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The problem of this study was to determine if there 

was a difference in the self-concept of two groups of 

ninth—grade students when one group received the services of 

junior and senior students in a Peer Assistance and 

Leadership class. The results of the Piers-Harris 

Children's—Self—Concept Scale were used to determine the 

difference between the mean self-concept scores of the two 

groups and also to determine if there was a relationship 

between the criterion variable of the total self-concept 

score and eight predictor variables as identified by House 

Bill 1010: Limited English proficiency, age, school 

attendance, achievement scores two or more years below grade 

level in reading and mathematics on a norm-referenced test, 

failure to master any portion of the Texas Educational 

Assessment of Minimum Skills, failure in two or more 

subjects, grade retention, and eligibility for free or 

reduced-price lunch. 



A total of 105 students, 50 in the experimental group 

and 55 in the control group, participated. The findings 

revealed that there was no significant difference in the 

mean self-concept scores of the two groups. The correlation 

revealed that there were significant differences between 

self-concept and the variables of mathematics achievement 

scores, failing grades, and eligibility for free lunch. 
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CHAPTER I 

INTRODUCTION 

State educators and legislators are concerned about the 

number of students in Texas withdrawing from school before 

earning their high school diplomas. The results of the 

Texas School Dropout Survey Project indicated that in 1980, 

one in five Texans, ages 16 to 24, had withdrawn from school 

before graduation from high school. Two relevant facts for 

a state with a large Hispanic population were noted in the 

report. Hispanic youths, age 16 to 19, were twice as likely 

to withdraw from school as White youths of the same age. 

Also, approximately 50 percent of the Hispanic dropouts left 

school before the ninth grade compared to 18 percent of 

White dropouts (Texas Department of Community Affairs 1986, 

8 ) . 

The Texas State Legislature passed a bill in 1987 which 

required all school districts to address the problem of the 

high school dropout (Texas Legislature, House 1987). In a 

state with a large Hispanic population, a dropout prevention 

program was particularly important because studies conducted 

both in the state and the nation indicated that Hispanics 

were the largest group of students withdrawing from school 

before obtaining diplomas (U. S. General Accounting Office 



1986). The law required school districts to study the 

reasons students dropped out of school and to develop and 

implement intervention programs and strategies to help 

students remain in school. 

Educators and researchers have explored the reasons for 

the large number of school dropouts. In a study conducted 

by Floyd Hammack, school dropouts indicated that one of the 

reasons for their decision to withdraw from school was the 

feeling that no one cared about them. They did not like 

school. It was not a positive, productive, or pleasant 

experience (Hammack 1987). 

Texas Education Agency Commissioner William Kirby 

stated in an address to teachers, "The primary reason 

students drop out of school is poor self-image" (Rosales 

1989). If, as Commissioner Kirby stated, a poor self-image 

was the cause of student dropout, intervention strategies 

should be developed to correct and remediate this problem. 

Peer counseling programs have been implemented in many 

parts of the country to help students with a variety of 

problems, including poor academic achievement, drug and 

alcohol abuse, suicide, and low self-esteem. One of the 

reasons these programs have benefited students is that, as 

they reach adolescence, students are influenced more by 

their peers than by their parents. School districts have 

capitalized on the positive aspects of peer influence with 

the peer counseling or peer helping programs. 



Three members of the Board of Education and three 

assistant superintendents of the San Antonio Independent 

School District formed a Dropout Prevention Task Force to 

gather data and analyze the reasons students withdraw from 

school before earning their diplomas. Two series of seven 

public hearings were held in different sections of the 

district to receive information from patrons, community 

leaders, and students. The results of these public hearings 

were compiled, recommendations formulated, and reports 

prepared by the members of the Board and district staff. 

One of the intervention strategies that developed from these 

hearings was the establishment of a peer counseling program 

on the high school level. This program was recommended in 

the Dropout Prevention Task Force Report. Phase II. which 

was officially approved by the Board of Education (San 

Antonio Independent School District 1987). 

House Bill 1010 

The Texas Legislature mandated that the recently passed 

House Bill 1010 be enacted by September 1, 1987. This 

measure was taken in response to the large number of 

students dropping out of school before completing the 

requirements to earn their high school diplomas. It required 

school districts to name at least one at—risk coordinator 

and to implement remedial and support programs to help 

at-risk students remain in school until graduation. It also 



required that the Texas Education Agency implement a dropout 

reduction program, a system for collecting data on dropouts, 

and a clearinghouse for information on dropouts (Texas 

Legislature, House 1987). 

Additionally, the Texas State Board of Education 

expanded the rules for Alternatives to Social Promotion (19 

Texas Administrative Code 75.195) which required school 

districts to adopt policies and develop a plan of services 

for students in Grades 1-12 who were in danger of dropping 

out of school. School districts had to begin implementing 

these requirements by September 1, 1988. Since there were 

many and varied traits that characterized the at-risk 

student, the districts were required to provide each student 

with individualized assistance (Texas Education Agency, 

Division of Program Planning 1988). 

The mandated criteria listed in House Bill 1010 for 

identifying at-risk students in Grades 7-12 were: 

1. Failure to be promoted from one grade to the next 

2. Achievement scores two or more years below grade 

level in reading or mathematics 

3. Failure in two or more courses 

4. Failure to graduate within four years of entering 

high school 

5. Failure to master any portion of the Texas 

Educational Assessment of Minimum Skills since 

seventh grade 



Any student who met one or more of the criteria was 

considered to be at risk of not completing high school 

(Texas Education Agency, Division of Program Planning 1988). 

In addition, there were optional criteria for 

identifying at-risk students. These criteria, according to 

the Texas Administrative Code enacted by the Texas State 

Legislature, listed students who were delinquents; abusers 

of alcohol or drugs; limited in English proficiency; 

recipients of remedial instruction; sexually, physically, or 

psychologically abused; or pregnant. It also included 

students who were slow learners, underachievers, or 

unmotivated, and those who enrolled in school late in the 

term and terminated attendance before the end of the school 

year. Another criterion was lack of school attendance, 

which indicated the student was at risk of not graduating. 

If a school district wanted to use any of the optional 

criteria, the factors must be defined in measurable and 

objective terms (Texas Education Agency, Division of Program 

Planning 1988). 

After a district has identified a student as being at 

risk, the following services must be provided: (1) student 

needs must be assessed, (2) academic options and programs 

provided, (3) parents or guardians must be notified of the 

assessment and of the services provided to the student, (4) 

an ongoing evaluation of the student's progress must be 

maintained, (5) parents must be sent a grade report and, 



where appropriate, notified of the functional level of the 

student and, finally, (6) a provision for the student to 

exit the program must be established (Texas Education 

Agency, Division of Program Planning 1988). 

Each district was required to develop and adopt a plan 

for keeping students in school until graduation. A team 

which included administrators, teachers, parents, students, 

and community and business representatives was to be used to 

develop the plan. It was to include objectives for keeping 

students in school, involving parents in both parent 

training and in developing student academic plans, and 

utilizing available community resources to serve at-risk 

youth. The plan also provided for the review of the 

student's needs and the development of a profile for each 

individual student. The superintendent or the at-risk 

coordinator was responsible for the development of this plan 

(Texas Education Agency, Division of Program Planning 1988). 

Statement of the Problem 

The problem of this study was to determine if there was 

a difference in the perceived self-concept of two groups of 

at-risk ninth-grade students when one group received 

services of the students in the Peer Assistance and 

Leadership (PAL) class. The results of the Piers-Harris 

Children's Self-Concept Scale were used to determine if 

there was a relationship between the criterion variable of 



the total self-concept score and eight predictor variables 

listed in House Bill 1010 as either mandated or optional 

identifiers: (1) Limited English proficiency, (2) age, (3) 

school attendance, (4) achievement scores two or more years 

below grade level in reading or mathematics on a 

norm-referenced test, (5) failure to master any portion of 

the Texas Educational Assessment of Minimum Skills. (6) 

failure in two or more subjects, (7) grade retention, and 

(8) eligibility for free or reduced-price lunch. 

Purpose of the Study 

In order to assess the effectiveness of the PAL 

intervention program for at-risk students and to obtain 

information for use in developing future intervention 

strategies, the objectives of this study were to: 

1. Determine if there were differences in the 

perceived attitudes of self-concept between ninth grade 

at-risk students who received services of a PAL student and 

ninth grade at-risk students who did not receive services 

2. Determine if limited English proficiency was a 

factor in the self-concept of ninth grade at-risk students 

3. Determine if age was a factor in the self-concept 

of ninth grade at-risk students 

4. Determine if school attendance was a factor in the 

self-concept of ninth grade at-risk students 
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5. Determine if scoring two or more years below grade 

level in reading or mathematics on a norm-referenced test 

was a factor in the self-concept of ninth grade at-risk 

students 

6. Determine if failure to master any portion of the 

Texas Educational Assessment of Minimum Skills was a factor 

in the self-concept of ninth grade at-risk students 

7. Determine if earning a grade of "F" in two or more 

subjects was a factor in the self-concept of ninth grade 

at-risk students 

8. Determine if repeating a grade was a factor in the 

self-concept of ninth grade at-risk students 

9. Determine if receiving free or reduced lunch was a 

factor in the self-concept of ninth grade at-risk students 

Hypotheses 

This study of the self-concept of ninth grade at-risk 

students tested the following hypotheses: 

1. There will be no significant difference in the 

total self-concept score obtained by ninth grade at-risk 

students receiving services from PAL students and those not 

receiving services as measured by the Piers-Harris 

Children's Self-Concept Scale. 

2. There will be no significant relationship between 

limited English proficiency and the total self-concept score 



as measured by the Piers-Harris Children's Self-Concept 

Scale for ninth grade at-risk students. 

3. There will be no significant relationship between 

age and the total self-concept score as measured by the 

Piers-Harris Children's Self-Concept Scale for ninth grade 

at-risk students. 

4. There will be no significant relationship between 

school attendance and the total self-concept score as 

measured by the Piers-Harris Children's Self-Concept Scale 

for ninth grade at-risk students. 

5. There will be no significant relationship between 

scoring two or more years below grade level in reading or 

mathematics on a norm-referenced test and the total 

self-concept score as measured by the Piers-Harris 

Children's Self-Concept Scale for ninth grade at-risk 

students. 

6. There will be no significant relationship between 

failure to master any portion of the Texas Educational 

Assessment of Minimum Skills and the total self-concept 

score as measured by the Piers-Harris Children's 

Self-Concept Scale for ninth grade at-risk students. 

7. There will be no significant relationship between 

earning a grade of "F" in two or more subjects and the total 

self-concept score as measured by the Piers-Harris 

Children's Self-Concept Scale for ninth grade at-risk 

students. 
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8. There will be no significant relationship between 

repeating a grade and the total self-concept score as 

measured by the Piers-Harris Children's Self-Concept Scale 

for ninth grade at-risk students. 

9. There will be no significant relationship between 

receiving free or reduced-price lunch and the total 

self-concept score as measured by the Piers-Harris 

Children's Self-Concept Scale for ninth grade at-risk 

students. 

Significance of the Study 

The San Antonio Independent School District designed an 

experimental class called Peer Assistance and Leadership and 

requested that the Texas Education Agency grant one unit of 

high school credit for students enrolled. The Texas 

Education Agency granted approval for the course for three 

years beginning with 1988-89. The agency also required that 

this class be evaluated the first year and again at the end 

of the third year. Two high schools offered the Peer 

Assistance and Leadership class beginning in the fall, 

1988. Although systematic procedures have been used to 

collect data about the program, there has not been an 

evaluation of the effect of this intervention program on the 

self-concept of the at-risk students receiving services. 

In addition to the assessment of the effect of the PAL 

program on the self-concept of at-risk students, a study of 
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the relationship of eight different variables on the 

self-concept score was conducted. The relationships of 

eight criteria listed in House Bill 1010 as either mandated 

or optional identifiers of at-risk students were 

investigated. These identifiers were limited English 

proficiency, age, school attendance, achievement scores two 

or more years below grade level in reading or mathematics on 

a norm-referenced test, failure to master any portion of the 

Texas Educational Assessment of Minimum Skills, failures in 

two or more subjects, grade retention, and eligibility for 

free or reduced-price lunch. This information was used to 

develop intervention strategies to assist at-risk students 

to remain in school. 

Definition of Terms 

Academically Disadvantaged Student is a student who is 

functioning on an academic level below that of the average 

student as evidenced by scores two or more years below grade 

level in reading or mathematics on a norm-referenced test. 

At-Risk Student is a student who is at risk of dropping 

out of school before earning a high school diploma for 

educational, economic, or social reasons. The criteria 

delineated by House Bill 1010 and the Alternatives to Social 

Promotion identify an at-risk student in Grades 6 through 12 

as one who has failed to master any portion of the Texas 

Educational Assessment of Minimum Skills since the seventh 
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grade, who scores two or more years below grade level on a 

norm-referenced test, who has been retained in a grade, who 

is failing two or more classes, and who is unlikely to 

complete high school within four years of entering the ninth 

grade. 

Dropout is a student who leaves school before earning a 

high school diploma or its equivalent. 

Experimental Course is a course which is not listed in 

the state curriculum for graduation but has been designed by 

a school district to meet the needs of its students and has 

been submitted to the Texas Education Agency for approval as 

a credit for high school graduation. 

House Bill 1010 is legislation enacted by the Texas 

Legislature in 1987 requiring school districts to name an 

at-risk coordinator, to identify students meeting one or 

more of the at-risk criteria, to implement programs and 

strategies for these students, and to develop a district 

plan to keep the at-risk student in school until graduation. 

Intervention is a program or strategy designed to help 

the at-risk students stay in school until they complete the 

requirements for their high school diplomas. 

PAL Student is a student who was selected for the peer 

facilitator program in the secondary schools of the San 

Antonio Independent School District. These students are 

trained in listening and helping skills. PAL is an acronym 

for Peer Assistance and Leadership. 
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Peer Assistance and Leadership is the title for both 

the peer facilitator program and an experimental class 

offered in the San Antonio Independent School District. 

This program is designed as an intervention strategy for the 

at-risk student. 

Piers-Harris Children's Self-Concept Scale is an 

inventory of 80 items describing the way people feel about 

themselves. This scale, developed by Ellen V. Piers and 

Dale B. Harris, yields a total self-concept score as well as 

six cluster scores. 

Self-Concept is the way a person views himself or 

herself and his or her abilities and worth. 

Self-Esteem is a person's satisfaction with himself or 

herself. 

Self-image is a synonymous term for self-concept. 

Delimitations 

The following delimitations applied to this study: 

1. This study included only randomly selected 

ninth-grade students at two high schools in the San Antonio 

Independent School District who had been properly identified 

as meeting two or more factors of the at-risk criteria set 

by House Bill 1010. 

2. This study included randomly selected ninth grade 

at-risk students who had not previously utilized services of 



14 

PAL students and who were randomly assigned to either the 

control or the experimental group. 

3. The experimental group was delimited to those 

randomly selected students who agreed to accept PAL student 

services. 

4. This study was delimited to those randomly selected 

students who completed the Piers-Harris Children's 

Self-Concept Scale. 

Basic Assumptions 

The following assumptions were made regarding this 

study: 

1. The samples randomly selected for the control and 

experimental groups were similar in level of self-concept. 

2. The students randomly selected for the experimental 

sample willingly accepted PAL student services. 

3. The students in the sample answered the 

Piers-Harris Children's Self-Concept Scale honestly. 

4. The students in the sample had the reading 

proficiency needed to complete the Piers-Harris Children's 

Self-Concept Scale. 



CHAPTER II 

REVIEW OF LITERATURE 

Dropouts and at-risk students are among the primary 

concern of legislators, school board members, community 

agencies, patrons and staff members of school districts. 

Communities and schools work together to help students 

remain in school until they earn their high school 

diplomas. Many studies have been conducted regarding the 

reasons students drop out of school and the effectiveness of 

a variety of programs and strategies designed to encourage 

students to stay in school until graduation. This review of 

literature covers three areas: studies of the reasons 

students withdraw from school; peer facilitator programs 

implemented as intervention strategies; and studies 

conducted regarding student self-concept. 

The At-Risk Student 

The Current Population Survey in October, 1985, 

revealed that there were approximately 4.3 million dropouts, 

16-24 years of age. In addition, data from the National 

Longitudinal Survey revealed that the percentage of 

Hispanics dropping out of school (31 percent) was far 

greater than the percentage of White or Black youth (15 and 

17 percents, respectively) (U. S. General Accounting Office 

15 



16 

1986, 5-11). The reasons given by male students for 

withdrawing from school before graduation were poor grades 

and not doing well in school (36 percent), not liking school 

(35 percent), going to work (27 percent), and not getting 

along with teachers (21 percent). The reasons given by 

female students were marriage (31 percent), not liking 

school (31 percent), poor grades (31 percent), and pregnancy 

(23 percent) (Hammack 1987). 

Mann reported that 25 percent of all fifth-grade 

students will not complete high school. Based on the 

findings of his study, 51 percent of male dropouts withdrew 

because of things they did not like about the school, and 21 

percent of male dropouts withdrew for economic reasons (Mann 

1987, 223-224). The High School and Beyond Survey reported 

that approximately 33 percent of all dropouts stated they 

left school because of poor grades or because they did not 

like school (Orr 1987b, 8). Other reports repeated many of 

the same reasons for students' dropping out of school. Two 

of the strongest reasons related to the student's 

socioeconomic status and to his ethnicity. Many Hispanic 

children from low-income families were dropouts. Other 

factors were coming from single-parent families, living in 

the South, living in a big city, and low academic 

achievement. These students also had a lower self-esteem 

and were unhappy with their school experience (Ekstrom, 

Goertz, Pollack, and Rock 1986, 53). 
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Over 40 percent of all freshmen in the Chicago Public 

School System dropped out between the years 1978 to 1980. A 

study was conducted to determine the attributes of these 

dropouts. Two factors studied were the reading achievement 

score and the student's age when he or she entered school. 

These two factors accounted for 80 percent of the variance. 

The findings suggested that a student's reading level should 

be raised before the student enters high school and that the 

students should be promoted to high school at an earlier age 

(Schulz, Toles, and Rice 1987). Of the students who 

returned after dropping out of school, 27 percent of those 

who withdrew during their sophomore year returned compared 

to 41 percent of those who dropped out during their senior 

year and returned. The author stated that it would be 

reasonable to assume that students who dropped out during 

their freshman year would have the lowest percentage of 

returns {Kolstad and Owings 1987). 

Other studies have identified reasons for students 

withdrawing from school before graduation. Aaron Pallas' 

findings revealed that male students were more likely than 

female students to leave school before graduation and that 

poor academic performance was the strongest predictor of 

this type of student (Pallas 1987). Other studies revealed 

that poor students, those with grades of "D" and "F," were 

more likely to drop out than those with grades of "A" and 

"B." Also students who had been retained in a grade were 
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more likely to drop out. Another overwhelming factor which 

characterized the dropout was poverty. Children from 

low-income families were more likely to drop out than those 

from middle or upper socioeconomic level families (Gruskin 

and Campbell 1987). 

In a study by Farrell, Peguero, Lindsey, and Whit©, 

three main reasons were given in student interviews for 

dropping out of school. These reasons were social pressure, 

school pressure, and school boredom. Social pressures 

involved sexual activity, family friction, and peer 

loyalty. The need to establish one's identity and sex role 

caused students to make choices which interfered with 

school. For example, one student indicated that his father 

was 17 when he was born and yet the student, age 17, 

lamented that he did not even have a girlfriend. Other 

students felt the pressure to engage in sexual activities 

which could lead to pregnancies. Family friction, 

particularly from strict parents, caused some students to 

move out and live with grandparents or other relatives. The 

importance of peer acceptance and loyalty to friends 

pressured students to make unwise choices such as 

experimentation with drugs (Farrell, Peguero, Lindsey, and 

White 1988, 489-497). 

The pressures to make good grades and succeed in school 

were often more than students could handle. The competition 

for earning good grades was keen. Seventeen-year-old 
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students who had only earned enough credits to be in the 

ninth grade could see that they had many years before 

graduation and may have felt that they did not want to 

continue in a system where they met only failure. When 

students could not see the importance of acquiring school 

knowledge to their lives, they became bored* When students 

spoke of boring classes they usually described teachers 

whose method of instruction relied solely on collecting and 

returning assignments and tests. It was the process of 

teaching rather than the content that the students found 

boring. School pressure was found to lead to school 

boredom, a way of internally withdrawing from school. 

According to the authors, solutions to the dropout problem 

should be based on the perceptions of the students and not 

on educational theory (Farrell, Peguero, Lindsey, and White 

1988, 497-501). 

Rumberger conducted an extensive study of the effect of 

gender, race, and family background on dropouts. Based on 

data collected in 1979 by the National Longitudinal Survey 

of Youth Labor Market Experience, Rumberger analyzed the 

underlying reasons that thousands of males and females, ages 

18 to 21, dropped out of school. The dropout problem had 

originally been confined to disadvantaged and minority 

youngsters; however, the number of White, middle-class 

youngsters withdrawing from school has been increasing. In 

1979, 11 percent of all youngsters, ages 14 to 21, were high 
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school dropouts. The rate of student dropouts by ethnic 

groups was 10 percent for White students, 15 percent for 

Black students, and 23 percent for Hispanic students. The 

rate of student dropouts was even higher for students in the 

18 to 21 age group: 14 percent for Whites; 25 percent for 

Blacks; and 34 percent for Hispanics (Rumberger 1983, 

199-211). 

Reasons cited by dropouts for their decision to quit 

school were marriage and pregnancy for the females, 

especially Black females; a dislike of school for males; and 

financial difficulties for Hispanics. The factor that 

appeared to exert the strongest influence was family 

background. Three areas of the family affected the child: 

the educational level of the parents; the income level of 

the family; and the structure of the family. Parents with a 

higher educational level served as role models for their 

children and also spent more time with their children, which 

increased the child's academic ability. Children from 

low-income families felt the need to work to provide 

financial assistance. Children from single-parent families 

were more likely to withdraw from school than children 

living with both parents. Another factor for a certain 

group of students was the country in which the child resided 

at the age of 14. Hispanics outside the United States at 

the age of 14 were more likely to drop out than those living 

in America. Whites who lived outside the United States at 
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the age of 14 were less likely to drop out than those who 

lived in the United States. Possible reasons for these 

situations may be that Hispanic students have experienced 

poor educational opportunities outside the United States, 

whereas White students have had a stronger educational 

experience outside the United States (Rumberger 1983, 

199-219). 

Tidwell cited some of the same reasons given by 

Rumberger in a study conducted in California utilizing 374 

urban high school dropouts. The students were interviewed 

regarding their reasons for withdrawing from school before 

graduation. Boredom with school, failure to accumulate the 

necessary units of credit, bad grades, the attitude that 

school was a waste of time, and family duties were the 

reasons cited. It was noted that the majority of students 

dropped out during the first three months of the school year 

(Tidwell 1988, 939-954). 

Generally, students who dropped out of school did so 

after they had started the ninth grade. The reasons for 

school dropouts were categorized into three areas: low 

academic performance, family situations, and economic 

reasons. The most common reasons for school dropouts were 

poor or failing grades and performing one or more years 

below grade level. It is understandable that a student 

would want to leave a situation that provided only negative 

feedback. Students who worked many hours per week were also 



22 

likely to withdraw from school (Natriello, McDill, and 

Pallas 1985, 11-14). 

The national movement toward more stringent academic 

standards restricted the variety of courses a student could 

take and increased the amount of time required for 

academics. This change had a negative effect on the 

low-performing student because it limited the curriculum and 

created a single core instructional program. The increased 

standards affected all students by limiting time for 

extracurricular activities which developed students' 

attachment to the school. A suggestion for helping the 

at-risk youngster was flexible scheduling which would allow 

the student an additional year to complete high school 

without the stigma of being perceived as a failure. This 

would be similar to what many students do in acquiring their 

college degrees (Natriello, McDill, and Pallas 1985, 11-14). 

A study of the academic experience of regular and 

learning-disabled (LD) students was conducted using six 

tenth-grade male students, three regular students and three 

LD students. LD students represented 3-8 percent of the 

school population and were more likely to drop out of high 

school than regular students. Two aspects were explored: 

academic success and personal relationships within the 

school (Miller, Leinhardt, and Zigmond 1988, 465-487). 

The main findings concerned a situation called 

accommodation. Because the ability of the LD student was 
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low, the demands or standards of expectation were also low. 

The curriculum was modified as was the delivery of 

instruction, which minimized the skills required of the 

students. The evaluation of performance was also adjusted 

to accommodate the student; for example, completion of 

homework assignments as well as test results influenced the 

class grade. Teacher flexibility was evident when a failing 

paper was returned for the student to do over for a 

replacement grade. Personal accommodation was evident in 

the nurturing environment of the LD classroom. Although the 

accommodation of students was instrumental in keeping them 

in school, it also limited their level of acquiring 

knowledge. It did not realistically prepare them for the 

world because it fostered the belief that they would always 

have a second chance, and it did not teach students to 

challenge themselves and to persist (Miller, Leinhardt, and 

Zigmond 1988, 465-487). 

A Detroit survey revealed that negative peer pressure 

was another factor influencing students to withdraw from 

school (Gruskin and Campbell 1987). Among the reasons for 

student dropouts were the inability to do the school work 

and to get along with peers. One of the most common signs 

that a youngster was going to drop out before he actually 

did was truancy (Bonikowske 1987). Other reports revealed 

that reasons given for dropping out of school were 

difficulties in the home and apathetic parents who were 
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unable to change their children's attitudes (U. S. 

Government Accounting Office 1987, 21). Other students felt 

that teachers did not care about them (Orr 1987a). They 

felt they had lost control of their future and that teachers 

were not interested in them. These at-risk students 

demonstrated low self-esteem (Wehlage, Rutter, and Turnbaugh 

1987). The author suggested that counseling, mentoring, and 

peer programs would be good intervention strategies for 

at-risk students (Orr 1987a, 195). 

Peer Facilitator Programs 

Several school districts and community agencies have 

implemented peer programs as intervention strategies for 

at-risk students. In 1981, the Metropolitan Detroit Youth 

Foundation tried a pilot program of peer counseling called 

Project Graduate. During a summer program for 60 ninth 

grade at-risk students, 30 of these students were provided 

peer counseling. The results were positive. This led to 

the development of the Twelve-Together program (Orr 1987b, 

29). In the Twelve-Together program, six at-risk, 

ninth-grade students were grouped with six successful 

ninth-grade students for weekly, two hour, peer group 

counseling sessions. This approach was based on the theory 

that positive peer influence can help youngsters deal 

effectively with their problems and provide support to 

complete high school (Orr 1987b, 16). 
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The Dade County Public Schools in Florida had a peer 

counseling program called SWITCHED (Students Working 

Intelligently to Combat High Educational Deficiencies) in 

their schools. Eight to ten students were trained as peer 

counselors and each one worked with 10 peers each year, 

helping them with their homework, before and after school 

and during lunch, and calling their homes when they were 

absent (Gruskin and Campbell 1987, 25). 

Because adolescent students are definitely influenced 

by peer pressure, both negative and positive, the use of 

older peers, such as juniors and seniors, was very effective 

in facilitating success for freshmen entering high school. 

Peers can be assigned to freshmen to assist them with the 

transition and orientation to high school, to provide 

tutoring services, and to participate in small group 

counseling sessions. Peer programs ranged from an informal 

buddy system to a structured curriculum of regular group 

sessions (Ogden and Germinario 1988, 66-68). 

Many peer programs in the country are designed to 

assist with a multitude of problems, such as drug and 

alcohol abuse, suicide, poor academic performance, and low 

self-esteem. These programs are implemented from elementary 

school through college. A support network for 

preadolescent, sixth-grade students began with 24 children 

who were asked to complete a questionnaire about the peer 

networks. Each student was asked to select three classmates 
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with whom he or she best liked to play and three with whom 

he or she least liked to play. The results revealed that 

the children perceived by their peers as being the most 

supportive were those who demonstrated the behavior of 

natural peer counselors and were the most accepted in the 

class. Patricia Waltman has restated the established 

concept that as children reach preadolescence, they 

recognize the supportive characteristics of their peers and 

move toward each other to establish social identities. It 

is during the preadolescence period that parental influence 

lessens and peer influence strengthens (Waltman 1987). 

Even in developing a reading program to help at-risk 

students, adolescent growth and development must be 

considered. Teenagers are learning about themselves and 

about the place they will occupy in the adult world. Even 

though they are striving to be independent, they still need 

their parents, but they feel a conflict between parental and 

peer approval. At this stage in human development, peer 

influence becomes the important force. This should be 

considered in providing reading materials and reading 

programs for adolescents (Titone 1982, 20-23). Intervention 

programs should be multifaceted and should include 

counseling and a strong parental involvement component. By 

working with the parents and assisting them with more 

effective parenting skills, the at-risk student will benefit 

(Intercultural Development Research Association 1986). 
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Group counseling was used as an intervention program 

with 155 at-risk students in California. The students had a 

mean age of 16.5 years, had failed two or more classes, and 

had a "D" average. Four full days of treatment and a 

ten-week follow-up did not reveal positive, significant 

results in grades, work habits, cooperation, class 

attendance, and tardiness. The conclusions suggested that 

isolating at-risk students from other students and group 

counseling alone were not effective interventions (Catterall 

1987, 521-540). 

A study was conducted at New Mexico State University to 

determine the effectiveness of peer counselors with failing 

students. The results revealed that when the counselors 

were untrained, they tended to blame the students for their 

failures and advised them to change their traits and 

behaviors. The authors recommended that when peer 

counselors were used to work with failing students, these 

counselors should be trained and made aware of their own 

biases and that student failures may be due to a variety of 

factors (Rittenhouse, Stephan, and LeVine 1984). 

Peer counselors at Queens College of the City 

University of New York were enrolled in a two semester 

course. They received training in helping students with 

course selection, choice of major, and other academic 

problems. These students were also trained in counseling 

and communication skills. These peer counselors were sent a 
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survey questionnaire after their graduation from college. 

They were asked to indicate whether their involvement in the 

program assisted them with their own choice of career, 

helped them grow personally, or assisted with post-graduate 

activities. During one survey, 40 percent of the students 

indicated that the development of their own skills was the 

greatest benefit of the program (Frisz 1984). 

A group of students, both Black and White, at an 

Eastern public university were surveyed to determine the 

factors associated with minority student retention. The 

author stated that involvement in student organizations, 

social support, and encouragement from the student's family 

were factors influencing a student's retention in school. 

Social support had been found to reduce test anxiety and 

stress associated with adjusting to college. Survey 

instruments were mailed to 171 White and 98 Black students 

and 193 were returned. The results revealed that the item 

with the highest correlation for White students was 

encouragement from their family ( £ * .27 at the .01 level). 

The strongest item for Black students was relationships in 

the campus community, although it was not statistically 

significant (r = .24 at the .01 level) (Mallinckrodt 1988). 

Peer helpers were used in a study which involved new 

students at the American Community Schools of Athen, 

Greece. Eighty-four high school students, divided into six 

groups of fourteen each, participated in the study. Helpers 
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and recipients consisted of two treatment groups, two 

placebo groups, and two control groups. The students in the 

treatment group were enrolled in a peer counseling course 

where they were trained with peer counseling materials 

written by Robert Myrick. Several instruments were 

administered to the recipients: the Tennessee Self-Concept 

Scale, the STS Youth Inventory, and the Survey of Study 

Habits and Attitudes. A statistical significance at the .05 

level on the total Tennessee Self—Concept Scale score and on 

t h e STS Youth Inventory were obtained for the subjects in 

the treatment group and the control group. The implication 

was that peer helpers could be a source of assistance in 

improving self-concept, school adjustment, and academic 

achievement with other students (Peterson and Peppas 1988, 

67-72). 

The peer counseling program in the Los Angeles Unified 

School District grew rapidly. In 1986, only six schools had 

programs, but today almost 100 schools are implementing peer 

counseling programs. Officials cited support, organization, 

training, and evaluation as the key elements (Mills 1989). 

In the Austin Independent School District, the basic 

goal of the peer facilitator program is to help younger 

students to have a productive and positive school experience 

and to make more responsible decisions based on good 

information. Peer facilitators provide individual support, 

group support, tutorial services, and group discussions. 
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They have also conducted presentations on a variety of 

subjects, such as sexuality, suicide, drug/alcohol abuse, 

and orientation for new students, and have conducted 

community campaigns to discourage drunken driving, raise 

funds for disaster relief, and work with the disadvantaged 

students. The students themselves are considered one of the 

most valuable resources in addressing the problems and 

concerns of young people (Thomas 1987). 

The Peer Assistance and Leadership (PAL) program in the 

Austin Independent School District began in 1980 with one 

high school and one junior high. It had expanded to four 

high schools, five junxor high schools and twelve elementary 

schools by the 1985-86 school year, and had 104 PAL students 

working with 750 younger students. Seven of Austin's ten 

high schools were involved by 1986-87. It is offered as an 

elective course and a teacher is assigned to teach and 

sponsor the program. Consultant services are offered by the 

Austin Child Guidance Center (Thomas 1987). 

Surveys of the PAL students, the younger students they 

served, and the faculty were conducted. The results showed 

that 90 percent of the younger students felt the program was 

worthwhile and felt they benefited in improved self—concept 

(79 percent), getting along with others (85 percent), and 

improved attendance (70 percent). The survey of the PAL 

students showed that 100 percent of them felt they had 

benefited from the program and had positive responses to the 
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specific areas of self-concept (94 percent). Of the 

teachers surveyed, 97 percent felt that their students had 

benefited from the program and that positive changes were 

seen in self-concept (95 percent) and attitude (95 percent) 

(Thomas 1987). 

Another high school peer counseling program was 

developed as a response to adolescent suicides and attempted 

suicidesi The author stated that by adolescence, the peer 

group exerts much influence on the behavior and the 

development of social values. Peer pressure is often used 

to foster control in group settings such as schools, 

churches, and youth groups like the Scouts. Although 

students were not counselors, they did know how to talk to 

other students. A positive peer model can be a good force 

in the school. Peer counseling groups should not only focus 

on drug abuse, but also on the other pressures of 

adolescents. Social pressures on teenagers have increased; 

more and more is expected of them, and the increased 

competition makes them feel inadequate. This had led to the 

writing of suicide notes and to expressions and feelings of 

social ineptitude (Friedrich 1985). 

Another study conducted in Canada found that, used with 

various groups such as adolescents and the elderly, peer 

counseling was a method of using peers to help peers. Peer 

programs helped teenagers focus on their personal problems 

in addition to vocational and career issues. Training for 
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the peer counselors centered on communication, problem 

solving, and support skills. Listening skills were 

emphasized along with the ability to talk to peers about 

their concerns. Adolescents influenced each other, and some 

students, such as those in high risk for unemployment, often 

avoided contact with adults or those in authority (France 

1984). 

Communication was taught in four steps utilizing the 

analysis of video/audiotape and role playing. Decision 

making was taught through role playing in hypothetical 

situations. The concept of responsible decision making was 

presented along with a demonstration of how students arrived 

at a decision. Grouped in pairs, the students worked 

through hypothetical situations, such as one in which a 

student who disliked math wanted to select computer 

technology as his career. Support skills were developed by 

exploring the ethical issue of confidentiality and by 

learning limitations and recognizing the time to refer the 

student to a professional. Peer counselors often acted as a 

bridge to professional services. This model was implemented 

at the Spectrum Community Senior Secondary School in 

Victoria, British Columbia, Canada for two years and 

received a positive response from the students (France 1984, 

198-202). 

At least two peer facilitator programs have been 

implemented at the middle school level. One peer counseling 
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support group program was established at an alternative 

school for problem students. The goals of the dropout 

prevention program were reduced absenteeism, increased 

self-esteem, and increased positive attitude toward school. 

The study started with 26 students and ended with 18. The 

Piers-Harris—Children's Self-Concept Scale was administered 

to the groups, and the results showed that eight students 

had a 20 percent or more increase in self-concept score, one 

had a negative change, and the others had a 4—19 percent 

improvement (Nenortas 1987). 

The other program was established at a junior high 

school with 196 students in Grades 7, 8, and 9. The study 

used students who were identified by their peers as 

rejected, neglected, or popular and compared them on the 

variables of self—esteem, loneliness, and a sense of 

belonging as well as on academic factors such as 

intelligence quotient, achievement, and grade point 

average. The results showed that the neglected and rejected 

students were more lonely than the popular ones, but there 

was no difference in self-esteem as measured by the 

Rosenberg Self-Esteem Scale (Clasen 1987). 

Self-Concept Studies 

Are the terms self-concept, self-esteem, and self-image 

synonymous or different? Although there was a lack of 

agreement among authors, according to Blyth and Traeger, 
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self-image, or self-concept, represents a set of attitudes 

persons hold about themselves. It was non-judgmental and 

descriptive of an object, namely the person. Self-esteem 

was the evaluation of oneself and the degree of satisfaction 

with that evaluation. A study of self-concept in 

adolescents began with an awareness of the number of changes 

that took place during age 10 to 15. There were three major 

changes: physical, social relationships with parents and 

peers, and cognitive development, or the way persons think 

about their own abilities. Blyth stated that there was a 

slight positive relationship between self-esteem and the 

early onset of puberty for boys; the same was not found for 

girls (Blyth and Traeger 1983, 91-97). 

Three of the many studies on relationships during 

adolescence will be discussed. Using 25 male and 25 female 

students at the University of Denver, Sandra Pipp studied 

their relationships with their mothers, fathers, and peers. 

It had been thought that peers replaced parents as the major 

influence in an adolescent's life, but this was not the 

complete picture. Each person affected a different domain: 

Parents were more influential in career choices, and peers 

were more influential in peer society. Another 

consideration was that friends were chosen according to the 

way they duplicated parental values rather than conflicted 

with these values. The results of the questionnaire 

completed by the subjects revealed that male students had a 
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higher self-esteem, than female students. Fathers were 

rated to have the highest esteem over that of mothers, best 

friends, or oneself (Pipp and Robinson 1985). 

Eighty-four two-parent families with an adolescent and 

one or two siblings were interviewed and tested to determine 

links between them and the identity process of adolescents. 

Several instruments such as the Family Interaction Task, the 

Strong-Campbell Interest Inventory, and the Extended Range 

Vocabulary Test were administered to all members of the 

family in the home. The Ego Identity Interview was 

administered to the adolescents. The results showed that 

there was a link between family relationships and adolescent 

self-identity exploration. Family interaction may provide 

the adolescent with the self-confidence and skills needed to 

explore away from the family (Grotevant and Cooper 1985, 

415-428). 

Relationships of adolescents with the opposite sex were 

explored in a study of 480 students, Grades 8, 10, and 12, 

in Israel. The instrument was a paper and pencil 

questionnaire in which students were asked to use a 7-point 

scale to rate the self-esteem of a person presented in a 

scenario. The results indicated that students who dated 

steadily had a higher self-esteem than those who did not 

(Samet and Kelly 1987, 231-245). 

Other studies on students' self-concept have been 

conducted. Past research studies indicated that pre- and 
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early adolescents were self-conscious and had an unstable 

self-concept. However, as they matured, their self-concept 

improved. A recent study involving 375 Malaysian adolescent 

boys, ages 14.7 to 17.0, and 289 adolescent girls, ages 14.4 

to 17.2, was conducted to determine whether or not 

self-concept changed with age. The Tennessee Self-Concept 

Scale and the Rrnokover * of Ability were administered. 

The results revealed that the self-concept of the boys 

increased with age but that this was not generally true for 

the girls (Chiam 1987). 

The Tennessee Self-Concept Scale was also used in a 

study of the self-concept of adolescents in a youth 

placement program. The program emphasized good behavior and 

rewarded it by allowing participation at public functions. 

Self-concept increased as behavior improved. Although the 

scores of male and female students increased, the increase 

in scores of male students was significant (Krueger and 

Hansen 1987, 385—92). 

The sense of competence developed by adolescents is 

based on ability and intelligence, according to Nicholls 

(1986). He stated that a person's sense of competence was 

developed in early adolescence, and the concept of 

intelligence is developed in late adolescence. His study 

showed that three areas of intelligence affected performance 

in older adolescents; skills difficulty, knowledge 

acquisition, and problem solving ability. The emphasis 
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society places on competition increases during adolescence. 

Nicholls concluded that self-esteem is affected by a 

person's level of competence and degree of success in 

competition. 

The effect of the Coordinated Vocational Academic 

Education (CVAE) on self-concept was assessed in a recent 

study by Tex Paris. This study compared the level of 

self-concept in middle school CVAE students, in high school 

CVAE students, and in previous dropouts who returned to 

alternative schools for General Educational Development and 

employment training. The Piers-Harris Childrep s 

Self-Concept Scale was administered to a total of 351 

students. The results did not reveal a significant 

difference in the mean self-concept scores even though the 

high school CVAE students had the highest mean score (Paris 

1988). 

The relationship of sex to self-concept was explored in 

a study of mathematically gifted students by Mills. One 

hundred sixty—six male and 68 females students, 12—15 years 

of age, with mean math scores on the gchQl^stjc Aptitmie 

Test (SAT) of 605 for males and 575 for females were 

administered the Mvers-Brjggs Type Indicator (MBTI) and the 

Salf-Esteftm Checklist, among other instruments. The results 

showed that there were no significant relationships between 

the SAT math scores and the self-concept scores for either 

the male or female students. There were differences between 
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the sexes on the MBTI in the area of thinking/feeling. 

Females indicated a preference for feeling rather than 

thinking which could account for their lower mathematics 

ability. The females who scored higher in thinking also had 

higher SAT math scores than the females who scored higher on 

feeling (Mills 1984). 

Yee surveyed 3,246 students in their mathematics 

classes regarding their decision-making ability. It was 

found that those students who participated in making 

decisions at home were more self-reliant, had a better 

attitude toward school, and had higher self-esteem. In 

addition, these students had better mathematics skills and 

considered themselves proficient in the subject. Parents 

affected a student's attitude toward mathematics and 

self-esteem more than did teachers (Yee 1986). 

Major physical changes take place during adolescence 

which may affect a person's self-concept. Self-concept was 

studied in obese and non-obese female nursing students in a 

metropolitan area of the Midwest. Eighty-six students were 

administered the Tennessee Self-Concept Scale. The students 

were placed in one of two categories, actually obese and 

those who considered themselves obese. The results revealed 

that the actual-obese students had lower self-esteem scores 

in the total positive score than the students who considered 

themselves obese (Stein 1987). 
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Another factor which has been found to affect 

self-concept is ethnicity. A study of 64 males and 132 

females of four different ethnic groups, Asian-Americans, 

Blacks, Hispanics, and Whites, was conducted to determine if 

there was a relationship between self-concept and ethnic 

identity search. The results indicated that there was a 

relationship for Black and Hispanic students. Since the 

American culture currently reflects the values of the 

majority, White adolescents do not need to question their 

values as do ethnic minorities (Phinney and Alipuria 1987). 

Another study utilized the Piers-Harris Children's 

Self-Concept Scale with 195 eleventh grade, Black and White, 

male and female students of low, middle, and high social 

classes. Scores for each group were obtained, and the 

results showed that females, Whites, and adolescents from 

the lower social classes had lower self-concept scores than 

the males, Blacks, and students from upper social classes 

(Richman 1984). 



CHAPTER III 

METHODOLOGY 

The Peer Assistance and Leadership (PAL) program in the 

San Antonio Independent School District was developed as an 

intervention strategy for at-risk students. The program was 

designed to train a selected group of eleventh- and twelfth-

grade students in listening and helping skills and then to 

have these students work with younger at-risk students. The 

purpose of the PAL program is to help at-risk students have 

a productive and positive school experience and remain in 

school. This program has been used in an investigation of 

the self-concept of at-risk students and of several of the 

factors identified by the state as characteristics of the 

students most likely to become dropouts. Descriptions of 

the PAL program, the school district in which it was 

implemented, the subjects used in this study, and the PAL 

students are presented for a understanding of the elements 

and the setting of this project. Details of the instrument 

used to collect the self-concept data, the research design, 

and the procedure are also discussed in this chapter. 

Description of the PAL Program 

The Peer Assistance and Leadership (PAL) program was 

officially started in all eight high schools in the San 

40 
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Antonio Independent School District in the 1987-1988 school 

year. The program was placed under the supervision of the 

Guidance and Counseling Department, and a counselor on each 

campus served as the sponsor. 

H. Grant Thomas from the Austin Child Guidance Center 

and coordinator of the Peer Assistance Network of Texas 

served as consultant for the program and trainer of the 

students. Organizational meetings with the sponsors were 

held to discuss the essential elements of a successful peer 

facilitator program. These elements were commitment, 

planning; recruiting and selecting the right students; 

training the students; and implementing, supervising, 

evaluating, and sustaining the program (Thomas 1988, 4-26). 

An advisory committee of teachers, administrators, and 

counselors was formed on each campus to provide broad-based 

support for the program and to recommend eleventh- and 

twelfth-grade students for participation. Recommended 

students were interviewed and screened for possible 

participation in the program. Desirable characteristics in 

the selected students were qualities such as concern for 

others, responsibility, maturity, self-confidence, the 

ability to listen, dependability, and sensitivity. The 

selected group of PAL students represented all segments of 

the student body and were positive role models (Thomas 1988, 

12-14). 
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In November, 1987, a kickoff event announcing the 

program was held. It was attended by all members of the 

Board of Education, the Superintendent and members of his 

staff, high school principals and counselors, 

representatives from the PAL program in Austin, and the 

newly selected PAL students and their parents. The 

following week, the students attended training sessions 

conducted by H. Grant Thomas to develop the skills of 

building trust with other students, listening, and 

recognizing limitations. Training sessions on topics such 

as drug abuse, interpersonal relationships, teen pregnancy, 

and group pressures were also conducted. 

Materials were provided to school sponsors to use in 

presenting ongoing training sessions for the PAL students on 

their campuses. A variety of activities was presented to 

further develop the desirable skills needed for peer 

facilitators. The sponsors provided additional training in 

listening skills; students were taught techniques such as 

focusing on the person speaking with eye contact and body 

language and being sensitive to the feelings of the other 

person (Myrick and Erney 1985, 33). 

Training activities for PAL students described in the 

sponsors' materials involved distinguishing between pleasant 

and unpleasant feelings. Students were provided with a list 

of words describing feelings such as bored, nervous, 

threatened, cheerful, honored, and secure. They were then 
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asked to think back to a recent experience and select the 

words that best described their feeling in the situation. 

The objective was to be able to identify emotions 

appropriately and to understand how feelings affected a 

person's behavior (Myrick and Erney 1984, 46-49). An 

activity to develop skills in responding to the feelings of 

others involved the presentation and analysis of situations 

in which various emotions, such as anger toward a teacher or 

anxiety due to family conflicts, were demonstrated by 

students (Myrick and Bowman 1981, 21-31). Training 

materials also described activities to develop social, 

emotional, and physical trust. An example of an activity to 

illustrate physical trust was having students close their 

eyes and allow themselves to be led around for seven minutes 

by another person. Other training sessions focused on 

understanding helping relationships, fostering openness and 

empathy, and realizing that not all problems can be solved 

and that not all persons want to be helped (Akita and Mooney 

1982, 65-67 and 75-78). 

In April, 1989, the PAL sponsors attended a workshop 

sponsored by the Texas Education Agency and conducted by 

Robert D. Myrick, author of many books on peer 

facilitators. During this workshop, Myrick discussed the 

importance of establishing peer facilitator programs. 

Surveys revealed that 73 percent of teenagers turned to a 

peer to discuss situations concerning drug abuse and other 
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issues and that only 20 percent turned to a counselor. 

Myrick discussed the criteria he felt were important in 

selecting students as peer facilitators. Peer facilitators 

need to be liked, trusted, easy to talk to, and 

responsible. They also need to be those who have good 

grades and teacher recommendations. Myrick felt that 

appropriate training focused on being a good listener, 

clarifying feelings, and asking good questions. He stated 

that all peer facilitator programs in Texas should help 

students learn more efficiently (Myrick 1989). 

During the 1988-89 school year, many different 

activities were implemented by the PAL program in the eight 

high schools. The PAL students were introduced to the 

ninth- and tenth-grade students in either large assemblies 

or in visits to individual classes to make others aware that 

they were an available source of assistance. PAL students 

assisted with the orientation of incoming freshmen, tutored 

the ninth grade at-risk students, participated in the march 

on drugs, and acted as discussion facilitators on topics 

such as drug abuse and peer pressure. "Dear PAL" boxes, 

where students deposited questions anonymously, were set up 

in several schools. These questions were answered either in 

a column in the school newspaper or over the public address 

system during school announcements. In the fall, 1988, two 

high schools offered a peer assistance and leadership class 

for graduation credit. 
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Description of the School—District 

The fourth largest of Texas' 1026 school districts and 

among the 50 largest school districts in the nation, the San 

Antonio Independent School District is the oldest and 

largest district in Bexar County. Chartered by the State of 

Texas in 1903, it encompasses 79 square miles in the center 

of the city with the major portion inside Loop 410. It has 

a total population of 355,286 (San Antonio Independent 

School District 1989). There are approximately 15 

independent school districts in the San Antonio area and the 

more affluent ones are located in the north, northwest, and 

northeast portions of the city. Several federal housing 

projects are located within the district boundaries and 

student mobility is very high, at approximately 30 to 40 

percent. Often families are forced to move from one 

residence to another because of an inability to meet rent 

payments. 

The District operates 92 schools (63 elementary 

schools, 17 middle schools, 8 high schools, 1 alternative 

school, and 3 special education schools) and has 61,246 

students (32,902 elementary school students, 12,416 middle 

school students, 15,099 high school students, and 829 

special campus students). The pupil-teacher ratio is 17.5 

to 1, and the 22 to 1 cap in grades kindergarten through 

four has been implemented. With a budget of approximately 

$230 million, the per pupil expenditure is $3,659.97. The 
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ethnic composition of the student body is 80.59 percent 

Hispanic, 12.06 percent Black, 6.92 percent White, .40 

percent Asian, and .03 percent American Indian. 

Approximately 78 percent, or 47,772 students, are on free or 

reduced-price meals, and 6,812 have limited English 

proficiency (San Antonio Independent School District 1989). 

There are 6,229 high school students in the vocational 

programs, and of these, 91 percent are employed upon 

graduation. There are 1,749 middle school vocational 

students. The special education department serves 6,226 

students, and 58 percent of the graduates are college bound 

(San Antonio Independent School District 1989). 

The eighth largest employer in the city, the San 

Antonio Independent School District employs a total of 7,187 

persons. Of these, 3,550 are teachers with a beginning 

salary of $18,500 for a Bachelor's Degree and a beginning 

salary of $19,763 for a Master's Degree. One hundred 

fifty-one counselors are employed to serve the 92 campuses 

(San Antonio Independent School District 1989). 

Sub.iects 

Two high schools in the San Antonio Independent School 

District established Peer Assistance and Leadership classes 

in the fall, 1988. The total number of students in both of 

these classes were utilized in this study. A comprehensive, 

alphabetic list of all ninth-grade students who met two or 
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more of the at-risk criteria specified by law was prepared. 

The criteria mandated by law for high school students 

included failure in two or more subjects, grade retention of 

one or more years, non-mastery of any portion of the Texas 

Educational Assessment of Minimum Skills, and achievement 

scores two or more years below grade level in mathematics 

and reading on a norm-referenced test. 

Students who previously received PAL services were 

deleted, and the remaining students were assigned unique 

sequential numbers. Using the table of random numbers, 105 

students (99 Hispanics and 6 Blacks) from two high schools 

were selected and assigned to an experimental group or to a 

control group. The two groups consisted of male and female 

students who ranged in age from 14 to 18 years. There were 

50 students in the experimental group, 24 boys and 26 girls 

(21 from School A and 29 from School B). There were 55 

students in the control group, 30 boys and 25 girls (21 from 

School A and 34 from School B). Ninth grade at-risk 

students randomly selected for the experimental group agreed 

to participate and were matched with one of the eleventh- or 

twelfth-grade students in the Peer Assistance and Leadership 

(PAL) class. 

PAL Students 

Thirty high school students were enrolled in the Peer 

Assistance and Leadership class, twelve in School A and 
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eighteen in School B. Quantitative and qualitative data 

were collected on the students prior to their selection and 

enrollment in the class to ascertain if they possessed the 

characteristics desirable in peer helpers. 

Students interested in becoming a PAL student in School 

A were required to obtain six letters of recommendation from 

present or previous teachers, ministers, employers, or 

neighbors. They were also required to obtain satisfactory 

endorsements in citizenship and grades from each of their 

current teachers and to submit an essay explaining their 

reasons for wanting to be a PAL student. Eligible students 

were interviewed by the sponsoring counselor and teacher and 

questioned regarding why they wanted to be a PAL, what 

helping meant to them, and how they would handle specific 

problems from other students, such as pregnancy, drug abuse, 

and interpersonal relationships. 

Twelve students, four males and eight females, were 

selected in School A. This group of eight seniors and four 

juniors had a grade average of 81.8 for all their subjects 

and a grade average of 83.9 in their PAL class. Their mean 

self-concept score on the Piers-Harris Children's 

Self-Concept Scale was 65.6. The year they were selected 

for the PAL program, they had average grade equivalent 

scores of 10.9 in mathematics and 10.3 in reading on the 

Metropolitan Achievement Test. 
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In School B the sponsoring counselor and teacher sent a 

form to all teachers requesting recommendations for students 

suitable for the PAL program. A notice was also sent to the 

students to ascertain their interest in enrolling in the PAL 

class. This initial group was screened for grades and 

citizenship and then interviewed by the sponsors. These 

students were asked such questions as why they wanted to be 

a PAL student, what helping meant to them, what 

confidentiality meant, and how they would handle student 

situations of family and teacher conflicts. Their responses 

were evaluated individually by each sponsor using a scale 

from 1 to 10. The final selection of students was then 

made. 

Eighteen students, two males and sixteen females, were 

selected in School B. This group of four seniors and 

fourteen juniors had a grade average of 81.8 for all their 

subjects and a grade average of 89.2 in their PAL class. 

The mean self-concept score on the Piers-Harris Children's 

Self-Concept Scale was 55.9. At the time they were selected 

for the PAL program, they had average grade equivalent 

scores of 11.5 in mathematics and 10.9 in reading on the 

Metropolitan Achievement Test. 

A program of frequent and concentrated interaction 

between PAL students and at-risk students was implemented. 

Each of the PAL students was assigned two ninth grade 

at-risk students. The PAL students kept a journal and 
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entered a brief description of each interaction with their 

at-risk students. The PAL students described such activites 

as initially seeking out the ninth-grade students, 

introducing themselves, and explaining that they would be 

the at-risk students' buddies or as one student wrote in his 

journal, "I was a friend and would be there for him." The 

PAL students established rapport and developed trust with 

the ninth-grade students. In one case the relationship 

progressed slowly until the ninth-grade student was able to 

accept and trust the PAL student, and then they became 

friends. Contact was made before and after school, between 

classes, and at lunch. Often the PAL students telephoned 

the ninth-grade students at home during the week and on 

Saturdays and Sundays just to talk, to check on why they 

were not in school that day, or to see if they had done 

their homework for the next day. In some cases the 

ninth-grade students began to telephone the PAL students. 

Opportunity for contact was made by pulling the ninth-grade 

students out of class with the teacher's approval. In 

addition to school time, contacts were made out of school. 

Students spent time together at the park or by attending the 

Fiesta parades. One PAL student drove the ninth-grade 

student to and from school. 

PAL students discussed grades with the ninth-grade 

students and assisted them with their homework. Other 

topics discussed were problems with parents and school, 



51 

plans for the summer, employment, and boyfriend and 

girlfriend relations. One ninth-grade student was failing 

math. The PAL student talked to her and tutored her in the 

subject. Several days later, the student told the PAL 

student that she had decided that continuing the class with 

an improved attitude was the better thing to do. At times 

the ninth-grade students were excused from their classes for 

a period to participate in small group activities involving 

understanding feelings, controls in life, and liking 

yourself better (Hall and Zener 1977). Other activities, 

taken from a program called the Teenage Connection, involved 

one-to-one interactions between the ninth-grade student and 

a PAL student designed to promote discussion on various 

types of behavior, personal identity, and values and social 

development {Crutsinger 1987, 18-37, 48-51). 

Some of the ninth-grade students came from stressful 

family situations. For example, one student lived in a 

federal housing project, had nine brothers and sisters, a 

father who was in prison because of involvement with drugs, 

and a mother who was unemployed. Another student made poor 

grades because she took care of her ill mother, took care of 

her brother, and did all the housework. Other ninth-grade 

students were involved in school infractions that resulted 

in suspension or placement in an in-school suspension 

program. At all times the PAL student assumed the role of a 



52 

person who cared, who encouraged, who tutored, who listened, 

and who was there for the ninth grade student. 

Instrument 

An eighty-item questionnaire entitled the Piers-Harris 

Children's Self-Concept Scale (The Way I Feel About Myself), 

by Ellen V. Piers and Dale B. Harris, was the instrument 

used in this study. Administered to all the students 

selected in the sample, this instrument was written at the 

third grade reading level and was appropriate for use with 

students ages 8 to 18 in Grades 4 through 12. The 

instrument yielded a total self-concept score and six 

cluster scores in (1) behavior, (2) intellectual and school 

status, (3) physical appearance and attributes, (4) anxiety, 

(5) popularity, and (6) happiness and satisfaction (Piers 

1969). 

The students were asked to simply respond with a "yes" 

or "no" to the inventory of declarative statements. Some of 

the statements asked the students if they felt they were 

smart, a good person, a good reader, or a dreamer. Other 

statements asked if a student hated school, got into a lot 

of fights, or was slow in finishing his or her school work 

(Piers 1984). 

Total scores ranged from 0 to 80, with a mean score of 

51.84, a median score of 53.43, and a standard deviation of 

13.87 based on the normative population of 1,893 public 
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school students in Grades 4 through 12 (Piers 1984, 37). A 

high score indicated positive self-esteem and a low score 

indicated low self-esteem. Although the total raw score was 

used in this study, scores can be reported in percentiles 

and in stanines. Total raw scores from 43 to 63 

corresponded to stanines 4, 5, and 6 (Piers 1984, 104). 

When this instrument was developed in 1969, several 

tests to determine the extent of its reliability and 

validity were performed. The Kuder-Richardson Formula 21 

yielded coefficients ranging from .78 to .93. The 

Spearman-Brown odd-even formula, applied to half of the 

sample in Grades 6 and 10, yielded coefficients of .90 and 

.87 for each grade. A four-month test-retest on half of the 

sample in Grades 3, 6, and 10 resulted in coefficients of 
t 

.72, .71, and .72, respectively. A two-month and four-month 

test-retest on 244 fifth-grade students resulted in a 

coefficient of .77 (Piers 1969). 

The psychometric properties of this instrument 

indicated that it was reliable and valid. The test-retest 

reliability on both a two-month and a four-month interval 

was .77. With a sample of 297 sixth and tenth grade 

students composed of both males and females, Piers conducted 

a study using the KR-20 formula and found that the interval 

reliability coefficients ranged from .88 to .93 for the 

different subgroups. Other studies using the Spearman-Brown 

and Alpha formulas reported coefficients from .89 to .92. 
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Recent studies expanded on the original one and revealed 

that the test-retest reliability coefficients varied 

depending on the length of the interval but had a mean of 

.73 (Piers 1984). Internal consistency coefficients ranged 

from .88 to .93 for the total score and from .73 to .81 on 

the cluster scores (Mitchell 1985). 

When the scale was first developed, attempts were made 

to address content validity by including items in all areas 

of interest and concern to children. However, during the 

item analysis, the non-discriminating items were deleted. 

Although it was not relevant whether a child's perceived 

self-concept corresponded to that of others, correlations 

with teacher and peer ratings ranged from non-significant to 

.49. Concurrent validity was measured by Mayer using the 

Lipsitt Children's Self-Concept Scale and the result was a 

coefficient of .68 at the .01 level (Piers 1969). Some 

validity studies explored the relationship between the 

Piers-Harris and several other self-concept, behavior, and 

personality scales. The intercorrelation coefficients 

ranged from .21 to .59. This instrument was recommended for 

use as a classroom screening instrument and for research 

(Mitchell 1985). 

Lian-Hwang Chiu conducted a study comparing five 

self-concept scales: The Coppersmith Self-Esteem 

Inventories. the Culture-Free Self-Esteem Inventories for 

Children and Adults, the Piers-Harris Children's 
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Self-Concept Scale, the Rosenberg Self-Esteem Scale, and the 

Tennessee Self-Concept Scale, Following an analysis and 

description of each scale, the Piers-Harris Children's 

Self-Concept Scale was recommended for use in research and 

was found to be the most adequate measure for clinical 

purposes (Chiu 1988). 

Research Design 

This research study utilized two designs, the 

experimental Posttest-Only Control Group Design and the 

correlational method (Gay 1987, 287—288, 230—242). The 

sample of students randomly selected and assigned to the 

experimental and control groups was drawn from a narrowly 

defined population (Westmeyer 1981, 39). The treatment was 

the interaction with a PAL student and the posttest 

instrument used was the Piers-Harris Children's Self-Concept 

Scale. Table 1 presents the design of the study (Borg 1987, 

230). 

TABLE 1 

EXPERIMENTAL DESIGN OF THE STUDY 

Group Posttest 

Experimental R X 0 

Control R 0 
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The Piers-Harris Children's Self-Concept Scale was 

administered to both the control and experimental groups. A 

t-test comparison and an analysis of variance, at the .05 

level of significance, were calculated to determine the 

difference in the mean total self-concept scores of the two 

groups (Runyon and Haber 1980, 200-201). 

This research study also utilized the results of the 

Piers-Harris Children's Self-Concept Scale to determine if 

there was a relationship between the self-concept of at-risk 

students and eight variables. The variables were selected 

from the characteristics listed in House Bill 1010 as the 

mandated or optional criteria used to identify students as 

at risk of dropping out of school (Texas Legislature, House 

1987). 

The eight variables correlated with the total 

self-concept scores are described in detail below. 

1. Limited English proficiency (LEP)—All students 

enrolled in school were screened with a Home Language Survey 

to determine if languages other than English were spoken in 

the home. If the survey indicated that only English was 

spoken in the home, the student was marked non-limited 

English proficiency. If Spanish or a language other than 

English was spoken, a further assessment of the student was 

conducted. The reading and language scores earned by the 

students on the Metropolitan Achievement Test were 

considered. If the students earned scores at or above the 
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40th percentile, they were classified as non-LEP. If the 

scores were below the 40th percentile, an oral language test 

was administered by specially trained professionals or 

paraprofessionals. The school Language Proficiency 

Assessment Committee (LPAC) convened to review the data and 

classify the student as either non-LEP or LEP. Code numbers 

were assigned to indicate the language status of the 

student. On the high school level, Code 0 indicated that 

the student was placed in a compensatory program: Codes 1-3 

indicated that the student was in an English as a Second 

Language Program; Code 7 indicated that the parent denied 

bilingual program services; Code 8 indicated that the 

student had been LEP but had been exited from the program; 

and Code 9 indicated the student was monolingual English 

(San Antonio Independent School District 1986, 10-13). For 

this study the student was coded either non-LEP or LEP. 

This was an optional at-risk characteristic of House Bill 

1010. 

2. Age—According to House Bill 1010, students who 

were overage for their grade placement were in danger of 

dropping out of school before graduation. The students in 

this study ranged in age from 14 to 18 years as of May, 

1989. Age was an optional characteristic of the at-risk 

student. 

3. School attendance—The number of days that a 

student was absent during the 1988-89 school year was 
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calculated. This calculation combined excused and unexcused 

absences. If students had five unexcused absences in one 

semester, they failed the course. School attendance was an 

optional characteristic of the at-risk student, although 

excessive absences often led to a student dropping out of 

school. 

4. Scores of two or more years below grade level in 

reading or mathematics on a norm-referenced test—This was a 

mandated criterion of the at-risk student. For this study, 

scores earned on the April, 1989, administration of the 

Metropolitan Achievement Test. 6th Edition, were used. The 

total grade equivalent score on the mathematics and reading 

subtests earned by the student were the data used in this 

study. 

5. Failure to master any portion of the Texas 

Educational Assessment of Minimum Skills (TEAMS)—This was a 

mandated criterion of the at-risk student. The results of 

the ninth grade TEAMS administered in February, 1989, were 

used, and the number of subtests (mathematics, reading, and 

writing) failed were counted for each student. 

6. Grades of "F" in two or more subjects—This was a 

mandated criterion of the at-risk student. The number of 

failing grades earned by each student at the end of the 

semester, January, 1989, was used. 
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7. Repeating a grade—This was a mandated criterion. 

If students were retained in one or more grades during their 

school career, the information was entered on their record. 

8. Free or reduced-price lunch—This was an optional 

criterion. Eligibility was based on economic factors. For 

example, students from families of three persons with weekly 

incomes less than $243 qualified for free lunch, and 

students from families of three with weekly incomes of less 

than $345 qualified for a reduced-price lunch. 

Procedures 

The Piers-Harris Children's Self-Concept Scale was 

administered to 105 ninth grade at-risk students, 50 in the 

experimental group and 55 in the control group, in two high 

schools. The t-test comparison of two means and an analysis 

of variance were calculated on the the mean total 

self-concept scores and tested at the .05 level of 

significance. A multiple regression analysis was the 

statistical procedure used to test the relationship of the 

eight variables to the mean self-concept score at the .05 

level of significance (Mendenhall 1987, 538). The multiple 

regression analysis was calculated on the data using the 

self-concept scale as the dependent or criterion variable 

and the eight items listed and described in the preceding 

paragraph as the independent or predictor variables. 



CHAPTER IV 

ANALYSIS OF THE DATA 

The purpose of this study was to assess the 

effectiveness of the Peer Assistance and Leadership (PAL) 

program on the self-concept of at-risk students as measured 

by the Piers-Harris Children's Self-Concept Scale. The 

self-concept scores were also used to determine if there was 

a relationship between the total score and eight different 

variables. The variables were limited English proficiency, 

age, school attendance, achievement scores two or more years 

below grade level on a norm-referenced test, failure to 

master any portion of the Texas Educational Assessment of 

Minimum Skills, failure in two or more subjects, grade 

retention, and eligibility for free or reduced-price lunch. 

Restatement of the Null Hypotheses 

The following hypotheses were formulated to carry out 

the purposes of this study: 

1. There will be no significant difference in the 

total self-concept score obtained by ninth grade at-risk 

students receiving services from PAL students and those not 

receiving services as measured by the Piers-Harris 

Children's Self-Concept Scale. 

60 
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2. There will be no significant relationship between 

limited English proficiency and the total self-concept score 

as measured by the Piers-Harris Children's Self-Concept 

Scale for ninth grade at-risk students. 

3. There will be no significant relationship between 

age and the total self-concept score as measured by the 

Piers-Harris Children's Self-Concept Scale for ninth grade 

at-risk students. 

4. There will be no significant relationship between 

school attendance and the total self-concept score as 

measured by the Piers-Harris Children's Self-Concept Scale 

for ninth grade at-risk students. 

5. There will be no significant relationship between 

scoring two or more years below grade level in reading and 

mathematics on a norm-referenced test and the total 

self-concept score as measured by the Piers-Harris 

Children's Self-Concept Scale for ninth grade at-risk 

students. 

6. There will be no significant relationship between 

failure to master any portion of the Texas Educational 

Assessment of Minimum Skills and the total self-concept 

score as measured by the Piers-Harris Children's 

Self-Concept Scale for ninth grade at-risk students. 

7. There will be no significant relationship between 

earning a grade of "F" in two or more subjects and the total 

self-concept score as measured by the Piers-Harris 
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Children's Self-Concept Scale for ninth grade at-risk 

students. 

8. There will be no significant relationship between 

repeating a grade and the total self-concept score as 

measured by the Piers-Harris Children's Self-Concept Scale 

for ninth grade at-risk students. 

9. There will be no significant relationship between 

receiving free or reduced-price lunch and the total 

self-concept score as measured by the Piers-Harris 

Children's Self-Concept Scale for ninth grade at-risk 

students. 

Sample 

The subjects used in this study were drawn from the 

ninth grade at-risk population in two high schools in a 

large urban school district. Some demographic data on the 

ninth-grade classes in these two schools were obtained from 

the Demographic Performance Summary for the February, 1989, 

administration of the Texas Educational Assessment of 

Minimum Skills (TEAMS). There were 670 ninth-grade students 

at School A, 51 percent were boys and 49 percent were girls, 

85 percent of this group were Hispanic and 57 percent were 

at risk. There were 444 ninth-grade students at School B, 

57 percent were boys and 43 percent were girls, 96 percent 

of the class were Hispanic and 55 percent were at risk. 

Demographic data on the 105 participating students, 50 in 
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the experimental group and 55 in the control group, are 

presented in Tables 2 through 7. 

Tables 2 and 3 list characteristics of the 105 students 

in the sample used in this research study. A review of 

these tables reveals that the students in the sample 

averaged fifteen and a half years of age, had failed 1.8 

subjects and 1.3 of the TEAMS subtests, and had missed 9.8 

days of school. They functioned at the 7.1 grade level in 

mathematics and at the 6.1 grade level in reading. 

Sixty-three percent of the group received free lunch, forty 

percent had limited English proficiency, and nineteen 

percent had been retained in a grade during their school 

career. Fifty-one percent of the group were male students. 

TABLE 2 

DEMOGRAPHICS OF THE 105 SUBJECTS 

Variable No. Mean S.D. 

Age 105 15.5 0.99 
"F" Grades 105 1.8 1.57 
TEAMS Failures 100 1.3 1.03 
Math Gr. Eq. 92 7.1 1.84 
Read. Gr. Eq. 90 6.1 2.24 
Days Absent 105 9.8 7.59 
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TABLE 3 

OTHER DEMOGRAPHICS OF THE 105 SUBJECTS 

Variable No. Percent 

Limited English Prof. 42 40% 
Retained in a Grade 20 19% 
Free Lunch 66 63% 
Male Students 54 51% 

Tables 4 and 5 list the characteristics of these 

students according to their placement in either the 

experimental or control groups. A review of the data in 

these tables reveals that the profiles of the students in 

the experimental and control groups were similar. Both 

groups of students were about fifteen and a half years of 

age, had failed 1.8 subjects and 1.5 of the TEAMS subtests, 

and had missed approximately ten days of school. Students 

in both groups functioned on approximately the seventh grade 

level in mathematics and on the sixth grade level in 

reading. More than a third of the students in both groups 

had limited English proficiency, 63 percent received free 

lunch, and 51 percent of them were male students. 
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TABLE 4 

DEMOGRAPHICS OF THE GROUPS 

Variable Exper. Means Control Means 

Age 15.3 15.7 
"F" Grades 1.5 2.0 
TEAMS Failures 1.1 1.5 
Math Gr. Eq. 7.3 6.9 
Read. Gr. Eq. 6.2 6.1 
Days Absent 9.9 9.7 

TABLE 5 

OTHER DEMOGRAPHICS OF THE GROUPS 

Variable 
Exper. 

No. 
(N=50) 
Pet. 

Cntrl. 
No. 

(N*55) 
Pet. 

Ltd. Eng. Prof 17 34% 25 45% 
Retained 13 26% 7 13% 
Free Lunch 34 68% 32 58% 
Males 24 48% 30 55% 

Tables 6 and 7 list the characteristics of the students 

according to the groups in each school. A review of the 

data in these two tables reveals that the sample of students 

by groups in each school was similar. They were over 

fifteen years of age, had failed from 1.2 to 2.6 classes and 

from .9 to 1.5 TEAMS subtests, and had missed from 9.6 to 

11.5 school days. They functioned on approximately the 
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seventh grade level in mathematics and on approximately the 

sixth grade level in reading. Twenty-nine (29) to 56 

percent of the students by groups had limited English 

proficiency, 10 to 28 percent of the students were retained 

during their school career, 52 to 76 percent received free 

lunch, and 45 to 59 percent in each group were males. The 

groups of students drawn in the sample were very similar in 

their characteristics, and there did not appear to be any 

appreciable differences in their traits. 

TABLE 6 

DEMOGRAPHICS OF THE GROUPS BY SCHOOL 

School A Means: School B Means: 
Variable Exper. Cntrl. Total Exper. Cntrl. Total 

Age 15.1 15.7 15.4 15.5 15.7 15.6 
"F" Grade 2.0 2.6 2.3 1.2 1.7 1.5 
TEAMS Failure 1.4 1.4 1.4 .9 1.5 1.2 
Math Gr. Eq. 6.9 6.9 6.9 7.7 7.0 7.3 
Read Gr. Eq. 5.6 6.7 6.1 6.6 5.7 6.2 
Days Absent 10.1 9.6 9.9 9.7 11.5 9.7 
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TABLE 7 

OTHER DEMOGRAPHICS OF THE GROUPS BY SCHOOL 

School A School B 
Variable Exp. Cntrl. Total Exp. Cntrl. Total 

Ltd. Eng. Pf. 29% 29% 29% 38% 56% 48% 
Retained 24% 10% 17% 28% 15% 21% 
Free Lunch 76% 52% 64% 62% 62% 62% 
Males 52% 48% 50% 45% 59% 52% 

Analysis of the Data 

The total self-concept scores earned on the 

Piers-Harris Children's Self-Concept Scale by each student 

in the sample were statistically analyzed using a t-test to 

compare two means, an analysis of variance for further 

analysis, and a multiple regression analysis (Ferguson 1981, 

234-237). Each hypothesis is stated, the results of the 

analysis of data are discussed, and a statement is made 

indicating whether or not the hypothesis was supported. 

Hypothesis 1: There will be no significant difference 

in the total self-concept score obtained by ninth grade 

at-risk students receiving services from PAL students and 

those not receiving services as measured by the Piers-Harris 

Children's Self-Concept Scale. 

Table 8 presents the mean total self-concept scores 

obtained by the experimental and control groups as well as 

the number of students in each group and the standard 
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deviation. The fifty students in the experimental group had 

a mean score of 55.9, whereas the fifty-five students in the 

control group had a mean score of 52.7. The mean score of 

the experimental group was 3.2 points higher than the mean 

score of the control group. 

To test whether or not there was a significant 

difference between the average scores of the experimental 

and control groups, a two-sample t-test was calculated 

(Ferguson 1981, 177-179). This resulted in the t-statistic 

of 1.349 (p = .180), which was not significant at the .05 

level. 

The first null hypothesis was supported. There was no 

significant difference in the total self-concept score of 

students receiving services from PAL students and those not 

receiving services. The null hypothesis was retained. 
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TABLE 8 

MEAN TOTAL SCORE OF EXPERIMENTAL AND CONTROL GROUPS 

Group Number Mean S.D. 

Experimental 50 55.9 13.13 

Control 55 52.7 11.37 

Difference 3.2 

t-statistic » 1.349 

p-value = .180 

Other aspects of the data were analyzed for 

informational purposes. Tables 9 and 10 present the mean 

self-concept scores earned by the males and females in each 

group and by the experimental and control groups separately 

in each high school. Each set of scores was analyzed with a 

t-test to determine statistical differences. 

Statistical data obtained on the mean scores of the 

male and female students in the experimental and control 

groups are presented in Table 9. The highest mean, 58.6, 

was recorded for the twenty-four male students in the 

experimental group. The twenty-six female students obtained 

a mean of 53.4. In the control groups, the thirty male 

students obtained a mean of 53.4 and the twenty-five female 

students had a mean of 51.8. 
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Both the male and female students in the experimental 

groups scored higher than the students in the control 

groups. The mean for the male students in the experimental 

group was 58.6 compared to the mean of 53.4 for the male 

students in the control group; this was a difference of 5.2 

points. A t-test was calculated and the t-statistic was 

1.532 (£ = .132), which was not statistically significant at 

the .05 level. 

The mean for the females in the experimental group was 

53.4 compared to the mean of 51.8 for the females in the 

control group; this was a difference of 1.6 points. A 

two-sample t-test was calculated, and the t-statistic was 

.487 (p = .629), which was not statistically significant at 

the .05 level. 

In both groups, the male students had a higher mean 

score than the female students. In the experimental group 

the male students scored 5.2 points higher than the female 

students. In the control group, the male students scored 

1.6 points higher than the female students. 
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TABLE 9 

MEAN TOTAL SCORE OF EXPERIMENTAL AND CONTROL GROUPS 
BY MALE AND FEMALE 

Group No. 
Male 

Mean S.D. No. 
Female 
Mean S.D. 

Experimental 24 58.6 11.21 26 53.4 11.14 

Control 30 53.4 13.23 25 51.8 13.22 

Difference 5.2 1.6 

t-statistic = 1.532 .487 

p-value = .132 .629 

The results obtained from each campus were analyzed. 

Table 10 presents the number of students, the mean scores 

and the standard deviations of the students in the 

experimental and control groups at Schools A and B. 

At School A, the mean for the experimental group was 52.6, 

whereas the mean for the control group was 53.1, 0.5 points 

higher than the mean for the experimental group. Both 

groups had twenty-one participants. A two-sample t-test was 

calculated on the means. This resulted in the t-statistic 

of -0.138 (p. = .891) which was not significant at the .05 

level. 

At School B, the mean for the twenty-nine students in 

the experimental group was 58.3. The mean for the 
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thirty-four students in the control group was 52.4. At this 

campus the experimental group had a mean score of 5.9 points 

higher than the control group. A two-sample £-test was 

calculated on the mean scores. This resulted in the 

t-statistic of 2.054 (p = .044), which was statistically 

significant at the .05 level. 

TABLE 10 

TOTAL SELF-CONCEPT SCORE OF EXPERIMENTAL AND CONTROL GROUPS 
BY SCHOOL 

Group 
School A 

No. Mean S.D. 
School B 

No. Mean S.D. 

Experimental 21 52.6 11. 59 29 58.3 10. 75 

Control 21 53.1 14. 99 34 52.4 12. 07 

Difference -0.5 5.9 

t-statistic = - .138 2.054 

p-value = .891 .044* 

•Significant at the .05 level 

A review of the five sets of mean scores discussed 

reveals that the mean self-concept score of the experimental 

group was higher than the mean score of the control group, 

but the difference was not statistically significant. Both 

the male and female students in the experimental group had 

higher mean self-concept scores than the male and female 
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students in the control group, but the differences were not 

statistically significant. Separating the results of the 

experimental and control groups by high school revealed that 

there was no significant difference in the mean scores 

earned by the students at School A. However, the difference 

in the mean scores of the two groups at School B revealed 

that the mean of the experimental group was significantly 

higher at the .05 level. 

Tables 11 and 12 present a further detail of the mean 

scores earned at each campus. Table 11 presents the mean 

scores of each group by sex at School A. This table lists 

the number of students, the mean scores, and the standard 

deviations for the male and female students in the 

experimental and control groups at School A. These mean 

scores were very similar. The male students in the 

experimental group had a mean score of 52.6, and the male 

students in the control group had a mean score of 53.7, a 

difference of -1.1. The t-statistic was -.175 (p = .863) 

and was not significant at the .05 level. The mean scores 

for the female students were 52.5 in the experimental group 

and 52.6 in the control group, a difference of -0.1. The t-

statistic was -.023 (p = .982), which was not significant at 

the .05 level. 



TABLE 11 

MEAN TOTAL SELF-CONCEPT 
SCORE AT SCHOOL A 
BY GROUP AND SEX 
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Group No. 
Male 
Mean S.D. No. 

Female 
Mean S.D. 

Experimental 11 52.6 10.31 10 52.5 13.44 

Control 10 53.7 17.03 11 52.6 13.70 

Difference -1.1 -0.1 

t-statistic = - .175 - .023 

p-value » .863 .982 

Table 12 lists the number of students, the mean scores, 

and the standard deviations for the male and female students 

in the experimental and control groups at School B. A 

difference was found in the scores of male and female 

students in the experimental group at this school. The mean 

score for the males was 63.7 versus 54.0 for the females, a 

difference of 9.7 points higher. Even in the control group, 

the male students (53.3) scored 2.2 points higher than the 

females (51.1). The scores earned by both the male and 

female students in the experimental group were both higher 

than the scores earned by the male and female students in 

the control group. 
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The mean scores for the male students were 63.7 for the 

experimental group and 53.3 for the control group, a 

difference of 10.4. The t-statistic was 2.720 (p = .011), 

which was significant at the .05 level. The mean scores for 

the female students were 54.0 for the experimental group and 

51.1 for the control group, a difference of 2.9. The 

t-statistic was .690 (p = .496), which was not significant 

at the .05 level. 

A review of the four sets of means presented reveals 

that there was a statistically significant difference 

between the means earned by the male students in the 

experimental and control groups at School B. 

TABLE 12 

MEAN TOTAL SELF-CONCEPT 
SCORE AT SCHOOL B 
BY GROUP AND SEX 

Group No. 
Male 
Mean S.D. No. 

Female 
Mean S.D. 

Experimental 13 63.7 9.57 16 54.0 9.89 

Control 20 53.3 11.39 14 51.1 13.30 

Difference 10.4 2.9 

t-statistic = 2.720 .690 

p-value = .011* .496 

•Significant at the .05 level 
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A three-way analysis of variance was calculated on the 

data to investigate other factors such as the effect of sex 

and school on the results. Each of the factors had two 

levels: group, experimental and control; school, School A 

and School B; and sex, male and female. In addition, the 

interaction between the three factors was analyzed. The 

results are listed in Table 13. 

None of the factors were significant at the .05 level. 

There were no observed differences in average total 

self-concept scores between the experimental and control 

groups, between the two schools, and between male and female 

students. Also, there were no significant interaction 

effects. This included interactions between group and 

schools, group and sex, school and sex, and group and school 

and sex. None of these combinations revealed any 

statistically significant results. 
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TABLE 13 

ANALYSIS OF VARIANCE OF THE TOTAL SELF-CONCEPT SCORES 

Degrees Sum 
of of 

E Source of Variation Freedom Squares £ E 

Group 
School 
Sex 
Group X School 
Group X Sex 
School X Sex 
Group X Schl X Sex 

Error 

Standard Deviation « 12.23 

97 

228.6 
174.5 
267.9 
328.1 
66.5 
178.8 
109.6 

14505.6 

1.53 
1.17 
1.79 
2.19 
.44 

1.20 
.73 

.22 

.28 

.18 

.14 

.51 

.28 

.39 

A two-way analysis of variance was calculated on the 

data for each school using as the two factors the group 

effect and the sex effect. Tables 14 and 15 contain the two 

analysis of variance tables. 

Table 14 reveals that none of the factors were 

significant at the .05 level. There were no observed 

differences in average total self-concept scores between the 

experimental and control groups and between male and female 

students. In addition, there were no significant 

interaction effects between group and sex. 



TABLE 14 

ANALYSIS OF VARIANCE OF MEAN SELF-CONCEPT 
SCORES AT SCHOOL A 
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Degrees 
of 

Sum 
of 

Source Freedom Squares I E 

Group 
Sex 
Group X Sex 

1 
1 
1 

3.8 
3.8 
2.3 

.02 

.02 

.01 

.89 

.89 

.91 

Error 38 7173.7 

Standard Deviation = 13.74 

Table 15 presents the results for School B. The 

difference in the mean scores of the experimental and 

control groups was statistically significant at the >05 

level (p = .02). The difference in the mean scores earned 

by the male students compared to those earned by the female 

students were also statistically significant at the .05 

level (p = .04). 



TABLE 15 

ANALYSIS OF VARIANCE OF MEAN SELF-CONCEPT 
SCORES AT SCHOOL B 
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Source 

Degrees 
of 

Freedom 

Sum 
of 

Squares F 

Group 
Sex 
Group X Sex 

1 
1 
1 

680.3 
544.8 
213.6 

Error 59 7331.9 

Standard Deviation = 11.15 

5.47 
4.38 
1.72 

.02* 

.04# 

.20 

•Significant at the .05 level 

Hypotheses 2 through 9 stated that there would be no 

significant relationship between certain variables and the 

total self-concept score as measured by the Piers-Harris 

Children's Self-Concept Scale for ninth grade at-risk 

students. 

Several variables were analyzed using a multiple linear 

regression analysis to determine if there were relationships 

to the self-concept score. The variables used were limited 

English proficiency, age, school attendance, mathematics and 

reading scores on the Metropolitan Achievement Test, failure 

to master any portion of the Texas Educational Assessment of 

Minimum Skills, failure in school courses, grade retention, 

and eligibility for free or reduced-price lunch. Some of 
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the students were absent for the 1989 administration of the 

Texas Educational Assessment of Minimum Skills and the 

Metropolitan Achievement Test and* therefore, did not have 

complete data. This reduced the sample from 105 to 86. 

As indicated in Table 16, the multiple regression 

analysis was significant at the .05 level. This indicated 

that there was a statistically significant relationship 

between some of the variables described and the self-concept 

scores. 

R-Square indicated that 23.6 percent of the variability 

in self-concept was explained by the variables. 

Approximately 76.4 percent of the variability in the 

self-concept score was the result of other factors. 

TABLE 16 

ANALYSIS OF VARIANCE FOR REGRESSION OF SELECTED 
VARIABLES ON SELF-CONCEPT SCORES 

Source 

Degrees 
of 

Freedom 

Sum 
of 

Squares 
Mean 
Squares 

Regression 
Error 

Total 

10 
75 

~85~ 

3030.6 
9838.7 

12869.3 

303.1 
131.2 

F = 2.3 p = .02* R-Square = 23.6% 

•Significant at the .05 level 
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Table 17 presents the results of the multiple 

regression analysis. This analysis revealed that three of 

the variables were statistically significant at the .05 

level and had a relationship to the self"concept score. 

Those variables were failing grades, mathematics grade 

equivalent scores, and free lunch versus reduced-price or 

paid lunch. The data are presented in Table 17. 

TABLE 17 

VARIABLES THAT AFFECT THE PIERS-HARRIS CHILDREN'S 
SELF-CONCEPT SCALE SCORE IN NINTH GRADE AT-RISK STUDENTS 

Variable Parameter Estimate P-Value 

Ltd. Eng. Prof -3.994 .157 

Age -0.284 .846 

Days Absent -0.144 .497 
Mathematics Score 2.227 .011* 
Reading Score -1.239 .065 

TEAMS Failure 0.973 .516 

Grades of F -2.108 .029* 

Retained 1.809 .678 
Free Lunch -5.444 .048* 

•Significant at the .05 level 

Each hypotheses 2 through 9 will be stated separately 

and the results of the analysis discussed. 

Hypothesis 2: There will be no significant 

relationship between limited English proficiency and the 

total self-concept score as measured by the Piers-Harris 
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children's Self-Concept Scale for ninth grade at-risk 

students. 

Thirty-seven students in the sample had limited English 

proficiency, representing 43 percent of the group. There 

was not a significant (E = .16) relationship between this 

variable and self-concept. The null hypothesis was 

retained. 

Hypothesis 3: There will be no significant 

relationship between age and the total self-concept score as 

measured by the Piers-Harris Children's Self-Concept Scq.le 

for ninth grade at—risk students. 

The ages of the ninth grade at-risk students used in 

this correlation ranged from 14 to 18, the mean age was 15.5 

and the standard deviation was 1.03. No statistically 

significant (p = .85) relationship was found between the 

variable of age and the self-concept score. The null 

hypothesis was retained. 

Hypothesis 4: There will be no significant 

relationship between school attendance and the total 

self-concept score as measured by the Piers-Harris 

Children's Self-Concept Scale for ninth grade at-risk 

students. 

The number of days absent for the students in this 

sample ranged from 0 to 32 with a mean of 8.2 days absent 

and a standard deviation of 6.9 days. No statistically 

significant (p = .50) relationship was found between this 
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variable and the self-concept score in this study. The null 

hypothesis was retained. 

Hypothesis 5: There will be no significant 

relationship between scoring two or more years below grade 

level in reading or mathematics on a norm-referenced test 

and the total self-concept score as measured by the 

Piers-Harris Children's Self-Concept Scale for ninth grade 

at-risk students. 

The mean mathematics grade equivalent score earned by 

the at-risk ninth—grade students on the 1989 administration 

of the Metropolitan Achievement Test was 7.1, the range was 

3.1 to 12.9, and the standard deviation was 1.8. This mean 

score was more than two years below the grade placement of 

9.7. This variable was statistically significant with a 

p-value of .011. As the mathematics grade equivalent score 

increased, the self-concept score also increased. 

The mean reading grade equivalent score earned by the 

at-risk ninth-grade students on the 1989 administration of 

the Metropolitan Achievement Test was 6.1, the range was 2.9 

to 12.9, and the standard deviation was 2.3. This mean 

score was more than three years below the grade placement of 

9.7. No statistically significant (p = .07) relationship 

was found between this variable and the self-concept score. 

Because the data did not completely support this hypothesis, 

it was rejected. 
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Hypothesis 6: There will be no significant 

relationship between failure to master any portion of the 

Texas Educational Assessment of Minimum Skills and the total 

self-concept score as measured by the Piers—Harris 

Children'a Self-Concept Scale for ninth grade at-risk 

students. 

The Texas Educational Assessment of Minimum Skills. 

Grade 9, has three subtests: mathematics, reading, and 

writing. The mean number of subtests failed by the students 

in this sample was 1.3, the range was 0 to 3, and the 

standard deviation was 1.1. No statistically significant (p 

= .52) relationship was found between this variable and the 

self-concept score. The null hypothesis was retained. 

Hypothesis 7: There will be no significant 

relationship between earning a grade of "F" in two or more 

subjects and the total self-concept score as measured by the 

Piers-Harris Children's Self-Concept Scale for ninth grade 

at-risk students. 

The average number of failing grades earned by the 

students in this sample was 1.7, and the number of failures 

ranged from 0 to 5 subjects. The standard deviation was 

1.5. A statistically significant relationship (E = .029) 

was found between failing grades and the self-concept 

score. As the number of failing grades increased, the 

self-concept score decreased. The null hypothesis was 

rejected. 
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Hypothesis 8: There will be no significant 

relationship between repeating a grade and the total 

self-concept score as measured by the Piers-Harris 

Children's Self-Concept Scale for ninth grade at-risk 

students. 

Eleven of the 86 students in this sample, representing 

13 percent, had been retained at one time or another in 

their school career. No statistically significant (E — .68) 

relationship was found between this variable and the 

self-concept score. The null hypothesis was retained. 

Hypothesis 9: There will be no significant 

relationship between receiving free or reduced-price lunch 

and the total self-concept score as measured by the 

Pi srs-Harris Children's Self—Concept Scale for ninth grade 

at-risk students. 

Students on free lunch were separated from those on 

reduced—price or paid lunch. Of the 86 students in this 

sample, 53 were on free lunch representing 62 percent. A 

statistically significant relationship (p = .048) was found 

between free lunch and the self-concept score. Students on 

free lunch had a lower self-concept score than students who 

paid any amount of money for their lunch. The null 

hypothesis was rejected. 



CHAPTER V 

SUMMARY, FINDINGS, CONCLUSIONS, 

AND RECOMMENDATIONS 

This chapter contains a brief description of the study 

as well as the findings of the reseach, conclusions, and 

recommendations. 

Summary 

The number of dropouts in the state of Texas has 

reached the crisis stage. According to a report issued by 

the Texas State Board of Education, 91,000 students dropped 

out of high school during the 1987-88 school year before 

they obtained their diplomas (San Antonio Light 1989). The 

recently passed legislation, House Bill 1010, mandates 

school districts to develop programs and strategies to 

remediate the problem of the dropouts. A Dropout Prevention 

Task Force was established in the San Antonio Independent 

School District to study the reasons for school dropouts and 

to develop strategies to remediate the problem. One of 

these strategies was the development on the high school 

level of a peer facilitator program entitled Peer Assistance 

and Leadership (PAL). The Texas Education Agency granted 

the school district permission to offer a unit of credit 

toward graduation for students enrolled in the newly formed 

86 
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class. A study of the effect of peers helping peers on the 

self-concept of at-risk ninth-grade students was conducted 

as well as a study of the relationship of self-concept and 

eight variables associated with students at risk of dropping 

out of school. Nine hypotheses were developed for this 

study. 

The review of literature in Chapter II discussed the 

characteristics of dropouts presented by many different 

authors and researchers. The chapter also described peer 

facilitator programs implemented in various parts of the 

country and their effectiveness in dealing with a myriad of 

problems, from drugs, suicide, and peer pressure to keeping 

students in school. One aspect of the effectiveness of peer 

facilitator programs that was repeatedly mentioned in 

descriptions of programs was enhancement of self-concept. 

Many articles associated poor self-concept as a 

characteristic of at-risk students. 

Two high schools in the San Antonio Independent School 

District started the Peer Assistance and Leadership classes 

in the fall, 1988. Both of these schools were involved in 

this study as discussed in Chapter III. A list of all 

ninth-grade students who met one or more of the at-risk 

criteria was prepared for each school. From these lists, 

students were randomly selected and assigned to either an 

experimental or control group. A PAL student was assigned 
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to each ninth grade at-risk student to provide a progam of 

frequent and concentrated peer-to-peer interaction. 

The Piers-Harris Children's Self-Concept Scale was 

completed by the students in both the experimental and 

control groups in both participating high schools. The 

total self-concept scores were analyzed by t-tests and an 

analysis of variance, and the relationships of eight 

variables were analyzed by a multiple linear regression 

analysis. Means, standard deviations, t—statistics, F 

values and p values were presented in the analysis of the 

data in Chapter IV. 

Findings 

The findings from this study are listed below: 

1. The mean self-concept score of the experimental 

group was not significantly higher than that of the control 

group at the .05 level. 

2. There was no significant relationship between 

limited English proficiency and the self-concept score. 

3. There was no significant relationship between age 

and the self-concept score. 

4. There was no significant relationship between 

school attendance and the self-concept score. 

5. There was a positive relationship between the 

mathematics grade equivalent score and the self-concept 
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score, which was statistically significant at the .05 level 

<E = -Oil). 

6. There was no significant relationship between the 

reading grade equivalent score and the self-concept score. 

7. There was no significant relationship between 

failure to master any portion of the Texas Educational 

Assessment of Minimum Skills and the self-concept score. 

8. The relationship between failing grades and the 

self-concept score was statistically significant (p = .029). 

9. There was no significant relationship between 

repeating a grade and the self—concept score. 

10. There was a statistically significant relationship 

between eligibility for free lunch and the self-concept 

score (e = .048). 

Conclusions 

The following conclusions are made based on the 

findings of this study: 

1. The PAL program implemented according to district 

design was not effective in improving the self-concept of 

ninth grade at-risk students as determined by scores on the 

Piers-Harris Children's Self-Concept Scale. 

2. The variable of mathematics achievement score, 

listed in House Bill 1010 as a mandatory criterion for 

identifying the at-risk student, did have a significant 
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relationship to student self-concept as measured by the 

Piers-Harris Children's Self-Concept Scale. 

3. The variable of subject failure, listed in House 

Bill 1010 as a mandatory criterion for identifying the 

at-risk student, did have a significant relationship to 

student self-concept as measured by the Piers-Harris 

Children's Self-Concept Scale. 

4. Eligibility for free lunch, an optional criterion 

of House Bill 1010 for identifying the at-risk student, did 

have a significant relationship to student self-concept as 

measured by the Piers-Harris Children's Self-Concept Scale. 

5. The variables of limited English proficiency, age, 

school attendance, reading achievement score, mastery of the 

Texas Educational Assessment of Minimum Skills, and grade 

retention, listed in House Bill 1010 as either mandatory or 

optional criteria for identifying the at-risk student, did 

not have a significant relationship to student self-concept 

as measured by the Piers-Harris Children's Self-Concept 

Scale. 

6. The variables used in the correlation accounted for 

only 23.6 percent of the variability in the self-concept 

score. 

Recommendations 

School districts in Texas are mandated by House Bill 

1010 to develop and implement programs and strategies to keep 
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students in school until they earn their high school 

diplomas. The magnitude of the dropout problem in Texas, 

especially among Hispanic students, makes it imperative that 

a school district with a large Hispanic enrollment acts to 

alleviate the problem. The following recommendations are 

made based on the results of this research study: 

1. Further research is recommended to determine the 

manner in which the PAL program should be implemented to 

effectively utilize peer influence to improve the 

self-concept of the ninth grade at-risk student. 

2. Based on the relationship of mathematics 

achievement scores to the self-concept score, intervention 

strategies for the at-risk student should focus on the 

development and implementation of programs to increase 

mathematics achievement. 

3. This study did not reveal a significant 

relationship between reading achievement and self-concept 

scores even though House Bill 1010 listed reading as a 

mandatory criterion. Further studies should be conducted to 

determine the importance of reading skills of the at-risk 

student. 

4. Based on the relationship of failure in classes to 

the self-concept score, flexible and alternative academic 

programs fostering academic success by allowing for 

differences in the at-risk student's rate of learning should 

be developed by school districts. 
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5. This study did not reveal a significant 

relationship between self—concept and either the student s 

failure to master any portion of the Texas Educational 

Assessment of Minimum Skills or grade retention, two 

mandatory criteria of House Bill 1010 for identifying the 

at-risk student. Further studies should be conducted to 

determine the relevance of these two factors in identifying 

the at-risk student. 
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