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ABSTRACT

EVALUATION OF PROGRAM PROCESSES:
A CASE-STUDY OF AN AFTER-SCHOOL PROGRAM

by

Melissa A. Freel

This present study involved a qualitative evaluation of the processes comprising an
after-school program for young adolescents in Grades 5-8. This program, implemented
in the two middle schools of the Beecher Community School District during the 1993-
1994 school year, involved about 200 students. The outcome of this evaluation
described the program's functioning and its assets and limitations (were determined by
analyzing and comparing the results 10 characteristics of "successful" youth programs).
Assessing the internal processes and the contextual processes that comprised the after-
school program, the study used a semi-structured interview with the program
participants and a focus group with the program personnel and the program's funding
proposal. The results indicated that the after-school program possessed both assets and
limitations. The limitations of the program are discussed in terms of programming

recommendations.



This thesis is dedicated to the youth of the Beecher community, to the staff of the
Beecher After-School Enrichment Program, and to the staff of the Beecher Teen Health
Center.
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CHAPTER I

INTRODUCTION: ADOLESCENTS AND ADOLESCENT NEEDS

The United States is facing one of the most important challenges in its history.
This challenge is to save its youth (Edleman, 1992). Adolescence is a time of
cognitive, social, emotional, moral, and physical growth when young people develop
the self-identity and the self-efficacy they will need to be healthy contributors to our
society as adults (Dryfoos, 1990; Hamburg, 1993; Nightingale & Wolverton, 1993).
However, many of the youth of this nation are at risk of not becoming healthy adults
because their path to adulthood is blocked by poverty, unemployment, inadequate
health care and nutrition, violent communities, drug dependency, teenage pregnancy
and parenthood, school drop-out and racism (Benson, 1990; Dryfoos, 1990; 1993;
Fordham & Ogbu, 1986; Kozol, 1991; Lerner 1993a, 1995; Luster & Mittelstaedt,
1993; Prothrow-Stith, 1991; Schorr, 1988; Simons, Finlay, & Yang, 1991).

For adolescents who are facing these critical issues, their capability to cope
with these problems may be helped or hindered by the simultaneous developmental
challenges that all adolescents face (Dryfoos, 1990; Prothrow-Stith, 1991). Adolescence
is a time of dramatic changes not only within the young person, but also within the
context of the adolescent, as family members and friends react differently to this

growing person (Boxer & Petersen, 1986). The normative results of this rapid
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transitional period for adolescents are not only a physically mature body, but also a
sense of identity, an advanced sense of morality that includes feelings of accountability
and responsibility to society, and an increased ability to have meaningful relationships
with both peers and adults (Carnegie Council on Adolescent Development, 1989).

Every adolescent experiences these changes; however, the meaning assigned to,
and the experiences of, these changes are highly specific to the individual because
these changes do not occur in isolation from the context or the environment of the
young person (Lerner, 1987, 1989a, 1989b). The immediate context of the child and
the adolescent is the family (Bronfenbrenner 1979, 1986). It is within the family that
children begin to learn social skills and form their first significant attachments and
meaningful relationships (Bronfenbrenner, 1979, 1986). Though the world of the
adolescent is broader than the child's, in that peers begin to play a much more
significant role in adolescents' lives, the family remains closely connected to the
adolescent (Foster-Clark & Blyth, 1991).

The American family has undergone dramatic changes over the last forty years
(Hernandez, 1993). Hernandez (1993) noted that the percentage of children living in
intact two-parent families decreased from 70% in 1940 to 50% in 1988. This dramatic
decrease was primarily due to the increase in mother-only families (Hernandez, 1993).
In addition to structural changes, American families have also faced dramatic economic
changes. In 1960, 57% of America's children lived in "breadwinner-homemaker"
families. In 1989, this rate decreased to 25%, and the percentage of children living in

dual-earner families increased to 73% (Hernandez, 1993). Hernandez (1993) argued
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that this increase in the percentage of both parents working was due, primarily, to the
increasing economic needs of American families. Furthermore, Hernandez (1993)
estimated that by the year 2000 more than 80% of the children in this nation will be
living in dual-earner or single-parent families.

With these changes and challenges facing the contemporary American family,
adolescent developmental needs may not be adequately addressed within the context of
the family (Carnegie Council on Adolescent Development, 1992; Lipsitz, 1986).
Indeed, the work of Timmer, Eccles, and O'Brien (1985) indicated that 42% of young
adolescents' time is discretionary, meaning that this time was not committed to school,
homework, chores, eating, etc. Furthermore, much of this discretionary time was spent
without the supervision of adults. Census data collected in 1984 indicated that
approximately 24% of children and young adolescents aged 5-13 were cared for after
school by someone other than a parent (Hernandez, 1993). Of these children and
adolescents, 7% of them cared for themselves without any adult supervision
(Hernandez, 1993).

It is unlikely that the demographic changes of the American family are going to
be reversed. Thus, it is probable that adolescents will continue to have large amounts
of unsupervised discretionary time. Researchers state that harnessing this free time in a
constructive manner is one means to provide for and/or enhance the positive
development of youth (Carnegie Council on Adolescent Development, 1992).
Furthermore, adolescents who live in impoverished communities, where violence is

prevalent and quality education is absent, stand to benefit the most from adolescent
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focused programs offered during the non-school hours (Carnegie Council on
Adolescent Development, 1992; Lipsitz, 1986). Programs for adolescents in the non-
school hours have been classified as based within the schools, as after-school
programs; as based within religious institutions; or as based within the community--for
example, Girl Scouts of America, 4-H, Camp Fire Boys and Girls, and the YMCA
(Carnegie Council on Adolescent Development, 1992). However, regardless of the
locale, researchers and policy makers believe that youth-focused programs possess
tremendous potential to promote positive adolescent development (Carnegie Council on
Adolescent Development, 1992).

In order to capture the potential that lies within youth programs, researchers
argue that evaluation should be undertaken (Dryfoos, 1990; Schorr, 1988). Dryfoos
(1990) states that all-too-often evaluation of youth programs is not a priority among
program funders and/or administrators; and, when evaluation is conducted, it is strictly
focused on the accomplishment of the program goals. This focus on program goals or
impacts, as Jacobs (1988) argues, neglects important information about the context and
the functioning of the program that can explain how movement occurs towards the
program goals and objectives by the identified users. This present study attempted to
evaluate an after-school program by focusing on the context and the functioning of an

after-school program.



CHAPTER II

REVIEW OF LITERATURE

In order to understand why evaluation of youth programs is needed, this chapter
describes what is known about "successful" youth programs. Furthermore, it explores
the relationship between evaluation and practice that gave rise to the argument that
program processes and program context need to be assessed through evaluation.
Finally, this chapter describes the importance of selecting appropriate methodologies in

program evaluation.

.n "

The focus of youth program evaluations on the attainment of program goals is
best evidenced in the 1992 report, A Matter of Time: Risk and Opportunity in the
Nonschool Hours, by the Carnegie Council on Adolescent Development. This report
outlined several "goal-focused" evaluations of programs offered to youth in the non-
school hours. The evaluations of these programs indicated that involvement in such
programs has, indeed, had a positive impact on the lives of early adolescents. For
instance, the evaluation of the Teen Outreach program, sponsored and implemented by
the Association of the Junior League, revealed that the teens involved in the program

were less likely than their peers who were not participants to drop-out of school,
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become pregnant, or be suspended from school (Carnegie Council on Adolescent
Development, 1992). Moreover, an evaluation of a drop-out prevention program
implemented by WAVE Inc. demonstrated that participants improved their school
attendance, scores on job readiness assessments, and mathematic, reading, and self-
esteem scores (Carnegie Council on Adolescent Development, 1992). Finally, the
evaluation of the Boys and Girls Clubs of America drug prevention program---SMART
Moves--demonstrated that communities wherein the program was implemented
experienced lower rates of alcohol and drug abuse, drug trafficking, and drug related
crime in comparison to communities where the program was not implemented
(Camnegie Council on Adolescent Development, 1992).

While the above programs demonstrate a positive influence on the lives of
adolescents, many more programs geared towards adolescent needs are not subjected to
the rigors of evaluation (Dryfoos, 1990; Lipsitz, 1986; Simons, Finlay, & Yang, 1991).
For example, such programs as the "Midnight Basketball League" in Chicago, "The
Door" in New York City, the "Youth Action Program" in East Harlem, or "El Puente"
in Brooklyn, have not been evaluated either in terms of their eventual outcomes or the
processes through which their impacts occur.

Though evaluation data of many youth programs are lacking, researchers such
as Dryfoos (1990), Schorr (1988), and Simons, et al. (1991), as well as young people
interviewed by the Carnegie Council on Adolescent Development (1992), believe that

"successful" youth programs have one or more of the following features:
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* Intensive individualized attention from responsible adults who respect and listen to
young people;

* Engagement of peers in interventions;

* A safe, protective environment where adolescents can be themselves;

* Clear rules and high expectations for behavior;

* Interesting activities that provide opportunities for young people to socialize, learn,
and practice new skills, make new friends, have new experiences, and explore
new options;

* Creation of opportunities where young people can think about and plan for the
future;

* Attention paid to cultural and life-style diversity, as well as to individual diversity;

* Involvement of parents;

* Effective organizational climate that is flexible and supportive of program's
functioning; and

* Arrangements for training of staff.

Though these ten characteristics are viewed by both youth and researchers as
being fundamental to the effectiveness of youth programs, they are by no means the
"magic" ten. As Dryfoos (1990) and Schorr (1988) assert, there are limited amounts of
evaluation data regarding youth programs. Thus, these characteristics must not be
viewed as inclusive of all features that characterize "successful" youth programs
(Dryfoos, 1990). Consequently, evaluation of programs must be conducted so that so

that additional features of "successful" youth programs can be identified.



The Relationship | Evaluat { Practi

Evaluation of human service programs such as the ones noted above has
remained inadequate because many practitioners are unwilling to subject their programs
to formal evaluation (Jacobs, 1988). This unwillingness is generated from a relationship
that began in the 1960s between evaluation and program practice (Jacobs, 1988;
Schorr, 1988). In the 1960s, the Great Society programs were implemented, and with
their initiation into communities, policy makers and social reformers advocated
legislation that would document program accountability and effectiveness (Jacobs,
1988).

The Head Start programs were the first programs of the Great Society to be
subjected to the rigors of evaluation (Jacobs, 1988). The evaluation design for Head
Start focused on assessing the long-term impact of the programs on the participating
children. This long-term impact was believed to be a positive change in intelligence
and academic achievement. Thus, the primary evaluation objective of this massive
summative evaluation was to assess change in intelligence and academic achievement
of the program participants (Jacobs, 1988).

The first wave of data collected regarding the impact of Head Start was during
the period of 1965-1968 (Jacobs, 1988). The results indicated that Head Start had
immediate positive effects on the program participants and that there were, indeed,
possible positive long-term benefits. However, in the second wave of data collected

during the years of 1969-1974, any potential benefits of Head Start appeared to be
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"washed out" by the time the participants reached elementary school age (Jacobs, 1988,
p. 42).

Jacobs (1988) asserts that these discouraging results were counter intuitive to
her own experience and other child care workers' experiences with Head Start during
its early days of implementation. Many practitioners believed that Head Start was
making a difference in the young child's life, and that the "failure" of Head Start laid
not within the programs, themselves, but within the narrowly focused evaluation design
(Jacobs, 1988). This faulting of the evaluation design was also echoed in the criticisms
of policy makers such as Senator Patrick Moynihan who stated that the evaluation
results were "'fragmented, contradictory, incomplete'™ (cited in Jacobs, 1988, p. 43).
Because these results created a dissonance between what program practitioners and
policy makers believed was occurring in Head Start and what science demonstrated,
Jacobs (1988) states that the "...love affair with science had dissipated, leaving program

directors warier, policymakers more suspicious, and the public increasingly

disillusioned with both social programs and social science" (p.44).

The "backlash" towards program evaluation that was generated from the initial
Head Start evaluation not only created an intellectual distance between program
practitioners and evaluators, but it also generated new thought in the field of evaluation
research about the significance of the process of designing and delivering a program

and of the context within which a program was implemented (Greene, 1994; Jacobs,
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1988; Schorr, 1988). Communities are the contexts in which most direct human service
programs are implemented, and communities are complex, multifaceted, and unique
from one another (Kretzmann & McKnight, 1993; Lerner & Miller, 1993). The
implication is that a program that is deemed effective in one community cannot
necessarily be implemented in another community with the same success (Lerner and
Miller, 1993). Thus, a program interacts with the context in which it is embedded, and
addressing the complexity, multi-faceted nature, and uniqueness of a program's context
is important to understanding the effectiveness and functioning of a particular program
(Lerner & Miller, 1993).

In addition to program context, evaluation researchers also came to argue that
the relationship among program components must also be described if an
understanding of a program's effectiveness and functioning is to be accomplished
(Chen & Rossi, 1989; Schorr, 1988; Woods, 1991). The initial evaluation of Head Start
was strictly summative in nature, and this means that only the program impacts were
assessed (Greene, 1994; Jacobs, 1988; Smith, 1990). Another form of evaluation is
process evaluation. Process evaluation is the description of the relationship over time
among program components. Program components are defined to be characteristics of
program personnel and participants, activities, and goals (Kosecoff & Fink, 1982), and
the systematic relationship among these components across time is defined as a process
(Ford & Lemer, 1992; Lerner, 1986). By assessing processes and context, Jacobs
(1988) asserts that movement towards program goals and/or impacts by the identified

users of the program can be understood.



11

Understanding a program's context and the processes within that context are key
to evaluating a program's effectiveness and functioning. Moreover, a process evaluation
when conducted during the implementation of the program contributes to enhancing
program effectiveness because it can facilitate "mid-course" adjustments (Cronbach,
1982; Scriven, 1980). These mid-course adjustments would be generated from the
results of the process evaluation. Indeed, both Cronbach (1982) and Scriven (1980)
argue that a primary purpose of process evaluations is to provide feedback to the
program implementors, so that improvements in the program's functioning, service
delivery, accessibility to users, etc., can be made.

Not only have evaluation researchers acknowledged the importance of assessing
a program's processes within its context, but they have also recognized the importance
of selecting appropriate and/or designing appropriate evaluation instruments (Jacobs,
1988; Patton, 1987). Similar to the issue of context, methods that adequately assess a
particular construct in one program may not adequately assess that same construct in
another program (Jacobs, 1988). To assess the processes of a program, the qualitative
methodologies of interviewing, observation, mapping, and charting are thought to be
most appropriately used during the initial phases of a process evaluation (Louis, 1981).
Information collected by these methods can subsequently be used to generate
hypotheses about a program's functioning and to design additional evaluation
instruments of either a qualitative or quantitative type (Louis, 1981; Steckler, McLeroy,
Goodman, Bird, & McCormick, 1992).

As stated earlier, evaluations of youth programs often only focus on the
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accomplishment of program goals. Thus, information about what occurs to the
identified users of the program is yielded; however, information about how these
impacts occur is often neglected. Consequently, researchers argue that process
evaluations that examine program processes as well as program context yield this

additional information about program functioning and effectiveness (Jacobs, 1988).



CHAPTER III
STATEMENT OF PROBLEM, DEFINITION OF TERMS, CONCEPTUAL

FRAMEWORK

Given that the examination of processes and context is often neglected in the
evaluation designs of youth programs, this chapter describes the focus of this study:
The processes that comprise an after-school program. These processes are defined to
involve both internal and contextual components. Furthermore, the context of the study
as well as the program of focus in this study are also described. Finally, the argument
that the individuals involved in the after-school program are a primary source of
information about the internal and contextual processes of the program, and the
argument that the dynamic interactions of the context and the program can be
identified, is legitimated by the conceptual framework presented in this chapter. This
framework was constructed by the shared and unique assumptions of Bronfenbrenner

(1979, 1986) and Lerner (1987, 1989a, 1989b, 1990, 1993b).

Statement of the Problem

Human service programs and the processes that comprise them interact with
the contexts in which they are embedded (Lerner & Miller, 1993). These interactions

influence the functioning and effectiveness of a program (Chen & Rossi, 1989; Schorr,

13
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1988; Woods, 1991). As noted above, process is defined in this study as the systematic

relationship across time among the program components and as the interactions of the
components with the context within which they are embedded (Ford & Lerner, 1992;
Lerner, 1986). Program components consist of activities, characteristics of the program
personnel and participants, and goals (Kosecoff & Fink, 1982). The term
"characteristics" is used broadly in this study to mean qualities of personality as well
as behaviors and behavioral settings of the individuals (Barker, 1968).

The purpose of the present study was to conduct a qualitative evaluation of the
processes comprising an after-school program for young adolescents. The outcome of
this evaluation was a description of the program's functioning, or of its assets and
limitations. The program's assets and limitations were determined by analyzing and
comparing the data to the ten characteristics of "successful" youth programs in Chapter
II. As noted earlier, non-school hour programs appear to be successful in promoting
positive youth development in young adolescents; thus, the focus of this current study

was on young adolescents.

The Context of the Study

The youth who participated in the after-school program of this study live in the
Beecher community, located approximately eight miles north of the city of Flint, MI.
The "community" of Beecher was established in the 1800s. It was a primarily
European-American, rural community. The residents of Beecher never established

home rule as a city or town; however, its boundaries are defined by the Beecher
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Community School District (Meister, 1979).

Beecher remained primarily a European-American community until the 1960s
when African-Americans were permitted to purchase homes in the area. Despite the
European-American residents' protests, the African-American community in Beecher
continued to grow in size when federally insured and subsidized housing was made
available to them (Meister, 1979). Subsequently, the racism of the European-American
residents of Beecher fueled the fires of racial tension in the Beecher community. This
tension climaxed in 1972 when Paul Cabell, a young African-American man, who was
the assistant principal of the high school, committed suicide because he believed that
the racial problems of the community could not be solved (Meister, 1979).

The history written by Richard Meister in 1979 ended on the optimistic note
that the European-American residents of Beecher and the African-American residents
of Beecher would some day live in racial harmony as neighbors. Today, the majority
of the Beecher community is African-American because of the "white flight" of their
neighbors; the beginnings of this flight was recognized by Meister when he stated that
in 1971, there were 165 vacant homes in Beecher that were less than 41 years old.
Furthermore, with the General Motors factory closings in the city of Flint during the
1980s, the community of Beecher, like Flint, was devastated economically. Neither
Beecher nor Flint has ever recovered from the plant closings. Thus, the Beecher
community could be described as poor and, although segregation is illegal, the racial
make-up of Beecher, like many urban communities, raises the question of whether

desegregation ever really did occur in this nation (Kozol, 1991).
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There are two middle schools in the Beecher community--Dolan and Summit
Middle Schools. The schools are located within three miles of each other and are
considered to be within walking distance for the students. Both schools house
approximately the same number of students.

The youth of the Beecher community are "at-risk." The Beecher Community
School District has the highest percentage of free or reduced lunches in Genesse
County, and the 1992 Michigan Kids Count data revealed that 43.6% of Beecher
families with children under the age of 18 were below the poverty line. By the time
Beecher teenagers reach 12th grade, over 20% of them have dropped out of school. As
stated in Chapter I, programs in the non-school hours possess the potential to promote
positive youth development especially for disadvantaged youth. Thus, it appears that
the youth of the Beecher community could benefit from a constructive adolescent

focused program.

The P  F in this Stud
The program on which this study is focused began in the 1992-1993 school
year with funding from the Michigan Department of Public Health that was to be used
for abstinence focused programs. The program is offered twice a week at each of the
middle schools for two hour sessions each time. This program, through an initial
review of the program proposal, was designed to delay young adolescents' initiation
into sexual activity and to encourage sexually active teenagers to become abstinent.

The maintenance or re-establishment of abstinence was to be accomplished through the
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after-school program by assisting young teenagers to perform better in school, to
decrease their truancy, to cope with negative peer pressures, to create positive peer
pressures, and to improve their communication between themselves and their parents as
well as to increase parents' involvement in their teenagers' lives.

The creation of positive peer relations, the improved performance of teenagers
in school, the maintenance of abstinence, etc., can be easily assessed through counts
and frequencies; however, as researchers such as Jacobs (1988) assert, how these
objectives are accomplished cannot be assessed alone through numbers. An evaluation
that is focused on the process of a program can assess how movement towards
program objectives by the identified users of the program occurs. Furthermore, this
particular program has not been subjected to the rigors of evaluation. Thus, given that
there are no evaluation data, and given that it is important to understand how program
participants may be able to improve their school performance, decrease their truancy,

remain abstinent, etc., it was appropriate that a qualitative evaluation be conducted.

Race, Class, and Values of the Program Evaluator

To study a phenomena qualitatively, the researcher must enter the context of
study and must try to understand the perspectives of the individuals in that context
(Jorgensen, 1989). This process of entrance into a culture, community, family, etc. is
one where the researcher must also become aware of her own value system because
she acts as a filter for all of the information that the context and the informants of the

context provide to her (Fetterman, 1989). The evaluator of this program was European
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-American and raised in a middle-class community. The informants and staff members
were African-American and members of the working class community of Beecher.

In order to gain entrance into the community of Beecher, as well as to gain
acceptance of the program participants and the program staff, the evaluator became a
staff member of the program. Prior to conducting the research of this study, the
evaluator kept a personal journal of her own thoughts and experiences in the program
and in the Beecher community in order to understand how her values, culture, and
class were similar to and different from that of the Beecher community. This journaling
process assisted the evaluator in the data analyses of this study because the evaluator
was able to ask herself whether or not the interpretations of the data were being driven
from the context or from her own value system built from her own race and class
experiences. Though it is impossible to separate the individual from his or her value
system, it is possible to recognize and to question how this value system may or may
not influence the interpretation of the data. Thus, in the following chapters, the
interpretation of the data is offered not as the "true" and "absolute" perspectives of the
program participants and staff, but it is offered as a carefully examined and worded

interpretation of what the staff and the participants had to say about the program.

Definiti f T
This study was an evaluation of program processes, and as noted earlier, a
process evaluation differs from a summative or impact evaluation. A summative

evaluation examines a program's achievement of its ultimate goals, whereas a process
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evaluation focuses on the systematic relationship among program components across
time so that feedback regarding the program can strengthen the functioning of the
program (Smith, 1990). This study qualitatively assessed the internal processes and the
contextual processes of this after-school program. The internal processes consisted of
the systematic relationship across time of the program components, whereas the
contextual processes consisted of interactions between the context and the program that
enhance, maintain, or limit the functioning and existence of the program. By assessing
the intermal processes as well as the contextual processes of this program, the processes
that, together, comprised this after-school program were assessed.

The internal processes were defined in this study as the intended, perceived, and
actual components of the program and the intended, perceived, and actual systematic
relationship among these components. Scriven (1983) asserts that in program
evaluation, one role of the evaluator is to build a picture of the reality of the program.
Using multiple perspectives, or what Scriven (1983) calls "perspectivism," this reality
can be constructed. Moreover, perceptions, per se, represent a legitimate and important
focus of inquiry, especially in the initial and formative stages of program development
and evaluation (Ostrom, Lerner, & Freel, 1994).

In this study, the intended processes and components represented the
perspective of the program coordinators when they planned and implemented the
program, whereas the perceived components and processes represented the perspectives
of the program delivers and the program participants. The actual processes and

components represented the perspective of the evaluator. Finally, Scriven (1983) argues
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that the goal of perspectivism is not simply an accumulation of a set of different
pictures of reality; rather, it is one integrated picture. Thus, in this study, an integrated
picture of the functioning of this program was created by identifying patterns within
the data collected from both the program participants, the program personnel, and the
project proposal that were consistent with one another. In short then, through this
study, processes that comprised the after-school program for the young adolescents of
the Beecher community were specifically addressed by examining the internal
processes and the contextual processes of the program.

As noted above, the result of the examination of the internal processes and
contextual processes was a description of the program's functioning. It was with this
description that the program's assets and l/imitations were outlined for the program

designers. The program's assets and limitations are defined to be the comparisons and

contrasts with the ten characteristics of "successful" youth programs.

In this present evaluation, the functioning of a program was assessed by
examining the internal and contextual processes that comprised the program. As noted
above, neither internal processes nor contextual processes can be examined as if they
are mutually exclusive of each other because the internal processes of a program
interact with the context in which they are embedded (Lerner & Miller, 1993). Both
Bronfenbrenner (1979, 1986) and Lerner (1987, 1989a, 1989b, 1990, 1993b) have

studied extensively the nature of human development, and their theories of the
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individual as a psychological, biological, and social agent interacting with the context
offers a means to legitimate the view that internal and contextual processes influence
the functioning and existence of a program. The conceptual framework in the present
research was built upon the unique and the shared assumptions of these two theorists.

Bronfenbrenner's (1979) theory of the "Ecology of Human Development" and
Lerner's (1987, 1989a, 1989b, 1990, 1993b) model of "Developmental Contextualism"
are very similar in their assumptions about the individual and his relation to his
context. Primarily, both theorists argue that the relationship between the individual and
the context is one where the individual is nested (Bronfenbrenner, 1979) or embedded
(Lerner, 1987, 1989a, 1989b, 1990, 1993b) within the context, and the interaction
between the individual and the context is dynamic (Lerner, 1987, 1989a, 1989b, 1990,
1993b), or reciprocal (Bronfenbrenner, 1979)--meaning that any changes in the
individual influence and are influenced by changes in the context.

The strength of these theories lies not only within the similarity of their basic
assumptions about human development, but also within the depth that the theories offer
in regard to certain aspects of the individual and the context. Lerner (1987, 1989a,
1989b, 1990, 1993b) contributes greatly to the study of human development by
defining the processes by which human beings act as agents in their own development,
while Bronfenbrenner (1979) defines the contexts of humans.

Developmental Contextualism: The Individual as a Change Agent. Lerner's
(1987, 1989a, 1989b, 1990, 1993b) shared basic assumption with Bronfenbrenner

(1979) is that humans are embedded in their contexts, and characteristics of the
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individual (i.e., biological, psychological, social) and of the context (i.e., societal,
cultural, and physical) interact dynamically (Ford & Lerner, 1992; Lerner, 1987). That
is, changes in any one level (i.e., individual-behavioral) do not occur in isolation from
changes in the levels of the context (i.e., societal); rather, changes in one level are
influenced by and influence other levels (Ford & Lemer, 1992). These concepts of
embeddedness and dynamic interactionism are demonstrated in Figure 1, which is
adapted from Ford and Lerner (1992).

The implications of this embeddedness and dynamic interactionism as defined
by the "Developmental Contextual" model are threefold (Ford & Lerner, 1992; Lerner,
1987). First, because the levels of the individual and the context exist in a mutually
reciprocal manner, the possibility for change is always present. This potential for
change is defined by Lerner (1987, 1989a, 1990, 1993b; Ford & Lerner, 1992) as
plasticity. Second, because of the plasticity of human development, there exists the
potential for intervention by which the quality of human life can be enhanced (Lerner,
1987, 1990). Third, the individual is an active agent in her own development (Ford &
Lerner, 1992; Lerner, 1987). This third implication offers three processes by which the
individual is a change agent.

First, people stimulate other people, and because of this stimulation, a circular
feedback loop is created between the individual and the elements of her context (Ford
& Lerner, 1992; Lerner, 1987). For example, children who are temperamentally
difficult place different demands on their caregivers (Thomas & Chess, 1977). A child

that is biologically arrhythmic---sleep and eating patterns are not predictable, is
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negative and quick to withdraw from new situations, and is slow to adapt to changes in
the environment--is more difficult to care for than is a child who is rhythmic, positive,
and adapts quickly to new situations. Furthermore, children with this difficult
temperament are regarded more negatively by their parents, peers, and teachers, and
thus they are more likely to have personal, social, and behavioral problems than are
temperamentally easy children (Ford & Lerner, 1992; Thomas and Chess, 1977).

Second, people process their world in unique ways (Ford & Lerner, 1992;
Lerner, 1987). All individuals experience developmental change; however, they do not
experience change in identical manners. For example, during adolescence, all
individuals experience a period of rapid growth, however, the timing of this period is
specific to the individual. Thus, adolescents in this period of rapid growth may respond
differently to a program of physical education than young people who have not yet
experienced this growth (Ford & Lerner, 1992).

Third, people select and shape their contexts (Ford & Lerer, 1992; Lemer,
1987). This means that individuals choose certain contexts and certain aspects of that
context within which to engage, and through their actions, they alter their
environments. For example, an adolescent who is small in stature will most likely not
select to be a team member of the high school basketball team; however, this same
individual who possesses an incredible ear for music will most likely select to be a
member of the high school band.

Lerner's definition of the processes by which an individual is a change agent in
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her own development creates a picture of the individual as a self-organizing and self-
constructing organism (Ford & Lerner, 1992). The implication of this definition to
program evaluation is that to assess the process of a program is to not examine what
elements of a program are doing to the identified users, but to assess how elements of
a program are perceived by the individual in relation to his or her own needs and

development (Ford & Lerner, 1992; Lerner, 1990; Lerner & Miller, 1993).
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Figure 1
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The Ecology of Human Development: Classification of Contexts. While the
exclusive contribution of Lerner's (e. g., 1987, 1990, 1993b) "Developmental
Contextual" model to this current evaluation is that the individual is the source of
information about program process, the important contribution that Bronfenbrenner's
(1979) theory of the "Ecology of Human Development" makes to this present
evaluation is his definition of the contexts of human beings. To Bronfenbrenner (1979),
the context of human beings is an ecological environment. An ecological environment
consists of nested structures each contained within the next where the individual is
located within the innermost structure. These structures are the microsystem, the
mesosystem, the exosystem, macrosystem, and chronosystem (Bronfenbrenner, 1979,
1986). This model is portrayed graphically in Figure 2, which is an adapted figure
from Keith, Perkins, Ferrari, and Covey (1994).

The microsystem is the immediate setting of the individual such as the family,
the school, or the community. The mesosystem is the connection between two
microsystems (Bubolz & Sontag, 1993; Bronfenbrenner, 1979; Perkins, Ferrari, Covey,
& Keith, 1994). The exosystem refers to those settings where the individual is not an
active participant, but the events that occur in the exosystem affect or are affected by
the events in the microsystem of the individual. Examples of exosystems are the
parent's workplace, school administration, parent's network of friends (Bronfenbrenner,
1979; Perkins, Ferrari, Covey, & Keith, 1994). The macrosystem represents the culture
or subculture (e.g. government, economic conditions, media) that the other systems

operate within (Bubolz & Sontag, 1993; Bronfenbrenner, 1979; Perkins, Ferrari, Covey,



27

& Keith, 1994). The chronosystem is the dimension that recognizes that development
of the person and the environment occurs across time (Bronfenbrenner, 1986; Bubolz
& Sontag, 1993; Perkins, Ferrari, Covey, & Keith, 1994).

In the present study the immediate context, or microsystem, of the after-school
program was the school buildings, while the exosystem was the community, the
participants' homes, and the school administration. The macrosystem of the community
of Beecher was the culture of the community. The macrosystem was described in the
preceding section "The Context of Study." The mesosystem was defined as the
interactions among the microsystem and the other systems that influenced the
functioning of the program. This is the extended definition of the mesosystem that,
researchers believe, is appropriate when conducting research within communities

(Perkins, Ferrari, Covey, & Keith, 1994).
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Bronfenbrenner's Ecological Model

(Chronosystem)

........................................

_Life Span

(Adapted by Perkins, Ferrari, Covey, and Keith, 1994)

Figure 2



29

Synthesis of the two Models: A Contextual Model of Program Processes. By
viewing the individual as embedded in, and dynamically interacting with, the context,
Lerner (e.g., 1987, 1993b) defines the individual as a change agent; thus, individuals
involved in this program were viewed as the key sources of information about the
internal and contextual processes of the program. Furthermore, by also viewing the
individual as nested and reciprocally interacting with the environment, Bronfenbrenner
(1979) defines the contexts of human beings; thus, the interactions of the context that
dynamically influenced the functioning of the after-school program were identified. A
synthesis of both Lerner's and Bronfenbrenner's models is provided in Figure 3.

The center rectangle of Figure 3 represents the internal processes of the
program. The internal processes are the intended, perceived, and actual components of
the program and the systematic relationship among those components. As stated earlier,
intended components and processes are those specified by the program designers. For
example, a school district whose elementary school children have low math
achievement scores design a program that they believe will increase the scores. The
program that they design uses older children as mentors to the younger children after-
school three days a week. The intended components in this program are the goal of
raising the math scores, the personnel who display mentoring characteristics, the
participants who are the elementary school children, and the content which is a
specified curricula to be utilized by the mentors. The intended process in this example
is a developed mentoring relationship between program personnel and participants.

Perceived program components and processes are those defined by the program
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personnel and program participants. In the example above, the perceived processes and
components would be the thoughts of the mentoring program personnel and of the
program participants: moreover, the feelings and attitudes about the goals and activities
of the program and about each other also comprise perceived processes. Finally, the
actual program components and processes are those independently identified by the
program evaluator. In the example above, the evaluator would identify actual program
components and processes by systematically observing the functioning of the program.

In the present study the actual program components and processes were not
examined because the evaluator served as a staff member of the program. This role
was undertaken to develop rapport and trust between the evaluator and the program
personnel and participants prior to the evaluation activities. As stated in the preceding
section, "Race, Values, and Class of the Evaluator," by immersing herself within the
context of the program, the evaluator attempted to understand how her race, values,
and class affected her perceptions of the program. Thus, an objective, non-participant
perspective could not be taken by the evaluator, and consequently, a perspective of the
actual program components and processes was not sought.

The outer circles of Figure 3 represent the context of the program. The school
is the microsystem of the after-school program because this is where the program is
conducted. The homes of the participants, the school administration, and the
community represent the exosystem of this study. The macrosystem is the culture and
designed and natural environments of the program. The mesosystem is represented by

the bi-directional arrows between the circles and for the purposes of this study the
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mesosystem is viewed as it is by Keith et. al (1994)-- those interactions between the
micro-, exo-, and macrosystems. Furthermore, the mesosystem in this study is
interpreted as the interactions between the micro- exo-, or macro-systems that maintain,
or present assets and limitations to, the functioning and existence of the program.

For example, if space for the program has been promised to the program by the
school administration, but the administration fails to communicate this to other
programs, then competition for space within the school represents a limitation to the
program's functioning. This is a limitation that is initiated by the microsystem of the
program. Finally, temporality--the chronosystem--is represented by the arrow labeled
"Time."

In addition to not examining the actual processes and components, another
limitation of this study is that the design is cross-sectional. Although processes change
over time, resources were not available to conduct a longitudinal evaluation of this
after-school program. Thus, the chronosystem was not a part of this research; as such,
each of the perspectives of the staff, program participants, and the program designers
were viewed as representing single moments in time.

In this study, the shared and unique assumptions of Bronfenbrenner's and
Lerner's theories of human development provided support to two conceptual arguments
in this study. First, the theories offered support to the argument that the individuals
involved in this program were a legitimate source of information about the contextual

and internal processes of the program. Second, the theories offered support to the
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argument that the dynamic interactions of the program context could be identified. The

operationalization of these arguments is presented in the next chapter.
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CHAPTER IV

EVALUATION FRAMEWORK

The previous chapter presented two arguments that were a part of the
conceptual framework of this study. One argument was that individuals involved in a
program are a legitimate source of information about the program processes and
context. The second argument was that the interactions between the program and its
context can be identified. This chapter describes the operationalization of these
arguments. That is, the chapter delineates the objectives of the study, the questions of

the study, the approach of the study, the procedure, and the methodology.

Objectives of Evaluation Stud

The overall objective of this current evaluation was to examine the processes
that comprised an after-school program for the young adolescents of the Beecher
community; this objective was pursued in order that the program's functioning could be
described and the program's assets and limitations could be assessed. As noted in
Chapter III, this program's assets and limitations were determined by analyzing and
comparing the data derived from this study with the ten characteristics of "successful"
programs outlined earlier (see Chapter II). In order to reach an understanding of the

internal processes, as well as the contextual processes, that present limitations and

34
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assets to the functioning and existence of the program, the following specific objectives
were divided according to the intended components and processes; the perceived
components and processes; and the contextual limitations, maintenance, and assets of
the program. Finally, as noted earlier, the actual program processes and components
were not examined because the evaluator also served as a staff member of the program.

Intended program components and processes. Here the objective was to
describe the goals, activities, expected characteristics of the staff, expected
characteristics of the participants, and the relationship among the program components
as defined by the program designers.

Perceived program components and processes. Here the objectives were the
following: to describe the program participants' and the program personnel's
perspectives of the program goals; to describe the program participants' and the
program personnel's perspectives of the program activities; to describe the program
participants' and the program personnel's perspectives of the characteristics of each
other; and, to describe the program participants' and program personnel's perspectives
of the relationship among the program components.

Contextual assets, maintenance, and limitations. Here the objective was to
describe the spectrum of interactions--assets, maintenance, and limitations-- of the

program within the micro-, exo-, and macro-systems.
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Evaluation Questi

By fulfilling the evaluation objectives listed above, the following evaluation
questions were answered in this study:
Questions Relating to the Internal Processes

1. What are the variables that describe the internal processes of the

after-school program?

2. How are these internal variables maintained in the after-school program?
Questions Relating to the Contextual Processes

1. What are the contextual variables that affect the program's existence?

2. What are the contextual variables that affect the program's functioning?
Questions Relating to Program Assets and Program Limitations

1. How does the described functioning of the program compare and contrast

with the ten characteristics of "successful" programs?

Evaluation Approach

The evaluation approach for this current study was a cross-sectional case study
of a dual-site after-school program. As indicated earlier, the focus of this case study
was to assess the processes that comprised an after-school program in Beecher, MI.
The after-school program--known as "Club" by the staff and program participants-- was
implemented in both of the school district's middle school and serves approximately

200 students. Students attend the program twice a week. There are six adults and three
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high school teenagers who staff the program. Data regarding the program participant's
and personnel's perceptions of the goals, activities, and the characteristics of each
other, as well as data regarding the contextual assets and limitations, were collected
through the use of a semi-structured interview and a focus group. The semi-structured
interview was conducted with a sample of program participants while the moderated
focus group was conducted with all of the staff members. Data regarding the intended
program processes and components was collected through program documentation,

such as the program proposal.

Procedure
Sampling of Program Participants. Given that the methodology in this present

evaluation yielded large amounts of data that were qualitative in nature, not all of the
students involved in the program could have feasibly served as informants. Thus, the
sample size was limited to 24 students in order to get equal numbers of respondents
from each grade, gender, and school. The actual number of students that were
interviewed was 22. Program participants were recruited through an announcement
made during the after-school program. A total of 29 students turned in permission
forms to the evaluator. The 22 students interviewed represented those students that
were present at Club for the last three weeks of the program. All 29 program
participants who turned in parent permission forms were given a small gift of colorful
pens. A copy of the parental consent form is included in Appendix A.l. Furthermore, a

copy of the consent form used with each of the respondents an a copy of the consent
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form used with the staff are included in Appendix A.2. and A.3.

Differing Participation and Response Rates. Of 22 students interviewed, 5
boys and 5 girls were from Dolan Middle School, and 8 girls and 4 boys were from
Summit Middle School. Seven of the respondents were in fifth grade, 8 were in sixth
grade, 6 were in seventh grade, and 1 was in eighth grade. Of the 9 who turned in
permission slips but were not interviewed, 7 were from Summit Middle School and 2
were from Dolan Middle School.

The difference between the schools in the willingness to participate in the
program may have been due to an event that was occurring simultaneously with data
collection at one of schools. Dolan Middle School, during the month of April, 1994,
came to the attention of the media for the frequency of student behavior problems in
the school. What sparked this interest was a letter, unauthorized by the school
administration, sent home to the parents outlining the discipline problems of the
students. A May 6, 1994 article in The Flint Journal described this letter and, as well
interviewed some of the teachers of the school. It is believed that the students of Dolan
may not have wanted to participate in the research because they may have viewed it as
threatening. However, this difference in participation rates appeared to only affect the
evidence supporting the presence of helping behavior. The existence of helping
behavior among the program participants was supported primarily by students at
Summit.

In addition to the difference between the schools, more girls than boys

volunteered to participate in this study. There does not seem to be a specific reason
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related to the program for the gender difference, because almost all informants reported

that there was an equal number of boys and girls participating in the program.
However, Rosenthal and Rosnow (1975), who conducted a comprehensive study of
volunteer subjects, found that, in general, volunteers in research studies are more likely
to be female. Similar to the difference between the schools, this gender difference in
participation rates was substantively significant (albeit, because of the Ns involved, not
statistically) in the program participants' reporting of the existence of helping behavior
among their peers. More girls than boys reported the existence of helping behavior
among their peers in the program. Furthermore, even though there were more girls who
participated in the study, boys outnumbered the girls in their comments about the
"safeness" of their community as well as their own physical safety.

Finally, more students in the fifth and sixth grades volunteered to participate in
the program than did students in the seventh and eighth grades. The information that
was collected from the older students did not appear to contradict the information from
the younger students. However, the differing participation rates of the older students
did seem to be a reflection of the difference in rates of participation in the after-school
program. The implications and reasons for the gender, school, and age differences in

participation are discussed in the "Results."

Methodology
Semi-structured interview. Two important issues to consider when designing

and/or selecting an instrument for a study is the purpose of the study as well as the
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developmental levels of the population (Baltes, Reese, & Nesselroade, 1977; Fisher &

Lerner, 1994). In their qualitative studies of youth "at risk," Weber et al. (1994) found
that both unstructured or semi-structured interviews were feasible methods by which
researchers could adequately address the purposes of studies that were focused on
process issues. Furthermore, Weber et al. (1994) found that researchers, when using
these two methods in qualitative research, could remain sensitive to the developmental
level of adolescents.

For example, in their work with adolescents from "at-risk" populations, Weber
et al. (1994) state that, when reading interview questions aloud to respondents, a higher
response rate was generated than was the case among those students who read the
questions to themselves. Weber et al. (1994) believed that the higher response rate was
due to the greater sensitivity to the literacy levels provided by the "reading aloud"
method.

Weber et al. (1994) also found that some pre- and young adolescents had
difficulty answering fixed response format questions, such as Likert-type items,
because they lacked the cognitive maturity to understand how to respond. Thus, Weber
et al. state that open-ended questions are a potential format that researchers could
effectively use with such pre- and young adolescents.

Given these methodological considerations, the measure utilized with the young
adolescents of this present evaluation was a semi-structured interview that was
administered individually to the informants. Completion of the interview took between

20-30 minutes for all program participants. Initial development of the instrument
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involved using feedback from the adult staff members about the questionnaire. That is,
after reading drafts of the questionnaire, staff members provided the evaluator with
written and/or verbal feedback regarding both content and format of the questions; as a
consequence, the instrument presented in Appendix B.1 was constructed. Furthermore,
because the evaluator served as one of the adult staff leaders throughout the school-
year, she had the opportunity to observe and to become cognizant of the various
interrelationships of the program and the context. In addition, she was able to develop
the necessary rapport with the program participants and program personnel that
qualitative researchers deem important to obtaining valid results (Jorgensen, 1989;
Marshall & Rossman, 1989).

The questions were read aloud and the informants' responses were audiotaped.
The semi-structured interview for the first 11 interviews consisted of 32 open-ended
questions about the program participants' perceptions of the following: the program
goals and activities; the characteristics of other program personnel and other program
participants; the processes among the program components; and the contextual assets
and limitations involved in the functioning of the program. As Miles and Huberman
(1994) assert, the qualitative data analysis begins well before the final transcription of
the last interview. Rather, qualitative data analysis begins from the moment the
researcher selects the topic to study (Fetterman, 1989). Thus, the qualitative research
process is a continuous process of discovering, verifying, and re-discovering. This re-
discovering occurred in this study when the evaluator found that after the first eleven

interviews some of the questions needed to be re-worded and collapsed, and three



42

additional questions needed to be asked. Thus, the second half of the interviews
consisted of thirty-four questions. A copy of the instrument with these revisions is
provided in Appendix B.2.

Questions 9 and 10 from the first instrument were collapsed into Question 9 in
the second instrument and a prompt. This changes were made when it was realized that
the participants usually participated in the activities that they liked the most. Question
13 was reworded into Question 12 on the revised instrument when it was realized that
the answers to Question 13 from the first 11 interviews were ambiguous. Furthermore,
questions were added that pertained to the program participants' associations with other
extra-curricular activities, their perceptions of the safety of the program, and their
perceptions of the differences and similarities between attending the school and
attending the program. These questions were added because information in the first
eleven interviews revealed that were some concepts that could be better discovered
through direct questions. For example, the fifth interview conducted with a boy in fifth
grade revealed that the "safeness" of Club should be assessed directly since this boy
stated that he joined Club because "If we go home, there may not be nothing to do. At
least here, you safe and there is something to do." Thus, a question about the safety of
Club was added.

The Focus Group. A focus group was conducted with those individuals who
are the staff members of the program. There are five adult staff members, excluding
the evaluator, and nine high school staff members. Although all nine of these students

served as teen staff members throughout the school year, the program actually operated
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with approximately three to four teen staff members daily because these teenagers had
other extra-curricular and employment responsibilities. The potential impact of this
inconsistency of the teen staff on the program is discussed below. The focus group
questions examined the program personnel's perceptions of the following: the program's
goals and activities; the characteristics of other program personnel and the program
participants; the processes among the program components; and the contextual assets
and limitations involved in the functioning of the program. The focus group was
conducted by the evaluator, and as stated above, a rapport was developed between the
evaluator and the individuals who participated in as well as staffed the program. The
focus group took an hour and fifteen minutes to complete. A copy of the focus group
guide is included in Appendix B.3.

Program Funding Proposal. While the semi-structured interview and the focus
group with the staff were the methods used to obtain data about the perceived internal
and contextual processes, the program's funding proposal was a third source of data
pertinent to the intended internal and contextual processes. This funding proposal was
chosen to represent the intended program processes because it was an outline of the
objectives, of the goals, of the target population of the program, and of the desired
characteristics of the personnel written by the project designers. A copy of the

program's funding proposal in Appendix B.4.



CHAPTER V

CODING AND ANALYSES

The purpose of this study was to qualitatively examine the internal and
contextual processes of an after-school program for young adolescents in order to
identify the program's assets and limitation. Miles and Huberman (1994) argue that the
coding of qualitative data is structured from the conceptual framework and the
hypotheses of the researcher. As outlined earlier, the internal processes in this study
were the intended and perceived components of a program and the systematic
relationship among those components. Furthermore, contextual processes were
conceptualized in this study as those conditions of the program's context that maintain
and/or present assets and limitations to the functioning and the existence of the after-
school program. Table 1 is a "start list" of codes that reflect this present study's
conceptualization of processes that comprise this after-school program (Miles &
Huberman, 1994). The codes are descriptive in nature because they were used to
identify the intended/ perceived processes, and the contextual conditions that

maintained and/or presented limitations and assets to the program.



Intended Definition
IN: Goals intended program goals
IN: Process intended program process

IN: Personnel
IN: Activities
IN: Program Participants

intended characteristics -personnel
intended program activities
intended characteristics -participants

Perceived/Program Personnel

Definition

PP: Goals
PP: Process
PP: Personnel

PP: Activities
PP: Program Participants

Perceptions of goals by program personnel
Perceptions of process by program personnel
Perceptions of program personnel by program
personnel

Perceptions program activities by personnel
Perceptions of program participants by personnel

Perceived/Program Participants

Definition

PT: Goals

PT: Process

PT: Personnel

PT: Activities

PT: Program Participants

Perceptions of goals by program participants
Perceptions of process by program participants
Perceptions of process by program participants
Perceptions of activities by program participants
Perceptions of program participants by program
participants

Contextual Assets/Limitations

Definition

PP: Assets

PT: Assets

PP: Limits

PP: Limits

Perceptions of contextual assets by program
personnel

Perceptions of contextual assets by program
participants

Perceptions of contextual limits by program
personnel

Perceptions of contextual limits by program
participants
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Descrintive Codi

The semi-structured interviews and the focus group were transcribed by the
evaluator. After transcription, each of the tapes were listened to again to verify the
accuracy of the transformation from the spoken to the written word and to be certain
that vocabulary and grammar were preserved and not spuriously manipulated.
Following this process, the start list was utilized to code the data in this study. After
completing descriptive coding of two of the interviews, it was recognized that there
were three problems with the descriptive coding scheme. First, the concept of a
"process" needed to be further operationalized. It was decided that a process would
entail a description of the beginning, middle, or end of an event or condition perceived
by the program participants or staff or as stated in the program proposal. For example,
a girl in fifth grade responded to the question about to whom she goes when she has a
problem with another student by stating "First, I tell this club (the staff) and then I tell
my parents." This response demonstrates a beginning or initial step that the program
participant takes to cope with problems she has with other program participants.

The second problem was that the concept of a "goal" needed to be further
operationalized. One author from the program planning and evaluation literature
suggests that goals are terminal actions sought after through either approach or
avoidance measures (Boyle, 1981). Thus, those segments of narrative text that best fit
this definition of a goal were descriptively coded as such. For example, a boy in fifth

grade responded to the question about the reasons for providing the after-school
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program by stating that the program was provided to prevent kids from doing bad
things like smoking cigarettes. This text fits this definition because it describes an
action or a state that the program is striving to in the eyes of the program participant,
that is, "kids not smoking."

Third, it was found that a large quantity of data could not be logically classified
by the initial codes. The common thread through these "unclassifiable" data was that an
event, person, process, or activity in the program was presently filling a void or an
absence for the program participants. For example, when answering the question
regarding reasons for joining the after-school program, one boy in sixth grade
responded, "If we go home, there may not be nothing to do. At least here, you safe
and there is something to do." Another student, a girl in sixth grade, responding to the
same question said "To have something to do after school and not go home. Here it's
funner than going home and just playing or just listening and watching T.V. and
cleaning up." Clearly these responses demonstrate instances where the program is
providing participants with safety and entertainment. Thus, there were elements in the
program that were serving a purpose for the program participants, and, consequently
appropriate codes were added to the start list of coding. Table 2 reflects these

additions.



Table 2

Processes

Intended

Definition

IN: Goals
IN: Process

IN: Personnel

IN: Activities

IN: Program Participants
IN: Program Purposes

intended program goals

intended program process

intended characteristics -personnel
intended program activities
intended characteristics -participants
intended purposes of program

Perceived/Program Personnel

Definition

PP: Goals
PP: Process
PP: Personnel

PP: Activities
PP: Program Participants
PP: Program Purposes

Perceptions of goals by program personnel
Perceptions of process by program personnel
Perceptions of program personnel by program
personnel

Perceptions program activities by personnel
Perceptions of program participants by personnel
Perceptions of program purposes by personnel

Perceived/Program Participants

Definition

PT: Goals

PT: Process

PT: Personnel

PT: Activities

PT: Program Participants

PT: Program Purposes

Perceptions of goals by program participants
Perceptions of process by program participants
Perceptions of process by program participants
Perceptions of activities by program participants
Perceptions of program participants by program
participants

Perceptions of program processes by program
participants

Contextual Assets/Limitations

Definition

PP: Assets

PT: Assets

PP: Limits

PP: Limits

Perceptions of contextual assets by program
personnel

Perceptions of contextual assets by program
participants

Perceptions of contextual limits by program
personnel

Perceptions of contextual limits by program
participants
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Pattern Coding

Following descriptive coding of qualitative data, Miles and Huberman (1994)
state that descriptive codes can be used to construct pattern codes of the data. Pattern
coding was defined in this study as the conceptual congruities within the perceived
program processes/components and/or between the intended and perceived program
processes/components. This pattern coding was accomplished through the development
and use of "document summary sheets" that in this study served as a means to
summarize the descriptive codes (Miles & Huberman, 1994). In each transcription, the
descriptive codes were transferred from the margins of the transcription and written on
the data display sheet according to the category that they described--i.e. program goals,
program personnel, etc. Copies of the document summary sheets for the interviews, the
focus group, and the program proposal are provided in Appendices C.1., C.2., and C.3,
respectively.

Though each of these sheets were utilized primarily to summarize the
descriptive codes found in each of documents, one section labeled "Red Flag" was
used for comments regarding data that did not fit into any of the descriptive codes. Use
of this code avoided filtering of any data that could potentially lead to construction of
new descriptive codes and/or identification of patterns that were not initially described
by the descriptive codes. This "Red Flag" section was also used for comments about
the program participants regarding the interview process with them. For example, in

one interview with a fifth grade girl, the following note was made: "This student was
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very difficult to interview. I only put things on this sheet that I felt confident about."

Miles and Huberman (1994) note that document summary sheets provide a
means to summarize a multitude of information; in this study, use of these sheets
reduced 260 pages of text to approximately 30 pages. In addition to making the data
manageable, use of these sheets allows for another layer of data to be added to the
study because the document summary sheets can be used to construct pattern codes. In
this study, the document summary sheets were, in fact, used in this manner. By
photocopying each of the document summary sheets, and by then highlighting
consistencies across all twenty-two interviews, the focus group, and the program
proposal, as well as, by highlighting concepts unique to each of the three sources of
data, pattern codes were created. These pattern codes or variables provided the
information needed to generate the findings discussed in the "Results" section. Table 3
lists these variables along with the sources of the concepts and how they were noted
with the descriptive codes.

In sum, the variables presented in Table 3 represent data that were both unique
to and shared among program participants, the staff, and found in the program's
funding proposal. With these variables identified, the next step in data analyses was to
provide answers to the evaluation questions presented in Chapter IV. The following

chapter provides these answers.
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CHAPTER VI

RESULTS

Through the use of descriptive coding and the development of pattern coding,
the internal and contextual processes of the after-school program in Dolan and Summit
Middle Schools of the Beecher Community School District were evaluated. By
interviewing the adolescents served by the program, by conducting a focus group with
the adults and teenagers who staff the program, and by reviewing the program's
funding proposal, information about the program was provided from different
perspectives. As stated earlier, Scriven (1983) asserts that, in program evaluation, one
role of the evaluator is to build an integrated picture of the program's reality from
multiple perspectives. Thus, the findings in this section are not presented according to
the "intended program processes" and "perceived program processes;" rather, they are
presented as the answers to the evaluation questions in a conceptual manner that
weaves the perspectives together. This weaving was accomplished by using the

concepts generated in Table 3.

Ouestions Relati he C f the P
The first evaluation question that was answered by examining the concepts in

Table 3 was: What are the contextual variables that affect the program's existence?

57
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Certain variables listed in Table 3 appeared that affect the attendance of the middle

school adolescents to the program. Without students to participate in the program, the
existence of the program would be threatened. That is, the influence of these variables
on the program participant's attendance could potentially mean the life of the program
is supported or is threatened. The term "durational contextual force" was developed to
describe an event or state in the micro-, exo-, or macro-system of the program that
either positively or negatively affected the existence of the program. The terms positive
and negative refer not to the inherent quality of the variable, but to the potential to
contribute to the program's survival or the program's termination. Following the
creation of this term, those variables in Table 3 that appeared to support this definition
were classified as "durational contextual forces." These variables were the following:
"Other Activities," "Boredom," "Perception of the Program," "Responsibility at Home,"
"Unsafe Community," "Unsupervised Home," "Knowledge of the Program," "Structure

of the Program, " "Parent Sﬁppon," and "Transportation."

The Durational Contextual Forces

Other activities. For the program participants, the variable of "Other
Activities" provided a positive force to the existence of the program. This force was
positive for three reasons. First, three program participants noted that outside of school
organized athletics, there were very few extra-curricular activities offered for them in
their community or in their school. The results of the staff focus group and the analysis

of the program proposal also supported this notion. For example, the program proposal,
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which represented the intended program processes, stated that "Currently, the middle
schools lock their doors at 3:00 p.m. each day, except for organized sports."

Second, although eight children reported that they were involved in other
activities, these activities either did not interfere with the after-school program or had
been discontinued. For example, two participants, who were sisters, were involved in a
Girl Scout troop that held meetings on opposite days of the after-school program;
however, another participant who was involved in Girl Scouts quit the program
"...cause we ain't do nothing, it was just boring, the one we went to. We were suppose
to go on a field trip on our last day, but we ain't go, and the Girl Scout lady kept on
coming late..." Two boys were in an intramural basketball team program which was
started by the middle school basketball coach but it was discontinued when the coach
did not have the time to commit to the program.

The variable of "Other Activities" provided a negative force to the existence of
the program when it described the reasons non-participants had for not attending the
program. As demonstrated above, there were very few activities available for the
middle school students in this community; however, the activities that were available
appeared to be offered primarily to the older students, i.e., those in seventh and eighth
grade. Three program participants responded to the question about why other students
do not attend the after-school program by citing "organized" athletics.

This finding was, again, supported by information from both the program
proposal and the staff focus group. For example, one staff member stated, "Some of

the older kids, they are more involved in athletics, so they spend a lot of time doing
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after-school athletics and that cuts into Club time." This concept that older kids have
more opportunity to engage in after-school activities is also supported by the
perceptions of the staff and of the program participants, in that the after-school
program is seen as primarily being attended by younger students, those in fifth and
sixth grade; and by the fact that of the eight children who reported that they were
involved in other activities, four of them were in seventh grade and one was in eighth
grade.

Thus, the variable of "Other Activities" positively affected the existence of the
program when it was applied to fifth and sixth graders who do not have as many after-
school opportunities in which to engage as seventh and eighth graders; however, it
negatively affected the existence of the program when it was applied to non-
participants who tended to be seventh and eighth graders who have the opportunity to
participate in organized athletics.

Boredom. As demonstrated above, there appeared to be a lack of extra-
curricular activities available for fifth and sixth graders in the Beecher community.
Thus, it seems logical that the variable of "Boredom" would describe the Beecher
young adolescents' attitudes about their time after-school. Indeed, the variable of
"Boredom" also appeared to be a positive force towards the existence of the program.
For example, one adolescent in fifth grade responded to the question about why she
attends Club by stating, "Because, instead of staying at home being bored, you can
have an after-school activity, and just stay off the streets and stuff." Another girl in

seventh grade stated that she comes to Club "so I could have something to do
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after-school. So I ain't have to go straight home because it would be boring, especially

in the winter time."

Responsibility at home. Similar to the variable of "Other Activities," the
variable of "Responsibility at Home" positively affected the existence of the program
as applied to those children participating in Club. Two program participants stated that
they attended the after-school program as a means to escape responsibilities, such as
chores or babysitting after-school. For example, one girl in seventh grade responded to
the question about what she would miss if the program was not offered by stating,
"Well, mostly the fun, 'cause sometimes we go home, we got to clean up the house...."
However, when program participants were questioned about reasons why other
adolescents have not joined the program, two participants stated that responsibilities at
home most likely prevented them from attending. One boy in seventh grade responded
to the question about why other students have not joined Club by saying, "...some
parents just don't like them to come, 'cause they have other stuff to do. Like some
parents have jobs and want the kids to babysit, stuff like that."

Unsafe community. For program participants, particularly boys, the variable of
"Unsafe Community" seemed to be a strong positive force towards the existence of the
program. When asked about whether or not they thought Club was a "safe" place to be,
six of the nine boys interviewed responded in very similar manners. For example, one
boy in fifth grade stated that Club was a safe place to be because it means being
protected "...from getting beat up, wrestled with, stabbed, throwing rocks at you,

people hitting you." Another boy in seventh grade responded to the same question by
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stating, "...when you at Club you don't have to worry about nobody putting no gun to
your head, it going off or when you at Club, you don't worry abut getting hurt, you go
walking down and somebody putting a knife up to your neck and cutting it off." Thus,
the evidence that the community of Beecher is unsafe, particularly for boys, created a
positive force to the existence of the program. That is, boys attended the program to be
protected from dangers in their neighborhood.

Unsupervised home. The variable of "Unsupervised Home" is similar to that of
"Unsafe Community" in that it provided a positive force towards the existence of the
program and it was solely defined by the male participants. When responding to the
question about his reasons for attending Club the previous week, one boy in sixth
grade responded by stating "'Cause, it's like I have something to do and I won't be at
home by myself..." Another boy in seventh grade responded to the question about what
there is to do when he comes to Club by saying "It's better than staying at home,
'cause we go home, I'm the only one that's there, and my mother's at work 'till like
five..." Consequently, the program appeared to be providing supervision for some of
the boys in the community.

Knowledge of the program. The variable of "Knowledge of the Program" was
a negative force against the program when it was applied to those students who were
not participants. When asked about why other students have not joined Club, five
adolescents responded that other students in their school were not a part of Club
because they lacked knowledge about the program's functioning and/or existence. For

example, one boy in sixth grade stated that other students have not joined Club
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"...because they don't know the good things that's happening." Consequently, this lack

of knowledge about the program that other students may have potentially could be
preventing their attendance, thus providing a negative force towards the existence of
the program.

Perception of the program. Another negative force towards the existence of the
program which, again, was defined by non-participants, was a negative perception of
being a member of the program. Both the staff members as well as program
participants believed that other students have not joined Club because they held the
perception that it was childish to be a part of the program. One teen staff member
stated "I think some of the older kids think Club is childish or something;" while
another teen staff member more clearly defined the root of the negative perceptions of
Club by stating that other kids have not joined Club because of "peer pressure, 'cause
somebody might say, 'Ahh, that's chatty,' and might not go because they think like the
older kids, that's probably why they don't go. They want to (be a part of the program)
but they friends say, 'Ohh, you childish to go to Club, you going to be at Beecher (the
high school) next year." This belief that non-participants hold a negative perception of
Club membership was also supported by program participants. For example, one
student said that other kids do not come to Club because, "...some of them (non-
participants) say 'That's kiddy--all kiddy games and I don't want to be in no Club.'

While non-participants appeared to hold the perception that Club was childish
or, as in the words of a teen staff member, "chatty," this perception was not held by

those involved in the program on a regular basis. One of the seventh grade boys who
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consistently attended the program stated that the reason he came to Club was "....I
came 'cause I always, I want to come to Club, it's fun,...., it's better than anything I
rather want to do..." Consequently, the positive perception of the program held by the
regular program participants was a positive force towards the program's existence while
the negative perception of non-participants may be a negative force.

Structure of the program. The root of the negative perception held by non-
participants may not lie alone in the peer pressure not to join; it may also lie in a
variable that was coined by one of the adult staff members of this program. This is the
variable of "structure." The variable "Structure of the Program" was defined in this
study as the expectations for behaviors or the "rules" of the program. Though the
variable of "Expectations for Behavior" played a very important role in the internal
functioning of the program, the variable of "Structure of the Program" was used during
the focus group by one of the staff members to refer to reasons why older students did
not attend Club. This staff member believed that the older students in the middle
schools did not attend Club because "...when you got rules and you have to follow
rules, the younger ones (students) are more susceptible to 'O.K., this is great, this is
structure here, let's follow the rules.' and the older ones are like T'm not going in there,
'cause if I go in there I got to follow the rules.' So, structure versus unstructure, you
know, they (older non-participants) try to avoid that I guess."

Additionally, the existence of the variable of "Structure of the Program" as a
negative force on the existence of the program was also supported by the program

participants. For example, one girl in fifth grade responded to the question about why
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other students have not joined Club by stating, "Because some of them think it ain't
fun because they can't do what they want to do."

Parent support. Another variable that positively affected the existence of the
program for program participants but may have negatively affected the existence of the
program for non-participants was "Parent Support" of the program. In this study, three
levels of parent support of the program as it pertained to the program participants were
defined. One level was whether or not students had difficulty in getting parents to sign
the permission form to be a part of the program. The second level was whether or not
program participants who had parental consent were prevented, for various reasons,
from coming to the program by their parents. The third level was whether or not
parents have ever "helped” out with the program.

On the first level, only one student reported that he had difficulty getting
permission to join the program. This difficulty stemmed from the fact that his mother
worked nights and was often asleep when he was leaving for school, thus making it
difficult for him to get the form signed before he left for school. Furthermore, in
response to the question about whether or not anyone has prevented their attendance,
only two program participants, who were sisters, stated that their parents had prevented
them from coming once (because they were grounded for misbehavior). In terms of the
parents assisting the program, only two students stated that their parents assisted the
program (by going on two of the fieldtrips). In turn, six program participants believed
that their parents would want to volunteer time at Club, but they were limited because

of their work schedules.
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The staff's view of parent support centered around this third level, i.e., parents
volunteering time to the program. One staff member described the staff's efforts at
getting parents involved in the following way: "In the past, we've made great efforts to
get parents involved. We've signed parents up, we've sent out our permission forms, 'if
you like to participate, turn this in, let us know.'! We've called the parents of kids
who've already signed up. We've made massive efforts to get parents involved and to
no avail..."

Though parents of program participants did not volunteer to assist the program,
they did support the program by allowing their children to attend. For non-participants,
this lack of support for program attendance may be what was preventing their
membership. Three of the program participants stated that other kids did not join the
program because their parents prohibited them. Thus, "Parent Support,” when defined
solely as permission for attendance to the program, positively affected the existence of
the program when applied to the participants; however, it may have negatively affected
the program when applied to non-participants.

Transportation. The last durational contextual force that played a role in
affecting the program's existence is the variable of "Transportation." Both of the middle
schools are located within the neighborhoods that they serve. However, one female
student in seventh grade believed that lack of transportation prevented other students
from attending Club by stating, in response to the question about reasons other students
have not joined Club, "...maybe they don't get a ride home and they don't feel like

walking if they stay far." The lack of transportation was not supported by any other
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program participants or by the staff or program proposal; but since this was a
descriptive study of program processes, this potential negative force against the

existence of the program should not be ignored.

Operative Contextual Forces

While the variables described above were defined as the forces that affected the
existence of the program, there were also forces in this program that appeared to affect
the program on a micro-level. This micro-level was the program's daily functioning.
These forces provided the answer to the second question about the program's
contextual forces which was the following: what are the contextual variables that affect
the program's functioning? These forces have been termed as "operative contextual
forces," because they affected the daily functioning of the program, and they were
generated from the program's micro-, exo-, and/or macro-systems. Following the
creation of this term, those variables in Table 3 that appeared to support this definition
were classified as "operative contextual forces." These variables were the following:
"Physical Structure Provided," "Building Space Occupied," "Uncooperative School
Personnel," and "Locked Doors."

Physical structure provided. When questioned about the challenges and benefits
of having the after-school program housed in the middle schools, the staff of the
program stated that the provision of a physical structure was a benefit to the program
because "we have someplace to have Club." The promise by the school administration

to house the after-school program was also mentioned in the program proposal: "The
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sites for the Clubs will be each middle school gym and community room. Currently the
middle schools lock their doors at 3:00 p.m. each day, except for organized sports. The
district has made the commitment to keeping the buildings open for the Clubs." Thus,
a positive force that supported the daily functioning of the program was that the
provision of a physical structure.

Building space occupied. Despite the evidence that the program at least had a
place to "be," the variable of "Building Space Occupied" demonstrated the challenge of
negotiating space within that physical structure. Many times throughout the school
year, the gym was promised as a space to hold Club activities; however, it was often
the case that, when the staff arrived at the school, they would find the space occupied.
During the focus group this situation was supported by one of the teen staff members
when he responded to the question about the challenges and benefits of having the
program within the school building, "...sometimes they have all the gym occupied and
we can't do what we scheduled to do and that kind of brings a problem." The evidence
that this was a negative force towards the daily functioning of the program was
indirectly supported by a statement made by a regularly attending member of Club
when she said "...I wish we could have a whole building to ourselves. We could have a
recreation room, a game room, a place to make things, instead of just a school. We
could have our own building to ourselves."

Uncooperative school personnel. Not only did the occupation of building space
present a challenge to program staff members, but there was also evidence that the

interactions with the school personnel were negative. One teen staff member responded
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to the question about the challenges and benefits of working with the school personnel
by saying "Challenges, sometimes they act like they don't want to open the room
where we have our equipment and it seem like they be saying, 'Why they (Club staff)
here?--just get in the way."..."

This negative force was mediated by the evidence that the staff was able to
obtain keys to some of the rooms. One teen staff supported this finding by saying, "I
think we beat some of the challenges, 'cause we did get keys that work." Another teen
staff member speculated about the reasons behind the uncooperative nature of the
school personnel by saying "I think for them (the school personnel), I think they
sometimes scared because they see a whole group of kids around and wonder, 'Oh,
what if something happens, what if they all start getting into a group fight or what if
they start vandalizing the school and everything like that." And you know they (school
personnel) don't want to be bothered with all that, that's not what Club is all about and
I think they should come in and see what Club is really about instead of being scared
or scared of what they're (the students) going to do..." Thus, the uncooperative nature
of the school personnel created challenges, or negative forces, towards the daily
functioning of the program. This situation required that the staff to operate the program
around these challenges.

Locked gates. In addition to the negative perception of the program held by the
school personnel, the existence of one variable which was unique to only Dolan
Middle School was the presence of expandable gates closing off certain corridors of

the school. These gates were placed in the school to physically separate the fifth and
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sixth grade wings from the seventh and eighth grade wings and to physically block

access to the back part of the school that housed the gym, the home economics room,
the art room, and the wood/metal shop room. Reasons given for the presence of these
gates varied from preventing fights among the students to preventing arson. The after-
school program was housed in this back part of the building. One staff member
described the gates as cutting down "...some of the chaos that might be going on in
different parts of the building...." but not being beneficial to the program "....because
sometimes, if they have the gate down (closed) and there's an emergency situation, you
have to search for the person that has the key to open that gate..." Thus, the locked

gates were primarily a negative force against the functioning of the program.

Ouestions Relati he | | P
In addition to describing those contextual forces that affected the functioning
and the existence of the program, the internal processes of the program were also
examined. As stated earlier, the internal processes examined in this program were the
intended and perceived components of the program and the systematic relationship
among those components. Consequently, the findings in this section answered the
following questions: what are the internal variables that describe the internal processes
of the after-school program; and how are these internal variables maintained in the
after-school program? Furthermore, in a manner corresponding to that used when
answering the questions relating to the contextual processes, an effort was made to

gain an integrated picture of the functioning of this program by weaving together the
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perspectives of the participants, the staff, and the ideas of the program proposal.

To answer the first question about the internal processes of the program, Table
3 was examined for the internal program variables that appeared to describe the
internal functioning of the program. These descriptive variables were the following:
"Club Activities," "Fun," "Learning," "Positive Peer Relations," "Physical Safety,"
"Psychological Safety," "Positive Role Models," "Prevention of Risk Behaviors," and

"Promotion of Positive Behaviors."

Descriptive Variabl
Club activities. As demonstrated above, it appeared that there was a lack of

extra-curricular activities available, particularly, for the fifth and sixth grade students of
the Beecher community. The after-school program appeared to fill this void by
providing recreation, arts and crafts, games, and movies. Evidence that this void was
filled was provided by answers to the question about what students would miss if Club
were not offered. Eighteen of the participants stated that the activities of recreation, arts
and crafts, games, and movies would be missed.

Fun. Not only were program participants coming to Club to escape boredom
after school, but they were also coming to Club because the program replaced this
boredom with "Fun." Of the twenty-two program participants interviewed, eighteen of
them stated that they participated in the program because they wanted to have fun. The
existence of the variable of "Fun" was also supported by the information in the

program proposal and by the data collected during the focus group. One adult staff
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member described Club as a "Place where they can go and have fun." The variable of
"Fun" seemed to be centered around the activities in which the students participated.
Independent of whether the focus of an answer was on recreation, arts and crafts,
games, or movies, the program participants stated that "Fun" was one reason why they
liked Club activities.

Leamning. In addition to the variable of "Fun," opportunities to learn were also
provided by the program. Two program participants stated that they learned from the
Club activities, whereas five students stated that the purpose of Club was to have
opportunities to learn.

For example, a sixth grade boy stated that he learned how to make refereeing
calls in basketball from one of the teen staff members while another student in eight
grade stated that she participated in arts and crafts "Because it's a lot of things you can
make out of different materials, and you can learn it and teach it to your sisters and
brothers."

Furthermore, it appeared that learning also occurred through the extended
activities of the program, which involved fieldtrips. At the time of these interviews,
three fieldtrips were taken by the program participants. One boy described a fieldtrip to
a famous restaurant in Frankenmuth, MI as teaching program participants how to
behave when going out to eat at a restaurant.

The variable of "Learning" was not only related to the Club activities, but also
to the variable of "Structure of the Program," defined above. Six of the adolescents

interviewed stated that the "Structure of the Program" taught them such life skills as
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manners, respect for property, and how to solve problems without fighting. For
example, a girl in seventh grade responded to the question about whether or not Club
"helps" students in some way by stating, "...most kids, they don't use their manners
and, sometimes, well all the time here, you're required to use your manners. You have
to say 'please’ and you have to ask, 'cause most kids they go somewhere without
asking or something...and sometimes kids that don't have discipline at home, they get
more discipline here than what they do at home, 'cause they're required." This variable
of "Learning" as it is applied to such life skills as "manners," was also supported by
the evidence in the program proposal and by the responses in the focus group. The
program proposal stated that "...the program will provide an atmosphere of safety, fun,
recreation, and learning."

As defined by the program proposal, the variable to be learned was "life skills."
These life skills were to be taught through a curriculum focused on "growth and
development, sexuality education, development of positive peer relations,
encouragement of abstinence, techniques to combat negative peer pressures, and life
skills planning..." At the time of the interviews of the students, this curriculum was not
implemented; but, as evidenced above, students were indeed learning "life skills." The
presence of these opportunities to learn life skills was also supported by the program
staff during the focus group, when one adult staff member stated that the students were
learning such life skills as "...how to play with each other, behave, how to discipline,
how to be responsible in other environments besides being at home, and how to respect

other people's property, things like that. Skills they probably would use every day."
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Positive peer relations. Besides learning life skills, the program proposal also

stated that the program was "designed to encourage teens to compete without fighting
and to develop positive relationships with their peers in an environment that promotes
a sense of belonging." The evidence that Club was a place where positive peer
relationships existed was found in the responses by three of the adolescents. They
stated that the purpose of Club was to have the opportunity to be with friends or to
meet new friends. For example, one girl in fifth grade responded to the question about
why Club was offered by stating, "To really have fun and spend time with friends."

This concept of friendship, or "Positive Peer Relations," was also supported
when students were asked for their thoughts about whether or not Club should remain
as an activity offered to both boys and girls. As an example, one boy in sixth grade
stated that Club should not be limited to only boys or only girls, "...'Cause then we
couldn't get to mingle. Talk to people."

Other evidence that the relationships among the participants in the program
were positive was found in the examination of the problems with other students. When
queried about whether or not they had negative experiences (e.g. fights) with other
participants in the program, the majority of the respondents said that they had not
experienced any problems with other program participants. Thus, the absence of
negative experiences may support the development of positive peer relationships.

Physical safety. As evidenced by the durational contextual forces, the
adolescents of Beecher, particularly the boys, appeared to be threatened by the

"unsafeness" of their community. The six boys who stated that Club was safe did so
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because it protected them from physical harm in the community. For example, one boy
in seventh grade defined the "safeness" of Club for himself as "Being protected, not
being in danger of anything or anybody." When the respondent was probed about what
or whom he was being protected from the respondent said, "People in the streets,
getting shot..." This respondent's comment about the "safeness" of Club provides two
pieces of data. One piece is a description of the "unsafeness" of his community which
lead me to identify the conceptual cluster of "Unsafe Community" discussed above.

The second piece of data was the respondent's belief that Club was a place
where protection from physical harm was provided. Of the six boys who spoke of
"safety," all of their responses could be divided in this manner, that is, their responses
described the "unsafeness" community as well as the provision of "Physical Safety" by
the program. The variable of "Physical Safety" being provided for the program
participants was also evidenced in the program proposal and in the focus group. In
fact, the program staff perceived the provision of a "safe haven" as the goal of the
program. The staff believed that without the provision of safety, nothing else, such as
the teaching and learning of life skills, could be accomplished. As one staff member
put it, "If they (the program participants) have a safe place, I think all those other
things (skills, positive peer relations, etc.) fall into place."

Psychological safety. Not only was the provision of physical safety perceived
as the goal of the program by the program staff, but psychological safety was also
perceived as part of providing complete "safety" for the program participants. One

adult staff member emphasized the importance of the variable of "Psychological
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Safety" by stating that the participants of Club were "...not only safe just in 'physically

safe,' but emotionally safe. All the teasing and all that, those things don't happen at
Club." The presence of this variable of "Psychological Safety" is also supported by one
of the participants when she defined the "safety" of Club to mean "...you can trust on
the people (the staff), and you don't have to worry about anything, you can just be
what you want to be."

Positive role models. As outlined in the program proposal, a primary
responsibility of the staff members was that they provide role modeling to the program
participants. The presence of this function was also supported by the staff members in
their responses during the focus group.

The evidence offered by the program participants to support the presence of the
variable of "Positive Role Models" was in the participants' reports of how they would
act, and what they would do, when placed in the hypothetical situation of becoming a
staff person for a day. Four of the program participants stated that they would behave
just as the staff behaves. Six of the program participants described the manner in
which they would behave, and when probed about whether that behavior was similar to
that of the staff, they responded that it was indeed similar.

As an example, one of these six participants stated, in response to this
hypothetical situation, that he would "...act civilized..." and when he was probed as to
what civilized meant he offered the following definition: "That means act a way, in a
civilized manner, where you don't act the fool. You don't hit nobody, stuff like that.

You don't cuss at nobody." When asked whether or not the staff act "civilized" most of
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the time, some of the time, or none of the time, the respondent stated that the staff
behaved this way most of the time.

In addition, these descriptions of behavior offered supporting evidence that the
staff of the program were viewed positively by the informants. The positive variables
of the staff that were offered by program participants in this hypothetical situation were
"helpful,” "fun to be around," "willing to play," "watchful," "friendly," "calm,"

"protecting," "nice," and "mature." Moreover, staff were viewed as being "not mean,"

and as not "yelling," "swearing," or "hitting."

Prevention of risk behaviors and promotion of positive behaviors. The
variables listed above as the answers to the question about internal variables of the
program referred to events or states that were presently occurring in the program, and
they were classified by the descriptive codes of purposes, staff, program participants,
contextual assets, maintenances, limitations, and processes. The variables of
"Prevention of Risk Behaviors and Promotion of Positive Behaviors" were solely
described by the code of "goal." As stated above, a goal is defined to be terminal
actions sought after through either approach or avoidance measures (Boyle, 1981).
Using this definition as the operationalization of the concept of "goal," it was revealed
that the program had goals that were either centered around preventing risk behaviors,
such as engaging in early sexual activity, or around promotion of positive behavior,
such as interacting positively with peers. The presence of these goals were evident in
the program participants' responses to the question about how the program helped the

middle school students.
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An example of the presence of the variable of "Prevention of Risk Behaviors"
was found in one of the program participant's statements, that "...say for instance there
was a fight and it was a real serious fight, and the person that was in Club Summit
was out there (instead of being in Club) and she got into big trouble, but Club Summit
prevent them from getting into trouble.” This "Prevention of Risk Behaviors" was also
evident in one seventh grade boy's response to how Club helps students when he
stated, "...yeah, 'cause most, some people in Club are bad in school and they seem like
they have something to do instead of going over a girl's house or going anywhere, just
hanging out, smoking, doing drugs. It seem like it be better than anything for them to
just be here."

While nine program participants stated that Club helped students by preventing
risk behaviors, three program participants stated that Club helped students by
promoting positive behaviors. For example, one girl in sixth grade stated that Club
helped students by "...trying to get them to work together and play together...," whereas
one boy in fifth grade stated that Club helped students "To be an honors student, to get
good grades." The presence of the variables of "Prevention of Risk Behaviors" and
"Promotion of Positive Behaviors" were also supported in a statement of the program
proposal that the after-school program was founded on the premise that to prevent risk
behaviors, a program should "...focus on delaying early initiation of sexual activity,
help teens do better in school, decrease truancy, help teens deal with negative peer
pressure, create positive pressures, and improve parent and child communication and

the involvement of parents in their children's activities."



79

Mai Variab]

The variables of "Club Activities," "Fun," "Learning," "Positive Peer Relations,"
"Physical Safety," "Positive Role Models," "Prevention of Risk Behaviors," and
"Promotion of Positive Behaviors" appeared to describe the internal processes of the
after-school program. Thus, a sense of "what" the program provided for the program
participants was gained, but not a sense of "how" these variables were maintained in
the after-school program. In order to answer this second question about the internal
processes of the program, those variables in Table 3 that appeared to maintain the
"descriptive" variables were identified. These variables were termed "maintenance”
variables.

As suggested in the conceptual framework of this study (see Chapter III), the
individual and her context are in a constant state of change, and researchers, such as
Lerner (1986), argue that to capture the development of the individual, longitudinal
designs must be utilized in research. Longitudinal studies not only allow for changes
across time to be discerned, but they also allow the researcher to discern causal
relationships. Moreover, this is a descriptive, cross-sectional study; thus, it cannot
generate data affording the causal ordering of variables.

Accordingly, in order to remain within the constraints of this design, no
statements of causality can made about the relationships among the descriptive and
maintenance variables; however, the existence of these maintenance variables appeared

to covary with the existence of the descriptive variables. These maintenance variables
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are listed in Table 3 as: "Staff Visibility," "Helping Behavior," "Boundaries

Maintained," "Communication of Expectations for Behavior," "Enforcement of
Consequences," "Authoritative Nature of the Personnel,"and "Competence."

Staff visibility. As demonstrated above, the staff as well as the ideas within the
program proposal supported the evidence that role modeling was an important function
of the staff members. Indeed, the literature on adolescent development asserts that
adolescence is a time of identity formation where young people "try on" various roles
by observing and interacting with others (Lerner & Spanier, 1980; Steinberg, 1989).
There are many reasons why young people chose particular people from whom to
model themselves, but in this program, there was at least one identifiable variable that
was associated with the variable of "Positive Role Models." This was the variable of
"Staff Visibility."

As demonstrated above, the staff of the program appeared to serve as positive
role models to the program participants; however, there was reason to believe that
when the program participants stated that they would behave just like the staff when
given the opportunity to be a staff member for the day, they were referring to the
behavior of the adult female staff members. This belief came from the response to the
question about who are the staff of the program. Sixteen program participants either
completely failed to identify any of the male adult staff members, or they identified
only one of three male adult staff members. This was also true for seventeen of the
program participants in terms of the identification of the teenage staff. This lack of

identification came from the fact that there was a high turnover rate among the teenage
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staff. When identification of teenage staff members took place, it was of two of the
teenage staff who worked with the program for an extended time period. The other
teenage staff members were not consistently a part of the program. Thus, the difference
in visibility among the teenage staff was probably the reason why only two of them
were consistently identified to be staff members by the program participants.

In regard to identification of the adult male staff, the male staff occupied roles
that also gave them less visibility to the program participants. Two of the women staff
occupied the roles of assistant club directors. In these roles, the women were
responsible for making announcements every day to the program participants about
fieldtrips, activities, and/or the overall behavior of the program participants. The men
did not address the program participants in these manners. Consequently, the variable
of "Positive Role Modeling" did exist in this program; however, one variable that was
related with this role modeling was the visibility of certain staff members. Indeed, with
further investigation, the variable of "Staff Visibility" may maintain the existence of
the variable of "Positive Role Modeling."

Hglpmg_tmhaym: As demonstrated above, this program appeared to provide
the opportunity for "Positive Peer Relations" to exist within the program. Having the
opportunity to experience positive relations with peers is important to adolescent
development because researchers find that the quality of peer relationships is predictive
of later psychosocial adjustment (East, Hess, & Lerner, 1987). One variable that may
be related to the existence of positive peer relations among program participants was

the helping behavior demonstrated by program participants for their peers. The staff as
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well as five program participants stated that fellow program participants assisted each
other with certain tasks such as completing an arts and crafts project, putting games
away, and/or completing homework.

For example, one girl in fifth grade responded that "They (other program
participants) help me learn new games and they help me with my school work."
Another male respondent in sixth grade stated that fellow program participants helped
him to talk about his feelings, whereas another female student in seventh grade
believed that other program participants assisted her by providing team work in
recreation. She states, "...like if we work as a team, like on a basketball team or if we
playing dodgeball and get ready to hit with the ball or something...well, teamwork."

While this variable of "Helping Behavior" may be positively related to the
positive peer relationships of the program participants, the presence of "Helping
Behavior" appeared to be significantly supported at only one of the schools and only
by girls. Five of the nine boys and eight of the ten informants at Dolan Middle School
reported that there was an absence of helping behavior among their peers in the
program. The gender difference may be due to socialization differences, whereas the
difference between schools may be tied to negative perception of the students in one of
the schools. As discussed in the "Procedure," fewer adolescents volunteered to be a
part of the evaluation activities at Dolan Middle School. The reasons for this may lie
in the fact that Dolan Middle School was being highlighted negatively by the media for
students' behavioral problems. As stated earlier, because this study was cross-sectional

study, knowledge about the perceptions the Dolan students of each other prior to the
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attention of the media was not collected. However, the heightened awareness of
behavioral problems at Dolan Middle School that was provided by the attention of
media may have influenced the program participants' views of their peers.

An example of this negative perception of Dolan students about their peers and
of the media's potential influence on program participants' perceptions of their peers
was supported by a boy in seventh grade who stated "we've been in the paper because
our teachers ain't tolerating the students acting up..." when he was questioned as to
whether or not it was a minority or majority of students causing problems at Dolan
Middle School; his response was "Well, some of them, anyway you call it, it's some of
them (students) that want to learn and most of them, I say, 40% want to learn and the
other 60% don't. That ain't even equal." Thus, the presence of the variable of "Helping
Behavior" potentially maintained the variable of "Positive Peer Relations" in this after-
school program.

Boundaries maintained. As demonstrated above, the young adolescents of
Beecher, particularly the boys, feel unsafe in their neighborhoods. The after-school
program, on the other hand, was viewed as a safe haven. One variable that appeared to
be related to the "safeness" of the program is the maintenance of the program
boundaries by the staff members. During the focus group, one teen staff member
believed that the staff was striving to provide a safe haven for the adolescents of
Beecher by controlling who entered the program as well as at what time they entered
the program. She says, "O.K., from what I've seen there's a certain time where you

can... go to Club and then the doors close. I think that that also provides a safe haven,
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that no other person can get through the doors past a certain time or that no other
adults can get through the doors at this certain time...." The presence of the variable of
"Boundaries Maintained" was also supported by the program participants when one girl
in seventh grade stated "Yeah, it (Club) is safe because if a person, if we go outside
and a person is not in Club, then they're not suppose to be around the Clubbers
(program participant). Like if it is a relative or something, you guys (the staff) might
say, 'Alright, go talk to your relative and see what they want and stuff.' Usually if it's a
relative, they let you go and stuff and talk to your relative, but if it's not a relative and
it's just a friend, you have to wait to after Club." Thus, the variable of "Boundaries

Maintained," appeared to maintain the safe environment of the program.

These two variables were on a continuum which, when first coding the data, were
called the "Discipline Process." It appeared that the variables of "Communication of
Expectations for Behavior" and the "Enforcement of the Consequences" were
associated with "Positive Peer Relations," with "Learning," and with "Physical" and
"Psychological Safety." Those adolescents at risk for maladjustment are characterized
by the literature to be aggressive and highly disruptive, and are rejected by their peers
(East, Hess, & Lemer, 1987).

This program appeared to control the occurrence of aggression and disruption
through communicating very specific expectations for behavior and enforcing
consequences for negative behavior. Moreover, as stated above, some of the program

participants believed that they learned from the discipline process because as one girl
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in seventh grade said, "It teaches us right from wrong." The variables of "Physical"
and "Psychological Safety " were also related to these two variables because, as one
staff member stated, "I think in the beginning (start of the program), before we could
establish ourselves, we had a lot of play fighting. I do believe that since we have
grounded that rule (no play fighting) and try to adhere to that,..., I haven't seen a lot of
play fighting in a while." Play fighting is "mock" fighting, wrestling, laying hands on
someone in a playful, yet aggressive manner, or threatening to lay hands on someone.

The expectations for behavior were defined by both the staff and the program
participants as the "Club Rules." Appendices D.1. and D.2. list the rules as defined by
both the staff and the program participants. When an adolescent would join the
program, he or she was given a parent permission form and a copy of the "Club Rules"
as defined by the program staff. The rule that was identified most frequently by
program participants and supported by the staff focus group and the program proposal
was the rule regarding the prohibition of fighting and play fighting. When five program
participants were probed about who communicated the "Club Rules," all of them
responded that it was the program staff who communicated the rules.

Although the consequences for negative behavior were not distributed in
written form to the program participants as were the "Club Rules," the evidence
supporting the variable of "Enforcement of Consequences,” demonstrated that there
were uniform actions resulting from the "breaking" of one of the "Club Rules." For

example, when answering the question about what a program participant does when

someone else is "messing" with him or her, twenty-one of the program participants
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stated that they went to a staff member. When these students were probed as to what
the staff member does to control the situation, the most frequent answer was that the
student causing the negative situation was put "on the wall." To be put "on the wall,"
meant that students were to discontinue their participation in an activity, and they were
to stand against the wall of the room for a period of 15-20 minutes. During this time
they do not talk to anyone. Other identified consequences for negative behavior were
being suspended from Club for a certain time period, being given a warning from one
of the Club staff members, and having parents called.

Authoritative nature of program personnel. In addition to being associated with
the variables of "Learning," Positive Peer Relations," and "Physical and Psychological
Safety" there was also evidence to support a relationship among the "Expectations for
Behavior," "Enforcement of Consequences” and the discipline style of the staff. The
style of discipline in this program seems to be best defined as "authoritative." Based on
the work of Diana Baumrind (1978), authoritative parents firmly but warmly set
expectations for their children's behaviors that allow children simultaneously to have
self-direction and to take ultimate responsibility for their actions.

The evidence to support the presence of the "Authoritative Nature of the
Program Personnel" was found in the data from the focus group and semi-structured
interviews. As an example of this authoritative discipline style, one adult staff member
described the expectations for behavior of the program participants by stating "(We)
expect them to get control of themselves, they know what the rules are, so, we place

that responsibility upon them and they break a rule, it's their responsibility to adhere to
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whatever the consequences are." The evidence that the program participants offered to
support the presence of this variable was visible in the brief questionnaire given to
respondents about the characteristics of the staff. By examining the two questions
about the "strictness" and "leniency" of the staff as being on a continuum, almost all of
the informants believed that the staff were neither too strict nor too lenient. The
authoritative nature of the personnel may maintain the expectations of behaviors and
the enforcement of consequences for negative behavior.

One manner by which the authoritative nature of the personnel may have been
fostered among the staff of the program was through the training received by the staff.
Staff members attended two workshops, both of which focused on being effective team
members. Furthermore, the staff of the program attended weekly staff meetings where
adolescent, discipline, and staffing issues were discussed. As one teenage staff member
stated, the training that she received taught her about "Being on time, responsibility,
working with kids, accepting our mistakes and correcting them. Working with other
people."

Competence. Another variable that appeared to be related to the variables of
"Fun," "Learning," and "Positive Peer Relations" was the variable of "Competence."
When asked about the activities that they liked the most and why, the program
participants responded with the following reasons: the activities provided opportunities
to have fun; they provided opportunities to be with friends or to meet new people; they
provided opportunities to learn; and they provided opportunities to exhibit competence.

In contrast, when program participants gave reasons for disliking activities, the most
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frequent reason was incompetence at the activity. For example, one boy in sixth grade
stated that he liked basketball "...'cause I can shoot good," whereas, a girl in sixth
grade did not like football "...because I can't throw no football or catch a football."
Thus, competence in activities may maintain the program participants' perceptions of

the Club activities.

Summary of Program Description

As demonstrated above, by examining the internal and the contextual processes
of this program as described by the perceptions of the program staff and the program
participants and by the ideas in the program's funding proposal, the functioning of the
program was depicted. The contextual forces were divided into the durational forces
that affected the existence of the program and the operative forces that affected the
functioning of the program. The presence of the variables of "Other Activities,"
"Boredom," "Perception of the Program," "Responsibility at Home," "Unsafe
Community," "Unsupervised Home," "Boredom," "Knowledge of the Program,"
"Structure of the Program, " "Parent Support,” and "Transportation" were all believed
to affect the program's existence in positive and negative manners. Whereas, the
presence of the variables of "Physical Structure Provided," "Building Space Occupied,"
"Uncooperative School Personnel," and "Locked Doors" were believed to affect the
functioning of the program in positive and negative manners.

In addition to describing the contextual forces that affected the functioning and

the existence of the program, the examination of the internal processes revealed that
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certain variables described the internal processes of the program. These variables were
the following: "Club Activities," "Fun," "Learning," "Positive Peer Relations,"
"Physical Safety," "Psychological Safety," "Positive Role Models," "Prevention of Risk
Behaviors," and "Promotion of Positive Behaviors."

This evaluation was cross-sectional in nature and, because of the limitations of
cross-sectional designs, no causal statements about the relationship of variables can be
made. However, there did appear to be certain variables that maintained the descriptive
variables. These maintenance variables were: "Staff Visibility;" "Helping Behavior;"
"Boundaries Maintained;" "Communication of Expectations for Behavior;"
"Enforcement of Consequences;" "Authoritative Nature of the Personnel;" and
"Competence." These variables were presented here as some of the potential variables
that maintain the existence of those variables that define the internal program
processes. Further investigation with a longitudinal design may provide additional
information about these "maintenance" variables as well as information defining the
presence of other key variables of the internal and the contextual processes of the
program.

Table 3 cross-tabulates the variables described above with the program
components of goals, purposes, program personnel, program participants, and program
processes (as well as contextual assets, maintenance, and limitations). In order to
summarize the relationships among the variables, Figure 4a and Figure 4b graphically
display these relationships. These figures conceptually relate to the figures presented in

Chapter III, in that the variables are positioned according to the systems in which they
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reside. (The micro-system is the school buildings, and the exo-system is the
community, participants' homes, and the school administration). The arrows in both
Figures 4a and 4b are meant to represent associations within the meso-system, and not,
necessarily, causation. Furthermore, these figures only demonstrate those relationships
evidenced in the data and not all possible relationships that could be identified with
further investigation. Finally, poverty and segregation in the Beecher community are
two concepts that were discussed in the "Context of the Study" in Chapter III.
Although the data in this study do not specifically define the role of poverty and of the
historic "white flight" in the functioning of this program, the very real impact of these
two social ills on the community of Beecher cannot be ignored: because It is believed
by the evaluator that to learn about and to understand the Beecher Community is learn

about and to attempt to understand poverty and segregation.
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Ouestions Rela p ! { p Limita

As Miles and Huberman (1994) state, qualitative research is a process of
discovering, verifying, and re-discovering. If this study was longitudinal in nature, the
variables listed above, which describe the functioning of this program, would have
been taken back to the program participants, the staff, and the program designers for
their verification and their insight into other variables that might have been missed.
This process would have allowed all the program's assets and limitations to be
described. Resources were limited in this study, thus this verification process with the
program designers, staff, and participants was not engaged. However, as outlined in
Chapter II, this program's functioning can be compared to the qualities that researchers,
practitioners, and adolescents believe describe successful youth programs. These
qualities are the following:

* Intensive individualized attention from responsible adults who respect and listen to

young people;

*

Engagement of peers in interventions;

*

A safe, protective environment where adolescents can be themselves;

*

Clear rules and high expectations for behavior;

*

Interesting activities that provide opportunities for young people to socialize, learn,
and practice new skills, make new friends, have new experiences, and explore

new options;
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* Creation of opportunities where young people can think about and plan for the
future;
* Attention paid to cultural and life-style diversity, as well as to individual diversity;

* Involvement of parents;

+*

Effective organizational climate that is flexible and supportive of program's
functioning; and
* Arrangements for training of staff.
Thus, it is possible to discuss how the described functioning of this after-school
program compares and/or contrasts with the ten characteristics of successful youth
programs.

One of the qualities that young people and researchers believe is vital in the
effective youth programs is adult attention that is respectful, individualized, and
intensive (Carnegie Corporation, 1992; Dryfoos, 1990; Schorr 1988). The after-school
program in the Beecher community appears to have this quality, not only because the
staff are viewed positively and as role models to the program participants, but also
because the staff exhibit an authoritative manner with the program participants. The
data do indicate, however, that the adult male staff and the teenage staff have a lower
visibility to the program participants than the adult female staff. This difference in
visibility could affect the relationship between the staff members and the program
participants. Thus, one asset to this program is that the intensive, individualized, and
respectful attention from staff does exist, but the "unbalanced" visibility among the

staff may present a limitation to the program if certain program participants identify
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more closely with adult males and/or teenagers.

The evidence that teenagers have a low visibility to the adolescents participating
in the program is not only limiting to the program in the sense that the development of
an intensive, individualized, and respectful relationship between the staff and the
participants may be hindered, but also it may be limiting in the sense that the
engagement of peers in interventions is also viewed as an important quality of
successful youth programs. Without teenagers being visible to the program participants
as staff members, the teenage staff is not being utilized effectively in the program
interventions.

For example, one adult staff member stated that seventh and eighth grade
teenagers did not attend the program because they rejected the "structure” of the
program. The teenage staff stated in the focus group that they believed they were role
models to the program participants because they were close in age and they, too, had
to follow rules. However, because of their low visibility, the message that their slightly
older and admired peers have to follow "rules" is probably not being communicated to
the seventh and eighth grade adolescents. Thus, an asset to this program is that the
older peers of the program participants are available as a resource for utilization in
program interventions, but a limitation of the program is that their low visibility
prevents them from being a maximally effective resource.

A third characteristic of successful youth program is the provision of a safe and
protective environment where adolescents feel comfortable expressing themselves

(Carnegie Council on Adolescent Development, 1992; Dryfoos, 1990; Schorr, 1988).
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The variables that relate to the existence of this quality in the after-school program are
described as "Physical Safety," "Psychological Safety," and "Boundaries Maintained."
The boys in the program felt threatened by dangers in their community; however, they
believed that the after-school program protected them from these dangers. This
protection from dangers and threats in the community seemed to be related to the data
describing the staff's maintenance of the program's boundaries. In addition to the
physical protection from dangers, the program also seemed to provide a space for
young people to feel comfortable about expressing themselves. As one young girl
stated, "...you can trust on the people (the staff), and you don't have to worry about
anything, you can just be what you want to be." Thus, an asset to this program is that
it provides physical safety through the maintenance of program boundaries and
psychological safety for the program participants.

Not only does the maintenance of boundaries potentially create a safe
environment for the program participants but, as suggested above, the communication
of rules and the high expectations for behavior may also create the safe environment of
the program. As demonstrated above, this after-school program has a set of rules as
well as consequences that appear to be consistently and clearly communicated to the
program participants by the program staff. Having clear rules as well as expectations
for behavior is considered to be an asset of the program because researchers and
adolescents believe that having these rules and expectations are key to "successful"
youth programs.

Protection from an unsafe environment and being provided with "structure" may
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be qualities about a program that attract young adolescents. However, the quality that

is more likely the most important feature of a "successful" youth program in the eyes
of a young adolescent is whether or not there is a provision of interesting activities that
allow young people to socialize, learn, practice new skills, make new friends, have new
experiences, and explore new options. This after-school program does seem to possess
such activities because, as demonstrated above, the activities were a source of fun,
learning, and positive peer relationships for the program participants. Furthermore, the
data in this study indicated that there is a lack of youth programs for young
adolescents in the fifth and sixth grade of the Beecher community. Consequently,
another asset of this program is that it provides extra-curricular activities that are
desired by the younger adolescents of Beecher; however, one limitation of this program
is that the seventh and eighth grade students do not attend because of other activities
that are provided for them and/or because of the negative perception among older
adolescents that the activities are "childish" or "chatty." Another limitation of the
program in terms of the activities was the potential lack of self-competence among the
program participants. As stated above, the most frequent reason for disliking an activity
was a lack of competence at the activity.

Another key element to effective youth programs is the provision of
opportunities for young people to think about and plan for the future. As discussed
above, this program provided fieldtrips for the program participants. These fieldtrips
were identified as a source of learning by one of the interviewed program participants.

In general, the majority of the program participants interviewed did not identify
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fieldtrips as a component of the program, probably because the program participants

had not had a fieldtrip recently when they were interviewed. However, the evaluator
participated in one of the fieldtrips that was designed to provide the young Beecher
adolescents with the opportunity to think about the future. This fieldtrip was taken to
Michigan State University during the middle of the school year. For an entire day,
program participants toured various facilities on the campus, such as the planetarium,
classroom buildings, and the auditorium/theater; in addition, they ate in one of the
dining halls and participated in a discussion facilitated by two Michigan State
University students who were Beecher alumni. The program designer stated that the
MSU experience was a "fantastic opportunity" for the Beecher middle school students
because so many of them do not see attending college as a reality or even a possibility
(Robinson, personal communication, 1994). Thus, the provision of this opportunity
could be considered an asset of the program; however, a limitation may be that this
opportunity was not a frequently offered feature of the program.

The fieldtrip to MSU was provided for the program participants of the Beecher
community because the after-school program designers were sensitive to the fact that
very few of Beecher's high school graduates receive post-secondary education. Another
manner in which the program designers were sensitive to what was perceived to be a
need of the program participants was in the selection of the staff for the program.
Attention to individual, cultural, and life-style diversity is viewed as a component of
"successful" youth programs (Carnegie Corporation on Adolescent Development, 1992;

Schorr, 1988). According to the program designers, the staff of the program, excluding
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myself, were selected because they were members of the young adolescents'
community and because they also reflected the race of the students. As stated earlier,
most of the members of the Beecher community are African-American.

Attention to staffing issues is one manner by which cultural diversity was
addressed this program; however, addressing "cultural diversity" through curricula
and/or other programming means was not done in the program. The program staff
stated that they believed that addressing cultural diversity was not a purpose of the
program, and one staff person suggested that the provision of a safe environment and
the provision of activities were more important than the provision of cultural diversity.
For example, she stated, "I think in the cultural sense and I look at it in different ways
as far as an ethnic perspective, we treat kids as kids. We don't come with afro-
centrisism or anything like that...from an environmental culture, I think that we're
meeting their needs because we are back to square one, giving them all those things, a
safe haven, things to do..." Thus, a potential limitation of this program is that it does
not address the issue of cultural diversity through curricula or other programming
means, but a potential asset of this program is that consideration to the fact that almost
all of the students in the Beecher community are African-American was made when
the program was staffed.

The last three qualities of "successful" youth programs describe variables that
are external to the program but support the program in some manner. As described
above, the variable of parent support was defined to have three levels. The first level

was the signing of the parent consent form for their child to attend the program. The
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second level was allowing their child to attend the program on a regular basis. The
third level was parent participation in the activities. As stated above, the first two
levels were positive durational contextual forces on the existence of the program when
applied to program participants, whereas they were negative durational contextual
forces on the existence of the program when applied to non-participants. Moreover, the
third level of parent support negatively affected the program because only two parents
of the twenty-two informants participated in the program activities, and the staff
described parent involvement as difficult to obtain.

Thus, the involvement of parents in youth programs is viewed as a
characteristic of "successful" youth programs; however, this program only has two
levels of parent support. Parents allowing their children to attend this program is an
asset to the program because without participants, the program would not exist.
However, the lack of parent involvement on the third level could be considered a
limitation of the program because parents' involvement in their adolescents' lives is
believed to be one means of preventing risk behaviors in adolescents (Dryfoos, 1990).

Not only is parent involvement considered to be an important external support
to the program, but an effective organizational climate that is flexible and supportive of
the program's functioning is also viewed as an important quality of "successful" youth
programs. As demonstrated above in the variables of "Locked Doors," "Uncooperative
School Personnel,” and "Occupied Building Space," the organizational climate of the
after-school program, which is defined here as the school and school personnel,

appears to be hostile towards the program's daily functioning. This is certainly a
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limitation to the program because it impedes the smooth operation of the program.

The final component of "successful" youth programs as identified by Dryfoos
(1990), Schorr, (1988), and the adolescents interviewed by the Carnegie Corporation on
Adolescent Development is arrangements for training of program staff. As discussed
above, the staff received training through two workshops and through weekly staff
meetings that centered around discipline issues as well as around adolescent and
organizational issues. The result of this training, as identified by the staff members, is
"team work." Thus, arrangements for training of the staff were made and there seems

to be a potential positive impact from this training.

; P { Limitati

As stated earlier, resources were not available for returning to the community
with the description of this after-school program's functioning so that community
members could determine the program's assets and limitations as well as further
identify key program components and processes. Consequently, ten characteristics of
"successful" youth programs were chosen to be the "yardstick" for this after-school
program's assets and limitations. As described above, these assets are:

* The staff provided intensive individualized attention.

* Older peers of the program participants were available as a resource for utilization in
program interventions.

* The program provided both physical and psychological safety.

* The program provided clear rules and high expectations for behavior.
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* The program provided activities that are desired and well-liked by the younger
adolescents of the Beecher community.

* The program provided at least one opportunity for the young adolescents of the
Beecher community to think about and plan for their futures.

* The staff of the program reflected the diversity of the community and were residents
of the community.

* Parent support, as defined by consent to become a member of Club and permission
of frequent attendance, did exist.

* Training arrangements were made for the staff of the program.

In turn, the limitations of the program are:

* Lower visibility of adult male staff and teenage staff to the program participants may
limit the power and/or the effects of the program's interventions.

* Seventh and eighth grade students were a minority in the program; thus, the program
has limited power to prevent and/or intervene in the behaviors and lives of
those seventh and eighth grade students who are "at risk."

* Students who experience a lack of competence in certain activities disliked those
activities, and this could limit the program's power to maintain those students'
involvement and/or limit the program's power to attract the membership of
additional students.

* The one opportunity provided for the young adolescents to think and plan for their
future was limited to only one day; thus, the program's power to affect the

course of the program participants' futures may be limited.
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* Cultural diversity as a "curriculum” focus was not addressed; thus, the program's

power to prepare the African-American youth of Beecher for survival in the
mostly White world may either be non-existent or very limited.

* Parents were not involved on a regular basis with the program; thus, limiting the
program's power in affecting the parent-adolescent relationship.

* The organizational climate of the programs, which was defined to be the school and

the school personnel, was resistant to the smooth operation of the program.

In sum, the description of the program's functioning was not taken back to the
individuals involved with the program for their verification and their clarification.
However, the comparison of the functioning of this after-school program to the ten
characteristics of "successful" youth programs seems to have provided a manner by
which to assess the program's assets and limitations. Furthermore, while the specific
results of this study cannot be generalized to other after-school programs, the
comparison of the program's functioning to the qualities of "successful" youth
programs offers additional qualitative support to the perspectives of youth and

researchers that these ten characteristics are, indeed, important qualities of "successful"

youth programs.



CHAPTER VII

DISCUSSION

The purpose of this study was to conduct a qualitative evaluation of the
processes comprising an after-school program for young adolescents in Grades 5-8.
This after-school program was implemented in Dolan and Summit Middle Schools of
the Beecher Community School District during the 1993-1994 school year.
Approximately 200 students participated in this program. The outcome of this
evaluation was a description of the program's functioning and of its assets and
limitations. Based on these results, the following is a discussion of theoretical
implications, reliability and validity issues, study limitations, programming
recommendations, and perspectives on the research process and implications for future

study of the after-school program in the Beecher Community School District.

Theoretical Implicat

The assets and limitations of this program were constructed from the
comparison of the program description to the ten characteristics of "successful" youth
programs. This program description was outlined earlier (see Chapter VI). As noted in
Chapter II, programs and the contexts in which they are embedded are complex and

multifaceted (Lerner & Miller, 1993). To understand the effectiveness and functioning

104
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of a program, the complexity and multifaceted nature of programs and their contexts in
which they are embedded must be addressed through the evaluation design.

The evaluation design of this study was constructed from the human
development theories of Lerner (1987, 1989a, 1989b, 1990, 1993b) and Bronfenbrenner
(1979, 1986) because these theories give support to the arguments that the individual is
nested (Bronfenbrenner, 1979) or embedded (Lerner, 1987, 1989a, 1989b, 1990,
1993b) within the context, and the interaction between the individual and the context is
dynamic (Lerner, i.e., 1987, 1989a), or reciprocal (Bronfenbrenner, 1979)--meaning
that any changes in the individual influences and are influenced by the changes in the
context.

By viewing the individual as embedded in, and dynamically interacting with,
the context Lerner defines the individual as a change agent; thus, the program
participants and the staff members of this after-school program were viewed as a
primary source of information about the internal and contextual processes of this
program. By weaving together the perspectives of the staff, program designers, and
program participants, a description of the program's complex functioning was defined
in Chapter VI.

By also viewing the individual as nested and reciprocally interacting with the
environment, Bronfenbrenner defines the contexts of human beings into different
systems, thus providing a method by which to identify the interactions of the between
the program and its context. By examining the program's micro-, meso-, and exo-

systems, information about the contextual forces of the program were defined in
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Chapter VI. As demonstrated above, the durational contextual forces of this program

represented the meso-system; these forces were generated from an event or state in the
micro- and exo-systems, and positively or negatively affected the existence of the
program. In turn, the operative contextual forces represented the meso-system; these
forces were generated from an event or state in the micro- and exo-systems, and
positively or negatively affected the functioning of the program. The macrosystem,
although not specifically explored, was described in Chapter III in the section, "The
Context of the Study," and is represented on Figure 4a. As noted earlier, two important
forces in the macrosystem are poverty and the historic "white flight" of the Beecher |
community. Recognition of the impact of these two social ills on the community of
Beecher is important understanding why the youth of Beecher are "at-risk."

Thus, the work of Lerner and Bronfenbrenner provided the theoretical
framework in this study. This theoretical framework directed data collection as well as
the data analyses of this study. An evaluation researcher, Chen (1990), asserts that
evaluation literature has not been concerned with incorporating theory into program
evaluation. The result of this atheoretical approach of evaluation, Chen (1990) argues,
are evaluations that describe a program's inputs and outputs, but not the processes that
occur between the inputs and outputs. In contrast, by using the theories of Lerner and
Bronfenbrenner, the processes of this program have been described; consequently, the
utility of Lerner's and Bronfenbrenner's work as applied to program evaluation is

supported by this study.
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Reliabili { Validi
While the theoretical framework of this study directed the generation and

explanation of the data, it is the case that, as with any study, the issues of reliability
and validity play an important role in the accuracy and the generalizeability of the
results. The issues of the reliability and validity of the results in qualitative research are
highly debated (Kirk & Miller, 1986; Schatzmann & Strauss, 1973; Silverman, 1993).
Researchers who view qualitative research and quantitative research as diametrically
opposed argue that these two concepts belong only to research that is conducted from
the positivisitic paradigm and have no place in qualitative research (Silverman, 1993).
However, researchers like Silverman (1993) and Miles and Huberman (1994) argue
that if qualitative research is to be considered scientific, these concepts must be
addressed.

To address the issue of reliability in qualitative research, Silverman (1993) and
Miles and Huberman (1994) assert that more than one individual should code the data
so that consistency among generated categories, patterns, and inferences or inter-rater
reliability can be established. To address the issue of validity, Miles and Huberman
(1994) argue that triangulation be completed by data source (people, times, places,
etc.), by method (observation, interview, etc.), by researcher (investigator A, B, etc.),
by theory, and by data type (qualitative text, quantitative).

Both triangulation and the establishment of inter-rater reliability are methods

that require more than one researcher and resources for the development and utilization
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additional methods. As stated earlier, this study had only one evaluator; however, this
does not mean that the issues of reliability and validity have been ignored. To Miles
and Huberman (1994), the issues of reliability and validity in qualitative researcher rest
upon the skills of the investigator. In qualitative research, the investigator not only
utilizes instruments, but he/she is an instrument of the study (Jorgensen, 1989,
Marshall & Rossman, 1989; Miles & Huberman, 1994). To be a valid and reliable
instrument of the study, Miles and Huberman (1994) assert that a qualitative researcher
must be familiar with the phenomena under investigation, must have strong conceptual
interests, must have a multi-disciplinary approach rather than being grounded in a
single discipline, and must have good investigative skills that allow him or her to draw
informants out and to avoid premature closure.

The evaluator attempted to become a reliable and valid instrument of the study
in each of the these manners. First, she became an adult "staff" member of the program
so that she was attending the program on a regular basis. She did not occupy any of
the leadership roles of the program, nor did she take responsibility for any one of the
activities. Thus, her role was that of a "floater" among the different activities. This
flexible role allowed her to familiarize herself with the context, processes, staff, and
participants of the after-school program before formal study was undertaken. Second,
the strong conceptual interest in the program of the evaluator was not simply a
function of the role of "evaluator;" it also was based on her experiences as a staff
member of the program prior to the formal evaluation period.

For example, the evaluator described in her personal journal that during one day
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in November 1993, the Club staff arrived at one of the schools to find that all of the

school space usually reserved for the after-school program was occupied. It was the
recording of experiences such as this one that prompted her to consider assessing the
contextual influences on the operation of the program.

Third, the evaluator attempted to assess this program with a multidisciplinary
perspective that utilized Lerner's and Bronfenbrenner's multivariate, multilevel theories
of human development. Finally, the attention to improving her skills as an investigator
was accomplished through her participation in the advanced qualitative methods course
offered by the Family and Child Ecology Department; through other independent
readings on interviewing styles; and through careful attention paid to the informant

responses that led to the mid-course adjustment of the semi-structured interview form.

Limitati f the Stud

Despite the evaluator's attempts to become a reliable and valid instrument of
this study, the reliability and validity of the results of this study cannot be
unequivocally established. There was only one researcher on this study; thus, inter-rater
reliability was not established. Furthermore, this was a cross-sectional study. The
theoretical framework of this study is based upon the arguments of Lemner (i.e., 1987)
and Bronfenbrenner (1979, 1986). Both of these theorists assert that individuals and
their context change over time. Consequently, longitudinal research designs allow the
researcher to assess change over time, whereas cross-sectional designs do not allow the

researcher to assess change. A longitudinal study conducted by more than one
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researcher would allow for reliability and validity to be established through the

methods suggested by Silverman (1993) and by Miles and Huberman (1994).

A longitudinal study would also permit a researcher to explore causal
relationships. As suggested in the "Results," several variables appeared to maintain the
variables that described the internal processes. For example, the variable of
"Competence" appeared to maintain the program participants' positive perceptions of
Club activities because those activities that were well-liked were those through which
the program participants expressed competence. Whereas, when program participants
expressed dissatisfaction with an activity, the majority of them stated that their reason
was lack of skill or competence in the activity. Thus, competence in an activity appears
to be associated with the perception of that activity.

This relationship between the students' competence and their perception of the
program is associational, at best. That is, the cross-sectional design of this study does
not afford causal explanation. Consequently, statements such as "competence in an
activity causes an adolescent to like that activity" cannot be made. Thus, though the
findings in this study must be interpreted with caution, they can provide valuable
information to the designers of the program as well as point directions for the
construction of hypotheses and future research in this after-school program.

Finally as stated in Chapter III, in the section, "Race, Class, and Values of the
Program Evaluator," all of the data in this study was filtered through the evaluator who
was European-American and raised in the middle class. In order to understand how she

filtered information through her own experience and background, the evaluator kept a
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personal journal of her own thoughts and experiences in the program and in the
Beecher community prior to the evaluation process. Though it is impossible to separate
the individual from his or her value system, it is possible to recognize and to question
how this value system may or may not influence the interpretation of the data. Thus,
the interpretation of the data in this study was offered not as the "true" and "absolute"
perspectives of the program participants and staff, but it was offered as a carefully
examined and worded interpretation of what the staff and the participants had to say

about the program.

P ine R fati

The feedback to the program designers and implementers was discussed above
in the form of the program's assets and limitations. In the upcoming 1994-1995 school
year, the program designers and the program staff are ultimately responsible for
transforming this knowledge about the program's assets and limitations into actions.
The following recommendations were constructed from the program's limitations and
offered from the evaluator's perspective as both a researcher and a program staff
member:

1. The male adult staff and the teenage high school members were not
recognized as staff members of the program by the program participants while the
female adult personnel members were recognized as staff members. The data revealed
that the reason for this lack of recognition was that the women occupied roles of

leadership in the program while the men and the high school teenagers did not occupy
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such roles. This "unbalanced" visibility of the staff means that the male staff and the

teenage high school staff were not being used in the most effective way in terms of
being positive role models since youths identify not only with women but also with
men and other individuals close to their age. One method by which to balance the
visibility of the staff may be to have the teenage staff organize and implement the
program at least once a month and have the adult leadership roles within the program
occupied by both men and women.

2. There were fewer older students than younger students who attended the
program because of such reasons as other activities, negative perceptions of the
program, responsibilities at home, and etc. In order to reach the older adolescents of
the middle schools, the program designer and staff should explore seventh and eighth
graders perspectives of "what" an after-school program should contain for them and
"when" this program should be offered to them. Methods by which to accomplish this
exploration may be through focus groups with selected students and/or a brief survey
administered to a large group of students.

3. The "competence" or how a program participant thought about his or her
ability to perform an activity in the after-school program appeared to influence whether
or not that student had fun, learned, and experienced positive peer relationships in the
program. This competence or feelings about oneself relates to the self-concept of the
individual. In adolescence, self-concept develops just as the body, mind, and emotions
of the adolescent develop. In order to facilitate the developing self-concepts of the

program participants, program designer and staff should explore the development of a
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staff protocol for encouraging the development and/or maintenance of positive self-
concept among the program participants. Methods by which to accomplish this may be
through additional staff training sessions, centered around the topic of adolescent self-
concept and through staff work sessions involving scenarios and/or role plays. These
role plays could demonstrate practical methods for encouraging the development of
positive self-concept among program participants.

4. As discussed in the "Context of the Study," in Chapter III, very few of the
Beecher community teenagers go on for post-secondary education. The MSU trip was
one experience that may have encouraged some of the young adolescents of Beecher to
consider that college could become a reality for them. In order to facilitate Beecher's
young people in their plans for their futures, the program designer and staff should
explore the development of a program component focused on career development.
Methods by which to accomplish this may be through the staff making arrangements
for community professionals to visit the program and/or through program designers
exploring avenues to involve such organizations as Junior Achievement in the Beecher
community.

5. As stated in the "Context of the Study,” the adolescents of Beecher live in a
community, like many urban communities, that has experienced "white flight" as well
as extreme economic hardship. In this program, cultural diversity was not a purpose of
the program as defined by the staff. However, the staff of the program may want to

examine what the values of cultural diversity are and why these values might be
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important to the adolescents of Beecher. Methods to accomplish this understanding
may be through staff training sessions focused on the definitions of cultural diversity;
and through the use of cultural diversity in interventions as well as focus groups
conducted with the adolescents of Beecher around the issues of what cultural diversity
means to them and how could having an understanding of cultural diversity be helpful
to them.

6. The residents of the Beecher community could be classified as members of
the working class. Many of them work the second shift at one of the General Motors
factories. Parents' involvement in their adolescents' lives is deemed as an important
quality in the promotion of positive youth development, and, indeed, the staff of this
program also thought it was important. However, the staff stated that they had great
difficulty in getting parents to volunteer their time to the program. In this study, at
least 6 of respondents stated that their parents would want to be involved in the
program, but had to work during the time at which the program was offered. One
manner by which to foster parent involvement other than through volunteering time is
through the formation of a parent advisory group that met during a time convenient for
the parents. This group could be informed of the daily functioning of the program as
well as could make programming recommendations to improve the program and to
increase other parents' knowledge about the existence, purpose, and functioning of the
program.

7. The data indicated that the school personnel did not understand the program

and had negative perceptions about the program. In order to reduce the hostility to the
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program and ignorance of the school personnel about the functioning of the program,
the program designer and the program staff should explore conducting in-service

meetings where the school personnel could learn about and express their views about

the program.

As stated above, there is utility in applying the human development theories of
Lerner (i.e. 1987) and Bronfenbrenner (1979, 1986) to program evaluation. In this
study, a method by which to conduct "process" evaluations was demonstrated. That is,
by viewing the multiple perspectives of the individuals involved in this program as
legitimate and valuable sources of information about the program and by viewing the
context of the program as a powerful shaping force on the program's existence and
functioning, information about "how" this program functioned was provided.

In this study, there was also utility in being a participant of the evaluation
process. That is, by becoming a staff member of the program, the evaluator was not
only able to develop rapport and trust with the program participants and the program
staff, but she was also able to gain a certain level of understanding of the program
functioning that an "outside" evaluator would not have possessed. For example, the
evaluator was familiar with the "language" of the program; and when the time came to
evaluate the program, she did not need program participants to define the discipline
term "on the wall;" instead, she could focus her energies on answering the evaluation

questions. Not all process evaluations need to be completed in a participatory manner;
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however, when the culture and organization is foreign to the evaluator, participation
greatly aides the research process.

Finally, this process evaluation answered the very important question of "how"
this program functions. Future research should now focus on "what" has been, and
continues to be, accomplished in this after-school program. That is, the question that
needs to be answered is: "What is the change in risk behaviors or adolescent
development which occurs as a result of participation in this program?" As stated in
Chapter I, programs in the non-school hours are believed to have a tremendous
potential to impact the behaviors and well-being of adolescents. Given that this
program possesses many of the characteristics of "successful" youth programs, it is
believed that, as it develops, the program could positively impact upon the lives of the
young adolescents of the Beecher community. Thus, measurement of the impact of this

program must now take place.
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Dear Parent,

Your child has been participating in Club Dolan or Club Summit throughout the school-year.
The purpose of Club Dolan and Club Summit is to provide young teens with a safe place to
have fun and learn about positive ways of behaving. In order to know whether or not we,
the staff, at B-103 and the Clubs, are providing your teen with this positive experience, we
are evaluating the program.

To evaluate the program, Ms. Melissa Freel, who is one of our adult staff members, will be
interviewing twenty of the kids who participate in Club. She will ask them 26 questions
about what they think of Club. For example, three of the questions are "How often do you
come to Club?"; What activity do you like the most about Club?"; "Why do you think that
other kids have not joined Club?" Ms. Freel will interview each teen individually during
Club. The interview is expected to take about 20 minutes. Also, in order to capture
everything that your child has to say about Club, Ms. Freel will tape record their answers.
All of the information that we collect will be compiled for the group as a whole. The
identity of the teens will be kept confidential and, after Ms. Freel transcribes the tapes, she
will erase them. No names will be connected with any of the information collected from
your child. Your teenager will also sign a consent form before participating in the
interview, but we can only conduct the interview if we have your consent too.

Participation in these evaluation activities is completely voluntary. You can withdraw your
child’s participation or your child can withdraw from participation at any time during the
evaluation. But we do need your consent for your teen to participate. For those teens who
do participate, there will be a raffle held at each school for a gift certificate at McDonald’s.
If you have any questions, you can call Ms. Freel or Ms. Yvette Flippen at the B-103 Teen
Health Center at 785-9869.

If you would like to give consent for your teen to participate in this evaluation, please sign
the following parent consent form.
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Parent Permission Form

I have read the above description of the Club Dolan and Club Summit activities, and I give
my consent for my child to participate in the evaluation. I understand that these activities are
voluntary and either myself or my child can withdraw participation at any time.

(Print name of Child) (Their grade)

(Parent signature) (Date)

(Phone where you can be reached)
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Consent form for Teens

(TO BE READ BY EVALUATOR TO PARTICIPANT)

I am going to ask you a few questions about what you think and how you feel about
Club. What you tell me today will help all of the Club staff do a better job so that Club is a
fun and a safe place for you to come after-school. Also, because I care about what you have
to say about Club, I am going to tape record your answers. After we are done, I am going
to listen to the tape and write your answers down on a piece of paper, but I am not going to
use your name and no other staff person is going to know what you said about Club. Once I
am done writing your answers, I am going to erase the tape. Do you understand what we
are going to do here? Is it O.K. that I am going to tape your answers? If you said yes to
each of these, please write your name below on the line. Please keep in mind that you do
not have to answer these questions and you can quit at anytime.

(Program participant writes name)

Gender

Grade

School

Date
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Staff Consent Form

I understand that I will be participating in a focus group for the purpose of evaluating the
after school program. I understand that this focus group will be audio-taped, and that my
participation is voluntary. Furthermore, I may withdraw my participation at any time.

(print name) (date)

(Signature)
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Semi-Structured Interview for Adolescents

Date: Time:

Gender: School:

Grade:
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Personnel

1. Can you tell me who are the staff of Club?
Prompt: Tell me as many of their names as possible

2. When another kid in Club is "messing" with you, what do you do? Why?
Prompt: Do you ever go to a staff person? Why?

3. What happens when you go to a staff person for help?

4. 1 am going to give you a sheet of questions about how you feel about the adult
staff and the teen staff of Club. I would like you to read each question and circle one
of the faces that matches how you feel. I am not going to look at your answers, and

after you are done, I want you to fold up your sheet and put it in this envelope.

5. Are there any adults, other than your parents, that you like? Why do you like
them?

6. Are there any adults, other than your parents, that you don't like? Why don't you
like them?

7. Just for pretend, you get to be a Club staff person for a day, How would you act
and what would you do?

Activities

8. What is there to do when you come to Club?

9. What do you usually do when you come to Club? Why?
10. What activities do you like the most in Club? Why?
11. What activity do you like least in Club? Why?

12. What would you miss if Club did not exist?
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Other Program Participants

13. Do you think that most of the other kids in Club are in the same grade as you?
Are they mostly boys or mostly girls?

14. Does it make a difference if Club has both boys and girls? Would it be better if it
were only boys or only girls? Why?

15. Does it make a difference that Club has younger and/or older kids? Would it be
better if there were just older/younger kids? Why?

16. Can you think of any problems that you have had with other kids in Club? What
are they?

17. If you have had problems with kids, why do you think they are "messing" with
you?

18. Can you think of a way that other kids have helped you in Club this year?
Contextual Assets/Limitations

19. How often do you come to Club?
Prompt: Is it only once a week, once a month, all the time?

20. Why did you join Club?

21. Are there any special requirements that you have to do to stay in Club?
Prompt: Are they easy or hard requirements?

22. What did you have to do to join Club?
Prompt: What that easy or hard for you to do?

23. How did you find out about Club?

24. When you do not come to Club, what are you usually doing?
Prompt: homework, watching T.V., hanging with friends, staying after school
with a teacher?

25. Why did you come to Club today?

26. Why did you come or not come to Club last week?
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27. Has anyone ever told you that you cannot come to Club? Who are they, and why
did they tell you this?

28. Why do you think that other kids have not joined Club?
Goals
29. Why do you think that we have Club?

30. Do you think that Club helps kids in some way? (If yes, how does Club help
them).

Parents
31. What do your parents/guardians think of Club?

32. Have your parents ever helped out with Club?
Prompt: Do you think they would like to help out?
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Question #4

Directions: For each of the questions below, circle only one
of the faces.

4a) Adult Club staff listens to me:

Not! Sort of

4b) Adult Club staff care about me:
Not! Sort of

4c). Adult Club staff are strict with me:

CRCNC

Notl Sort of

4d) Adult Club staff let me do what [ want:

Not! Sort of
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4e) Adult club staff is respectful towards me:

Not! Sort of

4f) Adult Club staff believes in me:

S @ E

Not! Sort of

Now, please tell us how you feel about the Teen Club staff by
circling only one face for each of the following questions:

4g) Teen Club staff listens to me:

Not! Sort of

4h) Teen Club staff care about me:

© @ 6

Not! Sort of
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4i) Teen Club staff are strict with me:

Not! Sort of

4j) Teen Club staff let me do what I want:

Not! Sort of

4k) Teen Club staff is respectful towards me:

Not! Sort of

41) Teen Club staff believes in me:

Not! Sort of
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APPENDIX B.2: SEMI-STRUCTURED INTERVIEW FOR SECOND 11
INTERVIEWS

Semi-Structured Interview for Adolescents

Date: Time:
Gender: School:
Grade:
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Personnel

1. Can you tell me who are the staff of Club?
Prompt: Tell me as many of their names as possible

2. When another kid in Club is "messing" with you, what do you do? Why?
Prompt: Do you ever go to a staff person? Why?

3. What happens when you go to a staff person for help?

4. I am going to give you a sheet of questions about how you feel about the adult
staff and the teen staff in Club. I would like you to read each question and circle one
of the faces that matches how you feel. I am not going to look at your answers, and

after you are done, I want you to fold up your sheet and put it in this envelope.
[Attached]

5. Are there any adults, other than your parents, that you like? Why do you like
them?

6. Are there any adults, other than your parents, that you don't like? Why don't you
like them?

7. Just for pretend, you get to be a Club staff person for a day, How would you act
and what would you do?
Prompt: Do the staff people of Club act that way most of the time, some of the
time, or not at all?
Activities
8. What is there to do when you come to Club?

9. What do you usually do when you come to Club?
Prompt: Is this the activity that you like the most?--Why

10. What activity do you like the least in Club? Why

11. What would you miss if Club did not exist?

Other Program Participants

12. Do you think that there is an equal number of 5th, 6th, 7th, and 8th grade boys

and girls in Club, or do you think that some grades have more kids in Club? Is Club
made up of mostly boys or mostly girls or is it equal?
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Does it make a difference if Club has both boys and girls? Would it be better if it

were only boys or only girls? Why?

14.

Does it make a difference that Club has younger and/or older kids? Would it be

better if there were just older/younger kids? Why?

15. Can you think of any problems that you have had with the other kids in Club?
What are they?

16.

If you have had problems with kids, why do you think they are "messing" with

you?

17.

Can you think of a way that other kids have helped you in Club this year?

Contextual Assets/Limitations

18. Do you belong to any other after-school activities? What are they? Why do you
belong?

19.

20.

21.

22.

23.

24.

25.

26.

27.

How often do you come to Club?
Prompt: Is it only once a week, once a month, all the time?

Why did you join Club?
Are there any special requirements that you have to do to stay in Club?
Prompt: Are they easy or hard requirements? Who told you that these were the
requirements? What do you think of them?

What did you have to do to join Club?
Prompt: Was that easy to do or hard for you?

How did you find out about Club?

When you do not come to Club, what are you usually doing?
Prompt: homework, watching T.V., hanging with friends, staying after school
with a teacher?

Why did you come to Club today?

Why did you come or not come to Club last week?

Has anyone ever told you that you cannot come to Club? Who are they, and why
did they tell you this?
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28. Why do you think that other kids have not joined Club?

Goals

29. Why do you think that we have Club?

30. Do tﬁ'ou)think that Club helps kids in some way? (If yes, how does club help
em

31. How is Club different or the same from school?

32. Some kids say that Club is a safe place, do you think it is safe?
What does safe mean?

Parents
33. What do your parents/guardian think of Club?

34. Have your parents ever helped out with Club?
Prompt: Do you think they would like to help out?
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Question #4

Directions: For each of the questions below, circle only one
of the faces.

4a) Adult Club staff listens to me:

Not! Sort of

4b) Adult Club staff care about me:
Not! Sort of
4c). Adult Club staff are strict with me:
‘ -
4
Not! Sort of

4d) Adult Club staff let me do what I want:

Not! Sort of
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d4e) Adult club staff is respectful towards me:

Yes Not! Sort of

4f) Adult Club staff believes in me:

Not! Sort of

Now, please tell us how you feel about the Teen Club staff by
circling only one face for each of the following questions:

4g) Teen Club staff listens to me:

Not! Sort of

4h) Teen Club staff care about me:

© 0 6

Not! Sort of



134

4i) Teen Club staff are strict with me:

Not! Sort of

4j) Teen Club staff let me do what I want:

Not! Sort of

4k) Teen Club staff is respectful towards me:

Not! Sort of

41) Teen Club staff believes in me:

Not! Sort of
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Focus Group Questions for Staff

Introduction

As you know, we have had many staff meetings throughout the school-year,
and during these meetings we have often discussed our thoughts and feelings about
Club. Today, I am going to conduct a focus group with you all in order to capture
some of those thoughts and feelings on paper. I am going to audio-tape our
discussion. [ will transcribe the tape and use the information to construct an evaluation
report. Following the transcription, I will erase the tape. I need to hear from every
one of you throughout our discussion; however, each one of you do not have to answer
all of the questions. When one person is speaking, I ask the rest of you to remain
quiet, and when you are speaking, please speak loudly enough so that the tape recorder
can capture what you have said. Finally, when I do the transcription, I will not
identify you.

Now, I am going to pass out a consent form and if you understand everything that it
says and you have no questions regarding your participation in this focus group or in
the evaluation, please sign it.

Goals

1. Throughout the school year, we have often talked during our staff meetings about
what we see this program is doing for the kids involved. Let's take a minute to reflect

on these thoughts and list them on this newsprint:

2. Of all these concepts on this sheet, which one would you see as the primary goal of
the program?

3. How do you think we, as a staff, are accomplishing this goal?
Program Participants

4. Do we serve kids equally from all the grades, or do we have more younger ones,
older ones? Do we serve more girls than boys, more boys than girls, or is it equal?

5. From our answers in question Four, why do you think it is that way?
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6. In general, how do you think our kids act behaviorally towards one another?
Prompt: What are some situations that cause negative interactions/positive
interactions?

7. What are our expectations for behavior of the kids in Club
Prompt: Are they too lenient, too strict?

8. In what ways do you think interaction with the high school staff affects the
behavior of the Club kids with one another?

Activities
9. What activities do you think the kids like the most? the least? Why?
10. What do you think the Club activities provide for the kids? Why?
Personnel
11. On a piece of paper, I would like you to write down several characteristics about
yourselves. Now, look over these characteristics, which of these do you think
the kids in club would consider to be important in a Club staff person.
Prompt: let's discuss some of these characteristics
12. On the same piece of paper, I would like you to write down as many
characteristics as you can think of that would describe a "model" staff person?
Prompt: let's discuss these characteristics, as a group do we demonstrate

these characteristics?

13. In what ways do you think that we address or don't address the cultural and
individual needs of the Club kids?

Contextual Assets/Limitations
14.. Why do you think the kids have joined Club?

15. Why do you think some kids have not joined Club?
Prompt: is there some activity or person preventing their participation?

16. Do we involve parents, if so, how?
Prompt: How does parent involvement affect the program?

17. What are the benefits and the challenges of working with the school personnel?
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18. Think about the school buildings, does the physical structure of these buildings
present any challenges or benefits to the program? If so, what are they?

19. How has the training we received, prepared or not prepared us for our jobs in
Club?
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1. Problem Statement

The consequences of teenage pregnancy are well documented and demonstrate the great
need to prevent early childbearing among adolescents. Volumes of research has focused
on programs that attempt to prevent pregnancies and mitigate the consequences to mother
and child. Over the past several years, a number of leading adolescent specialists have
demonstrated that effective prevention strategies must move from more traditional one-
dimensional approaches to comprehensive models. Joy Dryfoos, in "Adolescents at Risk:
Prevalence and Prevention" proposes that effective pregnancy prevention programs for
high risk teens must provide intensive individual attention within a group setting, focus on
early interventions, be based on promoting success in school, and be a community based,
multi-agency collaborative approach. Effective interventions must especially focus on the
antecedents or predictors of early childbearing among youth at highest risk.

The research shows that one can predict those most at risk by identifying 6 antecendents.
Children who become parents are more likely to:

1. initiate sexual activity at younger ages than their peers.

2. do poorly in school and not be engaged in school activities.

3. have truancy and acting out problems.

4. be easily influenced by their peers.
5. come from low income neighborhoods and live in segregated neighborhoods.

6. have inattentive or nonsupportive parents.
Early sexual activity becomes a powerful substitute for a sense of self otherwise gained
through school success, positive home life and good peer relationships. These antecedents
are also strong predictors for substance abuse, delinquency and school dropout, in fact all

four high risk behaviors are strongly interrelated

Of particular importance in predicting teenage pregnancy is the probability that teens, both
males and females, will become sexually active at an early age and become teen parents if
they are doing poorly in school. Several national surveys and studies have shown that
contrary to conventional wisdom, more than one fourth of the teens do not drop out of
school after but before the pregnancy. In the National "High School and Beyond Survey”
sophomores with low academic abilities were twice as likely to become teen parents. The
"National Longitudinal Survey" found that females in the bottom quintile on math and
reading scores were five times more likely to become teen parents over a two year period
than the top quintile. The Furstenberg and Brooks-Gunn study of teen mothers found that
more than feeling despair about their futures, many young mothers felt "despair about the

present, especially their lack of success in school.”

This proposal requests funding for an After School Intervention Program to decrease the
number of teens that initiate sexual activity before age 15. The Beecher School District is
located just north of the city of Flint, and has approximately 24,000 residents of which
approximately 1200 are ages 9-14 and 1000 are 15-18. The area is over 80% African
American, with high unemployment and a large percentage of single, female headed
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households. 87% of the teens in Beecher schools are African American and 12% are
white.

In Genesee county, the teen pregnancy rate is over 16.7. It is estimated that Beecher
currently has over 150 teen parents. In 1991 the Beecher Teen Health Center provided
almost 400 pregnancy tests and confirmed 86 pregnancies, of which 48 resulted in a birth
(of a service population of approximately 850 clients). Young teens attend one of two
middle schools, Dolan or Summit. The biannual survey to assess needs for the Teen
Health Center conducted in May 1991 found that these middle school students are indeed
at high risk for early sexual initiation. In fact 36.1% of these teens in grades 5-8 reported
that they are sexually active (have had intercourse), with 9.4% reporting that they have
intercourse at least weekly. (Of these, 58.2% report they never use contraception and

24.3% always do. 8.4% have been or gotten someone pregnant.)

The data shows that Beecher teens on average do poorly in school: by 12th grade, over
20% of all teens will have dropped out. No Beecher students exceeded the 40th percentile
in any one category on CAT tests in math and reading in 1991. The 1991 MEAP scores

found only 4% of tenth graders at 75% or better. Truancy and related problems are
endemic in the middle schools. In 1991, 80% of all Dolan students and 40% of all Summitt

students were suspended at least once, including 1409 suspensions for fighting, 34 for
weapons, 178 for physical abuse and 60 for vandalism. Beecher teens live in an
impoverished area as shown by the fact that Beecher has the highest percentage of free or
reduced lunches in Genesee County at over 80%. Parental unemployment estimates range
from 40-70%. Staff reports of parent participation in school activities is reported to be

minimal.

2. Project Description

This proposal for an Afterschool Enrichment Program is based on the premise that to have
an impact in delaying early sexual activity, interventions must focus on the antecedents to

such behavior. They should focus on delaying early initiation of sexual activity, help teens
do better in thmﬁe_eng_@lem negative peer pressure and
create positive pressures, and improve parent and child communication and the
involvement of parents in their children's activities. The program is modeled after the
Pregnancy Prevention Project of the Children's Aid Society in New York and the Fifth
Ward Enrichment Program in Houston. This program has already been piloted at each of
the two middle schools during the summers of 1991 and 1992. Limited funding has

prevented implementation during the school year.

The Afterschool Enrichment Program consists of a school year program at each middle
school, meeting two times a week/school for 2 hours. Known by students as Club Dolan
or Club Summit, the program will provide an atmosphere of safety, fun, recreation and
learning. Each two hour session will consist of 60 minutes of physical activities (open
gym, competitive or non-competitive games), crafts, academic challenges, and special
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projects such as talent showcases, and acting instruction; 15 minutes for refreshments and
45 minutes of life skills and human sexuality instruction and discussion.. The first hour
will be designed to encourage teens to compete without fighting and to develop positive
relationships with their peers in an environment that promotes a sense of belonging.
Interesting and fun activities will be planned so that teens develop a more positive concept
of their own school environment. The life skills and human sexuality programs will be
designed within the framework of the "Special Beginnings and Crossroads" curriculum for
teen males and females. This curriculum is open-ended and is adaptable to specific
settings. It includes growth and development and sexuality education, development of
positive relationships, encouragement of abstinence, techniques to combat negative peer
pressures, and life skills planning (including development of preemployment skills,
decision making skills, etc.) Tutoring and homework help will be available to any student

needing or wanting it during the two hour period.

During the first hour the play interactions among teens create opportunities to provide
feedback and teach teens positive ways to relate to each other. Staff will continually
exploit interactions among the participants as learning opportunities. The Life Skills and
Human Sexuality component of the clubs is designed to formalize learning opportunities.
The format will be one of outside presentations, group discussions, drama and group

theater and role playing and written exercies. -

The program will include field trips as incentives for positive group behaviors. The field
trips will be selected by the teens and become progressively "better” throughout the year.
The group must earn points to buy their trips. Points will be eamed by overall group
grade point average (as it improves throughout the program), lack of suspensions or
detentions in school by members, lack of fighting during the club by members,
participation and completion of specific activities in the life skills and human sexuality
program, attendance at the clubs, and group participation in community service activities.
The focus will be on the entire group's behaviors, in an effort to promote a sense of
something "good to be involved with" and to teach the benefits of positive peer pressures.
It is expected that teens will experience group pressure to do "well" for the benefit of the

entire group.

Adult role modeling and interventions by staff are key to the program's success. 2 Teen
Health Center Peer Educators, 4 college students, two tutors during the school year, 'the
Teen Health Center Health Educator and Psychologist will staff each club and be on site

for each club meeting.

Parent involvement will be encouraged in several ways. All teens and their parents will
sign a contract to participate in the Club. The Crossroads and Special Beginnings
curriculum have specific parent involvement components. Teens will eamn additional
points when their parents attend these sessions with the teens. Parents will also be
encouraged to attend the field trips with the teens and to "chaperone” at other club
activities. It is expected that through involvement in the curriculum and the field trips,
parents will establish longer term committments to their children's school and
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extracurricular activities as parent involvement is an essential ingredient to delaying early
sexual experiences.

The sites for the Clubs will be each middle school gym and community room. Currently
the middle schools lock their doors at 3:00 P.M. each day, except for organized sports.
The district has made the committment to keeping the buildings open for the Clubs.

The Program's time line begins in December 1992, when arrangements are made to secure
space, supplies, and staffing. The program will be ready for implementation immediately
after the Christmas break. It will run each week, including during the summer, ending the
week of August 24, except for Easter and spring vacations for a total of 30 weeks:
eighteen during the school year and twelve weeks during the summer. Tutoring will not
be provided during the summer, in as much as the school district offers summer tutoring to
students. Pending continuation funding, the program will operate into the following
school year. The evaluation design will be completed by early January, with an initial
evaluation completed at the end of the first nine month period.

Specific Outcome Objectives for the Program (and Evaluation Measurements) at the end
of the first program year are consistent with Healthy Youth 2000 objectives and include:

-

1. No more than 15% of the program participants (who had not engaged in sexual’
intercourse prior to the program) will be sexually active. (Written questionnaire)

2. At least 50% of the program participants will have abstained from sexual activity for
the final three months of the program (as compared to youth 2000 objectives of 40% ages

17 and under). (Written questionnaire)

3. Participants will report significantly improved abilities to resist negative peer pressures
and will report significant improvements in self concept. (Scored self concept instrument
and questionnaire)

4. Student and Parent knowledge about human sexuality will be significantly improved.
(pre and post tests during curricula implementation)

5. There will be a 0.50 average grade point improvement among participants. (school
records)

6. There will be a 50% reduction in the rates of suspension and detentions among
program participants. (school records)

7. There will be a minimum of 10 parents per program site actively involved in club
activities. (Parent census)

8. All sexually active participants will be using dual methods of contraception and
protection. (questionnaire)
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9. There will be no teen pregnancies among program participants during the duration of
the program. (questionnaire)

3. Coordinating with Related Community Resources

The program will be coordinated through the Beecher Teen Health Center, which is
located in Beecher High School. This Center was established in part because of the
paucity of services available to teens in the Beecher School District. Located
approximately 8 miles from downtown Flint and 3 miles from the county health
department McCree clinic, the center has provided a number of services not otherwise
available to teens. This program will be an unduplicated effort. There is currently no
program efforts directed in Beecher towards middle school youth, with the exception of

organized sports.

Beecher schools participate in the Michigan Model for Comprehensive School Health,
however human sexuality education is taught through the gym classes in only the seventh

grade. -

This program will be implemented in collaboration with a number of other services: the
Beecher school nurse will be actively involved in recruiting club members and in providing
services to them. Sexually active teens will be referred to the Teen Health Center where
comprehensive family planning services are available, including referrals to Mott Children's
Health Center for contraceptives. The Teen Center has two pediatricians with specialty
training in adolescent medicine including gynecology. Prenatal care is also provided on
site by a nurse midwife. Teen parents that participate in the program will be referred to the
Center's Teen Parent Support Program, which offers case management support and
weekly support group meetings for teens parents (male and female). Locally available
resources will be utilized for the human sexuality and life skills component including
human sexuality educators from the Genesee County Health Department, Planned
Parenthood, HIV Wellness Network, the Beecher Schools Literacy Center (currently
being established), the Chapter I and II remediation support services, and the adult
education and continuing education program for preemployment services. Local
community agencies will be asked to participate as guest presenters at the Clubs. Beecher
has an active group of neighborhood block clubs that will be contacted for community
service projects. The Beecher Men's Club and local panhellenic societies will be asked to

participate in specific club recreation activities.

4. Target Population

The program will be open to any teen attending either Dolan or Summitt Middle Schools,
in grade 5-8. During the pilot program over the past two summers, recruitment was
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solicited via fliers and posters; enrollment remained steady at 50 students for Dolan and 35

for Summitt. Being a school year program it is anticipated that upwards of 100 and 60
students could enroll at each school respectively for a total of 160 participants. There
will be no other eligibility requirements. The characteristics of the student body were

described in some detail in the problem statement.

5. Evaluation Plan:

The measures of success for the program will be whether or not the specific objectives for

the program were accomplished. These objectives with specific measurements are
described in Section 2. In instances where questionnaires will be utilized, students will be

asked to complete a preenrollment and end of program survey. This survey will ascertain
specific demographic characteristics of the participants, as well as health and sexual
attitudes and behaviors. It will be similar to the survey that was completed by all middle

school students, through the Teen Health Center, in May of 1991.  °

Standardized instruments will be utilized to measure abilities to resist peer pressures and
student's sense of self worth.

Pre and post tests of knowledge gained will be collected at specific points throughout the
curriculum's implementation. These will be developed by the Center's Health Educator.

School records will be examined at the beginning, end and specific program intervals, to
measure grade point improvements and suspension/detention data.

There will be obvious problems with this evaluation methods, most particuliarly self
reporting by teens of their sexual activities. However an analysis of the Teen Health
Survey conducted in May of 1991, which included 170 questions, found a great deal of
consistency within individual responses across a broad range of questions.

In measuring if the program had an impact on reducing teen pregnancy, the evaluation
will focus on specific results of the participants. A control sample will also be assessed for
attitudes and behaviors related to sexuality, school grades and truancy issues in an attempt
to make comparisons and interpretations. This control sample will be identified from teens
not participating in the program and attempts will be made to closely match both groups
across as many variables as possible. This recognizes that participation in the program
group implies a certain amount of self selection. These variables will be factored into the

analyses of results.

The results of the evaluation will be written in report form, published and disseminated.

6. Confidentiality

All student generated questionnaires will be submitted without individual student
identification. Referrals to Teen Health Center services will remain strictly confidential, in
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accordance with Teen Health Center policies. Informed consent to participate in the
program.will be obtained through development of a contract, to be signed by both teens
and their parents. Informed consent for other services at the Teen Health Center will be in
accordance with Center policy. Any teen utilizing Center services must have a signed

parent permission form on file.

7. Personnel Qualifications

The program will be coordinated by the Beecher Teen Health Center Coordinator, Teri
Robinson. She has a Masters in Public Health Planning and Administration/Health
Behavior and Education, as well as 12 years experience coordinating community based

health programs including three as the Teen Center Coordinator.

Micheal Young will be the Site Supervisor for the program. He will be responsible for on
site management, staff supervision, scheduling for all activities and the program
evaluation. He will be on site during all hours of club activities. Dr. Young has a Ph.d. in
clinical psychology and was a Bush Fellow specializing in adolescent issues. He spent 8
years in the Boston Public Schools and at the Wedeiko Institute, developing and
supervising alternative intervention programs for high risk adolescents similar to this

proposed intervention.

-

The Health Educator for the program will be the Teen Health Center Health Educator,
Yvette Flippen. With a bachelors in Health Education, Ms. Flippen has 6 years experience
in community health education programs and is the coordinaotr of the Peer Educator
Program. Her responsibility will be to develop and serve as the primary instructor for the
Crossroads and Special Beginnings Human Sexuality and Life Skills curriculum.

The Beecher Teen Health Center's Dramatic Arts Instructor, Phil Wallace, is a
professional actor who will work with the peer educators and the club members to
develop talent shows and dramatic skits focused on role playing specific issues for the

curriculum.

Two Peer Educators from the Beecher Teen Health Center will serve as staff to each
Club, for a total of four peer educators. These are high school students, that have
received 12 weeks at 30 hours(3éch week of intensive health training during the summer in
all aspects of adolescent health, but with a specific emphasis on sexuality, HIV, substance
abuse, and violence/conflict resolution. They specialize in the presentation of information
through theater. They will be responsible for assisting Dr. Young at each club site:
leading the recreation activities, setting up the necessary sites, preparing refreshments, and
serving as positive role models. They will also teach a number of lessons during the

human sexuality curriculum.

There will also be four adult program guides working with the Program. These guif:les
will have similar responsibilities as the Peer Educators, but will be expected to provide
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more adult leadership, role modeling and individual interventions with students in the
group.

Two tutors will be assigned to the Clubs, to provide homework help and intensive tutoring
to those students having particular difficulties in school. Due to teacher contract issues,
these tutors will probably be middle school teachers.

8. Qualifications of the Agency

The program will be implemented by the Beecher Teen Health Center, which is a program
of Mott Children's Health Center. The Teen Health Center has been in operation for three
years and provides a wide array of comprehensive services in the district. The Center is
very highly regarded in’the district and has been providing a number of outreach services
to the middle schools for the past three years. Mott Children's Health Center is a non-
profit children's Health Center providing over 75,000 medical, dental, child development
and behavioral services annually to low income children in Flint. The Center has over a 30
year history of providing comprehensive site based and community outreach services.

9. Budget Justification

rd

Staffing: As described in the personnel qualifications on the budget pages, the staff are
needed for their specified hours. All current Teen Health center staff services will be
provided in kind through MCHC funding. The adult guides and tutors will be paid for
100% from this proposal. Two of the Peer Educators will be JTPA eligible in the summer,
thus 12 weeks of their salaries will be paid for by the school district. Each peer educator
costs the district 17% in benefits. The Peer Educators and Adult guides will each work 10
hours per week, 2 hours per club meeting times four club meetings a week, and two hours

of planning and preparation.

Travel costs will be paid for through the MDPH Teen Health Center funding agreement.

Estimates for Club supplies are based upon the summer pilot programs. It is expected that
refreshments in the form of a light snack and juice costs $20/meeting x 4mtgs/week x 30
weeks. It is anticipated that $2000.00 for make it-take it craft projects will be needed.
General office supplies and curriculum materials will cost $500.00. Much of the
curriculum materials is available through the Teen Health Center.

Estimates for the field trips based on the summer pilots average out to $450/trip. This is
based on all trips being of similiar distance, which will not be the case. The earlier trips
will be closer and not as expensive. If students meet all objectives, then a field trip could
be considerably more expensive. The figure was arrived at as $150.00 for the bus and

$300.00 in admission fees per trip @ one trip a month x two clubs.
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APPENDIX C.1: DOCUMENT SUMMARY FORM FOR PROGRAM
PARTICIPANTS

Document Summary Form

Date: School: Gender:
Grade: File Name:

Program Participant's View of Goals:

Program Participant's View of the Purposes of the Program:

Program Participant's View of Personnel:

Program Participant's View of Activities:

Program Participant's View of other Program Participants:

Program Participant's Description of Program Processes (beginning, middle, or end):

Program Participant's View of Contextual Assets, Maintenance, Limitation

RED FLAGS:
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APPENDIX C.2.: DOCUMENT SUMMARY FORM FOR STAFF
Document Summary Form

Date: Time:

Staff's View of Goals:

Staff's View of the Purposes of the Program:

Staff's View of Personnel:

Staff's View of Activities:

Staff's View of Program Participants:

Staff's Description of Program Processes (beginning, middle, or end):

Staff's View of Contextual Assets, Maintenance, Limitation

RED FLAGS:
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APPENDIX C.3.: DOCUMENT SUMMARY FORM FOR PROPOSAL
Document Summary Form

Date:

Proposal's View of Goals:

Proposal's View of the Purposes of the Program:

Proposal's View of Personnel:

Proposal's View of Activities:

Proposal's View of Program Participants:

Proposal's Description of Program Processes (beginning, middle, or end):

Proposal's View of Contextual Assets, Maintenance, Limitation

RED FLAGS:
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CLUB RULES

. Absolutely NO FIGHTING or play fighting! This kind of behavior will not be

allowed!

No food drink, candy or gum in any club area. Food and drink are only allowed
during designated times in designated areas.

Proper dress is required. (Example: No sagging pants falling off of your butt') No
hats (both males/females). You will be asked to leave if you wear clothing that

promotes drugs, sex, etc.

During competitive games, the males will not be allowed to remove their t-shirts.
Pull-overs should be worn on top of t-shirt. Bring an extra t-shirt if necessary.

"On the Wall"

Club members are not allowed to leave any club area without the consent of a club
staff person. Consent should be attained if you want to go to the rest room, join in
with another group, etc. Being caught in the hallway without consent will get you

time on the wall.

Respect all club areas! Clean up any area that you mess up before you leave.
Respect other school areas. Stay off of freshly mopped floors. Stay out of areas
that you are not supposed to be in.

8. Report all injuries to a club staff person as soon as it happens! If an injury

10.

11.

13.

involves blood, please do not wipe the blood on your clothes. If you do, you will
no longer be able to participate in any physical activities unless you change
clothes.

Everyone must participate in the health education presentations.
No hanging from the rims by way of the bleachers.
No sitting on the bleachers that are not pulled out.

Club staff will not be responsible for any personal belongings that may be left at
club or stolen from club. Lock up your personal belongings in your locker. Send
them home with a family member. Please do not bring any money or anything

valuable to club with you.

Remember everything should be done in an orderly fashion. No running, pushing
or verbal abuse will be allowed.
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APPENDIX D. 2: CLUB RULES DEFINED BY PROGRAM PARTICIPANTS
Rules Identified by Program Participants

1. No play fighting, (trans 5, 6,14, 15, 16, 21, 22).
2. No "real" fighting (trans 8, 14, 19, 21, 22).

3. No hitting (trans 10, 14, 18, 22).

4. No eating candy/gum (trans 6, 16, 18, 19).

5. Respect Staff (trans 1, 4, 17).

6. No wrestling (trans 16, 22).

7. Be Polite (trans 14, 16).

8. Do not get in-school suspension (trans 11, 17).
9. Do not swear (trans 4, 15).

10. Do not chase people (trans 6, 19).

11. Do not disobey (trans 2).

12. Have Fun (trans 19).

13. No teasing (trans 22).

14. Stay in school area (trans 14).

15. No pushing (trans 18).

16. Be in school (trans 17).

17. Control temper (trans 15).

18. No name calling (trans 8).

19. Have a good attitude (trans 1).

Note: "trans" refers to the file name that represent each of the 22 respondents
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