique
situations that contributed to or resulted from them dropping out of a traditional public school,
but later re-engaging and graduating. The circumstances included personalized lived experiences
of issues related to their health, academics, and pregnancy or motherhood that occurred during
their high school years. Sydney captured the emotional impact of these experiences in her

interview when she stated, “| felt like a failure, and | had no desire to commute across town to
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attend this school anymore... | think that level of defeat, you know, | was like, at that point, | was

over [it], you know, just high school in general.”

Table 3

Individual Circumstances

Theme Subthemes
Individual circumstances (informs CRQ)  Health Issues
Academic Issues
Adolescent Pregnancy/Motherhood

Health Issues

A subtype of individual circumstances was health issues; five participants shared their
experiences with physical, mental, or emotional health challenges. They specifically expressed
how their issues contributed to their decision to drop out of their traditional public high school.
In her interview Jordan stated, “So | have a eye disease, a genetic eye disease | get from my
mom. So, it's really hard. It was really hard for me. So, I had to have a special type of surgery.”
In her letter Asia gave a salient example of her physical issue by saying, “I had got into a car
accident that kind of messed up my face and it had caused me to kind of not go to school because
| just couldn't stand people just looking at me.” The participants who provided a specific mental
or physical health issue drew a direct correlation to how it influenced their decision to drop out

of their traditional high school and graduating from a credit recovery school.

Not only was physical health a major concern, but so was the mental health of some of
the participants. In her letter Sydney stated, “I was kinda like living in fear just walking to school
every day...I guess I felt hopeless, you know, I had completely stopped going to school.” Jerrica
also mentioned her distress about her future prospects due to the disconnect from her traditional

public school; “T was stressing, like the stress was my fault.” After failing at her college
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preparatory traditional public school, Dalia expressed she lost her confidence in her own
academic abilities; “I was nervous and skeptical and didn’t know if I could do it.”
Academic Issues

In their interviews, focus groups, and letters, five of the 10 participants shared their
experiences at their traditional public high schools which elucidated how their academic
challenges, the lack of teacher support, exclusionary practices, basic skills deficiencies, credit
deficiency, and disruptive learning environments were contributing factors to dropping out.
There were several academic issues that contributed to their enrollment in the credit recovery
school. Such issues with the traditional public school were a perceived lack of teacher support
and disruptive learning environments. Jerrica shared her experience of missing the necessary
support from her geometry teacher despite having already failed the course the previous year; “I
used to tell him, I don’t get it, like | need help. In this class | do nothing because he was not
willing to help me and kept moving on.” Brittany expressed the inability to learn due to an
unruly classroom atmosphere by saying, “I could not handle the large class sizes because it was
disruptive.” Tamika expressed her perceptions of the teacher’s lack of support while attending a
disruptive school environment; she explained, “Benedict was violent, and | struggled in math and
science without support.” Sydney shared her experiences of feeling unsupported at her traditional
public high schools; “As a Black female, I did not feel supported by my instructors or peers.”

In addition to the perceived lack of teacher support and distractive learning atmospheres,
participants also experienced being pushed out via exclusionary school policies and suffering
from basic skills deficiencies. These factors created a compounding effect of credit deficiency
and eventual dropout. Both Tonya and Tiffany expressed how continually suspension forced

them out of school; Tiffany shared, “I went to 15 different schools, and | was getting kicked out
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and suspended out of them.” Additionally, Tonya articulated how the impact of below-grade
level basic skills in math contributed to her decision to drop out of her traditional public high
school when she explained, “I had poor grades mostly in math and | was truant.” Dalia provided
a salient example of being excluded from specific academic activities that afforded students
more time with specific core subject teachers as contributing to her loss of confidence due to a
lack of understanding. In the focus group she shared, “At the college prep school it was a lot of
work. I didn’t want to be at school. | felt like a failure.”
Adolescent Pregnancy/Motherhood

The life-altering phenomena of becoming a mother was included as a key factor in the
drop out and recovery experiences of the participants. In her reflection letter Sydney articulated
how frequently her schoolmates would become pregnant, “I tried to stay involved as much as
possible outside of school because it wasn’t uncommon for young girls to get pregnant in high
school or get caught up in trouble during their free time.” Four out of the 10 participants shared
that pregnancy and motherhood impacted their decision-making regarding their decision to earn
their diploma from a credit recovery high school. Additionally, they stressed how important they
felt it was to complete because they had to take care of their child(ren). Asia stated in her
interview, “I had enrolled in Freedom, but it actually took me two years and a half to actually
finish through Freedom because I had just had a baby and stuff.” In her letter Tonya shared, “I
dropped out when | found out | was pregnant with twins and spent three years out before | found
Freedom.” These four participants disclosed that becoming a parent was more of a motivating
factor than the influence from their own parents. In the focus group Asia shared, “That really
kind of forced me to stay focused and graduate because | know, when you get old, it gets harder

to either get a high school diploma or a GED.”
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For many of the participants, working affected their abilities and attitude about attending
and graduating from a credit recovery school. They felt a need to support themselves and their
children or working served as a means of staying engaged while persisting to earn their diploma.
Asia shared that her choice to work while she was truant influenced her to completely drop out
because she had to support herself and her daughter; “So, I just started working and stopping
going to school.” Jerrica discussed that her ability to work was predicated on graduating from
high school, “I’m happy that I graduated too, and now I’'m working.” Sydney explained how she
was able to work while also attending classes at her credit recovery school, “I attended morning
classes and was offered a part-time position working at the school in the afternoon.” The data
identified how pregnancy and motherhood overlapped family issues and circumstances of
adolescent motherhood, and their histories were a significant factor to participants earning their
diploma from a credit recovery school. These unique experiences addressed the central research
question pertaining to the lived experiences of Black female resilient dropouts who completed at

a midwestern credit recovery institution.

Parental Influence

From participants’ experiences, I identified parental influence as a prevailing theme in
how they perceived their ecological system of parental educational involvement as related to
their decision to enroll in a midwestern alternative credit recovery high school. Participants in
the study strongly identified their experiences with parental educational involvement as
facilitated through parental contributions, family member influence, parental mental capacity,
and parental academic accomplishments, which are the subthemes of the major theme of parental
influence. April highlighted her parents' practicing intentionality by remembering that they,

“enroll[ed] both me and my younger brother into the same credit recovery school because it was
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a safer environment than our other school.” Participants shared how their parents’ specific
behaviors, attitudes, and methods influenced them to enroll and remain engaged in their credit
recovery school. Dalia shared, “My dad would drive through the city and show me real life

examples of what life would be like without a high school diploma. That changed my thinking.”

Table 4

Parental Influence

Theme Subthemes
Parental Influence (informs RQ1) Parental Contributions
Family Member Influence
Parental Mental Capacity
Parental Academic Accomplishments

Parental Contributions

Participants articulated their perceptions of how their parents’ contributions affected their
decision to re-engage and earn their diploma at a credit recovery school. In her interview and
focus group, Dalia shared that not only her father, but also her step-mother and godparents,
supported her by contributing their time and monetary resources to help her acclimate and excel
at the credit recovery school; “My dad, stepmom, and godparents got me involved in different
extracurricular stuff like tennis and karate to help me with my stress about the new school.”
Sydney shared the importance of her mother’s role in helping her transition and graduating from
the credit recovery school; “I needed guidance and direction from my mother. My mother was
the driving force at this time and helped me tremendously.” Jordan shared that her mother has
always taught her that, by finishing high school, she could have the opportunity to “go to
college.” She elucidated that starting a business with her mother helped her stay focused and
motivated to finish school; “...basically me and my mom are starting a small business and I want

to learn this. That helped me pursue high school and college so | can learn more about business
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and learn more of the ins and out of it.” Sydney also shared that, despite her parents being
divorced, they adamantly stressed the importance of earning her diploma; “In my academic
journey, my parents did the best they could to provide and support me. They also were persistent
in my education to find a school that was best suitable for me to obtain my diploma.”

By contrast, Asia addressed the lack of parental involvement by articulating how little her
mother did for her, “I can’t say my mother was that much involved because even when |
graduated, she didn’t come to my graduation. It was just me and my daughter at my graduation.”
Additionally, Tiffany noted how her mother had no desire or motivation to re-enroll her into
school after she dropped out. In her interview she shared that the threat of being arrested for
truancy motivated her to enroll into the credit recovery school, “My mom didn’t want to enroll
me. So, then I quit going to the other school and she then enrolled me.” The lack of parental
contributions was even more significant for Brittany because she was completely separated from
her parents and living in a homeless shelter for youth and young adults. She refused to share
what precipitated such outcomes by simply noting, “I was in a homeless shelter.”

Family Memberlnfluence

In addition to the contributions of their parents, participants shared how their extended
family members provided housing, transportation, and motivation that contributed to them
earning their high school diploma. In her interview, Jerrica shared that living with her
grandmother served to keep her on track at the credit recovery school; “My granny would get me
up and tell me that I just need to go to school and its only for four hours.” When asked to
describe the experiences and perceptions of her parent and family, Jordan shared that, in addition
to the contributions of her mother, her close relationship with her maternal aunt and uncle served

to motivate her to persist and complete at the credit recovery school; “I was close with my
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mom’s side. I’'m really close to my aunt and my uncle.” As a result of being suspended from
multiple schools, Tiffany came to live with her grandmother, who recommended and transported
her to the new school; Tiffany credits her grandmother as being a key factor in her staying
actively engaged at the credit recovery school. “My grandma and other friends influenced me to
come to Freedom.”

Parental Mental Capacity

Participants shared how the mental capacity of their parents impacted their decision to
attend and complete at a credit recovery school, because (witnessing) their struggles motivated
them to avoid making those same or similar life choices. In the focus groups both Jordan and
Jerrica expressed how challenging it was to have one or both parents addicted to drugs. Jordan
stated, “So my dad is, he is a recovering addict on drugs. My dad hasn’t really been in the
picture.” Jerrica echoed that same experience, saying, “She, they used to be [on] drugs. She just
was open about it as we got older.” When listening to their experiences, it was clear that living
with the knowledge of either one or both of their parents being substance abusers, in addition to
their status as dropouts, placed additional pressure on other family members and friends to
support and encourage the participants to finish their high school education. Jordan spoke to how
this added pressure negatively impacted both she and her mother, stating, “T get really bad
anxiety,” and, “My mother gets really depressed about it sometimes.”

Two other participants shared how their parents were “fed up” and “hopeless” when they
tried to navigate the educational system or when searched for supportive services to bolster their
daughters’ decision to re-engage and complete their high school education. In her letter Sydney
provided a salient example of her mother’s attitude about seeking help for the participant’s

truancy, “I think she was just kinda you know, fed up at that point, and so that kinda led me to
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the point where I was, you know, ready to drop out.” Additionally, Sydney shared how the abuse
of her mother by her father created a hostile environment; “My father was very, you know,
abused my mother. But I know my mother was still facing some of that trauma.” In her
interview, Tamika said, “There was an overwhelming sense of hopelessness and frustration.” As
a result of some of the participants’ parents’ mental capacities, extended family would use their
own academic accomplishments to influence participants to persist and earn their diploma. In her
interview Jordan said, “Well, in my family’s, school is first priority cuz even my uncle and aunts,
they all got their doctorate in school.”
Parental Academic Accomplishments

Their parents’ academic accomplishments helped motivate some of the participants.
Sydney’s letter articulated her sentiments about her mother’s resourcefulness; “I remember she
had several jobs.” In the focus group, both Jordan and Sydney discussed how their parents had
earned their high school diplomas, but did not complete college, and how their parents used that
as a tool to push them to earn their diplomas instead of settling for a GED. Jordan stated, “School
is number one important and she just wants me to be better cuz she finished high school, but she
didn’t finish college.” Sydney also shared that her father was a graduate of the same traditional
public high school that she attended and how that impacted her, “My dad graduated from

Madison Township, so I feel like I disappointed him when I dropped out.”

Credit Recovery School Attributes

Every participant expressed that the credit recovery school offered different services and
structure, and that the supportive nature of the staff; all were significant factors to completing
their high school education. Asia, Jerrica, and Tonya identified the importance of enrolling into a

school that offered daycare services to ensure their child(ren) were cared for as they attended
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classes. Asia shared, “...and they made it easy because | was actually able to take my baby to
school and everything with me.” Tamika’s interview demonstrated her emotions about Freedom,
“I had a real desire and enthusiasm to go to this school. I loved this school.” Participants saw the

credit recovery school as their fresh start to earn their high school diploma.

Table 5

Credit Recovery School Attributes

Theme Subthemes
Credit Recovery School Informs (informs RQ2)  Supportive School Staff
Academic Supportive Services
Smaller School/Class Size
Differentiated Learning Modules

Supportive School Staff

The participants shared a strong sentiment about how the staff supported them by
creating an atmosphere of belonging. Dalia shared, “Having a good environment, being set up in
a good and supportive environment with people around me to help remind me of my potential.”
Sydney explained that she was able to build positive relationships with the staff, and the
transformative impact these relationships had on her academic success; “I build rapport with
different instructors in school due to the smaller class sizes. | felt like I was in control of my
education and encouraged to be persistent in my academic journey.” April also experienced a
renewed attitude of hope as a result of her career preparatory teachers’ support. In addition,
Tiffany provided a salient example of the role her career preparatory teacher played in helping to
keep her actively engaged until she graduated. “I liked my healthcare teacher, and she taught me
a lot of stuff that I know now at my job place.”

More specifically, participants articulated the impact of being supported by Black

teachers. Jordan described how excited she was to have supportive Black female and male
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teachers. “I loved knowing that I have a Black male teacher... Even Black female teachers, it’s
amazing to see that!” In her interview she continued to express how her Black teachers kept her
motivated, saying, “They would tell me ‘Don’t give up, don’t feel stressed out, we’ll help you
through it’.” Sydney also emphasized the impact that a sense of belonging has on her as a credit
recovery school student, “In my experience of being a Black female at Freedom, | felt connected
in my environment.” This is in stark contrast to the treatment she endured at her traditional
public high school; “As a Black female, I did not feel supported by my instructors or peers.”
Academic Supportive Services

Since all the participants enrolled into the credit recovery school dropping out of their
traditional public school, the need for academic supportive services was vital to completing their
high school education. Sydney, Tamika, Tonya, and Brittany benefitted from the assistance
provided by the Best Fit Academic Re-engagement Center, an academic partner of the credit
recovery school. In her interview, Sydney expounded how her mother diligently searched for
academic assistance and found the necessary guidance at the Re-engagement Center, “She found
the Best Fit Program, and they showed us different schools, and the one that stuck out was
always Freedom.” Additionally, through the use of an employment specialist, Brittany worked
with the Re-engagement Center and was able to enroll in Freedom. Tonya and Tamika explained
the importance of in-school tutorial assistance, which proved effective in helping them prepare
and pass required state graduation tests; “They even have a tutor on-site that paired with the
Dover Educational assistance and gave me a real chance to learn and succeed.”
Smaller School/Class Size

Participants within the study expressed feelings about the smaller school and class size at

Freedom compared to their traditional public schools. In the interview Tiffany said, “...and not
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that many kids used to go there, only like 40 kids came like every day.” In the focus group,
Jordan, Sydney, and Dalia explored how the size of the school and classes helped the staff
connect with their(?) students. Dalia said, “I felt more invited and welcomed and engaged at the
credit recovery school.” In her letter Sydney stated, “I never had more than 10 students in my
class at a time.” Additionally, Sydney celebrated(?) how the smaller school environment created
a reciprocally friendly atmosphere between the students and school staff; “This helped me build
a positive rapport with most of the instructors and the principal at Freedom.” Jordan expressed
that the smaller class size was an important contributing factor of her success because she was
able to get the much-needed personal attention from her teachers. “They were more personal and
wanted to see me succeed [more] than the other schools.”
Differentiated Learning Modalities

The option of differentiated learning modalities allowed participants to exercise the
necessary flexibility to balance both academic and non-academic responsibilities. Sydney’s letter
noted, “[C]lass times could be condensed if you had a job or other responsibilities.” Tiffany
appreciated taking advantage of the ability to attend classes remotely or in-person, “...at first, |
didn’t go. I wasn’t going into the building at all. So, then | finally started going it was pretty
cool.” Similarly, April took advantage of attending core subject classes while also participating
in the career preparatory classes, both offered at the credit recovery school. Tamika and Tonya
likewise expressed how the flexibility of an online option helped them complete classes at their
own pace. Tonya disclosed, “I shared the need to balance parenting and completed my high
school education.” Jordan further articulated how attending school in-person kept her motivated;
“How I stayed motivated was by getting up and going to school instead of doing it online. I'd

rather be in the teacher’s face and they can help me right then” (see Appendix J).
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Outlier Data and Findings

The participants shared one significant outlier finding from the collected data, which was
their building resiliency. Outlier data revealed the participants’ sense of pride and determination.
This has salience to how the ecological systems specifically impacted both their academic and
personal development as Black female high school students. The participants developed and
strengthened their resilience as a result of the influences, environments, and actions of their
parents, family members, and school personnel.
Building Resiliercy

Flores and Brown (2019) support what many participants indicated, which was that
completion of their high school diploma at an alternative credit recovery school was the first step
of building resilience; of further benefit is that the credit recovery school’s environment offers
comparatively more supportive and respectful relationships with teachers and peers. Tiffany
identified her decision to attend the credit recovery school was only the first step in practicing
resilience. She shared, “Freedom really helped me get on track forever. | liked it at Freedom
when | started going every day." Additionally, she acknowledged that not initially having any
friends at Freedom did not prevent her attendance, “I was still going to school every day. I ain’t
have no friends, but | was meeting these new people.” Brittany’s salient experiences of resilience
explore how she refused to allow her basic skills deficiencies or homelessness to stop her from
enrolling and graduating from a credit recovery school. Dalia disclosed that a new peer group
was necessary to her success despite being initially doubtful that she could succeed; “At first |
was skeptical, because I didn’t think I could do it, but my friends and I would call and check on
each other.” These participants identified that being a part of the credit recovery school

community reignited their hope to achieve their personal, academic, and career goals. The
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participants’ ability to build resilience through peer support with other Black females reinforces
research that elucidates how peer relationships are significant microsystems that can be used to
promote academic re-engagement (Flores & Brown, 2019; Swanson et al., 2002).
Research Question Responses

The purpose of this qualitative transcendental phenomenological study was to explore the
lived experiences of Black female resilient high school dropouts, and how parental educational
involvement may have impacted their enrollment and completion of a diploma from a
midwestern credit recovery school. The research questions guided this study and were grounded
in the theoretical framework of Bronfenbrenner’s (1979) ecological systems. The research
questions were addressed by analyzing participant data collected through interviews, focus

groups, and reflection letters.

Central Research Question

What are the lived experiences of Black females who dropped out of their traditional
public high school, then enrolled and persisted to high school graduation from a midwestern
alternative credit recovery school? (see Appendix F)

All three themes provided support to inform the central research question. Each theme
presented contributions to an understanding of the lived experiences of Black female resilient
high school dropouts and their decision to enroll and persist to high school graduation from a
midwestern alternative credit recovery school. Black female resilient high school dropouts
described the circumstances that led to and resulted from their decision to drop out of their
traditional public high school and complete at a credit recovery school; these experiences reveal
a matrix of several facets unique to academic issues, mental and physical health outcomes,

parental educational involvement, and the differences of the credit recovery school environment.
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Sydney captured the singularity of her lived experiences of being a resilient high school dropout,
“I did not see a fit in the traditional learning system. Ultimately, my decision to drop out of a
traditional high school and attend a credit recovery high school came at the end of my
sophomore year. Freedom was unlike any schooling | attended previously.”

Data from interviews, focus groups, and participant reflection letters supported the
emergent themes of individual circumstances, parental influence, and credit recovery school
attributes (see Appendix K). All participants shared that their traditional public school
experiences included lack of teacher support, credit deficiency, violence, and lack of a sense of
belonging. By contrast, their descriptions of the credit recovery school environment were that it
was welcoming, flexible, safe, motivational, racially diverse, and supportive. Participants
expressed that their decision to re-engage in their high school education after dropping out was
to establish a foundation on which to improve their lives. In addition, the outlying examples of

resilience also informed the central research question.

Sub-Question One

How do Black female resilient high school dropouts perceive their ecological
microsystem of parental educational involvement as it relates to their decision to enroll in a
midwestern alternative credit recovery high school?

The theme parental influence and subthemes of parental contributions, parental mental
capacity, and parental academic accomplishments provide support for sub-question one. Black
female resilient high school dropouts in this study described experiences exemplifying the
impact of their parents’ presence or absence and how this influenced their decision to return and
complete high school at a credit recovery institution as a demonstration of achievement and self-

sufficiency. For many of the participants, the active relationship with their parents served to help
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them understand the importance of a high school diploma. Dalia described her relationship with
her father, “The relationship was respectful.” By contrast, Asia described parental absence, “Like
| said, my mom was not involved in nothing for real.”

Subthemes from parental influence, parental contributions, parental mental capacity, and
parental academic accomplishments contributed to informing sub-question one. Participants in
the study acknowledged the activities and accomplishments of their parents as a tool to
encourage them to return to school and finish their education. Significantly, participants also
described how the mental well-being of their parents affected their personal and academic
decisions, including dropping out of a traditional public school and graduating from a credit

recovery high school.

Sub-Question Two

How do Black female resilient high school dropouts explain their educational experiences
and parental educational involvement in connection with their previous traditional public high
school?

Sub-question two is informed by the theme of credit recovery school attributes and
corresponding subthemes of supportive school staff, academic supportive services, smaller
school/class size, and differentiated learning modalities. Feelings of being supported,
encouraged, and motivated by the credit recovery school staff persons were mentioned
consistently by participants. Sydney shared her feelings about the supportive atmosphere of the
credit recovery school, “I was surrounded by instructors that wanted to help me succeed.”
Additional subthemes of supportive services, size of the school and class, and options of how to
complete their coursework also provide support for sub-question two. Participants demonstrated

how services such as a daycare and in-school tutoring allowed them to complete their academic
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requirements while balancing other responsibilities. All of the participants enrolled in their credit
recovery school were deficient in both basic academic skills and graduation credits.
Consequently, these services allowed the students to both improve their basic skill level while
concurrently earning graduation credits at their own pace. The options to manage the speed and
modality by which participants could complete their classes was a distinct difference between the
structure of the alternative credit recovery school as compared to the fixed structure of the
traditional public high school. Jerrica’s sentiments expressed her satisfaction with her decision,
“People should go. That’s it. It’s cool. If you want to work at your own pace.”
Summary

This chapter provided analysis and summary of the participants’ data on Black female
resilient high school dropout experiences of graduating from a midwestern credit recovery school
and the perceived impact of parental educational involvement on their decision. Information of
each participants’ experiences were provided in tabular form and compositive narrative
descriptions of elements that created the phenomenon of graduating from high school after
dropping out. Codes were drawn from participant statements. Codes were then analyzed to find
relations and synthesize participant experiences that developed into themes. Together the themes
provide a rich structural and textural description of Black female resilient dropouts’ experiences
of perceiving parental involvement’s impact on their decision to graduate from a credit recovery
institution.

Themes and subthemes informed answers to the central research question and sub
questions as they emerged from the literature. As Black female resilient dropouts, they shared
rich descriptions of their circumstances of dropping out, the influence of their parents and family,

and graduating from a midwestern credit recovery school from their lived experiences.
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Participants perceived roles of resilient high school dropouts and parental educational
involvement to be a multi-dimensional matrix of experiences unique to their individual journeys.
Participants described experiences of receiving academic and personal supportive services, and
parental contributions and accomplishments as influences towards completion at a midwestern
credit recovery high school. Discovering and experiencing a sense of belonging, support, safety,
and racial diversity at the credit recovery school was a significant contrast to how they described

their traditional public high school, and, for some, their home environments.
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CHAPTER FIVE: CONCLUSION
Overview
The purpose of this qualitative transcendental phenomenological study was to understand
the lived experiences of Black female resilient high school dropouts and how parental
educational involvement influenced their decision to complete at a midwestern alternative credit
recovery school. The experiences of being a midwestern Black female high school dropout and
the effect of parental educational involvement on the completion of their secondary education
from a credit recovery institution were described. In this chapter, the interpretations of findings,
implications for policy and practice, theoretical, and empirical implications, limitations and
delimitations, and recommendations for future research were provided.
Discussion
This qualitative transcendental phenomenological study answers the central research
question and sub questions through semi-structured individual interviews, focus groups, and
participant reflection letters. 10 participants provided rich descriptions of their lived experiences
of being Black female resilient dropouts, and the impact of parental educational involvement on
their decision to complete at a credit recovery high school, providing supportive understanding
of the phenomenon. Three major themes emerged: individual circumstances, parental influence,
and credit recovery school attributes. All three themes occurred concurrently or had
simultaneous relevance to the graduates’ lived experiences as Black female resilient high school

dropouts and their perceptions of parental educational involvement.

Interpretation of Findings
All three significant themes contributed to answering the central research question in this

study. The central research question sought to understand the lived experiences of Black female
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resilient dropouts' perception of the impact of parental educational involvement on their decision
to complete at a midwestern credit recovery high school. The desire to earn their high school
diploma despite having previously dropped out is the composite of many unique elements for
each individual; thus, each participant has their own unique rationale for disconnecting from
their traditional public high school and completing at an alternative credit recovery institution.
Understanding the complexity of personalized rationale of dropping out and perceptions of
parental educational involvement provides insight into the challenge of re-engaging and
completing their high school diploma.

The theme individual circumstances proved an understanding of how their health and
academic issues as well as the challenge of adolescent pregnancy and motherhood directly
affected why participants dropped out of their traditional public high school environment. The
theme contributed to the central research question. Participants identified physical ailments,
mental illnesses, the violent or disruptive nature of traditional public high school environments, a
lack of teacher support, lacking basic skill proficiency, learning disabilities, and deficiency of
graduation credits as primary health and academic causes for dropping out. In addition to health
and academic issues, several participants also faced the challenges of becoming mothers during
their high school years. This unique circumstance affected their need to work to support
themselves and their children. Participants’ circumstances served to clearly demonstrate their
lived experiences as the causes of academic disengagement from their traditional public high
school, as well as primary reasons to re-engage at a credit recovery institution.

Participants identified their perceptions of how parental contributions, family member
influence, parental mental capacity, and parental academic accomplishments as the forms of

parental influence that directly affected their high school experiences and decision to enroll and
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complete their high school diploma at a midwestern credit recovery school. Additionally, the
experience of parental absence was also identified as a key factor of participants’ need to earn
their diploma as a gateway to self-sufficiency. Parental influence was demonstrated through the
providing of basic needs such as transportation as well as emotional support and encouragement.
In addition to basic needs provided by parents, the influence of other family members was also
identified as a significant determinant in why and how participants chose to enroll and remain
engaged at their credit recovery school. Family members provided funding for extracurricular
activities, tutorial assistance, accountability, and support in addition to housing and
transportation for the participants. Family members’ influence would also serve as a surrogate to
some participants who were affected by parental absence and negative parental mental capacity
due to substance abuse or neglect.

The next finding was participants’ experiences within the context of their credit recovery
school, and how the school’s attributes provided safety, flexibility, support, and a sense of
belonging. The credit recovery school environment was identified in sharp contrast to that of the
traditional public high schools. The traditional public school was described as violent, disruptive,
unsupportive, and exclusive. Consequently, participants felt demotivated, fearful, insecure,
unwelcome, unprotected, unsupported, and unsuccessful. By contrast, at FHS, the differentiated
learning modalities, smaller school and class size, flexible class schedules, encouraging staff,
supportive Black teachers, in-school daycare and tutorial services, partnership with an academic
re-engagement center, and career preparatory programming were all shared as major factors of
why they chose, persisted, and completed their high school diploma from a midwestern credit

recovery institution.
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The final finding was the participants’ abilities to build and demonstrate resilience. The
determination to rebound from the impact of their negative personal and educational experiences
to pursue and earn their high school diploma was well articulated. The desire to obtain gainful
employment, honor the sacrifices of their families, provide for their children, be a positive
example to their peers, and pursue postsecondary opportunities served as rationale for not giving
up on themselves. Their goals to become college graduates, skilled employees, military service
personnel, and entrepreneurs motivated them to return to school despite having dropped out.
Finally, the renewal of their self-worth from being perceived as failures to being acknowledged
as successful high school graduates served to prove their abilities to build and demonstrate both
personal and academic resilience.

Summary of Thematic Findings

The purpose of this study was to understand the lived experiences of Black females who
dropped out of a traditional public high school and chose to complete their diploma at a
midwestern credit recovery institution and their perceptions of the role of parental educational
involvement on that decision. From the three themes identified from codes drawn from
participant data, two significant interpretations emerged: variation of Black parental influence
and credit recovery school fostering of Black female resilience.

Variations of Black Parental Involvement. The parents’ and family members’
influence varied in response to the participants’ circumstances. The ecological systems theory
discusses the microsystemic impact of parental and family influences on an individuals’
development but does not take into consideration the unique experiences of Black family
dynamics. However, this study elucidates the unique cultural design of Black parental influence

and the nuances of the methodologies implemented by multiple members of the Black parental
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apparatus within both traditional and non-traditional structures. The variation of involvement
supports the need for specificity to address unique challenges faced by Black females as
articulated by critical race feminist theory. This finding supports research that clarifies how
Black parents use a distinctive approach to exercising educational involvement that includes
preparing their children to socialize both in school and within society (Foubert, 2019; Lesane-
Brown, 2006; Scott et al., 2020). Consequently, Black parents, unlike White parents, will often
feel compelled to act as, “school-engaged racial realists” that advocate for a better education for
their children (Foubert, 2019; Scott et al., 2020). This is evidenced through the determination of
some participants’ parents and family to help find and support their decision to attend a credit
recovery high school. Sydney echoed this sentiment, “In my academic journey my parents did
the best they could to provide and support me.” Additionally, these findings also support the
research that urban students of Black parents who practice home-based involvement experienced
increased academic outcomes and fewer disciplinary incidents, which increased the likelihood
that they completed their high school diploma (Lopez-Tamayo et al., 2016). Consequently, all
parental influences directly impacted the participants’ decision to attend and graduate from a
midwestern credit recovery school as the best option to achieve academic success.

Credit Recovery School Fostering of Black Female Resilience. Resilience is unique to
individuals and circumstances based on a myriad of factors that inform their interpretations
formulated from current and past experiences. Black female resilience is even more nuanced due
to the intersectionality of their racial and gender identities. The alternative structure of the credit
recovery high school environment served to nurture and strengthen the resilience of these 10
Black female participants. Such an atmosphere was described by participants as one that

promoted inclusivity, hope, progress, and positive change through the academic, social-
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emotional, and career preparatory programming and services (Xiao et al., 2018). This finding
supports the literature that articulates the intersection of the value of education within the Black
community as a form of racial resistance, by illustrating it as “cultural resilience” to overcome
historical academic disenfranchisement (Hall & Park, 2022). Jerrica stated, “My granny said, ‘I
want you to graduate.” So, here today, and | graduated, and you know it was all good, and | felt
proud.” Jerrica’s example reveals how re-engaging and earning a diploma demonstrated
personal, cultural, and academic resilience. Additionally, the positive attitudes and behaviors and
shared identities of school staff and peers also worked to embolden their resilient mindset by
empowering them to continue to adopt, practice, and reflect an irrepressible mentality.
Consequently, their decision to enroll and graduate from a midwestern alternative credit recovery
high school both displays and expands their resiliency in both personal and academic

environments.

Implications for Policy or Practice

This study provided an understanding of the lived experiences of Black females who
dropped out of a traditional public high school, earned a diploma from an alternative credit
recovery institution, and the perceived role that parental educational involvement had on their
decision. School and district-level policies, as an ecological macrosystem, influence the
development of their students (Bronfenbrenner, 1979; Bronfenbrenner, 1994). This is salient to
exclusionary policies and practices that target Black female students at a disproportionately
higher rate than their White peers and is linked to higher rates of grade-level retention and
dropping out (Clark-Louque & Sullivan, 2020; Hines-Datiri, 2017; Hines-Datiri & Andrews,
2020). Additionally, the adultification of Black females is an inextricable causal factor in Black

females’ being subjected to over-disciplining, racial and gender violence both within and outside
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school environments, precarious transitions such as adolescent pregnancy, and increased risk of
experiencing traumatic life events that could result in school dropout (Crenshaw, 1989;
Crenshaw et al., 2015; Epstein et al., 2015; Haynes et al., 2016; Hines-Datiri, 2017; Hines-Datiri
& Andrews, 2020; Kelly, 2018; Watson, 2016). Implications drawn from the research informs
the need for culturally competent anti-racist and anti-sexist policies and practices to improve
curricula, staffing, parental educational involvement, mental and social-emotional well-being,
and coping-based interventions. The advancements to the policies and practices would improving
the academic and life outcomes of Black female students and decrease the likelihood of dropout.
Implications for Policy

Acknowledging the disproportionately higher dropout rate of Black females in
comparison to their White peers is a perennial problem within the United States as indicated by
Camper et al. (2019) and McFarland et al. (2020). Due to this issue, traditional public high
schools need to consider the preventative policies that focus on identifying those that are at-risk
of dropout due to basic skills deficiencies, mental health or social-emotional issues, disabilities,
or a lack of cultural acceptance. Multiple participants described situations of feeling unsupported
by the teachers at their traditional public high schools when they expressed a need for additional
academic guidance. As a result, they became frustrated and discouraged, and they eventually
disconnected from the academic environment. Therefore, like the alternative credit recovery
school model, a policy to offer differentiated learning modalities would provide students the
flexibility to work at their own pace using the mode best suited to their learning style and needs.
Additionally, a policy that designates safe spaces to Black female students for cultural and
academic edification would serve to build and strengthen academic and personal resilience, and a

sense of belonging.
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Implications for Practice

Black female resilient high school dropouts’ experiences of disconnecting from a
traditional public high school, and then later enrolling and graduating from a midwestern
alternative credit recovery institution described in this study identified practices that support re-
engagement, parental influence, academic support, cultural belonging, and building resiliency.
Reflection and revision of practices that could be adjusted to enhance Black female student
academic achievement through efforts to implement or improve parental educational
involvement, academic and non-academic supportive services, cultural belonging, and
postsecondary readiness can be viewed from the individual, family, or school community lens.
The research shows that all ecological subsystems affect the development of an individual
(Bronfenbrenner, 1979; Bronfenbrenner, 1994). However, the intersectionality of the Black
female identity requires a unique approach to the development and application of school
practices to ensure they are protected from racist and sexist actions (Carter et al., 2019;
Crenshaw, 1989; Crenshaw et al., 2015). Understanding that midwestern alternative credit
recovery schools have a unique organizational structure, findings and implication for practice
drawn from this study may transfer to all traditional public high schools to reform a system that
has not yet resolved the disparate dropout problem of Black female students.

School Community. Within the school community, the district and school
administrators, teachers, and staff can make and implement decisions which influence the
schools’ climate and culture. By establishing a mission and vision that will drive an authentic
and sustainable atmosphere of empathy, professionalism, and cultural competence, the traditional
public high schools would/ought to(?) become more caring and supportive of the needs of Black

female students. Participants identified encouragement and support from the administrators,
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teachers, and staff, specifically Black personnel, at their credit recovery school as contributing
factors to their successful completion of their diploma. Therefore, to promote Black female
student achievement, the entire school community needs ongoing evidence-based and culturally
relevant professional development to help decrease the likelihood of Black female students being
subjected to various forms of misogynoir and over-disciplining, resulting in an increased
likelihood of them remaining engaged in their academic environments and graduating high
school within four years.

All schools may need to seriously consider developing, amending, or implementing
hiring policies and practices to ensure more Black school leaders, teachers, and staff are
employed. As the result of school desegregation, which was codified by law through the ruling
of Brown v. Board of Education of Topeka of 19347 U.S. 483), many Black educators lost
their jobs, so Black students were disproportionately more likely to be taught by White female
teachers. This phenomenon continues to persist. Consequently, Black students, specifically Black
female students, are constantly subjected to being discriminated against, academically under-
supported and unsupported, and overdisciplined due to racial and gender biases and behaviors
(Crenshaw, 1989; Crenshaw et al., 2015; Epstein et al., 2015; Haynes et al., 2016; Hines-Datiri,
2017; Hines-Datiri & Andrews, 2020; Kelly, 2018; Watson, 2016). Thus, by hiring more
qualified Black educators at all levels, a more culturally safe, inclusive, and equitable
environment will be promoted and serve as a representation to all students that Black educators
can effectively lead, teach, and serve the whole school population.

In addition, if all schools create according dedicated physical spaces, it can influence
Black female students’ sense of belonging and inclusion. Having a space where they can relax

and destress while also receiving the necessary academic, social, and mental health support
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would promote a climate of racial and gender safety within the schools. Such spaces can also
serve to develop an attitude of sisterhood among Black female students to prevent bullying and
competitiveness through the promotion of collaboration as a collective, supportive community.
Parents and Family. Parents and family play a key role as a microsystem that has direct
influence over the development of an individual (Bronfenbrenner 1979; Bronfenbrenner, 1994).
This study shows that parental and family influence impacts the decision of Black females to re-
engage and graduate from an alternative credit recovery high after dropping out of a traditional
public high school. Many participants identified the educational values and actions of their
parents and family as motivating factors to help them decide to re-enroll and graduate from a
credit recovery high school. They described how working with the partnering academic re-
engagement center, researching various school options, and recommendations from friends
shaped participants’ influence on their decision to attend a credit recovery high school to earn
their diploma. All schools may benefit from developing a sustainable and structured school and
family partnership model designed to identify and meet the unique needs of Black families and
students. Schools should improve student engagement using a mesosystemic approach by
allowing parents to be a part of the schools’ decision-making processes, listening to the issues
faced by the Black community, providing consistent and relevant school information, hosting
designated events, and celebrating both student and family efforts and achievements.
Individuals. This study identified the experience of being a Black female resilient high
school dropout as a matrix of different elements unigue to each individual. They built and
demonstrated resiliency by returning and earning their high school diploma. Participants
described how enduring physical, mental, legal, family, and academic trauma contributed to their

decision to drop out of their traditional high school environment. However, they also shared how
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their determination to support themselves, their children, and improving their self-esteem drove
them to choose, persist, and complete their secondary education from an alternative credit
recovery high school. They all mentioned having at least one individual who encouraged them to
persevere, and how that individual became their surrogate and stalwart of hope while they were
in the process of choosing to and persisting through their drop out and re-engagement
experience. Thomas & Jackson (2007) assert that, regardless of the inequities, when Black
students are mentored by those who share and understand their culture and vigorously seek to
support them as role models, they will produce successful academic and life outcomes. This
emphasizes the need for all schools to consider developing and maintaining a vibrant and

culturally relevant mentoring program specifically designed for Black female students.

Theoretical and Empirical Implications

Bronfenbrenner’s (1979) ecological systems theory and Delgado’s (1995) critical race
feminist theory guided this study and asserted that the five interconnected, intertwined, and
correlated ecological subsystems influence human development and life choices; furthermore,
the theories provide an understanding of the uniqueness of Black females’ ecological systems
due to historical, systemic, and institutional structures of racism and sexism within the context of
education which has created academic inequities for females of color (Bronfenbrenner, 1979;
Bronfenbrenner, 1994; Burns et al., 2015; Delgado & Stefancic, 2000; Wood et al., 2017). This
framework guided the creation of the central research question and sub questions to help gain a
robust understanding of Black females’ experiences of dropping out of a traditional public high
school, completing their diploma from a midwestern alternative credit recovery institution, and
perceiving the impact of parental educational involvement on their decision. The findings add to

the literature the impact of ecological systems on Black female student development through the
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lens of critical race feminist theory as it relates to the Black female high school dropout
phenomenon, the contrast between traditional public high schools and alternative credit recovery
high schools, academic re-engagement strategies, and Black parental educational involvement.

Black resilient females’ experiences of dropping out from their traditional public high
school and later deciding to re-enroll and graduate from a credit recovery institution are rooted in
the need to earn their diploma to unlock job opportunities and expand their knowledge, thereby
equipping themselves to be self-sufficient.
Effect of Black Ecological Systemen Black Female Dropouts

The effect of an individual’s ecological systems on their overall development has been
established in the literature (Bronfenbrenner, 1979; Bronfenbrenner, 1994). However, research
into the specific effects of a Black-centered ecological system to the overall development of a
Black female resilient high school dropout is a novel contribution this study adds to current
literature. As they are the closest, the microsystem of Black parents and families, and Black
educators have the most direct impact on Black female development. The literature is clear on
the role of parents, families, and schools as microsystems which have direct influence on an
individuals’ development (Bronfenbrenner, 1979; Bronfenbrenner, 1994), but this literature is
viewed through a White-normative perspective. By contrast, this study’s findings illustrate that
those microsystems, as well as all other ecological subsystems, must use a critical race feminist
approach to positively impact the development of Black female resilient high school dropouts.
This is supported by participants’ descriptions of how Black parental and family influence,
contributions, mental capacity, and accomplishments helped to inform their decision to enroll
into and graduate from a midwestern credit recovery high school. This supports the related

literature which is salient to the mesosystemic Black parental educational involvement, in
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addition to other ecological subsystems as foundational to Black females’ academic achievement
(Foubert, 2019; Lesane-Brown, 2006; Lopez-Tamayo et al., 2016; Scott et al., 2020). Black
females’ experiences of resilience from physical, emotional, mental, financial, familial, racial,
gendered, and academic trauma are foundational to their feelings of the importance of earning a
high school diploma. Challenges specific to the development of a Black female resilient high
school dropout can be overcome if they are influenced by the collective impact of a positive,
Black-centered ecological system using a critical race feminist approach.
Black Femalelntersectionalityin Traditional and Credit Recovery High Schools

Black females’ experiences of racialized and gendered challenges support prior research
about their increased risk of being impacted by school violence, lack of academic support,
academic exclusion, basic skills deficiencies, depressive symptomatology, and over-disciplining,
all of which contribute to their disconnection from school (Harris & Watson-Vandiver, 2020;
Kelly, 2018; Ladson-Billings & Tate, 1995; Lane, 2017; Wiggan & Vandiver, 2019). The
findings support previous research as participants described their traditional public high school
experiences of being academically ignored and excluded, bullied, perpetually suspended, fearful
of hostilities, and made to feel unwelcome. By contrast, participants’ descriptions of being
motivated, welcomed, and academically supported by the credit recovery high school educators
support the literature salient to the importance of positive student-teacher interactions as a
significant factor of academic success for Black females. Additionally, findings also support
prior literature related to how teacher support of Black females increases the likelihood of their
achievement as the resulting benefits of the positive nature of the relationship (Clayton, 2017).
This is especially relevant to the needs of academically at-risk Black females since they must

feel emotionally supported and presented with high expectations from both their parents and
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teachers (Clayton, 2017; Crenshaw et al., 2015). Such positive student-teacher relationships
experienced at the credit recovery high school directly affected the likelihood of participants
successfully earning their high school diploma.
Black Female Resilience

In the research, Black female students who dropout and return to complete high school
must overcome both in-school and out-of-school challenges to ensure they successfully earn their
diploma (Evans-Winters, 2014; Hines-Datiri, 2017; Muhammad et al., 2020; Vijeila, 2019). The
findings of this study were consistent with the literature, based on participants’ description of
experiences about their need to overcome absentee, abusive, and negligent parents, low self-
esteem, learning disabilities, physical ailments, basic skill and credit deficiencies, the lack of
basic needs being met, and the parental responsibilities of motherhood. Some participants who
were also mothers either before or after their decision to enroll in the credit recovery high school
appeared to demonstrate a deeper sense of resilience since they had to earn their diploma to be
able to support their children. Additionally, those participants who described experiences with
absentee or negligent parents also expressed having a deeper determination to earn their diploma
so they could ensure their ability to secure employment. All the participants’ descriptions
emphasized the importance of the ability to participate in in-school career preparatory and pre-
college programming as a significant factor that helped them overcome individual challenges and
earn their diploma.

Findings did not support the literature regarding the in-school challenge, that Black
females struggle to accept a revised academic identity of being a re-engaged student within a
racist and sexist academic environment (Archer-Banks & Behar-Horenstein, 2012; Hines-Datiri,

2017; Vijeila, 2019). From the participants’ descriptions, it was made noticeably clear that the
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credit recovery high school atmosphere was comparatively welcoming and supportive.
Additionally, all participants shared that, since the credit recovery school environment was both
racially and gender diverse, they did not experience any forms of racialized or gendered
discrimination. Participants’ descriptions of experiencing positive interactions with Black male
and female educators as a motivating factor increased their resilience to earn their diploma.
Findings of participants’ experiences of positive interactions between themselves and the credit
recovery school staff supports literature by Flores and Brown (2019), that the creation of
supportive and respectful relationships between students with the school’s teachers, staff, and
fellow students is an important implication of re-engaging formerly disconnected students attend
an alternative school in the future(?). Participants’ descriptions of individual experiences and
circumstances support the literature that they had to exercise resilience from their personal and

academic challenges to persist and earn their high school diploma.

Limitations and Delimitations

According to Smith et al. (2009), transcendental phenomenology encourages participants
to provide rich, detailed, first-person accounts of their experiences without fear of distortions
(Alase, 2017). The methodology of this transcendental phenomenological qualitative study
effectively explored, in detail, the lived experiences of the Black female credit recovery school
graduates who were former high school dropouts, and how parental educational involvement
may have influenced their decision to determine the essence of this phenomenon. Although
approved research protocols were used, video-conferencing may have limited the ability to
engage in more meaningful dialog in response to participants’ statements. For example, one
reason the focus groups may have been less effective is that it may have inhibited participants

from being as vulnerable with their responses due to the group setting. This is because some of
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their experiences with dropping out and later re-engaging into a credit recovery high school and
circumstances surrounding parental involvement may be very personal and emotionally
sensitive. Additionally, the interpretation of the reflection letters demonstrated their authentic
feelings about their experiences. However, the brevity of their letters may be attributed to an
observed lack of desire to go into greater detail than necessary due to the traumatic nature and
negative emotions related to having dropped out.

The participants self-selected to participate in the study after receiving a call or email
from either the researcher, a former schoolmate, or employees of the selected research site.
Consideration must be given to the individuals’ motivation to participate in this study regarding
high school dropout, graduating from a credit recovery school, and parental educational
involvement related to Black females, and therefore was limited to those who graduated from a
midwestern credit recovery high school. An additional limitation related to sampling was the
period when the research was conducted, due to the need of some participants to balance their
work and family responsibilities. With all of the participants being employed, their time was
limited by their work and personal schedules, which restricted the ability to engage in a more
robust discussion.

The delimitations for this study were due to the decisions made about participant criteria,
experiences, and site. This study focused on Black female credit recovery high school graduates
who had previously dropped out of a traditional public high school and their perception of how
parental educational involvement influenced their decision. Although many of the participants
attended different traditional public high schools, only experiences of dropping out from those
high schools and later enrolling and graduating from a midwestern credit recovery institution

were utilized for the research purpose as guided by the study design.
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Recommendations for Future Research

Recommendations for future research can be dedicated to understanding the experiences
of Black females who dropped out of both traditional public and alternative credit recovery high
schools. This study provided additional foundation for the understanding of Black females’
experiences of dropping out from a traditional public high school and later graduating from a
midwestern credit recovery high school, and their perception of parental educational involvement
on that decision. However, this could be enhanced with additional research that includes credit
recovery schools from different regions of the country. Additionally, as the dropout phenomenon
continues to disproportionately impact BIPOC communities, high school completion remains a
critical topic for all stakeholders. Due to the disproportionately high number of Black youths’
presence on social media, future research can be focused on the impact of social media on the
dropout rate of Black and BIPOC students. This is salient to the decisions and actions made by
school staff and administrators being shown to influence participants’ decision to drop out of
their traditional public school, as well as their choice to enroll and graduate from a credit
recovery institution. Through increased qualitative literature, BIPOC resilient high school
dropouts could be provided a voice to change school policies and practices, specifically within
traditional public high schools.

Additional recommendations to further qualitative research can examine experiences of
the parents who identify as BIPOC to understand how their educational involvement may be
impacted by students dropping out of high school. This study highlighted how parental
educational involvement was facilitated through different mediums. Future research may benefit
schools, educators, and all stakeholders on the importance of culturally unique parental

educational involvement as a tool of dropout prevention, especially among BIPOC communities.
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Further understanding of cultural specificities of parental educational involvement among
BIPOC communities may support dropout prevention and re-engagement efforts.

The research also indicates that further exploration into how positive student-teacher
relationships with Black teachers of either gender can impact the likelihood of BIPOC students
graduating from high school. This study identified that positive interactions between students
and Black teachers motivated and encouraged students to persist to earn their high school
diploma. Further research into the need to increase the number of Black teachers and
administrators to curate culturally competent and welcoming school atmospheres may improve
the graduation rate of Black students in the Midwest and in other geographical regions of the
country.

Conclusion

The purpose of this qualitative transcendental phenomenological study was to explore the
lived experiences of Black female resilient high school dropouts, and how parental educational
involvement may have impacted their enrollment and completion of a diploma from a
midwestern credit recovery institution. The study derived from the problem of Black female
students dropping out of traditional public high school environments at a rate higher than their
White peers. Guided by the theoretical framework of Bronfenbrenner’s (1979) ecological
systems (EST) theory and Delgado’s (1995) critical race feminist theory (CRF), this study was
designed to better understand the lived experiences of Black female credit recovery high school
graduates who previously dropped out, and the perceived impact of parent educational
involvement on their academic outcomes. The theoretical, empirical, and practical significance
was explained and provided a robust review of the literature regarding the high school dropout

phenomenon, alternative education, and parental educational involvement as framed by EST and
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interpreted through the lens of critical race feminist theory. The research questions were derived
from the theoretical and interpretive frameworks.

Using a qualitative transcendental phenomenological methodology, rich descriptions of
experiences of dropping out from a traditional public high school and deciding to graduate from
a midwestern credit recovery institution, and the perceptions of the impact of parental
educational involvement on that decision, was gathered from self-selected Black female
participants that met the study criteria. Through interviews, focus groups, and participant
reflection letters, the researcher gathered descriptions of participants’ lived experiences of
dropping out, re-engaging, and how involvement from parents affected their decision to earn
their diploma from a credit recovery high school. Participant data was analyzed, and three
themes were identified. The themes were used to create a synthesis of the phenomenon of
resilient high school dropout and parental educational involvement and identify significant
understandings that could be drawn from the data. Two interpretations were exacted from the
data which added to the understanding of the phenomenon of traditional public high school
dropout and completing a diploma from a midwestern credit recovery institution by resilient
Black females, and the impact of parental educational involvement on that outcome.

This study contributes to the literature on the impact of ecological systems on Black
female student development, interpreted through the lens of critical race feminism as it relates to
the Black female high school dropout phenomenon. This study also expands the literature on the
specific needs of academically at-risk Black females for positive student-teacher relationships
and elevated expectations from both parents and educators to overcome intersectional
marginalization that contributes to their increased risk for drop out. Specific implications on how

this study could influence policy and practices for stakeholders within traditional public school
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systems were provided. For example, developing a culturally-competent and structured school-
parent partnership model that will foster a more collaborative approach to supporting the unique
needs of Black female students to help increase their likelihood of graduating. To conclude the
study, recommendations for future research, specifically research focused on the impact of high
school dropout on BIPOC parents, given the unresolved issue of the disparate dropout rate

among BIPOC communities, was provided.
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3. Participants should not expect to receive a direct benefit from taking part in this study.
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emailed an electronic version of the gift card directly from the Amazon website from the
researcher's account. There will be no proration of compensation. Email addresses will be
requested for compensation purposes.
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Is study participation voluntary?
Participation in this study is voluntary. Your decision whether or not to participate will not affect
your current or future relations with Liberty University. If you decide to participate, you are free
to not answer any question or withdraw at any time without affecting those relationships.

| What should you do if you decide to withdraw from the study?
If you choose to withdraw from the study, please contact the researcher at the email
address/phone number included in the next paragraph. Should you choose to withdraw, data
collected from you, apart from focus group data, will be destroyed immediately and will not be
included in this study. Focus group data will not be destroyed, but your contributions to the focus
group will not be included in the study if you choose to withdraw.

| Whom do you contact if you have questions or concerns about the study? \
The researcher conducting this study is Tennille Love. You may ask any guestions you have
now. If iou have iuestions later, iou are encouraied to contact her at _

| Whom do you contact if you have questions about your rights as a research participant? \
If you have any questions or concerns regarding this study and would like to talk to someone
other than the researcher, you are encouraged to contact the Institutional Review Board, 1971
University Blvd., Green Hall Ste. 2845, Lynchburg, VA 24515 or email at iro@Iliberty.edu.

Disclaimer: The Institutional Review Board (IRB) is tasked with ensuring that human subjects
research will be conductad an ethical manner as defined and required by federal regulations.
The topics covered and viewpoints expressed or alluded to by student and faculty researchers
are those of the researchers and do not necessarily reflect the official policies or pasitions
Liberty University.

Your Consent \
By signing this document, you are agreeing to be in this study. Make sure you understand what
the study is about before you sign. You will be given a copy of this document for your records.
The researcher will keep a copy with the study records. If you have any questions about the
study after you sign this document, you can contact the study team using the information
provided above.

| have read and understood the above information. | have asked questions ancchansgire
answers. | consent to participate in the study.

The researcher has my permission to audio-record/video-record/photograph me as part of my
participation in this study.
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Printed Subject Name

Signature & Date
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APPENDIX C

PARTICIPANT RECRUITMENT LETTER

Dear High School Graduate:

As a student in the School of Education at Liberty University, | am conducting research as part
of the requirements for a doctorate degree. The purpose of my research is to explore the lived
experiences of Black female resilient high school dropouts, and how parental educational
involvement may have impacted their enrollment and completion of a diploma from a
midwestern credit recovery school, and | am writing to invite eligible participants to join my
study.

Participants must be 18 years of age or older, identify as both Black and female from birth,
dropped out of a traditional public (not a credit recovery, charter, private, or homeschool) high
school, and voluntarily (not the result of being expelled) enrolled into High School to
earn their high school diploma. Participants must also have graduated from High School
within the last 5 years. Participants, if willing, will be asked to partake in (1), one-on-one, audio-
and video-recorded semi-structured interview (~60 minutes), participate in (1) audio- and video-
recorded focus group (~60 minutes), and compose (1) 1-2-page letter to their parents (Will have
up to two weeks to complete and return to the researcher). Participants will have an opportunity
to review their transcripts. Names and other identifying information will be requested from the
site as part of this study, but the information will remain confidential.

To participate, please click here Participant Screening Questionnaire to complete the online
questionnaire. | can also be reached

A consent form is attached to this email-The consent document contains additional information
about my research. If you choose to participate, you will need to sign the consent document and
return it to me at the time of the interview.

Participants will receive a $25 Amazon gift card if they complete all three stages of data
collection.

Sincerely,

Tennille Love

PhD Candidate, Liberti Universiti/


https://docs.google.com/forms/d/1QfPdV1nSzwWXzxwS1hEyuEPRevi9LZQrJHIm1A6ZL48/edit

223

APPENDIX D

PARTICIPANT RECRUITMENT FOLLOW-UP LETTER

Dear High School Graduate,

As a graduate student in the School of Education at Liberty University, | am conducting research
as part of the requirements for a doctorate degree. Last week an email was sent to you inviting
you to participate in a research study. This follow-up email is being sent to remind you to
complete the survey if you would like to participate and have not already done so. The deadline
for participation is Friday, November 18, 2022.

Participants must be 18 years of age or older, identify as both Black and female from birth,
dropped out of a traditional public (not a credit recovery, charter, private, or homeschool) high
school, and voluntarily (not the result of being expelled) enrolled into |l High School to
earn their high school diploma. Participants, if willing, will be asked to partake in (1),
individual, audio- and video-recorded semi-structured interview (~60 minutes), participate in (1)
an audio- and video-recorded focus group (~60 minutes), and compose (1) 1-2-page letter to
their parents (Will have up to two weeks to complete and return to researcher). Participants will
have an opportunity to review their transcripts. Names and other identifying information will be
requested as part of this study, but the information will remain confidential.

To participate, please click here Participant Screening Survey to complete the online survey and
return it by email to i)

A consent form is attached to this email. The consent document contains additional information
about my research. If you choose to participate, you will need to sign the consent document and
return it to me at the time of the interview.

Participants will receive a $25 Amazon gift card if they complete all three stages of data
collection.

Sincerely,

Tennille Love
PhD Candidate, Liberty University


https://docs.google.com/forms/d/1QfPdV1nSzwWXzxwS1hEyuEPRevi9LZQrJHIm1A6ZL48/edit
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APPENDIX E

SITE APPROVAL LETTER

8/29/2022

Tennille Love
PhD Candidate

Liberti Universiti

Dear Tennille Love:

After careful review of your research proposal entitled “A Phenomenological Study: Black
Female Resilient Dropouts and How They Perceive Parental Influence in Their Pursuit of
Completing a High School Diploma at a Midwestern Credit Recovery Institution”, I have
decided to grant you permission to access your student records of graduates from the last (5)
years and invite them to participate in your study.

Check the following boxes, as applicable:

D1 will provide our student records to Tennille Love, and Tennille Love may use the list to
contact our graduates to invite them to participate in her research study.

X]The requested data WILL NOT BE STRIPPED of identifying information before it is
provided to the researcher.

DI am requesting a copy of the results upon study completion and/or publication.

Sincerely,

School Director

I High School
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APPENDIX F

RESEARCH QUESTIONS

Phenomenological Research Questions:
Central Research Question

What are the lived experiences of Black females who dropped out of their traditional
public high school, and enrolled and persisted to high school graduation from a midwestern
alternative credit recovery school?
Sub-Question One

How do Black female resilient high school dropouts perceive their ecological
microsystem of parental educational involvement as it relates to their decision to enroll in a
midwestern alternative credit recovery high school?
Sub-Question Two
How do Black female resilient high school dropouts explain their educational experiences and
parental educational involvement in connection with their previous traditional public high

school?
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11.
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APPENDIX G

INTERVIEW PROTOCOL
Please describe what was going on in your life as a Black female that led you to drop
out of high school. CRQ
Describe your educational background and experiences before enrolling and
graduating from Freedom High School. CRQ
What parental/familial challenges have you had as a Black female high school
student? RQ1
What familial and academic experiences influenced your decision to return to high
school? RQ1
Describe your parent/family’s involvement into your decision to enroll in Freedom
High School after dropping out of your previous school. RQ1
Describe how your parent/family influenced you to stay engaged in school after
enrolling in Freedom High School. RQ1
Describe your experiences and perceptions of your relationship with your
parent/family as a high school student. RQ1
Describe successful practices that your parent/family used that helped you graduate
from Freedom High School. RQ1
What else would you like to add to our discussion of your experiences and
perceptions of your parent/family’s involvement when you were in high school? RQ1
Describe your cultural experiences of being a Black female high school student. RQ2
Describe your experiences and perceptions about being a Black female high school

dropout. RQ2
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12. As a Black female student what were your academic and non-academic challenges
with staying motivated to graduate from Freedom High School? RQ2

13. Describe what non-educational factors make your experience at Freedom High
School different from your previous high school? RQ2

14. What else would you like to add to our discussion of your experiences as a Black

female high school dropout and graduate of Freedom High School? RQ2
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APPENDIX H

FOCUS GROUP QUESTIONS

Describe your experiences of being a Black female at Freedom High School
compared to your previous school. CRQ

. Describe your perception of your parent/family’s involvement in your academic
journey. RQ1

Describe what experiences and perceptions about your parent/family that contributed
to your decision to drop out. RQ1

. As a Black female, describe what environmental factors and experiences most
influenced your decision to drop out of high school. RQ2

. What else would you like to add to our discussion about being a Black female high

school dropout and graduate of Freedom High School?
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APPENDIX |

LETTER PROMPT

Important Note- When addressing your letter, do not use your real name or the real names
of your parents or anyone that can be connected to you. Only use the pseudonym that I
provided to you during your individual interview.

Directions- Please us MS Word to type a confidential 1-2-page letter of personal reflection of
your everyday life during high school both before you dropped out of your traditional public
high school and after you enrolled into [l High School, a credit recovery high school.
Describe your lived experiences of being a Black female that dropped out, but then chose to
enroll and graduate from [JJJll High School, and what impact did your parents’ involvement
have in your decision to attend and graduate from a credit recovery school. You will have two
weeks to complete and return your letter to the researcher, Tennille Love. Please send it as an

attachment and email it to ||| || | | S, \vith the subject title as Participant Letter.


mailto:tlove5@liberty.edu
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APPENDIX J

SAMPLE PARTICIPANT REFLECTION LETTER
Hi,

I’m telling my story how being a black female drop out have affect me. But first let’s start from
the beginning. I live with my mom and brother. Me and my brother have been to 11 different
schools we where always the new kids until we got to we been there for 4 years and the
school have change my life. | have never been to school where they wanted to help me push me
to be bigger and | was supposed to graduate in 2020 but life had some other plans for me. In
2020 covid hit and it effect me bad because JJJilf went online and lost track what was
important. I put other thing before school so I drop out and I hate that decision I made and it’s
effect my mental health a lot. But now | know what | want | want to be a graduate from college. |
want to succeed in life | want bigger and better thing for myself and my family.

Jordan



