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CHAPTER 1
OVERVIEW AND BACKGROUI'D

The purpose of this report is to present Grade 6 findings of the
Longitudinal Study of Children at Risk (LSCAR). an on-going,
prospective study of 1,235 low-income, minority children in the
Chicago Public Schools (CPS). Three major questions are addressed in
this report: (A) What are the children’s levels of school competence
and socicemotional development? (B) What are the learning
environments that these children experience, including the school,
classroom, and family? (C) What are the effects of family, school,
instructional factors and individual factors in adjustment, especially
those that are alterable in an educational context?

Research Context

The increasing prevalence of children at risk continues to
concern educators, researchers, and policy makers alike. Children at
risk due to poverty and associated factors, are more likely to drop
out of school and experience problems of adjustment (Coll, 1930;
Steinberg, Blinde, & Chan, 1984; Tuma, 1989). Children at risk also
increase expenditures for supplementary educational programs needed on
their behalf.

Children may be at risk for a number of reasons including
physical, mental, and sociocultural barriers. Generally speaking,
"risk" refers to "a wide range of biological and environmental
conditions that are associated with increased probability for
cognitive, social, affective, and physical problems" (Fopp, 1983).
Sociocultural risk is the most prevalent source of risk. Garbarino
(1982) defined sociocultural risk as the "impoverishing of the child'’s
world so that the child lacks the basic social and psychological
necessities of life" (p. 32). Natriello, McDill, and Pallas (1990)
identified five broad sociocultural risk factors facing children: 1)
race/ethnicity, 2) poverty, 3) poorly educated mothers, 4) single-
parent families, and 5) limited-English-proficiency. These factors

are not only correlated with lower academic achievement and dropout




behavior but are associated with social-emotional adjustment as well
as other mental health problems (Tuma, 1989). Other indicators of
risk include eligibility for government funding (Slavin & Madden,
1989) and socioeconomic characteristics of neighborhoods (Mincy,
Sawhill, & Wolf, 1990). No matter what the criteria, risk usually
reflects a lack of adeguate resources, education, and support systems
to prepare children for academic success. It is notable that risk is
not intended to imply inevitability. 1Indeed, by definition risk means
uncertainty and that substantial variation among children will exist
in educational outcomes.

The number of children at risk is higher today than ever before.
For example, the number of children with any of the above five risk
factors has increased since 1984 according to the U. S. Census.
Natriello, et al. (1990) indicated that approximately 40 percent of
children under 18 are currently at risk, a figure consistent with
performance measures reported by the National Assessment of
Educational Progress (NAEP, 1985). For instance, between 1979 and
1985 the number of households that increased in poverty were as
follows: African American 13 percent, White 23 percent, and Latino 73
percent (Orfield, 1988). Due to the high concentration of at-risk
children in metropolitan areas, such trends probably underestimate the
severity of the problem in cities like Chicago and Los Angeles. In
addition, Mincy, Sawhill, and Wolf (1990) reported increases in the
number of poor neighborhoods (40 percent or more low-income) as well
as the proportion of poor individuals living in them. ‘

Unfortunately, projections by the U. S. Census Bureau suggest
more growth in the population of children at risk in the next century.

Natriello et al. (1990) noted some of these projections for 2020:




33 percent increase (or 4 million) in the number of children
living in poverty, leaving 26 percent (or 16.5 million) of all
children in poverty.

18 percent increase (or 3 million) in the number of children
not living with both of their parents. This will bring the
total to 20 million.

+ 41 percent increase (or 5 million) in the number of children
living with mothers who have not completed high school,
bringing the total to 18 million.

The number of children with a primary language other than

| English will double to over 5 million.

In view of these findings, it is not surprising that researchers
have begun to focus more closely on at-risk children documenting both
their problems and the factors that influence their adjustment. The
number of scholarly publications devoted to at-risk children in the
late 1980s reflects this growing concern (Horowitz & O’Brien, 1989;
Natriello, et al. 1990; Slavin, Karweit, & Madden, 1983; Spencer &
McLoyd, 1990; Slaughter & Epps, 1987). Despite the more focused
attention to the problems of at-risk populations, many of the most
important questions are just beginning to be answered; many questions
are just beginning to be asked.

Research aimed at preventing the negative effects associated with
at-risk status may offer the greatest benefit to children and
families. Two areas that have clear iinplications in this regard are
the effects of intervention programs on children’s development and the
identification of alterable factors that influence children’s
adjustment.

Evaluating the effects of intervention programs (i.e., Head
Start) has been one of the most vrevalent research endeavors with at-
risk populations (Haskins, 1989; White, 1985-1986). The results of
such programs have indicated that intervention programs have

significant short-term effects on children’s cognitive ability, but
3
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these effects fade considerably after two or three years. White
(1985-86), for example, meta-analyzed over 300 intervention programs,
mostly for disadvantaged children, and found a4 substantial immediate
effect (one-half a standard deviation), but over time the effects
faded substantially. More recently, Haskins (1989) summarized the
results of experimental preschool programs and Head Start and
concluded that these programs produced significant short-term gains in
scholastic achievement but that "gains on standardized IQ and
achievement tests as well as on tests of socioemotional development
decline within a few years" (p. 278). Due to these results, some
investigators (Haskins, 1989; Wachs & Gruen, 1982) have called for
major research efforts on the nature of fading effects nf
interventions. Efforts in this regard may offer insight about the
factors that are responsible for carrying forward and maintaining
effects once interventions have ceased.

Regarding the factors that influence the efficacy of intervention
on children’s development as indexed by achievement test scores, a
wealth of research has been done, but not a great deal with at-risk
populations. Available research indicates that cognitive readiness
upon school entry has substantial, lasting eifects on cognitive
performance (Butler, Marsh, Sheppard, & Sheppard, 1985; Carter, 1984);
parent education (high school graduation) positively influences
children’s success in school (Entwisle & Alexander, 1990; Steinberg et
al. 1384); retaining children in grade has negative‘effects on
children’s achievement and adjustment (Jackson, 1975; Shepard & Smith,
1989); school adjustment and psychological well-being are related
(Kellam et al., 1975); and home environmental conditions influence
children’s development, including early stimulation and parent
responsiveness (Bradley et al., 1989).

Also, it has been found that parents of children at risk have
high expectations for their children but often do not have the

resources or experiences to help meet their expectations (Alexander &
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Entwisle, 1968; Lazar & Darlington, 1982).

There is diversity in the population of children at risk, more
than would be expected given their similar characteristics. Kellam et
al., (1975), for example, found home ownership within at-risk
communities to be greater than expected. Slaughter and Epps (1987)
found considerable variation in the home environment of low-income
families. It is these kinds of factors which may lead many children
to overcome their disadvantages, and go on to lead successful lives
(Brambring, Losel, & Skowronek, 1989; Dugan & Coles, 1988). This
implies, o€ course, that risk should be.conceptualized as a continuunm
of experiences rather than an absolute standard.

Yet given the magnitude of the problems of children at risk,
research has simply not gone far enough in understanding their lives.
More systematic efforts on a wide range of topics need to be made on
their behalf. This can even be said for studies of intervention, a
topic that has had a great deal of attention. About Head Start,
Haskins (1989) noted that "it is surprising that after 20 years, we
still do not have good long-term studies of Head Start. The American
public spends more than $1 billion per year on Head Start, and yet we
have little credible evidence of the positive outcomes . . . that we
know are possible” (p. 280).

Models of adjustment that incorporate family, school,
instructional, and individual factors of the adjustment process of
children at risk are needed to guide research on children at risk.
These models must take into account the multiple influences of the
family, educational and social context, and individual behavior.
However, beyond purely exploratory'models, specification of these
models implies that the relevant factors can be identified and validly
measured. Before embarking completely on this topic, some individual
factors need to be clarified. Often, investigators tend to assume
that models gnd factors used to understand children not at risk also

apply to children at risk. This assumption may not be warranted.
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Different factors and processes may be at work that necessitate
separate analyses.
Based on a selected review of the literature, the following
questions appear relevant to research with children at risk:
(a) What is the prevalence of children’s academic and social
competencies as well as problem behaviors?
(b) What role do schools and families play?
(c) What is the level of diversity within at-risk populations?
(d) To what extent do differences in home environmental
conditions account for differences in cognitive performance?
(e) What kind of parent involvement is needed to foster academic
development?
(f) Which particular instructional methods, teacher behaviors,
and school practices bolster performance?
(g) What factors play é'fSIé\ip/the continuity and discontinuity
of children’s development?
Research addressing these gquestions and others would benefit from

a focus on multiple influences. Data collected from multiple sources

on a wide range of home, parental, school, and social context factors,
as well as multiple child outcomes may provide a more comprehensive
context of schooling and development. Longitudinal studies are also
important for tracing patterns of development and change over time.
Studies occurring early in children's lives are particularly important
tc examine the onset of risk factors and their possible prevention.
~inally because of the inherent complexity of human development,
analytical technigues that are consistent with this complexity deserve

more attention. Multivariate analyses, for example, have the ability

to jointly consider several explanatory and outcome factors which may
result in a better understanding of children at risk.

Previous Results of the Longitudinal Study

To address these and other issues, several analyses of the

Longitudinal Study of Children at Risk (LSCAR) data set have been
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completed. LSCAR traces the school adjustment of children who
participated in government-funded preschool and/or kindergarten
programs in the Chicago Public Schools. Begun during children’s
kindergarten year in 1986, LSCAR is in its seventh year of operation
(1991-1992). During the first six years, the study has (a) documented
the effects of early childhood intervention, (b) identified family and
school factors influencing early school adjustment, and (c) developed
and tested models of the early schooling process. This perspective
specifically avemids inaccurate and harmful portrayals of children at
risk as "defective” or as participants in "failed" environments (e.g.,
a "culture of poverty”"). ‘

Influence of alterable factors: Childhood intervention, parent
involvement, and grade retention. Factors under the influence of
families and schools may be the best opportunity for improwving at-risk
children’s school adjustment. Several studies have taken tais
research perspective. The Chicago Public Schools (Chicago Pubic
Schools, 1987) evaluated the Chapter II Child-Parent Center (CPC) all-
day kindergarten program implemented in 1986. The program is a
comprehensive school-based approach designed to enhance reading
readiness and parental involvement for low-income children. Results
indicated that the program was successfully implemented as learning
activities and family-school relations were consistent with the
design. CPC preschool and kindergarten participants performed
significantly better than non-CPC participants in reading readiness
and mathematics at the end of kindergarten. Also, teachers reported
significantly greater involvement by parents of CPC children. A
follow-up study (Reynolds, 1989) found that preschool participation
was associated with greater parental involvement in school, which
affected the Grade 1 outcomes of academic achievement and teacher
ratings.

Evaluating the total preschool-to-Grade 3 intervention program,

Reynolds (1993) found that when intervention services were
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discontinued in Grades 2 or 3, the effects of preschool and
kindergarten components faded substantially by Grade 3. ©Only children
who were continuously enrolled in intervention programs for five or
six years exhibited higher competence behaviors (reading achievement,
math achievement and a lower incidence of grade retention) than the
comparison group which received only a kindergarten intervention
program.

Reynclds (1992a) tested relationships among reports of parent
involvement (i.e., teacher, child, and parents) and achievement in
Grades 2 and 3. Although the correspondence among reports of parent
involvement at home and in school was low, measures from all sources
were significantly associated with reading and mathematics achievement
after controlling for the effects of sociodemographic control factors
(e.g., sex, family background, grade retention). Teacher reports of
parents’ school involvement had the greatest relationship with
achievement. Parent reports of school involvement also had a
significant positive relationship with achievement, but reports of
home involvement (i.e., read to child, cook with child, discuss school

progress with child) were unrelated to achievement. The latter

" finding may be due to low variability in parent reports.

Reynolds (1992b) evaluated the effects of grade retention in the
primary grades on Grade 4 adjustment outcomes. Using a comprehensive
model of school adjustment, retention status (20 percent were
retained) was predicted with 85 percent accuracy. Grade retention was
significantly associated with lower reading (Effect Size (ES) = -.75)
and mathematics achievement (ES = -.65), and was by far the greatest
contributor to variation in achievement, including prior achievement
in Grade 1. The effects of grade retention on teacher ratings of
school adjustment were negligible; effects on children’s perceived
competence were modestly positive (ES = .31). These findings suggest
that alternative policies to grade retention should be implemented

with inner city children at risk. .




Additional findings of LSCAR indicate that early school mobility
is associated with lower achievement in reading and mathematics up to
Grade 3 even after controlling for the influence of sociodemographic
background factors and child. To the extent that schools or families
can limit the frequency of mobility or moderate its potentially
harmful effects, children may benefit. In addition, early
motivational patterns appear to bolster adjustment outcomes,
suggesting their importance in addressing children’s early schooling
needs (Reynolds, 1991, Bezruczko & Reynolds, 1992). Finally, three
studies looked at the writing of LSCAR students (Bezruczko &
Mavrogenes, 1992; Mavrogenes & Bezruczko, 1992; Mavrogenes &
Bezruczko, in press). 1In year four, the writing consisted of answers
to two open-ended questions on the student surveys. In year five,
compositions were elicited from 186 students on a choice of five
topics. The main conclusions from these studies were that schools
must improve writing instruction and that affective characteristics
such as student self-confidence and teacher expectations may influence
the quality of students’ compositions.

As would be expected, parent educational background,
socioeconomic status, and sex (in favor of girls) have shown to be
consistently related to adjustment outcomes. Of course, prior
achievement has by far the greatest effects. These factors, however,
are less amenable to alteration than other background factors.
Consequently, they have been used primarily as control variables.

Models of school adjustment. Other LSCAR studies have developed
and tested models of the adjustment process. Results have aptly
demonstrated that adjustment is marked by multiple and complex
influences in which several factoré contribute. The models have also
beer shown to fit the data. That is, they explain reasonably well the
process by which early school adjustment unfolds. Reynolds (1989)
developed and tested a social-psychological model of first grade

outcomes. Reading achievement, mathematics achievement, and teacher

9

e 1o




ratings of socioemotioﬁal maturity were influenced by three blocks of
tactors derived from the research literature: readiness attributes
(prekindergarten, schocl socioeconomic status, cognitive readiness,
and sex), intervening kindergarten influences (motivation, peer
achievement, kindergarten achievement), and intervening first year
influences (school mobility and parent involvement in school). This
specification was designed for testing the complex effects of
schooling, including indirect effects. It was found that cognitive
readiness impacted achievement by influencing other factors such as
kindergarten motivation and parent involvement (indirect effects).
The study also indicated the positive direct effects of parent
involvement, the positive indirect effects of preschool, and the
negative direct effects of school mobility on achievement that have
not been apparent in other studies (Also see the previous section).

A second grade follow-up study (Reynolds, 1991) furﬁher probed
the model, indicating that the model explained a significant amount of
variation in early school outcomes. O©Of the several factors having
direct, indirect, and mediating effects, cogﬁitive readiness,
motivation, school mobility, and parent involvement in school were
notable. Cognitive readiness continued to influence achievement in
second grade by influencing the intervening factors of motivation and
kindergarten achievement. Also, the negative effect on achievement of
changing schools after kindergarten increased from first to second
grade.

Reynolds (1992c), testing a mediated model of preschool effects
on Grade 3 achievement, also found support for the interdependency of
family, school, and individual factors on development. For example,
the transmission of preschool effects depended on several family and
school factors experienced after preschool attendance. These included
cognitive school readiness at kindergarten entry, teacher ratings of
school adjustment in Grade 1, parent involvement in school activities

and the avoidance of school mobility.
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Analysis of complementary models through Grade 5 provide further
support to the complex process of school adjustmént. Bezruczko and
Reynolds (1992) and Reynolds and Bezruczko (in press) postulated that
school adjustment - defined by reading achievement, teacher ratings,
and self-perceptions of competence - is a sequential process of four
groups of factors: readiness attributes that children bring with them
to school (e.g., gender, family background), early adjustment factors
in kindergarten and Grade 1 (achievement and teacher ratings), and
intervening support-based (parent involvement, school program
services, and literacy) and life-event factors (school mobility,
special education placement, and grade retention). Findings indicated
that support-based and school life-event factors contributed to
adjustment beyond that explained by the readiness attributes and early
adjustment factors.

Present Sixth Grade Study

These earlier studies illuminate some of the influences on
children at risk of school failure due to poverty. The early
schooling process is a network of complex influences to which several
factors contribute. Many of these factors are under the influence of
family and schools. Although these data add to our understanding of
the adjustment of children at risk in the inner city, several issues
remain unstudied. O©One is that previous studies have not
comprehensively probed the social and instructional processes within
schools and classrooms that influence adjustment. Such factors may
range from basic school and classroom characteristics (e.g., size,
composition, organization) to process measures that reveal the
functioning of the school and clasgroom. For example, schools and
classrooms with a strong academic emphasis, high structure, frequent
accountability, high teacher expectations and support for student
progress are positively associated with higher achievement and better
adjustment (Mortimore et al., 1988; Rutter et al., 1979). Also,

several classroom characteristics have been found to be moderately to
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strongly related to children's adjustment outcomes, including
reinforcement of positive behavior, time-on-task, rule clarity,
frequent homework assignments, and multiple instructional strategies
(Bloom, 1976; Moos, 1979; Walberg, 1984). Given the complexity of
measuring such factors, detailed assessment of the schools and
classrooms 1s necessary. Unfortunately, such data are rare for inner-
city populations. 1In the present study, in-depth observations have
been made of children’s proximate school and classroom learning
environments through classroom observations as well as interviews with
teachers. Several school-level characteristics also were obtained to
describe the learning environments which children experience.

Another relevant issue regards the measurement of children’s
adjustment. Although studies of intervention tend to examine
academic, adjustment is a broad concept that includes social and
psychological dimensions that co-occur. For example, children who
perform poorly in school may also be disruptive in class. Although
these adjustment dimensions are similar, they are also conceptually
distinct and need to be measured concurrently to get a full picture of
the rates, determinants, and consequences of adjustment. An important
consideration in measuring adjustment is to determine the prevalences
of competence and problem behaviors, especially for children who were
initially at risk of school failure and associated problems. For
example, knowledge of particular adjustment problems both in and cut
of school can be used to target interventions for children with the
greatest need. Determining the rate of such problems also has
implications for the timing and duration of interventions. To help
assess the prevalence of these competence and problem behaviors, the
Teacher-Child Rating Scale (T-CRS) has been used. This standardized
instrument measures Socioemotienal adjustment along seven dimensions
with two over-arching clusters -- Competence and Problem Behaviors.
Moreover, because children’s own perceptions of behavior and

adjustment are important determinants of success (Moos, 1979), their
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self-ratings were also obtained, as were teacher ratings 9f the
students ' performance in school.

Finally, comprehensive approaches to understanding children’s
adjustment must include the family as a major focus of investigation.
Thus, a prominent feature of the study is to describe and better
understand parents’ contribution to children’s adjus‘ment. Previous
analyses of this data set indicated that parent reports of involvement
at school and home had relatively small effects on academic
achievement. One reason for this is that parents may influence their
children in ways other than behavior (at home or in school). The home
atmosphere parents help create, their attitudes and values toward
education, and their monitoring behavior have all shown significant
relationships with adjustment (White, 1982). The social and economic
context of parent behavior is also important to understand, especially
because low-income families often face severe economic hardships and
stressors. Finally, sample nonresponse may have also contributed to
the relatively low effects of parental behavior on children in
previous studies, since many hard-io-reach parents have not been
surveyed or interviewed in previous studies. Conseqguently, telephone
interviews with a random sample of nonrespondents have been conducted
and will be reported in the present study.

Study Questions

The present study, relying on data collected during children’s

sixth grade year (1991-1992), addresses three major questions.

A. What are children’s levels of school adjustment along
academic, social, and psychological dimensions? What is the
prevalence of competence and problem behéviors?

B. What are the characteristiecs of the classroom and school
learning environments to which children are exposed?

C. What are the effects of school, instructional, family, and
individual factors in adjustment, especially those that are

under the influence of families and schools? These
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factors -- measured from multiple sources -- include the
school envirenment, teacher instructional strategies and
attitudes, parental attitudes and behavior, and child

attitudes and behavior.




CHAPTER 2
STUDY METHODS

Sample Selection

The study sample includes 1,235 children (95 percent African
American, 5 percent Hispanic) who were active in Grade 6 in the
Chicago Public Schools. This sample is 79 percent of the original
sample of 1,539 children who enrolled in government-funded
kindergarten programs in the 1985-1986 school year. The sample
retention rate is extraordinary given that the typical rate over three
waves of data collection is about 50 percent (Kessler & Greenberg,
1981). The study sample is similar to the original sample on nearly
all measured characteristics such as family background, sex, and
school SES.

Children enrolled in one of four kindergarten programs (Chapters
1 and 2 Child-Parent Centers; Chapter 2 Kindergarten; and the Chicago
Effective Schools Project (CESP), a local all-day kindergarten program
from which six schools were randomly selected). Entry into these
programs requires residency in an area eligible for Educational
Consolidation and Improvement Act (ECIA) Chap*ter 1 services and
applicants were accepted on a most-in-need basis.

A unique feature of this sample is that three of the four groups
participated in the CPC preschool-to-Grade 3 intervention program for
different lengths of time (up to six years). The program has five
distinct features: (a) opportunity for continuous program services
from preschool to third grade in a stable learning environment, (b)
comprehensive support services that include a head teacher and support
staff, (c) individualized instruction through reduced class size and
tutoring, (d) emphasis on reading feadiness skills and affective
development, and (e) parent involvement in school activities.

Approximately 70 percent of the total sample participated in
government-funded preschool programs (65 percent Child-Parent Center,

5 percent Head Start).
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Children were at multiple risk of school difficulties. All
children were ethnic mincrity and attended kindergarten schools in
poverty neighborhcods. Over 90 percent of the surveyed parents
reported their child was eligible for a partial or full lunch subsidy.
A substantial number of parents (41 percent) reported that they did
not graduate from high school, although, because of missing data and
unreliability of parent reports, this may be a conservative estimate.

Instruments and Data Collection

In Grade 6, data were gathered from classroom and school
observations, student surveys and interviews (subsample only), teacher
surveys and interviews, parent telephone interviews, standardized
tests, and school records. (The student, teacher, and parent
interviews are of a subsample only.) Copies of the instruments and
response frequencies are available for review (see Bezruczko &
Reynolds, 19983).

A wide ramzge of social-psychological data have been collected
from children, parents, and teachers from 1986 (kindergarten) to 1992
(Grade 6). A partial list of these variables includes prekindergarten
experience, cognitive readiness, parent involvement, family backgréund
and environment, school mobility, retention, school attitudes,
motivation, yearly cognitive achievement, composition samples, and
teachers’ assessment of child progress every spring. More specitic
information is described below.

Standardized test scores. To assess the mastery of basic skills
in reading comprehension and mathematics, children completed the Iowa
Tests of Basic Skills (ITBS, Form H Level 11 or 12; Hieronymus &
Hoover, 1990) in the spring of 1992 as part of the public school’s
citywide testing program. Reading comprehension includes 49 items on
proficiency in understanding text passages. Mathematics total
achievement includes 95 items on computation, concepts, and problem
solving. Reliability and predictive validity of the tests are among

the highest of all standardized achievement tests. Internal
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consistency reliabilities are .93 and .95, respectively, for reading
and mathematics. For the analyses bslow, grade-equivalent scores were
based on the 1988 normative sample.

Teacher ratings. The Teacher-Child Rating Scale (T-CRS;
Hightower, Spinell, & Lotyczewski, 1989; Hightower, Work, Cowen,
Lotyczewski, Spinell, Guare, & Rohrbeck, 1986) was vsed to measure
children'’'s socioemotional development. For this instrument, teachers
rated 38 student behaviors in schools across seven dimensions which
form two domains of adjustment. The 20-item Competence domain surveys

the following:

ITEM EXAMPLE

Frustration Tolerance "Accepts things not going his/her way")
Assertive Social Skills "Participates in class discussions”
Task Orientation "Completes work"

Peer Social Skills "Has many friends"

Items defining these behaviors were rated from 1 (Not at all) to 5 (Very

well). The 18-item Problem domain surveys the following:

ITEM EXAMPLE

Acting Out Behavior "Disruptive in class”
Shy-Anxious Behavior "Withdrawn"”

Learning Problems "Poorly motivated to achieve"

Items were rated from 1 (Not a problem) to 5 (Very serious problem).
The sum of the item responses within each domain were used for the
analysis.

Psychometric characteristics of the T-CR: indicate that it
reliably and validly measures children’'s adjustment. Internal
consistency reliabilities of the dimensions average over .90 and test-
retest reliabilities (at 10 weeks) average over .70 (Hightower et al.,
1986). Evidence of validity derives from the moderate
intercorrelations of items within dimensions, the ability of items to
discriminate' between girls and boys, and the significant correlations

of item responses with teacher grades, achievement test scores, and
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of item responses with teacher grades, achievement test scores, and
parent ratings (Hightower et al., 1986).

In addition, the teacher survey assessment form was used to
complement the T-CRS by assessing socioemotional maturity, parent
involvement in school, and course performance in reading and
mathematics. Teachers also noted any delinquency behavior of
students. With the exception of course performance, items were rated
from 1 (poor/not at all) to S (excellent/much). Sociocemotional
maturity was a sum of six items.

Parent telephone interviews. Parent surveys were designed to
gather information about children’s home environment, freguency of
school-related activities, and attitudes of parents and their children
toward school success. Data were gathered from mailed questionnaires
in years two and four and from telephone interviews in year six,
Overall, parents (mostly mothers) of 802 students responded and
provided information on their education and income (eligibility for
lunch subsidy). Other information obtained included the frequency
with which they read, cook, discuss school progress with child as well
as participate in school activities. For completeness, these.
responses were combined with those from Grade 4 in summarizing
responses.

Student survey assessment. For this survey, children responded
to items about their attitudes toward school, behavior at home and in
school, competencies in school, and family involvement in their
education. Items were rated from 1 (Strongly Disagree) to 4 (Strongly
Agree). Item responses were summed to form two scales. The perceived

school competence scale consisted of 12 items identified by principal

components analysis. The_perceived school environment scale consisted

of seven items about the level -of support and task orientation of the

learning environment.
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Classroom observations/interviews. To assess the type and
frequency of instructional activities in the classroom a; well as the
school environment, 28 schools were randomly selected from the total
number of schools . in which children were enrolled in Grade 6. In
addition, the eight schools having the largest number of LSCAR
students were also included. 1In each sampled school, at least two
classrooms were observed which enrolled study children. The Classroom

Observation Form assessed the learning environment in six areas:

teacher reinforcement system, teacher behavior toward children,
classroom strategies, orderliness in the classroom, amount of learning
observed, and type of instruction. Also, at least one teacher and one
student per school were interviewed about their perceptions of school
and home problems.

School characteristics. Data on schools from the Illinois State
Report Card were used to describe school characteristics. These
include school size, class size, per-pupil expenditures, schoel racial
and ethnic composition, sociceconomic composition, and several
performance indicators (achievement, grade retention, special
education placement).

Data Analysis

Descriptive and explanatory analyses were conducted to address
the major study questions. Response frequencies, total and subgroup
means, and correlational analysis were used to describe the
characteristics of schools, families, and children. Hierarchical
regression analysis was then performed to identify and describe

determinants of children’s adjustment.
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CHAPTER 3
SCHOOL ADJUSTMENT AND PERFORMANCE

This section describes children’s school adjustment in Grade €
across several measures of academic and social performance. The
following measures of adjustment are examined in this section: (a)
reading and mathematics achievement} (b) reading and mathematics
grades, (c) scnhool absences, and (d) teacher ratings of competence and
problem behaviors.

Academic Adijustment

Reading comprehension. ITBS scores in reading and math for
several sample groups are reported in Table 1. The mean grade-
equivalent score in reading comprehension for the total sample was 5.1
or the 26th percentile. Never-retained sixth graders, of course, had
higher scores (M = 5.5) than fifth graders who had beeﬂ'retained at
least once (M = 4.0). Without exception, girls scored higher than
boys in all subgroups. Overall, they scored 5.4 grade equivalents,
six months higher than boys.

The distribution of scores was skewed substantially toward the
bottom range. Over one-half the sample scored in the first quartile.
The percent of children scoring in the third and fourth quartiles was
less than 20 percent, especially for boys. More boys were in the
first quartile than girls, and 41 percent of the sample are more than
two years behind others in their age group in reading performance.
Indeed, only 13 percent of the sampie performed «t or above the
national average for sixth graders (50th percentile or 6.8 grade
equivalents).

Mathematics achievement. Performance in mathematics paralleled
that of reading achievement, although scores were slightly higher.
The mean grade-equivalent score for mathematics for the total sample
was 5.5 (27th percentile). Never- retained sixth graders scored 5.9
and retained fifth graders scored 4.2. Girls again outperformed boys
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Table 1

Gcsde 6 ITBS Achlevesest by Group

Reading Kathenatics
corprehension . Total
gquartile Quartile
Group N GE Sle 1 2 3 4 GE 8ile 1 2 3 4
Total Sample 1206 5.1 26 ss 30 10 2 5.5 27 57 25 12 ¢
sixth greders 916 5.5 28 53 32 12 3 5.9 3 51 26 16 7
Girls 514 5.7 30 45 34 14 3 6.0 32 48 28 16 8
Boys 402 5.3 26 59 28 11 2 5.8 29 54 25 14 7
Fifth greders 250 3.8 17 74 22 4 0 4.2 16 777 19 2 2
Girls 102 3.9 17 75 18 7 0 4.2 16 7% 16 4 2
Boys 188 3.8 16 73 24 3 0 4.2 16 76 20 2 2
rotal girls 616 5.4 28 53 32 12 3 $.7 29 53 26 14 7
Total boys 590 4.2 23 63 128 ] 1 5.3 23 61 23 11 5
Reading grade Math grade Absencee

N Mean 8D/P SC SB/A Mean D/F $C  SB/A 80-3 $4-12 13-

Total Sample 802 2.0 34 36 30 1.9 3¢ 6 28 3 45 23
sizxth graders 609 2.1 27 37 36 2.1 30 3¢ 34 3 45 22
Girle 336 2.4 19 37 45 2.2 26 3 41 35 4 19’
Boys 273 1.9 37 36 27 1.9 3¢ 29 35 30 43 27
ritth graders 193 1.4 56 3¢ s 1.5 52 3¢ 12 27 4 25
Girls 69 1.5 51 33 11 1.4 49 s 13 37 44 19
Boys 124 1.3 13 35 [ 1.4 54 35 11 22 50 28
rotal girls 4.05 2.2 24 37 39 2.1 30 3¢ 3 35 46 19
Total boya 397 1.7 4“4 36 20 1.7 41 39 20 27 45 27

Note. Sixth grede group includes six seventlr grsders; fifth grade group includes one third
grader, 19 fourth graders, and 19 cbildren in special education (they are usually retained).

in math achievement, although the difference was only two months.
Examining the distribution of scores, a majority of children occupied
the first quartile. Only 23 percent of sixth graders, for example,
were above the 50th percentile nationally. Overall, 18 percent scored
at or above the national average of 6.8 grade equivalents (all
children).

Performance on the individual math subtests indicated relatively

better performance on computation (Total M = 5.8) than on concepts
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(Total M = 5.5) or problem solving (Total M = 5.2). The low scores in
problem solving represent underdeveloped higher-order thinking skills.
On all the subtests, well over half the sample scored in the first
guartile.

Reading grade. Teacher-rated marks in reading indicated the
typical child earned a C in sixth grade. Girls were one-half a grade
‘higher, and they earned nearly as many A’s and B’s as other marks.
Fifth graders, however, were performing in the D range (m = 1.4), in
which a majority were given a D or F for a final grade. The number of
A’s and ﬁ's earned was greater than would be predicted by children’s
low achievement test scores.

Math grade. Teacher-rated grades in math were similar to those
in reading -- about a C average. Girls earned higher grades than boys
and retained children received the lowest grades. About 35 to 40
percent of sixth graders earned A’s and B’s.

Absences. Approximately one-third of the sample were rarely
absent from school (zero to three days). About 45 percent were absent
from 4 to 12 days during the school year. Twenty to 25 percent were
absent more than 12 days from school. Absences were unrelated to
grade in school. Girls, however, had fewer absences than boys. When
girls were absent they were more likely to miss only zero to three
days.

Special Education and Retention. Two additional indicators of
academic adjustment were the school competence measures of special
education placement and grade retention. Twelve percent of the sample
in Grade 6 (124 students), were placed in mainstreamed and self-
contained special education classes. The distribution was as follows:
87 learning disabled; 20 emotionally behaviorally disordered; 20
speech and language impaired; 16 emotionally imentally handicapped; 2

hearing impaired; and 1 other. More boys than girls were placed in

special education.
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About two percent of the sample (N = 34) were retained in Grade 5
for the 1991-1992 school year. This rate is somewhat lower than in
previous years. In total, 25 percent of the sample were retained at
least once by Grade 6. Of these, 20 children were retained twice.
Boys were more often retained than girls.

Social Adjustment

Teacher ratings of competence and problem behaviors are shown in
Tables 2 through 4. They address aspects of children’s social
adjustment, an important ingredient of overall developmental
functioning. Overall, results indicate that about 40 percent
demonstrated general competence, 30 percent showed marginal
competence, and 30 percent had serious problems in adjustment. Girls
showed significantly better adjustment than boys on all dimensions.

Competence behavior. Summary ratings of the T-CRS are shown in
Table 2. They indicate that children were rated in the middle range
of competence behavior (M = 60.8). Of the four competence subscales,
Peer Social Skills and Assertive Social Skills were, on average,
children’s highest competencies. Frustration Tolerance and Task
Orientation were rated lower, indicating lower competence. Estimated
rates of competence are indicated by the category " percent high
rating," which is the percent of children above the per-item average
of three scale points. Approximately one-half (47 percent) of the
sample met this requirement for the Competence Total Scale. About 40
percent met the criterion for Frustration Tolerance and Task
Oorientation, and about 50 percent for Peer Social Skills and Assertive
Social Skills. Thus, 47 percent of the sample were classified
generally competent (Competence Total).

Notably, girls had higher ratings than boys on all competence
dimensions and items. This was particularly true for Competence

Total, Task Orientation, and Frustration Tolerance.
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Table 2

Total sad Subacala Scores oa the Teascher-Child Ratiags scale (T-CRS) for Competeace/Prcblea Sehavior

Total (n = #13)

Girls (n = 406)

Boys (n = 407)

¢ high % high $ high

scale Hean SD rating Mean SD rating Mean SD rating
Competeace Total* 60.8 16.7 47 64.3 17.2 $7 5$7.2 15.5 37
Prustration Tolerance 14.3 4.9 N 15.3 5.0 43 13.3 4.6 30
Assertive Social skills 15.5 4.0 49 16.0 5.0 52 15.0 4.6 45
Task orientation 14. 4 5.5 39 15.9 5.5 51 12.% 5.1 26
Peer social skills 16.7 4.0 54 17.2 §.9 59 1.1 4.7 30
Probless Total' 37.8 15.7 17 33.0 14.6 11 41.7 15.7 23
Acting out 12.7 6.9 21 11.0 6.2 13 14.4 7.2 23
Shy-Anxious 10.1 4.5 [ 3 2.7 4.) 5 10.4 4.6 7
Learning Problems 15.0 7.3 34 13.0 6.9 23 17.0 7.2 44

Note. The items that vere grouped into eubscales for Competence and Problems Totals appear
in Tableas ) and 4. :

*High rating defined ss sverasge score per itam graster than 3.0 on the S-point scale.
*nigh rating defined as average score per item greater than 2.0 on the S-point scale.

Response freguencies for the individual competence items are
shown in Table 3. For the 20 competence items, higher competence was
demonstrated for Peer Social Skills and Assertive Social Skills,

The percent rated "well” or "very well” rﬁnged

The

especially the former.
from 33 to 49 percent, with most ratings in the 40 percent range.
peer social skills of "Is friendly toward peers”™ (49 percent) and
"Well-liked by classmates” (44 percent) were rated relatively high.
Ratings for Task Orientation and Frustration Tolerance were somewhat
lower. The items "Ignores teasing” (23 percent), "Copes well with
failure" (25 percent), "Well organized"” (25 percent), and "A self-
starter” (29 percent) were rated "well” or "very well."
Problem behavior. 1In contrast to competence behavior, higher
scores on the problem subscales reflected greater severity of
problems. Teacher ratings indicated relatively moderate degrees of
problem behaviors (Problem Totél M = 37.8), although teachers may be
less likely to report severe behavioral problems than they are to

judge behavior positively. For this reason, the average per-item
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Table 3

Prsvslssce of Cospetssce Behaviors Ratsd by Tsschsrs os
ths Tescher-child Ratisg scsie (7-CRS)

Psrcsnt rsted

wWell or Hoderst. A Little/
Subscsle/iten Vsry Wsll Well Not st All
rrustrstios Tolerasce
Accepts things mot going own wvay 31 31 38
Ignores teasing 23 29 4?
Accepte imposed limits 34 s 31
Copes well with fallure 25 3s 39
Tolerates frustrstion . 2% as 40
Assertive social skills
Defends own viewvs under pressure 41 3s 24
Comfortable as leader 3 27 40
Participates in clsss discussions 41 29 30
Expresses idess willingly 36 31 3
Questione rulse thst eean unfair 3 28 34
Task Orieststios
Conpletes work 36 30 34
Well organized 25 30 45
runctione well with distractions 28 20 44
Works vo]_.]. without supervision 33 31 36
A self-starter 29 24 47
Peer Social skills
Bes many friends 43 3¢ 2]
Is frisndly toward peers 49 32 18
Kakes friends easily 42 35 23
Claesmataes wish to sit near/child 39 32 29
Well-liked by classaates 44 34 22

scale value of two defined “"percent high rating. “"Learning problems
were the most serious difficulty (M = 15.0, 21 percent high ratings),
Acting Out problems were in the middle range (M = 12.7, 21 percent
high ratings), and Shy-Anxious problems were the least significant (M
= 10.1, only six percent received high ratings). These findings
indicate that the most prevalent problems of children are academic
rather than emotional or social. Indeed, this could be predicted from
the low achievement test scores reported earlier.
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Girls exhibited significantly fewer problem behaviors than boys.
Mean differences on Acting Out and Learning Problems weré especially
notable. Problem behaviors by item are reported in Table 4. Ratings
included "serious or very serious,"” "mild or moderate,” and "not a
problem," As shown, learning problems were the most prevalent problem
as 32 and 33 percent, respectively; were rated as having serious or
very serious problems with work habits and underachieving. ©nly about
30 percent of children were rated as not having a problem with
academic performance and motivation. Acting Out problems were rated
sefious or very serious for about 20 percent of the sample and not a
problem for about one-half the sample. Again, these findings