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ABSTRACT 

According to the Pew Hispanic Forum, the dropout rates for Latino youth (15%) 

are higher than all other youth in the United States (White youth = 8%; Black youth = 

12%). Many Latino youth have difficulty identifying with the school environment due to 

a lack of cultural connection to the context. Youth Program (YP) program is a peer-led, 

school-based program driven by the theoretical foundations of Positive Youth 

Development and Self-Determination theory and is distinguished by its emphasis on 

building social and academic skills that ease the transition into high school for ninth 

grade students. The current study examines the effectiveness of the YP program for 

establishing a context for Latino participants that fosters key ecological and protective 

mechanisms including resilient attitudes and behaviors, acquisition of friends with 

positive traits (e.g. oriented towards academic achievement), and endorsement of YP core 

values. Data were collected from 166 Latino high school students in an urban New Jersey 

community that the Brookings Institution describes as being in the 92
nd

 percentile for 

economically depressed districts in the U.S. This study has three primary aims. First, we 

examined how the relationship between risk status and academic achievement might be 

moderated by participating in the YP school-based intervention.  Secondly, we 

determined if YP participants reported higher levels of three distinct protective 

mechanisms (i.e. positive peer traits, resilient qualities, and endorsement of YP core 

values) than comparison group youth. Next, we investigated these three mechanisms’ 

potential in producing main effects
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in the relationship examined in our first hypothesis. Finally, we examined if these 

mechanisms moderated the relationship between risk and 11
th

 grade GPA. Power 

analyses indicated the sample size yielded findings with medium statistical power. 

Results indicated participation in YP predicted higher 11
th

 grade GPAs for certain groups 

of at-risk, and that these gains persisted two years after YP participation. Results also 

indicated significant main effects of YP core values and resilience on the 11
th

 grade GPA. 

However, targeted mechanisms of the program were in the opposite direction of our 

predictions. Specifically, comparison group youth reported higher YP core values than 

YP youth at 12
th

 grade.  There were no significant moderating effects for any of the three 

examined protective mechanisms. Implications for public policy and improving YP 

program effects for Latino youth are discussed.  
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PREFACE 

My adolescence was turbulent. Many of my classmates were blunt, and would tell 

you exactly how they felt at any given time. At home, asserting my emerging identity as a 

young man put me at odds with my single mother. In the community, my status as a 

Black man made me a target. To escape from my reality, I immersed myself in all things 

pop culture. Knowing MTV, popular movies, and astrology were my trademark. I also 

joined several Positive Youth Development (PYD) groups. A mentor emerged from one 

of these groups and helped me to piece together my disparate parts in time for college 

admissions.  

 The development of my interest in PYD programming for ethnic minority youth 

started with my difficult experiences as a teenager and has further blossomed with the 

work I have done with at-risk adolescents.  I see risk and resilience as two sides of the 

same coin, but more than just chance is involved in which side lands facing up. 

Experience has taught me that the extra others do for you, and the extra you do for 

yourself, makes the difference. PYD and extracurricular activities have made all the 

difference in my life. As an employee for several of these, I know they have the potential 

to enhance the academic, behavioral, and emotional health for all ethnic minority youth. 

 When I first began this dissertation I sought to research the experiences of Black 

American youth, because after all, that is the demographic I represent. However, the non-

profit organization I collaborated with afforded me the opportunity to learn about the  
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experiences of Latino youth instead. I am grateful to them for not only for providing me 

with a unique research sample, but also because conducting this research has expanded 

my perspectives about the ethnic minority experience in the U.S. and has empowered me 

to advocate for groups for which I have no membership in. I would encourage any young 

scholar of psychology to consider conducting research on groups where there is less than 

100% overlap with their own personal identities. What I have learned is stepping outside 

of one’s comfort zone is the first step toward true knowledge. 
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CHAPTER 1 

LITERATURE REVIEW 

 Latino youth, now the largest ethnic minority group in the United States, have 

staggeringly elevated high school dropout rates. According to the 2010 U.S. Census, over 

twenty percent of all U.S. youth ages 17 and under are of Latino descent (Passel, Cohn, & 

Lopez, 2011). Approximately 17 million youth belong to this pan-ethnic group. As much 

as fifteen percent of this population is likely to quit school before graduation, compared 

to 8% of White youth and 12% of Black youth, making Latino youth the most susceptible 

to high school dropout in the United States (Fry, 2003).  Some youth development 

programs have been shown to increase youth academic success by increasing engagement 

in the academic setting. However, research on these programs has largely neglected the 

processes by which these programs benefit Latino academic performance.  Youth 

Program (YP), a Positive Youth Development (PYD) program that serves low-income 

minority youth, invests contextual resources within an environment infused with Self-

Determination principles that promotes educational resilience. The exponential growth of 

the U.S. Latino population since the year 2000 serves as a mandate for research that 

informs the public policy needs of this burgeoning ethnic group (Ennis, Ríos-Vargas, & 

Albert, 2011). The current study seeks to address that public policy need by examining
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whether YP buffers the effects of risk status on markers of academic achievement among 

a sample of Latino youth, and exploring potential mechanisms by which YP influences 

youth educational resilience.  

Many Latino youth have difficulty identifying with their academic abilities due to 

internalizing stereotypes and negative teacher expectations for simply being Latino 

(Gonzales, Blanton, & Williams, 2002; Devos & Torres, 2007). There are barriers 

beginning as early as Kindergarten that threaten the academic achievement of Latino 

youth. Using data from the Early Childhood Longitudinal Study Kindergarten Cohort 

(ECLS-K), Fryer and Levitt (2006) found that whereas White children performed over 

two standard deviations above the mean on math and reading ability tests during first and 

third grade, Latino children earned scores that placed the group one standard deviation 

below the mean on tests of reading and over two standard deviations below the mean for 

standardized math tests during these same two grades. Such disparities in academic 

achievement leave many Latino youth vulnerable to risk factors that threaten to derail 

promising futures before they have begun.  

It should be noted that several challenges have been identified for Latino youth. The 

poverty rate for White youth ages 17 and under is 9%, while the equivalent rate for 

Latino youth is 27% (Fry, 2003). Therefore characteristics which are often identified as 

related to high poverty disproportionately impact these individuals. Often, Latino youth 

struggle to overcome language barriers, immigration recency, and lower levels of human 

capital from the family unit. Consequently, these factors have also been identified as 

school dropout factors specific to Latino youth (Martinez, DeGarmo, & Eddy, 2004; 

Perreira, Harris, & Lee, 2006). Furthermore, low-SES urban teens have decreased odds of 

benefiting from informal mentors. This lack of leadership is a mark of their oppression. 
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For example, Stanton-Salazar (2003) found results that suggest informal mentors help 

youth to make sense of cultural uncertainties and counter-influences that underpin their  

challenges in socialization and identity formation. Thus, Latino youth would likely 

benefit from programming that is accessible given their limited resources and provides 

bilingual informal mentors. This type of programming may aid these adolescents in 

overcoming language barriers and challenges specific to their low-acculturated and SES 

status.  

These challenges are comprised of multiple risk factors that have been shown to 

correlate with low academic achievement among Latino youth. Socioeconomic status has 

been established as the single best predictor of academic performance for youth 

beginning with elementary school (Duncan & Brooks-Gunn, 1997; Zarrett et al, 2006). 

Individuals residing in the Latino community continue upward socioeconomic mobility 

albeit slower than other groups. Clauss-Ehlers and Levi (2002) reports that while one in 

ten non-Latino families live in poverty, one in four Latino families suffer the same 

conditions. Almost half (49%) of all Americans reported annual earnings at $50,000 or 

above in 2000, compared to almost a third (29%) of Latinos. The percentage of Latinos 

reporting earning less than 10K annually is greater than the rest of the population 

(Marotta & Garcia, 2003). A significantly high percentage (91%) of Latinos surveyed in 

2000 lived in predominantly urban districts, and that number has not changed since 1990; 

half of all Latinos reported living in households comprising 3-5 people (Marotta et al, 

2003).  

The low socioeconomic status of certain Latino groups (Rumberger, 2004; 

Coleman, 1988), presents a web of risk such as teen pregnancy and language barriers that 

prevents PYD for Latino youth. The birth rate for Latino teenagers was three times that of 
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White teenagers in 2007 (Mathews, Sutton, Hamilton, & Ventura, 2010). Pregnancy has 

also been linked to lower educational attainment for teenage mothers (Unger, Molina, & 

Teran, 2000) and lower academic engagement by Latino students in predominantly 

Latino communities (Fry, 2003; Manlove, 1998).  

Another potential risk factor for ethnic minorities is a lack of acculturation, which 

is defined as the modification of an individual’s culture in response to inter-cultural 

contact (López, Ehly, & García-Vásquez, 2002). Often measured by English language 

acquisition, Latino and other ethnic minority youth who have not yet fully mastered 

English are considered at-risk for academic underperformance and low levels of school 

engagement (Eamon, 2005; Bernal, Saenz, & Knight, 1991) because of their acculturative 

status. Perreira, Harris, and Lee (2006) found that Latino youth with limited English 

proficiency are more at-risk for dropping out of high school than Latino immigrant youth. 

Not only does the language barrier inhibit youth from excelling at academic tasks, but it 

can also make it difficult to feel included in the school context and connected to peers 

and teachers. Poor academic performance and lack of a sense of belonging to the school 

can result in disengagement from the school environment.   

Generational status often influences acculturation and some theorists suggest that 

with each subsequent generation, the process of assimilation and the stress of 

acculturation eases (Alba & Nee, 1997). Alba and Nee defined assimilation as the 

favorable reception immigrant populations receive at the time of their entry into a new 

society. Research on immigrant youth indicates that the increasing diversity of U.S.
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society allows for divergent paths of acculturation, where some lead to upward mobility 

and others lead to the integration into socioeconomically disadvantaged groups (Portes & 

Rumbaut, 2001). Kalogrides (2009) examined the impact of generational status on the 

academic achievement of Latino high school students, and her results indicated that 

second- and third generation Latino youth demonstrated higher achievement than their 

first generation counterparts. Because we are interested in the experiences of Latino 

youth and not with the perceptions they receive in U.S. society, we will examine the two 

cultural variables – English language proficiency and generational status – that we 

believe have direct impacts on their academic achievement.  

Beyond risks associated with SES, acculturative stress, and generational status, 

disengagement in academics occurs for several other reasons. For example, Ajzen (2002) 

has shown that an intention to complete a behavior predicts its occurrence so that 

negative self-perceptions of academic competence can lead to the intent to drop out. The 

self-perception one is ill-equipped to complete his/her high school education has been 

identified as a risk factor for academic achievement, especially in the Latino community 

(Eccles, 1983; Saunders, Davis, Williams, & Williams, 2004; Attinasi, 1989). School 

misconduct is another risk factor for academic underperformance. Classroom 

misbehaviors like chronic tardiness and cutting class have been shown to predict low 

grades (Pannozzo, 2005; Goldschmidt & Wang, 1999). Finn, Fish, and Scott (2008) 

identified truancy and fighting as examples of school misbehavior which often predicts 

negative educational sequelae. Truancy is an obvious risk factor for academic 

underperformance because it represents missed opportunities for learning, and research 

has shown that youth who demonstrate physical aggression are at risk for negative school  
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outcomes as fighting may lead to school suspension, which can lead to dropping out 

altogether (Bowditch, 1993). Youth who exhibit one example of school misconduct often 

demonstrate others simultaneously or at later developmental stages (Baker, Sigmon, & 

Nugent, 2001; Bryant & Zimmerman, 2002). Finn and colleagues (2008) found that 

youth with high self-reported classroom and school misbehaviors (e.g. truancy, fighting, 

excessive tardiness) demonstrated the lowest mean grade point averages (GPAs) 

compared to other youth with less frequent school and classroom misbehaviors. Forehand 

and colleagues (1998) have found that as an adolescent’s number of risk factors 

increases, their grade point averages and math achievement scores tend to deteriorate. 

Multiple risk factors for Latino youth often lead to decreased opportunities for 

educational resilience.   

For the current study, we use an index composed of these risk factors that is 

similar to other composite risk indices that have been used to predict early intelligence 

(Sameroff, Seifer, Barocas, Zax, & Greenspan, 1987), behavioral disorders (Williams, 

Anderson, McGee, & Silva, 1990), and psychiatric symptomatology (Rutter, 1979). The 

theory behind these composite indices is that the number of risk factors often has a more 

determining influence on outcomes than does the kind of risk factors that are included in 

the index. Sameroff and his colleagues (1993) argued that breaking apart the composite 

risk index into separate regressions makes it difficult to reveal statistically significant 

findings even when those regressions explain considerable amounts of variance. Using a 

composite risk index comprised of 10 discrete risk factors, they examined how cognitive 

outcomes (i.e. IQ) develop from preschool to adolescence. Results indicated that their 

composite risk index explained over a third of the variance in IQ in the same population  
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across nine years of age (Sameroff, Seifer, Baldwin, & Baldwin, 1993). This finding 

suggests that composite risk indices have the potential to predict fluctuations in markers 

of academic achievement.  

Poverty and few community resources are common in many underserved Latino 

communities (Riggs, Bohnert, Guzman, & Davidson, 2010; Villarruel, Montero-Sieburth, 

Dunbar, & Outlay, 2005). Youth involved in the current study demonstrated risk factors 

associated with poverty including high levels of academic underperformance and teenage 

pregnancy. We included variables reflecting intent to drop out of high school, classroom, 

and school misconduct in our composite risk index. We believe that composing a risk 

index that addresses specific Latino risk factors highlights the uniqueness of the current 

study, and bridges the gap in literature between Latino risk factors and academic 

achievement.  

Theoretical Foundations for Promoting Educational Resilience 

Despite these risk factors associated with low academic achievement, Latino 

students also have the potential for resilience, and they may use this resilience to chart 

more favorable academic trajectories (Luthar, 1999; Luthar, Cicchetti, & Becker, 2000). 

Bryan (2005) defines educational resilience as the ability to academically achieve despite 

those factors which hinder their academic success. Supportive relationships with friends 

and teachers and frequent opportunities for significant contributions to their schools and 

communities are two protective factors that promote educational resilience (Bryan, 2005; 

Crosnoe & Elder, 2004). Protective factors like these lessen the impact of risk, reduce the 

danger inherent in that risk, and enhance the young person’s sense of autonomy and  

competence.  
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Masten (2001) argues that all individuals have the capacity for resilience, but the 

degree in which individuals utilize this strength in the face of adversity varies. Positive 

Youth Development (PYD) theory suggests that when the strengths of youth are aligned 

with contextual resources across adolescence, the young person’s resilience is likely to 

flourish (Lerner, 2006; Lewin-Bizan, Bowers, & Lerner, 2010; Zarrett et al., 2009). 

Aligning individual strengths and contextual resources requires paying close attention to 

the bidirectional influence between the young person and their surrounding environment. 

Lerner (2006) proposed that certain environments have more of these resources, termed 

“protective mechanisms”, than others, and that these assets increase the potential for 

healthy youth development. Youth Program, a school-based peer-led program, is founded 

on PYD principles, aiming to provide youth with protective mechanisms necessary for 

building resilience across the high school years.  

While YP is founded on PYD principles, it also has the added benefit of 

promoting self-determining values among its youth participants. Self-determination 

theorists suggest that disengaging from a context, such as school, results from the 

inability of the environment to meet individuals’ three primary psychosocial needs: the 

need to feel connected to others; the need to exercise their autonomy; and the need to feel 

competent (Ryan & Niemiec, 2009; Grolnick, Farkas, Sohmer, Michaels, & Valsiner, 

2007). Competent youth who self-regulate their behavior and monitor their own progress 

as they learn more material display high levels of academic achievement (Boekarts, 

Pintrich, & Zeidner, 2000). Student autonomy involves opportunities to set realistic 

performance goals, solve their own problems, or effectively monitor the accomplishment 

of projects they initiate. Youth with autonomous characteristics tend to display 
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significantly more adaptive classroom functioning and academic outcomes than do youth 

in more controlling settings (Reeve, 2009; Ryan & Deci, 2000). Finally, the feeling that 

one is cared for and has trusted mentor figures in their environment has been shown to 

predict high academic achievement (Kenny, Walsh-Blair, Blustein, Bempechat, & 

Seltzer, 2010). It would seem that the psychosocial need fulfillment that defines YP 

makes it viable impetus for PYD in Latino youth.  

Youth Program in Action 

YP is a PYD intervention currently implemented in several predominantly Latino 

high school districts in the New York tri-state area. YP uses a structured curriculum 

supported by youth development and prevention research and is designed to decrease risk 

factors by increasing students’ protective factors during their transition into high school 

(Powell, 1993). Eleventh and twelfth grade students are selected to attend an exclusive 

leadership class where they learn to facilitate activities for YP participants. Each week, 

these peer leaders teach a class with faculty supervision. At the start of the academic 

year, ninth grade students are randomly selected to participate in these weekly YP 

outreach sessions as a component of the ninth grade physical health education curriculum 

delivered throughout the ninth grade year. Across the sophomore year, YP participants 

receive three booster sessions to reinforce the skills learned during ninth grade YP and 

provide structured opportunities for the sophomore students to re-connect with the peer 

leaders. These outreach and booster sessions represent the repeated exposure to the well-

developed relationship between the participant and their YP environment and the 

protective mechanisms reserved for YP participants. At 11
th

 and 12
th

 grade they are 

recruited to be the student facilitators for the 9
th

 grade YP students, further reinforcing 

psychosocial and achievement related assets in youth. The YP 
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program aims to provide a PYD context that meets the basic psychosocial needs 

identified by SDT and in turn, foster increased intrinsic motivation to engage in 

academics.   

How YP facilitates this process of PYD may occur in several different ways. The 

weekly outreach activities participants engage in are based on a variety of YP core 

values, including but not limited to academic self-efficacy, adaptive help seeking, 

cognitive coping, and sense of school membership. Instilling these core values in youth 

with the purpose of fostering a sense of relatedness (i.e. school membership), competence 

(i.e. academic self-efficacy) and autonomy (i.e. cognitive coping) is what Self-

Determination theorists argue is necessary for an individual to fulfill their own potential. 

When YP participants endorse these values, it is likely their academic achievement will 

increase in tandem. YP may be the opportunity these high school students are looking for 

to harness the autonomy necessary to manage their own challenging circumstances and 

overcome academic barriers. Lastly, we propose that participation in YP exposes youth to 

other positive peers – friends and classmates who send the message that their 

participation matters to them, that school is important, and that united, they can achieve 

more academically. Together, the Self-Determination and PYD theories help us to 

understand how an extracurricular context provides a mutually-influential environment 

that ultimately empowers at-risk Latino youth to demonstrate educational resilience 

despite their high risk status for academic underperformance and high school dropout.  

The central thesis of this research proposes that Youth Program emphasizes and 

builds on the strengths of its Latino participants by exposing them to an environment 

replete with Self-Determination resources like autonomy, competence, and 
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relatedness, and that this continued exposure will be reflected by higher academic 

achievement than students who do not participate in Youth Program. To address these 

issues, we propose a study with four major parts. In the first set of analyses, we determine 

if participation in the YP intervention will buffer the negative impact of risk factors on 

the academic achievement of Latino participants. By enhancing protective factors, we 

expect participation in YP will lessen the impact of risk factors on the participants’ 

academic functioning. In the second set of analyses, we compare YP participants to a 

non-intervention comparison group on three protective mechanisms: YP core values, 

positive peer traits, and resilient qualities. These three mechanisms are conceptualized as 

the methods by which YP meets the three basic psychosocial needs for promoting 

motivation that has been proposed by Self-Determination theory: YP core values 

represent the competence at-risk Latino students have gained to navigate their transition 

into high school; positive peer traits reflect the positive social support networks that 

fosters youth’s sense of connection and engagement in the academic setting; and resilient 

qualities represent the youth’s burgeoning autonomy and their ability to make the best 

decisions for themselves. By making these comparisons, we can better understand how 

YP participants may differ from non-YP participants due to participation in these crucial 

protective factors. In the third set of analyses, we will examine if these three protective 

mechanisms have any direct effects on the relationship between risk and academic 

achievement. The final set of analyses will test a moderation model linking risk status, 

academic achievement, and these three protective factors in an effort to examine how 

these factors may individually buffer the impact of risk status on 11
th

 grade GPA among 

this young Latino sample.  
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Latino ethnicity within the United States. Passel and colleagues (2011) report 

there are 50.5 million Latinos in the U.S. The 2010 U.S. Census showed that Mexicans, 

Puerto Ricans, and Cubans continue to be the three largest Latino sub-ethnic groups in 

the U.S. (Lopez & Dockterman, 2011). However, the next four Latino sub-ethnic groups 

– Salvadorans, Dominicans, Guatemalans, and Colombians – grew faster than the former 

three groups between the years 2000 and 2010. The Latino population has a younger 

average age than any other ethnic group in the United States and researchers believe this 

is because of the high numbers of new births and the fact that many foreign-born Latinos 

arrived to the United States after 1990 (Domenech-Rodríguez, Baumann, & Schwartz, 

2011; U.S. Census Bureau, 2007). It is estimated that the Latino community will account 

for 44% of population growth from 2000 to 2020 and they will contribute 62% of growth 

from 2020 to 2050 (U.S. Department of Commerce, 1997). 

Youth development programs. Youth development programming has been 

shown to be effective in promoting educational resilience among youth identified at risk 

for academic failure (Peck, Roeser, Zarrett, & Eccles, 2008; Feinstein & Peck, 2008). In 

the last two decades, youth development programming has grown exponentially and are 

implemented in a variety of ways and in a variety of settings (Mahoney, Parente, & 

Zigler, 2009; Roth, Malone, & Brooks-Gunn, 2010; Zaff, Moore, Papillo, & Williams, 

2003; Lauer et al., 2006). Although there is no standard design or operating protocol for 

how they are implemented, participation in youth development activities has been shown 

to predict higher rates of completing homework assignments, a greater sense of belonging 

and increased social competence in youth (Mahoney, Vandell, Simpkins, & Zarrett, 2009; 

Eccles & Gootman, 2002; Vandell, Pierce, & Dadisman, 2005). 
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The link between extracurricular activity involvement and improved academic 

achievement has been well established in previous literature (Crosnoe, 2001; Mahoney & 

Cairns, 1997; McHale, Crouter, & Tucker, 2001). Using the NELS:88 dataset, Gerber 

(1996) found that participation in extracurricular activities was related to increased 

academic achievement for both Black and White 8
th

 graders, and that school-based 

activities were more predictive of this positive development than were externally based 

extracurricular activities. Another NELS:88 study revealed that participation in school-

based extracurricular clubs increased scores for geography, reading, science, and math 

among 8
th

 and 10
th

 graders (Schreiber & Chambers, 2002). Mahoney, Lord, and Carryl 

(2005) studied the impact of extracurricular activity participation on the reading 

achievement scores of a multi-ethnic sample attending one of three public schools in an 

urban, underserved U.S. city. Results indicated that students who participated in 

enrichment learning (e.g. computers, music), supervised recreation, and art activities 

demonstrated higher reading achievement scores than students who only spent 

unstructured time with other children, their parents, or other adults after school hours 

(Mahoney et al., 2005).  

Youth development programming for Latino youth. Among the four largest 

ethnic groups in the United States, youth from the Latino community are the least likely 

to participate in youth development programs (Simpkins, O’Donnell, Delgado, & Becnel, 

2011; Pedersen & Seidman, 2005). Research also suggests that Latino youth are less 

likely than White youth to show engagement in informal academic activities if these 

activities are not directly controlled by their schools (Ream & Rumberger, 2008). The 

implication here is that these youth are more likely to participate and derive benefit from 
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a youth development intervention which is anchored by their schools than by those 

offered within their communities. This research also indicates that schools need to 

actively persist in providing Latino youth access to these activities. If participating in the 

youth development program is not enforced by school administrators or parents, Latino 

youth may ignore youth development opportunities altogether. Borden and colleagues 

(2006) conducted a study to examine the contextual factors that impact levels of 

engagement in youth development programs for Latino youth. Schoolwork and having a 

lack of money and transportation were the first and second most cited reasons Latino 

youth gave for not participating in these programs, respectively.  

A recent meta-analysis of youth development programming effects on at-risk 

youth surveyed 35 interventions, yet only four of these included ethnic minority youth 

and only one intervention featured a primarily Latino sample (Lauer et al, 2006). Most of 

the research conducted on youth development programming for Latino youth focuses on 

comparing participation rates of Latino youth to the youth of other ethnic groups 

(Simpkins et al, 2011; Pedersen et al, 2005), however the limited number of researchers 

who have examined the effects of youth development programs on Latino youth have 

found these programs can predict positive social competence, ethnic identity exploration, 

and feelings of success in school among youth in this ethnic group (Riggs et al, 2010; 

Villarruel et al, 2005; Diversi & Mecham, 2005). For example, Riggs and Greenberg 

(2004) evaluated the after-school program Generacion Diez created to positively 

influence academic achievement among rural Latino youth. After completing homework, 

youth in Generacion Diez enjoyed group activities and were then taught lessons from two 

curricula: the first was based on academic achievement and the second on fostering social 
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and emotional competence. Results indicated that program participants reported 

significant increases in reading, spelling, and mathematics scores from pre- to posttest. 

Independent scholars Marcelo Diversi and Connie Mecham evaluated an after-school 

program created for the influx of Latino immigrant students in rural Utah (2005). This 

program paired local college students with eighth- and ninth grade Latino students to help 

with homework and aid in the acculturation process. After participating in the program 

for more than a year, most of the participants reported significant gains in their academic 

achievement (Diversi et al, 2005). However, the experiences of high-school aged Latino 

youth and the impact youth development interventions can have on their academic 

achievement years after their initial program contact is largely missing from this 

literature.  

Research goals. YP is currently implemented in independent school districts 

spanning 12 states (including the District of Columbia), Japan, Peru, and Brazil. The 

collaborating non-profit organization provides staff training, program materials, and 

ongoing technical assistance to ensure uniform implementation regardless of the diverse 

settings where this PYD program is executed. A study conducted by The William Penn 

Foundation in conjunction with the City of Philadelphia school district found some initial 

support for the positive impact YP has on academic achievement. Results indicated that 

urban high school students who participated in YP (n = 960) outperformed non-

participants (n = 3,244) in four academic subjects (i.e. English, mathematics, science, and 

social studies) (School District of Philadelphia, 1995). Other research indicated that 

students participating in YP (77%) were significantly more likely to complete high  
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School in four years than those in the comparison group (67%) (Johnson, Rothschild, & 

Bry, 2009). However, these studies did not examine the effects of YP on Latino youth 

specifically, or take into account the risk factors associated with low SES or acculturation 

on Latino students’ poor academic achievement. They also did not account for culturally 

specific risks, similar to other studies (Simpkins et al, 2011; Borden et al, 2006; 

Villarruel et al, 2005). Contextual factors like this likely influence the educational 

experience of Latino youth and should be considered when evaluating the ability of YP to 

increase academic performance among this unique population.  

Moreover, similar to most other interventions to date, previous research on the 

impact of YP has not addressed the processes by which participation facilitates 

educational resilience. There are few youth development interventions that examine how 

PYD is facilitated among Latino high school students. Riggs, Bohnert, Guzman, and 

Davidson (2010) have proposed that this process includes opportunities to build 

relationships with non-deviant peers and classmates, increased supervision from caring 

adults, and the cultivation of personal identities. Riggs and colleagues suggest that Latino 

youth who participate in PYD activities can explore their own ethnic identities and 

different aspects of their lives with other youth with whom they can identify. We plan to 

address each of these methodological and theoretical concerns in the present study.  

Specifically, this study will examine the impact of YP on educational resilience 

among a Latino sample. In Question One, we will address the potential impact 

participation in YP at grade 9 has on the academic achievement of Latino high school 

students during the 11
th

 grade. In Question Two, we will examine differences during 

grade 12 in three protective mechanisms proposed to be the primary mechanisms in  

which YP influence academic achievement (i.e. YP core values, positive peer traits, 
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resilient qualities) between YP participants and non-YP participants. In Question Three, 

we will determine whether these protective mechanisms have any significant main effects 

on 11
th

 grade GPA. Finally, in Question Four we will examine how these key protective 

mechanisms moderate the relation of risk on academic achievement.  

Question One: Participation in Youth Program 

Participation in Youth Program will moderate the relationship between risk status and 

academic achievement among an underserved population of Latino high school students 

so that YP participation will buffer some of the impact of risk on academic achievement.  

Youth Program is a youth development intervention that is implemented once a 

week during the ninth grade students’ health and physical education class. This 

intervention utilizes 11
th

 and 12
th

 grade students as peer leaders to facilitate group 

activities that are based on several protective factors (e.g. academic self-efficacy, sense of 

school membership). Peer leaders are trained to lead these activities in a weekly 

leadership class that is taught by trained YP faculty advisors. YP participants apply their 

newfound skills and knowledge to implement a community service project of their own 

during their second semester of ninth grade.  

YP is structured to meet the five components identified to be a high quality 

program: engagement, breadth, duration, exposure, and intensity (Roth, Malone, & 

Brooks-Gunn, 2010). YP participants show engagement by speaking in weekly 

discussions and being active in the planning and execution of their required community 

service project. The breadth of experiences in YP is wide – participants contribute their 

collective agency to solve problems in their local neighborhoods, attend two scheduled 

Family Night events throughout their ninth grade year, and receive mentorship weekly 

from peer leaders. The duration of the YP youth development intervention spans half 
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the participant’s high school career. The total exposure will last even longer if the 

participant becomes a peer leader in their junior or senior year. Ninth grade participants 

engage in weekly YP outreach sessions, receive exposure to peer leaders, and bond with 

their classmates every week, further distinguishing YP from other youth development 

interventions for the intensity of participation required.  

  High quality youth development interventions that target at-risk youth have 

demonstrated the potential for producing positive effects. In particular, research suggests 

that some Latino adolescents perceive positive development as holistic, so PYD 

interventions, which by nature, address mental, physical, spiritual, and social health are 

likely to enhance well-being (Garcia, Duckett, Saewyc, & Bearinger (2007). For 

example, the nationwide nonprofit organization YMCA created an after-school program, 

Virtual Y, to meet the social and academic needs of New York City public school 

students. This prevention-based after-school program targets youth in under-served 

neighborhoods and focuses on three components of PYD: spiritual development (assets 

and values), physical health development (recreation and nutrition), and mental 

development (academics and literacy). Preliminary evaluation research aimed to 

understand program effects on its largely at-risk adolescent population indicated that 

students participating in Virtual Y demonstrated significantly higher scores on citywide 

math tests than comparison youth (Foley & Eddins, 2001). However, the academic 

benefits of Virtual Y have not yet been tested among Latino youth. Similar to Virtual Y, 

the YP intervention is a multi-component PYD intervention that addresses the affective, 

cognitive, and social aspects of youth development.  
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School-based after-school youth development interventions in particular have 

been shown to be effective in increasing academic achievement among at-risk youth. 

Slicker and Palmer (1993) examined the effects of a mentor school-based after-school 

program specifically targeted for at-risk youth, and found that students who received 

effective mentorship demonstrated significantly lower dropout rates compared to students 

whose mentors failed to maintain consistent contact with their protégés. Marcelo Diversi 

and Connie Mecham (2005) evaluated an after-school program that employed college 

students as mentors for recently immigrated Latino eighth- and ninth grade students. 

Participants and their mentors worked on academic tasks and discussed acculturation 

issues twice weekly for at least 1.5 hours each day. Results indicated the mean GPA of 

participating youth increased from 1.95 to 2.45 by the third quarter of participation in this 

program; by contrast, students who dropped out of the program experienced declines in 

their GPA (Diversi et al, 2005).  

Hanlon and colleagues (2009) evaluated an after-school program called The 

Village Model of Care which sought to improve academic performance and instill 

cultural values for its Black adolescent population by hosting weekly group discussions 

focusing on ethnic identity and coping strategies for racism. Students who attended at 

least half of the prescribed weekly sessions reported greater increases in GPA than those 

students who participated in less than half of the Village Model of Care sessions (Hanlon, 

Simon, O’Grady, Carswell, & Callaman, 2009). Lastly, Barr and associates (2006) 

reported findings from a formative evaluation of The After-School Corporation (TASC), 

a non-profit organization that provides resources to New York City and State schools to                                                                                       

enhance the quality of school-based after-school programs. TASC-funded after-school 
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programs provide academic, athletic, and cultural enrichment activities. Results indicated 

that high-school aged TASC participants were more likely to have higher numbers of 

earned credits toward graduation a year after exposure to the program than non-

participants (Barr, Birmingham, Fornal, Klein, & Piha, 2006). These programs produced 

improved functioning because they each encouraged positive relationships for youth, in 

addition to integrating issues of culture and ethnicity. However, information specific to 

Latino populations is limited in the TASC literature. The current study proposes that the 

Latino students participating in YP are likely to reflect academic improvements similar to 

that of the youth who participated in these previous culturally sensitive mentor-based 

after school programs.   

YP is unique from most youth development interventions in that it is scheduled 

into the participant’s school day. It is not an activity a student can choose not to attend 

after class is dismissed. Furthermore, given the barriers Latino youth face in access and 

continued participation in after-school programs (Borden et al., 2006), a school-based 

program like YP provides access to all Latino youth.  The universal design of this youth 

development intervention allows it to serve diverse groups of youth in the school context. 

Eisenman (2007) suggests that youth programming driven by Self-Determination Theory 

is critical during the transition between middle and high school when feelings of school 

engagement are most threatened. YP was designed by the non-profit organization in 1979 

to enrich students’ interpersonal and academic competencies and increase students’ sense 

of belongingness within the school context (Powell et al, 1993). YP participants receive 

normal health and physical education classes four days a week, and on the remaining day, 

they receive YP curriculum, which builds pro-social behaviors while enhancing their 

academic skills.  
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Every youth development intervention creates its own social milieu complete with 

rules, shared goals, and activities. Those interventions guided by Self-Determination 

theory create an environment which fosters experiences of relatedness, competence, and 

autonomy, and they do so by imbuing the environment they create with three explicit 

dimensions (Grolnick et al, 2007). Involvement, the first dimension, is demonstrated in 

YP by its inclusion of three levels of supportive individuals, starting with a team of 

community stakeholders charged with supporting and sustaining YP in the high school; 

school faculty who take time out of their schedules to receive advisor training and 

commit to teaching a year-long peer leadership course in addition to their traditional 

teaching duties; and the 11
th

 and 12
th

 grade students who participate in that course, 

facilitate weekly outreach sessions, and act as peer leaders for  YP participants. Similar 

peer-training approaches have shown positive results in increasing positive outcomes for 

maltreated pre-school children (Fantuzzo, Manz, Atkins, & Meyers, 2005), urbanized 

youth living in poverty (Frazier, Cappella, & Atkins, 2007), and Latino children with 

learning disabilities (Christensen, Young, & Marchant, 2007). Within the PYD 

perspective, the peer-training approach of YP is likely to “build on youth assets”, 

fostering positive trajectories into emerging adulthood.  

The second dimension necessary for programming driven by Self-Determination 

theory is structure (Grolnick et al., 2007), and YP provides this by using a sequence of 

events that is repetitive, yet challenging. Each outreach session uses an activity-based 

model that first sparks conversation among participants surrounding the activity’s theme, 

and then the participants engage in a hands-on, skill-building activity. After each activity, 

peer leaders lead participants in a group discussion on the learning that has occurred. 

Each of these activities is themed on a distinct YP core value, including academic self-
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efficacy, adaptive help-seeking, sense of belongingness, and cognitive coping skills. 

After a semester of receiving such skills through activity-based learning and group 

discussion in a safe context, YP participants utilize their skills to plan and execute a 

community service learning project. Research suggests civic engagement increases when 

youth also receive pro-social value training and opportunities to discuss social interaction 

(Eccles & Gootman, 2002; Zarrett & Eccles, 2006; Youniss, Bales, Christmas-Best, 

Diversi, McLaughlin, & Silbereisen, 2003). Martin, Martin, Gibson, and Wilkins (2007) 

evaluated a Century 21 after-school program geared towards promoting pro-social 

behaviors among an urban sample of Black American male adolescents. Results indicated 

that participation in this program produced academic improvements in mathematics, 

reading, and composition as measured by the Kaufman Brief Intelligence Test (KBIT) 

and the Kaufman Test of Educational Achievement (KTEA). Chen, Rubin, and Li (1997) 

examined the impact of student leadership roles on the academic achievement of 237 

urban Chinese pre-adolescents. The researchers found that not only was academic 

achievement positively and significantly correlated with student leadership roles, these 

leadership roles had significant contributions to academic achievement over the course of 

two years controlling for sex and academic achievement stability (Chen, Rubin, & Li, 

1997). These studies suggest the strong impact that PYD programs which promote 

leadership ability and pro-social behaviors may have on the academic achievement of  

youth representing diverse cultures and settings.  

Furthermore, YP provides autonomy support, the third Self-Determination 

environmental dimension, as participants are allowed a choice in which project they will 

pursue and are encouraged by peer leaders and faculty advisors to actively solve 

problems as they arise. Through tackling their community service projects, youth build 
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important skills and develop their sense of agency and mastery, all of which function to 

enhance their academic success and strengthen their engagement in the school setting. 

Youth agency-, competence-building, and connection to community-based activities like 

these are hallmarks of PYD (Lerner, Almerigi, Theokas, & Lerner, 2005) including 

academic engagement and achievement. 

YP is currently operated in several New Jersey school districts that have heavy 

representation from the Latino community. The current study was conducted at a school 

with a Latino enrollment rate of over 95%. Some cross-cultural researchers debate that 

autonomy, a key component of Self-Determination theory, is not universally beneficial. 

Their argument is that such a theory reflects more Western values and is not applicable to 

more collectivistic cultures like that of the Latino community (Markus & Kitayama, 

2003). In contrast, other researchers have shown that high self-perceptions of autonomy, 

competence, and relatedness may be related to more satisfying learning experiences in 

more collectivistic cultures like Brazil, China, and South Africa (Chirkov, 2009; Jang, 

Reeve, Ryan, & Kim, 2009; Chirkov, Ryan, & Willness, 2005) than individualistic 

cultures.  

Research suggests that PYD programs can use these elements of Self-

Determination theory to transcend issues of SES and social class. Eisenman (2007) found 

that when extracurricular programming driven by Self-Determination theory is infused 

into the general curriculum so all students benefit as YP does, at-risk youth in particular 

are less likely to feel singled out. This PYD intervention provides protective mechanisms 

to youth of varying risk profiles simultaneously, so poor or otherwise underserved youth 

and middle-class youth alike develop together. YP also addresses issues of accessibility 
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for the second most cited reason (i.e. lack of money and transportation) Latino youth 

report in avoiding PYD programs by embedding itself within the school day.  

Through participation in the YP program during the ninth grade year and the 

consistent exposure to peer leaders that the program affords participants throughout their 

high school years youth are provided opportunities for developing skills, building a sense 

of agency and competence, and establishing connections and feelings of relatedness, that 

may be salient protective factors in the process of transitioning into high school for these 

Latino adolescents. Based on previous research and the theoretical foundations of Self-

Determination Theory and Positive Youth Development, we propose that participation in 

YP will act as a protective mechanism, lessening the impact of participants’ risk status on 

their academic achievement. Specifically, we hypothesize that GPA will be higher for YP 

participants than non-YP participants because of the numerous resources YP provides 

and the personal assets that they foster in youth. Acculturation will be included as a 

covariate in this model to control for the impact English language proficiency and 

generational status may have on academic achievement. 

Question Two: Comparison between Youth Program and Comparison Groups  
Students who participated in Youth Program will report greater exposure to peers with 

positive characteristics, higher levels of personal resilient qualities, and greater 

endorsement of Youth Program core values (i.e. academic self-efficacy, adaptive help 

seeking, cognitive coping, sense of belonging) than students in the comparison group.  

 

The Self-Determination theory (Deci & Ryan, 2000) proposes that individuals 

adapt by participating in interesting activities, using their competencies, enjoying 

relationships in social settings, and mixing interpersonal experiences and intrapsychic 

energies into one unit. YP is a PYD intervention focused on providing these experiences 

for youth to foster assets that promote such adaptation for youth transitioning into high 

school. YP might be best explained as a PYD intervention that ensures youth develop key 
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assets that enable them to maximize their school experience. Of the numerous assets YP 

aims to nurture, this study will examine three which, based on previous research, are 

hypothesized to be most effective for promoting educational resilience – positive peer 

traits, YP core values, and resilient qualities. In Study 2, we will examine how YP 

participants and non-YP participants differ on these three crucial contextual supports and 

intrapersonal assets for PYD.  

Positive peer traits 

 

Research indicates that Latino adolescents frequently report patterns of isolation 

and interpersonal distance from family members (Stanton-Salazar, 2001; Spina, 2002). In 

order to ward off feelings of isolation, many Latinos rely on personalismo, a cultural 

value that emphasizes relationships should be appreciated for their own value and not as a 

means to another end (Clauss-Ehlers et al, 2002). Among Latino youth, personalismo 

may take the form of positive peer traits like serving as a role model in their peer group, 

providing informal therapy, and offering their unique awareness of the high school social  

and academic environment.  

 Perreira, Harris, and Lee (2006) conducted a study that sought to compare rates 

of educational attainment between foreign-born and native-born American adolescents. 

This research team identified a construct called “school capital” that influenced patterns 

of educational attainment, defined as the percentage of youth who participated in school 

activities and expected to earn a middle-class income. Schools with high numbers of 

students who fulfill peer leader responsibilities demonstrated high levels of school 

capital, and researchers found that this was especially important for schools in immigrant 

and ethnic minority neighborhoods (Perreira, Harris, Lee, 2006). Fernandez-Kelly (2002) 

examined different forms of social capital in the Latino community and found that non-
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familial relationships were especially important for youth in this community. Perreria and 

colleagues (2006) conceived of social capital by delineating community forms of capital 

from school-based forms. Community-level social capital was measured by the level of 

advantage and ethnic diversity of a youth’s neighborhood, and school-level social capital 

was defined as the percentage of youth in an adolescent’s school who were engaged in 

school activities and expected to earn above low-income wages in their adult years 

(Perreria et al, 2006). In the YP program, where students are expected to reflect on the 

challenges of high school life and contribute to a common goal (i.e. community service 

project), it is hypothesized that participants will bond with their classmates and peer 

leaders, resulting in the development of positive peer networks and high levels of school-

level social capital. Research suggests that youth engaged in PYD programming develop 

a unique culture that is based on activities and shared values (Brown, 1990). These shared 

values and behaviors are hypothesized to influence the individual members of the peer  

group.  

Horvat, Weininger, and Lareau (2003) found supporting evidence for the theory 

that participating in school-based extracurricular activities contributes to a student’s 

social network. Even when the peers that youth participate with in a program are not their 

friends, they still remain highly influential on youth development as members of the 

participant’s social group. Social groups differ from friend networks in that not all 

relationships within a social group are directly linked, but membership to the social group 

comes with resources, a sense of identity and feelings of attachment (Molloy, Gest, & 

Rulison, 2010). When the program ensures that the social group is based on mutual 

respect, frequent and positive interactions with peers, and a focus on pro-social behaviors 

like YP does, youth benefit from their participation (Dishion, Andrews, & Crosby, 1995; 
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Kinderman, 2007). It has been widely accepted that students who engage in school-based 

extracurricular activity tend to report having peer groups with higher academic 

performance and educational aspirations than those students who do not participate 

(Eccles & Barber, 1999; Larson, Hansen, & Moneta, 2006). Fredricks and Eccles (2005) 

found that youth involved in PYD programs report having more academic and pro-social 

friends than non-participating youth. Their findings indicate that such pro-social peers 

may positively support conventional behaviors, pressure their friends to engage in the 

school setting, and model commitment to academic pursuits. Moreover, it has been 

suggested that youth in PYD programs tend to have more friends who aspire to attend 

college and demonstrate less risky behaviors (Eccles et al., 1999; Barber et al., 2001).  

YP begins the process of fostering positive peer relations by establishing an 

Activity Day early in the academic year which is designed to help ninth grade students 

form cohesive peer groups. This unique YP event encourages ninth grade students to 

develop an alliance with one another, learn how to be team players, and develop problem 

solving skills. YP participants also learn healthy practices for social interaction and 

sharing team feedback during Activity Day. Throughout the year, weekly activities 

encourage YP participants to get to know each other, discuss their personal values, and 

debate important topics. These activities create a space where YP participants can be 

honest with each other and form strong bonds with their peers. In this environment, youth 

are exposed to both same-age peers and older students who teach pro-social values and 

aid in fostering competence and social skills. When participants decide to include other 

YP participants and peer leaders in their chosen peer group, they are choosing to integrate 

the influence of academic and social norms into their identities (Sokatch, 2006; Ream et 

al., 2008). 
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Resilience 

The second proposed benefit of participation in this PYD program is the 

harnessing of students’ resilient qualities to thrive despite their risk status. As stated 

previously, resilience is defined as the achievement of positive developmental trajectories 

despite significant threats to one’s health and well-being (Masten et al, 2001). Although 

several youth development interventions claim to build resilience in at-risk youth 

populations, few have directly measured the concept of resilience and fewer still have 

investigated the relation of resilience and academic achievement among poor, Latino 

youth. Most resilience studies have looked at those suffering from exposure to war, 

sexual assault, and other traumatic incidents which trigger Post-traumatic Stress Disorder 

symptoms (Vetter, Dualev, Mueller, Henley, Gallo, & Kanukova, 2010; Wolmer, Hamiel, 

Barchas, Slone, & Laor, 2011; Steenkamp, Dickstein, Salters-Pedneault, Hofmann, & 

Litz, 2012) and not from disadvantage associated with chronic low SES. Gallo and 

colleagues (2009) argue that for many Latinos, resilience is at least partially driven by 

cultural factors such as family interdependence and spirituality.  

High social functioning may also be a component of Latino resilience. For 

example, Flores and colleagues (2005) examined the role of relationship features in 

predicting resilience among Latino children during a summer day camp. These 

researchers created a composite resilience score which included measures obtained from 

participants’ peers and their camp counselors. The peer-based resilient index measured 

social functioning, and the camp counselor-based resilient index measured counselors’ 

perceptions of participants’ pro-social behavior, aggressiveness, withdrawal behaviors, 

internalizing, and externalizing behavior problems. Results indicated that the 

interpersonal features of the relationship with program mentors predicted resilient 
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behaviors in Latino children (Flores et al., 2005). This example of resilience research 

highlights the importance of relatedness and mentoring relationships in the Latino 

community.  

Oades-Sese and Esquivel (2006) conducted cluster analysis methods to classify 

profiles of resilience among Latino preschool children participated in urban public 

schools. This study’s primary outcome measure was social competence observed through 

social play as measured by the Penn Interactive Peer Play Scale. These researchers 

included questionnaires that measured temperament, emotion regulation, Spanish and 

English language proficiency, autonomy, and acculturation. Results indicated two distinct 

profiles of resilience. The first profile reflected Latino youth who demonstrated high 

levels of autonomy and emotion regulation, low levels of inhibition and negative 

emotionality, English fluency and some Spanish proficiency; the second profile reflected 

Latino youth who also reported high levels of emotion regulation and autonomy and low 

levels of negative emotionality. However, this second group was fluent in Spanish and 

only somewhat proficient in English. This research suggests that among Latino 

preschoolers within urban public schools, resilience is akin to high levels of self-

regulation, the absence of negative affect, and the ability to traverse English and Spanish 

culture. Both of these resilient profiles demonstrated high levels of play interaction 

compared to non-resilient participants (Oades-Sese et al, 2006). Although this is a 

preschool population, these findings lend themselves to an understanding of what 

resilience may look like at the start of some Latino youths’ educational trajectories.  

Wagnild and Young (1990) proposed a conceptual framework of resilience that 

interconnects five distinct constructs: self-reliance, meaning, equanimity, perseverance, 

and existential aloneness. Within this framework, resilient youth are defined as those 
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who: 1) depend on themselves, their skills and knowledge (self-reliant); 2) actively 

search for meaning and can articulate what dreams and hopes they have for their future, 

and 3) hold a balanced perspective of life (equanimity). Gramzow and colleagues (2008) 

investigated cardiovascular reactivity while interviewing students about their academic 

performance to determine whether students who exaggerated their GPAs were acting out 

of anxiety or equanimity. The authors concluded that academic exaggerators 

demonstrated emotionally adaptive (equanimous) processes and explained these 

processes may be why these students improved their academic performance over time. 

Lastly, resilient youth are perseverant, showing a willingness to struggle in renovating 

their lives, embrace what separates one from others (existential aloneness; Wagnild,  

2009). In the present study, we propose that academic achievement is related to these five  

constructs, and one aim of the current study is to test, for the first time, the relation 

between these five constructs and the educational achievement of at-risk Latino youth.  

We hypothesize that these five traits will act as protective mechanisms to overcome the 

personal and academic obstacles these Latino youth face in their daily lives. Explicitly 

measuring resilience helps to detect adaptive developmental regulations as they emerge 

within a setting that advances the well-being of the participant and their YP context. 

YP was developed upon a strengths model, focusing on the development of 

protective mechanisms and resilience instead of a decrease in psychopathology (Wolmer 

et al, 2011). The assets YP provides include coping resources, a social support network to 

prevent negative emotionality, and the opportunity to build autonomy through self-

directed community service projects, which may lead to Latino participants 

demonstrating the resilient profiles mentioned earlier (Oades-Sese et al, 2006). This PYD 

intervention is also facilitated by faculty advisoers and provides peer mentors, as Flores 



www.manaraa.com

31 

 

and colleagues (2005) demonstrate is crucial for resilient functioning among Latino 

youth.  

In the YP context, Latino students begin their high school career with mentors, 

and later have the opportunity to become the mentors, supporting continued 

connectedness and contributing to the development of agency. YP aims to support the 

autonomy students need to make intelligent choices outside of the context and introduces 

the participant to others who they can readily contact when they are not sure of 

themselves. As these youth matriculate through high school, we hypothesize that they 

will learn to persevere through academic challenges, develop self-reliance as they  

navigate their own identities, and show equanimity when discussing their academic 

performance with others. We expect YP participants to report higher levels of resilience 

than comparison group participants because they have been exposed to an environment 

that encourages choice and active problem solving (Grolnick et al., 2007).  

Youth Program Core Values 

The curriculum of the PYD intervention is based on 11 protective factors, and 

research has shown these factors aid in the transition into high school (Powell et al, 

1993). These protective factors are the core values upon which the intervention’s weekly 

activities are based, and we expect program participants to endorse these core values as a 

result of their participation. This study selected four of the 11 core values – academic 

self-efficacy, cognitive coping, adaptive help seeking, and a sense of school membership 

– because these core values in particular represent YP’s commitment to enhancing 

academic skills through high school and reducing the risk of drop out. This particular set 

of skills also represent the fundamental social needs proposed by Self-Determination 

theory (competence, autonomy, and relatedness): academic self-efficacy is used to 
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elevate personal academic standards (competence); cognitive coping skills are activated 

to solve new problems autonomously; adaptive help-seeking is employed when the 

student cannot solve the problem autonomously, and a sense of school membership 

(relatedness) for the patriotism necessary to promote increased engagement in the school 

environment. We propose that a YP participant will report stronger endorsement of these 

core values than non-participants.  

Adaptive help-seeking. Adaptive help-seeking has been defined as a strategy to 

use when tasks and problems become too challenging for the skills of one person  

(Karabenick & Newman, 2009). This protective mechanism has been shown to be  

particularly important for better health behaviors. Gallo and colleagues (2009) reported 

that Latinos with strong interpersonal connections with their families and cultural values 

are more likely to seek medical attention and regain their health following injury or 

illness than those with weaker familial connections.  

Adaptive help-seeking has also shown to be important in the academic arena. 

Ryan and Pintrich (1997) conducted a study to understand how academic goals are 

related to help-seeking behaviors. The study sample included 443 fifth-grade students of 

various ethnicities in working class neighborhoods throughout southeastern Michigan; 

there were no significant ethnic differences in any of the variables. Results indicated that 

students who were more concerned with building their mastery were more likely to 

demonstrate adaptive help-seeking than were students who were concerned with 

performance (displaying that competence to others) (Ryan et al., 1997). A developed 

sense of mastery has been linked with adaptive achievement behaviors, whereas 

performance-based goals are considered detrimental to learning (Pintrich & Schunk, 

1996; Ryan et al, 1997). Adaptive help-seeking (and the mastery-orientation that 
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promotes this adaptive skill) has been shown to be linked with increased academic 

engagement and achievement (Karabenick & Newman, 2006). For example, Ryan and 

Shin (2011) found that help-seeking behaviors predicted significant improvements in 

academic performance within one academic year and that the more confident students 

are, they less likely they are to avoid seeking help when necessary.  

Webb and Mastergeorge (2003) suggested three structural components for peer 

learning environments which promote adaptive help-seeking: 1) school staff must provide  

explicit instruction in explaining tasks; 2) there must be an atmosphere of reciprocal 

questioning where participants are empowered to ask high-level questions about the 

activities, and; 3) the role of facilitator is crucial to providing feedback for group process. 

YP peer leaders are trained to model these techniques for the participants, sending the 

message that it is okay to seek help in other parts of their school environment as well. 

Moreover, it has been documented previously that the relationship between social 

approval and youth experiences of embarrassment for help seeking was positively 

correlated; however, working in small groups was shown to reduce this social anxiety 

surrounding academics and promote a more collaborative spirit among peers (Ryan, 

Hicks, & Midgley, 1997; Newman, 1994). The environment of YP provides small group 

activity and large-scale collaboration opportunities which aim to allow the student to ask 

peers for help without fear of embarrassment, improve their ability to ask effective 

questions, and increase their academic performance by clarifying their requests.  

Academic Self-efficacy. Bandura (1997, 2001) was the first to propose the idea 

of self-efficacy, defined as an individual’s assessment of whether they believe that their 

actions will produce desired effects. Bandura’s social cognitive theory states that as self-

efficacy develops, affective, cognitive, and motivational processes become 
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interdependent and streamline toward the person’s goals, fueling self-perceptions of 

mastery in their immediate environment. Academic self-efficacy, then, is a derivation of 

this literature and is defined as the self-assurance that one can successfully complete 

academic tasks based on their previous experiences and abilities (Mercer, Nellis, 

Martínez, & Kirk, 2011).  

SDT and several other motivational theories also support the idea that aspirations  

are largely influenced by what individuals think they can do, so being in an environment 

where youth are told they can achieve academic success is likely to elevate their 

academic goals (Grolnick & Ryan, 1987; Marsh, Walker, & Debus, 1991). Academic 

self-efficacious individuals quickly learn the difference between academic goals which 

can be secured autonomously, those goals that require tutoring, and those which only can 

be achieved with the support of a group of like-minded classmates.  These academic self-

efficacy beliefs are thought to influence the youth’s causal attribution style so that when 

participants underperform academically, they ascribe their failure to insufficient effort as 

opposed to low ability (Bong, 2004; Bandura, 1993). 

YP aims to equip participants with multiple resources to promote academic self-

efficacy including activities that ask youth to recall their previous success experiences, 

mobilize all of their academic strengths, and try their best to succeed in school work. 

Research suggests a highly developed sense of academic self-efficacy facilitates 

ambitious academic aspirations and performance (Bandura, Barbaranelli, Caprara, & 

Pastorelli, 2001; Caprara, Scabini, Barbaranelli, Pastorelli, & Regalia, 1998). Carroll and 

colleagues (2009) examined structural relations among academic achievement and self-

efficacy among a sample of high school-aged Australian youth and found that youth who 

trusted their capabilities in exercising control over their academic pursuits achieved 



www.manaraa.com

35 

 

higher grades than those who demonstrated less developed academic self-efficacy. 

Chemers, Hu, and Garcia (2001) examined the effects of academic self-efficacy on the 

academic performance and expectations of a multi-ethnic college freshmen sample. 

Results indicated that academic self-efficacy had significant direct effects on students’  

academic expectations and academic performance, so that highly efficacious students 

demonstrated better academic performance and held greater academic expectations than 

less efficacious students (Chemers, Hu, & Garcia, 2001).  

Academic self-efficacy has been shown to be particularly important for academic 

achievement among Latino youth. This protective mechanism was found to be associated 

with academic persistence and personal adjustment among Mexican American college 

students (Gloria, Castellanos, López, & Rosales, 2005; Solberg, O’Brien, Villareal, 

Kennel, & Davis, 1993). Chun and Dickson (2011) conducted structural equation 

modeling to examine the relationships between academic self-efficacy, sense of school 

belonging, and academic achievement among Latino youth living in a community along 

the U.S.-Mexico border region. The researchers included an adapted version of 

Bachman’s (1970) School Ability Self-Concept Index to measure academic self-efficacy, 

Goodenow’s (1993) Psychological Sense of School Membership Scale to measure sense 

of school belonging, and student self-report of grade point average at the most recent 

grading period in math, English, and science. Results indicated that sense of school 

belonging likely enhanced academic achievement by increasing academic self-efficacy. 

More research is needed that will examine how youth development programs promote 

this developmental asset among high school-aged Latino youth.  

Cognitive Coping. As students mature, their abilities to cope with negative life 

events increases and shifts from externally-oriented coping methods toward more 
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internally-oriented cognitive strategies (Aldwin, 1994; Garnefski, Legerstee, Kraaij, 

Kommer, & Teerds, 2002). Examples of these strategies include planning ahead, 

predicting the future consequences of a given action, and providing alternative  

explanations of events. These are known as cognitive coping skills, and they may have as 

much utility at school as they do in home environments. Monkong, Pongpanich, 

Viwatwongkasem, Chantavanich, Wongpiromsarn, and Katz (2009) examined the 

efficacy of a youth development intervention designed to train adolescents to cope with 

their stress through life skills instruction. The study sample was randomized and half of 

the participants were trained on emotion regulation, conflict resolution, and the concept 

of thinking. After the training was completed, intervention participants demonstrated 

significant increases in cognitive coping skills and decreases in perceived stress 

(Monkong et al., 2009).  

Pincus and Friedman (2004) conducted a school-based youth development 

intervention designed to increase cognitive coping skills among a sample of elementary 

school students. Participants were divided into three groups: a cognitive-affective skills 

training group that taught how to identify emotions, how to deal with emotional 

situations, and apply these techniques in stressful situations; a problem-solving skills 

training group with no emotional skills component; and a discussion group which 

encouraged group process over stressful situations, but offered no skills training. This last 

group served as the comparison group. Results indicated that participants in the first 

group demonstrated significant increases in emotion-focused strategies than the other two 

groups, and participants in the cognitive-affective and problem-solving skills training 

groups showed significant gains in the total amount of cognitive coping skills they 

generated after the intervention (Pincus et al., 2004). What these two interventions have 
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in common with the current study is that each of these programs fosters coping skills that 

are important for positive youth development. Suldo, Shaunessy, Thalji, Michalowski,  

and Shaffer (2009) identified five primary sources of stress that high school youth cope 

with: parent-child relationships, peer relationships, challenging life events, family 

problems, and academic problems. YP and other PYD interventions which promote 

adaptive coping methods for stress give youth the opportunity to manage these stressors 

in a safe environment. The use of cognitive coping skills like these has also been shown 

to improve performance in academic pursuits (Boekarts et al, 2000; Zimmerman, 2000). 

Few opportunities in a typical school day provide these resources, but within the YP 

environment, these discussions may become a sounding board for ideas on how to 

navigate the often difficult transition into high school. By sitting with YP peer leaders 

and classmates each week and discussing real-life challenges, we hypothesize that YP 

participants may be able to share creative solutions and develop this repertoire of 

cognitive coping that they can use during their transition into high school, in combination 

with the larger skill set YP aims to provide its participants.  

Sense of School Membership. Psychological membership, the degree to which 

students feel personally accepted, respected, and supported by their peers in the school 

environment, may be critical to the educational resilience of youth (Goodenow, 1992). 

Gallo and colleagues (2009) suggest that the Latino cultural values of simpatia 

(proclivities toward pleasant social interaction) and allocentrism (placing the needs of the 

group above individual needs) may stimulate youths’ sense of school membership by 

increasing school support and cohesiveness. Developing close bonds with school-based 

social groups and the peers a student finds there as well as participating in fun, organized 
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activities together, all contribute to this sense of belonging (Ryan, Stiller, & Lynch, 1994; 

Skinner & Wellborn, 1994). The YP program aims to foster these close bonds and  

engage youth in purposeful group activities to foster this sense of connection.  

Several youth development interventions have shown how participation in school-

based programs can increase feelings of school membership and improve attitudes toward 

one’s school. For example, YouthFriends, a school-based intervention that pairs students 

Kindergarten through 12
th

 grade with caring adults once a week where they discuss 

substance abuse prevention, appropriate school behaviors, and school connectedness, 

showed program youth had greater increases in self-perceptions of school membership 

than comparison youth (Portwood, Ayers, Kinnison, Waris, & Wise, 2005). Similarly, the 

school-based youth development intervention Across Ages, required participants to 

complete community service activities and receive mentorship from adults in the 

community. Participants scored higher on scales measuring attitudes toward school than 

comparison group participants (LoSiuto, Rajala, Townsend, & Taylor, 1996). It is likely 

that students participating in YP will demonstrate higher relatedness for their schools 

than non-participants. YP fosters a sense of school belonging among youth by bridging 

their lives at school with parental concerns by implementing two Family Night events 

and helping youth organize a service-learning event where they serve as representatives 

for the high school in their local communities.  

YP provides three contextual resources – positive peer traits, resilient qualities, 

YP core values – to create a school environment that nourishes the psychosocial need 

satisfaction of Latino high school students, and in turn, promote educational resilience. 

Specifically, YP focuses on establishing a setting that provides an inclusive environment, 
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positive peers, and autonomous opportunities to develop resilience, build competency, 

academic self-efficacy, and other core values. Therefore, we expect participation in the 

YP program, driven by the strengths-focused PYD framework and Self-Determination 

theory, to result in YP participants reporting higher levels of these assets than non-YP 

participants. We also hypothesize that these three protective factors – positive peer traits, 

resilient qualities, and Youth Program core values – will significantly predict eleventh 

grade academic achievement in our sample of at-risk, urban Latino youth.  

Questions Three and Four: Youth Program Protective Factors Predicting 11
th

 Grade GPA 

and Moderating the Relationship between Risk Status and Academic Achievement 

Positive peer traits, resilient qualities, and/or Youth Program core values will predict 

11th grade GPA and moderate the relationship between risk status and academic 

achievement among an underserved population of Latino high school students so that 

these characteristics will buffer some of the negative effects risk has on academic 

achievement.  

The PYD perspective emphasizes the potential for plasticity in the course of an 

individual’s development and argues that this potential for system change exists because 

of the mutually impactful relationship between individuals and their setting in which they 

are embedded (Lerner et al., 2005). This study examines how YP utilizes this plasticity to 

advance well-being in the school setting and adaptive academic functioning in program 

participants. PYD is optimized in contexts that reinforce personal strengths (Durlak et al., 

2007), and the YP setting meets this criteria by structuring an environment heavy with 

the principles of Self-Determination theory (i.e. autonomy, competence, relatedness). We 

propose that the specified moderators in this study (i.e. positive peer traits, resilient 

qualities, YP core values) serve as applied constructs for these three protective 

mechanisms, and that after controlling for youth acculturation, they are the key 

mechanisms by which YP buffers the impact of risk on academic achievement. Making 

recommendations for the improvement of a youth development intervention cannot be  
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done without first identifying variables or processes of the intervention that are 

responsible for behavior change (Farrell, Meyer, Kung, & Sullivan, 2001; Baron & 

Kenny, 1986; Allen, Kuperminc, Philliber, & Herre, 1994). Further, examining both 

mechanisms and outcomes can help interventionists to replicate PYD programs like 

Youth Program on a larger scale and develop best practices for increasing academic 

achievement among at-risk youth (Bauman, Stein, & Ireys, 1991). Inspection of the 

processes which moderate the relationship between risk factors and outcomes among 

youth development programs is one approach to make these recommendations. For the 

current study, we conceptualize the protective factors examined in the second study, 

including personal resilient qualities, the positive characteristics of the YP participants’ 

friends, and core values, as the key mechanisms by which YP may promote academic 

achievement among Latino youth. Further, we hypothesize that these key mechanisms 

will buffer the ill effects of risk on academic achievement.  

Positive peer traits as a moderator. The powerful influence of the young peer 

group is bi-directional: the exposure of this group can have an impact on the development 

of the individual, and the individual’s influence on their peers can also promote change 

within the group. This bidirectional influence builds group interest. Numerous studies 

highlight the significantly positive impacts peer quality has upon academic achievement 

(Zimmer & Toma, 2000; Sacerdote, 2001; Hanushek, Kain, Markman, & Rivkin, 2003). 

Véronneau and Dishion (2011) conducted a study examining the positive effects of peer 

characteristics on participants’ academic achievement and found that certain peer 

characteristics (i.e. school engagement) significantly predicted positive changes in 

participant GPA. Altermatt and Pomerantz (2003) conducted longitudinal research that  
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investigated the influence of peers on the academic performance of participants. Results 

indicated that changes in participants’ report card grades were predicted by the prior 

academic performance of their peers, suggesting that youth who prioritize their education 

also influence their peers to do the same.  

Feldman and Majatsko (2005) proposed peer group relationships, a major 

component of YP, are moderating factors that effective youth development interventions 

address in an effort to produce positive outcomes. Affiliating with peers who demonstrate 

strong academic orientations is likely to increase the chances for educational resilience by 

increasing motivation to engage in academics and by modeling how to master 

challenging academic tasks (Altermatt et al, 2005). No studies to date have looked at the 

relation positive peer traits and academic achievement among poor, Latino youth. The 

current study will address this gap in research by exploring whether positive peer traits 

have any direct effects on the relationship between risk and academic achievement, and if 

this protective mechanism can also moderate this important relationship.  

Resilience as a moderator. The relationship between resilience and academic 

achievement has been examined in other studies. Rajendran and Videka (2006) examined 

the academic components of resilience among a sample of multi-ethnic adolescents who 

had been referred to the child welfare system on reports they had been abused. In their 

study, resilience was operationalized as the combination of three latent constructs – the 

adolescent’s sense of relatedness with their caregiver, their academic achievement, and 

their social competence. Results indicated that for every one-point standard deviation 

increase in resilience, the academic skills among the sample also improved by 0.38 units 

(Rajendran et al, 2006). Hartley (2011) examined the degree to which resilience predicted  
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the cumulative grade point average of a multi-ethnic sample of university students using 

the Connor-Davidson Resilience Scale (CD-RISC; Connors & Davidson, 2003). Results 

indicated that resilience accounted for a significant amount of variance for cumulative 

GPA (Hartley et al, 2011).  

For the current study, we conceptualize resilience as possessing five traits: self-

reliance, meaning, equanimity, perseverance, and existential aloneness (Wagnild, 2009). 

PYD settings that nurture these resilient qualities expose participants to community 

service opportunities, hands-on activities, and positive interpersonal contact that develop 

a person’s sense of resilience. School-based activities that conclude with a group 

discussion to help youth process what they have learned and make meaning out of the 

activity’s lesson also help in the development of resilience for youth. When youth 

encounter obstacles during the community service project, their YP program peer leaders 

step in to remind them of past successes so they can take setbacks in stride and encourage 

the youth to persevere in the face of adversity. When these resilient youth are alone 

studying and learning, they are expected to internalize more confidence in their ability to 

meet academic expectations. The equanimity and meaning associated with resilience will 

help youth to understand that greater academic challenges are a signal that their teachers 

believe they have mastered prerequisites and are thus ready for the next level. We 

conceptualize resilience as an important protective factor that may have a serious impact 

on the relationship between risk and academic achievement for Latino youth, and we 

propose that resilience will have a significant moderating effect on this relationship.  

Youth Program core values as a moderator. Four protective factors from the 

YP curriculum – academic self-efficacy, adaptive help-seeking, sense of school 

membership and cognitive coping – have been identified as key core values of the YP 
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curriculum that were expected to directly influence youth academic achievement. These 

mechanisms serve as the foundation in YP activities, goals, and group-based discussions. 

Bandura, Barbaranelli, Caprara, and Pastorelli (1996) reported that academic self-efficacy 

promotes academic achievement by nurturing both academic aspirations and pro-social 

behaviors. Multon and colleagues (1991) provide more support for the theory that 

academic self-efficacy beliefs may work to counteract the impact of risk status on 

academic achievement; their results indicated that academic self-efficacy contributed to 

levels of motivation and academic performance. Academic self-efficacy has also been 

found to predict academic achievement among Mexican American college students 

(Hackett, Betz, Casas, & Rocha-Singh, 1992).  

The method in which youth cope with stressful circumstances is associated with 

psychological well-being (Compas, Orosan, & Grant, 1993; Fields & Prinz, 1997; Kraaij 

et al, 2003). Wang and Holcombe (2010) found that use of cognitive coping skills 

predicted increased GPA among a multi-ethnic sample of eighth grade students. Neff, 

Hsieh, and Dejitterat (2005) proposed that employing emotion-focused cognitive coping 

skills may be adaptive when youth are challenged with academic underperformance 

because the situation has already happened and their use of cognitive coping can help 

them adjust to the reality of failure. It is expected cognitive coping also plays a role in 

handling stress associated with risk factors that may inhibit optimal academic 

achievement. No studies to date have looked at the relation of cognitive coping and 

academic achievement among poor, Latino youth, however low-income and ethnic  

minority status is often associated with a dearth in cognitive coping skills (Gallo et al, 

2009). By promoting cognitive coping, YP addresses a crucial need for positive Latino 

youth development.   
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Adaptive help-seeking may also have the potential to lessen the impact of risk 

status on academic achievement. Research suggests that the frequency with which youth 

request explanations to clarify their schoolwork and instances where they incorrectly 

attempt to solve a problem and then ask clarifying questions are related to better 

academic performance (Newman & Schwager, 1995). Karabenick (2004) examined 

adaptive help seeking behaviors among a sample of undergraduate students in two 

different chemistry courses. Results indicated that course performance had a significant 

positive relationship with adaptive help seeking, and that those students who avoided 

seeking help demonstrated academic underperformance. A recent comprehensive review 

of adaptive help seeking research detailed the motivational process and interventions for 

building this self-regulating strategy, but neglected to draw links between adaptive help 

seeking and academic achievement among high school youth (Karabenick & Dembo, 

2011). More research is needed that examines the relationship of adaptive help-seeking 

and academic achievement among poor, Latino youth. 

A sense of school belongingness is also proposed to help buffer the deleterious 

effects of risk on academic achievement. Research has shown that this developmental 

asset has been linked to youth academic attitudes and motivations (Solomon, Watson, 

Battistich, Schaps, & Delucchi, 1992). For example, Battistich, Solomon, Kim, Watson, 

and Schaps (1995) found that a sense of school belongingness had a significantly positive 

effect on performance measures of reading comprehension among a sample of middle  

school-aged youth. Sánchez, Colón, and Esparza (2005) examined the role of youth sense  

of school belongingness in the academic adjustment of a sample of urban Latino youth. 

Results indicated that sense of school belongingness had a significant positive 

relationship with expectancies for success in English courses and academic effort and a 
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negative relationship with absenteeism. Few studies have looked at the impact this 

protective mechanism may have on academic achievement among poor, Latino youth 

(Kuperminc, Darnell, & Alvarez-Jimenez, 2008; Sánchez et al, 2005). The current study 

will explore the relations between sense of school belongingness and academic 

achievement among low-income Latino high school youth.  These four YP core values 

are conceptualized as a moderator that both reorganizes youth concepts of self in the 

school setting but also helps them to adapt to contextual changes during the transition 

into high school. Together, these core values help youth to view themselves as 

competent, to be able to relate to and ask help from others, and to autonomously chart 

their own paths as they matriculate through high school. Acquisition of this skill set is 

expected to counteract the effects that youth unique risk profiles may have on their 

academic trajectories.  

These four studies suggest that the key resources of the YP experience – the 

classmates and peer leaders the participants meet, the content participants learn, the inner 

strengths in which the program fosters – contribute to the participant’s educational 

resilience. Whichever component(s) emerge as significant predictors and moderators will 

illuminate the process by which YP instills educational resilience in this at-risk sample of 

Latino youth. Determining these processes will inform recommendations for how YP can 

improve future trainings and implementations.  
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CHAPTER 2 

 

METHODS 

Participants 

 This paper uses data from the program evaluation of Youth Program (YP; Powell 

et al, 1993), a larger study of behavioral and academic adjustment conducted by Dr. 

Valerie Johnson and her colleagues at Rutgers, The State University of New Jersey. This 

study began with a cohort of ninth grade students who have been followed over three 

waves of data collection through their high school career (9
th

, 10
th

, and 11
th

 grades). 

Because we were interested in the longitudinal consequences of YP participation, we 

used survey information collected during the 1
st
 and 3

rd
 waves of data collection when the 

youth were in 9
th

 and 11
th

 grade, respectively.  

Participants were 166 twelfth grade students in an urban mid-Atlantic public high 

school. The school district is located within a city that has been acknowledged by the 

Brookings Institution as being in the 92
nd

 percentile for economically depressed districts 

in the U.S. (Honey, Culp, & Carrigg, 2000). Over a quarter (27.5%) of the city’s children 

fell below the federal poverty line. The sample was representative of the predominantly 

Latino populated school with 96% self-identified as Latino, 2% Black American, and 6% 

“other.” Participants were chosen from a group of 284 students (60% female) who were 

participating in a longitudinal program evaluation for the psychosocial intervention 

entitled, “Youth Program”. YP is a peer outreach program which works to streamline and 

enhance the transition for ninth grade students into high school.  
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Design and Procedures 

Overview. In 2007, all students were surveyed during the first semester of their 

freshman year of high school (baseline) with approval from the Institutional Review 

Board of Rutgers University. Youths’ parents completed informed consent forms and 

youth completed informed assent to participate in the study. The high school was 

organized into three small learning communities (SLC) where students worked with the 

same team of teachers and took the same health and physical education classes 

throughout their high school career. Students were assigned to one of the three SLCs as 

ninth grade students. The research design included randomly assigning two SLCs to 

provide the program to ninth grade students and the other SLC served as comparison 

youth and provided no program to ninth graders. After randomly assigning the YP 

participants and comparison youth SLCs, the incoming ninth grade students (N = 284) 

were randomly assigned to one of the SLCs. In sum, 93 students were randomly assigned 

to receive a typical program (health and physical education with no YP), 191 students 

were randomly assigned to participate in weekly sessions of YP within their health and 

physical education classes. Crosstab analysis indicated that the attrition rate for 

participants was greater than 40%, and that a higher percentage of students were missing 

from the YP group at the 2010 follow-up, than were missing from the comparison group 

(χ = 4.56, p = 0.03). It is unclear why such group attendance rates differed; possible 

reasons include youths’ families moving or a lack of interest in participating in the study. 

However, we tested for differences in demographics (i.e. gender, parental education) and 

GPA at baseline and found no significant differences between comparison and 

intervention youth for any of these variables (see Table 2.6).  
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 The current study was approved by the Institutional Review Board of the 

University of South Carolina to conduct an additional wave of data collection three years 

post-baseline. Researchers collected information from youth during their physical health 

education classes on acculturation, resilience, academic achievement, peer attributes, 

personal and social risk factors, and YP core values during the first semester of the 2010-

2011 academic year. Youth completed informed assent forms, but the institutional IRB 

allowed the research team to forego collecting informed consent from parents again. All 

participants were given the option to use a Spanish survey.  For the current study, data on 

academic achievement, school attendance, and gender collected during the sample’s 9
th

 

grade year were also used.  Students received compensation for the baseline data 

collection but were not compensated for their time at the three year follow up.  

Measures 

Predictor Variable 

Risk Factors. To assess risk for dropout/academic underperformance, a 

composite risk variable was created that included key indicators of risk that have been 

identified as prominent challenges for Latino youth. The methodological practice of 

combining risk items into one measure is known as the Rasch technique, which 

represents risk as an additive construct (Rasch, 1960; Schmidt, 2003; Sameroff et al, 

1993). This theory implies that the more events an individual has experienced, the higher 

the amount of demand that is placed upon the individual. Multiple studies on youth 

development have used composite measures of risk to predict negative outcomes. Klein 

and Forehand (2000) examined child functioning outcomes (i.e. externalizing behavior, 

depressive symptoms) among urban, low income Black children. The researchers used a  
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composite measure of risk which included items asking the child for their mother’s  

education level and the child’s self-report of psychological symptomatology. Results 

indicated this composite measure of risk accounted for significant variance in analyses 

predicting child self-report of depressive symptoms (Klein et al, 2000).  

Schmidt (2003) examined the relationship between three combined indices of risk 

(i.e. acute family adversity, chronic family adversity, school adversity) and school 

misconduct and found that participants who scored high on the composite risk scale were 

more likely to exhibit high levels of school misconduct. Forehand, Biggar, and Kotchick 

(1998) used a composite index of five risk factors including parental marital status and 

mother-adolescent interpersonal conflict to predict losses in academic achievement 

among young adults. Results indicated that an increase from three to four risk factors 

predicted a significant decrease in academic functioning throughout an adolescent’s high 

school career (Forehand et al., 1998). The composite risk variable in the current study 

includes school misconduct, teenage pregnancy, self-reported chances of dropping out of 

high school, and self-reported school tardiness. Selected items from the School Success 

Profile Trouble Avoidance Subscale (SSPTAS; Richman & Bowen, 1997) including the 

self-report of cutting at least one class, showing up for school late, having been sent out 

of class because of misbehavior, parents having received a warning about their 

attendance, grades, or behavior, having gotten into a physical fight with another student, 

having been placed on in-school suspension, and having been placed on out-of-school 

suspension comprised the academic misconduct portion of the composite risk index.  The 

SSPTAS has been used in other research examining risk among Latino youth (Garcia-

Reid, 2007; Mun, Johnson, & Pandina, 2009). Youth were also questioned if they had  



www.manaraa.com

50 

 

children at the time of assessment, if they expected to have children by the end of their  

12
th

 grade year, and what the chances were youth thought they would drop out of school. 

All variables were independently correlated with GPA. Please see Table 2.1 for a list of 

the variables that comprise the composite risk variable.  

Information on intent to drop out of high school, pregnancy, and academic 

misconduct were collected from YP participants at 2010 follow-up data collection to 

measure individual levels of exposure to risk. Participants were asked to score two items 

that measured their self-perceived risk of remaining in high school (i.e. “I often consider 

dropping out of school” and “I intend to drop out of school”). Both items were rated on a 

7-point Likert scale, starting with “Not at all in agreement” and ending with “Completely 

in agreement”. These question items demonstrated an intraclass correlation coefficient of 

.63 in a longitudinal model of high school dropout among French-Canadian adolescent 

students (Vallerand, Fortier, & Guay, 1997). Two items on teenage pregnancy were 

collected from youth. These two items – “Do you currently have children?” and “Are 

you expecting to have a child before the end of your 12
th

 grade academic year?” were 

derived from Wayman’s (2002) study examining the association certain risk factors had 

with high school diploma attainment in dropouts. The Cronbach alpha reliability for that 

study’s composite risk index reached .65, however other forms of reliability were not 

available in the publication and should also be considered (Wayman et al, 2002).  

These risk factor items were standardized by subtracting the score from the mean 

and dividing by the standard deviation, creating z-scores (Cohen, Cohen, West & Aiken, 

2003). The z-scores of each risk item were then summed to create a composite risk index 

where scores ranged from three to 24. Combined with the items about teenage pregnancy  
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and intent to drop out of high school, the composite risk measure achieved a Cronbach’s  

alpha of .75.  

Moderating Variables 

Youth Program Participation. YP participation was measured  using a dummy 

variable, where ‘1’ indicated YP participation and non-participants served as the 

comparison group and were scored as ‘0’.  

Youth Program Core Values. The Youth Program Survey is a 248-item 

questionnaire that included subscales measuring each of the core values the program aims 

to instill within participants. For this study, we are specifically interested in four core 

values as these are most closely related to academic achievement – academic self-

efficacy, adaptive help-seeking, cognitive coping, and sense of school membership. 

These subscales have previously been used among Latino adolescent populations to 

measure school functioning with substantial success (Johnson, Holt, Bry, & Powell, 

2008; Holt, Bry, & Johnson, 2008). We used exploratory factor analyses to examine the 

latent dimensionality of the selected YP core values and to allow the respective items to 

relate to any factor underlying participant responses (Worthington & Whittaker, 2006). 

These methods allowed us to easily recognize items which measured several factors 

simultaneously. Items that fell into more than one category were discarded as they were 

considered to be poor indicators of the construct. This was included in the procedure to 

prevent the sharing of items which cross-loaded too highly among two or more factors.  

Because the researchers were interested in learning how the current study 

population responded to the scales and how the underlying factors accounted for the 

shared variance among the items, we conducted principal-components analysis. This data 

reduction technique entails reducing scores from a large matrix of measured variables  
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down to scores on a smaller matrix of composite variables that keep as much information 

from the first matrix as possible. A major limitation of principal-components analysis is 

that this technique does not attempt to model the configuration of correlations among the 

original variables, (Fabrigar, Wegener, MacCallum, & Strahan, 1999). Despite 

limitations like these, principal-components analysis was a better choice for the current 

study because the alternative (i.e. common-factors analysis) aligns more closely with 

developing new scales, and each of the current study’s scales have been previously 

developed and validated.  

 When conducting exploratory factor analysis, using the largest sample size 

available is crucial because small sample sizes risk unstable patterns of covariation. 

Worthington and Whittaker (2006) suggest that samples are likely to be adequate when 

data sets contain communalities higher than .50. Our sample size included 175 

participants and the communalities for the YP core value constructs ranged below .50. 

The implication here is that the diminished sample size increased the likelihood of 

unstable correlations among the YP core value items. Because this communality score 

places the factorability of the data in question, the researchers also conducted the Kaiser-

Meyer-Olkin (KMO) test of sampling adequacy. The KMO helps describe the association 

of partial correlations to the sum of squared correlations (Worthington et al, 2006). The 

KMO test of sampling adequacy was used to evaluate the factorability of the four 

selected YP core values. The YP core values construct yielded a KMO score of .83, 

exceeding the .60 standard Tabachnick and Fidell (2001) suggested as required for 

adequate factor analysis.  

We chose the oblique rotation method because this was a data-based approach 

that is used when factors are assumed to be correlated (Worthington et al, 2006). In order  
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to evaluate factor retention, only factors which reflected eigenvalues greater than 1.0 

were retained to guard against unstable factorability (Kaiser, 1958). Also, factors with 

less than two items were not retained because the items from these factors did not reach 

the Pearson r (i.e. r > .70). For the remaining factors, the researchers deleted all items 

less than .40 and items which had less than a .15 difference from the next highest factor 

loading. These standards were suggested by Worthington and Whittaker (2006) to 

provide a conservative estimate of item-factor loading. These exploratory factor analysis 

methods yielded six factors for the YP core values construct. The researchers averaged 

the mean scores of each item within the factor to create variables which reflected the 

larger construct. See Table 2.2 for a list of factor loadings for the YP core value 

construct.  

Academic self-efficacy. Academic self-efficacy (Zimmerman, Bandura, & 

Martinez-Pons, 1992) was measured by seven items including “How well can you 

motivate yourself to do school work”. Participants rated their agreement for these items 

using a 4-point Likert scale ranging from 1 (Not Very Well at All) to 4 (Very Well). 

Academic self-efficacy has been shown to have adequate validity in previous studies 

(Johnson, Pandina, Bry, Powell, & Barr, 2006; Bray, Nash, & Froman, 2003) and in the 

present study these items demonstrated an alpha reliability of .89. 

Adaptive help-seeking. Adaptive help-seeking (McNeal & Hansen, 1999) was 

measured by four items including “How well can you get a family member to help you 

with a problem”. Participants rated their agreement for these items using a 4-point Likert 

scale ranging from 1 (Not Very Well at All) to 4 (Very Well). Adaptive help-seeking has 

been shown to have adequate validity in previous studies (Johnson, Mun, & Pandina, 

2008; Johnson, Pandina, & Bry, 2008) and in the present study these items demonstrated  
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an alpha reliability of .76. 

Cognitive coping. Cognitive coping was measured by twelve items including “I 

know how to relax when I feel too much pressure”. Participants rated their agreement for 

these items using a 4-point Likert scale ranging from 1 (Really False) to 4 (Really True).  

These items demonstrated an alpha reliability of .85 (Johnson et al, 2008) in previous YP 

research. Cognitive coping has been shown to have adequate validity in previous studies 

(Bry, Johnson, Choing, & Urga, 2005; Johnson et al, 2008) and in the present study these 

items demonstrated an alpha reliability of .75. 

Sense of school belonging. Sense of school belonging (Goodenow, 1993) was 

measured by thirteen items including “I can really be myself at this school”. Participants 

rated their agreement for these items using a 4-point Likert scale ranging from 1 (Really 

False) to 4 (Really True). Sense of school belonging has been shown to have adequate 

validity in previous studies (Poteat & Espelage, 2005; Hagborg, 1998) and in the present 

study these items demonstrated an alpha reliability of .84. 

Resilience. The 14-item Resilience Scale (RS-14) was used to assess resilient 

behaviors and attitudes at the three year follow up. The RS-14 is an abbreviated version 

of the 25-item Resilience Scale, the first psychometric designed to make direct 

assessments of resilience (Wagnild, 2009). Exploratory factor analysis on the resilience 

construct yielded only one factor, so the items from this scale were averaged to create a 

variable that reflected the larger construct (see Table 2.3).  Participants responded to 

questions like “When I’m in a difficult situation, I can usually find my way out of it” 

using a 7-point scale ranging from 1 (Strongly Disagree) to 7 (Strongly Agree). Resilient 

scores range from 14 to 98, and a threshold score of 78 was chosen for the current study  
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because this is the lowest moderate resilient score possible. The RS-14 demonstrates  

acceptable internal consistency (α = 0.91) and convergent validity with measures of self-

actualization (α = 0.63) and stress management (α = 0.43). The RS-25 has been 

previously validated on low SES, young Mexican American adults (Linderberg, 

Solorzano, Bear, Strickland, Galvis, & Pittman, 2002) and a primarily Latino adolescent 

population (Hunter & Chandler, 1999) and correlates significantly with the RS-14 (r = 

0.97, p < 0.001).  

Positive peer traits. A Positive Friend Characteristics scale was compiled from 

eight items from the 3
rd

 and 4
th

 Waves Youth Self-Administered surveys of the Maryland 

Adolescent Development in Context Study (MADICS). This scale measured how many 

of the participants’ friends fit various behavioral-attitudinal depictions. Factor analysis 

was conducted to identify a small number of items from the larger number included in the 

Positive peer traits scales using similar procedures described above for the YP core 

values factor analysis. We used Worthington and Whittaker’s (2006) .50 communality 

criteria here as well; the positive peer traits construct never ranged below .61, so it is 

likely that the positive peer trait items correlated with each other in a stable fashion. The 

KMO test of sampling adequacy was used to evaluate the factorability positive peer traits. 

The positive peer traits score yielded a KMO score of .80, exceeding the .60 standard 

Tabachnick and Fidell (2001) suggested as required for adequate factor analysis. Our 

exploratory factor analysis methods yielded two factors for the positive peer traits 

construct. See Table 2.4 for a list of factor loadings for the positive peer traits construct.  

The first factor consisted of three items and measured positive peer traits. Youth 

were asked how many of the friends that they spend most of their time with (a) “do well 
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in school,” (b) “plan to go to college,” and (c) “like to discuss schoolwork or other 

intellectual things with you?” (1 = None of Them, 5 = All of Them). The second factor 

also consisted of three items and assessed the frequency of positive behaviors in the 

participant’s chosen peer group (1 = Almost never, 5 = Almost always): How often do the 

friends you spend most of your time with (d) “let you know that they really care about 

you,” (e) “help you do something that’s important to you,” and (f) “help you feel good 

about yourself?” Similar composite scores have been created with levels of internal 

consistency ranging from .72 to .81 and have demonstrated predictive validity among 

Black and White American adolescent samples in previous research (Simpkins, Eccles, & 

Becnel, 2008; Fredricks et al, 2008). The scores from this scale will be used in a set of 

moderation analyses as well as the between-groups factor in a two-tailed ANCOVA.  

Outcome Variable 

Academic Achievement. Academic achievement was measured by using the 

youths’ GPA from official school records. This GPA was collected at the end of the 

youth’s 11
th

 grade year to prevent data attrition due to possible dropout from high school 

in the summer leading to their 12
th

 grade academic year. This academic achievement 

variable was created by averaging the participants’ language arts, mathematics, science, 

and social studies scores. This composite score was then recoded into a four-point 

variable to reflect the grading scale of the local school district, (e.g. 4.00 = A, 1.00 = D).  

Control Variables 

The study uses a randomized research design, but to further eliminate any 

endogeneity biases researchers will control for variables that may be linked to the 

extracurricular activity experience for Latino high school students. Interventionists must  
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be careful not to ascribe positive impacts from extracurricular activity participation alone.  

If a student is self-motivated and joins a youth development program, it might lead to 

overestimated positive effects for the program itself. On the contrary, participating 

students with less self-motivation or who are assigned to these programs by school 

administrators require more attention from their program coordinators, yet the positive 

effects of the program are likely to be underestimated. This is known as the endogeneity 

bias (Duncan, Magnuson, & Ludwig, 2004), and it occurs when researchers make 

assumptions about study results without accounting for the student’s 

motivations/intentions for choosing to participate in an intervention. This research 

suggests that the implications of context-determining processes for students (i.e. gendered 

experiences, acculturative stress) should be integral to the interventionist’s efforts in 

predicting participant outcomes.  

Gender. Controlling for gender in this Latino high school student sample is 

important because of the conflicting research on gender impacts on Latino/a academic 

achievement. Some research suggests Latino parents are less likely to socialize or allow 

their daughters to attend college than their sons (Cohen, Chacón, Camarena, González, & 

Stover, 1983; Lopez, 1995), yet it has also been shown that males are at greater risk for 

dropping out of high school in the Latino community than females (Allensworth & 

Easton, 2005; Roderick & Camburn, 1999). Self-reported gender was coded as “1” for 

males and “2” for females.   

Acculturation. Acculturation was measured by using the Language Use and 

Generation subscales of the Brief Acculturation Scale for Hispanics (BASH; Norris, 

Ford, & Bova, 1996). The BASH Language Use scale is a 4-item self-report  
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questionnaire designed to assess an individual’s level of familiarity with the English 

language. Each item is a statement to which participants respond using a 5-point Likert-

type scale with options ranging from Only Spanish (1) to Only English (5). This subscale 

was originally created by Marin and colleagues (1987) to study the acculturation of 

Mexican American youth. Language Use subscale scores ranged from 4 to 20; the scores 

were computed by dividing the total by the number of items.  

The Generation subscale asked youth what country they were born in and asked 

the name of their guardian’s native country. Youth who reported their country of birth as 

outside the U.S. and the same as their guardians’ were scored as ‘1’ for first generation. 

Youth who reported their country of birth as the U.S. but reported their guardian’s native 

country as outside the U.S. were scored as ‘2’ for second generation. Youth who reported 

their guardians’ and their own native country as the U.S. were scored as ‘3’ for third 

generation. This procedure for identifying generational status was also used by 

Kalogrides (2009) in her study of Latino youth and academic achievement.  

The BASH was validated using a sample of second- and third-generation Puerto 

Rican and Mexican American adolescents and yielded acceptable reliability (α = .80 to 

.90) and consistently measures validity for acculturation (Wallace, Pomery, Latimer, 

Martinez, & Salovey, 2010). Research indicates that high levels of acculturative stress, or 

feelings that one is unable to acculturate into a non-native culture, have been correlated 

with low self-reported levels of social support (Hovey & King, 1996), self-esteem (Mena, 

Padilla, & Maldonado, 1987), and career self-efficacy (Miranda & Umhoefer, 1998). An 

acculturation variable was created by using the mean of these two subscales. 

Acculturative stress scores range from 1.25 to 4.50. High scores on this scale suggested 

U.S. nativity, high comfort with the English language, and perceived low stress levels  
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with the youth’s acculturative status.  

Analytical Procedures 

 Descriptive statistics were generated for the YP participants and comparison 

youth on demographic variables, including gender and family income. The three 

mechanisms under investigation (i.e. YP Core Values, resilience, positive peer traits) and 

all other continuous variables (e.g. risk) were centered in order to obtain z-scores. T-tests 

were used to determine whether any differences existed between the YP and comparison 

groups on key characteristics related to academic achievement (e.g. risk, GPA, protective 

mechanisms). Risk status, acculturation, and gender were entered as covariates in the 

analyses.  

Hypothesis 1 

 Hypothesis 1 predicts that YP participation will moderate the relationship 

between risk status and academic achievement, so that YP participation will buffer some 

of the negative impact risk has on academic achievement. Sequential regression analyses 

will be performed to test for these moderation effects. The following general regression 

equation will be used: Y = b0 + b1(W) + b2(X) + b3(Z) + b4(XZ) + e. As applied to this 

hypothesis, Y equals the 11
th

 grade GPA, W equals the covariate, X equals the risk status 

composite score, Z equals YP participation, and XZ represents the interaction term 

between risk status and YP participation. Interaction terms were generated for the 

moderation analyses. The interaction term and the composite risk variable were centered 

to reduce the likelihood of multicollinearity (Robinson & Schumacker, 2009). Covariates 

that did not contribute to explained variance were removed.
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Acculturation was included as a covariate in this model. For this sequential 

regression, the acculturation and risk status composite score variables were entered in 

Step 1, YP participation was entered in Step 2, and the interaction term was entered in 

Step 3. The statistical significance of the change in R
2
 for Step 3 (i.e., the addition of the 

interaction term) will be examined to determine whether YP participation moderates the 

relationship between risk status and academic achievement; that is, a significant change 

in R
2
 would indicate that the slope of the association between risk status and academic 

achievement differs significantly between YP participants and comparison youth.   

 Significant interaction effects will be further examined by testing the statistical 

significance of the simple slopes of the regression lines at both levels of the moderator. 

The simple slope for the comparison youth is the regression coefficient obtained in the 

moderation analysis for the risk status composite score variable, which represents the 

relationship between risk status and academic achievement when YP participation equals 

zero (non-participation in YP).  Based on the hypothesized moderator effect, it is 

expected that there will be less of a slope demonstrating the relationship between risk 

status and academic achievement among YP participants compared to non-participants, 

and that this slope may even be non-significant.  

Hypothesis 2 

 Hypothesis 2 predicts that compared to the comparison group, YP participants 

will have more positive peers, greater resilience, and higher endorsement of YP core 

values. A two-tailed (effect size p < .05) analysis of covariance (ANCOVA) will be 

conducted to examine differences in these three mechanisms between the YP participants 

and comparison youth controlling for composite risk, gender, and acculturative stress.  



www.manaraa.com

61 

 

Hypothesis 3 

 

Hypothesis 3 predicts that each of the three proposed protective mechanisms (i.e. 

positive peer traits, resilient qualities, and endorsement of YP core values) will have 

direct positive effects on youth academic achievement.  Three separate sequential 

regression analyses will be performed to test for the main effects of positive peers, 

resilience, and YP core values on academic achievement, controlling for youth risk 

status, gender, and acculturation. The following general regression equation will be used: 

Y = b0 + b1(W) + b2(X) + b3(Z) + e. As applied to this hypothesis, Y equals the 11
th

 grade 

GPA, W equals the covariates, X equals the risk status composite score, and Z equals 

positive peer traits or resilient qualities or endorsement of YP core values.  

Hypothesis 4 

Building on Hypothesis 3, Hypothesis 4 predicted that the three proposed 

protective mechanisms would moderate the relationship between risk status and academic 

achievement so that each moderator would lessen the impact of risk on academic 

achievement. Three separate sequential regression analyses will be performed to test for 

these moderation effects. The following general regression equation will be used: Y = b0 

+ b1(W) + b2(X) + b3(Z) + b4(XZ) + e. As applied to this hypothesis, Y equals the 11
th

 

grade GPA, W equals the covariate, X equals the risk status composite score, Z equals 

positive peer traits or resilient qualities or endorsement of YP core values and XZ 

represents the interaction term between risk status and positive peer traits or resilient 

qualities or endorsement of YP core values. The three interaction terms and the 

composite risk variable were all centered to reduce the likelihood of multicollinearity  
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(Robinson et al, 2009). Acculturation was included as a covariate in this model.  

 For each sequential regression, the acculturation and risk status composite score 

will be entered in Step 1, the protective mechanism will be entered in Step 2, and the 

interaction term will be entered in Step 3. The statistical significance of the change in R
2
 

for Step 3 (i.e., the addition of the interaction term) will be examined to determine 

whether positive peer traits or resilient qualities or endorsement of YP core values 

moderate  the relationship between risk status and academic achievement; that is, a 

significant change in R
2
 would indicate that the slope of the association between risk 

status and academic achievement differs significantly between youth with more vs. less 

positive peers, youth with more vs. less resilient qualities, and youth with higher vs. 

lower endorsement of YP core values in each of the three equations, respectively.  

Based on the hypothesized moderator effect, it is expected that there will be less 

of a slope demonstrating the relationship between risk status and academic achievement 

in participants with more positive peers, resilience, and/or higher endorsement of YP core 

values, and that this slope may even be non-significant. It is also expected that the slope 

demonstrating the relationship between risk status and academic achievement is expected 

to be large in magnitude, negative, and significant.  

Power Analysis 

 The main analyses for this project will focus on the moderating potential of three 

protective mechanisms – YP core values, positive peer, and resilient traits – on the 

relationship between risk and 11
th

 grade GPA and the between-groups differences on 

these mechanisms. In order to examine these differences, separate between subject 

analyses of covariance (ANCOVA) will be used – one per protective mechanism. For 

each ANCOVA, group differences will be examined at the last time point at youths’ 12
th 
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grade. It is hypothesized that the two groups will exhibit significant differences in favor 

of the YP group. We expect the statistical power of the current study to be at or above .80 

for our ANCOVA research designs. 

  A priori power analyses were conducted in order to determine the likelihood of 

finding significant ANCOVA results. For each protective mechanism, effect sizes of 0, 

0.1, 0.2, 0.3, 0.4, and 0.5 were used to estimate power, given that previous studies have 

found similar effects of school-based universal interventions on academic performance 

implemented by non-school personnel (-0.19 – 0.43) (Durlak, Weissberg, Dymnicki, 

Taylor, & Schellinger, 2011). For all the a priori analyses, alpha was set to .05. Results of 

the power analyses are provided in Table 3.1. As previous research has not yet 

demonstrated the effects of our three protective mechanisms – YP core values, resilience, 

and positive peer traits – on academic achievement, a range of effect sizes and power 

estimates were generated. As such, given our sample size, it is likely that medium effects 

will be detected.  

A post hoc power analysis with the program PASW was conducted to find out 

whether our research design in Hypothesis Two, a 2X3 mixed ANCOVA design 

(Christensen, Moran, Wiebe, Ehlers, & Lawnton, 2002), had enough power to detect 

significant effects between youth in the YP and comparison groups. We identified the 

power and effect sizes for our three protective mechanisms – YP core values, positive 

peer traits, and resilient qualities. The post hoc power analysis revealed that on the basis 

of the mean using an alpha of .05, the between-groups comparison effect size observed 

for YP core values was .92 and the observed power score was .97; positive peer traits 

yielded an effect size of .18 and an observed power score of .82; and finally, resilience.
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Table 2.1. Composite Risk Variable Components 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

2010 YP Survey Items  

 I cut at least one class 

 I showed up for school late (unexcused). 

 I was sent out of class because I misbehaved.  

 My parents received a warning about my 

attendance, grades, or behavior. 

 I got into a physical fight with another student. 

 I was put on in-school suspension. 

 I was given an out-of-school suspension. 

 Do you currently have children? 

 Are you expecting to have a child before the 

end of your 12
th

 grade academic year? 

 Given (how seriously you have considered 

dropping out), what do you think the chances 

are that you actually will drop out of school? 
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Table 2.2. Youth Program Core Value Exploratory Factor Components 

 

 

 

 

 

 

 

 

  

2010 YP Survey Items   

Factor One Factor Two Factor Three 

 Most teachers at school are 

interested in me. 

 The teachers here respect 

me. 

 People here notice when I’m 

good at something. 

 There’s at least one teacher 

or other adult in this school I 

can talk to if I have a 

problem.  

 People here know I can do 

good work. 

 

 

Factor Four 

How well can you… 

 Get a family member to help 

you with a problem? 

 Get your parents to take part 

in school activities? 

 Get a friend to help you with 

a problem? 

 Get a teacher to help you 

when you get stuck on 

schoolwork? 

When you experience problems, 

stress, or anger, how often do you… 

 Think of possible ways to 

deal with the problem? 

 Make a plan and follow it 

through? 

 Talk it over with a teacher, 

counselor or another adult? 

 Figure out what to do and try 

hard to make things work? 

 Ask for help from persons 

with the same kind of 

problem? 

 Try to see the good side of 

the situation? 

Factor Five 

 It is hard for someone like 

me to be accepted at this 

school. (Reverse Code) 

 Sometimes I feel as if I don’t 

belong at this school. 

(Reverse Code) 

 People at this school are 

friendly to me. 

 Other students here like me 

the way I am. 

How well can you… 

 Finish homework 

assignments on time? 

 Study when there are other 

things to do?  

 Focus on school subjects? 

 Plan your school work? 

 Find a place to study without 

distractions? 

 Motivate yourself to do 

school work? 

 

 

 

 

Factor Six 

When you experience problems, 

stress, or anger, how often do you… 

 Break or throw things? 

(Reverse Code) 

 Scream or yell to let off 

steam? (Reverse Code) 

 Tell myself that it’s other 

peoples’ fault? 
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Table 2.3. Resilience Scale Items 

Wagnild RS-14 Survey Items 

 I usually manage one way or another.  I feel proud that I have accomplished things in 

life. 

 I usually take things in stride.  I am friends with myself 

 I feel that I can handle many things at a time.  I am determined. 

 My life has meaning.   I have self-discipline. 

 I keep interested in things  I can usually find something to laugh about. 

 My belief in myself gets me through hard times.  In an emergency, I’m someone people can 

generally rely on. 

  I can get through difficult times because I’ve 

experienced difficulty before. 

 When I’m in a difficult situation, I can usually 

find my way out of it.  

 

 

 

 

   Table 2.4. Positive Peer Traits Exploratory Factor Components 

2010 YP Survey Items   

Factor One 

How many of the friends that you spend most of your time 

with… 

Factor Two 

How often do the friends you spend most of your time 

with… 

 Do well in school? 

 Plan to go to college? 

 Like to discuss schoolwork or other intellectual 

things with you? 

 Let you know that they really care about you? 

 Help you do something that’s important to you? 

 Help you feel good about yourself? 
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CHAPTER 3 

RESULTS 

Descriptive statistics 

 The means and standard deviations of youth GPAs, protective mechanisms, and 

the composite risk for the YP participants and comparison youth are shown in Table 2.6. 

Independent samples t-tests indicated that there were no significant differences between 

the YP youth and comparison groups in GPA, composite risk, or ninth grade endorsement 

of Youth Program core values (i.e. academic self-efficacy, adaptive help seeking, 

cognitive coping, sense of school membership) at either 9
th

 or 11
th

 grade academic years. 

There were also no significant mean differences between groups in primary guardian 

education, an indicator of socio-economic status.  

Despite the difference in the number of youth within the YP and comparison 

groups, the Levene’s test of equality of error variances indicated that we have no reason 

to believe that the overall variances between these two groups are significantly different. 

The skewness of the data indicates that the values of all variables (save for composite risk 

and acculturation) lie to the right of the mean. This suggests that the current sample 

benefits from relatively high GPAs throughout their high school careers and protective 

mechanisms, that there were more female than male participants, and that the YP group 

was larger than the comparison group. The kurtosis of the data indicates that none of the
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variables of interest (save for gender) had an absolute value greater than 2 or less than -2, 

suggesting there were no major deviations from a normal distribution. The mean level of 

composite risk was 12.53 (SD = 3.15) and these scores ranged from 3 to 24. The entire 

sample experienced some form of risk, so even youth identified as low-risk reported 

multiple academic challenges. We also found that the mean level of YP core values was 

3.21 (SD = .47) and these scores ranged from 1.88 to 4.22. The mean level of resilience 

was 5.38 (SD = 1.13) and these scores ranged from 1.14 to 7.00. The mean level of 

positive peer traits was 3.65 (SD = .79) and these scores ranged from 1.00 to 5.00. 

Finally, the mean level of 11
th

 grade GPA was 2.48 (SD = .77) and these GPAs ranged 

from 1.03 to 4.31. These estimates and score ranges are provided in Table 3.3. 

 Within the YP intervention group (n = 103), there were slightly more male youth 

(n = 56) than female youth (n = 47). Within the comparison group (n = 63), there was an 

equal number of male youth (n = 32) and female youth (n = 31). Across the full sample, 

male youth had higher 9
th

 grade GPAs and reported higher endorsement of YP core 

values than female youth during both 9
th

 grade and 12
th

 grades. Males also reported 

having more positive peers and resilient qualities. Overall, female youth reported higher 

composite risk than male youth at 12
th

 grade (see Table 2.6).    

 At 12
th

 grade, the majority of the sample was comprised of second generation 

U.S. citizens (n = 100). The next largest generation represented by this sample was first 

generation (n = 49). Third generation youth comprised 9% of the entire sample (n = 14); 

see Figure 3.1. The BASH scale revealed that the current sample is relatively comfortable 

with the English language. An overwhelming amount of youth reported using English 

only or more than Spanish to read (n = 88), think (n = 116), and communicate with their  
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friends (n = 123), however many youth also reported they continue to use Spanish only or 

more than English at home (n = 79). See Figures 3.2 through 3.5 for graphic 

representations of this data.  

 Bivariate zero-order correlations were mostly in the expected direction (see Table 

3.4). The higher youth risk, the lower their GPAs, YP core values, positive peer traits, 

and resilient qualities. Moreover, youth 11
th

 grade GPA was significantly associated with 

YP values and resilient qualities. Contrary to what was expected, GPA was not associated 

with positive peer traits. Moreover, both participation in YP and acculturation were 

negatively correlated with YP core value endorsement, and female gender status was 

positively associated with risk.  

Hypothesis One: The Moderation Effects of Youth Program 

A sequential multiple regression was conducted to determine whether 

participation in Youth Program moderated the impact of youth risk on academic 

achievement. Acculturation and gender were initially entered as covariates in the model, 

but because these variables yielded non-significant results (ΔR
2 

= .00) they were removed 

from the final set of analyses. The main effects of risk status and YP participation were 

entered in Step 1. In Step 2 the cross-product of risk status X YP participation was 

entered as the interaction term. A main effect for risk was found so that the higher the 

risk, the lower the GPA (F(1, 151) = 15.806, ΔR
2 

= .09). However, controlling for risk, 

the GPA of YP participants did not differ from non-participants (F(1, 150) = .005, ΔR
2 

= 

.00).   

When the interaction term, risk status X YP participation, was added in Step 2, 

the R
2
 change of .02 reached statistical significance. The significant increase in the 

multiple R
2
 following the entry of the interaction term into the model indicated there were  
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moderation effects of YP participation on academic achievement. Parameter estimates 

indicated the effect of risk status on 11
th

 grade GPA is greater for the comparison group 

than the YP group, β = .073, t(153) = 2.001, p = .04, supporting our initial predictions. 

Results for the first, third and fourth hypotheses are provided in Table 3.5. 

A plot of the predicted values of 11
th

 grade GPA by levels of risk for both YP 

participation and the comparison group show that YP was particularly effective at 

lessening the impact of risk on academic achievement for youth who were less at-risk. 

Roughly 37% of youth (n = 61) were in this category. YP participants who were at the 

higher levels of risk among this at-risk group of youth had similar GPAs as youth in the 

comparison group; see Figure 3.6.  

Hypothesis Two: Comparing Groups on Protective Mechanisms  

 

 A series of Analysis of Covariance (ANCOVA) models were used to test the a-

priori hypothesis that youth participating in the Youth Program (YP) intervention would 

report higher levels of positive peer traits, resilient qualities, and YP core values than 

youth in the comparison group. Risk status was entered as a covariate to ensure that both 

groups were evenly matched on risk factors that might influence youth access to these 

protective mechanisms (see Table 3.6). Due to the originally expected greater likelihood 

that girls and more acculturated youth would display higher levels of protective 

mechanisms than boys or less acculturated youth (Sørlie & Ogden, 2007; Vieno, Nation, 

Perkins, & Santinello, 2007), all analyses initially included gender and acculturation as 

covariates. However, these covariates were removed from the final set of models for lack 

of significant findings.   

Controlling for risk status, results indicated that there were significant differences 

in YP core values (F(1, 162) = 4.947, p = .02) between the YP intervention and the  
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comparison groups. Contrary to our hypothesis, the YP group endorsed fewer YP core 

values (M = 3.15, SD = .49) than did the youth in the comparison group (M = 3.30, SD = 

.43). Results indicated that YP core values had a Cohen’s d of -0.32. There were no 

significant differences in positive peer traits or resilience between YP youth and the 

comparison group.  

Hypothesis Three: Effects of Protective Mechanisms on Academic Achievement 

 It was hypothesized that the three proposed protective mechanisms would yield 

main effects on adolescents’ 11
th

 grade GPA.  Three separate sequential multiple 

regression models were conducted to test for main effects of positive peer traits, resilient 

qualities, and YP core values, respectively. Risk status, gender, and acculturation were 

entered as covariates in all models. However, acculturation and gender were removed 

from the final model because they did not significantly improve model fit (ΔR
2
 = .00).  

Positive peer traits. We conducted sequential multiple regression analysis to 

determine whether positive peer traits predicted academic achievement controlling for 

risk status. Results indicated positive peer traits was not significantly related to 11
th

 grade 

GPA, F(1, 153) = 3.52, p = .06. That is, there was no significant linear relationship 

between 11
th

 grade GPA and the number of positive peer traits.   

Resilient Qualities. We conducted sequential multiple regression analysis to 

determine whether resilient qualities predicted academic achievement controlling for 

composite risk status. A significant main effect of resilient qualities on 11
th

 grade GPA, 

F(1, 153) = 10.677, p = .00 indicated there was a significant linear relationship between 

11
th

 grade GPA and the number of resilient qualities.  

Youth Program Core Values. We conducted sequential multiple regression 

analysis to determine whether endorsement of YP core values predicted  
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academic achievement controlling for composite risk status. A significant main effect of 

YP core values on 11
th

 grade GPA, F(1, 153) = 8.308, p = .00 indicated there was a 

significant linear relationship between 11
th

 grade GPA and the number of endorsed YP 

core values.  

Hypothesis Four: The Moderation Effects of Protective Mechanisms 

 To address the fourth and final hypothesis, we added our interaction terms to each 

of the three sequential regression models used to examine Hypothesis 3.  Specifically, we 

examined the potential for each of the three proposed protective mechanisms to moderate 

the relation between risk and academic achievement; see Table 3.5.  Although 

acculturation and gender were initially entered as covariates in each of the models, they 

were removed from the final models because they did not significantly improve model fit.  

 Risk X Positive Peer Trait Moderation Analysis. We conducted sequential 

multiple regression analysis to determine whether positive peers moderated the impact of 

youth risk on academic achievement. In Step 1, risk status and positive peer traits were 

entered as main effects in the two-step model. In Step 2, the cross-product of risk status X 

positive peer traits was entered as the interaction term. The lack of a significant increase 

in the multiple R
2
 following the entry of the interaction term into the model indicated 

positive peer traits did not moderate the effect of risk on youth academic achievement 

(Cohen & Cohen, 1983). In contrast to our hypothesis, an association with positive peers 

did not lessen the deleterious effects of risk on 11
th

 grade GPA, F(1, 152) = .97, p = .32.  

Risk x Resilience Moderation Analysis. We conducted sequential multiple 

regression analysis to determine whether self-report of resilient qualities moderated the 

impact of youth risk on academic achievement. In Step 1, risk status and resilient 

qualities were entered as main effects in the two-step model. In Step 2, the cross-product  



www.manaraa.com

 

73 
 

of risk status X resilient qualities was entered as the interaction term. The lack of a 

significant increase in the multiple R
2
 following the entry of the interaction term into the 

model indicated resilience did not moderate the effect of risk on youth academic 

achievement (Cohen et al, 1983). In contrast to our hypothesis, youth resilience did not 

lessen the deleterious effects of risk on youth academic achievement, F(1, 152) = .01, p = 

.89). 

Risk x YP Core Value Moderation Analysis. We conducted sequential multiple 

regression analysis to determine whether endorsement of key YP core values (i.e. 

academic self-efficacy, adaptive help seeking, cognitive coping, sense of school 

membership) moderated the impact of youth risk on academic achievement. In Step 1, 

risk status and youths’ 12
th

 grade YP core values were entered as main effects in the two-

step model. In Step 2, the cross-product of risk status X 12
th

 grade YP core values was 

entered as the interaction term. The lack of a significant increase in the multiple R
2
 

following the entry of the interaction term into the model indicated YP core values did  

not moderate the effect of risk on youth academic achievement (Cohen et al, 1983). 

Contrary to what was hypothesized, endorsing YP core values did not lessen the 

deleterious effects of risk on youth academic achievement, F(1, 152) = .24, p = .61.  
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Table 3.1. Estimated Effect Sizes 

 Effect Size 

Alpha Level 0 0.1 0.2 0.3 0.4 0.5 

.05 .05 .09 .25 .48 .72 .89 

.10 .10 .16 .36 .61 .82 .94 
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      Table 3.2. Descriptive Samples, Chi Square, Means and Standard Deviations for 9
th

 Grade GPA and Risk Status 

 YP 

Intervention 

Group 

Comparison 

Group 

Total 

Sample 

χ
2
   

Guardian Ed 

Level 

      

5+ yrs post-

sec educ 

8 3 11 .472   

1-4 years of 

post-sec educ 

36 22 58    

6-12
th

 Grade 52 31 83    
No response 7 7 14    

Gender       
Female 47 31 78 .644   
Male 56 32 88    

Total 103 63 166    

 

 

Intervention 

Group – 

Females  

(n = 47) 

Intervention 

Group – 

Males (n = 

56) 

Intervention 

Group – 

Total 

Sample  

(n = 103) 

Comparison 

Group – 

Females  

(n = 31) 

Comparison 

Group – 

Males (n = 

32) 

Comparison 

Group – 

Total 

Sample  

(n = 63) 
 

9
th

 Grade GPA 

 

 

2.53 (.95) 

 

2.75 (.89) 

 

2.65 (.92) 

 

2.29 (.97) 

 

2.80 (1.04) 

 

2.54 (1.03) 

Ave Composite 

Risk  

13.38 (3.11) 11.72 (2.59) 12.48 (2.94) 13.19 (3.22) 12.18 (3.80) 12.68 (3.54) 

 

11
th

 Grade GPA 

 

Acculturation 

 

2.19 (.75) 

 

2.71 (.64) 

 

2.76 (.72) 

 

2.69 (.58) 

 

2.47 (.78) 

 

2.70 (.61) 

 

2.40 (.73) 

 

2.67 (.52) 

 

2.59 (.76) 

 

2.75 (.70) 

 

2.50 (.75) 

 

2.71 (.61) 
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*p < .05  **p < .01
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Table 3.3. Descriptive Statistics for all Variables of Interest 

Variable Range of Scores Mean(SD) Skewness Kurtosis Cohen’s d 

Composite Risk Status 3.00 – 24.00 12.53(3.15) .47 1.49          -0.06 

YP/Comparison Group 

Status 

0 – 1 .67(.47) -.73 -1.46 – 

YP Core Values 1.88 – 3.21 3.21(.47) -.31 -.06 -0.31 

Positive Peer Traits 1.00 – 5.00 3.65(.79) -.51 .77 -0.08 

Resilience 1.14 – 7.00 5.38(1.13) -.67 .10 -0.28 

2010 GPA 1.03 – 4.31 2.48(.77) .23 -.72 -0.04 

2007 GPA 0 – 4.00 2.29(1.14) -.41 -.41 -0.08 

Gender 1 – 2 1.50(.50) -.01 -2.01 -0.01 

Acculturation 1.25 – 4.50 2.70(.60) .04 .43 -0.02 
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Table 3.4 Pearson correlations 

 1 2 3 4 5 6 7 8 

Predictor Variable         

1. Composite Risk 

Status 

-        

Moderating Variables         

2. YP/Comparison 

Group Status 

-.03 -       

3. 2010 YP Core 

Values 

-.28** -.15* -      

4. Positive Peer Traits -.25** -.03 .61** -     

5. Resilience -.17* -.13 .57** .47** -    

Outcome Variable         

6. 2010 GPA -.30** -.02 .29** .21** .29** -   

Covariates         

7. 2007 GPA -.16* -.03 .19** .15* .25** .74** -  

8. Gender .22** -.04 -.09 -.17* -.06 -.28** -.21**  

9. Acculturation -.02 -.00 -.18* -.07 .04 -.05 -.08 -.01 

*p < .05  **p < .01 
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Table 3.5 Hierarchical Regression Analysis of the Composite Risk Measure and YP Protective Factors with 11
th

 Grade GPA 

Step and Predictors β R
2
 ΔR

2
 

YP Enrollment    

1. Composite Risk Status -.073** .09 .09 

2. YP/Comparison Group -.008 .09 .00 

3. Interaction Term -.073* .11 .02 

    

YP Core Values    

1. Composite Risk Status -.073** .09 .09 

2. 2010 YP Core Values .369** .13 .04 

3. Interaction Term -.017 .14 .00 

    

Positive Peer Traits    

1. Composite Risk Status -.073** .09 .09 

2. Positive Peer Traits .141 .11 .02 

3. Interaction Term .02 .11 .00 

    

Resilience    

1. Composite Risk Status -.073** .09 .09 

2. Resilience .169** .15 .05 

3. Interaction Term  .002 .15 .00 

*p < .05  **p < .01 
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Table 3.6. YP/Comparison Group Means, Standard Deviations and ANOVA Results for Protective Factors 

Protective 

Factor 

YP Group Comparison 

Group 

Females Males Degrees of 

Freedom 

F Value 

 

12
th

 Grade YP 

Core Values 

 

3.15 (.49) 

 

3.30 (.43) 

   

1, 167 

 

4.09* 

 

Positive Peer 

Traits 

 

3.63 (.77) 

 

3.69 (.84) 

   

1, 163 

 

.22 

 

Resilience 

 

5.25 (1.16) 

 

5.57 (1.05) 

   

1, 163 

 

3.09 

       

12
th

 Grade YP 

Core Values 

  3.15 (.47) 3.25 (.48) 1, 167 1.06 

 

Positive Peer 

Traits 

   

3.50 (.82) 

 

3.79 (.76) 

 

1, 163 

 

5.20 

 

Resilience 

   

5.30 (1.12) 

 

5.44 (1.13) 

 

1, 163 

 

.62 

*p < .05 
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Figure 3.1. Generational Status Findings 
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Figure 3.2. Language Use Subscale Findings – Read and speak? 
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Figure 3.3. Language Use Subscale Findings – Speak at home?  
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Figure 3.4. Language Use Subscale Findings – Thinking? 
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Figure 3.5. Language Use Subscale Findings – Speak with your friends? 
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Figure 3.6. Hypothesis 1 Results 
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CHAPTER 4 

DISCUSSION 

 There is clear evidence that many Latino youth experience barriers that preclude 

academic success (Fryer et al, 2006; Fry et al, 2003; Devos et al, 2007). Elevated high 

school dropout rates, below-average standardized test scores, and negative internalized 

stereotypes paint a portrait of low academic functioning for at-risk Latino youth across 

the country. Given the imperfect circumstances and risk factors associated with their 

educational trajectories, many Latino youth have demonstrated tremendous educational 

resilience. The present study sought to explore how resources gained through 

participation in the YP intervention might promote educational resilience for one 

particular group of low-income youth in an urban under-resourced school environment. 

Guided by the Positive Youth Development and Self-Determination paradigms, we 

hypothesized that participating in the social-motivational intervention would promote 

positive educational outcomes through facilitating key assets (protective mechanisms) in 

youth. Three protective mechanisms (i.e. positive peer traits, resilience, YP core values) 

that have been found to predict high academic achievement in previous research 

(Hanushek et al, 2003; Hartley et al, 2011; Hackett et al, 1992; Wang et al, 2010; 

Karabenick et al, 2004; Solomon et al, 1992) were conceptualized as the mechanisms by 

which YP met the three basic psychosocial needs posited by SDT: to be connected, to be 

self-directed, and to feel capable (Grolnick et al, 2007). Gender and acculturation-related
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factors (i.e. generational status, English proficiency) were also considered to better 

understand how culture impacts academic achievement among Latino youth.  

 We found partial support for our hypotheses. Our findings indicated that the YP 

intervention had a significant effect on youth academic achievement (with participating 

youth having higher GPAs than comparison youth); effect sizes were medium. Further 

examination of the moderation effects indicated YP had a positive effect on the academic 

standing of youth, although this varied by the extent of youth risk. Although all youth in 

the current study experienced multiple academic challenges, results indicated that among 

this at-risk group, there was still variation in the extent to which youth were at risk, with 

some having greater cumulative risk across indices than others. While not all youth 

reported simultaneous school misconduct, pregnancy, and the intent to drop out of high 

school, most reported experiencing more than one contextual risk factor. Despite this, 

participating in YP still buffered the impacts of risk on their academic achievement.  

In some ways, these findings comport with other achievement-based intervention 

studies that have found similar treatment effects. Rimm-Kaufman, Fan, Chiu, and You 

(2007) conducted a quasi-experimental research design to explain how participation in 

the Responsive Classroom positive youth development program contributes to academic 

achievement. This PYD intervention is guided by seven foundational principles to guide 

teachers’ classroom management and practices, including setting “Morning Meetings”, 

establishing “Rules and Logical Consequences”, and shifting teacher language from 

‘praise’ to ‘encouragement’. 
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The sample for this study was collected from an urban school district in the 

Northeast (N = 2,790); over half the youth were ethnic minority (53.6%) and over a third 

were eligible for free- or reduced-price lunch (35.3%). Results indicated small between-

group effect sizes comparing academic achievement between comparison group and 

youth who received one year of the Responsive Classroom intervention (Cohen’s d for 

Degrees of Reading Power was .07 and .06 for Connecticut Mastery Test). Oyserman and 

colleagues (2006) developed a school-based intervention to forge links between Black, 

White and Latino youths’ “academic possible selves” and strategies for navigating the 

school setting that are not innate to the youth. Study participants were recruited from 

three southeastern Michigan middle schools and many were identified as low-income as 

evidenced by socioeconomic markers like school stability and census tracts. Although 

academic performance (GPA) did improve for youth participating in the intervention, the 

researchers concluded these effect sizes were small (Oyserman, Bybee, & Terry, 2006). 

Similar to the current study, these two PYD programs were developed to enhance 

educational resilience among at-risk youth and achieved significant results, albeit with 

small effect sizes.  However, neither of these school-based interventions targeted high 

school-aged youth, nor did they include a completely Latino sample. 

Furthermore, only a small number of interventions have demonstrated 

sustainability over time, regardless of treatment effects achieved during the 

demonstration period (Ayotte, Saucier, Bowen, Laurendeau, Fournier, & Blais, 2003; 

Whaley & McQueen, 2004; Durlak & DuPre, 2008; Rogers, 2003). What makes our YP  

participation findings so noteworthy is that we found positive effects on GPA which were 

still evident two years after youth completed their initial 12-month YP experience.  Over 
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time other influences may eventually undermine the effects of YP without continuous 

reinforcement of YP resources and values through their high school careers, however our 

findings indicated that some assets that YP provides during youths’ 9
th

 grade year may be 

sustained for years after youths’ initial exposure to the program.  

This study also examined the impact several protective mechanisms had on the 

educational resilience of urban, low-income Latino youth. In particular, YP core values 

and resilience emerged as important contributions to academic achievement that can 

inform future PYD interventions. Our findings reflect previous research that suggest the 

restorative effects that resilience (Rajendran et al, 2006), cognitive coping skills (Neff et 

al., 2005), academic self-efficacy, and sense of school membership (Sánchez et al, 2005) 

may have on the academic performance for at-risk, ethnic minority youth. Aligned with 

Self-Determination principles, it was hypothesized that the YP program would facilitate 

YP core values and resilience in participating youth and, in turn, these mechanisms 

would moderate the relation between YP participation and academic achievement. (Ryan 

et al, 2009; Grolnick et al, 2007). However, YP participants did not score higher than the 

comparison group on any of the proposed protected mechanisms, nor did these 

mechanisms moderate the relation between YP and academic achievement.  Previous 

research on PYD in the Latino community suggests that there are other possible 

culturally-relevant moderators at work. For example, accessibility and peer leader support 

have been shown to be two alternative components of PYD interventions that
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significantly increase academic achievement among Latino youth (Borden et al, 2006; 

Diversi et al, 2005). Moreover, positive feedback and clear program structure, two 

additional hallmarks of PYD programming may also have positive impact on Latino 

academic achievement. These two hallmarks are offered by all PYD interventions created  

by the non-profit organization, including YP, but were unmeasured in the current study. 

Positive feedback encourages youth engagement in groups, and structuring PYD 

programs with clear goals and routines is likely to increase intrinsic motivation (Sharma, 

Wallace, Kosmala-Anderson, & Turner, 2012; Deci et al, 2000). Future researchers who 

evaluate PYD interventions created by the non-profit organization should consider 

examining to what extent positive feedback, clear program structure, accessibility, peer 

leader support, and other protective mechanisms contribute to academic treatment effects.  

 We initially proposed that YP participants would demonstrate higher academic 

achievement because of core values, resilience, and pro-social friendships facilitated by 

YP. Although YP core values was related to higher academic achievement, contrary to 

our hypotheses, comparison group youth reported more YP core values than YP youth. 

Given our measures have demonstrated adequate psychometric properties among 

minority, low-income youth, our findings lead to two important conclusions: 1) future 

academic programming for Latino youth should target more effective methods for 

instilling YP core values as a demonstrated protective mechanism for youth academic 

achievement, and; 2) other unmeasured mechanisms were responsible for the effects of  

YP on academic achievement, and will need to be explored in future research.
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There are a number of possibilities for this unexpected finding. Vetter, et al 

(2010) reported that low statistical power contributed to contradictory findings in their 

evaluation of a school-based intervention designed to instill resilience.  Power analyses 

indicated that the sample size in the present study was adequate to detect significant 

effects. Moreover, it is possible that poor implementation could have resulted in these 

unexpected findings, which suggests the need for process evaluation in future YP 

research among Latino youth. For example, Strayhorn (2009) evaluated martial arts 

programs and found that because these programs differed substantially by the program 

practitioner’s style of teaching, their unexpected results could not be considered an 

accurate reflection of all martial arts PYD programs nationwide.  Nation et al (2003) 

cited the morale of program staff as a possible source of implementation failure. These 

researchers warned that even high-quality, empirically-supported programs can produce 

disappointing results if there is high staff turnover. In the current study, the high school 

merge that occurred in Fall 2009 may have negatively impacted the program fidelity 

among the YP implementers. This merger was enacted because the middle school which 

fed into the original YP school site experienced population growth it was not built to 

accommodate. Thus, the YP high school was merged with another high school into a 

brand new central high school that all tenth- through twelfth-grade students in the city 

must attend, another facility was built to accommodate the city’s ninth grade students, 

and the two older high school buildings were converted into middle schools. This merger 

increases the possibility of high turnover rates and decreased feelings of connectedness 

with students among YP-implementing staff in the original high school. Equally possible
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is that the change in peers resulting from the merge could have increased youths’ feelings 

of disconnect with their new school environment since their peer networks may not have 

remained intact after the school merger.  

Since the YP and comparison groups both came from the same school it is also 

likely that important resources and social connections facilitated in YP youth were 

“cross-contaminated” with non-YP youth. This possibility leads to a more conservative 

estimate of the impact YP had on academic achievement. A similar, alternative  

hypothesis is that the social norms within this particular school (e.g. high school and  

classroom misconduct rates, prevalent intentions to drop out of high school) were not 

supportive and may have, over time, undermined the positive connections YP initially 

fostered in participating youth. Both hypotheses would explain our minimal findings 

related to positive peer traits, since both the YP and the comparison groups reported 

having a similar amount of positive peers as friends. Research also shows that positive 

peers can predict high academic achievement by modeling how to master challenging 

academic tasks (Altermatt et al, 2005), but we found this protective mechanism could not 

yield similar results in our study after controlling for risk. In fact, our findings are similar 

to those of Ream and Rumberger (2008), who found that Latino youth displayed 

shortfalls in the availability of friends who valued education (e.g. regular class 

attendance, studying, finishing high school). As Perreira and colleagues (2006) suggest, 

Latino youth tend to flourish in school environments where their peers take on leadership 

responsibilities. In a school context where pregnancy, misconduct, and low academic 

aspirations are chronic and shared by many in this community, it may be that there were 
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not enough peer leader exemplars in the school environment for YP youth. It is also 

possible that social engagement with the peer leaders promoting YP core values was less  

beneficial to youth than we originally hypothesized.  

Some previous research has suggested that acculturation is related to academic 

achievement among Latino youth (Eamon et al, 2005; Kalogrides et al, 2009). However, 

acculturation did not play a significant role in the academic achievement of Latino youth 

in the present study. In the current sample, thirty percent of youth (n = 49) reported they 

were foreign-born, underscoring the notion that stressors like lost close relationships, 

altered family roles, and adjustment to the U.S. schooling experience are unique  

challenges faced by this at-risk population (Garza, Reyes, & Trueba, 2004; Zhou, 1997). 

However, over sixty percent reported they were born in the U.S. to foreign-born parents, 

and another nine percent reported that both they and their parents were native to the U.S. 

Overall, scores from the Language Use subscale further revealed a limited range of 

acculturation among the youth. The majority of youth reported they read, think, and 

speak with their friends in English even though they speak primarily in Spanish at home. 

Moreover, contrary to what was expected, we found that acculturation was negatively 

correlated with YP core values, suggesting that the further along the youth is in their 

acculturative process, the less likely they are to endorse traits like adaptive help seeking 

and cognitive coping. Tran (1995) and Nguyen, Clark, and Ruiz (2007) found similar 

inverse relations between cognitive coping and help-seeking and levels of bilingualism 

and acculturation among high school-aged, urban Latino youths.  

While core values like these exemplify the kinds of positive assets YP researchers 

and others (Ojeda, Flores, & Navarro, 2011) have identified are necessary for successful 
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educational experiences, for underserved Latino youth, demonstration of these traits may 

come with a cost. There are several possibilities for this hypothesis. Castillo and Caver 

(2009) suggest that when some Latino youth espouse high academic goals, they are 

subsequently seen as “sell outs” in their community. “Selling out” reflects the possible 

stigma attached to seeking help among Latino youth, that is, aligning oneself with values 

and attitudes that are contrary to those promoted within their immediate community.. 

Ethnic minorities who sell out choose to emulate White Americans in speech and 

behavior in the belief that their chances of being accepted into mainstream society would 

be improved if they abandoned their cultural frames of reference (Ogbu,  2004). 

According to Ogbu, those who sell out are attempting to overcome the challenge of status 

problems, “collective problems which members of the subordinate group find difficult if 

not impossible to solve within the existing system of majority-minority relations” (p. 4).  

The youth in the current sample might be especially sensitive to avoiding the perception 

of “sell-outs”, and this perhaps represents another reason for the inverse relationship 

found between acculturation and YP core values. Another major possibility is that 

acculturation may not be positive when Latino values are demonstrative of high academic 

engagement and function to protect youth from an under-resourced school culture that 

espouses little hope and support for academic achievement and poor peer influences. 

Among this underserved group, some aspects of acculturation may be detrimental.  

Even in contexts with heavy ethnic minority representation like a predominantly  

Latino high school, it is still important to study acculturation because these academic 

institutions promote mainstream cultural values (Ojeda, Flores, & Navarro, 2011). 
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However, acculturation is a complex construct that includes more than just generational 

status and language use. Hsiao and Wittig (2008) used four acculturation-related  

outcomes (i.e. ethnic identity affirmation, outgroup orientation, ethnic identity 

exploration, and national identity) to better understand this process among a sample of 

Asian, Latino, and White youth. They also divided two ethnic groups into ethno-

generational groups (e.g. U.S. native born Latino vs. immigrant Latino) and compared 

these ethno-generational groups against each other and White youth to examine between- 

and within-group differences in acculturation. Their results indicated that as U.S. native 

born Latino youth engage in activities to learn about Latino culture, so too does their  

sense of belongingness to the U.S. develop (Hsiao et al, 2008). Perhaps the youth in our 

study were reflecting this acculturative process: instead of embracing Western values 

from the YP curriculum, they sought to learn more about Latino culture and that quest 

helped them to ease their transition into U.S. culture most effectively. This theory would 

be supported by the significantly negative relationship we found between acculturation-

related constructs like generational status and English language use and the YP core 

values of academic self-efficacy, adaptive help seeking, cognitive coping, and a sense of 

school membership. 

Acculturation did not yield any significant findings in the current study. However, 

two protective mechanisms were identified that enhance the likelihood of educational 

resilience among Latino youth. The positive impacts YP core values and resilience had  

on 11
th

 grade GPA respectively indicate that whether they are fostered by the PYD 

program, the supporting school, or Latino culture itself, youth in this ethnic community 

benefit from these two particular mechanisms. None of the previous research on YP 
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indicated these effects on youth academics (e.g. Johnson et al, 2009; School District of 

Philadelphia, 1995), but that may have been due to major differences in research design 

and study population.  

Despite the main effects of YP core values and resilience on 11
th

 grade GPA after 

accounting for risk, none of the measured mechanisms moderated the relationship 

between risk and academic achievement. However, in the present study, the effect of each 

mechanism was examined individually. It is likely that each of these mechanisms alone 

would not be powerful enough to lessen the impact of risk on youth achievement. Future  

analyses will look at the cumulative or synergistic (pattern-centered) effect of these  

resources. For example, a cumulative approach might create a summed score of how 

many of the protective factors are present in a youth’s context similar to the method we 

created our composite risk index. A pattern-centered approach might also help illustrate 

the benefit YP core values and resilience might have for these at-risk, Latino youth that 

explores what combinations of resources are most effective for optimum academic 

functioning. Future analyses with the current study data could identify configurations of 

protective mechanisms and risk factors within the YP group to better understand how 

participation in this PYD intervention predicts academic achievement (e.g. Peck, Roeser, 

Zarrett, & Eccles, 2008; Perez, et al, 2009; Zarrett et al, 2009).   

 A previous study of the academic achievement of Latino youth using pattern- 

centered approach indicates particular combinations are more resilient than others. Perez 

and colleagues (2009) utilized cluster analyses to examine the interactive influences of 

both risk and protective mechanisms (e.g. extracurricular activity involvement, 

academically oriented peers) on academic outcomes (i.e. GPA, school awards, advanced 
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placement and honors courses). They included risk factors that negatively impacted the 

entire sample, including elevated sense of rejection due to undocumented status, low 

parental education, and high numbers of work hours during high school and siblings in 

the home.    

First, Perez and colleagues (2009) tested the cumulative variables using 

regression analyses, and these results indicated that risk and the personal and 

environmental protective factors accounted for a significant amount of variance for GPA. 

Similar to our results, they found that resilience and protective mechanisms were salient  

for their entire study population. Next, the researchers conducted cluster analysis and 

identified three distinct Latino student profiles. The high risk group reported high levels 

of risk with low levels of protective factors and had an average GPA of 3.25. The 

protected group reported low levels of risk with high levels of protective factors and had 

an average GPA of 3.66. The resilient group reported high levels of risk and 

commensurate levels of protective factors and had an average GPA of 3.61. These 

student profiles raise a couple of noteworthy points about the resilience of Latino youth. 

First, regardless of level of risk, all three profiles managed a strong ‘B’ average. Second, 

the high risk and resilient profiles had commensurate levels of risk, and yet with the 

latter’s endorsement of protective factors, their GPA was within a tenth of a point from 

the protected group’s highest reported GPA. These findings should encourage researchers 

to further identify and examine protective factors in the Latino community and find ways 

to harness them in the pursuit of promoting educational resilience.  
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Suggestions for Enhancing Youth Program 

 Youth Program (YP) demonstrates several qualities that the educational policy 

initiative Pathways to College Network (Gullatt & Jan, 2003) and previous research 

suggests are imperative for academic positive youth development programs to be 

successful. For example, a meta-analysis on 213 positive youth development programs 

and their impacts on various developmental domains indicated that programs which  

sequenced their activities, emphasized active methods of learning, dedicated sufficient 

time to focus on program tasks, and made learning objectives explicit were the most 

effective in predicting significant gains in academic domains (Durlak, Weissberg, 

Dymnicki, Taylor, & Schellinger, 2011).  

However, the current study indicates that YP, in its applied form, may not offer 

protective support that is adequate enough to overcome the challenges faced by the 

underserved urban Latino youth in the current study. For example, highly accessible 

mentors may be especially important for promoting academic achievement of Latino 

youth (Stanton-Salazar et al, 2001). Studies have shown Latino youth at risk reversed 

their developmental trajectories with the sudden new connection to an informal mentor. 

Results from a qualitative study of predominantly Latino college undergraduates 

identified a highly common theme across interviews where students expressed the desire 

for a comprehensive mentoring program with acceptable mentor to mentee ratios (Jones, 

Castellanos, & Cole, 2002), and other research indicates that Latino youth with such 

mentorship demonstrate higher college efficacy and better articulated academic goals 

than those without such resources (Santos & Reigadas, 2002). However, the average ratio 

between YP peer leaders and participants is 1:7. Perhaps this ratio is not adequate to 
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provide the direct, hands-on mentorship needed. The developers of YP might consider 

extending the mentorship component of the program into the three booster sessions youth 

receive during their sophomore year when implementing this PYD program among 

Latino youth. Given the especially beneficial impacts of mentorship for this ethnic group, 

it is possible that Latino youth participating in YP will demonstrate higher academic 

achievement despite a more robust effect of risk and for longer periods.    

YP developers might also consider a tiered approach to implementing YP at 

future school sites. Using the Getting To Outcomes framework, this approach would 

begin with identifying specific goals and objectives for the YP program, after identifying 

the target population (Wiseman, Chinman, Ebener, Hunter, Imm, & Wandersman, 2007). 

Youth with similar levels of risk would be grouped together and receive different forms 

of YP based on their grouping: low-risk youth would participate in YP in its current form, 

youth with higher levels of risk would receive YP with an expanded mentorship 

component, and those youth with highest amounts of risk factors would participate in a 

YP that includes more family-based components. For Latino high school-aged youth in 

particular, additional family components of the intervention could be particularly helpful 

as previous research indicates that family encouragement is directly associated with 

staying in school and that school staff and family encouragement combined predicts 

greater academic success (Martinez, DeGarmo, & Eddy, 2004).  

We also recommend that the re-structuring of the YP mentorship component also 

include peer leaders who coach 9
th

 grade participants on the acculturative process. 

Castillo and Caver (2009) proposed addressing cultural variables like familismo, 

marianismo, and machismo when researching acculturation within the Latino ethnic 
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group. Peer leaders might be trained how to weave these concepts into weekly YP 

activities and group conversations. Experiences like this would model how to honor 

Latino culture while still embracing Westernized values that lead to academic success.  

Another element of the YP protocol that may warrant further consideration is the 

multi-component nature of this positive youth development program. YP hosts two 

Family Night events per year to integrate youths’ guardians into the program mission and 

schedules one community service learning event for each program cohort. While some 

research indicates that multi-component positive youth development programs are 

effective in producing increases in academic performance, these programs are also more  

likely to experience implementation problems mainly because of the extra effort required 

to plan the family and community components (Durlak et al, 2011; Weisz et al, 2005).  

Future research on YP should evaluate the extent to which these extra components add 

additional value to the training conducted in YP physical health education classes and  

whether these components are implemented correctly. 

Research has also identified several potential sources of cultural mismatch 

between the positive youth development program’s validation group and the current 

consumer group (Castro, Barrera, & Martinez, 2004). The findings of this evaluation 

suggest that YP may have had only minimal effect on the multiple risk factors of the  

current sample, due to the fact that the number and severity of risk factors of the youth in  

which YP was validated upon in the 1970s pales in comparison to the adversity urban 

adolescent Latinos in the 21
st
 century face on a daily basis (Garcia, 2001). YP as it was 

implemented for the current study maintained fidelity to the original curriculum created 
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in 1979, yet a more contemporary, culturally adapted version of YP might be the most 

helpful for at-risk Latino youth. 

Bernal, Jiménez-Chafey, and Domenech-Rodríguez (2009) define cultural 

adaptation as the systematic alteration of evidence-based intervention practices to address 

culture and context so it becomes more compatible with the client’s core values. Griner 

and Smith (2006) conducted a meta-analysis on culturally adapted treatments and found 

that the amount of adaptations made to an intervention was positively linked with the 

effectiveness of the intervention and that interventions tailored to specific ethnic groups 

were more effective than universal interventions. Efforts to tailor YP to Latino youth 

populations might borrow from the process outlined by Parra Cardona and colleagues 

(2012) who adapted an evidence-based parenting intervention to Latino adults: translating  

all YP curriculum materials into Spanish, building relationships with local community 

leaders at the outset to establish co-leadership responsibilities on all program objectives, 

and conducting qualitative research on Latino youth before implementation to better 

understand their unique experiences.  

Another intervention designed to curb obesity in Latino adult populations  

addressed the cultural differences among Latino subcultures by acknowledging the 

various names for foods and integrating popular Latino activities into the intervention  

practices (e.g. dancing, soccer) (Corsino, Rocha-Goldberg, Batch, Ortiz-Melo, Bosworth, 

& Svetkey, 2012). These authors also suggest using Latino staff to further the goal of 

cultural adaptation. While all of these examples may not be feasible for incorporation into 

the YP curriculum, integrating one or two may help to increase academic gains for at-risk 

Latino youth.  
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Strengths and Limitations of the Current Study 

This study benefited from several institutional collaborations and methodological 

features. First, the provision of baseline data from Rutgers University and the non-profit 

organization made it possible to ensure the YP and comparison groups were equally 

matched on socioeconomic status and academic achievement. The study design used 

random assignment procedures to allow us the ability to link any observed effects 

between YP and comparison youth to the effects of YP and to disregard the possibility 

such effects were due to preexisting differences between groups. Objective school 

records of grades were obtained and used as indices of academic performance instead of 

self-reported data. Official school records yield more reliable data as adolescents 

sometimes harbor negative self-perceptions about themselves that make it difficult for 

them to comfortably disclose certain facts, or they may be unintentionally inaccurate  

 (Topor, Swenson, Liguori, Spirito, Lowenhaupt, & Hunt, 2011). The sample size was 

deemed large enough to ensure acceptable statistical power for the analyses we 

implemented, and the intervention protocol for YP was clearly specified. Certain risk 

indices have been criticized for neglecting to address risk factors relevant to ethnic 

minority communities when conducting research among communities of color (Miller,  

Webster, & MacIntosh, 2002). The current study avoided these mistakes by culturally 

tailoring the composite risk index to be sensitive to Latino youth. Finally, our study 

supports the practice of collecting informed consent multiple times in at-risk, Latino 

adolescent research.  

 Despite these strengths, the study had several limitations. First, attrition and 

missing data prevented researchers from being able to track the development of the full 



www.manaraa.com

 

104 
 

sample through their high school matriculation. Limited resources exacerbated the 

attrition by preventing researchers from being able to provide incentives to youth to 

participate in the last wave of data collection, resulting in an even smaller sample size 

than expected. Despite this, the results are still considered a valid representation of the 

current sample based on the lack of significant difference in proxies for socioeconomic 

status (i.e. parental education), gender, and GPA from the first marking period of grade 9 

between the YP and comparison groups. Second, some constructs of the present study 

were not measured at earlier waves. Therefore, while YP and non-YP youth were similar 

on key important measures related to academic achievement (e.g. socioeconomic status, 

composite risk) at the 9
th

 grade, we know less about initial youth similarities and 

differences in the three examined protective mechanisms.  

Moreover, we believe that YP reflects many of the suggestions that PYD 

researchers suggest are important for important for effective programming (Gullatt et al,  

2003; Durlak et al, 2011). However, a major limitation of this study is that specifying the 

links between YP and these suggestions went beyond the scope of our investigation.  

Future YP researchers should be sure to include components of process evaluation to 

determine what extent this program demonstrates the suggested ingredients for effective 

programming.  

The curriculum of YP was designed to address 11 mediating factors which 

influence positive youth development. We chose four constructs – academic self-efficacy, 

adaptive help seeking, cognitive coping, and sense of school membership – which 

represented the values most directly related to academic achievement. Across the entire 

sample, these four selected core values predicted academic achievement however YP 
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youth could not claim higher endorsement of these protective mechanisms than 

comparison group youth. These four constructs also failed to moderate the relationship 

between risk and 11
th

 grade GPA. It is possible that other protective mechanisms YP 

offers in its curriculum (e.g. goal setting, resisting peer pressure) are better implemented 

and are more effective mechanisms of the YP program.  

 Similar to YP core values, the resilience construct predicted academic 

achievement among the entire sample and comparison group youth reported higher 

endorsement of this trait than YP youth. The Wagnild Resilience scale has been 

previously validated on Latino adolescent populations (Hunter et al, 1999), so we are 

confident of its appropriateness for the study population. However, the thrust of this 

resilience scale is focused solely on the individual and does not address the impact close 

relationships have on resilience. In Latino culture, relationships are considered extremely 

valuable (Flores et al, 2005; Harrison, Wilson, Pine, Chan, & Buriel, 1990). A resilience  

scale that asked how parents, mentors and friends contributed to one’s resilience might  

have captured the resilience of Latino youth more effectively than the Wagnild Resilience 

scale. Currently, there is no resilience measure addressing these relationship components 

that has been validated across ethnic groups, and is an important next step for future 

research. 

Another limitation of the current study is the lack of data on students who 

eventually chose to drop out of high school. Although research has shown GPA to be a 

strong predictor of school dropout (Suh, Suh, & Houston, 2007), examining GPA does 

not tell the full story of a youth’s academic trajectory. For example, a Latino student with 
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a high GPA might still choose to drop out of high school if they become pregnant or if 

they are more motivated to have a job than be enrolled in school (Fry et al, 2003).  

Having obtained a high school diploma, Generalized Equivalency Diploma 

(GED), or some other dichotomous outcome may have better captured these trajectories, 

but that data was not available. The National Center for Education Statistics reports that 

in 2007, 21.4% of Latino youth ages 16-24 were not currently enrolled in high school or 

had a high school credential (i.e. traditional diploma, GED, or completion of a state-

approved education program) (Cataldi, Laird, & KewalRamani, 2009). This high school 

dropout rate was higher than those reported in Asian, Black, or White ethnic groups. It 

stands to reason that those youth still enrolled in school at the last wave of data collection 

(12
th

 grade) should be considered at the lower end of the spectrum of contextual risk 

because many of their peers had already dropped out of school. The attrition data 

analyses suggest there were significantly more comparison youth at the 2010 follow-up  

than YP youth, so those youth in either group who were not accounted for may have  

reported levels of risk higher than what was documented here, but it would be difficult to 

make such an assertion without data on actual drop-out rates among this sample.  

We believe that having access to dropout data on this sample would have 

significantly influenced our interpretation of the findings – particularly those relating to 

sense of school membership and positive peer traits. For example, research has shown  

that students who feel marginalized by their schools have higher dropout rates (Eccles et  

al, 2002). This relationship has been well documented in the Latino community (Stone & 

Han, 2005; Driscoll, 1999; Steinberg, Blinde, & Chan, 1984). Additionally, research 

conducted by Dishion and colleagues (1991, 1999) has shown the strong association 
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between antisocial peers and adjustment problems like school dropout. On the other hand, 

Wayman (2002) has found that positive peer traits like supportiveness and a commitment 

to education can protect Latino youth against risk of school dropout. It could be that 

positive peer traits and sense of school membership are stronger predictors for staying in 

school than GPA. Future studies may wish to investigate the relationships between these 

variables and high school dropout in the Latino community.  

None of the models in the current study demonstrated the valuable benefits that 

previous research suggests positive peer traits have on academic performance. Significant 

to mention is that the current study represents the first attempt to validate the Positive 

Peer Traits items on a Latino sample. These items have previously been used to explain 

the link between extracurricular activity participation and youth adjustment (e.g. 

achievement) among Black and White youth (e.g. Simpkins et al, 2008). For example, 

Simpkins and colleagues (2008) found that positive peer traits significantly mediated the  

relationship between activity breadth and problem behavior for female youth only.  

Similar to Simpkins’ sample, the current study sample had to contend with risk associated 

with minority status, as well as the additional risks associated with acculturation. We 

initially conceptualized positive peer traits like “encouraging friends to prioritize 

academics” and “showing them they care” would promote higher academic performance. 

Although positive peer traits were not predictive of academic achievement in the current 

study, descriptive statistics indicated that positive peer traits were correlated with the 

other two protective mechanisms and may be contributing to the impact of positive YP 

values and resilience.  Mentorship may have been another important construct to measure 

the positive impacts social relationships have on academic achievement for this 
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population. Although school-based mentoring has not been as promising as expected for 

promoting academic achievement (Slicker et al, 1993), given the value placed on 

establishing positive social connections with adults within the Latino community, the 

mentorship that YP participation provides may be its biggest asset when serving Latino 

youth.  

Future YP evaluation efforts that use the Mentor-Youth Alliance Scale (MYAS; 

Zand et al, 2008) may be able to tap into the positive traits of the 11
th

 and 12
th

 grade peer 

leaders YP provides to youth. The developers of this scale validated it on a multi-ethnic 

sample which included Latino youth and found that the MYAS predicted youth’s scores 

in school bonding and life skills. There has yet to be any research that establishes the 

ability of the MYAS to predict academic achievement, nor has this scale been used in a 

primarily Latino sample. Future YP research should consider taking advantage of this 

two-pronged opportunity to bridge the gap in knowledge on Latino mentorship and 

academic achievement.  

 Gender also emerged as a unique construct in the current study. Results indicated 

that while all youth with high levels of YP core values and resilient qualities 

demonstrated higher 11
th

 grade GPAs, being female was linked with low amounts of 

positive peers, 9
th

 and 11
th

 grade GPAs, and positively associated with composite risk. 

Moreover, previous YP research has shown that male youth who participated in YP were 

18% more likely to complete high school in four years than males in the comparison 

group (Johnson et al, 2009), but there were no differences among participating and non- 

participating females. These findings were unexpected as most research indicates males 

are at higher academic risk than females and that females typically benefit more from 
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PYD program participation than do males (Sørlie et al, 2007).  We suggest that more 

needs to be done for Latino female youth in future development and implementation of 

YP.  

The researchers originally planned to include acculturative stress as part of the 

composite risk measure and explore its moderating potential on the relationship between 

risk and academic achievement. However, acculturative stress – measured in this study as 

low English proficiency and generational status – did not significantly correlate with the 

other risk factors nor did it produce any significant moderation effects.  Descriptive 

analyses indicated that only a small amount of the current sample was noted as being of 

limited English proficiency, suggesting that language was not the optimal instrument for  

measuring acculturation and enculturation in this sample.  

Moreover, Cokley (2007) warns against defining ethnicity too broadly or 

narrowly. Broad definitions often confuse ethnicity with race, and overly narrow 

definitions of ethnicity limit group membership to cultural characteristics. A group which 

self-identifies with a particular national origin and cultural characteristics is a definition 

for ethnicity that includes both dimensions. Selecting a fraction of these traits and 

labeling that as “Latino” would leave out some important aspect of this group’s ethnicity.  

The Latino ethnic group in the U.S. is comprised mainly of Central Americans, Cubans, 

Mexicans, Puerto Ricans, and South Americans: clearly there is great heterogeneity of 

national origin within this group. The 2010 U.S. Census Bureau reported that in the 

northeastern New Jersey – New York metropolitan area, three in ten Latinos  

are Puerto Rican and two in ten are Dominican (Lopez et al, 2011). Mexicans, 

Salvadorans, Cubans, and Guatemalans are also heavily represented in the ethnic group 
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which contains approximately four million who self-identify as Latino in this urban 

vicinity. These Latino sub groups differ by nationality but also in motivations for the 

intent to drop out of high school. For example, Velez (1989) examined the effects of 

academic and cultural factors on dropout behavior among Cuban, Mexican, Puerto Rican, 

and White youth. Results indicated that espousing high academic goals decreased the 

intent to drop out for Mexican and Puerto Rican youth, but not for Cuban youth. Recent 

immigrant status decreased dropout behaviors for Cuban youth, but not for Mexican or 

Puerto Rican. High academic performance benefitted Cuban and Mexican youth, but 

these positive effects were not found among Puerto Rican youth (Velez, 1989).  

Our own findings might have been significantly different if we had also split our 

sample along sub-group lines. Additionally, even though many individuals from each of 

these subgroups speak the Spanish language, the way this language is spoken depends 

largely on the nationality of the person speaking it (Umana-Taylor, Diversi, & Fine, 

2002). For the purposes of the current study we defined Latino ethnic group membership 

as the self-identification with one of these subgroups and at least partial Spanish fluency, 

understanding that this self-identification may differ based on nationality. However, it is 

clear that future YP research efforts would benefit from examining distinct Latino 

subgroups to better understand the specific impacts of ethnicity on academic 

achievement.  

Hsiao and Wittig (2008) used items from Jean Phinney’s (1992) Multigroup 

Ethnic Identity Measure (MEIM) to measure acculturation in their multi-ethnic sample. 

Measuring attitudes related to ethnic identity affirmation and outgroup orientation gives  
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acculturation researchers two benefits. First, the data is likely to reveal nuances in the 

acculturative process that language use and generational status are unable to provide and 

second, MEIM items are not limited to any one ethnic group. The extreme heterogeneity 

of the U.S. Latino population requires an instrument as multi-faceted as they are when 

describing acculturation. Furthermore, there is support for the theory that ethnic identity 

formation and gender can significantly moderate the relationship between risk and 

academic adjustment for certain Latino groups (Umaña-Taylor, Wong, Gonzales, & 

Dumka, 2012). The exploration of other key moderators of the relationship between risk 

and academic achievement for Latino youth is imperative.   

Public Policy and Positive Youth Development 

 Positive youth development programs and the adolescents they serve need 

specific policy attention not only because they have proliferated in recent years, but also 

because PYD program can assist youth with the challenge of navigating the many life 

decisions characteristic of adolescence and help set them on positive developmental 

trajectories (Naudeau, Cunningham, Lundberg, & McGinnis, 2008). Having a positive 

connection with one’s peer group is a valuable resource that at-risk youth need to ensure 

this journey is a smooth one. Yet research indicates that many Latino youth are more 

likely to have social networks with peers who have oppositional traits that frown upon 

behaviors that promote academic engagement (Kuperminc, Blatt, Shahar, Henrich, & 

Leadbetter, 2004). Ream and Rumberger (2008) examined social bonding patterns among 

Mexican American youth and found that the number of friends who had dropped out of 

school significantly predicted high school dropout rates among youth, and our results 
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support that: the intent to drop out emerged as a salient risk factor that many in our 

sample endorsed. The need for PYD programs designed to enhance these social networks  

that are tailored to high risk groups has never been greater.  

 Indeed, the current study reflects the policy needs for the U.S. Latino population 

set forth by the Pew Hispanic Center. Swail, Cabrera, and Lee (2004) identified broad 

social programming for all youth and comprehensive education reform efforts for low-

income youth from Kindergarten to college as policy initiatives that would benefit large 

amounts of Latino youth. These scholars implore researchers to “focus more rigorously 

on the academic pipeline issues for Latino youth”. 

YP represents a step in the right direction toward meeting these public policy 

needs. This PYD program eases 9
th

 grade students into the high school environment and 

for some youth, the positive benefits of YP participation can be seen at the end of their 

high school experiences. Legislative support for YP and PYD programs like it would 

provide the financial resources necessary for tailoring the curriculum to benefit youth 

who experience higher levels of risk (e.g., sustained support throughout high school 

career). Aos and colleagues (2011) provided policy makers with “bottom-line” cost-

benefit estimates for evidence-based intervention programs. For example, general 

prevention interventions like YP that offer youth mentoring cost approximately $4700 for 

each participant. However, for each participant, taxpayers receive $6700 in monetary 

benefits including reduced juvenile crime and increased labor market and health care 

benefits due to the intervention participant’s increased likelihood of graduating from high 

school. Similarly, decreases in individuals victimized by youth who are now engaged in 

the PYD intervention save approximately $18100. Savings like these highlight the 
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importance of legislation focused on promoting the PYD movement. Policy support 

might also enable YP to culturally adapt their currently implemented programs in urban 

areas to other youth of color who need the resources PYD programs provide to help  

combat negative influences and academic challenges. PYD programs that are infused 

with cultural variables make programs more relevant to youths’ experiences and ensure 

long-term implementation.  

The current study also has public policy implications for the ongoing debate on 

immigration. Recently, President Barack Obama voiced his support for the Development, 

Relief, and Education for Alien Minors (DREAM) Act in allowing foreign-born youth  

the opportunity to earn work visas and avoid deportation (Vargas, 2012). A significant 

number of Latino youth in the current study would be eligible for the DREAM Act, given 

their first-generation status in the U.S. This policy has the potential to change the whole 

process of acculturation for many immigrant youth by detaching the stigma of being 

undocumented in the U.S. Perhaps the DREAM Act will increase academic aspirations 

among Latino youth and widen their expectations for success in this country. PYD 

programs like YP may be helpful in sending the message to ethnic minority youth that 

they too will be valuable, capable contributors to society. The PYD movement is doing 

its part to close the gap in academic achievement and occupational status in the 21
st
 

century.  



www.manaraa.com

 

114 
 

 

 

 

 

REFERENCES 

 

Ajzen, I. (2002). Constructing a theory of planned behavior questionnaire: Conceptual 

and methodological considerations. Retrieved August 15, 2011, from http:// 

www.people.umass.edu/aizen/pdf/tpb.measurement.pdf. 

 

Alba, R., & Nee, V. (1997). Rethinking assimilation theory for a new era of immigration. 

International Migration Review, 31(4), 826-874. 

 

Aldwin, C. (1994). Stress, coping, and development. New York: Guilford Press. 

 

Allen, J.P., Kuperminc, G., Philliber, S., & Herre, K. (1994). Programmatic prevention of 

adolescent problem behaviors: The role of autonomy, relatedness, and volunteer 

service in the Teen Outreach Program. American Journal of Community 

Psychology, 22(5), 617-638. 

 

Allensworth, E., & Easton, J. (2005). The on-track indicator as a predictor of high school 

graduation. Chicago: Consortium on Chicago School Research.  

 

Altermatt, E.R., & Pomerantz, E.M. (2003). The development of competence-related and 

motivational beliefs: An investigation of similarity and influence among friends. 

Journal of Educational Psychology, 95(1), 111-123. 

 

Aos, S., Lee, S., Drake, E., Pennucci, A., Klima, T., Miller, M., Anderson, L., Mayfield, 

J., & Burley, M. (2011). Return on investment: Evidence-based options to 

improve statewide outcomes (Document No. 11-07-1201). Olympia: Washington 

State Institute for Public Policy. 

 

Attinasi, L.C. (1989). Getting in: Mexican Americans’ perceptions of university 

attendance and the implications for freshman year persistence. Journal of Higher 

Education 60(3), 247-277. 

 

Ayotte, V., Saucier, J., Bowen, F., Laurendeau, M., Fournier, M., & Blais, J. (2003). 

Teaching multiethnic urban adolescents how to enhance their competencies: 

Effects of a middle school primary prevention program on adaptation. Journal of 

Primary Prevention, 24(1), 7-23. 

 

Bachman, J. (1970). Youth in Transition, Vol. 1: The Impact of Family Background and 

Intelligence on Tenth-Grade Boys. Institute for Social Research, Ann Arbor, MI. 

 

http://www.people.umass.edu/aizen/pdf/tpb.measurement.pdf


www.manaraa.com

 

115 
 

Baker, M., Sigmon, J., & Nugent, M. (2001). Truancy reduction: Keeping students in 

school. Washington, DC: U.S. Department of Justice, Office of Juvenile Justice 

and Delinquency Prevention. 

 

Bandura, A. (1997). Self-efficacy: The exercise of self-control. New York: Freeman. 

 

Bandura, A. (2001). Social cognitive theory: An agentic perspective. Annual Review of 

Psychology, 52, 1-26. 

 

Bandura, A. (1993). Perceived self-efficacy in cognitive development and functioning. 

Educational Psychology, 28, 117-148. 

 

Bandura, A., Barbaranelli, C., Caprara, G., & Pastorelli, C. (2001). Self-efficacy beliefs 

as shapers of children’s aspirations and career trajectories. Child Development, 

72(1), 187-206. 

 

Bandura, A., Barbaranelli, C., Caprara, G., & Pastorelli, C. (1996). Multifaceted impact 

of self-efficacy beliefs on academic functioning. Child Development, 67(3), 1206-

1222. 

 

Baron, R., & Kenny, D. (1986). The moderator-mediator variable distinction in social 

psychological research: Conceptual, strategic, and statistical considerations. 

Journal of Personality and Social Psychology, 51(6), 1173-1182. 

 

Barr, S., Birmingham, J., Fornal, J., Klein, R., & Piha, S. (2006). Three high school after-

school initiatives: Lessons learned. New Directions for Youth Development, 111, 

67-78. 

 

Battistich, V., Solomon, D., Kim, D., Watson, M., & Schaps, E. (1995). Schools as 

communities, poverty levels of student populations, and students’ attitudes, 

motives, and performance: A multilevel analysis. American Educational Research 

Journal, 32(3), 627-658. 

 

Bauman, L., Stein, R., & Ireys, H. (1991). Reinventing fidelity: The transfer of social 

technology among settings. American Journal of Community Psychology, 19(4), 

619-639. 

 

Bernal, M.E., Saenz, D., & Knight, G. (1991). Ethnic identity and adaptation of Mexican 

American youths in school settings. Hispanic Journal of Behavioral Sciences, 

13(2), 135-154. 

 

Bernal, G., Jiménez-Chafey, M., & Domenech-Rodríguez, M. (2009). Cultural adaptation 

of treatments: A resource for considering culture in evidence-based practice. 

Professional Psychology: Research and Practice, 40(4), 361-368. 

 



www.manaraa.com

 

116 
 

Boekarts, M., Pintrich, P., & Zeidner, M. (2000). Handbook of self-regulation San Diego, 

CA: Academic Press. 

 

Bong, M. (2004). Academic motivation in self-efficacy, task value, achievement goal 

orientations, and attributional beliefs. The Journal of Educational Research, 

97(6), 287-298. 

 

Borden, L., Perkins, D., Villaruel, F., Carleton-Hug, A., Stone, M., & Keith, J. (2006). 

Challenges and opportunities to Latino youth development: Increasing meaningful 

participation in youth development programs. Hispanic Journal of Behavioral 

Sciences, 28(2), 187-208. 

 

Bowditch, C. (1993). Getting rid of troublemakers: High school disciplinary procedures 

and the production of dropouts. Social Problems, 40, 493-507. 

 

Bray, C., Nash, K., & Froman, R. (2003). Validation of measures of middle schoolers’ 

self-efficacy for physical and emotional health, and academic tasks. Research in 

Nursing and Health, 26(5), 376-386. 

 

Brown, B. (1990). Peer groups and peer cultures. In Feldman, S.S., and Elliot, G.R. 

(Eds.), At the Threshold: The Developing Adolescent. Harvard Press, Cambridge, 

MA, pp. 171-196. 

 

Bry, B., Johnson, V., Chiong, A., & Urga, P. (2005).  Effects of an Enhanced, Peer-led 

Group Freshman Prevention Program on Urban High School Students:  A Pilot 

Study.  Poster presented at the Society for Prevention Research annual conference, 

Baltimore, MD. 

 

Bryan, J. (2005). Fostering educational resilience and achievement in urban schools 

through school-family-community partnerships. Professional School Counseling, 

8, 219-227. 

 

Bryant A., & Zimmerman, M. (2002). Examining the effects of academic beliefs and 

behaviors on changes in substance use among urban adolescents. Journal of 

Educational Psychology, 94(3), 621-637. 

 

Caprara, G., Scabini, E., Barbaranelli, C., Pastorelli, C., & Regalia, C. (1998). Impact of 

adolescents’ perceived self-regulatory efficacy on familial communication and 

antisocial conduct. European Psychologist, 3(2), 125-132. 

 

Carroll, A., Houghton, S., Wood, R., Unsworth, K., Hattie, J., Gordon, L., & Bower, J. 

(2009). Self-efficacy and academic achievement in Australian high school 

 

 

 



www.manaraa.com

 

117 
 

students: The mediating effects of academic aspiration and delinquency. Journal of 

Adolescence, 32(4), 797-817. 

 

Castillo, L., & Caver, K. (2009). Expanding the concept of acculturation in Mexican 

American rehabilitation psychology research and practice. Rehabilitation 

Psychology, 54(4), 351-362. 

 

Castro, F., Barrera, M., & Martinez, C. (2004). The cultural adaptation of prevention 

interventions: Resolving tension between fidelity and fit. Prevention Science, 

5(1), 41-45. 

 

Cataldi, E., Laird, J., & KewalRamani, A. (2009). High school dropout and completion 

rates in the United States: 2007 (NCES 2009-064). National Center for Education 

Statistics, Institute of Education Sciences, U.S. Department of Education. 

Washington, DC. Retrieved September 20, 2012 from 

http://nces.ed.gov/pubsearch/pubsinfo.asp?pubid=2009064 

 

Chemers, M., Hu, L., & Garcia, B. (2001). Academic self-efficacy and first year college 

student performance and adjustment. Journal of Educational Psychology, 93(1), 

55-64. 

 

Chen, X., Rubin, K., & Li, D. (1997). Relation between academic achievement and social 

adjustment: Evidence from Chinese children. Developmental Psychology, 33(3), 

518-525. 

 

Chirkov, V. (2009). A cross-cultural analysis of autonomy in education: A Self-

Determination theory perspective. Theory and Research in Education, 7(2), 253-

262. 

 

Chirkov, V., Ryan, R., & Willness, C. (2005). Cultural context and psychological needs 

in Canada and Brazil: Testing a Self-Determination approach to the 

internalization of cultural practices, identity, and well-being. Journal of Cross-

Cultural Psychology, 36(4), 423-443. 

 

Christensen, L., Young, K., & Marchant, M. (2007). Behavioral intervention planning: 

Increasing appropriate behavior of a socially withdrawn student. Education and 

Treatment of Children, 30(4), 81-103. 

 

Chun, H., & Dickson, G. (2011). A psychoecological model of academic performance 

among Hispanic adolescents. Journal of Youth and Adolescence, 40, 1581-1594. 

 

Clauss-Ehlers, C., & Levi, L. (2002). Working to promote resilience with Latino youth in 

schools: Perspectives from the United States and Mexico. The International 

Journal of Mental Health Promotion, 4(4), 14-20. 

 

http://nces.ed.gov/pubsearch/pubsinfo.asp?pubid=2009064


www.manaraa.com

 

118 
 

Cohen, E., Chacón, M., Camarena, M., González, J., & Stover, S. (1983). Chicanas in 

California postsecondary education. LaRed/The Net, 65, 73-79. 

 

Cohen, J., & Cohen, P. (1983). Applied multiple/regression correlation analysis for the 

behavioral sciences (2
nd

 ed.). Hillsdale, NJ: Erlbaum. 

 

Cohen, J., Cohen, P., West, S., & Aiken, L. (2003). Applied multiple 

regression/correlation analysis for the behavioral sciences (3
rd

 ed.). Mahwah, NJ: 

Erlbaum. 

 

Cokley, K. (2007). Critical issues in the measurement of ethnic and racial identity: A 

referendum on the state of the field. Journal of Counseling Psychology, 54(3), 

224-234. 

 

Coleman, J. (1988). Social capital in the creation of human capital. American Journal of 

Sociology, 94, S95-S120. 

 

Compas, B., Orosan, P., & Grant, K. (1993). Adolescent stress and coping: Implications 

for psychopathology during adolescence. Journal of Adolescence, 16(3), 331-349. 

 

Connors, K.M. & Davidson, J.R. (2003). Development of a new resilience scale: The 

Connor-Davidson Resilience Scale (CD-RISC). Depression and Anxiety, 18, 76-

82.  

 

Corsino, L., Rocha-Goldberg, M., Batch, B., Ortiz-Melo, D., Bosworth, H., & Svetkey, 

L. (2012). The Latino Health Project: Pilot testing a culturally adapted behavioral 

weight loss intervention in obese and overweight Latino adults. Ethnicity and 

Disease, 22(1), 51-57. 

 

Crosnoe, R. (2001). Academic orientation and parental involvement in education during 

high school. Sociology of Education, 74(3), 210-230. 

 

Crosnoe, R., & Elder, G. (2004). Family dynamics, supportive relationships, and 

educational resilience during adolescence. Journal of Family Issues, 25(5), 571-

602. 

 

Deci, E., & Ryan, R. (2000). The “What” and “Why” of goal pursuits: Human needs and 

the Self-Determination of behavior. Psychological Inquiry, 11(4), 227-268. 

 

Devos, T., & Torres, J. (2007). Implicit identification with academic achievement among 

Latino college students: The role of ethnic identity and significant others. Basic 

and Applied Social Psychology, 29(3), 293-310. 

 

Dishion, T., Andrews, D., & Crosby, L. (1995). Antisocial boys and their friends in early 

adolescence: Relationship characteristics, quality, and interactional process. Child 

Development, 66(1), 139-151. 



www.manaraa.com

 

119 
 

Dishion, T., McCord, J., & Poulin, F. (1999). When interventions harm: Peer groups and 

problem behavior. American Psychologist, 54(9), 755-764. 

 

Dishion, T., Patterson, G., Stoolmiller, M., & Skinner, M. (1991). Family, school, and 

behavioral antecedents to early adolescent involvement with antisocial peers. 

Developmental Psychology, 27(1), 172-180. 

 

Diversi, M., & Mecham, C. (2005). Latino(a) students and Caucasian mentors in a rural 

after-school program: Towards empowering adult-youth relationships. Journal of 

Community Psychology, 33(1), 31-40. 

 

Domenech-Rodriguez, M., Baumann, A., & Schwartz, A. (2011). Cultural adaptation of 

an evidence based intervention: From theory to practice in a Latino/a community 

context. American Journal of Community Psychology, 47, 170-186. 

 

Driscoll, A. (1999). Risk of high school dropout among immigrant and native Hispanic 

youth. International Migration Review, 33(4), 857-875. 

 

Duncan, G., & Brooks-Gunn, J. (Eds.). (1997). Consequences of growing up poor. New 

York: Russell Sage Foundation. 

 

Duncan, G., Magnusson, K., & Ludwig, J. (2004). The endogeneity problem in 

developmental studies. Research in Human Development, 1(1-2), 59-80. 

 

Durlak, J., Taylor, R., Kawashima, K., Pachan, M., DuPre, E., Celio, C., Berger, S., 

Dymnicki, A., & Weissberg, R. (2007). Effects of positive youth development 

programs on school, family, and community systems. American Journal of 

Community Psychology, 39, 269-286. 

 

Durlak, J., & DuPre, E. (2008). Implementation matters: A review of research on the 

influence of implementation on program outcomes and the factors affecting 

implementation. American Journal of Community Psychology, 41, 327-350. 

 

Durlak, J., Weissberg, R., Dymnicki, A., Taylor, R., & Schellinger, K. (2011). The 

impact of enhancing students’ social and emotional learning: A meta-analysis of 

school-based universal interventions. Child Development, 82(1), 405-432. 

 

Eamon, M. (2005). Social-demographic, school, neighborhood, and parenting influences 

on the academic achievement of Latino young adolescents. Journal of Youth and 

Adolescence, 34(2), 163-174. 

 

Eccles, J. (1983). Expectancies, values and academic behaviors. In J.T. Spence (Ed.), The 

development of achievement motivation (pp. 283-331). Greenwich, CT: JAI Press. 

 



www.manaraa.com

 

120 
 

Eccles, J., & Barber, B. (1999). Student council, volunteering, basketball, or marching 

band: What kind of extracurricular involvement matters? Journal of Adolescent 

Research, 14, 10-43. 

 

Eccles, J., & Gootman, J. (Eds.). (2002). Community programs to promote youth 

development. Washington, DC: National Academy Press. 

 

Eisenman, L. (2007). Self-Determination interventions: Building a foundation for school 

completion. Remedial and Special Education, 28(1), 2-8. 

 

Ennis, S., Ríos-Vargas, M., & Albert, N. (2011). The Hispanic population: 2010. 

C2010BR-04. Washington, D.C.: U.S. Census Bureau, May. 

http://www.census.gov./prod/cen2010/briefs/c2010-04.pdf  

 

Fabrigar, L., Wegener, D., MacCallum, R., & Strahan, E. (1999). Evaluating the use of 

exploratory factor analysis in psychological research. Psychological Methods, 

4(3), 272-299. 

 

Fantuzzo, J., Manz, P., Atkins, M., & Meyers, R. (2005). Peer-mediated treatment of 

socially withdrawn maltreated preschool children: Cultivating natural community 

resources. Journal of Clinical Child and Adolescent Psychology, 34(2), 320-325. 

 

Farrell, A., Meyer, A., Kung, E., & Sullivan, T. (2001). Development and evaluation of 

school-based violence prevention program. Journal of Clinical Child and 

Adolescent Psychology, 30(2), 207-220. 

 

Feinstein, L., & Peck, S. (2008). Unexpected pathways through education: Why do some 

students not succeed in school and what helps others beat the odds? Journal of 

Social Issues, 64(1), 1-20. 

 

Feldman, A., & Majatsko, J. (2005). The role of school-based extracurricular activities in 

adolescent development: A comprehensive review and future directions. Review 

of Educational Research, 75(2), 159-210. 

 

Fernandez-Kelly, P. (2002). Commentary: Uses and misuses of social capital in studying 

school attainment. Research in Sociology of Education, 13, 73-83. 

 

Fields, L., & Prinz, R. (1997). Coping and adjustment during childhood and adolescence. 

Clinical Psychology Review, 17(8), 937-976. 

 

Finn, J., Fish, R., & Scott, L. (2008). Educational sequelae of high school misbehavior. 

The Journal of Educational Research, 101(5), 259-274. 

 

Flores, E., Cicchetti, D., & Rogosch, F. (2005). Predictors of resilience in maltreated and 

nonmaltreated Latino children. Developmental Psychology, 41(2), 338-351. 

 

http://www.census.gov./prod/cen2010/briefs/c2010-04.pdf


www.manaraa.com

 

121 
 

Foley, E., & Eddins, G. (2001). Preliminary analysis of Virtual Y after-school program 

participants’ patterns of school attendance and academic performance: Final 

evaluation report program year 1999-2000. NY: National Center for Schools and 

Communities, Fordham University. 

 

Forehand, R., Biggar, H., & Kotchick, B. (1998). Cumulative risk across family stressors: 

Short- and long-term effects for adolescents. Journal of Abnormal Child 

Psychology, 26(2), 119-128. 

 

Frazier, S., Cappella, E., & Atkins, M. (2007). Linking mental health and after school 

systems for children in urban poverty: Preventing problems, promoting 

possibilities. Administration and Policy in Mental Health Services Research, 

34(4), 389-399. 

 

Fredricks, J., & Eccles, J. (2005). Is extracurricular participation associated with 

beneficial outcomes? Concurrent and longitudinal relations. Developmental 

Psychology, 42(4), 698-713. 

 

Fry, R. (2003). High school dropout rates for Latino youth. ERIC Digest ED482920: 

193-96. ERIC Clearinghouse on Urban Education, New York. 

 

Fryer, R., & Levitt, S. (2006). The Black-White test score gap through third grade. 

American Law and Economics Review, 8(2), 249-281. 

 

Gallo, L., Penedo, F., Espinosa de los Monteros, K., & Arguelles, W. (2009). Resiliency 

in the face of disadvantage: Do Hispanic cultural characteristics protect health 

outcomes? Journal of Personality, 77(6), 1707-1745. 

 

Garcia, G. (2001). The factors that place Latino children and youth at risk of educational 

failure. In M. Calderon (Ed.), Effective programs for Latino students, Mahwah, 

NJ: Lawrence Erlbaum Associates. 

 

Garcia, C., Duckett, L., Saewyc, E., & Bearinger, L. (2007). Perceptions of health among 

immigrant Latino adolescents from Mexico. Journal of Holistic Nursing, 25(2), 

81-91. 

 

Garcia-Reid, P. (2007). Examining social capital as a mechanism for improving school 

engagement among low income Hispanic girls. Youth and Society, 39(2), 164-

181. 

 

Garnefski, N., Legerstee, J., Kraaij, V., Kommer, T., & Teerds, J. (2002). Cognitive 

coping strategies and symptoms of depression and anxiety: A comparison 

between adolescents and adults. Journal of Adolescence, 25(6), 603-611. 

 

Garza, E., Reyes, P., & Trueba, E. (2004). Resiliency and success: Migrant children in 

the U.S. Boulder, CO: Paradigm Publishers. 



www.manaraa.com

 

122 
 

Gerber, S. (1996). Extracurricular activities and academic achievement. Journal of 

Research and Development in Education, 30(1), 42-50. 

 

Gloria, A., Castellanos, J., López, A., & Rosales, R. (2005). An examination of academic 

nonpersistence decisions of Latino undergraduates. Hispanic Journal of 

Behavioral Sciences, 27(2), 202-223. 

 

Goldschmidt, P., & Wang, J. (1999). When can schools affect dropout behavior? A 

longitudinal multilevel analysis. American Educational Research Journal, 36(4), 

715-738. 

 

Gonzales, P., Blanton, H., & Williams, K. (2002). The effects of stereotype threat and 

double-minority status on the test performance of Latino women. Personality and 

Social Psychology Bulletin, 28(5), 659-670. 

 

Goodenow, C. (1993). The psychological sense of school membership among 

adolescents: Scale development and educational correlates. Psychology in the 

Schools, 30(1), 79-90. 

 

Gramzow, R., Willard, G., & Mendes, W. (2008). Big tales and cool heads: Academic 

exaggeration is related to cardiac vagal reactivity. Emotion, 8(1), 138-144. 

 

Griner, D., & Smith, T. (2006). Culturally adapted mental health intervention: A meta-

analytic review. Psychotherapy: Theory, Research, Practice, Training, 43(4), 

531-548. 

 

Grolnick, W., Farkas, M., Sohmer, R., Michaels, S., & Valsiner, J. (2007). Facilitating 

motivation in young adolescents: Effects of an after-school program. Journal of 

Applied Developmental Psychology, 28(4), 332-344. 

 

Grolnick, W., & Ryan, R. (1987). Autonomy in children’s learning: An experimental and 

individual difference investigation. Journal of Personality and Social Psychology, 

52, 890-898. 

 

Gullatt, Y., & Jan, W. (2003). How do pre-collegiate academic outreach programs 

impact college-going among underrepresented students? A white paper for the 

Pathways to College Network. Boston: Pathways to College Network. 

 

Hackett, G., Betz, N., Casas, J., & Rocha-Singh, I. (1992). Gender, ethnicity, and social 

cognitive factors predicting the academic achievement of students in engineering. 

Journal of Counseling Psychology, 39, 527-538. 

 

Hagborg, W. (1998). An investigation of a brief measure of school membership. 

Adolescence, 33(130), 461-468. 

 



www.manaraa.com

 

123 
 

Hanlon, T., Simon, B., O’Grady, K., Carswell, S., & Callaman, J. (2009). The 

effectiveness of an after-school program targeting urban African American youth. 

Education and Urban Society, 42(1), 96-118. 

 

Hanushek, E., Kain, J., Markman, J., & Rivkin, S. (2003). Does peer ability affect student 

achievement? Journal of Applied Econometrics, 18(5), 527-544. 

 

Harrison, A., Wilson, M., Pine, C., Chan, E., & Buriel, R. (1990). Family ecologies of 

ethnic minority children. Child Development, 61, 347-362. 

 

Hartley, M. (2011). Examining the relationship between resilience, mental health, and 

academic persistence in undergraduate college students. Journal of American 

College Health, 59(7), 596-604. 

 

Honey, M., Culp, K., & Carrigg, F. (2000). Perspectives on technology and education 

research: Lessons from the past and present. Journal of Educational Computing 

Research, 23(1), 5-14. 

 

Horvat, E., Weininger, E., & Lareau, A. (2003). From social ties to social capital: Class 

differences in the relations between schools and parent networks. American 

Educational Research Journal, 40(2), 319-351. 

 

Holt, L., Bry, B., & Johnson, V. (2008). Enhancing school engagement in at-risk, urban 

minority adolescents through a school-based adult mentoring intervention. Child 

and Family Behavior Therapy, 30(4), 297-318. 

 

Hovey, J., & King, C. (1996). Acculturative stress, depression, and suicidal ideation 

among immigrant and second-generation Latino adolescents. Journal of the 

American Academy of Child and Adolescent Psychiatry, 35(9), 1183-1192. 

 

Hsiao, J., & Wittig, M. (2008). Acculturation among three racial/ethnic groups of host 

and immigrant adolescents. American Journal of Community Psychology, 42, 

286-297. 

 

Hunter, A., & Chandler, G. (1999). Adolescent resilience. Image: Journal of Nursing 

Scholarship, 31, 243-247. 

 

Jang, H., Reeve, J., Ryan, R., & Kim, A. (2009). Can Self-Determination theory explain 

what underlies the productive, satisfying learning experiences of collectivistically 

oriented Korean students? Journal of Educational Psychology, 101(3), 644-661. 

 

Johnson, V., Barr, S., Rothschild, L., & Bry, B. (2009).  A peer-led school transition 

program can affect graduation rates among males in an urban, Hispanic high 

school.  Poster presented at the annual Society for Research on Adolescence 

Conference, Philadelphia, PA.    

 



www.manaraa.com

 

124 
 

Johnson, V., Holt, L., Bry, B. & Powell, S. (2008). Effects of an integrated prevention 

program on urban youth transitioning into high School. Journal of Applied School 

Psychology, 24(2), 225-246. 

 

Johnson, V., Mun, E.Y., & Pandina, R. (2008).  A longitudinal evaluation of a peer-led 

transition program in a predominantly Latino high school.  Poster presented at 

the biennial meeting of the Society for Research on Adolescence, Chicago, Il.  

 

Johnson, V., Pandina, R., & Bry, B. (2008).  A peer-led prevention program delivered to 

a predominately Hispanic high school. Poster presented at the Society for 

Prevention Research annual conference, San Francisco, CA. 

 

Johnson, V., Pandina, R., Bry, B., Powell, S., & Barr, S.  (2006). Lessons learned from a 

peer-led high school transition program delivered in an inner-city school:  

Findings from a pilot year.  Poster presented at the Annual Meeting of the Society 

for Prevention Research, San Antonio, TX. 

 

Jones, L., Castellanos, J., & Cole, D. (2002). Examining the ethnic minority student 

experience at predominantly White institutions: A case study. Journal of Hispanic 

Higher Education, 1(1), 19-39. 

 

Kaiser, H. (1958). The varimax criterion for analytic rotation in factor analysis. 

Psychometrika, 23, 187-200. 

 

Kalogrides, D. (2009). Generational status and academic achievement among Latino high 

school students: Evaluating the segmented assimilation theory. Sociological 

Perspectives, 52(2), 159-183. 

 

Karabenick, S. (2004). Perceived achievement goal structure and college student help 

seeking. Journal of Educational Psychology, 96(3), 569-581. 

 

Karabenick, S., & Dembo, M. (2011). Understanding and facilitating self-regulated help 

seeking. New Directions for Teaching and Learning, 126, 33-43. 

 

Karabenick, S., & Newman, R. (2009) Seeking help: Generalizable self-regulatory 

process and social-cultural barometer. In M. Wosnitza, S.A. Karabenick, A. 

Efklides, and P. Nenninger (Eds.), Contemporary Motivation Research: From 

Global to Local Perspectives (pp. 25-48). Göttingen, Germany: Hogrefe & Huber, 

2009. 

 

Kenny, M., Walsh-Blair, L., Blustein, D., Bempechat, J., & Seltzer, J. (2010). 

Achievement motivation among urban adolescents: Work hope, autonomy 

support, and achievement-related beliefs. Journal of Vocational Behavior, 77(2), 

205-212. 

 



www.manaraa.com

 

125 
 

Kinderman, P. (2007). Empirically grounded clinical interventions: Clinical implications 

of a psychological model of mental disorder. Behavioural and Cognitive 

Psychotherapy, 35, 1-14. 

 

Klein, K., & Forehand, R. (2000). Family processes as resources for African American 

children exposed to a constellation of sociodemographic risk factors. Journal of 

Clinical Child Psychology, 29(1), 53-65. 

 

Kraaij, V., Garnefski, N., Wilde, E., Dijkstra, A., Gebhardt, W., Maes, S., & Doest, L. 

(2003). Negative life events and depressive symptoms in late adolescence: 

Bonding and cognitive coping as vulnerability factors? Journal of Youth and 

Adolescence, 32(3), 185-193. 

 

Kuperminc, G., Blatt, S., Shahar, G., Henrich, C., & Leadbetter, B. (2004). Cultural 

equivalence and cultural variance in longitudinal associations of young adolescent 

self-definition and interpersonal relatedness to psychological and school 

adjustment. Journal of Youth and Adolescence, 33(1), 13-30. 

 

Kuperminc, G., Darnell, A., & Alvaraez-Jimenez, A. (2008). Parent involvement in the 

academic adjustment of Latino middle and high school youth: Teacher 

expectations and school belonging as mediators. Journal of Adolescence, 31(4), 

469-483. 

 

Larson, R., Hansen, D., & Moneta, G. (2006). Differing profiles of developmental 

experiences across types of organized youth activities. Developmental 

Psychology, 42(5), 849-863. 

 

Lauer, P., Akiba, M., Wilkerson, S., Apthorp, H., Snow, D., & Martin-Glenn, M. (2006). 

Out-of-school-time programs: A meta-analysis of effects for at-risk students. 

Review of Educational Research, 76(2), 275-313. 

 

Lerner, R. (2006). Resilience as an attribute of the developmental system: Comments on 

the papers of professors Masten and Wachs. Annals of the New York Academy of 

Sciences, 1094, 40-51. 

 

Lerner, R., Almerigi, J., Theokas, C., & Lerner, J. (2005). Positive youth development: A 

view of the issues. The Journal of Early Adolescence, 25(1), 10-16. 

 

Lewin-Bizan, S., Bowers, E., & Lerner, R. (2010). One good thing leads to another: 

Cascades of positive youth development among American adolescents. 

Development and Psychopathology, 22(4), 759-770. 

 

Linderberg, C., Solorzano, R., Bear, D., Strickland, O., Galvis, C., & Pittman, K. (2002). 

Reducing substance us and risky sexual behavior among young, low-income, 

Mexican American women: Comparison of two interventions. Applied Nursing 

Research, 15(3), 137-148. 



www.manaraa.com

 

126 
 

López, E. (1995). Challenges and resources of Mexican American students within the 

family, peer group, and university: Age and gender patterns. Hispanic Journal of 

Behavioral Sciences, 17, 499-508. 

 

López, E., Ehly, S., & García-Vásquez, E. (2002). Acculturation, social support and 

academic achievement of Mexican and Mexican American high school students: 

An exploratory study. Psychology in the Schools, 39(3), 245-257. 

 

Lopez, M., & Dockterman, D. (2011). U.S. Hispanic country of origin counts for nation, 

top 30 metropolitan areas. Washington, DC: Pew Hispanic Center; 2011. May 26, 

[2011-09-19]. webcite http://pewhispanic.org/reports/report.php?ReportID=142. 

 

LoSiuto, L., Rajala, A., Townsend, T., & Taylor, A. (1996). An outcome evaluation of 

Across Ages: An intergenerational mentoring approach to drug prevention. 

Journal of Adolescent Research, 11, 116-129. 

 

Luthar, S. (1999). Poverty and children’s adjustment. Sage: Newbury Park, CA: 1999. 

 

Luthar, S., Cicchetti, D., & Becker, B. (2000). Research on resilience: Response to 

commentaries. Child Development, 71(3), 573-575. 

 

Mahoney, J., & Cairns, R. (1997). Do extracurricular activities protect against early 

school dropout? Developmental Psychology, 33(2), 241-253. 

 

Mahoney, J., Lord, H., & Carryl, E. (2005). Afterschool program participation and the 

development of child obesity and peer acceptance. Applied Developmental 

Science, 9(4), 202-215. 

 

Mahoney, J. Parente, M., & Zigler, E. (2009). Afterschool program participation and 

children’s development. In J. Meece & J. Eccles (Eds.), Handbook of research on 

schools, schooling, and human development. New York: Wiley. 

 

Mahoney, J., Vandell, D., Simpkins, S., & Zarrett, N. (2009). Adolescent out-of-school 

activities. In R.M. Lerner & L. Steinberg (Eds.), Handbook of adolescent  

psychology: Contextual influences on adolescent development (3
rd

 ed., Vol. 2, pp. 

228-267). Hoboken, NJ: Wiley. 

 

Manlove, J. (1998). The influence of high school dropout and school disengagement on 

the risk of school-age pregnancy. Journal of Research on Adolescence, 8(2), 187-

220. 

 

Marin, G., Sabogal, F., Marin, B., Otero-Sabogal, R., & Perez-Stable, E. (1987). 

Development of a Short Acculturation Scale for Hispanics. Hispanic Journal of 

Behavioral Sciences, 9(2), 183-205. 

 

http://www.webcitation.org/61p3ma71v
http://pewhispanic.org/reports/report.php?ReportID=142


www.manaraa.com

 

127 
 

Markus, H., & Kitayama, S. (2003). Models of agency: Sociocultural diversity in the 

construction of action. In V.M. Berman & J.J. Berman (Eds.), Nebraska 

symposium on motivation: Cross-cultural differences in perspectives on the self 

(Vol. 49, pp. 1-58). Lincoln: University of Nebraska Press. 

 

Marotta, S., & Garcia, J. (2003). Latinos in the United States in 2000. Hispanic Journal 

of Behavioral Sciences, 25(1), 13-34. 

 

Marsh, H., Walker, R., & Debus, R. (1991). Subject-specific components of academic 

self-concept and self-efficacy. Contemporary Educational Psychology, 16(4), 

331-345. 

 

Marsiglia, F., Kulis, S., Wagstaff, D., Elek, E., & Dran, D. (2005). Acculturation status 

and substance use prevention with Mexican and Mexican-American youth. 

Journal of Social Work Practice in the Addictions, 5(1-2), 85-111. 

 

Masten, A. (2001). Ordinary magic: Resilience processes in development. American 

Psychologist, 56(3), 227-238. 

 

Martin, D., Martin, M., Gibson, S., & Wilkins, J. (2007). Increasing prosocial behavior 

and academic achievement among adolescent African American males. 

Adolescence, 42(168), 689-698. 

 

Martinez, C., DeGarmo, D., & Eddy, J. (2004). Promoting academic success among 

Latino youths. Hispanic Journal of Behavioral Sciences, 26(2), 128-151. 

 

Matthews, T., Sutton, P., Hamilton B., & Ventura, S. (2010). State disparities in teenage 

birth rates in the United States. NCHS Data Brief 46, October 2010. 

 

McHale, S., Crouter, A., & Tucker, C. (2001). Free-time activities in middle childhood: 

Links with adjustment in early adolescence. Child Development, 72(6), 1764-

1778. 

 

McNeal, R., & Hansen, W. (1999). Developmental patterns associated with the onset of 

drug use: Changes in postulated mediators during adolescence. Journal of Drug 

Issues, 29(2), 381-400. 

 

Mena, F., Padilla, A., & Maldonado, M. (1987). Acculturative stress and specific coping 

strategies among immigrant and later generation college students. Hispanic 

Journal of Behavioral Sciences, 9(2), 207-225. 

 

Mercer, S., Nellis, L., Martínez, R., & Kirk, M. (2011). Supporting the students most in 

need: Academic self-efficacy and perceived teacher support in relations to within-

year academic growth. Journal of School Psychology, 49(3), 323-338. 



www.manaraa.com

 

128 
 

Miller, D., Webster, S., & MacIntosh, R. (2002). What’s there and what’s not: Measuring 

daily hassles in urban African American adolescents. Research on Social Work 

Practice, 12(3), 375-388. 

 

Miranda, A., & Umhoefer, D. (1998). Depression and social interest differences between 

Latinos in similar acculturation stages. Journal of Mental Health Counseling, 

20(2), 159-171. 

 

Molloy, L., Gest, S., & Rulison, K. (2010). Peer influences on academic motivation: 

Exploring multiple methods of assessing youths’ most “influential” peer 

relationships. The Journal of Early Adolescence, 31(1), 13-40. 

 

Monkong, L., Pongpanich, S., Viwatwongkasem, C., Chantavanich, S., Wongpiromsarn, 

Y., & Katz, L. (2009). The effectiveness of program developed from cognitive-

experiential self-theory and life skills technique on adolescent coping with stress. 

Nepal Medical College Journal, 11(4), 225-228. 

 

Multon, K., Brown, S., & Lent, R. (1991). Relation of self-efficacy beliefs to academic 

outcomes: A meta-analytic investigation. Journal of Counseling Psychology, 

38(1), 30-38. 

 

Mun, E., Johnson, V., & Pandina, R. (2009). A three-year longitudinal evaluation study 

of a peer-led transition program in a predominantly Latino high school. Poster 

presented at the Society for Prevention Research annual conference, Washington, 

DC. 

 

Nadeau, S., Cunningham, W., Lundberg, M., & McGinnis, L. (2008). Programs and 

policies that promote positive youth development and prevent risky behaviors: An 

international perspective. In N.G. Guerra & C.P. Bradshaw (Eds.), Core 

competencies to prevent problem behaviors and promote positive youth 

development. New Directions for Child and Adolescent Development, 122, 75-87. 

 

Nation, M., Crusto, C., Wandersman, A., Kumpfer, K., Seybolt, D., Morrissey-Kane, E., 

& Davino, K. (2003). What works in prevention: Principles of effective 

prevention programs. American Psychologist, 58(6-7), 449-456. 

 

Neff, K., Hsieh, Y., & Dejitterat, K. (2005). Self-compassion, achievement goals, and 

coping with academic failure. Self and Identity, 4(3), 263-287. 

 

Newman, R. (1994). Adaptive help seeking: A strategy of self-regulated learning. In D.H. 

Schunk & B.J. Zimmerman (Eds.), Self-regulation of learning and performance: 

Issues and educational applications, (pp. 283-301). Hillsdale, NJ, England: 

Lawrence Erlbaum Associates. 

 



www.manaraa.com

 

129 
 

Newman, R., & Schwager, M. (1995). Students’ help seeking during problem solving: 

Effects of grade, goal, and prior achievement. American Educational Research 

Journal, 32(2), 352-376. 

 

Nguyen, H., Clark, M., & Ruiz, J. (2007). Effects of acculturation on the reporting of 

depressive symptoms among Hispanic pregnant women. Nursing Research, 56(3), 

217-223. 

 

Norris, A., Ford, K., & Bova, C. (1996). Psychometrics of a Brief Acculturation Scale for 

Hispanics in a probability sample of urban Hispanic adolescents and young adults. 

Hispanic Journal of Behavioral Sciences, 18(1), 29-38. 

 

Oades-Sese, G., & Esquivel, G. (2006). Resilience among at-risk Hispanic American 

preschool children. Annals of the New York Academy of Sciences, 1094, 335-339. 

 

Ogbu, J. (2004). Collective identity and the burden of “Acting White” in Black history, 

community, and education. The Urban Review, 36(1), 1-34. 

 

Ojeda, L., Flores, L., & Navarro, R. (2011). Social cognitive predictors of Mexican 

American college students’ academic and life satisfaction. Journal of Counseling 

Psychology, 58(1), 61-71. 

 

Oyserman, D., Bybee, D., & Terry, K. (2006). Possible selves and academic outcomes: 

How and when possible selves impel action. Journal of Personality and Social 

Psychology, 91(1), 188-204. 

 

Palen, L., Ashley, O., Jones, S., Lyons, J., Derecho, A., Kan, M., & Scott, A. (2012). The 

use of reconsent in a national evaluation of adolescent reproductive health 

programs. Journal of Adolescent Health, 51(2), 184-189. 

 

Pannozzo, G. (2005). Are patterns of behavioral and affective engagement related to 

dropping out? Unpublished doctoral dissertation, State University of New York, 

Buffalo. 

 

Pantin, H., Coatsworth, J., Feaster, D., Newman, F., Briones, E., Prado, G., Schwartz, S., 

& Szapocznik, J. (2003). Familias Unidas: The efficacy of an intervention to 

promote parental investment in Hispanic immigrant families. Prevention Science, 

4(3), 189-201. 

 

Parra Cardona, J., Domenech-Rodriguez, M., Forgatch, M., Sullivan, C., Bybee, D., 

Holtrop, K., Escobar-Chew, A., Tams, L., Dates, B., & Bernal, G. (2012). 

Culturally adapting an evidence-based parenting intervention for Latino 

immigrants: The need to integrate fidelity and cultural relevance. Family Process, 

51(1), 56-72. 

 



www.manaraa.com

 

130 
 

Passel, J., Cohn, D., & Lopez, M. (2011). Census 2010: 50 million Latinos Hispanics 

account for more than half of nation’s growth in past decade. Washington, DC: 

Pew Hispanic Center. 

 

Peck, S., Roeser, R., Zarrett, N., & Eccles, J. (2008). Exploring the roles of 

extracurricular activity quantity and quality in the educational resilience of 

vulnerable adolescents: Variable- and pattern-centered approaches. Journal of 

Social Issues, 64(1), 135-155. 

 

Pedersen, S., & Seidman, E. (2005). Contexts and correlates of out of school activity 

participation among low-income urban adolescents. In J.L. Mahoney, R.W. 

Larson, & J.S. Eccles (Eds.), Organized activities as contexts of development: 

Extracurricular activities, after-school and community programs (pp. 85-109). 

Hillsdale, NJ: Erlbaum. 

 

Perez, W., Espinosa, R., Ramos, K., Coronado, H., & Cortes, R. (2009). Academic 

resilience among undocumented Latino students. Hispanic Journal of Behavioral 

Sciences, 31(2), 149-181. 

 

Perreira, K., Harris, K., & Lee, D. (2006). Making it in America: High school completion 

by immigrant and native youth. Demography, 43(3), 511-536. 

 

Phinney, J. (1992). The Multigroup Ethnic Identity Measure: A new scale for use with 

diverse groups. Journal of Adolescent Research, 7, 156-176. 

 

Pincus, D., & Friedman, A. (2004). Improving children’s coping with everyday stress: 

Transporting treatment interventions to the school setting. Clinical Child and 

Family Psychology Review, 7(4), 223-240. 

 

Pintrich, P., & Schunk, D. (1996). Motivation in Education: Theory, Research, and 

Applications. Englewood Cliffs, NJ: Merrill Prentice-Hall. 

 

Portes, A., & Rumbaut, R. (2001). Legacies: The story of the immigrant second 

generation. Berkeley: University of California Press; New York: Russell Sage 

Foundation. 

 

Portwood, S., Ayers, P., Kinnison, K., Waris, R., & Wise, D. (2005). YouthFriends: 

Outcomes from a school-based mentoring program. Journal of Primary 

Prevention, 26(2), 129-188. 

 

Poteat, V., & Espelage, D. (2005). Exploring the relation between bullying and 

homophobic verbal content: The Homophobic Content Agent Target (HCAT) 

Scale. Violence and Victims, 20(5), 513-528. 

 

Powell, S.R. (1993). The power of positive influence: Leadership training for today’s 

teens. Special Services in the Schools, 1, 119-136. 



www.manaraa.com

 

131 
 

Rajendran, K., & Videka, L. (2006). Relational and academic components of resilience in 

maltreated adolescents. Annals of the New York Academy of Sciences, 1094, 345-

349. 

 

Rasch, G. (1960). Studies in mathematical psychology: I. Probabilistic models for some 

intelligence and attainment tests. Oxford, England: Nielsen & Lydiche. 

 

Reeve, J. (2009). Why teachers adopt a controlling motivating style toward students and 

how they can become more autonomy supportive. Educational Psychologist, 

44(3), 159-175. 

 

Ream, R., & Rumberger, R. (2008). Student engagement, peer social capital, and school 

dropout among Mexican American and non-Latino White students. Sociology of 

Education, 81(2), 109-139. 

 

Richman, J., & Bowen, G. (1997). School failure: An eco-interactional-developmental 

perspective. In M.W. Fraser (Ed.), Risk and resiliency in childhood: An ecological 

perspective (pp. 95-116). Washington, DC: National Association of Social 

Workers. 

 

Riggs, N., Bohnert, A., Guzman, M., & Davidson, D. (2010). Examining the potential of 

community-based after-school program for Latino youth. American Journal of 

Community Psychology, 45, 417-429. 

 

Riggs, N., & Greenberg, M. (2004). After-school youth development programs: A 

developmental-ecological model of current research. Clinical Child and Family 

Psychology Review, 7(3), 177-190. 

 

Rimm-Kaufman, S., Fan, X., Chiu, Y., & You, W. (2007). The contribution of the 

Responsive Classroom Approach on children’s academic achievement: Results 

from a three year longitudinal study. Journal of School Psychology, 45, 401-421. 

 

Robinson, C., & Schumacker, R. (2009). Interaction effects: Centering, variance inflation 

factor, and interpretation issues. Multiple Linear Regression Viewpoints, 35(1), 6-

11. 

 

Roderick, M., & Camburn, E. (1999). Risk and recovery from course failure in the early 

years of high school. American Educational Research Journal, 36(2), 303-343. 

 

Rogers, E. (2003). Diffusion of innovations (5
th

 ed.). New York: Free Press. 

 

Roth, J., Malone, L., & Brooks-Gunn, J. (2010). Does the amount of participation in 

afterschool programs relate to developmental outcomes? A review of the 

literature. American Journal of Community Psychology, 45, 310-324. 

 



www.manaraa.com

 

132 
 

Rumberger, R. (2004). Why students drop out of school. In G. Orefield (Ed.), Dropouts 

in America: Confronting the Graduation Rate Crisis (pp. 131-155). Cambridge, 

MA: Harvard Education Press.  

 

Rutter, M. (1979). Protective factors in children’s responses to stress and disadvantage. In 

M.W. Kent & J.E. Rolf (Eds.), Primary prevention of psychopathology: Vol. 3. 

Social competence in children (pp. 49-74). Hanover, NH: University Press in New 

England. 

 

Ryan, A., Hicks, L., & Midgley, C. (1997). Social goals, academic goals, and avoiding 

seeking help in the classroom. Journal of Early Adolescence, 17, 152-171. 

 

Ryan, A., & Pintrich, P. (1997). Should I ask for help?: The role of motivation and 

attitudes in adolescents’ help seeking in math class. Journal of Educational 

Psychology, 89, 329-341. 

 

Ryan, A., & Shin, H. (2011). Help-seeking tendencies during early adolescence: An 

examination of motivational correlates and consequences for achievement. 

Learning and Instruction, 21, 247-256. 

 

Ryan, R., & Deci, E. (2000). Self-determination theory and the facilitation of intrinsic 

motivation, social development, and well-being. American Psychologist, 55(1), 

68-78. 

 

Ryan, R., & Niemiec, C. (2009). Self-determination theory in schools of education: Can 

an empirically supported framework also be critical and liberating? Theory and 

Research in Education, 7(2), 263-272. 

 

Ryan, R., Stiller, J., & Lynch, J. (1994). Representations of relationships to teachers, 

parents, and friends as predictors of academic motivation and self-esteem. Journal 

of Early Adolescence, 14(2), 226-249. 

 

Sacerdote, B. (2001). Peer effects with random assignment: Results for Dartmouth 

roommates. Quarterly Journal of Economics, 116(2), 681-704. 

 

Sameroff, A., Seifer, R., Baldwin, A., & Baldwin, C. (1993). Stability of intelligence 

from preschool to adolescence: The influence of social and family risk factors. 

Child Development, 64, 80-97. 

 

Sameroff, A., Seifer, R., Barocas, R., Zax, M., & Greenspan, S. (1987). Intelligence 

Quotient Scores of 4-year-old children: Social-environmental risk factors. 

Pediatrics, 79(3), 343-350. 

 

Sánchez, B., Colón, Y., & Esparza, P. (2005). The role of sense of school belonging and 

gender in the academic adjustment of Latino adolescents. Journal of Youth and 

Adolescence, 34(6), 619-628. 



www.manaraa.com

 

133 
 

Santos, S., & Reigadas, E. (2002). Latinos in higher education: An evaluation of a 

university faculty mentoring program. Journal of Hispanic of Higher Education, 

1(1), 40-50. 

 

Saunders, J., Davis, L., Williams, T., & Williams, J. (2004). Gender differences in self-

perceptions and academic outcomes: A study of African American high school 

students. Journal of Youth and Adolescence, 33(1), 81-90. 

 

School District of Philadelphia. (1995). The William Penn Foundation Report on the 

Implementation of the Youth Program in Philadelphia High School Small 

Learning Communities.  Report published by the School District of Philadelphia, 

Philadelphia, PA. 

 

Schmidt, J. (2003). Correlates of reduced misconduct among adolescents facing 

adversity. Journal of Youth and Adolescence, 32(6), 439-452. 

 

Schreiber, J., & Chambers, E. (2002). After-school pursuits, ethnicity, and achievement 

for 8
th

- and 10
th

-grade students. The Journal of Educational Research, 96(2), 90-

100. 

 

Sharma, S., Wallace, L., Kosmala-Anderson, J., & Turner, A. (2012). A process 

evaluation using a Self Determination Theory measure of the co-delivery of self-

management training by clinicians and by lay tutors. Patient Education and 

Counseling, 90(1), 38-45. 

 

Simpkins, S., Eccles, J., & Becnel, J. (2008). The mediational role of adolescents’ friends 

in relations between activity breadth and adjustment.  Developmental Psychology, 

44(4), 1081-1094. 

 

Simpkins, S., O’Donnell, M., Delgado, M., & Becnel, J. (2011). Latino adolescents’ 

participation in extracurricular activities: How important are family resources and 

cultural orientation? Applied Developmental Science, 15(1), 37-50. 

 

Skinner, E., & Wellborn, J. (1994). Coping during childhood and adolescence: A 

motivational perspective. In D.L. Featherman, R.M. Lerner, & M. Perlmutter 

(Eds.), Life-span development and behavior, Vol. 12 (pp. 91-133). Hillsdale, NJ: 

Lawrence Erlbaum Associates. 

 

Slicker, E., & Palmer, D. (1993). Mentoring at-risk high school students: Evaluation of a 

school-based program. School Counselor, 40(5), 327-334. 

 

Sokatch, A. (2006). Peer influences on the college-going decisions of low socioeconomic 

status urban youth. Education and Urban Society, 39(1), 128-146. 

 



www.manaraa.com

 

134 
 

Solberg, V., O’Brien, K., Villareal, P., Kennel, R., & Davis, B. (1993). Self-efficacy and 

Hispanic college students: Validation of the College Self-efficacy Instrument. 

Hispanic Journal of Behavioral Sciences, 15(1), 80-95. 

 

Solomon, D., Watson, M., Battistich, V., Schaps, E., & Delucchi, K. (1992). Creating a 

caring community: Educational practices that promote children’s prosocial 

development. In F.K. Oser, A. Dick, & J.L. Patry (Eds.), Effective and responsible 

teaching: The new synthesis (pp. 383-396). San Francisco: Jossey-Bass. 

 

Sørlie, M., & Ogden, T. (2007). Immediate Impacts of PALS: A school-wide multi-level 

programme targeting behavior problems in elementary school. Scandinavian 

Journal of Educational Research, 51(5), 471-492. 

 

Spina, S. (2002). Urban youth reimagine trauma: Making meaning of experiences with 

chronic community violence through the arts. Unpublished doctoral dissertation, 

Department of Psychology , The Graduate Center of the City University of New 

York. 

 

Stanton-Salazar, R. (2001). Manufacturing hope and despair: The school and kin support 

networks of U.S.-Mexican youth. New York: Teachers College Press. 

 

Stanton-Salazar, R., & Spina, S. (2003). Informal mentors and role models in the lives of 

urban Mexican-origin adolescents. Anthropology and Education Quarterly, 34(2), 

1-25. 

 

Steenkamp, M., Dickstein, B., Salters-Pedneault, K., Hofmann, S., & Litz, B. (2012). 

Trajectories of PTSD symptoms following sexual assault: Is resilience the modal 

outcome? Journal of Traumatic Stress, 25(4), 469-474. 

 

Steinberg, L., Blinde, P., & Chan, K. (1984). Dropping out among language minority 

youth. Review of Educational Research, 54(1), 113-132. 

 

Stone, S., & Han, H. (2005). Perceived school environments, perceived discrimination, 

and school performance among children of Mexican immigrants. Children and 

Youth Services Review, 27, 51-66. 

 

Strayhorn, J. & Strayhorn, J. (2009). Martial arts as a mental health intervention for 

children? Evidence from the ECLS-K. Child and Adolescent Psychiatry and 

Mental Health, 3(32), 32-41. 

 

Suh, S., Suh, J., & Houston, I. (2007). Predictors of categorical at risk high school 

dropouts. Journal of Counseling and Development, 85(2), 196-203. 

 

Suldo, S., Shaunessy, E., Thalji, A., Michalowski, J., & Shaffer, E. (2009). Sources of 

stress for students in high school college preparatory and general education 



www.manaraa.com

 

135 
 

program: Group differences and associations with adjustment. Adolescence, 

44(176), 925-948. 

 

Swail, W., Cabrera, A., & Lee, C. (2004). Latino youth and pathway to college.  

Retrieved September 20, 2012, from www.pewhispanic.org 

 

Tabachnick, B., & Fidell, L. (2001). Using multivariate statistics (4
th

 ed.). Boston: Allyn 

& Bacon. 

 

Topor, D., Swenson, L., Liguori, G., Spirito, A., Lowenhaupt, E., & Hunt, J. (2011). 

Problematic video game use scale: Initial psychometric properties with 

psychiatrically hospitalized adolescents. The Journal of Clinical Psychiatry, 

72(12), 1611-1615. 

 

Tran, T. (1995). Bilingualism and subjective well-being in a sample of elderly Hispanics. 

Journal of Social Service Research, 20(1/2), 1-19. 

 

Umaña-Taylor, A., Diversi, M., & Fine, M. (2002). Ethnic identity and self-esteem of 

Latino adolescents: Distinctions among the Latino populations. Journal of 

Adolescent Research, 17(3), 303-327. 

 

Umaña-Taylor, A., Wong, J., Gonzales, N., & Dumka, L. (2012). Ethnic identity and 

gender as moderators of the association between discrimination and academic 

adjustment among Mexican-origin adolescents. Journal of Adolescence, 35(4), 

773-786. 

 

Unger, J., Molina, G., & Teran, L. (2000). Perceived consequences of teenage 

childbearing among adolescent girls in an urban sample. Journal of Adolescent 

Health, 26(3), 205-212. 

 

U.S. Census Bureau. (2007). The American Community: Hispanics 2004. Retrieved 

October 15, 2011 from http://www.census.gov/prod/2007pub/acs-03.pdf. 

 

U.S. Department of Commerce. (1997). Census facts for Hispanic Heritage Month. Press 

Release NO. CB-97FS.10. Washington, DC: U.S. Government Printing Office. 

 

Vallerand, R., Fortier, M., & Guay, F. (1997). Self-determination and persistence in a 

real-life setting: Toward a motivational model of high school dropout. Journal of 

Personality and Social Psychology, 72(5), 1161-1176. 

 

Vandell, D., Pierce, K., & Dadisman, K. (2005). Out-of-school settings as a 

developmental context for children and youth. Advances in Child Development 

and Behavior, 33, 43-77. 

 

Vargas, J. (2012, June). How Obama’s new policy affects undocumented youth – and me. 

Time Magazine. Retrieved from http://ideas.time.com/2012/06/18/how-obamas-

http://www.pewhispanic.org/
http://www.census.gov/prod/2007pub/acs-03.pdf
http://ideas.time.com/2012/06/18/how-obamas-new-policy-affects-undocumented-youth-and-me/?xid=rss-topstories&utm_source=feedburner&utm_medium=feed&utm_campaign=Feed%3A+time%2Ftopstories+%28TIME%3A+Top+Stories%29&utm_content=Google+Feedfetcher


www.manaraa.com

 

136 
 

new-policy-affects-undocumented-youth-and-me/?xid=rss-

topstories&utm_source=feedburner&utm_medium=feed&utm_campaign=Feed%

3A+time%2Ftopstories+%28TIME%3A+Top+Stories%29&utm_content=Google

+Feedfetcher 

 

Velez, W. (1989). High school attrition among Hispanic and non-Hispanic White youths. 

Sociology of Education, 62(2), 119-133. 

 

Véronneau, M., & Dishion, T. (2011). Middle school friendships  and academic 

achievement in early adolescence: A longitudinal analysis. The Journal of Early 

Adolescence, 31(1), 99-124. 

 

Vetter, S., Dualev, I., Mueller, M., Henley, R., Gallo, W., & Kanukova, Z. (2010). Impact 

of resilience enhancing programs on youth surviving the Beslan school siege. 

Child and Adolescent Psychiatry and Mental Health, 4, 1-11. 

 

Vieno, A., Nation, M., Perkins, D., & Santinello, M. (2007). Civic participation and the 

development of adolescent behavior problems. Journal of Community 

Psychology, 35(6), 761-777. 

 

Villaruel, F., Montero-Sieburth, M., Dunbar, C., & Outley, C. (2005). Dorothy, there is 

no yellow brick road: The paradox of community youth development approaches 

for Latino and African American urban youth. In J. Mahoney, J.S. Eccles, & R.  

Larson (Eds.), Organized activities as contexts of development: Extracurricular 

activities, after-school and community programs (pp. 111-130). Mahwah, NJ: 

Lawrence Erlbaum Associates. 

 

Wagnild, G. (2009). The Resilience Scale User’s Guide for the US English version of the 

Resilience Scale and the 14-Item Resilience (RS-14). Worden, MT: The 

Resilience Center. 

 

Wagnild, G., & Young, H. (1990). Resilience among older women. Image: Journal of 

Nursing Scholarship, 22(4), 252-255. 

 

Wallace, P., Pomery, E., Latimer, A., Martinez, J., & Salovey, P. (2010). A review of 

acculturation measures and their utility in studies promoting Latino health. 

Hispanic Journal of Behavioral Sciences, 32(1), 37-54. 

 

Wang, M., & Holcombe, R. (2010). Adolescents’ perceptions of school environment, 

engagement, and academic achievement in middle school. American Educational 

Research Journal, 47(3), 633-662. 

 

Wayman, J. (2002). The utility of educational resilience for studying degree attainment in 

school dropouts. The Journal of Educational Research, 95(3), 167-178. 

 



www.manaraa.com

 

137 
 

Webb, N., & Mastergeorge, A. (2003). Promoting effective helping behavior in peer-

directed groups. International Journal of Educational Research, 39, 73-97. 

 

Weisz, J., Sandler, I., Durlak, J., & Anton, B. (2005). Promoting and protecting youth 

mental health through evidence-based prevention and treatment. American 

Psychologist, 60(6), 628-648. 

 

Whaley, A., & McQueen, J. (2004). An Afrocentric program as primary prevention for 

African American youth: Qualitative and quantitative exploratory data. The 

Journal of Primary Prevention, 25(2), 253-269. 

 

Williams, S., Anderson, J., McGee, R., & Silva, P. (1990). Risk factors for behavioral 

and emotional disorder in preadolescent children. Journal of the American 

Academy of Child and Adolescent Psychiatry, 29(3), 413-419. 

 

Wiseman, S., Chinman, M., Ebener, P., Hunter, S., Imm, P., & Wandersman, A. (2007). 

Getting to outcomes: 10 steps for achieving results-based accountability. Santa 

Monica, CA: RAND Corporation. 

 

Wolmer, L., Hamiel, D., Barchas, J., Slone, M., & Laor, N. (2011). Teacher-delivered 

resilience-focused intervention in schools with traumatized children following the 

second Lebanon war. Journal of Traumatic Stress, 24(3), 309-316. 

 

Worthington, R., & Whittaker, T. (2006). Scale development research: A content analysis 

and recommendations for best practices. The Counseling Psychologist, 34(6), 

806-838. 

 

Youniss, J., Bales, S., Christmas-Best, V., Diversi, M., McLaughlin, M., & Silbereisen, 

R. (2003). Youth civic engagement in the twenty-first century. Journal of 

Research on Adolscence, 12(1), 121-148. 

 

Zaff, J., Moore, K., Papillo, A., & Williams, S. (2003). Implications of extracurricular 

activity participation during adolescence on positive outcomes. Journal of 

Adolescent Research, 18(6), 599-630. 

 

Zand, D., Thomson, N., Cervantes, R., Espiritu, R., Klagholz, D., LaBlanc, L., & Taylor, 

A. (2008). The mentor-youth alliance: The role of mentoring relationships in 

promoting youth competence. Journal of Adolescence, 32(1), 1-17. 

 

Zarrett, N., Fay, K., Li, Y., Carrano, J., Phelps, E., & Lerner, R.M. (2009). More than 

child’s play: Variable- and pattern-centered approaches for examining effects of 

sports participation on youth development. Developmental Psychology, 45, 368-

382.    

 

Zarrett, N. & Eccles, J.S. (2006). The passage to adulthood: Challenges of late 

adolescence. In S.Piha and G. Hall (Vol. Eds.) New Directions for Youth 



www.manaraa.com

 

138 
 

Development. Preparing Youth for the Crossing: From Adolescence to Early 

Adulthood, (Issue 111, pp. 13-28). Hoboken, New Jersey: Wiley Periodicals Inc. 

 

Zhou, M. (1997). Segmented assimilation: Issues, controversies, and recent research on 

the New Second Generation. International Migration Review, 31(4), 975-1008. 

 

Zimmer, R., & Toma, E. (2000). Peer effects in private and public schools across 

countries. Journal of Policy Analysis and Management, 19(1), 75-92. 

 

Zimmerman, B. (2000). Self-efficacy: An essential motive to learn. Contemporary 

Educational Psychology, 25(1), 82-91. 

 

Zimmerman, B., Bandura, A., & Martinez-Pons, M. (1992). Self-motivation for academic 

attainment: The role of self-efficacy beliefs and personal goal setting. American 

Educational Research Journal, 29(3), 663-676. 

 



www.manaraa.com

 

139 
 

APPENDIX A: RISK FACTOR, ACCULTURATION, POSITIVE PEER TRAIT, AND 

EDUCATIONAL ACHIEVEMENT TEST ITEMS  

1.) Do you currently have children? 

a. No 

b. Yes 

 

2.) Are you expecting to have a child before the end of your 12
th

 grade academic 

year?  

a. No 

b. Yes 

 

3.) Have you ever been held back a grade? 

a. No 

b. Yes 

 

4.) What is your current Grade Point Average (GPA)? ______________________ 

 

5.) What adult do you live with? ____________________ What is the last level of 

education this adult completed?  

a. 5+ years of college/university/technical college/vocational school 

b. 1-4 years of college/university/technical college/vocational school 

c. 6-12
th

 grade 

 

6.) What other adult do you live with? ______________ What is the last level of 

education this other adult completed?  

a. 5+ years of college/university/technical college/vocational school. 

b. 1-4 years of college/university/technical college/vocational school 

c. 6-12
th

 grade 

 

7.) What countries were these adults born in?  

___________________________________ 

 

8.) What country were you born in? 

___________________________________________ 

 

 



www.manaraa.com

 

140 
 

9.) In general, in what language do you read and speak?  

Would you say…  

a. Only Spanish 

b. More Spanish than English 

c. Both equally 

d. More English than Spanish 

e. Only English 

f. Other Language  

 

10.) What language do you usually speak at home?  

Would you say…  

a. Only Spanish 

b. More Spanish than English 

c. Both equally 

d. More English than Spanish 

e. Only English 

f. Other Language  

 

11.) In what language do you usually think?   

Would you say…  

a. Only Spanish 

b. More Spanish than English 

c. Both equally 

d. More English than Spanish 

e. Only English 

f. Other Language  

 

12.) What language do you usually speak with your friends? 

Would you say…  

a. Only Spanish 

b. More Spanish than English 

c. Both equally 

d. More English than Spanish 

e. Only English 

f. Other Language  
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How many of the friends that you spend most of your time with… 

 

13.)               do well in school? 

 

 None of  A Few  About Half           Most   All 

  Them            of Them    of Them         of Them           of Them 

    (1)     (2)         (3)   (4)    (5) 

 

14.)               plan to go to college? 

 

 None of  A Few  About Half           Most   All 

  Them            of Them    of Them         of Them           of Them 

    (1)     (2)         (3)   (4)    (5) 

 

15.)   like to discuss schoolwork or other intellectual things with you? 

 

 None of  A Few  About Half           Most   All 

  Them            of Them    of Them         of Them           of Them 

    (1)     (2)         (3)   (4)    (5) 

 

16.)  think that having brand name clothes is very important? 

 

 None of  A Few  About Half           Most   All 

  Them            of Them    of Them         of Them           of Them 

    (1)     (2)         (3)   (4)    (5) 

 

17.)               think working hard to get good grades is a waste of time? 

 

None of  A Few  About Half           Most   All 

  Them            of Them    of Them         of Them           of Them 

    (1)     (2)         (3)   (4)    (5) 

 

How often do the friends you spend most of your time with… 

 

18.)  let you know that they really care about you? 

 

 Almost  Once in             Almost 

 Never  a While  Sometimes       Often    Always 

   (1)     (2)       (3)          (4)           (5)
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19.)              help you do something that’s important to you? 

 

Almost  Once in             Almost 

 Never  a While  Sometimes       Often    Always 

   (1)     (2)       (3)          (4)           (5) 

 

20.)  help you feel good about yourself? 

 

             Almost  Once in             Almost 

 Never  a While  Sometimes       Often    Always 

   (1)     (2)       (3)          (4)           (5) 

 

21.)  If you could do exactly what you wanted, how far would you like to go in school? 

 (1) 11
th
 grade or less if I could have 

 (2)  graduate from high school 

 (3) post high school vocational or technical training 

 (4) some college 

 (5) graduate from a business college or a two year college with associates degree 

 (6) graduate from a 4 year college 

 (7) get a masters degree or a teaching credential 

 (8) get a law degree, a Ph.D, or a medical doctor’s degree 

 

22.)  How seriously have you considered dropping out?  

 

Not very    somewhat     very       left school once and  

seriously   seriously  seriously        have re-enrolled 

1         2        3         4 

23.)  Given what you just said, what do you think the chances are that you actually will drop 

 out of school?  

 

  Not very   Pretty    Very 

    Good     good     good 

        1        2        3 

      24.)  This year I was absent from school… 

  (1) 0-5 days 

  (2) 6-10 days 

  (3) 11-15 days 

  (4) 16-20 days 

  (5) 21-30 days 

  (6) More than 30 days 
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    25.) What kind of grades did you make on your last report card? 

  (1) Mostly A’s and B’s 

  (2) Mostly B’s and C’s 

  (3) Mostly C’s 

  (4) Mostly C’s and D’s 

  (5) Mostly D’s and F’s 

 

     26.)  How many D’s or F’s did you make on your last report card? 

  ____ None ___ One ___ Two ___ Three or more 

 

     27.)  Compared to other students in your classes, how would you describe 

            your grades? 

  (1) Better than most 

  (2) About the same as most 

  (3) Worse than most 
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