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ABSTRACT 

The purpose of this study was to employ Fourth Generation Evaluation, a 

constructivist methodology, to an examination of the concept of positive youth 

development. To accomplish this task, four groups of stakeholders in the process of 

positive youth development in an urban, southwestern city were included: (1) teens; (2) 

parents; (3) school personnel; and (4) community members. Ten men and ten women 

were included. As a process, Fourth Generation Evaluation proved to be a worthwhile 

strategy for examining the concept of positive youth development. This strategy revealed 

that stakeholders agree that positive youth development means helping young people to 

develop competence as well as attitudes and qualities associated with resiliency. Fourth 

Generation Evaluation was particularly useful in uncovering important information about 

context as it defines the parameters of resiliency and protective factors. Incorporating the 

concept of positive youth development with resiliency provides 11 powerful theoretical 

basis for prevention and promotion programs. This strategy also raises some interesting 

ethical dilemmas regarding the inclusion of stakeholders and programmatic decisions. 

Such a strategy should be incorporated prior to the implementation of any 

programs focusing on positive youth development. This strategy helps to ensure that 

stakeholder expectations are met and that the program has support from its inception. 

This support is vital to insure program success. 



CHAPTER 1 

INTRODUCTION 

Given the cunent political and economic climate, program evaluation-especially 

that related to issues of children, youth and families- has perhaps never been more 

important than it is today. Evaluation is often the detennining factor in decisions related 

to whether a program is continued, altered, or dissolved (Small, 1990). Federal funds 

related to prevention and intervention for such issues are often the first to be earmarked 

for elimination during times offiscal crisis. 

11 

A recent example of this practice occurs in the House Republicans' proposed 

"Contract with America." According to Marian Wright Edelman (1995), president of the 

Children's Defense Fund, this contract "contains sweeping policy proposals that, ifpassed, 

would have disastrous effects on millions of children ... " (p. 1). For example, the Personal 

Responsibility Act would radically revise the current Aid to Families with Dependent 

Children (AFDC) program such that assistance to an estimated five to six million children 

would end. To achieve the Fiscal Responsibility Act, which calls for a balanced federal 

budget, millions of dollars would be have to be cut from the Women, Infants and 

Children's program (WIC), the school lunch program, and summer jobs for youth 

(Children's Defense Fund, 1995). Given this state of affairs, the need for evaluators to 

demonstrate successful programming is paramount. 

Head Start programs provide one example of the importance of having well

evaluated programs. Evaluations of Head Start and other early education intervention 
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programs have demonstrated the long-term benefits of such programming (Clement, 

Schweinhart, Barnett, Epstein, & Weikart, 1984; Lazar, Darlington, Murray, & Snipper, 

1982). Such long-term benefits for program participants included increased high school 

completion rates; improved scholastic achievement during high school; increased 

occupational aspirations and expectations; decreased juvenile crime and arrest rates; and 

decreased rates of teen pregnancy. Impressive cost-benefits analyses have also been 

computed. For example, the Children's Defense Fund (1993) reports that every $1.00 

invest~ in Head Start results in a savings of $4.75 for the country by increasing children's 

future school and work success and by decreasing costs for special education, public 

assistance and crime. These highly publicized evaluation results have helped to ensure 

continued federal funding for Head Start even during times offiscal crisis (Woodhead, 

1988). 

The focus of youth serving programs has also come under scrutiny. Traditionally, 

a program's "success" has been evaluated based on its ability to alleviate problem 

behaviors in youth (Zeldin & Price, 1995). Indeed, the majority of public funding and 

policies aimed at youth focus on problems (pittman & Cahill, 1991). Examples of this 

focus range from funding for pregnancy and substance abuse prevention and intervention 

programs to dropout prevention and recovery programs. 

It has become increasingly obvious, however, that simply avoiding problem 

behaviors does not necessarily ensure successful development for youth (pittman & 

Wright, 1991). The notion of "positive youth development," defined as helping young 



people to fulfill their basic needs and to gain the competencies they will need to become 

successful adults (pittman & Wright, 1991), is beginning to receive in~-:reased attention 

from policy makers, funders, and researchers. In response, national organizations (e.g. 

National4-H Council) are incorporating the concept of positive youth development into 

programming. 

Statement of the Problem 

As this brief discussion suggests, evaluation and the concept of positive youth 

development are two separate but intertwined issues. Specifically, evaluation 

methodologies must evolve in response to changing program focus; youth development 

programs must evolve to incorporate the concept of positive youth development. 

13 

For both purposes, a programmatic focus and evaluation strategy are needed 

which will empower a community to take responsibility to meet the basic needs of youth 

and to help youth develop the competencies needed to be successful. As several 

researchers have noted (e.g. Garbarino, 1985; Ogbu, 1981; Rappaport, 1984) those 

competencies needed to achieve success may be contextually specific; therefore some 

methodology must be employed to allow community members to reach consensus about 

what competencies youth need to be successful in their community. Specifically, an 

evaluation methodology is needed which can be applied to the examination of the concept 

of positive youth development. Such a method to build consensus would be a valuable 

tool for program design, implementation and assessment. 



CHAPTER 2 

LITERATURE REVIEW 
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The primary purpose of this study is to employ a constructivist evaluation 

methodology in an examination of the concept of positive youth development. In addition 

to this constructivist evaluation of positive youth development, a secondary purpose of 

this study is to examine the utility of existing research constructs related to this area. To 

accomplish these tasks, this review will examine definitions of evaluation, followed by an 

examination of the evolution of evaluation methodology. An understanding of the 

progression of evaluation methodology provides the necessary justification for the utility 

of the constructivist evaluation methodology. Second, theories of constructivism and 

empowerment will be reviewed. Third, the concept of positive youth development will be 

explored. Specifically, the section of positive youth development will review: (1) the 

evolution of the field of positive youth development; (2) positivist constructions of 

positive youth development and competencies; (3) the consideration of context; and (4) 

the current state of positive youth development. Finally, the notion offourth generation 

evaluation will be introduced as an appropriate evaluation strategy for examining the 

concept of positive youth development. 

Definitions of Evaluation 

According to Rossi and Freeman (1993), evaluation research involves "the use of 

social research methodologies to judge and to improve the planning, monitoring, 

effectiveness, and efficiency of health, education, welfare and other human services 
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programs" (p. 20). Obviously. more than one type of evaluation strategy exists and may 

be employed to examine each of the components mentioned by Rossi and Freeman (1993). 

Because several distinct types of evaluation will be referred to throughout this review, a 

brieflist of related tenns and definitions is presented for clarmcation purposes: 

evaluation research: 

fourth generation evaluation: 

formative/process evaluation: 

summativeloutcome evaluation: 

the systematic application of social research 
procedures in assessing the conceptualizations and 
design, implementation, and utility of social 
intetVention programs (Rossi & Freeman, 1993) 

a form of evaluation in which the claims, concerns, 
and issues of stakeholders serve as the basis for 
determining what information is needed; it is 
implemented within the methodological precepts of 
constructivism (Guba & Lincoln, 1989) 

typically aim at improving program performance. 
take place while the program is in operation, rely to 
a large extent on qualitative data and are responsive 
to the focusing needs of program owners and 
operators (Finne. Levin, & Nllssen, 1995) 

typically aim at assessing outcomes and impacts; 
they take place towards the end of a program or 
after its conclusion; measure success against 
formulated goals for the purpose of judgement, 
accountability or policy making (Finne et al., 1995) 

For the present study. it is imperative to have a clear understanding of the 

differences between research in general and evaluation research. Evaluation can be 

considered as one type of applied research. As Hedrick, Bickman, and Rog (1993) have 

noted, research should be considered as existing on a continuum; basic research is at one 

end of the continuum while applied research is at the other. In general, there are three 
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main areas of difference between basic and applied research: (1) purpose; (2) context; and 

(3) method (Hendrick et aI., 1993). With respect to purpose, basic research is concerned 

with the discovery of knowledge or ofuniversa1 principles while applied research tends to 

be more issue-driven or focused. While both basic and applied research are concerned 

with statistical significance, issues of practical significance are usually more important to 

the applied researcher. Basic researchers tend to focus on causal relationships; causal 

relationships are usually less clear in applied research because of the reliance on more 

quasi-experimental designs (discussed in more detail later). 

The setting or context for research also differs between basic and 8pplied research. 

Basic research tends to occur in laboratory-type settings while applied research is typically 

conducted in real life settings. Funding for basic research is usually generated from a 

grant proposal; funding for applied research tends to come from the source soliciting the 

study or grant funds for demonstration programs. Basic research questions tend to be 

specific (e.g. "do adolescents interrupt mothers more during the apex of pubertal 

development than after the apex?") and the researcher usually has a great deal of control 

over the focus on the study. Applied researcher questions tend to be broader (e.g. "Is this 

curriculum effective in reducing teen pregnancy?") and are typically provided to them from 

their funding source. It is important to note that the applied researcher can often help the 

funder or stakeholders to refine the question, but the basic focus of the study is usually 

predetermined. Finally, although they must report to their funding source, basic 

researchers are usually under less stringent time constraints than are applied researchers. 



This makes it necessary for the applied researcher to make reasonable decisions about 

trade-offs. For example, the applied researcher may decide to forego long-term studies 

with multiple data collection points to meet time or monetary constraints defined by the 

funders. 
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The third area in which basic and applied research differ is in methodology. Basic 

researchers typically work alone or in a team they assemble. Applied researchers are often 

teamed with other agencies or community groups assembled by the client or funder. 

Although it is changing, basic researchers typically employ single method approaches. 

Given the larger scope of their task, applied researchers typically use multiple methods. 

Basic researchers have the luxury of employing experimental designs. Applied researchers 

tend to rely on quasi-experimental designs. Often, the applied researcher is not involved in 

the program design, which means they frequently have to rely on whatever controls (or 

lack thereof) were employed by others. Finally, basic researchers tend to be more focused 

on internal validity thmt on external validity. This is due to the fact that the strict controls 

they need to show causality often limit generalizability. Applied researchers are also 

interested in maintaining internal validity. Historically, however, there has been greater 

concern about external validity because program funders want to know whether or not 

their program can be replicated witll similar results in multiple settings. Today, applied 

researchers recognize that context plays an essential role in programs; therefore exact 

replication may not be desirable. 



The Evolution of Evaluation 

The field of evaluation methodology has undergone significant changes over the 

years. This section will trace the progression of evaluation methodology. As the 

following discussion will illustrate, the field's evolution is closely tied to changing 

philosophies and program goals. 
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Evaluation research became recognized as an applied area of study in the mid 

1960s (Rossi & Wright, 1984; Shadish, Cook & Leviton, 1991). Its recognition was due 

in large part to the government's initiation of social programs (the "Great Society Eralt
) 

predominantly in the areas of education, income maintenance, housing, health, and 

criminal justice. Spending on all public aid programs has been estimated to have increased 

600010 between 1950 and 1979 (Bell, 1983). These large expenditures necessitated 

accountability to demonstrate the value of the investment. In other words, those in favor 

of social programs were under more pressure to show that funds were spent as intended 

and that the programs produced "desirable" outcomes (Shadish, Cook, & Leviton, 1991). 

Program evaluation methodology is often determined by multiple factors ranging 

from the actual purpose of the program, to the philosophy of the evaluator, to the agenda 

of those commissioning the study. The initial focus of program evaluation was to 

examine "desirable outcomes" and therefore a logical positivism philosophy was adopted. 

According to Fishman (1992), "logical positivism assumes that there is an external world 

independent of human experiences and that objective, 'scientific' knowledge about this 

world can be obtained through direct sense experience, as interpreted within the 



framework of the theory-embedded, hypothesis-testing laboratory experiment" (p. 264). 

In other words, logical positivists believe that there is one true "reality, " that it can be 

quantified, and that researchers' values and biases do not influence outcomes (Guba & 

Lincoln, 1989). 

Based on this philosophy, the evaluation method of choice was the randomized 

experimental control design-a methodology grounded in the physical and biological 

sciences. In this design, subjects are fa.'ldomly assigned to a "treatment" group, which 

receives the intervention, or a "control" group, which does not. In theory, this design is 

supposed to ensure that any differences between the two groups discovered at the 

conclusion of the intervention can be attributed solely to the effects of the intervention 

(Cook & Campbell, 1979). In other words, random experiments allow the inference of 

cause and effect. 

19 

It soon became apparent, however, that this methodology was not as easily or 

ethically applied to the area of social programming as it was to the physical and biological 

sciences. Real world constraints made strict random assignment to treatment and control 

groups difficult if not impossible. Such constraints include ethical dilemmas with respect 

to the use of random assignment. For example, ifresearchers have reason to believe that 

their intervention will have a positive outcome, can they ethically withhold that treatment 

from others? Eventually, quasi-experimental designs were adopted (Cook & Campbell, 

1979). Quasi-experiments are identical to randomized experiments with the exception that 

quasi-experiments do not rely on random assignment to create the comparison groups. 
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Instead, quasi-experiments rely on the comparison of groups which may differ from each 

other in ways which are unrelated to the intervention. The challenge is to dctennine which 

outcome effects can be attributed to the treatment and which can be attributed to the 

initial non-equivalence of the groups (Cook & Campbell, 1979). Regardless of the design 

(ie. experimental or quasi-experimental), this focus on outcomes is often referred to as a 

"summative evaluation. II 

Over time, in addition to program outcomes, program funders and evaluators 

began to be concerned with the reasons behind a program's outcomes. There was a 

growing awareness that programs did not necessarily work the same way for all the 

participants at one location or for participants receiving the same program at different 

locations. These concerns translated into an acknowledgment of the importance of 

examining both process and outcomes as well as an acknowledgment of the existence and 

inclusion of multiple perspectives. The inclusion of multiple perspectives is important 

because it aids r~chers in establishing the meanin& of a particular construct rather than 

just its prediction (Lincoln & Guba, 1984). This concern coincides with the movement 

away from logical positivism, with its focus on prediction, toward postpositivism. 

Postpositivism maintains the positivist assumption of one true reality; however, it assumes 

that our perceptions of reality are imperfect given our "flawed human intellectual 

mechanisms" (Guba & Lincoln, 1994). Given this assumption, postpositivists rely on 

multiple perspectives but acknow1edge these perspectives as mere approximations of 

"reality." 
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These changes in concern and philosophy required changes in how traditional 

evaluations were conducted. It became the evaluator's task to incorporate the multiple 

perspectives in their quest for reality (Guba & Lincoln, 1989). Qualitative methods, which 

included direct observations of the program as well as interviews with participants, began 

to be included as a way to gather the multiple perspectives (Guba & Lincoln, 1994). 

Evaluators found that coupling quantitative and qualitative methods provided much richer 

sources of information about the program. Evaluations that focus on program 

implementation or process became known as "formative." Many program evaluations 

conduct both formative and summative processes. 

Theory 

As the previous reviews indicates, the field of evaluation, and its guiding theories 

have undergone tremendous changes over the past few decades. One of the most recent 

trends in evaluation is the adoption of a constructivist framework. The constructivist 

framework and empowerment theory will be described here because they provide the 

rationale for the evaluation conducted in the present study. 

Constructivism 

Constructivism is radically different from both logical positivism and 

postpositivism in that it is based on the assumption that "reality is largely invented by 

individuals and groups as a function of particular personal beliefs and historical, cultural, 

and social factors" (Fishman, 1992, p. 264). In other words, rather than assuming the 

existence of one true reality, constructivism assumes that reality is subjective and relative: 



Constructivists are deeply committed to the contrary view that what we 
take to be objective knowledge and truth is the result of perspective. 
Knowledge and truth are created, not discovered by mind (p. 125, 
Schwandt, 1994). 
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Further, one's reality can only be regarded as "true" within a particular context or 

community (Fish, 1989). 

Several theorems of constructivism as presented by Guba and Lincoln (1989) are 

appropriate for the present inquiry: 

1. The "truth" of any proposition can be determined by submitting it to the judgement 

of a group of infonned and sophisticated holders of what may be different constructions; 

any proposition that achieves consensus through such a test is regarded as "true" until 

reconstructed in the light of more infonnation; any truth is relative. 

2. Constructions exist only in the minds of constructors and typically cannot be 

divided into measurable entities. If something can be measured, it may fit into some 

construction but it is more likely to playa supportive role at best. 

3. "Facts" have no independent meaning except within some theoretical frameworks; 

there can be no separate observational and theoretical language. 

Empowenneot Theory 

Empowennent has been defined by Rappaport (1984) as: 

a process ... by which people, organizations, and communities gain control 
over their lives. It implies that new competencies are learned in a context 
of living life, rather than being told what to do by experts. Success ... needs 
to be self-defined by the people of concern (pp. 3-4). 
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An empowennent based strategy assumes a more equal relationship between "expert" and 

program participants (Iutocovich, 1990). 

In general, empowennent theory is based on a conflict model which assumes that 

society is comprised of separate groups which have various levels of power and control 

over resources (Gould, 1981b). Accordingly, the capacity of people to improve their lives 

is determined by their ability to control their environment and resources; negotiate 

situations; and change the existing limiting social structures (Hasenfeld, 1987). 

Rappaport (1987) has delineated several assumptions ofempowennent theory. 

1. People of concern are to be treated as collaborators; and at the same time, the 

researcher may be thought of as a participant, legitimately involved with the people he/she 

is studying. 

2. The choice of our language is seen to be very important as to what it 

communicates, not only to other researchers and policy makers but also to the people we 

are studying. 

3. The conditions of participation in a setting will have an impact on the 

empowennent of the members; those who participate in decisions and activities that are 

meaningful to them are more likely to be empowered. 

According to Iutocovich (1990), empowemlent strategies should "provide 

community groups with a sense of , ownership' of the results and more successful 

development and implementation of community services" (p. 95). Ownership implies that 

the stakeholders take responsibility for the maintenance of the program--external funding 
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is viewed only as a vehicle for capacity building to ensure that the stakeholders have the 

necessary resources to take care of themselves when funding ends. Conger and Kanungo 

(1988) echo this idea by suggesting that empowennent be considered as a motivational 

construct. Specifical1y; they suggest that empowennent is " a process of enhancing 

feelings of self-efficacy among organizational members ... " (p. 474). 

Several researchers have attempted to operationalize empowennent theory as a 

strategy or program goal (e.g. Rappaport & Hess, 1984). From a programmatic 

perspective, empowennent has become a valuable concept because it has become 

increasingly obvious that while programs that "do to" or are imposed on participants by 

outsiders may be successful in the short-tenn or for the life of the program, they are not 

successful in the long run. In other words, when program funding ends, the program ends 

and the program stakeholders are usually no better off than before the program was 

initiated-sustainability is not apparent. 

One example of this perspective is evidenced by Biegel (1984). Biegel (1984) 

examined the success of a community mental health empowennent model, adopted over a 

four-year period, to build the capacity ofindividuaIs and neighborhoods to better meet 

their mental health needs. Initially, a community coalition was fonned to give the 

movement legitimacy and to give ownership of the project to the community. Over the 

course of the project's first year, research data was gathered which included: (1) 300 

interviews of community helpers and leaders; (2) 250 interviews of a random sample of 

community residents; and (3) pre-existing statistical data such as social indicators of data-



crime rates, welfare, health and education. Data analysis focused on examining 

community assets and issues. Community coalitions were responsible for detennining 

programmatic directions. Biegel (1984) concluded that, based on the strengthened 

networks at all levels of the mental health system, the community empowerment model 

was successful. 

25 

More recently, Strawn (1994) examined the operationalization of empowerment as 

one of several program objectives in The Perinatal Outreach Program (PNO), a program 

designed to facilitate prenatal care for low-income women in ethnic communities. 

Strawn's analysis was based on participant observation, document analysis, and 

ethnographic interviews of data collected from the state government funding bureaucracy, 

the PNO program organization and the clients. Strawn found that: (1) the PNO's goals of 

empowerment were often inhibited by stipulations of the government funding contract; (2) 

community residents were not involved in program planning; and (3) the program was not 

successful in building a sustainable community infrastructure for self-help. 

As mentioned above. the goals of client empowerment were inhibited by 

stipulations of the government contract; the emphasis of the program on prevention 

through casework did not allow the clients the opportunity to develop their own 

competencies. It is important to note, however, that there was one exception to that 

finding. Empowerment did occur in one neighborhood- the PNO program became part 

of the neighborhood's community support infrastructure. Empowerment was successful in 

this community because the caseworker, who resided in the community, included self-help 
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and client-networking components in the program. These components were not included 

in other communities because the components had been rejected by the funding contract; 

this particular caseworker ignored the contract and included them anyway. Strawn 

concluded that "empowerment is owned by those who are involved in creating it... who 

articulates the problem and the process of its definition determines the first turns toward 

empowerment or disempowerment" (pp. 171-172). 

As the previous discussion illustrates, constructivism and empowerment theories 

provide interesting implications for the field of evaluation research especially as it relates 

to the construct of positive youth development. At this point, however, it is necessary to 

have more of an understanding of what is meant by "positive youth development. " 

Therefore, the fonowing section will examine: (1) the evolution of the field of positive 

youth development; (2) positivist constructions of positive youth development and 

competencies; (3) the consideration of context; and (4) the current state of positive youth 

development. 

Positive Youth Development 

Evolution of the Field ofPosjtiye Youth Deyelopment 

Just as the field of evaluation has undergone an evolution, so has the field of 

positive youth development. Traditionally, the field has only been examined under guise 

of "youth development" rather than "positive youth development." Youth development 

programs have traditionally been based on research conducted within the social sciences. 

Historically, the social and behavioral sciences have embraced a medical model or 
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"problem-focused" orientation to the study of human development. According to Ludwig 

(1975), the medical model assumes "that sufficient deviation from nonnal represents 

disease, that disease is due to known or unknown natural causes, and that elimination of 

these causes will result in cure or imr;;-ovement in individual patients" (p. 605). 

Application of the medical model to the field of youth development meant that the focus 

of most youth serving programs was on problem behavior ("disease"). In other words, 

programs were designed to "fix" young people who had deviated from "nonnal" behavior. 

The assumption was that an appropriate intervention could return deviant young people 

back to "nomaI." 

The problem with the medics1 model is that it assumes each disease or problem 

has one single cause (Cassell, 1975). Obviously, causal relationships are rarely that 

straightforward-most problem behavior does not occur in isolation. In addition, most 

"fix-it" or intervention programs are designed to alleviate the symptoms of problem 

behaviors, not the underlying causes. This realization led to a programmatic shift in focus 

from intervention to prevention. Specifically, programs began to focus on preventing 

problem behavior before it occurred. Program participants in prevention programs are 

typically those you~ who are considered to be at-risk for developing problem behaviors. 

In other words, prevention programs occur with young people who are not currently 

demonstrating problem behaviors. 

While this approach is an advance, it is based on the assumption that being 

"problem-free" is enough to ensure nonnal development. Pittman and Wright (1991) 
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argue that positive youth development does not occur automatically in the absence of 

risks. Preventing high risk behavior is not enough to ensure that our youth are ready to 

assume the responsibilities and challenges of adulthood. Instead, in addition to being 

problem-free, youth need to have their needs met, and be provided with opportunities to 

develop competencies to succeed as adults (Pittman & Wright, 1991). In other words, 

Pittman and Wright (1991) suggest a conceptual shift from thinking that youth problems 

are the principal barrier to youth development to thinking that positive youth development 

is the most effective strategy for the prevention of youth problems. 

Positivist Conceptions of Positive Youth Peyelopment 

This section will examine positivist views of positive youth development as they 

have emerged in the academic literature. Such an examination is not in opposition to the 

adoption ofa constructivist approach. According to Guba and Lincoln (1989): 

... the relative constructivist, while not agreeing with the positivist 
formulation, can nevertheless accept it as one of many possible 
constructions. The constructivist may find the positivist view ill-informed 
and unsophisticated, but not wrong or untrue" (p. 16, italics original). 

It must be emphasized that the purpose of examining positive youth development from the 

positivist perspective is not to discredit the constructions which have been empirically 

derived; rather, the intent is to present these views as one of many constructions which 

will be available for stakeholders to address. 

Because of the recent introduction of the concept of positive youth development 

(named as such), few studies in the academic literature have addressed the concept as 

"positive youth development" per se. Recall however, that part of the definition of 
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positive youth development calls for helping young people to gain the competencies they 

will need to become successful adults. In other words, positive youth development 

advocates for helping young people to develop competence. Given positive youth 

development's focus on competence, this review will focus on competence as a proxy 

construct for the examination of positive youth development. 

Much research has focused on the area of competence and other related areas. 

Although not always explicitly named as such, models and studies of competence or 

success are numerous in the academic literature. For example, early models of 

competence are implicit within Piaget (1963), Erikson (1968), and Havighurst's (1953) 

developmental models. The notion of competence also runs through Maslows (1970) 

"hierarchy of needs" theory of personality development with its final culmination in "self

actualization." Many researchers have focused on specific areas of competence such as 

social competence(e.g. Asher, 1983; Bloom, 1990) or academic achievement (e.g. 

Wentzel, Weinberger, Ford, & Feldman, 1990). Other researchers have focused on 

success (e.g. Krueger, 1990) or motivation (e.g. White, 1958). Still others have examined 

competence as it relates to coping (e.g. Luthar & Zigler, 1991; Norem & Contor, 1990; 

Wrubel, Benner & Lazarus, 1981). 

This diverse line of research illustrates that competence and success are areas that 

have received a great deal of attention within the academic literature. Unfortunately, a 

comprehensive review of all of the fragmented strands of this research is beyond the scope 

of the present study. Instead, the present study focuses on competence as conceptualized 
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by Harter (1982; 1985) because rather than focusing on one specific domain, Harter 

examines competence across multiple domains. This broader view of competence seems 

to be more consistent with the definition of positive youth development than a narrow 

view. 

The tenn "competence" has been defined by Garbarino (1985) as: 

a set of skills, attitudes, motives and abilities needed to master the principle 
settings that the individual can reasonably expect to encounter in the social 
environment of which they are a part, while at the same time maximizing 
their sense of well-being and enhancing future development (p. 80). 

True to their positivist roots, academic views of competence have tended to focus on 

issues of measurement. As Chandler and Chapman (1991) point out: 

... we all currently appear to be living through a particularly undistinguished 
historical period within which more serious thoughts about the meanin~ of 
the concept of competence are regularly replaced by methodologic 
constructs waged between those who imagine themselves to have 
discovered the new lower bound of some competence, and others eager to 
defend the legitimacy of some still higher or lower threshold of that same 
ability (p. x). 

The reality of this statement is evidenced by the fact that the majority of competency 

studies have tended to focus either on: (1) the identification of distinct competency 

domains as perceived by the individual; or (2) the discrepancy between perceived and 

actual competence. 

Establishing the importance of separate competence domains has implications for 

understanding self-esteem. As early as 1892 James defined self-esteem as the difference 

between one's abilities (competencies) and the importance of those abilities 

(competencies). From this perspective, the individual's sense of competence will only be 



affected ifhe or she is not competent in an area that he or she values; if the area of 

inability is not valued, his or her sense of self-esteem will not be affected. 
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More recently, several researchers have examined the issue of domain specificity in 

competence from a positivist perspective (e.g. Coopersmith, 1967; Piers & Harris 1969; 

Rosenberg, 1979). Harter (1982) was one of the first to provide empirical support for the 

notion. She employed items found on preexisting scales to specify what she believed 

would factor into major competence domains. Based on these items, Harter interviewed 

children " ... to determine which activities within these domains were particularly important 

to children in making judgements of competence" (p. 88, italics added). 

Harters results indicated that separate competency domains could be 

distinguished. Harter then administered and replicated the scale with multiple samples 

drawn from primarily Anglo middle- and upper-middle class populations. Harter repeated 

this study with adolescent and adult populations as well. For the purpose of this review, 

we will only focus on the adolescent competency comains. Factor analysis of Harter's 

results indicated that eight separate domains of competence could be distinguished for 

adolescents. These domains include: (I) scholastic competence; (2) athletic competence; 

(3) peer social acceptance; (4) behavioral conduct; (5) physical appearance; (6) close 

friendship; (7) romantic appeal; and (8) job competence. 

Harter's results have been replicated in other school Si\IDples as well. For example, 

Cauce (1987) employed a lower-class African-American sample of seventh graders to 

examine Harter's notion of domain-specific competencies. Specifically, Cauce (1987) 
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examined school (academic) and peer (social) competency using self-report measures (The 

Perceive Competence Scale for Children; Harter, 1982); peer reports (sociometric 

measure and the Social Competence Nomination FOnD; Ford, 1982); and objective 

measures (e.g. school grades, achievement test scores, and number of reciprocated 

friendship choices). Results ofCauce's study (1987) also suggest that school and peer 

competence can be distinguished using a multimethod-multitrait approach. 

A second area of interest in the academic literature has been the examination of the 

discrepancy between individual's perceived and actua1 competence. Much of the academic 

literature examining this issue is drawn from cognitive studies because, from a positivist 

measurement perspective, it is much simpler to compare an individual's perceptions of 

scholastic competence with more "objective" indicators (e.g. achievement scores or 

teacher evaluations). 

For example, Frey and Ruble (1987) employed observations and interviews with 

children ages five to ten to examine sex and age differences in perceptions of competence 

and attributions about performance. Specifically, based on four minutes of observation, 

observers coded children's verbal interactions into one of six predetermined categories. 

Next, in an interview setting, children were asked to rate their expected performance on a 

laboratory task; these ratings were then compared to classroom measures of performance. 

Based on these comparisons, Frey and Ruble (1987) concluded that children's perceptions 

of their ability become more modest and more accurate as they grow older. 
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Using a similar design, Harter (1982b) examined the correlations between 

children's actual and perceived competence. She found that the correlation between 

children's actual and perceived competence in the cognitive domain increased from .3 to .6 

from the third to the sixth grade. She found a drop in the correlation in the 7th grade back 

to .3. The correlation improved, however, back up to .65 with increasing grade levels. 

Based on these correlations, Harter concluded that when children enter elementary school 

they are unaware of the measures of their ability and what they have to do to demonstrate 

competence. From the third to the sixth grade, children learn what is expected of them 

and master what they need to master. When children enter junior high, however, the 

expectations change again and it takes some time for adaptation. Despite these 

fluctuations, Harter's conclusions echo those of Ruble and Frey: children's perceptions 

grow more accurate over time. 

From a constructivist perspective, several criticisms of this line of research can be 

levied. First, it is important to note that the subjects (or stakeholders) in these studies (ie. 

children, adolescents, and adults) had no voice in determining what competencies they 

thought were important. In other words, these studies did not allow for the inclusion of 

multiple perspectives. 

It must be noted that some researchers have recognized the value of examining 

multiple perspectives. For example, one attempt to consider perspective is presented by 

Greenberger (1984) in her examination the development of autonomy and social 

responsibility in adolescence. This study is relevant for our purposes because Greenberger 
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refers to autonomy and social responsibility as "psychosocial assets" and suggests that 

they are "signs that an adolescent is developing the capacity to function as a matun~ 

member of society" (p. 2). Such assets could easily be considered part of positive youth 

development. In her review of the literature, Greenberger examined studies which 

attempted to consider adolescents' views about the importance of autonomy and social 

responsibility. She concluded that, while most adolescents in the studies she reviewed 

value autonomy to some degree, " ... the kinds of attributes young people aspire to are 

likely to vary with their social class and regional origin" (p. 17). Despite this 

acknowledgment, however, Greenberger developed a model of psychosocial maturity 

which reflects by her own admission "mainstream values." That is, the model emphasizes 

qualities that are likely to promote adaptation to white middle class society. Thus, 

although Greenbergers study considered multiple perspectives and emphasized the 

importance of context, it fell short by not incorporating them into the final model of 

psychosocial maturity. 

A second criticism of the positivist studies is that they were conducted employing 

preconstructed measures or categories (e.g. Perceived Competence Scale for Children; the 

Self-Perception Profile for Adolescents; verbal content scores). Such reliance on 

preconstructed measures and categories shifts the studies' foci to replication at the expense 

of the examination of the existence of other competency areas. 

An additional criticism from a constructivist perspective is the omission of a 

discussion of context. Researchers from the aforementioned studies noted that their 
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subjects were drawn predominantly from school samples yet they omitted any description 

of the school itself or the neighborhood surrounding the school. This failure to consider 

the influence of the subjects' environment omits the central role of context in the 

delineation of competencies. The issue of context will be examined in greater depth in the 

next section. 

The discussion presented thus far is not to suggest that the specific constructs of 

competence as examined by Harter (1982) and others are unimportant or inaccurate. 

Rather it is to point out that researchers may be missing important information by not 

dealing with the aforementioned issues. In the tradition of positivism, the issues of 

perspective, measurement, and context have largely been ignored. 

Context 

It must be acknowledged that on some level, traditionally positivistic researchers 

have attempted to deal with the issue of context. Indeed, in his definition of competence 

mentioned earlier, Garbarino referred to competence as those skills that will help the 

individual to be success.ful (gain competence) in the specific environments he or she 

encounters. This definition implies that those skills for competence may be environment 

or context specific. Ironically, the very studies undertaken to examine competence have 

failed to address the important issue of context. 

This omission is unfortunate given ecological theorists' be1iefthat much of an 

individual's behavior can be accounted for by his or her environment (Thomas, 1991). 

According to Bronfenbrenner (1979) the ecology of human development is: 
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the scientific study of the progressive, mutual accommodation between an 
active growing human being and the changing properties of the immediate 
setting in which the developing person lives, as this process is affected by 
relations between those settings, and by the larger contexts in which the 
settings are embedded (p. 21). 

The "immediate setting in which the developing person lives" is referred to as the 

microsystem; the "relationships between those settings" are referred to as the 

mesosystems; and the "larger context in which the settings are embedded" is referred to as 

the exosystem. This model is useful in that it provides researchers with a valuable tool for 

examining the role of context as well as the interactions among systems in human 

development. 

Constructivists argue that context is essential to consider because "constructions 

held by people are born out of their experience with and interaction with their 

contexts ... constructions create the context that the constructors experience and are in turn 

given life by that erected context" (Guba & Lincoln, 1989, p. 60). Constructivists 

however, caution against using context as a "control" variable to tease apart the separate 

contributions of person and situation (context). Such practice is typical among positivists. 

Positivists usually assume that developmental processes are invariant across person and 

situation; therefore, context is considered valuable because it allows researchers to 

"control" for variability in context or person. Constructivists maintain that because an 

individual's reality is constructed from his or her environment, and because an individual 

constructs his or her environment based on perceptions of reality, the two cannot be 

separated. 
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One model that can be used to address the limitations of context stripping is 

Bronfenbrenner's (1986) "process-person-context" model of development. The model 

allows researchers to examine differences in developmental processes and outcomes as a 

jQint function of the person and the environment (Bronfenbrenner, 1989). In other words, 

this model suggests that the effect of the person and the environment are synergistic such 

that their joint effect is greater than the sum of their individual effects. The synergistic 

effect, as illustrated in this mode~ demonstrates the futility of examining the individual 

outside of his or her context. 

Current State ofPositiye youth DeyelQpment 

One of the biggest challenges in examining the notion of "positive youth 

development" is the lack of consensus about what positive youth development means. 

Moore and Glei (1995) state that " ... there is no societal consensus on the specific 

characteristics and behaviors that should be defined as positive youth development. In 

fact, one's values have the potential to affect how success is defined" (p.24). Similarly, 

Pittman and Cahill (1991) lament the "current...lack of understanding about...what 

competencies, attitudes and values they [youth] will need to function in adult life" (p. 1). 

Several authors have suggested that conununities may have differing criteria of what 

_ competencies youth should acquire to become successful adults (pittman & Cahill, 1991). 

Cowen (1994) states "Because values differ across cultures as well as among subgroups 

(and individuals) within a culture, the idea ofa uniformly acceptable definition of the 

construct is illusory" (p. 152). 



38 

In other words, the only consensus regarding the specific characteristics and 

behaviors that should be defined as positive youth development is that they may be 

contextually defined. The importance of positive youth development and its current lack 

of definition demonstrate the urgency of exploring a strategy for helping researchers to 

define this important concept. 

Fourth Generation Evaluation 

"Fourth ('-,eneration Evaluation Methodology, " the title adopted by Guba and 

Lincoln (1989), refers to the evaluation process of choice in the present study to examine 

the concept of positive youth development. Specifically, Fourth Generation Evaluation is: 

a form of evaluation in which the claims, concerns, and issues of 
stakeholders serve as the basis for determining what information is needed; 
it is implemented within the methodological precepts of constructivism (p. 
50, Guba & Lincoln, 1989). 

Guba and Lincoln (1989) argue that it is time to adopt such an alternative 

paradigm for evaluation methodology because: 

the conventional methodology [positivism and postpositivism) does not and 
cannot contemplate direct work with stakeholders and their constructions 
(that much of the methodology is simply missing); because the 
conventional paradigm is tied to the verification mode and cannot deal with 
discovery processes; because the conventional paradigm strips contextual 
factors rather than taking them into account; because conventional 
methodology is aimed at generalizations and not at specifications; and 
because the value-free posture assumed within the conventional paradigm 
is logically disjunctive with evaluation's goal of making value judgements 
(pp.62-63). 

As mentioned earlier, fourth generation evaluation incorporates theories of 

constructivism and empowerment. The goals of Fourth Generation Evaluation are 



39 

predominantly centered around stakeholders. Stakeholders are defined as those 

individuals who (1) implement, produce, or use the program; (2) benefit or profit in some 

way from exposure to the program; and (3) those "victims" who are negatively affected by 

the program. Including the views and concerns ofall stakeholders in the process of Fourth 

Generation Evaluation is valuable because, in addition to contributing to empowerment, 

stakeholder input helps to define context. According to Guba and Lincoln (1989): 

If only the evaluator and the client [those people who commissioned the 
evaluation] ar~ privileged to decide on the questions to be asked, the 
instrumentation to be employed, the mode of data analysis and 
interpretation to be used, and the like, other stakeholders will be denied the 
opportunity to pursue their own legitimate interests. If clients have the 
final word on what information will be released, to whom, when, and by 
what means, the process is clearly tilted toward the maintenance and even 
enhancement of power for those who already possess it, while depriving 
the relatively powerless of even that little that they have (pp. 9-10). 

Fourth Generation Evaluation provides a constructivist-based process of 

negotiation among stakeholders which: (1) attempts to help them to reach consensus 

about their reality or to recognize discrepancies; (2) is educational because it provides 

stakeholders with the opportunity to incorporate others' perspectives of the construct into 

their own; and (3) is empowering because each stakeholder's view is heard, and each 

stakeholder has the opportunity to critique others' constructions. 

The basic process of Fourth Generation Evaluation, discussed in more detail in 

Chapter Three, includes: (1) identifYing stakeholders; (2) examining stakeholders' issues 

and concerns about the construct; and (3) seeking consensus among stakeholders via 



discussion, negotiation and interchange. Obviously, the end goal of consensus is not 

always possible; working toward it is the key (~w~n, 1991). 

Application ofFourtb Generation Evaluation Methodology to Positive Youth 

Development 
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With respect to positive youth development, Fourth Generation Evaluation's goals 

of empowerment, education and consensus building mean that the community would take 

responsibility for meeting the basic needs of its youth and for developing the competencies 

the young people will need to be successful within their community. As Garbarino (1985), 

Ogbu (1981) and Rappaport (1984) suggest, those competencies needed to be successful 

may be contextually specific and therefore should be defined by stakeholders within those 

contexts. 

Adopting the philosophy of constructivism would allow us to examine the 

consensus or lack thereof among stakeholder groups related to the definition of positive 

youth development. More specifically, it would allow community stakeholders to reach 

consensus or acknowledge discrepancies about what competencies youth need to be 

successful in their community. Such consensus will be useful in program design as well as 

evaluation. It will also reduce ambiguity about program goals and appropriate outcome 

measures. 

Stakeholder Groups 

With respect to positive youth development, stakeholders would include those 

young people who have the potential to be served by a program (youth); parents; school 



41 

personnel; and other community members. The assumption that youth, parents, school 

personnel and community members form unique stakeholder groups is consistent with an 

ecological view of development as well as role theory. Each stakeholder group represents 

a unique level within the ecological environment of young people: individual, family, 

school, and community (Bogenschneider, Small & Riley, 1990). 

According to role theory, roles are "shared norms applied to the occupation of 

social positions" (Heiss, 1981). In other words, roles are systems of meaning that help 

role occupants to define a range of appropriate behaviors and responses (Turner, 1970). 

Because each occupy a different role in relationship to young people, peers, parents, 

school personne~ and community members may each attach a unique meaning to the 

notion of positive youth development. Each meaning may provide distinct yet equally 

valuable insight into the construction of the concept of positive youth development. 

The "youth" stakeholder group will be comprised of juniors (17 year-olds) in high 

school. From a Piagetian perspective, most sixteen and seventeen year-olds have 

mastered formal operational thought which allows for hypothetico-deductive thinking; 

they have also mastered introspection which allows them to reflect their own thoughts, 

feelings and motives (Harter, 1983). Such cognitive abilities are a prerequisite for 

constructing the concept of positive youth development. It is assumed from a 

developmental perspective that each of the remaining adult stakeholder groups has also 

mastered formal operational thought. 
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Given the constructivist nature of the inquiry, the fonnulation of research 

hypotheses is inappropriate. The constructivist methodology assumes that the researcher 

does not have a clearly preconceived idea of what the results of the inquiry will be; 

preconceived hypotheses imply verification. For this reason, it is more appropriate that 

the inquiry be guided by research questions. In the present study, four main research 

questions will be examined: 

1. What categories emerged from the stakeholders' construction of positive youth 

development or competencies? 

2. What were the similarities and differences in the emergent categories constructed 

among and between stakeholder groups? 

3. How do the stakeholders' constructions of positive youth development fit with the 

existing literature on positive youth development or competencies? 

4. How effective is the constructivist methodology in the examination of positive 

youth development or competencies with respect to (a) consensus; and (b) empowerment 

and education? 



CHAPTER 3 

RESEARCH METIIODOLOGY 
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The purpose of the study is to employ Fourth Generation Evaluation in an 

examination of the concept of positive youth development. The purpose of this evaluation 

is to: (1) examine stakeholders' perceptions of positive youth development, and (2) 

examine the consensus or lack thereofbetween stakeholder groups. This type of 

evaluation is particularly useful for generating information for development teams who are 

designing and building programs (Guba & Lincoln, 1989). One of the goals of the process 

is to reach consensus; if consensuE.: is not possible, the goal becomes to expose the multiple 

stakeholder groups to each others' diverse perspectives. This exposure means that at the 

very least, all of the participants are educated through exposure to a different perspective 

on the topic. Participants are also empowered because each of their initial constructions 

are given full consideration and because each participant has the opportunity to provide 

feedback about other participants' constructions (Guba & Lincoln, p. 148). Opportunities 

for feedback occur during the interview process itself and through a follow-up 

questionnaire based on statements made by the participant themselves. 

The process Guba and Lincoln (1989) suggest for use in Fourth Generation 

Evaluation is described as a "hermeneutic dialectic" negotiation. The process is 

"hermeneutic" because it is an interpretive process; it is "dialectic" because it represents a 

comparison of potentially differing views. 
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Participants 

To ensure a productive hermeneutic dialectic negotiation, participants in the 

process should demonstrate: (1) a commitment to respond honestly; (2) an ability to 

communicate clearly; (3) a willingness to change positions if they hear a better argument; 

and (4) a willingness to commit the time and energy necessary to complete the process. 

According to Guba and Lincoln (1989), stakeholder circles: 

need not be made up of only similar individuals, that is persons who fill 
similar roles, are the same sex or the same age, or who resemble one 
another on some other factor thought to be important in this setting, in this 
time. Circle can consist of persons who are widely different from one 
another. But the probability that the minimal conditions for a successful 
henneneutic dialectic encounter will be met is lessened, because such 
circles are likely to contain persons ot: for instance, widely varying power 
within the context (p 155). 

As this quote illustrates, the criteria for inclusion in a stakeholder circle, as described by 

Guba and Lincoln (1989) is somewhat vague. It appears as though ~ey are 

simultaneously advocating similarity and dissimilarity in participants! The present study 

will attempt to deal with this ambiguity by providing a brief description of each 

participant. At the very least, this description will provide some understanding of the 

similarity or dissimilarity among particip8llts. 

Given this discussion, the participants in the present study will consist of 

stakeholders in the process of positive youth development in an urban southwestern 

community. Specifically, four groups of stakeholders will be included: (1) youth (m-

school and out-of-school); and adults in three different roles: (1) parents; (2) school 
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personnel; and (3) community members. Members of a community action team will select 

the initial participants in each stakeholder circle. Initial attempts will be made to include 

both male and female respondents from a range of economic, professional, and educational 

backgrounds. Additional members will be solicited from those participants and added as 

necessary to further the development of the construct of positive youth development. 

The exact number of participants will be determined during the process. It is 

estimated that each stakeholder group will consist of approximately four to six 

respondents. The process of adding participants' views to each stakeholder group will 

continue until information from the interviews becomes redundant, consensus about the 

topic occurs, or when the participants decide that their views cannot be reconciled. This 

process will be repeated for each of the four stakeholder groups. 

Procedure 

The process, as delineated by Guba and Lincoln (1989), begins with an initial 

interview with the first respondent from the first stakeholder circle. Following an 

explanation of the project and assurances of confidentiality, the interview begins with a 

series of open-ended questions designed to solicit the respondent's construction of positive 

youth development. The interview questions, found in Appendix A, are starting points for 

the interview. It is important for the interview to be somewhat unstructured to ensure that 

the respondent is free to create his or her own construction of positive youth development. 

Obviously, the interview will became more structured as emerging constructions become 

clearer. Later iterations of the interview schedule will also be included in Appendix A 
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As the interview schedules indicate, questions about the notion of positive youth 

development will be couched in tenns of competencies or success. Sample questions 

include "describe a really successful young person, " "what is it about that person that 

makes them successful," "what types of things are they able to do?" etc. Each stakeholder 

circle's interview schedule will be adapted as necessary to ensure that all respondents 

comprehend the questions. This adaptation may entail changes in the level oflanguage 

used and in the content of examples. 

After the participant has had the opportunity to discuss his or her own 

construction, another perspective will be introduced. Specifically, the participant will be 

asked to react to Harter's (1982) academic constructions of positive youth development or 

competence. The introduction of this type ofinfonnation, also referred to as "literature 

analects," is acceptable under the assumptions of Fourth Generation Evaluation (Guba & 

Lincoln, 1989). It is highly recommended, however, that such infonnation be introduced 

simply as an alternative perspective, not as an authority's perspective. For example, the 

interviewer might introduce the infonnation with the preface of "Some people believe 

that...," or "It's sometimes said that ... " and invite response. The interviewer may say 

something like: "Does that make sense to you given the situation here?" or another 

similarly appropriate comment. 

At the conclusion of each interview, the participant will be asked to nominate 

another participant who may have views that are different from his or her own. If the 

participant is unable to nominate another, reconunendations will be taken from members 
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of the community action team. The second and subsequent participants will follow a 

similar process. When the subsequent participant completes his or her construction and 

resolves the literature analect, the previous participant's construction will be introduced 

and the second respondent will be asked to comment on-it. The process will be repeated 

with all of the stakeholder circles until the interviews become redundant, consensus is 

reached, or the constructions cannot be reconciled. 

It is important to note that interviews will not be conducted with each stakeholder 

group in isolation; that is, the process will be initiated with more than one stakeholder 

group at a time. This strategy will allow perceptions of the construct from each 

stakeholder group to be introduced to the others. For example, ideas generated by a 

participant from the adult school personnel stakeholder group may be introduced for 

reaction to a young person from the teen stakeholder group. Such a strategy will be 

beneficial because it will allow some opportunity for learning to occur during the interview 

process. Obviously, given the nature of the inquiry, not every participant in each 

stakeholder group will have the opportunity to react to every perception of the construct 

from other stakeholder groups. Such an opportunity will be provided via a follow-up 

questionnaire as discussed below. 

This process will generate four constructs of the concept of positive youth 

development-one from each stakeholder group. Each stakeholder group's construct may 

or may not be unique given the strategy outlined above. When the interviews are 

completed, perceptions of the construct from all four stakeholder groups will be 
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compared. All of the stakeholder groups' perceptions will be presented to all of the 

participants during a second iteration of the process. Specifically, participants will be 

invited to comment on everyone's constructions via a questionnaire constructed based on 

participants' interviews. To prevent bias, rather than presenting the four constructions 

separately by stakeholder group, all of the constructions will be presented together. This 

fonnat will allow participants who were interviewed early in the process to react to 

perceptions of the construct that were generated in subsequent interviews. It will also 

selVe as a method of ensuring empowennent and education because participants will see 

their views represented and be exposed to views which may differ from their own. 

Individuals will not be identified during any part of this process. When participants are 

quoted, they will be referenced by stakeholder group only. 

Analysis 

The constant comparative method (Glaser & Strauss, 1967) will be used as the 

primary process of data analysis. This approach calls for the simultaneous collection and 

processing of data which is necessary to allow for the integration of stakeholders' 

perceptions into the interviews with subsequent participants. It is important to note, 

however, as do Lincoln and Guba (1984) that the original method of constant comparison 

as introduced by Glaser and Strauss (1967) was primarily used as a means to derive 

theory-not just as a way to analyze data or to examine constructs. Nevertheless, the 

method lends itselfwell to this application. 



Three steps are involved in the method of constant comparison as outlined by 

Lincoln and Guba (1984): 
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1. Comparing incidents applicable to each category. The first step in the process is 

to examine the content of the incident (mterview) to detennine if specific categories of the 

construct emerge. According to Glaser and Strauss (1967) IIwhile coding an incident for a 

category, compare it with the previous incidents in the same and different groups coded in 

the same category (p. 106)." As this process progresses, definitions or properties of the 

categories will begin to form. As the interview schedule becomes more structured for 

the present study, similar questions will be examined within and among stakeholder 

groups. It is anticipated that several categories of the construct of positive youth 

development will emerge including components of context and of success. Each of these 

categories will be named as they emerge. 

2. Integrate categories and their properties. The second step calls for making the 

category definitions or properties more explicit. This allows the analyst to compare new 

incidents to previously defined categories in an attempt to determine fit. It is important to 

note that the category definitions and properties can change as more incidents are added. 

In addition, because data collection and analysis are occurring at the same time, the 

interviewer/analyst has the opportunity to "flesh out" certain categories, resolve 

discrepancies, or gain clarification about the emerging constructs via discussion with more 

stakeholders. 



For example, in the present study, participants will discuss their notions about 

what detennines success. Categories of success may include material, emotional, or 

physical things, as well as specific skills, qualities andlor abilities. The definition or 

rationale about what fits into each of these categories will be made explicit. 

3. Delimiting the theory (construct). Delimiting occurs as the categories become 

so 

saturated. Saturation occurs when the categories become so clearly defined that 

additional incidents would only lead to redundancy. In the present study, saturation would 

be indicated by repetition of items included in the categories about success and context. 

Data analysis will occur as soon as each transcription is completed. Specific 

categories will be defined and sections of the interviews representing each of those 

categories will be combined under their respective categorical headings. To allow for 

comparison within and among stakeholder groups, code numbers will be attached to each 

interview section. This process will be repeated for each interview as it is completed. 

New categories will be created as warranted. 

Issues of Validity and Reliability 

Internal Validity from a positivist perspective refers to "the approximate validity 

with which we infer that a relationship between two variables is causal or that the absence 

ofa relationship implies the absence of cause" (Cook & Campbell, 1979, p 37). In other 

words internal validity can be thought of as a measure of how well a study's findings 

represent the "real" world (Guba & Lincoln, 1989). From a positivist perspective, 

external validity is "the approximate Validity with which we infer that the presumed causal 
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relationship can be generalized to and across alternate measures of the cause and effect 

and across different types of persons, settings, and times" (Cook & Campbell, 1979, p. 

37). In a constructivist framework, however, these concepts of validity have no meaning 

because constructivists assume that what is considered to be reality is only a mental 

construction; as such, these constructions may vary from person to person. 

Nevertheless, some means of ensuring the adequacy of the research process must 

occur. Guba and Lincoln (1989) suggest the concept of Ncr edibility" as a constructivist 

parallel to positivist's validity. In a constructivist framework, credibility focuses on 

"establishing the match between the constructed realities of respondents (or stakeholders) 

and those realities as represented by the evaluator and attributed to various stakeholders" 

(p. 237). Several techniques will be used to verify credibility as suggested by Lincoln and 

Guba (1986a): 

1. Prolonged engagement. Prolonged engagement means that the evaluator has 

"substantial involvement" at the site of study. This involvement will help to build the 

relationships and trust necessary to help participants examine their constructions and to 

have a fuller understanding and appreciation of the context. For the present study, this 

involvement will be established Via the evaluator's inclusion in a series of meetings and 

activities conducted at the high school involving members of the community action team 

(youth, parents, school personnel, community members). 

2. Persistent observation. Having sufficient observation time allows the evaluator to 

"identify those characteristics and elements in the situation that are most relevant to the 
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problem or issue being pursued and to focus on them in detail" (Lincoln & Guba, 1986a, 

p.304). For the present study persistent observation will occur at the high school during a 

series of meetings and activities conducted with members of the community action team. 

3. Peer debriefing. Peer debriefing has been described as: 

a process of engaging, with a disinterested peer ... in discussions of one's 
findings, conclusions, tentative anaIyses ... the purpose of which is "testing 
out" the findings with someone who has no contractual interest in the 
situation ... The disinterested peer poses searching questions~in order to help 
the evaluator ... to facilitate testing working hypotheses outside the 
context ... (p. 237). 

For the present study, a "disinterested peer" will be provided with interview transcripts 

and asked to determine appropriate interview categories and inclusion of specific text 

passages within each category. 

4. Member checks. Member checks mean allowing the stakeholders who 

participated in the study to examine the multiple constructions generated. According to 

Guba and Lincoln (1989) this process can occur informaIly by simply paraphrasing what 

the participant said to ensure it was understood correctly and formally via a presentation 

of results. This process will occur during the actual interviews and after the interviews 

via the follow-up questionnaire. 

Reliability, from a positivist view, refers to consistency, or the extent to which the 

results ofa given study would be repeated if the study was replicated with similar subjects 

and in the same or similar setting or context (Cook & Campbell, 1979). Because 

reliability is basically an indicator of stability, it is not a meaningful construct within the 

present study. Given the constructivist nature of the present inquiry, the construct of 



interest is expected to change throughout the process. This potential for change is 

incorporated as part of the design. In other words, with each interview, participants 

perceptions of positive youth development are expected to change as new constructions 

are added. For this reaSon, reliability as an indicator of stability is irrelevant. 
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What is suggested from a constructivist perspective, is the concept of 

"dependability." According to Guba and Lincoln (1989) dependability is similar to 

reliability in that both are indicators of the stability of data over time. Dependability refers 

to a method for tracking the changes that occur during the process. One method for 

ensuring dependability involves establishing a type of auditing trail such that data (m this 

case constructions) can be linked back to their original source. This trail provides a 

mechanism whereby another person could logically follow the study and generate the same 

conclusions. For the present study, an audit trail will be established such that specific 

quotes can be linked back to their original source and context. 



CHAPTER 4 

RESULTS 
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This chapter will present: (1) a description of the community and the stakeholder 

groups; (2) issues of validity and reliability; (3) the categories that emerged from the 

stakeholders' constructions of positive youth development or competencies; (4) simillllities 

and differences in stakeholder group preliminary constructions; (5) participants' emergent 

constructions after the presentation of alternative views; (6) results of the literature 

analects; and (7) results of the follow-up questionnaire. A discussion of the relationship 

between stakeholders' constructions of positive youth development and the existing 

literature on positive youth development and the effectiveness of Fourth Generation 

Evaluation in the examination of positive youth development will be presented in Chapter 

5. 

The Community Context 

A brief description of the community of interest is warranted to set the stage for 

the present study. According to 1990 Census Data and a school survey conducted in 1994 

(Huebner, Betts, & Silverberg 1994), the community of interest for the present study is 

located within a large, Southwestern city with a population of 405,390. The 

neighborhood surrounding the high school (grades 9-12) located within this community 

serves as a focal point for the present study. The neighborhood occupies approximately 

five square miles. 1993-94 enrollment figures indicated a high school student population 

of 1,670. Approximately 58% of the students are Caucasian non-Hispanic; 27% Mexican-
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American; 5% Pacific Islanders; 5% African American; and 3% Native American. About 

25% of the students reported living in a single parent household. Approximately 27% of 

family incomes fall below the poverty level in this community. Mean family incomes 

ranges from $16,982 to $28,555. A community wide survey conducted in 1992-93 

revealed that issues of violence and safety were of great concern to areas residents. Forty

three percent of the high school students reported feeling unsafe or afraid ofleids at school 

and 16% reported feeling pressure to join a gang. 

Description of Stakeholders 

A total of20 participants were interviewed for the present study. A brief 

description of each participant is provided. It is important to recognize that some 

stakeholders could actually be representing more than one group. For example, 

community members may also have children and therefore technically be part of the parent 

stakeholder group as weD; school personnel stakeholders may also have children. To 

ensure confidentiality, each participant is referred to by code number. 

Community Stakeholders 

To be included in the community stakeholder group, participants had to work at or 

own a business within the boundaries of the school district. Two of the community 

stakeholders were located within the boundaries of the high school attendance area; the 

other two were stil1 within the school district but north of the high school attendance area. 

101: Participant 101 is a 50 year-old, Caucasian non-Hispanic, male business owner. 

He has lived in the city all of his life. He is married and has two children. He said 



that he occasionally employs students from the high school on a part-time basis. 

He graduated from high school and completed some work at the university. He 

lives outside the neighborhood surrounding the high school. 

102: Participant 102 is a 48 year-old, Caucasian non-Hispanic, male business owner. 

He is married and has one child. He is a long-term resident of the city. He 

graduated from the high school mentioned in the present study and attended the 

university. He lives outside the neighborhood surrounding the high school. 

103: Participant 103 is a 38 year-old Caucasian non-ffispanic, female business owner. 
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She is married but has no children. She has lived in the city for 20 years. She 

graduated from high school and attended community college. She stated that 

many of the teachers from the high school frequent her business. She lives within 

the neighborhood surrounding the high school. 

104: Participant 104 is a 32 year-old Caucasian non-Hispanic woman. She works as a 

driver for a supply store. She has recently remarried and has two daughters in 

elementary school. She has lived in the city most of her life. She completed high 

school and two and one half years at the community college. She lives within the 

neighborhood surrounding the high school. 

Parent Stakeholders 

To be included in the parent stakeholder group, participants had to have a student 

attending the high school. The grade level of the student may vary. 
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201: Participant 201 is a 41 year-oJd, Caucasian non-Hispanic male. He works in sales. 

He is married and has three teenage sons. He has lived in the city for 25 years. He 

finished high school and community college. He lives in the neighborhood 

surrounding the high school. 

202: Participant 202 is a 46 year-old, Caucasian non-Hispanic, female social worker. 

She is a single mother of three children, all between the ages of 16 and 21. She 

completed a master's degree. She and her children live outside the district but her 

children attend the high school. 

203a: Participant 203a is a 36 year-oJd Caucasian non-Hispanic female. She is married 

to participant 203b and they have one teenage son who attends the high school. 

Participants 203a and 203b were interviewed together. Participant 203a is 

employed as a manager in a business located within the school district. She 

completed high school and one semester of college. She has lived in the district 

since 1976. 

203b: Participant 203b is a 37 year-old Caucasian non-Hispanic male. He is married to 

participant 203a. Participant 203b is employed as a mechanic in a business located 

outside of the school district. He completed some community college. He has 

lived in the district since 1976. 

204: Participant 204 is a 35 year-old, Caucasian non-Hispanic female. She is a single 

mother of two teenage children and one elementary school-aged child. She moved 

into the district 3 years ago. Prior to that time, she was living out of state. She is 
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employed as a home health aide and is currently enrolled in classes at a community 

college. She plans to get a degree in nursing. 

School Persoooet Stakeholders 

To be included in the School Personnel stakeholder group, participants had to be 

employed or have been recently employed at the high school. 

301: Participant 301 is a 42 year-old, Caucasian non-Hispanic male. He is an 

administrator at the high school. He is married and has two children, both in 

college. He completed an advanced degree. He has been in the community since 

1978. 

302: Participant 302 is a 58 year-old, Caucasian non-Hispanic male. He retired as a 

teacher from the high school last year. He was a teacher for 33 years. He has an 

advanced degree. He is divorced. He lives within the school district. 

303: Participant 303 is a 60 year-old, Caucasian non-Hispanic male. He is a coach and 

teaches classes at the high school. He is married and has three children, aU of 

whom graduated from the high school. He has been teaching for 34 years. He has 

an advanced degree. He lives within the district. 

304: Participant 304 is a 69 year-old, Caucasian non-Hispanic female. She has held 

several different staffpositions in the high school over the past 38 years. She is 

widowed and has three grown children. She completed high school. She lives 

within the district. 



Student Stakeholders 

To be included in the student stakeholder group, students had to be juniors 

attending the high school. 
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401: Participant 401 is a 17 year-old Hispanic male. His parents are married and both 

are employed. Both have completed some college. He also bas two brothers, one 

older and one younger. He is involved in sports at the high school. He would like 

to attend college to become a lawyer. He lives within the district in a 

neighborhood immediately surrounding the school. 

402: Participant 402 is a 17 year-old, Hispanic male. Although he is a junior in age, 

participant 402 is only a freshman in credits. He said that school is difficult for him 

and that no one in his family bas ever graduated. His parents are married. His 

father is employed, his mother is not. He bas one younger brother and one older 

sister. He is not involved in activities at school but does hold a job after school. 

His greatest aspiration is to finish school. He bas no plans after that. He lives 

within the district in the neighborhood immediately surrounding the school. 

403: Participant 403 is a 17 year-old, Caucasian non-Hispanic male. His parents are 

married and both are employed. Both attended college. He bas one brother and 

sister. The participant was involved in school athletics but currently spends his 

free time working. He has enough credits to graduate early; he bas also accrued 

credits at the community college. He plans to pursue a 2-year degree in dental 
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hygiene. He lives within the district in the neighborhood immediately surrounding 

the school. 

404: Participant 404 is a 17 year-old, Hispanic female. She lives with her mother and 

has never lived with her father. She has no siblings. Her mother is employed and 

completed college. She is involved in band. She does not want to attend college. 

She wants to be a chef or join the peace corp. She lives within the district but 

north of the neighborhood immediately surrounding the school. Because of where 

she lives, she had a choice about which high school she wanted to attend. 

405: Participant 405 is a 16 year-old, Caucasian non-Hispanic female. She lives with 

her mother and step-father, both of whom are employed. She has one younger 

sister. She has a job after school. She wants to attend college after graduation 

and study biogenetic engineering. She lives on the far north side of the district and 

had a choice about which high school she attended. 

406: Participant 406 is a 16 year-old, Caucasian non-Hispanic female. She lives with 

her father. She has two brothers who are both in college. She is involved in 

advanced placement classes and participates in track. She would like to go to 

college to study hotel management. She lives in a neighborhood just outside of the 

neighborhood immediately surrounding the school. 

407: Participant 407 is a 17 year-old, Hispanic female. She lives with both parents. She 

has two sisters and one brother. Because of discipline problems, she participates in 

the district's alternative school which is located on the main high school campus. 
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She said she would like to be a housewife or a pediatrician. Sometimes she thinks 

she will finish school and sometimes she does not. She lives in the neighborhood 

immediately surrounding the school. 

Issues of Validity and Reliability 

As proposed, issues of validity and reliability were addressed via constructivist 

techniques of credibility and dependability. Descriptions of the methods employed to 

ensure credibility and dependability are presented in this section. 

Prolonaed EOSllietDent 

Because of the evaluator's affiliation with a program targeting the community of 

interest, she has had ample opportunities to be involved with the community. Specifically, 

the evaluator has been interacting with the community action team over a period of two 

years. This interaction has taken several forms including: (1) working with the community 

action team to design and implement a teen opinion poll and presenting the results back to 

the team and to school personnel; (2) facilitating a visioning workshop designed to help 

the community team determine their vision for the community; (3) attending a series of 

professional development workshops with team members; and (4) attending and 

facilitating several community action team meetings. These interactions were essential for 

helping the evaluator to establish trust with community members. The consistency of 

interaction also helped to establish the credibility of the evaluator as someone who is 

invested in the community. 
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Persistent Observation 

These same interactions allowed the evaluator multiple opportunities to observe 

the community. These observations gave the evaluator a clearer understanding of the 

community context and the issues that were of greatest concern to community members. 

It also provided an opportunity to discover the most effective way of communicating with 

community members. For example, observations revealed that community members speak 

and dress informally. This information helped in conducting interviews for the present 

study because the evaluator knew how to put participants at ease. 

Peer Debriefina 

A graduate student within the Division of Family Studies was recruited to examine 

interview transcripts and was asked to detennine appropriate categories. The graduate 

student was not allowed to view the coding the evaluator had conducted prior to his 

coding. He spent approximately ten hours developing categories and coding interviews. 

Similar categorical definitions and rationale for inclusion (as presented in the next section) 

were developed by both the evaluator and graduate student. When discrepancies in 

coding occurred, the evaluator and graduate student discussed their rationale for 

placement until consensus was reached. The graduate student was also involved in the 

construction of the follow-up questionnaire to ensure that it provided an accurate 

representation of the interview transcripts. 



Member Checks 

Member checks occurred informally throughout the interview process via s~ple 

paraphrasing of participant responses. An example is illustrative: 

Evaluator: "If! asked you to describe what success looked like, what 
would you say? How would you know it if you saw it?" 

Participant: "If they seem to be a happy person. To me that's success. If 
you're happy, then you're a success. If you're grouchy then you didn't 
succeed at something and you're unhappy about it." 

Evaluator: "So you think the bottom line for success is if you're happy or 
not?" 

Participant: "If you're happy, yeah, I think so." 

This type of paraphrasing helped to ensure that the evaluator clearly understood the 

construct that the participant was describing. Formally, this process occurred via a 
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follow-up questionnaire which listed all of the constructions and gave the participants an 

opportunity to state their level of agreement. The questionnaire also invited participants 

to make written comment if they were so inclined. 

Dependability 

Dependability was ensured via the construction of an auditing trail which links 

constructions back to their original data source. Specifically, as coding occurred, 

participant quotes were placed in the appropriate categories. The quotes are coded such 

that they can be traced back to the original interview transcript to ensure that the quote is 

not being taken out of context or to allow for alternative interpretations of the same 

information. 
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Categories 

Several major categories of information emerged from the interviews with 

participants. It is important to note that, because of the abstract nature of the construct of 

positive youth development, some structure and direction had to be given during the 

interview process. The structure of the interview may have dictated what over-arching 

categories emerged because similar categories emerged from each stakeholder group. 

Acknowledging this structure, the interviewer was careful not to influence participants' 

responses within each category. The emergent categories included: 

1. A community description. Each participant was asked to describe the area. 

Participants were asked whether the area had a sense of community or community 

identity. This category includes descriptions of the areas around the high school as well as 

descriptions of the school itself as a community. 

2. Definitions of success. Each participant was asked to describe what success 

looked for young people-in other words, how would he or she know if a young person 

had made it. This category includes participants' perceptions of success for young people. 

3. Constroctions of components necessary for success. These components were 

based on the participants' own constructions and on their responses to others' 

constructions. The generation of category components represents one example of 

participant education and empowerment-that is, participants were challenged with new 

ideas they could incorporate into their own constructions of success. 



4. Origin o/the components. Participants were asked to discuss their perceptions 

about the origins of components for success. This category includes participants' 

responses. 

6S 

S. Implications/or programs. Some participants gave programmatic suggestions and 

ideas for generating young people's interest in programs. This category represents 

participants' responses. 

Similarities and Differences in Stakeholder Group Preliminary Constructions 

As mentioned above, each member of the four stakeholder groups discussed their 

construction of the categories. It is important to note that during the first portion of the 

interview, participants discussed their own perceptions (constructs) of the categories-the 

interviewer did not present any additional or alternative ideas. Only after participants 

exhausted their own constructions were alternatives or additions presented. To allow for 

comparisons between stakeholder groups, stakeholder groups' preliminary constructions 

are illustrated in table fonn. Specifically, the Tables 1-4 illustrate stakeholder groups' 

preliminary constructions of: (1) the community; (2) definitions of success; (3) the 

components of success for young people; and (4) where such components originate. The 

tables are constructed such that the perceptions of each stakeholder group occupy a 

separate column; similar ideas across stakeholder groups are presented on the same row. 

Constructions were combined lYi1hin each stakeholder groups, such that the column 

represents all the ideas from that group. Results of the introduction of alternative 

constructions will be discussed in the next section. 
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Table 1 illustrates stakeholder groups' constructions of the community. 

Specifically, members of the stakeholder groups were asked to describe the community. 

Several similarities occurred. With the exception of tile school personnel stakeholder 

group, all the groups mentioned that the people in the area surrounding the high school 

have a strong sense of community. All of the stakeholder groups mentioned that there 

was a strong sense of tradition within the community-people all seemed to know one 

another, families lived there for generations, and there is a tradition of attending the high 

school. The teen, parent, and school personnel stakeholder groups all mentioned that the 

community is composed of older homes and buildings as well as many trailer parks. 

Members of the teen, parent, and community member stakeholder groups perceived the 

neighborhood as being somewhat dangerous. 

With respect to families in the community, the teen, parent and community 

member stakeholder groups perceived many single parent families. Parent, school 

personnel and community member stakeholder groups all mentioned that families seemed 

to be of lower and middle-income and that parents seem to have little time to be involved 

with their children. Parent and school personnel stakeholder groups described the 

community as ethnically and racially diverse. The parent stakeholder group perceived a 

lack of activities for young people. Parent and school personnel stakeholder groups both 

mentioned that resources for families may be available but many families may be unaware 

of them. Finally, the teen, parent, and school persormel stakeholder groups all perceived 

the high school as a place that places high expectations on young people. 
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Table 1 

Stakeholder Groups' Constructions of the Community 

Teen Parent School Personnel Community Member 

older homes and many mobile homes many more 
building; many trailer & trailer parks apartments & 
parks & apartments businesses than 

houses 

the neighborhood some violence, but 
can be dangerous nota "bad" 

neighborhood 

racially and school is described 
ethnically diverse as a "melting pot" of 
population groups 

older population older population 

people in the multiple generations history & tradition older community 
neighborhood know of families live in the of families attending with more traditions 
each other neighborhood the high school of supporting the 

school 

strong sense of strong sense of less sense of strong sense of 
community closer to community closer to community community closer to 
school school school 

families are lower to families are lower to families are lower to 
middle income middle income middle income 

many single parent many single parent 
families families 
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Teen Parent School Personnel Community Member 

less parental parents have less adults aren't 
involvement than in time to spend with providing teens with 
the past teens a clear sense of 

direction 

perception of a lack 
of activities for 
young people 

there is access to there is access to 
resources, but lack resources, but lack 
of awareness of awareness 

people in the school people at school people at school 
want teens to push teens to try place high 
succeed hard expectations on 

teens 

Table 2 illustrates stakeholder groups' original constructions of the definition of 

success. Specifically, stakeholders were asked what success "looks like" or how they 

would measure it. All of the groups mentioned that success was a concept that had to be 

individually defined. Nevertheless, all the groups also mentioned that the "bottom-line" 

indicator of success was being happy and content with one's life, not how much money 

one makes. The teen, parent, and school personnel groups perceiVed helping others or 

feeling like you have made a contribution as an indicator of success. The teen and parent 

stakeholder groups both mentioned independence as an indicator of success. The 

community member stakeholder group perceiVed success as being able to meet basic needs 

(food, housing, clothing). The parent stakeholder group mentioned having a balanced life 
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as an indicator of success. Finally, school personnel stakeholders mentioned caring about 

others and having a desire to do the right thing ~ part of success. 

Table 2 

Stakebolders' Constructions of the Definition ofSUCfM5 

Teen Parent School Personnel Community Member 

individually defined individually defined individually defined individually defined 

being happy being happy & being happy with being happy and 
content with your yourself content 
life 

not about how much not about how much not about how much not about how much 
money you make money you make money you make money you make 

feeling like you're helping others to making a 
making a difference better themselves contribution to 

and to feel good society 

enjoying what you're feel good about what able to do whatever like what you're 
doing you're doing you put your mind to doing 

being independent being independent 

being able to meet 
your basic needs 

having a balanced 
life-time for work & 
family 

caring about others 

having a desire to do 
the right thing 
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Table 3 illustrates stakeholder groups' original constructions about what 

competencies, abilities or qualities are necessary for young people to be successful. All of 

the group thought that to be successful young people must have drive and ambition; they 

also mentioned that involvement in school is important. It is interesting to note that 

members of the school personnel stakeholder group did not place a high value on grades. 

The teen, parent, and community member stakeholder groups all mentioned the 

importance of: (1) being willing to work hard; (2) having a positive outlook; (3) having 

good communication skills; and (4) being able to follow through with a project. The teen, 

school personne~ and community member stakeholder groups each mentioned the 

importance of adaptability or openness to change for success. The parent, school 

personnel, and community member stakeholder groups all said that hIlving respect for 

others was necessary to ensure success. 

The teen, parent, and school personnel stakeholder groups all mentioned the 

importance of getting along with others or being personable and feeling confident or 

having a healthy feeling about oneself. The teen and parent stakeholder groups both 

mentioned the importance of: (1) being Independent; (2) being surrounded by supportive 

role models; and (3) having some "common sense." 

The teen and school personnel groups perceived the ability to set goals and to 

think independently as important components for success. Parent and school personnel 

groups both mentioned the importance of caring about others or developing a sense of 

compassion and empathy as well as the necessity ofbeing able to take responsibility as 
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necessary components of success. Teen and community member stakeholder groups both 

perceived honesty as a quality that is central to success. 

Table 3 

Stakeholder Constructions of the NeressHor Components of Success for YouDa People 

Teen Parent School Personnel Community Member 

willingness to work willingness to work willingness to work 

has drive has drive & ambition has drive & ambition ambitious 

involved in school & does well in school not so much about does well in school 
activities grades; involvement 

is important 

positive attitude positive outlook positive outlook 

gets along with personable personable 
others 

has a good picture of views self as healthy feeling about 
themselves- competent self 
confidence 

independent independent 

ability to communication skills communication skills 
communicate 

ability to question or ability to ask 
express self questions or think 

independently 

perseverance ability to follow sticking to the job 
through 

respects others respects others respects others 
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Teen Parent School Personnel Community Member 

sets goals sets goals 

surrounded by good role models 
supportive people 

responsible responsible 

common sense common sense 

open to new adaptability adaptable to change 
opportunities 

cares about others feeling of empathy & 
compassion 

honesty honesty 

logical 

organized 

futuristic orientation 

has religious values 

sincere 

sense of humor 

leadership ability 

The teen stakeholder group also perceiVed being logical and organized as important for 

success. The parent group mentioned having a futuristic orientation and religious values 
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as necessary for success. Finally, school personnel mentioned leadership skills, sincerity 

and having a sense of humor as important components of success. 

Table 4 shows stakeholder constructions about where they think such components 

of success can be developed. Specifically, stakeholders were asked where they thought 

the components came from. As Table 4 illustrates, most of the stakeholder groups 

mentioned similar areas. All of the stakeholder groups stated that components can 

develop from parents, family, and schools. The teen and parent stakeholder group both 

noted the influence of young people's friends as well. The teen and community member 

stakeholder groups also both mentioned the influence of religious organizations. 

Table 4 

Stakeholders' Constructions of the Qri~n ofNecesswy Components for Youth's Success 

Teen Parent School Personnel Community Member 

parents parents parents parents or guardians 

family family family 

home life at home home starts at home 

friends friends 

people around you what they're exposed 
to (environment) 

institutions (school, community (family, religious 
family, religious school, friends, organizations 
organizations) employers) 

schools schools schools/teachers 
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Emergent Constructions 

During the interview process, alternative views were presented to the participants 

after they had completed their own constructions (as presented in the previous section). 

The alternative view consisted of other stakeholders' responses and Harter's literature 

analects. The introduction of an alternative view provided a potential learning experience 

for the participants because it often challenged the views they held. In some cases, 

participants incorporated the alternative idea into their own; other times the alternative 

view was discarded. In this section, quotes from stakeholders demonstrate their own 

constructions a.&r they had the opportunity to incorporate other ideas. This section is 

organized according to the categories outlined at the beginning of the chapter; examples 

from more than one stakeholder group will be presented under each category heading. 

To reiterate, note that the quotes represent stakeholder constructions a.&r alternative 

constructions have been introduced; in some cases consensus between stakeholder groups 

did not occur. 

Description of Community 

community 

There seemed to be general agreement that the area immediately surrounding the 

high school had a stronger sense of community than did outlying areas such as the 

foothills. Participants thought this sense of community was due in part to the fact that it 

was one of the oldest neighborhoods in the city: 
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"I think there might be a lower mobility rate in terms of leaving the 
neighborhood, because I know people who have had third generations of 
the family that have lived in that neighborhood which is really neat" 
(parerit). 

"A lot of people have lived here for a long period of time and they tend to 
stay in the neighborhoods that they grow up a lot of the times" 
(community). 

"I think as you get closer to school it's more like community ... " (student). 

One participant provided a rich description of the community which is representative of 

many of the descriptions presented during the interviews: 

"A community that has gone from a small city within a city bedroom 
community to an apartment filled community and a more transient type 
population and younger, much younger population-a struggling population 
with socio-economic extremes from the north and south that hit every inch 
of the spectrum from very, very aftluent to very, very poor"(school 
personnel). 

~. 

Many participants said they thought that the community had a reputation as a 

"rough neighborhood:" 

"[this neighborhood is] a little more dangerous than the northern side of 
[the community] .. .! think my neighborhood is safe, but that's just because 
I've lived there and I know everybody and nothing's going to happen to 
me ... since we've lived there (12 years) we've only been broken into 3 
times" (student). 

n ... there's a lot of people up here [foothills] that look at [the high school] as 
crips and gang activity ... [the high school] has such a bad reputation ... but I 
think it has a really false reputation" (student). 

"there is more drug interaction between [cross streets in the neighborhood] 
than you have probably ever seen in one area of tOWD ... rm afraid someone 
will just jump out and take them [her children] ... As far as myself; I can be 
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cautious. I've lived a little more and know how to handle those situations 
but they don~" (community member). 

Others perceive their area as being safe despite the danger: 

"You have a few bad kids, but I mean as a whole, we don~ have drive-by 
shootings or all this so you're afraid to drive down the street .. well, you 
kind of are cautious a little bit at night...1 feel secure and safe" (school 
personnel). 

"Because of where we live ... everybody sticks together. We watch out for 
each other's kids, spouses, whatever ... Just knowing what's out there, so 
everybody sticks together" (community member). 

population. 

Participants also agreed that the neighborhood surrounding the high school could 

be characterized as having a very ethnically and racially diverse lower to middle-income 

population. 

"We have a fairly decent mix of Mexican, White, and B1ack ... that seems to 
be a mix and they seem to get along" (parent). 

"[the community] it's a real cross section you know. It's kind ofa 
microcosm ... [the high school] is a melting pot" (school personnel). 

"It's [the community] your typical working class neighborhood" (parent). 

" ... we have a little bit of everything in this area. We have the Whites, the 
Blacks, the Mexicans, the Orientals" (parent). 

"[This area] is made up of people who want to be upper-class and they're 
actually anywhere from middle to poverty level in this whole area" 
(community member). 

One area of disagreement among participants centered on the age of the 

population-some participants thought the neighborhood contained many older and retired 



people while others, as mentioned above, perceived the neighborhood as having a much 

younger population. 

"I see that the parents are younger and they don't know what's expected of 
them as far as being involved with their kids ... • (parent) 

"We have more older and retired people in this neighborhood than 
anything" (parent). 

"It's mostly old people. As the houses get sold more kids move in" 
(student). 

"In this particular area there are a lot of older people .. they\re [the younger 
people] been closer to the high school" (parent). 

"rd say it's younger to middle aged. I have not noticed a lot of elderly 
people in this neighborhood. There are mostly kids and young adults. You 
know, 30-35 and that's about it" (community member). 

family structure. 

Participants mentioned that there were many single parent families in the 
neighborhood: 

"I think, unfortunately, in the community we have a lot of singe parent 
families" (parent). 

"A lot of it [the community] is single parents and they're just not as 
involved like they used to be" (parent). 

NOh yes [There are many single parent families in this area] ... it's not as 
expensive in this area compared to other places in town .. .I mean living the 
single parent life ... the rent here is just cheap" (community member). 

Others agreed with the statement but added that the rate of single parent families in this 

particular community is not unique: 

"that's a problem that's nationwide" (community member). 
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availability ofresources. 

Participants were asked about the availability of resources (ie. health care, 

counseling services, basic needs) for families in the community. Most agreed that any 

needed resources and services could be found within the community; several said that 

people just might not be aware of what was available: 

"I think there's access ... maybe a case of that the infonnation hasn't been 
disseminated, you know, but the opportunity is there" (school personnel). 

"I think they're not aware of them personally because I don't see any reason 
why .. ,1 mean I think they have access to anything you're interested in 
checking into" (school personnel). 

"I think it's there but I don't think that people are aware ofit...and most 
people don't know where to begin to look for it" (parent). 

the hi~ school. 
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Most of the participants agreed that the high school itself also had a definite sense 

of community: 

"[the high school] was always a really good experience for those kids 
because they really liked being in a high school where they didn't have to 
look a certain way; they didn't have to wear expensive clothes; they could 
be who they wanted and didn't have to follow such a rigid identity" 
(parent). 

"Yeah I actually do [see the high school as a community] and that's one 
thing I can honestly say is throughout elementary school I've gone to the 
same school district and I've seen it as little communities .. ,1 feel safe here. 
There's a certain amount of safety and confidence that I have in my school" 
(student). 

Several participants mentioned that high expectations were placed on students 

attending the high school: 



" .. whatever it is that makes you aspire to higher levels, understand one 
thing right from the start, we're going to aim high .. we're not going to 
change our sights, ifanything, we're going to raise them a notch" (school 
personnel). 
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"he [the principal] has a way of telling you and making you believe that he 
really thinks you can succeed and he knows that you can succeed" 
(student). 

"The teachers kind of push them ... They say 'hey, here's something you can 
strive for, make a dream out ofit and go for it.' The faculty down there has 
gotten that idea even not just with the sports end of it, but with the 
academic end of it too. The teachers push them-they don't let them slide" 
(parent). 

Definitions of Success 

Participants were asked to discuss how they would define success. Their 

responses were thoughtful. This category provides valuable information about 

stakeholders' views on the concept of positive youth development. Several interesting 

themes emerged: 

individuality. 

Nearly all of the participants agreed that success is something that must 
be individually defined: 

"It all comes down to the person's idea of what making it is, because I think 
everyone's idea, I know my idea ofmaking it is totally different from my 
mend who gets straight As, you know, so each individual person has their 
idea of what 'making it' is" (student). . 

"I think success does come from within each individual because everyone 
has their own ideas ... everyone will know when you succeed or will learn 
when they succeed they have all set different goals and they all see life in 
such a different way that they're bound to have different ideas of success" 
(student). 
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"I think that if you don't think you are doing we1l-even though the people 
around you think you are making a ton of money and you're really the cat's 
meow-unless you feel that you are, then you've missed the boat" (school 
personnel). 

"It [success] depends on what your goals are ... people have different ideas 
about success ... " (parent). 

measurlPK success. 

Participants were asked how they would know success if they saw it or how they 

would measure it. Several indicators of success were given: 

perseverance: 

"I link it [success] with doing the best that you can and constantly 
persevering. If you're constantly persevering and you're constantly going 
towards a goal that you set for yourself: you will never reach that goal, 
because you'll want more and more and more as you go" (student). 

" ... [1 would know I was successful] if I can accomplish goals that I set for 
myselfand if they are goals that I've known that I've had for a very long 
time, and I won't know that I've done them until someone turns me around 
so I can see that they're done ... " (student). 

independence: 

"Just basically being independent" (student). 

" ... having some ability to take care of ourselves through hard times and 
good times ... " (parent). 

"Doing it [meeting basic needs] by myself' (parent). 

happiness and contentment: 

"It has to be that rm enjoying my life and really living my life totally self
expressed, exploring what I would like to do, really enjoying what I am 
doing" (student). 



"rd say being content; rd say they'd be happy with themselves and who 
they are and who they've become" (school personnel). 

"I guess it's [success] like happiness" (student). 

"They're happy with their work; they're contributing ... they've got to feel 
like they are a viable part of what's going on around them" (school 
personnel). 
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" .. .it's important to have some contentment with our work and our personal 
life. Absolutely." (parent). 

"If you're happy then you're a success" (parent). 

"I think if you're doing something that you like and get up every day, go 
into work and you get paid for doing something that you like, you'll be 
successful" (community member). 

helping others: 

" .. .1 think the guts of the whole thing is that you've got to have a finn 
foundation there of humanness, of compassion, empathy, of caring about 
other people, of wanting to do things right..." (school personnel). 

"Success to me looks like a person who lets other people feel good about 
themselves and helps them feel good about themselves ... to elevate them to 
a level where they feel good about themselves after they've been around 
you" (parent). 

respect: 

" ... as long as we respect each other and they come in and respect me, ru 
bend over backwards for them ... al1 you got to do is respect somebody and 
it'll happen" (community member). 

money and success. 

When asked about the relationship between money and success participants 

agreed that, despite societal views, money should not define success. 

" .. .I don't think success should be based on money" (community member). 
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"I don't think it's how much money you make ... " (parent). 

"I think it's taken us a long time to realize that [success isn't 
money] ... because I think that my parents, it was always the monetary or 
material things and I think we've learned that they weren't as happy as we 
thought they were ... " (parent). 

"I don't see it as the wealth; I don't see it as the cars" (school personnel). 

" .. .1 was going to say that you don't have to be rich, but it sure helps I 
Anything you can do with that money ... but a lot of people can be happy on 
less than others can" (school personnel). 

"I don't think money has to do with it or houses ... not having a lot of money 
but being able to be well enough off to pay my bills and everything, would 
make me happy ... " (student). 

Competencies Necessmy for Success 

Participants were asked to describe a young person that they thought was going to 

be successful. As the following quotes illustrate, participants had definite ideas about the 

types of competencies, attitudes and qualities young people need to be successful. 

"I think that what will make this person successful is their drive. Their 
work ethic. Their ability to start something and finish it. Their ability to 
question authority-if they're not satisfied with an answer they want a 
reason. Just saying 'you can't do that,' -they're not going to accept that; 
they want to understand the reason behind it...And be willing to get along 
with everybody; not only just teachers and things and not in a false sense of 
getting along-I mean a real sincere person .. .It's about becoming a person 
that's willing to get involved with others-that cares about people" (school 
personnel). 

" .. .1 remember that student as not being exceptionally bright, but as being 
very persistent. He was consistent, he was persistent. He had some 
definite goals and attitudes. He wasn't seeking for a path-he knew a path 
and was going to follow it. I would say dedication to their goals and 
objectives. And I would say a healthy feeling about themselves. There was 
not question in this student's mind that he was going to achieve and be 
successful" (school personnel). 
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" .. .1 think another friend of mine will do well because of her grades but I 
think another of my friends doesn't have the grades but I think she'll make it 
because she's streetwise and knows how to deal with life and vel}' 
10gica1 ... she's really outgoing and independent. She's got opinions, she's 
not quiet when it comes to her opinion. She fights for what she believes 
in" (student). 

"I know that college makes people successful. Not that everybody that 
does go to college, and they're not happy, but I think that for a lot of 
people to be happy they'd want a job that they know they were qualified in, 
or educated in, to meet their goals that they set for themselves" (student). 

" ... she's going to make it because she has a really strong self-concept; she 
thinks of herself; she has a future orientation; she thinks ofherse1f as 
capable; she can identify a larger world beyond her day to day world. And 
that, combined with her future orientation give her the sense that the things 
that she does have meaning" (parent). 

Participants were asked where they thought these competencies, attitudes, and 

qualities originated. Five areas were mentioned consistently: innate, family, friends, 

school, and religious organizations. As the following quotes illustrate, there was a lack of 

consensus regarding which area was most influential. 

"I think it starts with the home. I think we [teachers] can smother it ifwe 
don't foster it. .. but I don't think we can instill it in them if there isn't some 
inkling of it already there. It comes from the first six years" (school 
personnel). 

"They come from everywhere. Their environment, the thing8 they are 
exposed to day after day after day. A consistent part of their life whether 
it's good or bad ... That could be home, that could be the people they hang 
around with, the neighborhood they live in, the school they go to- all the 
factors enter into it-and how much television they watch ... " (school 
personnel). 



"I think some ofit comes from the parents, but I think a lot of it comes 
from the school because most of the Idds spend more time at school than 
they do with thcr parents, because most parents are working" (parent). 

"Community .. .!t means fiunilies, schools, peers, the employers. 
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Everything. It's a little bit of this and a little bit of that. And I've got to say 
that family is important though" (parent). 

"It just depends on how they grew up and what they were taught. And 
what they think themselves. You just develop them through your 
life ... Sometimes it is the way you were born. Some people can be born 
heartless; some can be born with so much love for everybody. It just 
depends on how they are" (student). 

Implications for ProiJlllDS 

Participants had several suggestions for youth programs including statements 

about: (1) the lack of activities for young people; (2) staffing concerns; (3) what teens 

need to be exposed to; (4) program components; and (5) how to get young people 

interested and involved. 

lack of activities 

"Why can't we build more farmhouses, more activity places for students to 
go and have an activity? Why can't the pools stay open? Why can't we 
open up a bowling alley maybe in the inner-city so that kids can go 
bowling?" (parent). 

"There are summer activities for kids who play basketball, baseball, 
softball. But if you're not an athlete, where does that leave you? You 
know, just the sports end of it. It's tough" (parent). 

mamna 

" .. .it would be neat if you had like a little-if every neighborhood had a little 
ree center ... and it's got to be a cool place. Youve got to have adults who 
are running it who the kids can relate to and for role models" (community 
member). 
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" ... the staffis very important. rm not going to want to go to a teacher that 
doesn't care about me" (student). 

exposure 

"I think exposure to the real world is where it's at-whether it's on field 
trips, whether it's somebody comes to you school. It just takes 
exposure ... " (community member). 

"Programs are vital to schools and ... the automotive classes, the DECAs, 
those are all vital because tit's not only teaching the kid, but it's giving the 
children to ability to go out and focus on things that well, maybe they 
might be interested in and maybe they're not, but it's getting them involved" 
(community member) .. 

"[we need exposure to] like everyday things, you know, like economics, 
like doing your taxes, like finding out what kids are interested in and how 
they could relate that to, like, learning in the work force ... have them get 
experience, get the education for experiences" (student). 

components. 

"Well, we need programs for kids. Kids don't even know how to balance a 
checkbook and make up a budget ... life survival skills if you really want to 
be truthful" (parent). 

"I wish there was some kind of programs, I mean, rm sure there are, but 
there are programs where you could go out and you might get a taste of 
what real life is, kind of. And work on more of what, work on more things 
that are relevant, like relevant things" (student). 

involvement 

"We need people in there that will listen to the kids, sit down and listen, 
talk, hear. Don't try to run it the way you want it run .. .1 think they [teens] 
need to stand up and have a list of things thrown at them and it [the 
responsibility] needs to be thrown at them. Okay, then you've got to make 
it work. We'll carry the maio but go for it. Kids are smart" (parent). 

"First they [teens] would have to see what the possibility is for them, like 
what's the possibility of them doing whatever you have? .. .I guess it would 
have to, whatever you're going to do, would have to work so that kids 



could see other people coming out of it and they could see the results" 
(student). 
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"Actually if you want to get more kids to come, you'd do it during class so 
they get out of class .. .I guess if you were going to do it after school you'd 
want to attract them in some way maybe put it in the announcements ... Ask 
questions. Don't just tell them what it is. Get them involved. You have to 
draw the person in before you can tell them what it's about. Or else they'll 
just blow it oiP' (student). 

Literature Analects 

One section of the interview was devoted to examining stakeholders' perceptions 

of literature analects regarding competencies. As mentioned earlier, stakeholders were 

invited to comment on their perception of the appropriateness of Harter's (1982) 

competency domains for teens. Specifically, each of Harter's eight competencies for teens 

was introduced to the participants and they were asked how important they thought ~ 

thought each domain was for contributing to their overall feeling of worth or competence. 

The competency domains were presented as (1) scholastic competence (academic ability); 

(2) athletic competence; (3) peer social acceptance (popularity); (4) behavioral conduct 

(how well teens behave); (5) physical appearance; (6) close friendships; (7) romantic 

appeal (attractiveness to the opposite sex); and (8) job competence. 

SCholastic Ability 

Consensus on these analects was not reached. Community member stakeholders 

tended to think that teens did not perceive academic ability or doing well in school as 

important. Parent stakeholders perceived that teens think doing well in school is 

important because it helps to build confidence. School personnel stakeholders reactions 
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were mixed; some believed that teens think doing well is not important; others thought 

that teens thought just passing was good enough. Teen stakeholders were also mixed; 

four believed doing well in school is important; two stated that it is not important because 

teens are not thinking futuristically; and one mentioned that passing is doing well enough. 

Athletic Competence 

Most community member stakeholders believed that teens think athletic ability is 

important. They mention that athletics helps to motivate students to do well academically. 

One member disagreed stating: "Some kids just aren't athletically inclined." Parent 

stakeholders also has mixed responses. One stated that teens think athletic ability is 

important because our society as a whole places so much emphasis on it. Other parent 

stakeholders thought it was not important to teens because some teens just do not see it as 

important. School personnel echoed the idea that some teens do not view it as important. 

Teen stakeholders tended to agree that having athletic ability was only important for how 

they feel about themselves ifhaving athletic ability is important to them individually. In 

other words, if teens are not interested in athletics, their skill in that area (or lack thereof) 

will not influence their feelings of competence. 

Peer Social Acceptance (popularity) 

Some community member stakeholders thought teens viewed popularity as 

important because of peer pressure for it. Others said that it was more important to teens 

to be popular within their own circle offiiends. School personnel stakeholder responses 

were also mixed; some said popularity was important to teens; others said it was not. 



Parent stakeholders tended to agree that popularity was important to teens. Teen 

stakeholders said that while they personally did not think popularity was important, they 

thought their peers did. Several teens mentioned that popularity is only important if that 

individual thinks it is important. 

Bebavioral Conduct Qiow Well Teens Behave) 
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Community member stakeholders agreed that demonstrating good behavior is not 

important to teens. School personnel and parent stakeholders agreed with community 

member stakeholders. Teens had mixed reactions; several thought that behavior was 

important because it helped to establish impressions; others viewed behavior as 

unimportant because teens are not thinking about the consequences of their actions. 

Physical ApPearance 

Community member, school personnel and parent stakeholders unanimously 

agreed that physical appearance is very important to teens. Teen stakeholders had mixed 

reactions; some thought it was not important while others said that it was not or that it 

depended on how important looks were to the individual. 

Close Friendships 

Community member stakeholders had mixed reactions; some thougbt that teens 

thougbt close friendships were important but others did not. School personnel and parent 

stakeholders all agreed that close friendships were very important to teens. Teen 

stakeholders stated that friendships were very important because friendships allow them 

someone in whom to confide. 



89 

Romantic Appeal (Attractiveness to Others) 

Community member, school personnel and parent stakeholders agreed that being 

attractive to the opposite sex was very important to teens. Teen stakeholders also agreed. 

Job Competence 

Community member stakeholders thought teens did not view acquiring job skills as 

important. School personnel stakeholders thought that teens are just beginning to think 

about it by their junior year in high school. Parent stakeholders had mixed reactions; some 

thought teens did not view acquiring job skills as important; others thought such skills 

were only important to those teens who were thinking about their futures. Teen 

stakeholders viewed acquiring general job skills as important. 

As this section illustrated, there were many mixed reactions to the Harter literature 

analects. In general, adult stakeholder groups tended to perceive youog people as being 

greatly concerned with popularity, physical appearance, and romantic appeal; they 

perceived teens as not caring much about grades, athletic ability, behavioral conduct, or 

job competence. Teen stakeholder responses tended to depend on the abilities of the 

individual. For example, in the areas of academic competence and behavioral conduct, 

teens who demonstrated good ~es and behavior tended to view these areas as 

important; teens who did not excel in these areas placed less importance on them. With 

respect to athletic competence, popularity, and physical appearance, teen stakeholders 

tended to respond that the importance of these areas depended on the individual. In other 



words, if the individual thought any of these areas was important, then his or her 

competence in these areas would affect his or her view of self. If these areas were not 

important to the individual, competence or lack thereof would be irrelevant. 

Follow-Up Questionnaire 
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In an effort to further educate the participants and to make a second loop in the 

hermeneutic dialectic process, summaries of the interviews were sent back to the 

participants in the form of a questionnaire. Participants were asked to indicate their level 

of agreement with each of the statements constructed from their responses. Four sections 

were developed based on the emergent categories: (1) descriptions of the community; (2) 

definitions of success; (3) ideas about the core components necessary for success; (4) 

Harter analects (the importance of competencies for young people to feel successful about 

themselves); (5) ideas about where these core components originate; and (6) implications 

for programs. Responses ranged from strongly agree to strongly disagree or very 

important to not important at all. 

To facilitate recognition and feelings of empowerment, attempts were made to 

incorporate into the follow-up survey the language participants used in the interviews to 

describe their constructs. A copy of the questionnaire can be found in Appendix B. 

Sixteen of the 20 participants returned questionnaires. Results indicated that some level of 

consensus was reached in each of the categories. For reporting purposes, two levels of 

consensus will be discussed, absolute consensus (ie. 10001.) and relative consensus. 

Relative consensus means that only one stakeholder in one of the four stakeholder groups 
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did not agree. The issues surrounding the definition of consensus will be discussed in the 

next chapter. 

Context (neiahhorbood description) 

With respect to context, all of the stakeholder groups agreed that "there are many 

individual neighborhoods within the community." The community, school personnel, and 

teen stakeholder groups agreed that "the neighborhood could be characterized as lower to 

middle income;" one parent in the parent stakeholder group disagreed. The community, 

school personnel, and parent stakeholder groups agreed that the neighborhood had many 

different races and ethnic groups; one teen in the teen stakeholder group disagreed. 

Parent and school personnel stakeholders agreed that "the neighborhood has many single 

parent families." Parent stakeholders agreed that "the neighborhood surrounding the high 

school is made up of more businesses and apartments than houses." Finally, the 

community stakeholder group agreed that "the neighborhood surrounding the high school 

has a reputation as being rough. " 

Definition of Success 

All of the groups agreed that success is a construct that must be individually 

defined. The community, parent, and teen stakeholder groups agreed that success does 

not depend on how much money one makes; one member of the school personnel 

stakeholder group disagreed. The community, school personnel, and parent stakeholder 

groups agreed that "success for young people means having respect for others;" one teen 

from the teen stakeholder group disagreed. Parent and school personnel stakeholders 
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agreed that success means "constantly persevering or never giving up on a task." Parent 

and community stakeholders agreed that success means "being independent." Parent, 

school, and community stakeholders agreed that success means "helping others." 

Core Components Necessaay for Success 

Each of the four stakeholder groups was able to reach consensus about what core 

components they thought were necessary for success. Table 6 illustrates consensus within 

and between stakeholder group regarding the core components for success. Questionnaire 

items are listed in the first column; only those items on which at least one stakeholder 

group reached consensus are listed. Columns two through five represent each stakeholder 

group. Column six illustrates between group consensus (ie. do all the stakeholder groups 

agree?). A "plus" sign (+) in the column indicates consensus within that stakeholder 

group; a "minus" sign (-) indicates lack of within group consensus was not achieved. 

Absolute consensus was reached between all four stakeholder groups that the core 

components necessary for young people's success include the ability to: think about and 

plan for the future; set goals; follow through or be persistent; take responsibility; take risks 

or accept challenge; get involved with others; have common sense; have a strong self

concept; have confidence; and have motivation. 
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Table 5 

Components Necesswy for Youni People's Success 

Components Teen Parent School Community Between 
Personnel Members Group 

Consensus 

Communicates with + • + + •• 
others. 

Thinks about and + + + + + 
plans for the future. ..-
Set goals. + + + + + 

Care about others. • + + • •• 
Follow through + + + + + 
(persistence). 

"Mind their own - - - + -
business" and stick 
to the task at hand. 

Accept and adapt to • + + + •• 
change. 

Work hard. • + + + .... 

Take responsibility. + + + + + 

Take risks or accept + + + + + 
challenge. 

Gets involved with + + + + + 
others. 
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Components Teen Parent School Community Between 
Personnel Members Group 

Consensus 

Gets involved in the - + + - -
community. 

Must have a desire • + • + •• 
to achieve. 

Honesty. • + + + •• 
Common sense. + + + + + 

A positive attitude. • + + + •• 
Sincerity. - - + + -
Respect for other + + + - •• 
people. 

A strong self- + + + + + 
concept. 

A sense of humor. - - + - -
Organizational skills. + • • + •• 
Logic. - - - + -
Open-mindedness. - - + - -
Confidence. + + + + + 

Motivation. + + + + + 

Trust and support • + + + •• 
from others. 
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Components Teen Parent School Community Between 
Personnel Members Group 

Consensus 

A relationship with a * + + * ** 
caring adult. 

Note: * indicates that only one stakeholder within the group disagreed. 

* * indicates that relative consensus between groups was reached. 

Harter Analects 

As Table 6 illustrates, there was no absolute overa1l consensus between 

stakeholder groups regarding Harter's literature analects. Relative consensus occurred on 

three items. Teen, parent, and community stakeholder groups agreed that "young people 

do not have to have athletic ability" to think of themselves as successful. Parent, school 

personne~ and community stakeholder groups agreed that teens "must be sexually 

attractive" to think of themselves as successful. Within group consensus occurred on 

several items as listed in the table. For the item reading "In order for young people to 

think of themselves as successfu~ young people just have to do okay in school," the school 

personnel stakeholder group reached consensus but did not agree with the item. In other 

words, the school personnel stakeholders all agreed that young people .d.o..Jw.t have to do 

~kay in school in order to think of themselves as successful. This response was consistent 

with interview responses. For the item reading " ... young people do not have to show 

good behavior in school and at home, " it is important to point out that the parent and 

community stakeholder groups reached consensus but that they disagreed with the item. 
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Similarly, on the item reading H ... young people do not have to be attractive, but they must 

dress neatly and shower, H teens reached within group consensus but did not agree with the 

item. 

Table 6 

Harter's Literature Analects 

Item: Teen Parent School Community Between 
In order to think of Personnel Group 
themselves as Consensus 
successful, young 
people: 

just have to do okay - - + + -
in school. 

don't have to have + + - + •• 
athletic ability 

must have close - - + + -
friends. 

do not have to be - - + - -
popular. 

must have job skills. - + - + -
do not have to show • + + • • • 
good behavior in 
school or at home. 

do not have to be + - - - -
a«ractive, but they 
must dress neatly 
and shower. 
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Item: Teen Parent School Community Between 
In order to think of Personnel Group 
themselves as Consensus 
successful, young 
people: 

have to have athletic - - - + -
ability only ifbeing 
athletic is important 
to them. 

must be sexually • + + + •• 
attractive. 

have to be popular - + - + -
only if popularity is 
important to them. 

Note: • mdicates that only one stakeholder Within the group disagreed . 

•• indicates that relative consensus between groups was reached. 

With respect to the question of where young people had the opportunity to 

develop components of success, overall between group consensus was reached that such 

components come from "a caring adult." The parent, school p«:sonnel, and parent 

stakeholder groups agreed that components came from "parents or family." Community 

stakeholders agreed that components of success also come from "brothers and sisters, " 

"teachers at schoo~ " "people in your community," and "participation in clubs or other 

extra-curricular activities." School personnel stakeholders agreed that components also 

come from "teachers at schoo~" and "participation in extra-curricular activities." Parent 

stakeholders agreed that components of success also come from "brothers and sisters, " 
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"friends," as well as "church or other religious organizations." The teen stakeholder group 

did not reach consensus on any other item. 

hnplications for PrQgnuns 

Participants were asked to rate their agreement with statements regarding the types 

of programs and activities in which young people should be involved. There was overall 

between group stakeholder agreement that "programs for young people need to be staffed 

by adults who can relate well to youth;" that "young people need to be exposed to many 

different types of careers or jobs;" and that "businesses in the area should provide 

mentoring or internship opportunities to young people." Parent, school personnel, and 

community stakeholder groups all agreed that "young people need to have the opportunity 

to develop life skills like budgeting and balancing checkbooks;" and that "programs for 

young people should be offered at school." Parent and school personnel stakeholder 

groups agreed that "young people need programs that will help them decide what they 

want to do with their future;" and that "young people need to be exposed to different 

cultures and different ways of living. " 
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DISCUSSION 
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The present study demonstrated the effectiveness of using Fourth Generation 

Evaluation as a strategy for examining the concept of positive youth development. This 

chapter will discuss the relationship between stakeholders' constructions of positive youth 

development and the existing literature on positive youth development. It will also discuss 

the effectiveness of using Fourth Generation Evaluation as a strategy for examining 

positive youth development. 

Stakeholders' Constructions and Existing Literature on Positive Youth Development 

AB the results indicated, there were several similarities and discrepancies between 

stakeholders constructions of positive youth development and the existing academic 

literature in this area. 

Definitions of Success or Positive Youth Deyelopment 

Although competence or "success" was used as a proxy construct for positive 

youth development, this study clearly revealed that stakeholders perceived success as 

involving more than just perceived or demonstrated competence. This was evidenced in 

several places first in the stakeholders' definitions of success. Recall from the previous 

chapter that stakeholders agreed that "a positive self-concept" was a necessary component 

of success for young people; stakeholder groups reached relative consensus in defining 

success as "happiness and contentment with one's life." This definition is similar to the 

definition of self-esteem. Self-esteem has been defined as the "level of global regard that 
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one has for the self as a person" (Harter, 1993). In other words, self-esteem can be 

thought of as one's evaluation of self. Success then, according to stakeholder 

constructions would be a positive evaluation ofsel( an indicator of high self-esteem. The 

link between success and positive self-esteem is important to establish because it indicates 

the high value stakeholders assign to self-esteem in measuring success. 

Harter Analects 

As the previous chapter illustrates, the presentation ofHarters (1985) competency 

domains met with mixed results. There was very little overall consensus among 

stakeholders regarding young people's perception of the importance of each of the 

competency domains. Stated differently, stakeholders did not agree that each ofHarters 

(1985) eight competency domains were necessary for young people to feel successful. 

There are several possible explanations for the discrepancy. The first is 

methodological. As mentioned in the literature review, Harter's competency domains 

were derived via factor analysis of a forced choice questionnaire administered to teens. 

The discrepancy could reflect the fact that in Harters method (notably positivistic), 

stakeholders (ie. young people) were not given a voice in detennining what ~ thought 

were important competency areas. Constructing questionnaires based on stakeholder 

input may have produced alternative findings. 

A second explanation could be that contextual factors were not taken into 

consideration. As Greenberger (1984) noted "the kinds of attributes young people aspire 

to are likely to vary with their social class and regional origin" (p. 17). In the Harter 
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study, no attempt was made to consider environmental f8ct0rs which may render some 

competencies as more or less critical than others. Stakeholders in the present study 

provided insight into some of the competencies they considered to be critical for success 

in their community. 

"I think because it is a low economic neighborhood where, you know, 
parents have got to work. .. so kids need to be very independent in that 
neighborhood. They need to know how to take care of themselves 
probably at an earlier age and they need to be able to discern right from 
wrong because they may be on their own more than kids from more 
economically advantaged families ... " (parent). 

"Kids need a lot of common sense to make it in this neighborhood" 
(parent). 

A third explanation could be that Harter's concept of perceiving or demonstrating 

competence in several areas was too abstract or not clearly presented to the participants in 

this study. The adult stakeholder groups were asked to conunent on the importance of 

each competency domain to young people. In many cases, the adults valued the 

competency domain but thought that young people would not. It may be that the adult 

stakeholder groups had difficulty trying to assume the perspective of young people. 

It is important to note that, while young people in the teen stakeholder group did 

not agree with the importance of each ofHartua (1985) competency domains, their 

responses are congruent with some of the research literature in this area. Specifically, 

teens espoused a very Jamesian perspective of competence Ii it related to Harter's eight 

domains and young people's feelings of success. According to Harter (1993) the Ja.'1lesian 

perspective states that: 



102 

Individuals do not scrutinize their every action or attribute; rather, they 
focus primarily on ability in domains of importance, where one has 
aspirations to succeed ... Lack of competence in domains deemed 
unimportant to the selfwill not adversely affect self-esteem ... The high self
esteem individual is able to discount the importance of domains in which he 
or she is not competent (p. 88-89). 

For example, if a young man does not perceive himself as being good at school but 

academics are not important to him, he will continue to feel "successful" despite his 

academic shortcomings. Ifhowever, academics are important to the young man and he is 

not competent in this area, he may feel less successful. 

Young people in the teen stakeholder group echoed this notion almost verbatim. 

The following quotes illustrate responses to the question of "how important is athletic 

ability for young people's feelings of success?" 

"Certain people have it [athletic ability] and certain people don't. I can't 
put a basketball in a hoop for anything, but I have one of the better work 
ethics at my job. So athletic ability isn't important unless you're going to be 
an athlete" (student). 

"It depends on the person because some people can get their self-worth 
from athletic ability and for others it has absolutely nothing, like it doesn't 
apply at all ... unless it is something that they want" (student). 

Empirical evidence also exists to support the position that it is the discrepancy 

between importance and performance evaluation that determines one's feeling of self-

esteem or "success". Specifically. for adolescent as well as for adults, Harter (1990) 

constructed actual discrepancy scores between importance ratings and competence 

judgements in each domain. Her results indicated that the larger the discrepancy the lower 

one's self-worth. 
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The fact that a positivistic and a constructivist methodology both converged on 

this same point is encouraging. This finding suggests that we should help young people to 

identify the competencies that are important to them and then provide opportunities for 

them to enhance these competencies rather than expecting them to excel in areas they 

view as unimportant. While this may sound simple, it is important to note that some 

competencies, such as academic ability, can provide young people with opportunities to 

enhance other competencies. For example, it may be that a young person does not value 

school and does not think: it is important to graduate. In such cases, it may be necessary 

to help the young person to understand the value of academics as they relate to other 

opportunities. For example, a teen may not like school but would like to become a police 

officer. Becoming a police officer requires at least a high school diploma. We need to 

help young people see the connections between present decisiolli and future opportunities. 

Two studentsl comments are illustrative in reinforcing this point: 

"For me personally, I wouldn't go to school ifmy parents didn't push me so 
hard. I wouldn't go to college. But now that I'm getting older, I realize 
that I need it ... Unless you come to the personal understanding that you 
need something, then youlre not going to want it...Sometimes rve hear that 
this is the 'Now generation ... We want things 1lQli. So kids are not going 
to college because they're thinking 'I want something naw:'" (student). 

"I think: a lot ofpeopJe dislike school or see it as pointless, you know. 1 
think: a lot of kids don't look at what the future is going to be like or ... they 
just look at making it today and 'tomorrow ru deal with itl ... a lot of people 
look at their life as 'well, tomorrow, you know, rve done this and this is it. 
I'm still not happy but tomorrow ru do something with it, make it better" 
(student). 
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Relationship to Resiliency Literature 

As me~tioned earlier, stakeholders were quick to point out that positive youth 

development embodied more than just perceiVed or demonstrated competence. It is 

interesting to note that many of the other areas stakeholders perceiVed as necessary to 

ensure young people's success were congruent with the academic literature on 

characteristics of resilient children. Resiliency refers to an individual's ability to "bounce 

back" in the face of adversity or stress. In an extensive review of the academic literature, 

Bernard (1992) delineated the profile of the resilient child. Four general areas were 

mentioned including: (1) social competence; (2) problem-solving skills; (3) autonomy; and 

(4) sense ofpurpose and future. 

According to Bernard (1992), social competence typically includes prosocial 

qualities such as communication skills, responsiveness, flexibility, empathy and caring, and 

a sense of humor. As Table 3 in the previous chapter illustrates, each of these areas were 

also identified by stakeholders as necessary to ensure success. Problem-solving skills 

mentioned by stakeholders included having the ability to ask questions and to think 

independently; being open and adaptable to change; and being logical and organized. 

From a resiliency perspective, autonomy refers to having "a sense of one's own 

identity and an ability to act independently and exert some control over one's 

environment" (Bernard, 1992, p. 5). Stakeholders consistently mentioned "independence" 

as an important quality for success. Within the category of having a sense of purpose and 
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future, stakeholders discussed the importance ofbeing able to set goals for the future and 

of having the drive and ambition to see those goals through to completion. 

In the resiliency literature, issues of context are addressed via environmental 

"protective factors." Protective factors are those things which can buffer against stress or 

adversity. Protective factors at the family, schoo~ and community levels include: (1) 

caring and support; (2) high expectations; and (3) encouragement of participation 

(Bernard, 1992). In general, each of these three areas are important regardless of specific 

contexts: Context becomes critical however in determining how each of these areas are 

operationalized. For example, parental caring and support in a violent neighborhood may 

be demonstrated by parents not allowinK their young person to go out at night. The same 

parental caring and support in a non-violent neighborhood may be evidenced by parents 

allowioK their young person to go out at night. Similarly, high expectations may also be 

contextually defined. For example, parents who never received a high school diploma may 

think that wanting their young person to complete high school is evidence of having high 

expectations. Parents who obtained college degrees may think that wanting their young 

person to achieve a college degree is evidence of high expectations. 

The point is that while general guidelines for fostering resiliency and protective 

factors are helpful, the issue of context specificity in defining the parameters surrounding 

those resiliency and protective factors caMot be ignored. Only stakeholders in the process 

can be considered as experts in providing the important information regarding the context 

of their community. As Bernard (1992) states, strategies for building resilience reflect: 
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not a need for behavioral intervention as much as for an attitude change-a 
willingness to share power within a system, to create a system based on 
reciprocity and sharing rather than on control (p. 19). 

While such a strategy is an example of empowerment, advocating such a position 

creates a potential challenge: namely, who has the final say in determining what 

parameters are adequate? For example, if the stakeholder groups agree that finishing the 

eighth grade is more than adequate to ensure positive youth development, can an outsider 

(ie. an evaluator) reasonably challenge their decision? In other words, who determines if 

the standards that stakeholders agree on for positive youth development are "good 

enough?" Such challenges provide a potential ethical dilemma that should be explored in 

later studies. It also points to potential difficulties with fully incorporating a 

empowerment strategy. 

Usefulness of Fourth Generation Evaluation 

As this study has illustrated, Fourth Generation Evaluation proved to be a . 

worthwhile strategy for examining the concept of positive youth development. In addition 

to providing valuable information about the concept of positive youth development, this 

study is also at the forefront of demonstrating a new evaluation methodology. A recent 

review of the literature revealed no published studies documenting Fourth Generation 

Evaluation as an evaluation strategy. Indeed, in a review of Fourth Generation 

Eyaluation., Fishman (1992) pointed to the "lack of documented case studies 

demonstrating the Fourth Generation Evaluation model" (p. 267). One publication by 

Swensen (1991) provided a detailed discussion of bow Fourth Generation Evaluation 
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could be applied to nursing evaluation; however, results from an actual application were 

not presented. 

Consensus 

As mentioned in prior chapters, consensus among stakeholder groups is a goal of 

Fourth Generation Evaluation. This consensus is supposed to be reached through a 

process of renegotiation among stakeholder groups; stakeholders are provided with the 

opportunity to "hear" other constructions and to receive information which may impact 

their own constructions. In the present study, participants were presented with two 

separate opportunities to react to the constructions of other stakeholders with respect to 

the six emergent categories as mentioned above. The interviewer presented alternative 

views and then discussed them with the participant. As the results indicated, in several 

cases, there was not complete consensus within or between stakeholder groups. 

It is suggested that the lack of consensus may be due in part to differences in value 

systems. The evaluand in the present study may be inherently more value-laden than other 

evaluands, given the present study's focus on positive youth development. In this study 

for example, some stakeholder groups thought that religious values were important to 

ensure success; others did not. Had the evaluand been more concrete and less value-laden 

(e.g. a program designed to increase reading sk:iIIs), factua1 information regarding rates of 

increase and program participation may have been more influential. Guba and Lincoln 

(1989) point out that stakeholders should be open to renegotiation of their constructions~ 

values, according to Guba and Lincoln, are considered constructions and therefore should 
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also be open to renegotiation. While this argument makes sense in theory. its application 

seems much less practical. It may be possible to change one's values over time. but 

expecting value changes during the short duration of the present evaluation seems 

unrealistic. 

It is suggested therefore. that level of consensus should be determined by the type 

of evaluand and evaluation conducted. For example. in the present study a formative 

merit evaluation was undertaken to examine the concept of positive youth development. 

Because this type of evaluation is designed for "assessing the intrinsic value of some 

evaluand with the intent of improving it," (Guba & Lincoln, 1989. p. 189). it may be that 

absolute consensus is not necessary. Once a program or more of a concrete evaluand has 

been clearly defined, absolute consensus would become more critical. 

Empowerment and Education 

Recall that another goal of the Fourth Generation Evaluation strategy is 

empowerment and education. In this study. empowerment occurred as stakeholders' 

constructions were added to the interview process and presented to other participants. 

Empowerment also occurred because participants were given a voice in defining the 

construct of positive youth development prior ~ any programmatic applications. 

As the results section indicated, several participants changed or added to their 

constructions of positive youth development, suggesting the occurrence of an educational 

experience. As Guba and Lincoln (1989) suggest, to demonstrate education, participants 

do not necessarily have to agree with everyone else's constructions; they do however need 
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to be able to articulate clear arguments stating their positions. The majority of participants 

had no difficulty articulating their positionsl Many of the participants explicitly 

commented about the educational experience they had during the interview process. 

Several stated that prior to the interview, they had never really thought about what it took 

for young people to be successful. Others stated that going through the interview process 

affinned ideas they already held about success and young people. Most participants stated 

that they were surprised that their views were being solicited. 

Issues 

Although Fourth Generation Evaluation provided useful infonnation, two issues in 

its application must be mentioned. First, one difficulty with employing the strategy as 

described by Guba and Lincoln (1989) involved the description of stakeholders. When the 

evaluand of interest is positive youth development, narrowing the pool of potential 

stakeholders in the process becomes difficult. For the present study, role theory was used 

to provide the rationalization for determining stakeholder membership. It must be noted 

however that it was sometimes the case that stakeholders occupied more than one role. 

For example, stakeholders included in the school personnel stakeholder group may also 

have had children who attended the high school. Business people included in the 

community stakeholder group often had children as well. Parents were often business 

owners or employed by businesses in the community. 

As mentioned, this blur in stakeholder groups may have only been an issue in the 

present study given the focus on positive youth development. In other words, if the 
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evaluand of interest had been different, there may have been more or less overlap in 

stakeholder membership. Stakeholders were informed of what group they were 

representing during the interview process and most attempted to answer keeping that 

perspective in mind. Maintaining separate stakeholder groups for the present study was 

valuable however, in that each group was able to offer somewhat of a unique perspective. 

A second issue ocCurred in attempting to evaluate the concept of positive youth 

development. As mentioned earlier, Guba and Lincoln (1989) would describe the present 

study as a "fonnative merit evaluation." Fonnative merit evaluations are particularly 

useful for a development team designing a program. As mentioned above, for the present 

study a fonnative merit evaluation provides more infonnation about the concept of 

positive youth development which will help program designers to create a program which 

meets stakeholders' needs and expectations. Such an approach is unique in that the 

evaluation process begins • to actual program implementation. This approach also 

incorporates stakeholders into the entire process at the ground level. Because evaluations 

have traditionally occurred after programs have been conceptualized, asking stakeholders 

to focus on a somewhat abstract concept may have been challenging. 

Directions for Future Research 

As this study illustrates there are several areas in which future research employing 

the Fourth Generation Evaluation strategy should focus. First, future research should 

focus on detennining criteria for stakeholder group membership. Because membership 

will vary according to the evaluand of interest, a general set of criteria or things to 
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consider should be developed. The guidance provided by Guba and Lincoln (1989) 

focuses more on the willingness of stakeholders to participate in the strategy rather than 

on defining separate stakeholder groups. Similarly, the issue of determining degree of 

consensus should be resolved. It is suggested that future research should focus on 

developing consensus criteria that is based on the type of evaluation employed. 

Finally, future research efforts should focus on identifying the factors or criteria 

stakeholder groups use when determining acceptable parameters around positive youth 

development. For example, are parameters based strictly on environmental or contextual 

factors (e.g. the community is not safe), or are they based more on stakeholders' personal 

experiences or histories (ie. what the community was like when they were young people)? 

Determining the origin of the criteria stakeholders employ may provide useful information 

for addressing the ethical issue of "who decides what parameters are good enough." 

Sununary 

In sum, the Fourth Generation Evaluation strategy revealed that while stakeholders 

agree that positive youth development means the developing competence, it also means 

developing attitudes and qualities associated with resiliency. Incorporating the concept of 

positive youth development with resiliency provides a powerful theoretical basis for 

prevention and promotion programs. The method also raises some interesting ethical 

dilemmas regarding the inclusion of stakeholders and programmatic decisions. 

As a strategy, Fourth Generation Evaluation proved to be worthwhile for 

examining the concept of positive youth development. It was particularly useful in 
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uncovering important information about context as it defines the parameters of resiliency 

and protective factors. Such a strategy should be incorporated prior to the 

implementation of any programs focusing on positive youth development. This strategy 

helps to ensure that stakeholder expectations are met and that the program has support 

from its inception. This support is vital to insure program success. 
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APPENDIX A 



Interview Schedule 
COMMUNITY, PARENT, SCHOOL 

FIRST INTERVIEW SCHEDULE 
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1. Tell me a little bit about yourselfand your role within the community. How long 
have you been here? What do you do? Do you have children within the 
community? How much education did you complete? 

2. Do you see this neighborhood as a community within the city? Describe it. Is 
there anything unique about the community? Some people have mentioned that 
some families here don't have very good access to basic services for their families 
(ie. dentistry, health care, counseling services-basic needs kind of stuft). Do you 
agree with this? Others have mentioned that there seem to be more single parent 
families, lower socio-economic status? 

3. What does a teenager who's "made it" look like in this community? What does it 
take for a teenager to mske it in this community? What type of skills, attitudes, 
abilities, qualities etc. does he or she need to have to make it? Do you think these 
things are unique to teens in this community? Which things would be and which 
would hold no matter where the kids were? 

4. What does a teen need to become a successful adult in this community? What 
does success look like to you? How would you know it if you saw it? Is there 
more than one way to measure it? 

··Some people have suggested that success means being content and happy with 
whatever one wants to do-and having the ability to advance in whatever they do. 
What do you think of that? 

5. Some people believe that young people can have or need to have skills, abilities, or 
qualities in more than one area to make it. Do you agree with this? What areas do 
you think play into helping a teen to make it? 

6. Some people have suggested that the areas include (comment on each
agree/disagree): 
a. a strong work ethic 
b. being able to follow through 
c. ability to ask questions and being able to question authority (independent 

thinking) 
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d. being able to take responsibility 
e. being a leader 
f. getting along with others-mutual respect 
g. having strong communication skills 
h. willingness for involvement 
i. political savvy-being able to work the system 
j. academic ability 
k. having a sense of humor 
1. having a strong relationship with some adult 

7. Others have suggested that competencies for teens-or at least their perceptions of 
competencies- center around 
a. school 
b. athletic ability 
c. popularity 
d. how you behave 
e. physical appearance 
f. close friendships 
g. attractiveness to the opposite sex (romantic appeal) 
h. job skills 

What do you think about these? Would you consider these to be true indicators of 
success for young people or just what young people believe they need to be 
successful? 

8. How do you think or where do you think young people gain the skills they need to 
make it? (ie. school? family? friends?) 
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FINAL INTERVIEW ITERATION 

1. Tell me a little bit about yourself and your role within the community. How long 
have you been here? What do you do? Do you have children within the 
community? How much education did you complete? 

2. Do you see this neighborhood as a unique community? Do you think it has a sense 
of community separate from the city or do you see it as a cohesive neighborhood? 
Describe it. 

3. Do you think that people in this neighborhood have been here a long time or 
theyVe moved in? 

4. In terms of age, do you think this community is an older population or a younger 
population or is it mixed? 

5. Some people have mentioned that they think there are more single parent families 
in this area. Do you think that's true? 

6. Do you think this is a safe area? Do you feel comfortable in terms of safety issues? 

7. Do you think families have access to the resources they need in tenns of 
counseling services or health care in this area? 

8. What does a teenager who's "made it" look like in this community? What does it 
take for a teenager to make it in this community? What type of skills, attitudes, 
abilities, qualities etc. does he or she need to have to make it? Do you think these 
things are unique to teens in this community? Which things would be and which 
would hold no matter where the kids were? 

9. If you had to measure success or ifwe were trying to figure out how we would 
know if a young person had made it, how would we know? What does it mean for 
a young person to be successful? 

10. What does success look like for an adult? How would you define it or know that 
you had made it? 

11. Some people believe that young people can have or need to have skills, abilities, or 
qualities in more than one area to make it. Do you agree with this? What areas do 
you think play into helping a teen to make it? 



12. Some people have suggested that the areas include (comment on each-
agree/disagree with respect to ·core· competencies): 
a. a strong work ethic 
b. being able to follow through 
c. ability to ask questions and being able to think independently) 
d. being able to take responsibility 
e. being a leader 
f. getting along with others-mutual respect 
g. having strong communication skills 
h. willingness for involvement 
i. political savvy-being able to work the system 
j. academic ability 
k. having a sense of humor 
I. having a strong relationship with some adult 
m. empathy or caring skills 
n. being goal oriented or knowing how to set goals? 
o. drive and ambition 
p. being organized 
q. independent 
r. honesty 
s. persevering with a task or sticking with it? 
t. having a positive attitude or outlook? 
u. adaptable to change? 

13. Do you think all these things that we've talked about are core skills, abilities, or 
qualities that people need in order to make it? Can you think of any that we've 
missed? Does this list jog your memory or thinking at all? 
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14. Some people believe that in order to feel successful about themselves young 
people need competencies in several areas. I would like to get your perception of 
how accurate you think these areas are. It's your perception of what teens think of 
the importance of each of these areas. 

a. school 
b. athletic ability 
c. popularity 
d. how you behave 
e. physical appearance 
f. close friendships 
g. attractiveness to the opposite sex (romantic appeal) 
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h. job skills 

Comments? 

15. How do you think or where do you think young people gain the skills they need to 
make it? (ie. school? family? friends? religious organizations?) 

16. Are those components things that can be taught or do young people have to come 
equipped with them? 

17. Ifwe were trying to develop programs for young people, what types of things 
should we include? 

18. What do you think the role of businesses or the business community is in helping 
young people? Some people have suggested mentoring programs or 
apprenticeship programs. What do you think? 
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APPENDIXB 



SectioDI 
Each of the following statements was developed based 00 infoonatioo gathc:n:d fum the interviews. Please 
indicate your level of agreement with each of the statements. 

Participant. were .. ked to dac:ribe thJa comm1lllity. 
SA=ltrongly agree A-agree U ...... ure SD=ltroagly dilagree 

1. There are many individual neighborhoods within this COOlIIlunity. 
SA A U D SD 
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2. The neighborhood surrounding the high school has a very stroog lKDSC of community or community 
identity. 

SA A U D SD 

3. The neighborhood swrounding the high school can be cllaracterizcd as lower to middle income. 
SA A U D SD 

4 The neighborhood surrounding the high school has many single parent families. 
SA A U D SD 

5. The neighborhood surrounding the high school has many different races and ethnic groups. 
SA A U D Sp 

6. Resources (such as health care, counseling services, etc) are available to this community. 
SA A U D SD 

7. Many older and retired people live in the area surrounding the high school. 
SA A U D SD 

8. The neighborhood swrounding the high school is made up of more businesses and apartments than 
houses. 

SA A U D SD 

9. The neighborhood surrounding the high school has a reputation as being "rough." 
SA A U D SD 

10. Expectations for students attending the high school are set very high. 
SA A U D SD 
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Sedionn 
Participant. were uked how tlley would defiDe "Iucau" or "1UIda1 it" for YOUDI people. 
SA=ltrong)y agne A-alree U""IIDlure D-dilaaree S:o-.troaaly disagree 

I. The meaning of the word success is something that must be individually defined. 
SA A U D SD 

2. Success does not depald OIl how much mmcy ODe makes. 
SA A U D SD 

3. Success for young people means: 

a. constantly persevering or never 
giving up 00 a task. SA A U D SD 

b. being independent SA A U D SD 

c. being happy end content with 
your life. SA A U D SD 

d helping others. SA A U D SD 

e. having respect for others. SA A U D SD 

COMMENTS: 
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Sectionffi 
Everyooe who participated in the interviews was asked to talk about the core compcoents they thought were 
necessary to crururc success for young people. Pleue read eada oltlle COIDpOIWltl lilted below and rate 
them for their Importance. Ia other wonb, II eaclI component abaolutely neca.ary to en.un young 
people' •• 1IeceI.1 Or are some just nice to have but DOt necessarily core? On the scale provided, circle the 
response that best represents your answer. R.cspomes range from: l-.ot at aU Important to 7-=very 
Important 

In order to be IUccaaful, youug people mult "ave tile abWty to: 

1. communicate with others. 
1 2 3 4 5 6 7 

not at all very 
important impMant 

2. get good grades. 
1 2 3 4 5 6 7 

not at all very 
important important 

3. think about and plan for their future. 
1 2 3 4 5 6 7 

not at all very 
important important 

4. ask questions or question authority. 
1 2 3 4 5 6 7 

not at all very 
important important 

s. set goals. 
1 2 3 4 5 6 7 

not at all very 
important important 

6. care about others. 
1 2 3 4 5 6 7 

not at all very 
important impcrtant 

7. follow through (pcrsistc:nce). 
1 2 3 4 5 6 7 

not at all very 
impOOant impcrtant 
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In order to be suc:c:euful, YOIIDI people .ud be wlUlal to: 

8. "mind their own business" or sticking to the task at hand. 
1 2 3 4 S 6 7 

not at all very 
important impooant 

9. accept and adapt to change. 
1 2 3 4 S 6 7 

not at all very 
important important 

10. worlcbard. 
1 2 3 4 S 6 7 

not at all very 
important important 

11. take responsibility. 
1 2 3 4 S 6 7 

not at all very 
important important 

12. take risks or accept challenges. 
1 2 3 4 S 6 7 

not at all very 
important important 

13. get involved with others. 
1 2 3 4 S 6 7 

not at all very 
important impooant 

14. get involved in the community. 
1 2 3 4 S 6 7 

not at all very 
important important 
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In order to be lucceufuI, YOWII people BUut ave: 

15. a desire to achieve. 
I 2 3 4 5 6 7 

not at all very 
impMant important 

16. honesty. 
I 2 3 4 5 6 7 

not at all very 
imp<xtant important 

17. common sense. 
I 2 3 4 5 6 7 

not at all very 
imp<xtant important 

18. a positive attitude. 
I 2 3 4 5 6 7 

not at all very 
important important 

19. sincerity. 
I 2 3 4 5 6 7 

not at all very 
imp<xtant important 

20. respect for- other people. 
I 2 3 4 5 6 7 

not at all very 
imp<xtant important 

21. a strong self concept 
I 2 3 4 5 6 7 

not at all very 
important important 

22. a sense ofhumor. 
1 2 3 4 5 6 7 

not at all very 
important important 
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In order to be .uccaaful, younX people alllt "ave: 

23. organizational skills. 
I 2 3 4 5 6 7 

not at all very 
important important 

24. logic. 
1 2 3 4 S 6 7 

not at all very 
important important 

25 open-mirvlMness. 
I 2 3 4 5 6 7 

not at all very 
important impMant 

26. coofideoce. 
1 2 3 4 5 6 7 

not at all very 
important important 

27. motivation. 
1 2 3 4 5 6 7 

not at all very 
important important 

28. trust and support from others. 
1 2 3 4 5 6 7 

not at all very 
important important 

29. a relationship with a caring adult 
I 2 3 4 S 6 7 

not at all very 
important important 

30. 'political savvy." 
I 2 3 4 5 6 7 

not at all very 
important important 
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Sec:tionIV 
Participants were asked to COIJlIJImt OIl how impmtant each of the areas Iistcd below are foc young people to 
feel successful with themselves. Please: read each one and circle the rcspoosc that indicates your level of 
agreement 

SA=ltrongly .. ree A .... ree U ...... ure D-cIIuJree SD-Itrougly duagree 

In order to tIdnk olthem.dvea as lucceufuI, younz people: 

1. just have to do okay in school. SA A U D SD 

2. dOD't have to have athletic ability. SA A U D SD 

3. must have close friendships. SA A U D SD 

4. do not have to be popular. SA A U D SD 

5. must have job skills. SA A U D SD 

6. do not have to show good behavioc in 
school and at home. SA A U D SD 

7. do not have to be physically attractive. SA A U D SD 

8. do not have to be attractive, but they must 
dress neatly and shower. SA A U D SD 

9. have to have athletic ability only ifbeing 
athletic is important them. SA A U D SD 

10. must be sexually at1ractive. SA A U D SD 

11. have to be popular only if popularity 
is important to them. SA A U D SD 

COMMENTS: 
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SedionV: 
Participants were asked where they thought young people had the opportunity to development comp<ments of 
success. Several areas were mentioocd. Please read each ODe and indicate your level of egn:ement 
SA=ltroapy IlIree A-llIree lJ-uaaIiR D-diaqree SD-Itroapy dilagree 

Opportunities to develop COIIIponeuta of llICUII for YGUOZ people COIDe from: 

1. parents or family. SA A U D SD 

2. brothers and/or sisters. SA A U D SD 

3. friends. SA A U D SD 

4. teacbcrs at school. SA A U D SD 

5. people in your community. SA A U D SD 

6. cllurch or other religious organizations. SA A U D SD 

7. a caring adult SA A U D SO 

8. participation in sports. SA A U D SD 

9. participation in clubs and other 
extra-cunicular activities. SA A U D SD 

COMMENfS: 
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SedionVI 
Participants were asked to talk about the types of programs and activities young people need to be involved in. 
The following statements II'C based 011 the intaviews. Please indicate your level of agreement with each by 
circling the appropriate response. 

U ...... ure SD-ltl'Ollgly dilagl'ee 

1. There are not enough programs and activities foc young people in the area. 
SA A U D SD 

2. Young people need to have the opportunity to develop life skills like budgeting and balancing 
checkbooks. 

SA A U D SD 

3. There II'C not enough recreational activities fir young people in the area. 
SA A U D SD 

4. Young people need programs that will help them decide what they want to do with their future (for 
example: careers, trade schools, colleges). 

SA A U D SD 

5. Young people need to be exposed to diffen:nt cultures and diffe.rent ways of Jiving. 
SA A U D SD 

6. Programs for young people need to be staffed by adults who can relate well to youth. 
SA A U D SD 

7. Programs for young people should be offc:rcd at school. 
SA A U D SD 

8. Young people need to be exposed to many diffen:nt types of careers or jobs. 
SA A U D so 

9. Businesses in the area should provide mentoring or internship opportunities to young people. 
SA A U D SD 

COMMENfS: 
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We have received documents concerning your above cited project. 
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Thank you tor intorming us ot your work. It you have any questions 
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Sincerely yours, 
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Human Subjects Committee 
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