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ABSTRACT

A STUDY OF THE PRIDE PROGRAM: A RESIDENTIAL, SUMMER-SCHOOL
PROGRAM FOR AT-RISK MIDDLE-SCHOOL STUDENTS IN AN URBAN
COMMUNITY.

Maria Teresa Amillategui Grimm

Old Dominion University, 1997
Director: Dr. Stephen J. Tonelson

This research examined the Pride Program (1991 and 1992)—a residential,

summer-school program for at-risk middle-school students. It was conducted with
subjects from two large, urban middle schools for the purpose of determining if, after five
school years, differences existed among three selected groups (treatment, control and
comparison) of at-risk students in the areas of academic achievement, attendance and
conduct. Treatment-group self-esteem was examined over a three-year period.
Furthermore, this study provided a qualitative program evaluation of the Pride Program
for the first two years of its existence.

The results are as follows: The qualitative evaluation indicated that all participants
were generally satisfied with the program, although it needed some corrections,
particularly in the academic component. Primary quantitative findings at the end of tenth
grade were that there were no significant differences between groups in mean English
grades, mathematics grades, grade-point average, number of absences and discipline
referrals. At the end of middle school (eighth grade), the treatment group was found to
have significantly better math grades in school than the other two groups and
significantly lower ITBS Total Language scores than the control group. No significant

difference was found in Total Self-esteem over the three-year period.

iii
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Secondary findings were that mathematics grades declined for all groups between
the first semester and the fourth semester of high school; the three groups combined mean
numbers of absences and discipline referrals increased significantly between Grades 6
and 10; positive significant differences in Total Self-esteem were found between the pre-
treatment scores and the ninth grade scores; a positive time effect was found on the
subscales of General Self, Social Self-Peers and Home-Parents.

Quantitative analysis of academic achievement, attendance and conduct
demonstrated no statistically significant impact based on a student’s attendance in the
Pride Program. The only area which demonstrated significant results was self-esteem in
the three subareas of General Self, Social Self-Peers and Home-Parents. Various

recommendations for program improvement are discussed.

iv
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Pride Study -

CHAPTER1
INTRODUCTION

Purpose of the Study
"Children are our most valuable resource.” "A mind is a terrible thing to waste."

These statements have become ubiquitous in the popular media. However, despite the
multitude of social and educational programs targeted for children "at risk," in 1993 there
were still over 3.4 million persons ages 16 through 24 who had dropped out of school
(National Center for Education Statistics, 1994); in 1991 approximately 25 million
(America 2000, 1991) who had left school functionally illiterate; and in recent decades
"millions of others [who] fail[ed] in school and become the disposable children of
America" (Hornbeck, 1987, p. 4). Schools, one of the primary social institutions tasked
with producing skilled, productive workers and good citizens, can increase the chances of
helping children meet their full potential.

One manner in which schools can approach this formidable task is by learning to
collaborate with other societal institutions--businesses, communities and families. In
order to understand which approaches, models, methods and programs are most
beneficial for the "at-risk" populations in American schools, it is necessary to examine
each program carefully. The intent of this study is to provide a clear analysis of such a
collaborative program, the Pride Program, initiated by the Newport News Public Schools
in conjunction with Newport News Shipbuilding and Dry Dock.

Pride was a program which interwove family and community involvement into its
program design. It was the first, and only program in the Newport News Public Schools

which utilized a residential, summer-school model combined with mentoring and school-
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Pride Study - 2

year follow-up to affect positive changes in at-risk students. The Pride Program is still in
existence today, but its form and format have been completely altered so that it no longer
resembles the original Pride Program examined in this study.

The original Pride was a complex and varied program which encompassed goals
such as improving student self-esteem; increasing academic achievement; encouraging
acceptable student behavior; improving attendance; fostering cooperation and trust;
affecting the development of career goals and long-range career plans; developing self-
awareness; providing a structured, drug-free, and safe environment; and heightening
parent involvement. However, the components of this original program which the
researcher has chosen to address in this study are student academic achievement, school
attendance, student conduct and total self-esteem. These four factors have been found to
be pivotal in determining a student's prognosis for high school completion, which can be
tied to future societal and economic success (Alpert & Dunham, 1986; Barrington &
Hendricks, 1989; Commission on the Skills of the American Workforce, 1990; Ekstrom,
Goertz, Pollack, & Rock, 1986; Hawkins, 1988; National Center for Education Statistics,
1993; Orfield, 1988; Pallas, 1991; Rumberger, 1987; Secretary’'s Commission on
Achieving Necessary Skills [SCANS], 1991; Vacha & McLaughlin, 1992; Velez, 1989;
William T. Grant Commission Report, 1988). In addition to being considered highly
predictive of high school completion, the four components chosen can be measured
systematically through school records , standardized instruments, or both. In order to
study three of the preceding components (academic achievement, attendance and
conduct), three groups of children, a total of 52 students, were studied over a five year

period: those who participated in Pride for two years; those who were selected to

participate in Pride, but who opted not to attend; and those who were a group closely

matched to the Pride students, but who were never offered the opportunity to participate

in the program. All three groups were composed of children from an inner- city, urban
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Pride Study -- 3

community in Newport News, Virginia. The fourth component, total self-esteem, was
examined by repeated testing of 19 students in the treatment group over a period of three
years.

The research design employed in this study (first three components) focused on
the comparison of groups as opposed to individual children. The groups were tracked
over a period of five school years, from the end of their fifth-grade year to the end of their
second year in high school (or Grade 10). The first three questions investigated
differences, over a five-year period, among the groups relative to academic achievement,
attendance and student conduct. The fourth question investigated the treatment group
differences on a measure of total self-esteem. The self-esteem portion of the study was

tracked over a three-year period and focused on those students who attended Pride for

two years. The final portion of the study incorporated a qualitative scrutiny of
participants’ perceptions of the program effectiveness, teacher observations and
perceptions of student conduct and progress, and researcher observations concerning the
implementation and cost of the program.

In order to provide a context for this study and to understand the reasoning behind
the structure of the Program, a discussion of the broader relevant issues is necessary. For
this reason, the balance of this chapter is employed to discuss the problems associated
with urban education in general and the need for viable alternatives to urban education as
it is structured presently. Furthermore, middle school as a crucial intervention point in
the education of urban youth is examined. Other critical issues investigated are
school/business partnerships, mentoring, summer school programs and self-esteem as
related to at-risk students. To complete the discussion, the Newport News Pride

Program, itself, plus the study design, environment and limitations are addressed.
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The Urban Education [ssues

A major problem for American society and American schools today is the plight
of children, especially those who are termed "at-risk" or "disadvantaged." Disadvantaged
students are in serious jeopardy of underachieving, dropping out of school, or both. Not
only do these circumstances produce a loss of human potential, but underachievement
and dropouts become problematic to the community at large (Frymier & Robertson,
1991). Kozol (1985) described disadvantaged students as "the children of those who are
not literate, who have been disenfranchised and remain excluded from the exercise of
power, [and who] learn to accommodate themselves to impotence and capitulation”
(p.76). These children follow similar patterns of illiteracy and disenfranchisement as did
their parents with the same results--failure in school, and all too frequently, failure in life:
incarceration; welfare dependency; marginal employment possibilities; dysfunctional
families, or combinations of the aforementioned (Bempechat & Gingsburg, 1989;
Frymier & Robertson, 1991; U.S. Bureau of the Census, 1994).

Poor, minority children who are relegated to living in dilapidated neighborhoods
in decaying inner cities fit Kozol's (1985) description of "disadvantaged." Baas (1991)
contended that "those at risk tend also to be among the 'disadvantaged': disproportionate
numbers of them come from families at or below the poverty level and are members of
minority groups” (p. 1).

A great number of these at-risk children are reared by poor, minority, single
women (Bempechat & Ginsberg, 1989). Between 1970 and 1980 the overall number of
households headed by females grew by 91 percent, and by 1985 that number had
increased by another 10 percent (Orfield, 1988). By 1991, approximately four million
children under the age of 18 lived with mothers (single parent household) who had not
completed high school (U.S. Bureau of the Census, 1993). Possibly, another five million

children could live with a mother (both parents in household) who had not completed
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high school (U.S. Bureau of the Census, 1993). In general, poor, Black or Hispanic
single mothers are very likely to have dropped out of school themselves (Bempechat &
Ginsberg, 1989). Research has indicated that parental education, particularly that of the
mother, is related closely to the school success of the children (Orfield, 1988; Pallas,
1991).

Current demographic trends do not indicate that the disturbing percentages
reported are decreasing. In fact, demographers predict that the disadvantaged segment of
the population will increase significantly by the year 2020 (Pallas, 1991, p. 14). Gary
Orfield (1988) reported that

In 1985, 54 percent of black children lived with only one of their parents.
According to a Census Bureau study, young black families headed by
females typically found themselves in a self-perpetuating and nearly
hopeless cycle of educational and economic disadvantage. (p. 57)

By 1993, the percentage of Black children under the age of 18 who lived with one parent
had risen to 57 percent (U.S. Bureau of the Census, 1994). Furthermore, the National
Center for Education Statistics' (1993) report on youth indicators stated, "The proportion
of poor children coming from female-headed households has risen dramatically, from 24
percent in 1960 to 59 percent in 1991 for all children and from 29 percent to 83 percent
for black children" (p. 49). As can be seen, the proportion of poor children coming from
female-headed households has increased 35 percent in 31 years for all children, and even
more dramatically, that proportion has risen 54 percent between 1960 and 1991 for Black
children. Furthermore, the National Center for Educational Statistics (1992) reported that
after adjusting for socio-economic status (SES), race-ethnicity, and sex, students from
single-parent families were still more likely to fail to perform at the basic proficiency
levels and two and a half times as likely to drop out of school as were students from two-
parent families. Interestingly, "...males drop out of high school more than do females

when they live with a single mother, but the reverse is true when they live with a single
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father" (Zimiles and Lee, 1991 as found in National Center for Educational Statistics,
1992, p. 11).

Coincidental to the increase of children living with one parent, is the fact that the
number of live births to unmarried women has increased, as measured by the National
Center for Health Statistics (1995). This agency states that the number of births to
unmarried women rose by 54 percent between 1980 and 1991. There were approximately
1.2 million births to unmarried mothers in 1991, 1992 and 1993, representing three out of
10 total births in those years. In 1980 there were 0.7 million births, which equates to
fewer than two out of ten total births to unmarried mothers. In 1993, births to unmarried
mothers accounted for 31 percent of all births. "Births to unmarried women comprised
20 percent of white births, 69 percent of black births, and 40 percent of Hispanic births
[in 1993]" (National Center for Health Statistics, 1995, p. 1).

The birth rates for women under age 20 were highest for Black and American
Indian women. Also, Hispanic teenagers, ages 15-19, have substantially higher birth
rates than non-Hispanic White teenagers (National Center for Health Statistics, 1995).
"In most cases, the groups with high proportions of births to teenaged mothers also have
high proportions of nonmarital births... Thus, unless the birth rate for unmarried women
declines, the number of nonmarital births may continue to increase" (National Center for
Health Statistics, 1995, p. 9). These circumstances have tended to generate escalating
rates of teen pregnancy, although all unmarried females giving birth are not all teens,
minorities or poor. Frymier and Robertson (1991) have illustrated this problem quite
clearly by stating that "poor children give birth to poor children; and in the process, our
society gives birth to a permanent underclass” (p. 29).

The preceding information does not imply that schools have control over poverty,
single parenthood or the birth rates of the population; however, schools can influence

some of the life decisions of students in general, and poor minorities in particular, by
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implementing appropriate programs which address the problems of these students.
Understanding some of the life circumstances (poverty, single mothers, teen pregnancy,
etc.) of minority children and the effects these circumstances have on a student's ability to
learn are crucial initial steps. Although schools may not be able to offer aid in the form
of monetary compensation or medical services, schools should be able to provide a safe,
nurturing environment, conducive to learning and reflective of a more hopeful future.
Because demographic trends for the future do not appear to offer any relief from
the dilemma of at-risk youth, schools must prepare themselves to educate these
individuals. American education must not ignore this problem of youth in increasingly
deteriorating circumstances, nor can educators declare that schools are not the cause of
the problem. Schools may not be able to cure the problem, but they must deal with it.
Census projections for the under-age-18 population in the United States, which
incorporates the school-age population, predict that this age group will become
increasingly non-White. The ratio of under-18 Black and Hispanic minorities is expected
to increase 20 percent by the year 2020, changing the current ratio of 30:70 (30 percent
Black and Hispanic to 70 percent White and non-Hispanic) to 50:50 (50 percent Black
and Hispanic to 50 percent White and non-Hispanic) (Pallas, 1991). This is not to say
that all Black and Hispanic children are at risk either in their socio-economic status or
their educational success; but, barring any dramatic changes in the economic or
educational resources of many Black and Hispanic families, or the schools which serve
them, more, rather than fewer, children will be placed at risk. Consequently, unless
viable school interventions or alternatives for at-risk students are sought and found, this
school-aged population of the future will be at even greater risk than the children of

today.
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The Need for Viable Alternatives for At-risk Youth

Educators in urban schools which draw from these disadvantaged populations
must confront the mind-set that results from poverty and the spirit of failure inherent in
the students who flood their classrooms. Teachers, administrators, and other
professionals in these urban schools not only must teach "the three R's," but also must
provide more for these at-risk children (Macchiarola, 1988).

Therefore, at-risk students need school-based intervention programs which are
designed to break the cycle of illiteracy and disenfranchisement. It is disconcerting to
note that the U.S. public education system has been perceived widely as one which is
failing American children (Chubb & Moe, 1990; Hirsh, 1992; Murnane, 1975; National
Commission on Excellence, 1983; Pallas, 1991). In particular, the system has not been
successful with the at-risk student population. Sinclair and Ghory (1987) stated that "one
in four students drop out of school before graduation...and 40 percent of all junior high
students probably have trouble with their reading materials” (p. 34). Further evidence of
the failure of American schools to meet the needs of the at-risk population was brought to
light in the Secretary's Commission on Achieving Necessary Skills (SCANS) Report of
America 2000 (1991). This report acknowledged that "we are failing to develop the full
academic abilities of most students and utterly failing the majority of poor,
disadvantaged, and minority youngsters" (p. 3). The academic and social failure of at-
risk students suggests the need for school programs, methods and strategies which are
different from those currently in place in most urban schools. These new programs must
consider the life environments of the at-risk students. If nothing else, alternative or
supportive programs must offer windows to a better world and an accessible door through
which urban students can gain entrance to that world. Methods and strategies must draw

on the strengths and interests of these urban students instead of magnifying their
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deficiencies. The aforementioned paradigm shift is necessary in that no child wishes to
face failure every day in every aspect of life.

Although many at-risk children have faced considerable failure in their
elementary school years, the problem is exacerbated during middle school and beyond.
The focus on middle-school youth is necessary and appropriate in that pre-adolescents
and adolescents are sensitive particularly to their deficiencies, whether perceived or real.
The pre-teen and teen years are a critical time of awareness and the commencement of
separation. If all one has seen previously is poverty and hopelessness, what better time
than adolescence, when awareness is dawning, for some person or some institution to

offer hope and the possibility of a better future through education (Wells, 1989).

Middle School as a Crucial Intervention Point

For those who believe that middle school interventions are too little and too late,
Wehlage (1988) suggested the middle school/junior high age was "a crucial point at
which intervention could take place...[and] unfortunately there is not much research on
interventions for at-risk students at the middle-school level" (p.37). In response to early
intervention programs, Pallas (1991) contended that at-risk youth need on-going
interventions (not only early interventions) throughout their education careers because of
their continuous exposure to family and community environments which usually are not
conducive to normal educational progress.

Furthermore, Van Hoose and Strahan (1987) postulated that early adolescence
(middie school age) is a developmental period when intellectual changes enable children
to utilize their newly discovered ability for introspection. In turn, this capability causes
their views of themselves to be affected by all their actions and all their personal contacts.

Programs which seek to be effective with middle school, at-risk students must take into
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account the sensitive nature of these students and the crucial, impressionable life-stage of
the middle-school age group.

Because personal contacts are so important during the early adolescent phase of
development, it is not surprising that middle school students who are at risk, especially
those considered seriously at risk, need serious nurturing. Honest, caring adults must
help these youth change their perceptions of others (adults and peers) and of the
education process from negative to positive. These children particularly need supportive
treatment from adults who honestly care about them as human beings (Frymier &
Robertson, 1991). With this support, at-risk adolescents at least have a chance of
breaking the constraints of poverty.

School/Business Partnerships and Mentoring
Elaborating on Frymier and Robertson's (1991) position, Hirsh (1992) connected

the critical nature of the middle-school years to attitudes during later life and to business
partnerships. He stated, "It is very difficult for vocational education, higher education or
adult education to correct for attitudes created during secondary schooling [grades 6-12].
So partnership between businesses and secondary schools is crucial” (p. 25). Programs
which provide interested, caring adults in the form of dedicated teachers, mentors, or both
serve a much needed function for at-risk students. Assisting at-risk middle-school
populations provides an ideal starting point for school/business collaborations since
critical life choices are at stake.

Although economic necessity has driven education and business together, the
alliance can be mutually beneficial and work to the advantage of students. "In a time of
fiscal stringency and widespread criticism, schools are in search of allies”" (Ruffin, 1983,
p-4). Almost a decade later, Hirsh (1992) wrote,

The assertion of a link between economic failure and weaknesses in
education has been a powerful stimulant for both schools and businesses to
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get involved in partnerships: schools for fear that their pupils will become
unemployed; firms in the hope that a better-educated workforce will
increase productivity. (p. 45)

These school/business partnerships can take many forms; however, one type
which involves mentorship can be particularly effective. Research on mentoring
indicates that mentoring of disadvantaged youth frequently has a greater effect on the
disadvantaged than the advantaged youth since there is a greater possibility for mobility
(Harrington, 1987, as cited in Flaxman, Ascher & Harrington, 1988). The alienation
resulting from fewer natural opportunities for at-risk youth to maintain enduring
relationships with adults necessitates programs which provide the adult relationships
absent in the lives of these young people (Flaxman et al.). Mentoring young adolescents
can be beneficial because according to Erikson (1963, 1980, cited in Flaxman et al.)

...the task of adolescence is to determine where one fits into the larger
social context outside of the family. Earlier social learnings,
identifications and personal endowment place limits on the adolescent
identity, but because it is a social formulation, opportunities offered by the
environment offer a second chance for new social learnings and internal
identifications. (p. 44)

Mentors and mentorship programs might provide that second chance that at-risk youth

need so desperately.

Summer School Interventions

Two additional factors in the equation addressing the education of at-risk children
are the decline of skill levels over the summer for inner-city children and the lack of
exposure to important stimuli during the summer period. Murnane's (1975) micro level

study, The Impact of School Resources on the Learning of Inner City Children, bolstered

the contention that the reading and math skills of inner-city children "stagnate” during
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the summer. Unlike their middle-class counterparts whose skills increased during the
summer months, inner-city children's skills declined. Over a period of many summers,
this decline was so great that it accounted for "more than half of the differences in word
knowledge skills between older ghetto children and older middle class children" (Hayes
& Grether 1969 study, as cited in Murnane, 1975, p. 88). Murnane posited that
experiences such as camp, travel and family vacations, in which many middle class
children engage, may provide important stimuli to learning. He concluded that "possibly
one of the most effective ways to improve the achievement of inner city children would

be to enrich their summer environment" (p. 89).

Self-Esteem

The link between self-esteem and achievement is convoluted at best. There are
those researchers who believe that making students feel better about themselves will help
students perform better academically (Beane, 1986; Fiscus, 1991; Friedland, 1992; Nave,
1990; Strahan & Strahan, 1988), those who argue that performing better academically is
more likely to raise self-esteem (Black, 1991; Covington, 1992; Holly, 1987), and those
who see self-esteem and academic achievement as having a more kaleidoscopic
relationship with each other (Admundson, 1991; Purkey, 1970). Whatever the
philosophical position, it is agreed that students need to be valued for themselves, not
hollowly praised for performances and actions which are not acceptable. At-risk
students, in particular, need to feel that their existence and those tasks required of them
are worthwhile. The development of successful interventions for at-risk adolescents
necessitates an awareness of those things which are relevant to this population and those

programs and teachers who value the children for themselves.
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The Newport News Pride Program

One intervention for at-risk adolescent students is the Pride Program, which was
initiated as a cooperative effort between the Newport News (Virginia) Public Schools and
Newport News Shipbuilding and Dry Dock. The program targeted teacher-selected
seventh- and eighth-grade, at-risk students at Huntington Middle School, an inner-city
middle school, which primarily serves inner-city youth. Pride students were identified in
the spring of their sixth-grade year and entered the program during the summer prior to
the beginning of seventh grade. The Pride treatment examined in this study consisted of

two summers of residential placement for periods of four weeks and three weeks
respectively. Students, their mentors, teachers and parents engaged in follow-up
activities during the seventh-grade and eighth-grade school years. These follow-up
endeavors included meetings, dinners, get-togethers and individual/student mentor
activities. School district teachers and shipyard employees served as teacher/mentors

during the program. Specifically, Pride consisted of academic classes to support skills

remediate skills, or both; field trips, excursions or programs to enhance cultural, social or
behavioral aspects of students; and physical/social activities to provide enjoyment. An
in-depth description of the Pride Program for 1991 and 1992 is in Appendix A -- 1991
Executive Summary of the Pride Program and Appendix B -- 1992 Executive Summary

of the Pride Program.

Pride’s importance and uniqueness stem from the combination of the
school/business partnership, the summer school time frame, the mentorship model and
the enriched environment provided for these at-risk, middle-school students. Due to the
paucity of middle-school program studies alluded to earlier and the need for additional
information on the effectiveness of school/business partnership programs which target at-
risk students, this study will contribute a vital and interesting segment to the

contemporary body of educational research.
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Study Design and Environment
This study was designed to examine the academic achievement, attendance,

student conduct and self-esteem of students who participated in Pride for two consecutive
summers. Academic achievement was measured using standardized test scores and
school grades; attendance was measured using number of absences; student conduct was
measured using number of discipline referrals; and total self-esteem was measured
using a standardized instrument, the Coopersmith Self-Esteem Inventory. For the
purpose of studying academic achievement, attendance and student conduct, 15 Pride
students (treatment group) were compared to one group of 22 students from Huntington
Middle School who were selected to attend Pride, but who opted not to (comparison
group), and a group of 15 closely matched students (not afforded the opportunity to
attend Pride) from a Newport News school demographically and geographically similar
to Huntington Middle School (control group). Students were compared quantitatively
across a period of five years--baseline--5th grade and 6th grade; treatment and post
treatment--7th grade, 8th grade, 9th grade and 10th grade (or second year in high school)
in three areas: academic achievement, attendance, and student conduct. These three
components were analyzed because the Pride program managers determined these
specific factors to be significant, both as selection criteria and outcome measures
(Newport News Public Schools & Newport News Shipbuilding, 1991). Concomitantly,
research has identified achievement levels, attendance and student conduct as important
factors in determining "at-riskness” (Frymier and Gansneder, 1989, p. 142).

Since self-esteem enhancement was one of the objectives of Pride, 19 of the Pride
students also were measured quantitatively by the use of the Coopersmith Self-Esteem

Inventory, a standardized self-esteem measure, over a period of three years--baseline
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(beginning of program, summer of 1991), post summer 1991, pre/post summer of 1992.
and post only spring of 1994.

Because there were many program effects which could not be examined
quantitatively, this study has included a qualitative component to illuminate the following
program aspects: participants’ perceptions of the effectiveness of the program; teacher
observations and perceptions of student behavior and progress; and researcher

observations of the implementation/conduct of the program.

Study Limitations
In applied research, rarely is the social setting controllable. Nevertheless, the

researcher can increase generalizability of the intervention by selecting comparable
comparison groups, taking multiple measures through time, or using some combination
of these controls. The research design used for this study was a combination of the
nonequivalent control group and the multiple measurement strategies. This combination
was considered to be the best quasi-experimental design for urban settings and provided
the necessary control for making cause-effect inferences (Andranovich & Riposa, 1993).
Additionally, a narrative based on questionnaires, surveys, scales and researcher
observations comprised the qualitative component of this research.

However, there are still limitations which need to be addressed which could not be
controlled in the conduct of this study. These limitations included multiple treatment
interference, lack of generalizability to other populations, uncontrolled variation in the
treatment due to a variety of teachers and mentors, experimental mortality and the
possibility of unknown intervening variables. More in-depth explanation of the

limitations will be conducted in Chapter 3, the methodology portion of this dissertation.
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Summary and Overview

In summary, Pride was not a "formal" or "standard” educational exercise. Pride
incorporated a public school collaborating with a community employer in an effort to
make an impact on the lives and futures of students at risk. The Pride Program was a
realization that the success of future generations of urban youth lies in education and
business working together. Hopefully, through the combined efforts of these two entities,
the cognitive, affective and behavioral aspects of urban youth will be shaped to form
productive, literate and skilled young adults.

The following chapter (Chapter 2) investigates the literature pertinent to the
salient aspects of the study, while Chapter 3 discusses the methodology used in the
conduct of the study. Chapter 4 contains the results of the study in narrative and graphic

form, and Chapter 5 summarizes the research conclusions and discusses directions for

future research.
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CHAPTER 2
SURVEY OF THE LITERATURE

Introduction

In the United States, urban at-risk students are in great jeopardy of failing in
school and in life (Crocker, 1994; Frymier & Robertson, 1991; Greer, 1991; Pallas,
1991). Innovative and calculated action is needed to help these young people. Some
critics have ascertained that the American system of education has not been providing
what is necessary for the vast majority of at-risk youngsters to be successful (America
2000, 1991; Comer, 1988; Greer, 1991; Hornbeck, 1987; Luke, 1986).

Other sources (National Center for Education Statistics, 1993) indicated that the
high school completion rates for Blacks and Hispanics, who have historically been at
greater risk than students in the general population, have improved between 1950 and
1991. Also, the large gap between Whites, Blacks and Hispanics on the National
Assessment of Educational Progress (NAEP) test scores in reading, mathematics and
science has narrowed slightly due to the rise in scores of Blacks and Hispanics, although
a sizable gap still remains (National Center for Education Statistics, 1993). However, a
local appraisal of student information on at-risk youth indicated that achievement, self-
esteem, and attendance were low, whereas absenteeism, discipline referrals, and
undesirable conduct were high in the at-risk population (Commission to Address the
Needs of Students At Risk of School Failure, 1990). At the national and local level, a
variety of programs, utilizing a multitude of formats, have been implemented throughout
the nation's schools (Committee for Economic Development, 1987) to attack the

problems of at-risk students. The Pride Program of Newport News, Virginia, is one such
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program. A necessary and legitimate role for scholarly research is the study of at-risk
programs, such as Pride, to determine effectiveness.

A survey of the literature is presented to provide a broad representation of those
issues pertinent to at-risk students and the programs which serve them, particularly the
Pride Program. Specifically, the literature review reflects those concerns and notions
which have comprised the set of dependent variables in this study--academic
achievement, attendance, student conduct and total self-esteem. Furthermore, the review
takes into consideration the guiding philosophies and underlying intents of the original
Pride program managers. Their philosophies and intents directed them in the planning
and implementation of the program.

To understand why certain items were chosen for inclusion in this review, one
must understand some of the prime philosophical and educational views espoused by the
Pride program managers. Because of these views, certain goals were incorporated in
Pride. The program managers had notions about how sixth- and seventh-grade, at-risk
students at Huntington Middle School in downtown Newport News, Virginia, could be

served best. These managers believed that academic achievement, attendance, student

conduct and total self-esteem would be affected positively by the Pride Program.

Although it had encompassed other goals, the anticipated outcomes of Pride selected for

this study were measurable, either by standardized tests, additional standardized
instruments or school records. However, some of the other envisioned effects of the
Pride Program were not quantifiable, but the philosophical underpinnings and the
program implementation still needed exploration. Qualitative observations were
necessary to address the unmeasurable goals.

First, the long term goals of the Pride Program were to prevent students from
dropping out of school and to help the students become productive members of society.

To this end, the Pride Program purposefully restructured the school and living
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environments of the students for approximately one summer month (for each of two
consecutive summers) because the managers believed that both school and home
environments played pivotal roles in effecting changes in at-risk students. Provisions
were made for a caring, safe and drug-free environment with appropriate role models and
significant amounts of structure. Newport News Public School teachers and Newport
News Shipbuilding volunteers, who received training to work with Pride students, filled
the roles of both teachers and mentors for the students, twenty-four hours a day.
Heightened self-esteem and trust were the focal points of the program climate. The
mainstays of the Pride Program were an emphasis on hands-on approaches to
mathematics and communication (reading and language arts) combined with cultural
enrichment outings. Other program activities were designed to develop goal setting
strategies, skills for dealing with conflict and self-control, cooperation, appropriate social
behaviors and a connection between academic learning, life goals and future work in the
"real world."

Second, the students chosen for the Pride Program and for this study came from
the population of an urban, inner-city middle school with a high concentration of students
who had been labeled "at risk." The term "at risk" can take on a multiplicity of
definitions, some of which are explored in this review; however, for the purposes of this

study, "at risk" has been defined as it was delineated by the Pride Program managers for

the purposes of student inclusion in the program: "(a) being over-age for grade placement
and/or by low achievement; (b) lacking in social competence and personal adjustment; (c)
having a poor attendance record and having frequent discipline referrals" (Newport News
Public Schools & Newport News Shipbuilding, 1991, p. 3).

With the program aims and the student population of Pride in mind, this survey of

the literature incorporates an investigation of the relevant topics noted in the two previous

paragraphs. The survey contains five sections: (a) prevalent notions and research about
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at-risk students, particularly middle- and high-school students; (b) an address of the four
dependent variables--academic achievement, attendance, student conduct and total self-
esteem and their various interactions; (c) research about middle school and summer
school as intervention points for at-risk students; (d) research on the utilization of the
mentorship model with at-risk students; (¢) information about school/business

partnerships.

Prevalent Notions and Research About At-risk Students

Definitions of risk. There are probably as many definitions of "at risk" as there
are people defining the term. Frymier and Gansneder (1989) began with the assumption
that, "children are at risk if they are likely to fail--either in school or in life" (p. 142).
Pellicano (1987) stated that the current definition of "at risk" is those who

...are uncommitted to deferred gratification and to school training that
correlates with competition and its reward, achieved status. Thus, we
perceive them as being at risk of becoming unproductive, underdeveloped,
and noncompetitive--of becoming a domestic "Third World.' (p. 47)

Pallas (1991) defined at-risk youth as "young people [who] have been exposed to
inadequate or inappropriate educational experiences in the family, school, or community"
(p. 21). Greer (1991) characterized at-risk students as those who "are 'at risk' of not
developing their potential and not succeeding in school" (p. 390). Furthermore, "these
students are generally defined as children who, due to a combination of academic and
social problems, are likely to drop out of school before graduating” (Lee, 1990, p. 12).
Pellicano (1987) viewed at-risk students as those who were poor and alienated within the
"modern" society (p. 47). In this same vein, Whitmore (1988) stated that "many of our

at-risk students feel alienated from their schools, alienated from society, alienated from
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the future, and alienated from any sense of self-worth or any sense that anyone cares”
(p- 39).

Definitions of risk in the term "at risk" have a basis in specific factors, either
demographic, academic or psychological, which have been found to correlate with
negative school and life performances of children. Although there appeared to be many
factors, certain themes recurred in the literature. The following section investigates those
themes and the factors most relevant to the current study.

Risk factors. Since demographic factors were used to match students in the Pride
Program study, it was necessary to determine which factors were the most related to risk.

Also, this researcher noted that at least one teacher who recommended students for the
Pride Program informally (hand-written teacher notes next to specific names on list of
students) considered demographic factors, specifically family composition, when making
recommendations for program inclusion. Both the matching of treatment-group students
to control-group students and the teacher comments led to the need for an examination of
certain risk factors.

Vacha and McLaughlin (1992) stated that "the single most consistent factor
characterizing at-risk students is social class" (p. 9). A broader perspective was taken by
Wehlage (1988) as he identified three broad correlates of dropping out of school. The
first set of correlates was related to family and social background and included low
socioeconomic status, race and ethnicity, single-parent home, low educational attainment
by parents and siblings, English not the primary language of the home, and mobility
(frequent family moves). The second set of correlates related to personal problems such
as drug/alcohol abuse, pregnancy, psychological depression and low self-esteem, physical
health problems and trauma produced by death or divorce in the family. School-related

factors comprised the third set of correlates: course failure, credit deficiency, retention in
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grade, suspension, disciplinary difficulties and a belief that the school is hostile to, or
unconcerned about, the student.

Furthermore, Wehlage (1988) stated that individual students are effected by some,
but usually not all, of these factors. He did not deny the complexity of the drop-out
phenomenon which has both long-term and immediate, or precipitating, causes.
However, he said that "it is important to note that studies show school factors to be the
most powerful predictors of dropping out. School failure and disciplinary difficulties
produce the highest correlations with dropping out" (p. 37).

In 1988, Frymier and Gansneder conducted a study for Phi Delta Kappa on
students at risk (data published in 1989). The study involved 22,018 students in 276
schools throughout the United States. Data on 45 previously identified risk factors were
collected on 6,173 fourth-graders, 7,762 seventh-graders, 7,417 high school sophomores
and 666 others. The study sample was large, but it was neither stratified nor random.
Each chapter of Phi Delta Kappa identified three schools (in some cases more) that were
representative of the area that it served. Teachers and counselors studied school records
of 100 "typical" students in each school. These professionals were people who knew
each student best. They provided factual information about individual students to local
researchers regarding the 45 factors identified by earlier research. It was found that
between 25 percent and 35 percent of the 22,018 students in this study were seriously at
risk and that one out of eight had a negative sense of self-esteem. Even these percentages
were considered an underestimate because of the nature of the data collection. "If
information was not available, that factor was not identified as contributing to a student's
risk level" (Frymier and Gansneder, 1989).

For their study, Frymier and Gansneder (1989) agreed upon 45 risk factors,
which had been identified by their review of previous research, as contributing to risk in

at-risk youth. Then these risk factors were divided into five clusters: academic failure,

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Pride Study -- 23

socioeconomic status, family instability, family tragedy and personal pain (Frymier &
Robertson, 1991). Some of the factors of the 45 identified in research included number
of parents in the home, parents’ education level, age (over-age) for grade level, retention,
attendance, suspension, self-esteem, primary language, school transfers, extracurricular
activities, drug usage, life in a drug usage environment, physical or sexual abuse, and
pregnancy. Frymier and Gansneder (1989) stated that "At-riskness is a function of what
bad things happen to a child, how severe they are, how often they happen and what else
happens in the child's immediate environment" (p. 142).

In other work with student risk factors, Pallas (1991) identified five prime
demographic factors most associated with risk for school failure: (a) racial and ethnic
identity, (b) poverty status, (c) family composition, (d) mother’s education, and (e)
language background. The National Education Longitudinal Study of 1988 (NELS:88)
(National Center for Education Statistics, 1992) studied a cohort of 25,000 eighth-grade
students in public and private schools across the United States. Baseline data was
accumulated in 1988, with longitudinal, follow-up research completed in 1990. The
findings of NELS:88 supported Pallas's listing of risk factors and reported that six percent
of the eighth-grade class of 1988 had dropped out of school by the 10th grade. Relative
to race and ethnic identity, NELS:88 stated that

Compared with other students, a larger percentage of male students, of
black, Hispanic, or Native American students, and of students from low-
socioeconomic backgrounds were deficient in basic skills. A larger
proportion of black, Hispanic, or Native American students and low-SES
students were also dropouts. (p. 5)

Furthermore, NELS:88 studied poverty status and family composition. Although single

parent households (particularly female-headed households) and low socio-economic
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status (SES) were known to be highly correlated, the NELS:88 report, after adjusting for
SES, race/ethnicity and sex, found that

...students from single-parent families were still more likely to fail to
perform at the basic proficiency levels. They were about one-quarter to
one-third more likely to perform below the basic reading and math levels
and were more than two and a half times as likely to drop out of school as
were students from two-parent families. (p. 14)

Also, mother’s education level has been found to be one of the primary, and
possibly the most reliable, predictors of academic and economic success (Bempechat &
Ginsburg, 1989; Natriello, McDill & Pallas, 1990; Pallas, 1991; William T. Grant
Foundation, 1988). "Evidence suggests that children's academic outcomes are negatively
affected by low levels of parent education....Relative to children of well-educated
mothers, children of poorly educated mothers have lower grade point averages and lower
achievement test scores" (Bempechat & Ginsburg, 1989, p. 9). Therefore, having a poor,
undereducated mother becomes a risk factor. The Statistical Abstract of the United

States, 1994 (U.S. Bureau of the Census, 1994), stated that in 1993, there were 4,531,000

children, of all races, under the age of 18, living with mothers (one-parent household)
who had no high school diploma.

The fifth demographic factor was language background. This factor was not
considered in the current study because none of the treatment group had English-as-a-
second-language backgrounds.

Other characteristics identified by Wehlage (1988), Frymier & Gansneder (1989)
or NELS:88 (1992) as predictors of risk status were academic or behavioral in nature.
These factors included history of poor grades in mathematics and English, minimal or

non-existent levels of homework completion, lack of preparedness for class, frequent
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class cutting, frequent tardies or absences, frequent disruptive, inattentive or passive
behaviors, and attendance at schools with large minority populations.

Barrington and Hendricks (1989) conducted a longitudinal, four-year study with
an initial population of 651 students from a small city (35,000) and the surrounding rural
area. Their study compared absences, achievement scores on the Iowa Tests of Basic
Skills (composite), achievement/intelligence ratios, number of failing grades, grade point
average (GPA) and teachers' negative comments for high-school graduates, dropouts,
four-year nongraduates and five-year nongraduates. They found that graduates differed
significantly from dropouts across all six variables. However, graduates differed
significantly from nongraduates (after four years and five years of high school
attendance) across one variable only--teachers' negative comments. These teacher
comments successfully identified nongraduates (four years), nongraduates (five years)
and dropouts when these students were at the elementary-school level. Possibly, this
early identification by teachers may be attributed to a teacher's sense of the student's
attitude and the student's actions which reflect that attitude.

Locus of control theory, as hypothesized by Greer (1991), might explain what
teachers (in Barrington and Hendricks [1989] study) had noted in their comments. These
teachers had extensive personal interactions with students. A child's sense of control, or
lack of control, over his life situation was apt to be reflected in that child's attitudes and
actions in the classroom. The teacher, out of necessity, would become familiar with, and
have to manage, the child's attitudes and actions on a daily basis. Greer (1991), quoting
from the Research Roundup, Fall 1990, stated that "at-risk students differ from their peers
along a critical variable: locus of control” (p. 390). At-risk students frequently believe
that their successes (if they have any) are attributable to luck or other outside influences
rather than to their own efforts. "These children, because of the at-risk factors that have

shaped them, lack any sense of mastery over their own lives" (Greer, 1991, p. 390).
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Working definition of at-risk students. In 1991, the program managers for the

Pride Program defined at-risk students as those students who met one or more of the
following criteria: being over-age for grade placement and/or low achieving; lacking in
social competence and personal adjustment; having poor attendance; and having frequent
discipline referrals (Newport News Public Schools & Newport News Shipbuilding,

1991). For the purposes of this study, the above definition of at-risk students will be used
as a working definition. Those sixth-grade students who met these criteria at Huntington
Middle School were selected for inclusion in the Pride Program.

At-risk students and educational systems. Formal educational systems often
create situations that impede learning for certain students, particularly at-risk students, by
ignoring the complex interactions of the cognitive and affective domains. The extent of
the influences of prior knowledge and the role of environment in filtering knowledge are
factors frequently overlooked. Prior knowledge, as shaped by environment, influences all
incoming information (Kozma & Croninger, 1992; Beane & Lipka, 1984). The extent of
prior knowledge and the type of home environment (non-stimulating v. enriching,
abusive v. nurturing and lacking in appropriate role models v. having appropriate role
models) frequently constrict learning (Beane & Lipka, 1984). Pallas (1991) terms the
lack of a stimulating environment as cultural deprivation. Vacha & McLaughlin (1992)
describe this "nexus of family characteristics" as "cultural capital” (i.e., certain parental
attitudes, values, and behavior patterns that account for the remarkable success of middle-
class students) (p. 12). Depleted deposits of "high culture” (scoring well on tests about
literature, music and art; participating in cultural events such as concerts), which is an
element of cultural capital, have been shown to correlate highly with at-risk students who
are academically unsuccessful, particularly males (Results of a study conducted by Paul

DiMaggio, 1982, as reported in Vacha & McLaughlin, 1992).
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Closely related to the cultural capital theory is another theory espoused by
Coleman and Hoffer (1987). The "social capital” theory introduced by Coleman and
Hoffer is similar to the cultural capital concept and concerns the impact of family and
community on the achievement of children. Social capital was defined by these
sociologists as the social relations which exist within the family or the community.

Coleman and Hoffer stated that

...this research shows, just as has much other research, that outcomes for
children are strongly affected by the human capital possessed by their
parents. But this human capital can be irrelevant to outcomes for children
if parents are not an important part of their children's lives, if their human
capital is employed exclusively at work or elsewhere outside the home.
The social capital of the family is the relations between children and
parents (and when families include other members, relationships with
them as well). That is, if the human capital possessed by parents is not
complemented by social capital embodied in family relations, it is
irrelevant to the child's educational growth that the parent has a great deal,
or a small amount, of human capital. (p. 222)

Since early experiences of frustration and/or failure forge a formidable barricade
to achievement (Brookfield, 1986) and cultural capital and social capital have been
shown to be correlated highly with student academic achievement, some form of
education different from the norm appears to be necessary in the case of at-risk youth.

The standard American education system is basically a one-size-fits-all
proposition. However, if at-risk students are to benefit from education, some
accommodations must be made prior to, or simultaneous with, at-risk students’ inclusion
in the standard curriculum. Vacha & McLaughlin (1992) strongly suggested that schools
can help at-risk students overcome the scarcity of "cultural capital" and the cycle of low

achievement. Self-defeating attitudes such as Ignoffo's (1988) "inner critic" (p. 704) must
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be silenced, and repair work must be done on students’ affective as well as their cognitive

domains if public school education is to have a significant impact on students at risk.

Academic Achievement, Attendance, Discipline and Self-esteem

Not only are there many definitions of "at risk" and many ideas about the causes
and characteristics of risk, but there is the basic problem of "more and more students
[who] are lurching through school, out of control. More and more students, as the
statistics testify, [who] are 'at risk’ of not developing their potential and succeeding in
school" (Greer, 1991, p. 390).

In Barrington and Hendricks' (1989) study (previously delineated in this chapter),
the researchers found that dropouts showed "a clear indication of academic problems by
the third grade. Achievement test scores [were] below the scores of his or her classmates
and also below the level one would expect, given the student's ability” (p. 316). In
contrast, the same study showed that typical nongraduates after four years or five years of
high school (NG-4 or NG-5) did well in terms of achievement scores up until middle
school, which indicated that NG-4's and 5's had a good mastery of basic skills. At the
middle-school level "serious problems in academic work clearly begin to appear. In
seventh grade a pattern of failing grades in some courses and a poor GPA is established,
and that pattern generally continues throughout middle school and high school" (p. 317).

However, one critical difference between dropouts and the other three groups
(graduates, NG-4 and NG-5) was the attendance pattern. Attendance for dropouts became
increasingly poor (high rate of absences) into middle school and high school. Although
attendance declined somewhat in the middle school and high school years for NG-4's and
NG-5's, it still remained commensurate with the attendance pattern of high-school
graduates. NELS: 88 reported that after holding constant race/ethnicity, sex and SES,

regular absenteeism, tardiness, cutting classes, coming unprepared to class and smoking
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were all found to be associated with school failure--scoring below basic proficiency
levels in mathematics and reading--and to dropping out between the 8th and 10th grades
(National Center for Education Statistics, 1992).

In summarizing information about underachievement in the areas of reading and
mathematics, NELS:88 stated that "school failure does not happen in a single day or year,
but is a culmination of a gradual process of school disengagement over time" (p. 37).
Some of the factors involved in this disengagement were poor attendance, cutting class,
disruptive behaviors and other actions which demonstrated the student's disinterest in
school. Similarly, Pallas (1991) stated that "histories of school failure are cumulative,
and with each passing year, it becomes more and more difficult to escape the weight of a
growing mass of failure” (p. 18). However, Pallas's second issue was that schools tend to
reinforce "preexisting social inequities” (p. 18). Because of this, the advantages and
disadvantages that students bring with them are reinforced and perpetuated.

After adjustments for socio-economic status (SES) and sex, the NELS:88 report
found that "students from all minority groups appeared to drop out at much more similar
rates as those of white students” (p. 9). However, even after the adjustments for SES and
sex, Black, Hispanic and Native American students were underachieving significantly in
reading and mathematics. Black students were 77 percent more likely, Hispanic students
60 percent more likely and Native American students twice as likely to "perform below
the basic math skill level” (p. 9). A comparison of basic proficiency levels in reading
indicated similar results to those in mathematics: Black students were twice as likely as
White students to fall below, Hispanic students were 74 percent more likely and Native
American students were 187 percent more likely.

Bempechat and Ginsburg (1989), while allowing that statistics demonstrated the
poor academic performance of Black, Hispanic and Native American students, suggested

that other pertinent information about students' poor performance existed. These authors
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asserted that although there was no difference in the cognitive skills of majority and
minority students (Ginsberg, 1986, as cited in Bempechat & Ginsburg, 1989) or between
middle- and lower-class children (Ginsberg & Russell, 1981, as cited in Bempechat &
Ginsburg, 1989), there was a difference in the basic motivation to achieve. Even as early
as first grade, that achievement gap was noticeable and growing.

Fordham and Ogbu's (1986) work on caste-like minorities indicated that an anti-
academic achievement ethic might be mushrooming among Black and Hispanic children.

Possibly, this ethic stemmed from years of discrimination and exploitation suffered by
some minorities, particularly Blacks, Puerto Ricans and Native Americans. In turn, this
exploitation fostered views that self-betterment did not provide uniform and consistent
positive outcomes and that achievement and academic pursuits were solely the domain of
Whites. Thus, one would be denying one's ethnic identity if one pursued academic
success. Strong peer pressure was exerted to discourage students from academic success
by viewing this behavior as "acting white" (p. 177).

In 1982, Fordham and Ogbu (1986) began an intensive study of 33 Black
eleventh-grade students from Capital High in Washington, D.C. This school isa
predominantly (99 percent) Black school located in a historically Black section of
Washington, D.C., in what can be described as a relatively low-income area. When Black
high-school students from Capital High were interviewed, it was found that both male
and female underachievers purposefully undermined their own achievement by not
studying or studying minimally, by cutting classes or having excessive absenteeism, or by
becoming athletes, if possible. High achievers, although committed to doing well in
school, reported that they had developed strategies for coping with academic success that
included avoiding friendships with other high achieving individuals or shunning

organizations which spotlighted high achievement, acting "crazy," being the class clown,

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Pride Study — 31

keeping their efforts a secret, putting "brakes" on their class participation and generally
maintaining a low profile.

Fordham and Ogbu (1986) concluded that "The sources of their [Black students]
school difficulties--perceptions of and responses to the limited opportunity structure and
the burden of acting white--are particularly important during the adolescent period in the
children's school careers" (p. 201). Similar findings were reported for Hispanics (Ogbu &
Matute-Bianchi, 1986 as cited in Fordham & Ogbu, 1986) and, to a certain extent,
American Indians (Erickson & Mohatt, 1982; Philips, 1983 as cited in Fordham & Ogbu,
1986).

Like Ogbu and Fordham's thesis, Farrell, Peguero, Lindsey, and White (1988)
(cited in National Center for Education Statistics, 1992) conjectured that "disengagement
from the educational process had less to do with disinterest in learning than with a self-
protective disengagement from a system in which they had consistently been unable to
earn scarce rewards" (p. 31). This observation, apparently, reflected attitudes of students
at risk, regardless of their racial or ethnic label.

Although much of the research views underachievers and dropouts as helpless and
hopeless individuals, Fine (1988) suggested a very different profile of dropouts. In her
study of forty students enrolled in a special program in an alternative high school in the
South Bronx, New York City, she found that "the dropout profile was of a student
relatively nondepressed, critical of social injustice, willing to take initiative, and
unwilling to conform mindlessly” (p. 90).

In explaining Fine's findings, it is helpful to examine Beane and Lipka's (1984)
construction of four patterns of behavior relative to the student's choice of staying in
school or dropping out: those students who have a clear self-concept and stay in school;
those students who have a clear self-concept, but drop out of school; those students who

have an unclear self-concept and stay in school; and those students who have an unclear
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self-concept and drop out of school. As can be noted, all four patterns revolve around the
students self-conccpt--whether it is clear or it is unclear--and the relationship of self-
concept to issues of self-fulfillment in adolescence. Before proceeding with further
investigations of self-concept, self-esteem, or both, it is necessary to understand Beane
and Lipka's definitions of these terms. They define self-concept and self-esteem as
elements of self-perception. However, self-concept and self-esteem are not the same.

Self-concept was described as the roles and attributes one believes one possesses,
while self-esteem was value laden--an evaluation one makes of those roles and attributes
perceived in self-concept. For example: [ am talkative. This is a self-concept. On the
other hand, the value one places on being talkative (good, bad or indifferent) would
indicate self-esteem. Beane and Lipka (1984) differentiate between self-concept and self-
esteem in the following manner.

In short, self-concept is defined as the description of self in terms of roles
and attributes....Self-esteem, on the other hand, refers to the evaluation one
makes of the self-concept description and, more specifically, to the degree
to which one is satisfied or dissatisfied with it, in whole or in part. (p. 5)

Many students do have clear and realistic goals (clear self-concept) which they
feel their school experiences support. They enjoy success in school and their self-concept
is compatible with the school's expectations and values; therefore, staying in school is a
beneficial thing to do, and they stay in school. Others, who have a clear self-concept and
do not drop out of school, do not necessarily internalize the school's values and
expectations; however, these students find that they need something the school offers (a
diploma, engaging in a sport or other specific activity) in order to fulfill their own future

desires. As soon as the school fails to deliver what they need, they might choose to drop

out.
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A second pattern of behavior is that of a student who has a clear and realistic self-
concept, but who does not perceive the school as supportive or beneficial in the
fulfillment of needs. Usually this type of student does feel capable, independent and
confident. He or she is the kind of adolescent who consciously and physically drops out
of school and seeks some other environment which will lead to self-fulfillment. This
kind of student appeared to be the type which Fine (1988) reported finding in her study.

The third and fourth patterns involve students who do not have clear and realistic
self-concepts. Generally, they are confused adolescents. One type stays in school only
because school serves as a kind of haven. In-school status, although not personally
meaningful, appears to be more acceptable than dropout status. The other type (pattern
four) of confused adolescent drops out of school. Unfortunately, students of the fourth
type are the ones who are "likely [to] face unemployment, or at best, unsatisfactory
employment [sic] and they perhaps become susceptible to negative influences or anti-
social behavior standards" (Beane & Lipka, 1984, p. 64).

Two patterns of behavior reflect frustration with school experiences: the physical
dropout (clear self-concept, but drops out of school) and the mental dropout (unclear self-
concept, but stays in school). Beane and Lipka (1984) suggested that within these four
patterns, one set of behaviors for dropouts represents withdrawal and the other represents
submission. As a whole, however, both types of dropouts perceived school to be a
personally pointless experience. Furthermore, Bloom (1977) stated that "Studies have
indicated that school drop-outs tend to have more negative self-esteem as learners than
those who stay in school, and that these feelings are a result of cumulative school failure
which often begins early in the elementary school" (as cited in Beane & Lipka, 1984,

p. 61).
However, only one facet of self-perception is represented by self-concept and self-

esteem as learner. In other words, some dropouts leave school because they believe they
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cannot succeed within it, but others may leave because school does not represent "a self-
enhancing experience" (Beane & Lipka, 1984, p. 61) and other alternatives appear to be
more appealing. Additionally, some young people may be physically present in school,
but have mentally dropped out in terms of acquiescing to the institutional requirements
and curricular objectives of the school.

As stated earlier, self-esteem is derived from the value base of the individual.
Thus, when discussing the connection between self-esteem and academic achievement,
one must be "sensitive to the dangers of inferring self-esteem on the basis of values held
by anyone other than the learner” (Beane & Lipka, 1984, p. 7). This notion which
incorporates the value system of the learner, relative to the self-esteem and achievement
of students, appears to speak to some of the information gleaned about at-risk students.
In particular, the notion is applicable to the theories and studies conducted by Fordham
and Ogbu (1986) and the findings of Bempechat and Ginsberg (1989) concerning the
"anti-academic achievement ethic." In essence, this ethic and self-esteem also are based
on the value system of the learner (Beane & Lipka, 1984; Holly, 1987).

There are great disparities in the thinking and research about the connection of
achievement and self-esteem. Black (1991) found that

...schools can have some influence on a child's self-esteem. However,
research also shows that self-esteem, whether high or low, is [a] rather
fixed and stable psychological state, not too amenable to change.
...Research consistently shows that improved self-esteem is an outcome
rather than a cause of success and achievement. (p. 29)

In addition to Black's findings, Friedland (1992) stated:

Substantiating the critical importance of self-esteem are dozens of
reputable research studies that show a high correlation between healthy
self-esteem and the following behaviors: Higher educational aspirations;
superior academic achievement; less chance of dropping out of school;
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lower chance of becoming involved with drugs and alcohol; less chance of
anti-social behaviors; greater acceptance of other people and less
prejudice; [and] more involvement in pro-social behavior such as helping
others. (p. 97)

The degree to which self-perceptions, and self-esteem in particular, enter into school
achievement, has been, and continues to be the topic of considerable research. Purkey
(1970) contended that there is a "persistent relationship” (p. 23) between the two
variables of self-concept and school achievement. This interaction is kaleidoscopic in
nature and results in self-perceptions influencing school achievement and school
achievement influencing self-perceptions. Purkey (1970) describes the relationship and
the interaction of variables as follows:

Although the data do not provide clear-cut evidence about which comes
first--a positive self concept or scholastic success, a negative self concept
or scholastic failure—-it does stress a strong reciprocal relationship and give
us reason to assume that enhancing the self concept is a vital influence in
improving academic performance. (p. 27)

Not totally in contrast, but providing an alternative view of the self-esteem and
achievement issue, Holly (1987), citing numerous studies (Bachman & O'Malley, 1986;
Pottebaum, Keith & Ehly ,1986; Scheirer & Kraut, 1979; Wells & Marwell, 1986; Wylie,
1974), asserted that self-esteem is an effect, not a cause of academic achievement.

Generally, these studies found no causal relationship between self-concept and academic

achievement. Additionally, Scheirer and Kraut's study concluded that "the evidence for a
causal relationship between self-concept and academic achievement was overwhelmingly
negative” (Holly, 1987).

Holly (1987) stated that high self-esteem does not always lead to high academic
achievement, although it can enhance the chances for a student's success because it gives

him confidence to try. He further explained:
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Self-esteem, then, can indeed increase chances of success by reducing
depression and fear of failure. But it does not do so by providing a motive
to succeed. There are two subsidiary conclusions relevant to teaching.
First, the best way for students to increase confidence in their abilities is to
actually acquire competencies that will justify feeling confident. Second,
the best way to motivate students to do their best is to lead them to see for

themselves the value of the goals we wish them to pursue. (p. 32)

As indicated by the previously presented perspectives on self-concept, self-esteem
and academic achievement, many factors are actively involved. Student motivation is
affected by fear of failure; therefore, he may not attempt learning tasks. Success as a
learner is dependent on motivation. Self-esteem as a learner cannot be enhanced unless
the student succeeds. Motivation to be a learner is stifled because he is afraid to attempt
learning tasks because he has failed so frequently. Thus the cycle of failure perpetuates
itself. The conundrum of which comes first, healthy self-esteem or good academic
achievement still persists. However, what can be concluded is that situations which

promote negative self-esteem, poor academic achievement, or both are not beneficial to

anyone.

Middle School and Summer School Intervention Points

Middle school. "There is probably no more dramatic age period in the human
lifespan than transescence or emerging adolescence” (Beane & Lipka, 1984, p. 20).
Generally, a child's entrance into the transescence stage [ages of 10 to 14 (Bromberg,
Commins, & Friedman, 1980 as cited in Beane & Lipka, 1984, p. 20)] occurs
simultaneously with entrance into middle school. Thus, the fact that middle school is a
critical time cannot be ignored. It is a momentous period for physical development as

well as cognitive, psychological and emotional development. "Since transescence is
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virtually unique in the dramatic changes that characterize it, the period might also be
considered as one of acute vulnerability” (Beane & Lipka, 1984, p. 23).

For those who believe that middle school interventions are too little, too late, this
misconception could not be less accurate. In reality, as Wehlage (1988) stated, middle
school/junior high age is "a crucial point at which intervention could take place...[and]
unfortunately there is not much research on interventions for at-risk students at the
middle school level" (p. 37). In 1958, Piaget and Inhelder (as cited in Beane & Lipka,
1984) concluded that the onset of formal cognitive operations occurs in transescence.
Although it is not implied that cognitive development reaches maturity during
transescence, it can be said that most middle-school children do begin to develop a
capacity for abstract or conceptual thought. This emergence of abstract thought leads to
questioning of values and ideas, particularly those held by significant adults (e.g., parents
and teachers). Peer group interaction and need for acceptance also becomes significantly
stronger. All of these physical, emotional and cognitive changes carry with them the
price of uncomfortable dissonance for the transcent. Thus, the years of transcence are the
optimal times at which to clarify cognitive goals, educational and life values, and
personal roles.

Research has shown that many of the problems related to poor high school
performance have their foundations in the middle school years (Barrington & Hendricks,
1989; Committee for Economic Development, 1985). Significant differences in
attendance, number of failing grades, and serious problems in academic work begin to
appear at the middle-school level. Barrington and Hendricks' (1989) longitudinal study
found that the typical nongraduate (student who had attended 4 or 5 years of high school,
but had not earned a diploma) maintained a pattern of good attendance and achievement
in elementary school, followed by failing grades and reduced academic achievement in

middle school, while the graduate's level of attendance and academic achievement
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remained relatively consistent. For nongraduates, seventh grade was found to be the
point at which a pattern of failing grades in some courses and a poor GPA were
established. The pattern, once established, was found to continue throughout middle
school and into high school. On the other hand, the dropout showed clear manifestations
of academic and attendance difficulties by third grade, three to four years earlier than the
manifestations of nongraduates. For dropouts, poor attendance and underachievement
increased significantly from fifth grade on. However, significant patterns of poor
attendance and underachievement were not established by both nongraduates and high-
school dropouts until the middle school level.

There has been speculation about the reason for the critical nature of the middle
school phase of education. The probability exists that this phase might be the breaking
point for at-risk students. It has been posited that middle school is "the point at which
lower achievers internalize negative attitudes toward school and demonstrate chronically
poor school performance” (Committee for Economic Development, 1985, p. 48). Becker
(1990) contended that middle school is a critical time period because students are
developing a "long-term attitude toward the role of education in their lives" (p. 450).
Wehlage (1988) maintained that "this is the time when a student develops a clear
academic self-concept. This is when students begin to sort themselves into 'winners' and
'losers’ in school” (p. 37).

At-risk students already have significant burdens of poverty, alienation and/or
other deleterious environmental or school related factors. Wells (1989) emphatically
stated that "dropout prevention strategies, therefore, must be targeted toward the middle-
school grades, when the stresses of schooling related to academic achievement, behavior,
and membership pose grave danger to already disadvantaged students who have the
fewest resources to cope with new hurdles" (p. 27). Some of the resources they lack, due

to cost factors, might be educational or cultural summer activities.
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Summer school. Although research on summer school learning is quite sparse.
Ascher (1988) indicated that "disadvantaged students lose ground dramatically during the
summer” (p. 3). In his study on inner-city children, Murnane (1975) concluded that "the
summer appears to be a period when the reading skills of inner city children stagnate and
their math skills decline” (p. 88). He postulated further from a study conducted by Hayes
and Grether (1969) that the reason for the decline in the skills of inner-city, poor children
and the maintenance or increase of skills of children living in middle-class neighborhoods
could have been due to middle class children having had opportunities to go to camp, on
Vachations, or both, while most inner-city children lack these chances. Murnane
concluded that "these experiences may provide important stimuli to learning....Possibly
one of the most effective ways to improve the achievement of inner city children would
be to enrich their summer environment” (p. 88).

Vacha and McLaughlin (1992) suggested that schools can compensate for the lack
of experiences poor at-risk children suffer by providing them free or low-cost summer
programs and cultural experiences like those which middle-class children receive at
home. Thus, the school could provide at-risk children the summer opportunities which
could stimulate learning and decrease the summer stagnation of skills exhibited by at-risk
youth.

In contrast Heyns (1986) and Ascher (1988) suggested that the limited, and
generally weak evaluation attempts of summer school programs have indicated that
school performance is not enhanced significantly by summer school attendance. Until
more uniform and more rigorous research is conducted on summer school interventions,
it is doubtful that an accurate picture of the effects of those interventions on academic
achievement will be obtained.

Although previously cited research has shown no conclusive proof that summer

school interventions provide significant benefits, intuition and logic suggest that any
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intervention which affords additional help to an at-risk student may be beneficial to that
student socially, academically, or both. Thus, when students are found to be at risk
because of low self-esteem or a variety of other factors, school districts look for ways to
help those students. One of the helping strategies is initiating new interventions such as
summer school programs.

A program which proved successful for high school students was the Porterville
Union High School District (California) Summer Work Camp. This program, for at-risk
high school students, offered a two-week volunteer work experience camp in the Sequoia
National Forest. Results indicated improved grade point average, reduction of absences
and reduction in behavioral referrals. The majority of summer programs are employment
programs which target high school students. Although, the Boston Compact is one of this
type of program, it has broadened its scope in order to bring it into closer touch with
middle schools. Boston Compact's essential elements include exchanging jobs for
improvements in school performance in areas such as basic skills and attendance. The
lack of literature on, or the actual lack of, summer school programs for at-risk middle-
school youth is indicative of a serious service gap for a critical student population

(Wehlage, 1988; Wells, 1989).

Mentorship and At-risk Students
The Education Commission of the States (1988) described mentoring as a very

personal, one-on-one relationship. The Commission further stated that mentoring is an
effective way of helping at-risk youth because it encourages and guides personal growth
and development in an individual. More definitively, the Education Commission
concluded that "Whether by peers, college students or caring adults, one-on-one
mentoring addresses the major need of at-risk students--the need to build self-confidence

and see the connection to a positive future” (p. 47).
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Since transesence and adolescence are times of dramatic physical change,
emotional dissonance, and usually identity crisis, they are times when a child, particularly
a disadvantaged child, could be helped by a caring adult. Flaxman, Ascher & Harrington
(1988) stated that "earlier social learnings, identifications and personal endowment place
limits on the adolescent identity, but because it is a social formulation, opportunities
offered by the environment offer a second chance for new social learnings and internal
identifications” (p. 36).

Adolescent experiences for "advantaged" middle-class youth can modify self-
concepts and roles; however, these experiences generally reinforce earlier self-concepts
and roles. Socializing experiences and acceptable roles are more similar to past
childhood encounters in the social arena. However, disadvantaged youth must cope with
the incongruity of acceptable social roles which usually are at odds with their previous
experiences and roles. "For less socially, economically, and educationally advantaged
youth, often from an urban and minority background, available social roles may be less
congruent and more confusing" (Flaxman, et al., 1988). This dissonance can make the
task of navigating adolescence much more stressful, confusing and perilous. Those few
at-risk youth who do become successful adults often have had supportive social
resources, opportunities and an individual quality of personality and character which has
contributed to their success. Most disadvantaged youth do not have these assets at their
disposal. For these reasons mentoring can offer a vital dimension to programs which
target at-risk students. Mentoring offers the opportunity for social capital (Coleman &
Hoffer, 1987), networks of caring relationships between and among people, to be
developed or increased. This social capital can sustain and encourage at-risk youth.

Research has found that successful mentoring occurs when mentor and mentee are
proximal in social class; however, social class and gender matching are not the only ways

to bridge social gaps. Some of the critical aspects of a viable mentor-mentee relationship
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include trust, sensitive support, timely contacts and other appropriate resources (Ascher.
1988).

Basically there are two types of mentoring: instrumental mentoring and
psychosocial mentoring. Instrumental mentoring utilizes the mentor in the role of
sponsor, patron, host, advocate, teacher, advisor or coach for the mentee. The general
thrust of instrumental mentoring is to change the social circumstances of the mentee. In
psychosocial mentoring the mentor acts as a role model, an example, confirmor,
counselor and general source of support. The conscious or unconscious intent of
psychosocial mentoring is to change the mentee personally (Flaxman, et al., 1988).

Planned mentoring has been considered a modest intervention because its power
to substitute for missing adults or inappropriate role models is limited, and it can not
serve all who need it. Also, in many programs, mentoring is not usually of sufficient
duration to make significant, notable impacts. However, mentoring can improve the
social chances of some adolescents by leading them to new resources, instilling in them
an orientation to individual achievement and providing them with much-needed support
(Ascher, 1988; Flaxman, et al., 1988).

Some successful programs which involve mentoring include Ogilvy and Mather:
Mentoring in the Graphic Arts (1976); U.S. Navy Saturday Scholars (1983) involving the
Chicago Public School System and the Naval Training Center; "Project Mentor: Adult
Attention for Kids Who Need It" in Austin (Texas) using mentors from the business
community; and Partners in Education, Tulane University collaborating with Live Oak
Middle School in New Orleans. These and other mentoring programs which are being
implemented cooperatively by school districts and businesses or organizations, target at-
risk students. Such programs enlist adults to provide much needed guidance for, and
personal contact with, at-risk youth. These programs and other programs like them can
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provide safety nets for at-risk students, and they can prevent alienation and conflicts over

meeting new social and academic demands.

School/Business Partnerships

"Strong schools are not possible without strong businesses. Strong businesses are
not possible without strong schools” (Wynne, 1986, p. 94). In an increasingly global
economy, these two deceptively simple statements have major implications. Maintaining
the edge in an extremely competitive world market demands that the citizens and workers
of a society be highly educated, skilled and knowledgeable. For schools to produce the
type of worker and citizen necessary, help is needed.

Economic necessity has been the force which has driven schools and businesses
into collaborative arrangements; however, the alliance can be mutually beneficial, and
definitely can work to the advantage of students, particularly at-risk students. Ascher
(1987) contended that the "school and the family have become too frail for the enormous
tasks at hand” (p. 4). Coleman and Hoffer (1987) also hold similar views to those stated
by Ascher (1987). In the chapter titled "Schools, Families, and Communities," Coleman
and Hoffer (1987) stated that

...preceding sections have examined the implications of the social context
surrounding a school and changes in the social context that have reduced
the social capital available to children and have reduced the school's
ability to educate its students. Itis important to ask a further question as
well: Given the changes that have reduced the social capital outside the
school, what can be done to increase the social capital available to
children? (p. 233)

A broadened view of those who must be called upon to participate in the task of
educating our nation's children is needed. The Committee for Economic Development

(1987) urged the combined efforts of many institutions to educate children, and in
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particular advocated a particularly strong role for business. The role of business would
be both that of pacesetter in educational change and advocate in support of educational
programming and funding. "School-business partnerships are a valuable part of the
education system" (Ruffin, 1983, p. 2).

In particular the public/private partnerships supporting at-risk youth can provide
several potential benefits to collaborative efforts. These efforts include: greater visibility
to child and family issues; additional legitimacy to policy proposals addressing those
concerns; seed funding for new and innovative approaches to child and family concerns;
volunteers for one-to-one guidance, support and role models for children and families;
and oversight which generally improves public sector accountability (Bruner, 1991).
Justiz and Kameen (1986) noted that "as the only social institution into which all our
youth are drawn for prolonged exposure, the school is unquestionably the chief
battleground on which today's largely unchecked unemployment-poverty threat to human
dignity and economic growth can be fought" (p. 107). Because of this, Justiz and
Kameen argued that there is a convincing case for schools and businesses to become

allies in a "battle for the minds of alienated youth, [so] they too will return to fight the
good fight" (p. 107).

Conclusion

At risk-students pose many problems for society, for schools and for themselves.
Many of those who are considered at risk of failure in school, in society, or both come
from poor, minority, urban backgrounds. These individuals have been exposed to
deleterious environmental and educational experiences. American society and American
schools in particular, are faced with the enormous task of helping these youth. The Pride
Program of Newport News Public Schools and Newport News Shipbuilding was one

program which was tasked with providing some help and some alternatives for at-risk,

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



Pride Study - 45

middle-school students. Pride students, who resided in the inner city of Newport News,

had been identified by their teachers as low achieving or over-age, lacking social
competence and personal adjustment, or having poor attendance records and/or frequent

discipline referrals. Pride utilized public school teachers and Newport News

Shipbuilding employees as instructors and mentors. The program addressed the
following needs: a link between education and business; an enhancement of the cognitive
aspects of students, as well as a rigorous address of the affective domain; and a
restructuring of the student's environment to produce the desired effects.

In today's fiscal reality of diminishing public funds for special alternative or
enhanced educational programs such as Pride, more and more school districts are looking
for business partnerships, and concurrently, businesses are looking to influence the
shaping of the "product” produced by American education. Because of this growing
mutual interest, it becomes increasingly important to evaluate programs which utilize the
public/private model relative to urban education. The at-risk population, which seems to
be increasing at an alarming rate (Frymier and Gansneder, 1989), either by better
reporting or actual numbers, is of major concern not only to school systems and
employers, but also to society in general. Pallas (1991), who defines at-risk youth as
"young people [who] have been exposed to inadequate or inappropriate educational
experiences in the family, school, or community," (p. 21) stated that 40 percent of the
school-aged population is at risk.

Therefore, evaluations of programs which target at-risk students and involve
cooperative efforts of the private and the public sector are essential. Furthermore,
Becker (1990) noted that, "it is particularly important that schools serving the middle
grades pay careful attention to the what and the how of instructional practice, because
early adolescents are developing long-term attitudes toward the role of education in their

lives" (p. 450). For these reasons, program evaluations, and subsequent longitudinal
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research on student achievement of at-risk students who have participated in special
programs, are critical in the formulation of concepts, models, policies and strategies
which can provide a better educational framework for effective intervention with at-risk
children. The chain of illiteracy and disenfranchisement must to be broken. One way to
do this is to provide alternative school programs to educate at-risk youth and study the

outcomes over time.
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CHAPTER 3
RESEARCH METHODOLOGY AND PROCEDURES

Introduction

This study examined the intervention, the Pride Program, and the perceptions of
the participants qualitatively. Furthermore, the study sought to determine if differences
existed among three selected groups of at-risk students after exposure of one group to a
treatment (Pride Program). The treatment group (Pride Program participants for two
summers) was compared to two other groups (comparison and control) who had not
participated in the program. Four program components (academic achievement,
attendance, student conduct and total self-esteem) were examined quantitatively.

The objective of the Pride Program was to influence the academic and personal
futures of selected at-risk students at Huntington Middle School--an urban, inner-city
middle school in Newport News, Virginia. The program's long-term goals were to
prevent dropouts and to promote the formation of responsible and productive young
adults and future workers. As an intermediate step to attaining the two stated long-term
goals, the Pride Program endeavored to influence the academic achievement, attendance,
conduct and total self-esteem of the participants in a positive manner. Newport News
Public Schools teachers and Newport News Shipbuilding employees were employed as
instructors and role models. This study sought to examine the intermediate goals by
measuring academic achievement (as reflected by standardized test scores and school
grades), attendance (as reflected by number of absences) and student conduct (as
reflected by the number of discipline referrals) over a five-year period and total self-

esteem (as reflected by a standardized self-esteem inventory) over a three-year period.
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The qualitative component of this study examined the Pride Program itself. This
component examined three Pride Program aspects: the program impact on self-esteem,
cooperation, trust (Pride *91), social behaviors, goal setting, and academic skill levels; the
implementation/operation of the program; and the participants' perceptions of the
program over the first two years of the its operation (summers of 1991 and 1992). This
component was descriptive in nature and focused on the aspects aforementioned.

For the quantitative component, three groups of students comprised the study’s
purposeful sample: the treatment group, which included at-risk, sixth-grade (initial grade)
students whose names were submitted by sixth-grade teachers at Huntington Middle
School for inclusion in the program, and who in fact did attend the program for two

summers; the comparison group, comprised of at-risk, sixth-grade students from that

same list of submitted names, who opted not to participate in the Pride Program; and a
control group (matched to students in treatment group) of at-risk, sixth-grade students
from another middle school, demographically similar and within close physical proximity
(0.8 of a mile) to Huntington, who were not afforded the opportunity to participate in
Pride. Table 3.1 contains the demographic profiles (entire school) of the two schools,
Huntington and the matched school. Demographic profiles (sex and ethnicity/race only)
for sixth grade only at Huntington and at the matched school are contained in Table 3.2.
Although neither the comparison group nor the control group received the specific
treatment, or any part of the treatment, this researcher considered the possibility of
systematic differences between the treatment group and the comparison group due to the
"volunteer” nature of the treatment group. To control for this possible bias, a matched
control group was constructed using eight variable parameters on which control-group
students were matched to treatment-group students. Five parameters were demographic
and included race, gender, socio-economic status (participation in free or reduced lunch

program), parent constellation (number of parents in the home) and student age. The
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Table 3.1
Schools' Demographic Profiles (Entire School) for SY 1990-1991
Schools
Huntington Matched School
-3 % # %

Total School n= 890 602
Sex

male 471 53 316 52

female 419 47 286 48
Ethnicity/Race

American Indian 0 - 0 -

Asian | - 4 1

Black 716 81 351 58

Hispanic 3 - 5 1

White 170 19 242 40
Economically Disadvantaged * 643 72 301 50
Over-age® 453 51 255 42
Transiency © 156 18 108 18
Talented and Gifted 1 - 1 -
Special Education

resource 35 4 20 3

self-contained 88 10 38 6
Percent ADA ¢ -— 89.9 - 91.7
Absent < 11 Days 457 47 349 53
Regular Term Dropout 5 1 6 1

Note. Source of information was Division and School Demographic Profile 1990-91,

Newport News Public Schools.

* Students currently receiving free and reduced lunches; ® Students whose age (as of 9-30) is 6
or more years greater than their grade level; © The students who withdrew from school for any
reason; ° Average Daily Attendance (ADA): The sum of the number of the student days in
attendance divided by the sum of student days in membership times 100.
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Table 3.2

Schools' Demographic Profiles—Grade 6 for SY 1990-1991

Schools
Huntington Matched School
# % # %

Grade Level n= 262 215
Sex

male 132 50 111 52

female 130 50 104 48
Ethnicity/Race

American Indian 0 - 0 -

Asian 0 - 3 14

Black 207 79 117 54.4

Hispanic 0 - 2 0.9

White 55 21 93 433

Note. Information obtained from Newport News Public Schools
Membership Count for June 14, 1991.

other four initial parameters, which were later reduced to three, were school related:
achievement (fifth-grade composite percentile scores on the lowa Tests of Basic Skills
[ITBS]; fifth-grade ITBS standard scores [SS] in reading comprehension, total language,
and total math); number of absences; discipline referrals; and inclusion in special
education. The last variable parameter, special education inclusion, was dropped when it
was found that special education students had no fifth-grade ITBS scores available during
the year that baseline data were collected. Thus, since no standardized academic baseline
data were available, those students (2 in treatment group) were eliminated from the study
of academic achievement, attendance and student conduct. Therefore, only eight

parameter variables were used in the construction of the matched control group.
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For initial matching of the treatment to the control group and for gross
comparisons between all three groups to determine comparability, ITBS scores, number
of absences and number of discipline referrals were collapsed (number ranges were
constructed). See Table 3.3 for parameters used to collapse data. For the full statistical
analysis, ITBS scores, number of absences and discipline referrals were disaggregated

and individual numbers were used.

Table 3.3

Initial Banding Parameters for Matching and Group Comparisons

Bands
Band 1 Band 2 Band 3 Band 4

Academic Achievement

5th-ITBS Composite %ile

(>25=0) (@5=1)

5th-ITBS Standard Scores® (80-120) (121-140) (1414 -
Attendance ® (0-10) (11-20) (21-30) Gl14)
Discipline Referrals© (0-3) “4-7) (8-11) (12+)

Note. Banded parameters were used for initial matching of the control group subjects to
the treatment group subjects. Also, banded parameters for fifth-grade ITBS standard
scores, attendance and discipline referrals were used for the Fisher's Exact Test

2 Reading Comprehension, Total Language and Total Mathematics; ® Number of days

absent per school year; © Number of total referrals per school year.

The primary independent variable of the research was participation in the Pride
Program for two consecutive summers. Three of the four dependent variables, academic
achievement, attendance and student conduct, were measured quantitatively
utilizing the Fisher's Exact Test to determine initial group comparability; Kendall's tau
statistic to determine group comparability relative to high school English and math levels;

general linear models (GLM) procedure for analysis of variance (ANOVA) and Student-
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Newman-Keuls post hoc comparisons, when applicable; GLM procedure analysis of
covariance (ANCOVA); GLM procedure for repeated measures ANOVA; and GLM
procedure for repeated measures ANOVA of contrast variables, when applicable. The
fourth variable, total self-esteem, was measured using GLM multivariate analysis of
variance (MANOV As) with the Wilks’ lambda criterion and contrasts (GLM repeated
measures ANOV As). For the purposes of brevity and clarity, all procedures utilizing the
general linear models (GLM) procedure mentioned in the remainder of the study will
simply be identified as ANOV As, repeated measures ANOVAs, ANCOVAs or
MANOVAs. The remaining portion of this chapter is a detailed reporting of the
methodology employed in this research.

Qualitative Research Component
The qualitative portion of this research has examined the Pride Program itself: the

program impact on students in the areas of self-esteem, cooperation, trust (Pride '91),
social behaviors, academic skill levels and goal setting; the implementation/operation of
the program; and the participants’ perceptions of the program. Based on researcher
observations, field notes, surveys, scales and inter