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GREAT EXPECTATIONS: THE ROLE OF SELF-PERCEPTION
AND EDUCATIONAL EXPECTATION ON THE COLLEGE-
BOUND PREPARATORY PROCESS BLACK
GIRLS IMPLEMENT
BY
Nina Marie Smith
ABSTRACT

Black girls’ participation in the college-bound procesassociated with their
self-perception and expectations of themselves. Studémtexpect to achieve their
educational goals and possess a positive self-percepgiagem activities that can
fulfill college aspirations. The role of educatioraicquiring social and economic capital
is complex, but higher education is associated with adoesigh-quality jobs and greater
incomes. Black girls who are confident about their warttl their potential are more
likely to enhance their academic potential by engagiragiivities that further their post-
secondary opportunities. These activities can range froenndming the educational
requirements for their occupational goals to taking ceun$study that are academically
appropriate for college readiness. Using the National Eidmed Longitudinal Study of
1988 (NELS:88) which contains a nationally representatimgkaof school-aged Black,
non-Hispanic girls to analyze a variety of measuregatithg participation in the college

preparation process, this study seeks to explore: ghacinof self-perception and



educational expectation on Black girls’ participationgademic activities that prepare
them for going to college. This research will add to thdewstanding of Black girls’

agency in the process of educational attainment.
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CHAPTER 1
INTRODUCTION

This research examined how Black girls in American spqarticipate in the
process of educational attainment. It begins by firdinidg the problem, then moved
into a discussion of the current scholarship or lackethfepertaining to this often
overlooked population. The specific methods of investgeand analyses are detailed
followed by interpretations of the findings and conclusiabsut the process Black girls
implement to prepare for and attain higher education.

The intersection of race and gender provide a unique patiowagndering the
educational experience of Black girls. The fundamentaltgues: what is the impact of
self-perception and educational expectation on their gaation in academic activities
that prepare them for going to college? School-age BiamkHispanic females (Black
girls) are the single unit of analysis for this work. understand the complexity of Black
girlhood, studies like this are needed to document theyedliheir experience (hooks
1996). Many have suggested that Black girls have bettergela than their white
counterparts. Although scholarship exists that debatesthigonship between self-esteem
and optimism on academic and occupational pursuits (Haterfand A.Hoy 2006;
Usher and Pajares 2008), the research often comparegsrence of Blacks to that of

whites.



Blacks are often characterized as having benefitted hisligricom the
persuasive messages sent by members within their comnthatitgssert school is the
way to achieve their occupational goals (Garabaldi 1997 kOband Beachum 2005).
What these studies often fail to include is that thedlieperience of this particular
community can differ drastically from any positive b&dithey may have about their
possibilities. Academic optimism can make a significanitribution to student
achievement (Kao and Tienda 1998; Usher and Pajares 2008). Sdasaleexplores
whether Black girls who responded affirmatively to quest@ainout their self-perception,
self-worth, and their plans to attend college partigpatspecific college-bound pursuits
more consistently than other Black girls. These pwsndlude: involvement in
advanced and upper-level coursework that signify college liadinparticipation in
programs like talented and gifted as well as advancedmé&deprograms, plans to take
college entrance exams, and the actual taking of t@sstiggest college as an objective.
The independent variables are queries that draw on greed® which Black girls who
feel good about themselves and believe they are peo$arath equal to other people
and expect to go to college.

Using data from the National Educational Longitudirtaidy (NELS:88 1988)
this work examines whether Black girls who feel good abmernselves, believe they are
persons of worth, and who expect to attend collegecgeate more consistently than
other Black girls in activities that anticipate postsetary matriculation and how these
notions of self-perception and expectationfhgBade and in ¥0grade shape college

preparatory activities in foand 13' grades.
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The NELS:88 dataset consists of several waves thated the same students
from &" grade through i'?grade and beyond. This examination utilized the firstethre
waves. The base year wave (1998) successfully surveyed 24)8@8ts, out of some
26,432 selected"8graders, across 1,052 public, Catholic, and other privatochrhe
first follow-up took place in 1990. In the NELS:88 first tdl up wave there are 19,260
participants (18,220 students and 1,040 dropouts) from a saff0¢700. The second
follow-up wave took place in the spring term of the 1991-92 soyerrls when most
sample members were in their final semester of highadcihere were 21,188 student
and dropout participants. This follow-up provided a culmigameasurement of learning
in the course of secondary school and also collectedmation to facilitate investigation
of the transition into the labor force and postsecondducation after high school. After
selecting out the cases of Black girls (n=578), the amabf the variables was performed
first using a univariate method for descriptive purposes dheivariate approach to
analyze the relationship between variables. The goai®frivestigation was to
determine if Black girls who feel good about themseduas believe they are persons of
worth and expect to attend college, participate more st@msly than other Black girls in
activities that are considered integral to the colleggparatory process. Specific
guestions from the NELS:88 survey dataset were used astiodi of Black girls’
agency in the process of attaining postsecondary education.

There are those who suggest that aspirations and expestativance academic
performance and they include two fundamental theoriedudagional achievement
(Smith-Madox and Wheelock 1995; Kao and Tienda 1998; ReynottiB@mberton

2001; Long 2007). First, the status attainment model views edoahéispirations and



occupational expectations as intellectual circumstanbashvpredict that optimistic
students are more motivated and achieve more (Goldsmith Z2€ehndly, students’
orientation to schooling and education originates in theditus or their sense of the
social structure and their place in it (Harker 1984; Reay;1@&%ch and Hodges 1997,
Farnell 2000). Students who believe they will achieve lagals of education and obtain
high status jobs devote more into their education thain kess optimistic counterparts
(Milkie 1999).

There has been a major shift in the objectives raggsiipport for higher
education attainment over the last century (Jackson aatharsby 1975; Thomas 1980;
London 1989; Perna 2000; Light and Strayer 2002). Even thelPnésif the United
States has made college matriculation a major fodisnadly. The evolution of
American higher education from elitist to meritocratidite current egalitarian model in
which higher education offers the means for social abd@mic upward mobility,
implies access to higher education is an entitlemeok¢da and Weatherby 1975).
While experts debate this impression, the statisticslaeg— the percentage of U.S. high
school graduates aged 18 — 21 in college, increased from 38 £86/€6 between 1975 —
1999 (Nguyen and Taylor 2003). In 2006, total enrollment of fenialesllege was
9,593,000 while for males the numbers were somewhat &35 P7,000 enrolled. In
2008, there was yet another increase in female collegdreant. According to the U.S.
Census Bureau, 10,321.000 females enrolled in college, whilé&@1§,000 males were
enrolled and of the females enrolled in college in 20(8%52,000 were Black. (U.S.
Census 2011). The fundamental question of concern fowtrisis how are Black girls

engaging in their quest for postsecondary educationahmattst?
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An analysis of the education of Black girls and wometh@early educational

landscape of America provides useful insights to their cidtural legacy (Thomas and
Jackson 2007, 361). This work includes a chronicle of the exper@f Black girls and
women from a historical perspective. From Nannie Helemd2ighs to Johnetta B. Cole,
Black girls possess the essential models to supporihest toward educational
achievement (Thomas and Jackson 2007, 363). The narrathive Black female
experience is full of illustrious text deserving singutaous without comparisons to other
groups. Any research that weighs one group against anatkedabeling the experience
of one group as the norm and thereby judging the practidée other as wanting. This
analysis does not assume homogeneity within the groupeshkd ways to discuss the

nuances of Black girlhood.

College as Capital

Capital can be defined as the advantages one receiveslifeir participation in
certain pursuits upon which the society places valuégpiat and Ghoshal 1998; Sobel
2002; Goddard 2003; Farr 2004, 25). The approach Black girls empémhieve the
“capital” education attainment can provide is unfamiliamtwst due to the lack of
attention the population garners from the dominant seciahce community. Many have
debated the theories and statistics surrounding BlacX Igick of educational
achievement by comparing it to white girls or boys ofadks. (Moynihan 1965; Ogbu
1983; Ogbu 1990) However, few have ventured into an examinatitwe progress they
have made in the realm of educational preparedness andttgoament. While delving

into theories that best describe the quandary faced by thids and a method that
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illustrates the available data, the goal of this wottk iledress the shadowy status of
Black girls in the literature by drawing attention to trsiccesses and the significance of
their agency in the process.

The work of Pierre Bourdieu, in particular, his theofgacial capital that
suggests that these girls understand the field of playeidhat they get along within it
based on their relationship to it (King 2000) informs theomoof social capital in this
analysis. The concept of social capital as it perti@riee American education structure
is defined and deliberated within this research as a wayptdiaing the educational
aspirations of Black girls. Bourdieu’s description of hadiand field receives prominent
attention here for its function in Black girls’ expances. This work views the concept of
habitus dialectically or as a discussion in which mdesrty hold differing views, yet all
involved desire to seek the truth of the matter througletbbange of their viewpoints
while applying reason as the unconscious way people make eéthe social world that
has been created over the course of collective higBoyrdieu 1977 1984, 1993, 2001).
Schools as a network are considered the field or tleméaof battle” (Ritzer 2000, 399).
Black girls make use of this field in order to improve tiseicietal position. This work is
guided by a similar sentiment that aspires to concenBlaick girls at the nexus of the
analysis. The focus centers on the relationship betwdacation’s perceived objective
position and the habitus of the Black girls. Although Boewdioncentrated on higher
education, it is believed that using his theory to pondeintpact of Black girls’ self-
perception and educational expectation on their participatiacademic activities that

prepare them for going to college well extend his the@ledicalysis.



Purpose of the Study

This study situates the Black girls as theorists af then lives. The way they
responded to the NELS:88 survey questions determined the chtingeanalysis. There
are a variety of questions that asked the girls howfd®yabout themselves and how far
they will go in school which allows for an examinatwirtheir self-perception and
educational expectations. The answers to these questiord sarthe independent
variables for this work in an effort to explore thgamt of these self-perception and
educational expectation independent variables on dependatilesnndicating
preparation for postsecondary education. Two types oéguquestions were considered
and the first set was concerned with self-perceptibtie. sStatement: | feel good about
myself, with which respondents could strongly agree, aglisagree, or strongly
disagree, was asked in all three of the waves utilizéldeimnalysis. Also presented in all
three waves of the study was the statement: | amsapef worth, the equal of other
people, which had a similar response pattern as the rodesure of self-perception.

The other type of survey question involves the Black’gdsicational
expectations. The educational expectation question: how $@hool do you plan to get
was essential in getting to the possible motivatingofadthese girls may have applied as
their reason for participating in the various activitiest denote college aspirations. The
choice of responses varied in each wave, but the momrg#ected the educational stage of
the respondents. It is clear that in the base yespondents did not operate from the
same vantage point as they did when they reacheddbedséllow-up phase of the

survey.



This work sought to determine whether Black girls particijagectivities that
communicate a desire to further their education, and heiv participation may have
been effected by their self-perception. Students congtreictidentities in relation to the
sociocultural context in which they learn (Andrews 200%ere is no monolithic profile
to characterize Black girls who aspire toward postsgany education. Quantitative data
do not capture fully how Black girls formulate theirliegs about themselves. Ideally,
this type of research on Black girls’ subjective selwesild involve qualitative
investigation, but this work begins a process of anatisiscan ultimately be enhanced

through the use of additional methodologies.

Summary

The study of Black girls and education is not simplyaeademic exercise. It is
concerned with social transformation and representsthad that can be the catalyst for
systemic change in both the educational environment angréater society (Wall 2010).
An exploration of the recent research that utilizing NELS: 88 dataset was performed
and found that less than 10% of the NELS:88 bibliography miestfocused on Black
girls as their unit of analysis (NELS:88 1988). This extensdiataset was used in a
variety of ways, but Black girls were used mostly asmparison group. Based on the
studies cited in this introduction, the lack of emphasi8lack girls and their
participation in the college-bound process is clear. Mdugties that engage the topic
compare this population to students of different racestandther gender without
acknowledging the differences in the social experientésese groups. The dearth of

studies that focus on the self-actualizing aspects okRjaits’ engagement in the



process if realizing their educational aspirations is iaf@te and one in which this
study attempts to resolve.

Following this Introduction, Chapter 2 presents the rebddetature and theory
relevant to this investigation, including the theoreticatfework of Pierre Bourdieu
pertaining to social capital. Chapter 3 describes the ddta anethod of analysis used in
the study, and concludes with a presentation of thedlimits of the study. Chapter 4
presents the results of the analyses; and, Chaptesénpsea discussion of the study
findings along with their policy implications. The vkowill conclude with suggestions

for future research.



CHAPTER 2
LITERATURE REVIEW AND THEORETICAL FRAMEWORK

From the school house to the White House, nearlygadleathat a high quality
education is a prerequisite for success (Murrell 2010).duca&tion is a response to the
limitations that society can impose on its citizenstipaarly those deemed to be
disadvantaged or marginalized (Rouse and Barrow 2006). fTilig theorizes that
capital is gained by patrticipating in the acquisition oédacation, but ponders whether
ones self-perception and educational expectations cast htiev she involves herself in
that process. Dispositions such as having a positive d&uliod optimism about one’s
potential are motivating factors in a student’s acadeawintevement (Pajares 2001).
Educational professionals have theorized that studdmdelieve in school as a means
to fulfill their future aspirations engage in the instroicél process with confidence and
determination. A positive perspective enables people to a&t, gpake commitments,
and cope with challenges (Fischer and Leitenberg 1986). Bidskidpabit these
notions, and this project will describe their journey.

Using Black girls as the focus of analysis, this chaptesents (a) a historical
perspective on the education of Black girls; (b) theadization of Black girls; (c) a
theoretical framework for analyzing the education otBlgirls; (d) social capital as

social theory; (e) education as social capital;Hé ¢ducation of Black girls.

10



11

The Education of Black Girls:
A Historical Perspective

Education has always been viewed as a powerful catalyfcilitating the
relationship between self-improvement, transformaitio, empowerment within the
Black community (Thomas and Jackson 2007). During slaversidveholders were
adamantly opposed to the education of their slaves bettaséeared an educated slave
population would threaten their authority. Slaves whemapted to educate themselves
would suffer physical and psychological consequencégyfivere caught (Williams
2005). Nonetheless, even under the strict limitatiorddaofery, slaves still developed
ingenious strategies to become literate. After the @Wal, southern Blacks demanded
schools for themselves and their children in order to d@imecessary tools to
participate fully as freed people. They would gatheo@al communities to articulate
their shared goals and to design strategies for fightegligtrimination that stood in the
way of their progress. Education served as a symbotéefibm and advancement, but
American laws made it difficult for Blacks to pursue tbssential undertaking. The idea
of a right to education was a radical one. Most slaatesthad not only criminalized
teaching Blacks; they had also discouraged the notiomighito education for less
wealthy white people (Williams 2005, 25; Giddens 1984). Schoolingeiantebellum
south was a privilege that wealth purchased so not surpyisiegs prosperous whites
attended school sporadically. Northern missionariésessed firsthand that poor whites
lacked the motivation and interest to pursue education, wbilag that even under

threat of physical harm Blacks insisted on attendingachgealthier whites were



12
threatened by educated Blacks for several reasons. Nowvaslyheir literacy a threat to
the “supremacy of whiteness,” it also jeopardized thesgbesition of wealthy whites
which depended in great measure on poor whites finding coisoiatthe psychological
recompense they received from being white. In the nortldegce Crandall, an anomaly
for her time as white women in the early 1800s did ecgive much education, opened
one of the first schools for African American ginsCanterbury, Connecticut (Strane
1990). She was a Quaker and they believed women should béestli@andall taught
the girls advanced grammar, math and science so thatvthdgl one day be able to
teach other African Americans. Inside the schoolgihie enjoyed the peaceful activities
of lectures and study but when they ventured outside tkey met with threats and
violence. The school opened in 1833, but closed a yeardia¢eto the violent objections
of the townspeople who used laws to circumvent Crandaifsctives, but she remained
adamant in her beliefs and did run a small school fierhome.

Many freed Black slaves constructed and operated theirsolgols (Williams
2005, 27). Public school systems for Black and white students tdo being while
Reconstruction period governments comprised of Black anwhbrtherners held
influence in southern statehouses. Throughout the&86s and early 1870s, southern
states enacted legislation establishing Common Schlalsks greatly influenced the
model of the states’ educational agenda in these schbas agenda believed that Black
children should no longer see themselves as inferidrpaced Black teachers and
administrators in their schools as part of a lard@n ppwards self-determination. They

were able to accomplish these things, despite being Woehderfunded by the states
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because they possessed great faith in the abilityeo&dy to make freedom meaningful
in a practical sense. The Northern states had alssety great progress and milestones
were occurring at an astounding rate. In 1856, Wilberfolrmgersity opened in Ohio
and Howard University in Washington, DC became the colsriirgt Black law school
in 1869. Spelman College, the first college for Black womehe U.S. opened its doors
in 1881(Thomas and Jackson 2007, 362).

The education of girls became an issue for women dunindate 19 century
postReconstruction era through the early to middle pateo2d' century (Thomas and
Jackson, 2007, 360). Early advocates of education for Blaiskagid women commonly
argued that elevating the position of women in sociatylavstrengthen the entire race.
This responsibility for racial uplift fell largely tol&k women with a small number of
them having a major impact. Black women initiated socialrne in Black communities
when government fell short, so they created the meagducate their own. Due to
economic struggles that followed the end of slavery, eohmad to continue working
outside the home. For Blacks, the patriarchal fastilycture was not workable (Giddens
1984, 138). By the 1880s, the first Black woman had passed thar8BaBlack women
became the first female physicians to practice in thetS®&lack women began
institutionalizing their claims to economic, socialdgolitical equality. Prominent Black
educator, Nannie Helen Burroughs established a schooldck Birls in Washington,
DC in 1909 with 35 students (Williams 2005, 163; Giddens, 1984, 143asluwique for
its time because it was not co-educational and not fubg&chite benefactors (Thomas

and Jackson 2007, 369). Within 25 years, it had enrolled mor @@ students
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focused mostly on industrial training and a classical liata curriculum with a
Christian ideology. Mary McLeod Bethune opened her gctoy Black girls in 1904
with five girls. Unlike Burroughs, McLeod Bethune’s schbatl a white benefactor;
founder of the Proctor and Gamble Company, but to asdiistaincing the school, they
had what can best be described as bake sales. McLemaghBetever turned a girl way
for inability to pay. Initially, the school centered ewlustrial arts training and religious
instruction, but gradually the school moved to more acadsuhects. McLeod Bethune
later opened a school for nurses, then a hospital be@lack students could not be
admitted to the local, white-only hospital (Hanson J. 2003)

Despite prejudice and Jim Crow laws, education persetedsymbol of freedom
and advancement. Many Blacks struggled against enormousipataligstablish and
operate schools to educate Black children. This legacywggle culminated in the
Brown v. Board of Education (1954) Supreme Court decisioradeglthat segregation
had deprived Black children of equal educational opportunitig®lation of their right
to equal protection under the™ Amendment which defines a citizen of this country
(Jordan Irvine and Irvine 2007, 300). This amendment maintaahslhstates will
impart equal protection to everyone within their jurisaiotilt provides due process
under the law and equally conveys constitutional rightdl toteens of this country,
regardless of race, sex, religious beliefs and creleeleTcontinued to be issues of
inequality for Blacks even after this landmark decislarNew Orleans, Ruby Bridges
and five other Black girls were given the opportunitatiend a school made up of only

whites after they passed a series of psychological dnchéonal tests. In the fall of
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1960, Ruby and her family seized the challenge, and on kedéy of I grade she
walked past the vicious crowds that had gathered to voigeotbjection to her arrival.
She was undeterred but frightened by only one episodkita woman holding a Black
baby doll in a coffin (NWHM 2011).

In 1965, the U.S. Labor Department published a document bylagisioDaniel
Patrick Moynihan entitled, “The Negro Family: The CaseNational Action”

(Moynihan 1965). This report sought to determine and explainsehme Blacks were
perpetually poor. The Moynihan Report concluded that thed\sagiety is in disarray
due to the deterioration of the Negro family (Moynihan, 1985 issue was not a
macro societal problem, but one created by the dominack Bdanale who failed to
abdicate her role as family matriarch so Black maricctake their rightful place as the
head of their household and subsequently leaders withinct@imunities. Once again,
Black women used their voices to respond to the “mytinatfiarchy” because the report
was seen not so much as racist as it was sexist (@gldiBB84, 96). The report and what
began to happen subsequently put Black men and boys atxtleofeesearch and the
creation of programs to address their plight to the detriraf Black girls and women
(Williams 2005, 17 West Stevens 2002, 172).

The Civil Rights and Women’s Movement of the late 196@kearly 1970s
served as major catalysts against racial and gendemdlisation in education and other
aspects of American life (Carlson 1992; Weber 2001). Thed Rights Act of 1964
prohibited discrimination on the basis of race, colondge, national origin, or handicap.

Title IX of the Education Amendments of 1972 prohibited dgisicration on the basis of
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gender in educational institutions receiving federal fuBe&spite the passage of the
historic Brown v. Board of Education ruling of 1954, thecsdlexperience of Black
students continued to be substantially separate and un&gealast amount of
scholarship on the education of Blacks that came out®Ethi, especially at the
elementary and secondary levels focused more attentiboys and their
underachievement (Jordan and Irvine 2007). It was believethibatttention was
warranted given Black boys’ dismal outcomes on a waoéeducational and social
indicators including low attendance and graduation ratesrtumiately, the emphasis on
Black boys is generally undertaken in the absencecdftieal look at the experiences and
obstacles facing Black girls who are educated by the saadequate school systems
(Woodson 1933; Duke 1989; Farmer-Hinton 2002). A review of thiearéducation
indicators and socio-demographic factors indicates thatyrBlack girls, although
performing better in comparison to their Black male coynates, are at risk for
underachievement (Thompson et al 2006; Hallinan, 2008). U.Srtbepd of Education
statistics in 2005 showed that Black girls scored belove lmasthe 4' grade reading
assessment and in"1grade, Black girls scored below basic in reading and rBégick
girls were dropping out of school at a higher rate thair white female and male
counterparts (US Dept of Education 2010). By 2007, an upward begyah to surface.
The percentage of girls scoring below basic had decrelasedrade retention was
dismal for both Black girls and boys. Both were alsposed to school violence and
other conditions detrimental to academic achievementahaly affect white children

(Gardner IIl and Halsell 2001).
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The education of Black children has been in a constate of transformation
since slavery (Woodson 1933; Grant 1984; Gardner |1l and HaB@1, 258). Schools
are still the preeminent place for gaining the esseabidities necessary for success in
the American society and they play a critical rolgpiomoting resiliency in Black girls
(Garabaldi 1997; Attewell and Lavin 2007). The commitmembéovalue of education
by prominent Black women from Nannie Helen Burroughs and Aoha Cooper to
Mary McLeod Bethune and Johnetta Cole, the first Blaelsident of Spelman College;
highlight the importance of their “othermother” roéethe Black community. Black
woman have long realized that ignorance doomed Black @¢oplowerlessness (Ladner
1971, Collins 2000, 101). These women believe that the educatiglaakf girls must be
done in a manner that is both culturally appropriate antegtually relevant. Black girls
have been called the “invisible population” (Lightfoot 19239) which is in stark
contrast to the historically significant role of theiders. Their work paved the way for
Black girls to be more independent and self-reliant ({agkl1984,117 Cade Bambara
1970; Neville and Hamer 2001; West Stevens 2002, 135). Thesaaldager need to
display the meek, timid and submissive posture that ssenéal for their ancestors who
were relegated to a life of subservience. Black girlsret@gafrom a history that
considered education a right and believed in its tramsftive capacity. Regardless of the
obstacles faced in acquiring an education from a lackrafihg to unequal facilities,
Black girls have been provided a template for success yfoheearers who did more
with less. The challenges remain but drawing upon cestafienoral authority and

determination can define the path toward fulfilling theirgmoial.
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The Socialization of Black Girls

This work employed a secondary analysis of existing suttaéa to describe the
educational experience of Black girls. In order to distwwse Black girls feel about their
academic prospects, it is imperative that the exptargirovides some illustration of
their lives in total. Many have promoted the notion 8lack girls appear to have high
self-esteem, resilience and confidence, but this i;m@teompanied by more austere
findings (Guy-Sheftall 1992; Sadker and Sadker 1994; West1&&@)2, 104). The
socialization of Black girls may not be presented falythrough research and
investigative methods, but it must be explored if soagety benefit from this powerful
resource.

In 1975, Sara Lawrence Lightfoot noted that Black girlsewaer ignored and
invisible population (Lightfoot 1975, 243). She writes thatil Biack girls reach
maturity as women, they do not even warrant the stygrgoimages put upon Black
women in American culture. Thirty-six years later, #mel literature on Black girls is still
lacking (Lightfoot 1975, 239). Internet search results bygasgoung Black girl
altogether and present Black girls as fully developeatidsopredisposed to fulfill sexual
whims. Sociologist Pat Hill Collins calls this the dowmnt group’s efforts to harness
Black women'’s sexuality to a system of capitalist ekaton (Collins 2000, 147). The
persistent focus on the Black girl as the embodiméséxuality is more nuanced than a
simple equation of sexuality with blackness, povertyptiterness” (Giddings 1984,
121; Ross Leadbeater and Way 1996; Adams and Fuller 200§)lidates deep

historical and interlocking impressions not only abowaicBlwomen but also about white
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women. The “goodness” of white women rests on thetoacted “immorality” of Black
women (Palmer 1983; Giddings 1984, 123; Carlson 1992). Efforts toot&tack
women’s sexuality lie at the heart of Black women'’s eppion (Collins 2000, 138). The
branding of Black women as sexually aggressive and agremajilgated under slavery
as a justification for the widespread sexual assaultghitg men. It was taken for
granted during this period as it is today, that Black womeriraely available for sexual
use (Giddings 1984, 99; Collins 2000, 138). But, Black women have s\ledgnded
their integrity against the view that they are immawad depraved. The experience of
slavery did not invalidate the moral strength of tngananhood; it was evidence of the
Black woman's resilience (West Stevens 2002, 198). The em@inte of the institution
of slavery greatly depended upon the sexual exploitafi&tack women and although
that form of slavery has long since been extinguishérdorms of exploitation of
Black women remain (Giddings 1984, 179).

Today, Black girls are still contending with the issaéphysical maturity and the
role it plays in other people’s perception of their sékehavior. Herman-Giddens
(1997) indicated that for some reason early sexual mataratmore prevalent in the
African-American population, and at every age and foh gduysical characteristic,
African-American girls were more advanced than Caunasiuberty is a physiological
event that profoundly transforms the human body (6agh Riegle-Crumb and Crosnoe
2007). Talpade and Talpade studied the consequences relatec#olytphysical
maturity of Black girls (Talpade and Talpade 2001, 790). Ealhepy is associated with

disturbed body image, scholastic underachievement andislghehavior, such as
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smoking, drinking, and sexual intercourse (Herman-Giddeakl&97). This is the stage
of life when all girls begin to grapple with the rartiof what it means to be a girl and
affects their perception of themselves. How Black giisrnalize the relatively short-
lived mostly biological experience of puberty is vitaltasill have long-term
consequences on socioeconomic attainment.

Society has constructed an elaborate, multitiered Wwaffecting women'’s life
trajectory (Grant and Breese 1997; Weber 2001, 26). Theatergty women’s
disadvantage is constructed and maintained is throughauiteliefs, stereotypes and
ideals that provide more narrow images about women thanThese ideals about what
women should do, be like, or look like are powerful yditle vehicles through which
women are controlled (Cogswell 1968; Gecas 1989; Carroll 1¥&7son et al 2000).
The images become essential in defining femininity thrargbring everyday practices
and discourses and are believed to have a strong negapiset on girls and women
(Milkie 2002). The Black woman is stereotyped to be stronggmaand tolerant. She is
Mother Earth who cultivates and supplies love to the enasthildren, then goes home
abused and tried to care for her own little Black child&re is sapphire, sexy, and
aggressive. She is liberated and competitive. She has avbakd for too many years and
is weary and disheartened from carrying her load as breadw(Lightfoot 1976, 243).
The Black woman is not thought of as feminine basedeimerican cultural ideal of
femininity. The feminine woman is dependent, submissnegmpetent and impractical.
Black women'’s femininity has always been questioned &yltminant group (Palmer

1983; Milkie 1999; Milkie 2002, 842). When Sojourner Truth askedy'tAia woman,”
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she handsomely articulated the role Black women playédnerica's economic
emergence. She bared her arm to show the muscular desglbpcquired as she toiled
the land. She proclaimed that other than bearing chiltliere was no physical
distinction in the worth of a Black man and a Blackwem. Black women's ability to
bear children actually made them more valuable as thasect@dditional "workers" for
the oppressor. Sojourner Truth’s message impliedBlaak women had proven their
inherent strengths both physically and psychologicallgdigs 1984, 89). Black
women long to be acknowledged and respected for their lootibms to society. For
Black girls, this means they must also confront thénatf what it means to be feminine
as they aspire toward their life goals (Stokes 2007).pfbeess of developing their
identity is particularly complicated because they netgotiaeir emerging feminine ideals
amidst contradictory and discrepant cultural scenariok{@®2002, 850). Societal
change and socialization are two interconnected denedatal processes where change
in one usually leads to change in the other.

Socialization is the process by which individuals prepar@articipation in the
society in which they live (Cogswell 1968). The cultural nsyabout Black women in
our society are significant in the socialization otigg Black girls (Lightfoot 1975, 258).
The castigation of Black women as strong and aggresssesf@challenge to a society
that appreciates and rewards these same traits in nvbiteand boys. Men are not
socialized to be truly compatible partners for womew weject their second-class status
(Heldman 2010), so Black women must not only contend witbnainant society that

mythologizes their experiences, but deal with Black mba perpetuate their own
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patriarchy that mirrors their white male cohort (Woodand Mastin 2005, 270). Black
parents feel they must “racially socialize” their dnén (Hill 2001) in preparation for
what they believe to be the realities of being Blacknnmerica. Black daughters are
socialized to be both independent and assertive (Westrst€002, 108). There are
often higher expectations for Black daughters than Because they are also socialized
to be more family oriented than boys. During the estidge of adolescence, Black girls
commit to gender, racial and ethnic values and norms ttecaesocial persona— a
presentation of the self to the outside world thabeaes a social identity (West Stevens
2002, 108). Essentially, a social identity is acquired by efagflexive recognition; a
social identity is mirrored and then validated by othBiack girls are socialized to value
relational attachment. Historically these relatiot@hnections served as a refuge from
the trauma of racism and oppression.

For Black girls, the stage of adolescence is the pevioeh she begins to not only
perceive the devaluation of her gender, but also morertanity her status as racial
minority (West Stevens 2002, 109). She does not want to sefrana what is valued,
but seeks to change the content of her relationshigsch a way that developmental
changes are validated and her racial, ethnic and gendetiaffis are supported.
Adolescence is defined as the transitional developmeiatdpleetween childhood and
adulthood marked by vital biological, cognitive, and socio@nat changes (West
Stevens 2002, 109). Developmental researchers distingeistittescent period by two
decisive age-related transitions; reproductive and sd@mélh affect the evolution of their

identities. In American society, the adolescent peisqarotracted and can extend from
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age 10 through 23. Black girls begin to explore their ithengither early mainly because
of the need to enhance self-efficacy capacities ifidbe of socially denigrating
experiences. Black girls as assessed earlier in thlgsaasitend to also physically mature
at an early age and with that physical maturity may cemnee unwanted attention that
can cause Black girls to adopt coping mechanisms famigetheir chronological age
(East 1998; Cavanagh et al 2007). Society heaps an enororoles lon these girls to
absorb these intrusions on their development. Evercthatias Black girls might
engage in as a respite from these challenges likiig} to music, going to movies, or
playing video games provide little solace from their youngpanters with the dual
oppression of being Black and female. Hip hop music, a alltorm that attempts to
negotiate the experiences of marginalization, brutdlityycated opportunity, and
oppression within the cultural imperatives of African éman and Caribbean history,
identity, and community provides no peace for Black giNle¢dard and Mastin 2005;
Adams and Fuller 2006; Stokes 2007). The misogynistic languagdemgstly by Black
men directed toward Black girls and women can be msglcatering to unfounded
myths and stereotypes that seep into the conscioushiesgeneral American public
and the Black community without regard for its larger inipBeing Black and female
affects the choices these girls make and ultimdtedy life path (Furstenberg et al 1999;
Ross 2003; Thompson 2002; Woodard and Mastin 2005, 271).

The socialization of Black girls is complex. Thesgsgnust develop the capacity
to articulate and integrate a multitextured self thabmoses varied and diverse structures

of meaning (Giddings 1984, 263; Allen and Chung 2000; Adams and EQDér, 940).
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Black girls require the support of caring adults to sortlo@ meanings of complex social
situations to offset the development of pessimisticlarslile attitudes about future
possibilities and opportunities (Slaughter and Epps 1987; Westr$s 2002; Battle and
Coates 2004). They also need a relationship with mobiibagcing institutions that
allow them to access their potential while they gaertecessary tools to advocate for
themselves (Alexander and Eckland 1977; Clark 1983; AttewelLavith 2007, 92).
The primary institution and the focus of this work is ¢geicational system using a
theory that describes the way Black girls negotiateftmdamental socializing

experience.

Theoretical Framework for Analyzing
the Education of Black girls

For Black women, race and gender intersect to createmadnay call a “system of
oppression” (Weber 2001; Collins 2000, 92). Oppression exists arteegroup has
historically gained power and control over assets tleatallectively valued in society by
exploiting the labor and lives of other groups, and thens tisese assets to secure its
position of power into the future. Race and gender aralsommstructs whose meanings
are developed out of group struggles over socially valuediress. The theoretical
framework of intersectionality suggests that Black wolnesr the double burden of
being oppressed by the dominant ideological determinantsefratgender (Cade
1970; Ladner 1971; Weber 2001, 17). Her life is shaped by the sulgjuggateses which
are assigned to being a woman and being Black and botasef tarry with them twice

the risk (Ladner 1971, 78; hooks 1996).
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Another framework addressing the unique intersectionaioaship of Black
women is the theory of Black feminism (Collins 2000, 124yiNeand Hamer 2001).
Feminist theory is woman centered in three waysit’&@inajor focus of investigation is
the situation and experiences of women in societyit (bpats women as central subjects
in the investigative process and seeks to see the worldf@ufistinctive vantage point
of women, and (c) feminist theory is critical and astion behalf of women and seeks to
produce a better world for them (Ritzer, 2000), then Blaskrfest theory is a way of
reconceptualizing power. This particular premise reartieslthe experience of Black
women and fosters an augmented theoretical understawidiagv race, gender, and
class oppression are part of a single, historicallgteesystem. Black women’s
oppression has encompassed three interdependent dime(ajdhs: exploitation of
Black women'’s labor, which is essential to Americata&ure of capitalism; (b) the
political dimension of oppression which denied Black wonmenrights and privileges
customarily granted to white male citizens; and (c) atimg images applied to Black
women that originated during the slave era, which compattiees and diminishes
their contributions (Collins 2000, 76). Together, these dimessutline a network of
ideological, economical, and political systems of alb@bntrol designed to maintain

Black women'’s position of inferiority in America and trest of the world.

Bourdieu’s Theory and the
Education of Black Girls
Many theoretical perspectives can be applied to illestia experience of how

Black girls navigate their way through the educationaksysbut for this exploration



26
Bourdieu’s work is central for its position that isustiuralist without omitting agency
(Ritzer 2000, 401). By using Bourdieu’s theory of social cadiklck girls are not
viewed as dominated by some abstract social principle (King 2088)concept of
habitus and field clarify the relationship these girlgehaith schools which Bourdieu
sees as a social resource or network that enables pegtntote achievement and
attain desirable social ends (Hemmings 2007). Black gike hagood sense of what it
means to obtain an education because they have algedaif experience with its
seemingly endless transformations (Reay 1995) In schibeldureaucracy headed by
local governments, school boards, school administratmtdeachers decide the
appropriate actions necessary for success in theegmmy§uality school systems account
for the individual when devising processes, but oftentiamemdividual’s self-perception
affects their relationship to the network (Hemmings 2007, 10)

Schools survive based on a social agreement (Bourdieu 199#)caviduals
negotiate their relationship with this social systerag§r1995; Farnell 2000; Reay 2004).
Bourdieu dispenses with language that separate individualsstvoia systems. His
theory believes that the society is made up of indiv&luddo interact with other
individuals (King 2000, 425). In addition, individuals automatyjcallfill the appropriate
role for their objective situation (King 2000, 423). The hab#éncompasses perceptual
structures and representative self-perceptions which orgdn@zeay individuals
personify their world. Thus, individuals unconsciouslgingalize their objective social
conditions. This allows them to function within systdike schools. People

automatically carry out an objective as a result eirthabitus (King 2000, 423).
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Individuals begin to transform their habitus strategicallgrder to function within
particular fields. The field can be thought of as a netwdb relations that operate apart
from individual consciousness (Ritzer 2000, 401). Fields haiedivn logic or
strategies that deploy various kinds of capital (Rit2600, 401). Since habitus is a
product of individual life history and socialization, a fie habitus enables individuals
to follow certain strategies toward success in a pdatidield (Scheuer 2003). The
crucial feature of habitus is that it is embodied, od¢lg composed of mental attitudes
and perceptions (Reay 1995). Habitus does not have a detémmmpgact on individuals
which is vital as it pertains to the educational aspiratmiBlack girls. A quality primary
education would be beneficial to a group whose needsdfserebeen mishandled or
ignored. Using Bourdieu’s theory to further this point oaald state that the self-
perception, which makes up habitus, is viewed as the produppoftonities and
constraints framing the individual's earlier life exeece.

Therefore, the habitus of Black girls who aspire tovaaollege education must
be very different from Black girls who do not. Bladkigwho want to go to college have
a specific self-perception that allows them to funcadfectively based on the directives
of the schooling structure they have been part of shree early experiences with
school. The educational field also complements theumabf the girls who aspire toward
college (Welch and Hodges 1997; Bourdieu 1984, 1993). The positiamivadluals in
the field are determined by the value they place on ¢t dind the capital is achieved

through the relationship with that field (Ritzer 2000, 402).
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Social Capital as Social Theory

Social capital has become one of sociology’s most pojdeéas, but conceptual
ambiguity has hampered its application. Scholars likeedaboleman and Robert Putnam
emphasize social capital as the community norms gpecgations that develop from
close networks of personal ties. Pierre Bourdieu and Naddfine social capital as the
various resources embedded in networks that can be attsssecial actors (Martin
2009). Little research has examined social capital gidbtsecondary level. This study
pondered the notion of education as capital, using the preetwoice on this —Pierre
Bourdieu to guide the exploration. His theories have indarmany others that debate
the issue of the reproduction of cultural and social powe many, his theory of power
may seem less original than that of a Marx or Foaicantl his account of the way in
which individual subjects come to internalize and identiiyh dominant social
institutions or structures are recantations of otherriiso but Bourdieu’s uniqueness is
found in his development of a microtheory of social po(ioi 1991). Bourdieu’s key
concept lends itself to discussing the voice of Blacls gisl they engage in the process of
self-improvement through education.

Bourdieu’s theory of social reproduction and culturaltedposits that the
culture of the dominant class is transmitted and rewdrgé¢de educational system
(Dumais 2002). To obtain cultural capital, a student mage lthe capacity to receive and
internalize it. Cultural capital is comprised of carteompetence and broad knowledge
of culture that belongs to the upper class and is reirddrgean educational system that

prefers these particular styles, leaving most membdosvefr classes with few hopes of
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achieving social mobility (Zweigenhaft 1993; Lareau and Weininger 200 is why
many, including Black girls who aspire to attain an edooadi the college
(postsecondary) level, must possess a sense of purposwtandd that may be difficult
to execute or sustain. Marginalized groups, like Black ghitsuld receive attention using
the theory of social capital. These groups struggle agaagsttively elevated odds to
create networks and develop norms for tackling issues likerfyoand isolation (Far
2004, 27).

Bourdieu’s concept of cultural capitahvolves further development with the
introduction of the term habitus and field. Habitus, asudised earlier in this chapter, is
an important consideration in trying to understand how stad&vigate their way
through the educational system. Krais and William dallsitus the product of an
individual’s history, her past experience and second natwmags(and William 2000),
while Horvat and Antonio refer to it as a fluid and dandly reformulated set of self-
perceptions that are created through personal and sat@iyhand thus influence how
the world is constructed around us (Horvat and Antonio 199&)rporating race into
the structures that shape habitus is believed to beieahaxtension of Bourdieu's work
as much as social class. Habitus has proven a usdfuinmest in understanding how
daily interactions influence individual character and prefsgerand thus, affect how

individuals interact with their social world (HorvatchAntonio 1999). Other theorists

1. Many use the phrases social capital and cultural cagigathangeably although they each have
their own specific definition.
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have appended the theory of habitus to include “organizati@imatius,” a process that is
used to understand how organizations transmit their seleépgons and preferences to
individual actors. This differs from the “field” which @&snetwork of associations that
Bourdieu thinks of relationally rather than structuréBgpurdieu 1977, 1984, 1993). In
analyzing the field, one must reproduce the predominande dieid of power, chart the
objective structure of the relations among positionkiwithe field, then establish the
nature of the habitus of the agents who exist in thégigos within the field (Ritzer 2000,
405).

There is a fluid interaction between individuals andamtructures and none
more significant than school. The organizational halafusschool is often in conflict
with the individual habitus of students, particularly studeri color and girls. This
structure which is at the essence of the promulgati@oofinant thought, holds
enormous power over the lives of people, and when thisr@gmiorganizational habitus
is at odds with the individual, Bourdieu calls this tens&ymbolic violence” (Ritzer
2000, 405). Through this symbolic violence, the social trarsomf privilege is
legitimized. Students must assimilate into this organinatibabitus in order to be
successful and benefit from the capital this associgtrovides.

Bourdieu’s sociology is a sociology with political purpasailar to Black
feminist theory (Krais and William 2000; Ritzer 2000, 405). ¢tiscism of academia is
obvious and maintains that the connection between thbdic and the material, the
symbolic order and the objectified social structure.Baurdieu, the study of human

lives would be worthless if it did not help agents to graspnieaning of their actions
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(Calhoun et al 1993). This is done by illuminating the sl cultural reproduction of
inequality and analyzing processes of misrecognition. Tieexe insistence in
Bourdieu’s work of joining the theoretical and empiricahibinding approach to
analysis.

Roger Goddard opens his discussion about a social cagitgdective on
students’ chances of academic success by stating thabtally fictional that society
consists of a set of independent individuals, each ohwdwcts to achieve goals that are
independently realized (Goddard 2003). This follows the thougliroes Coleman who,
similar to Bourdieu in this instance, believes that acadeuotcess of the individual
student is influenced by their personal characteristicselfigherceptions. Where
Coleman and Bourdieu might part company is in how and whermdividual gains this
perspective (Coleman 1972, 1988; Bourdieu and Passeron 1977, 1979). Baouleu
attribute this to the power structure while Coleman wouldlsatyas members of
families, schools, and communities, students may hexesa to various forms of social
support that can facilitate the success in schools.

There are those that believe individual habitus istieably linked to
transmission within the family, but how does that axpfully the student who is able to
navigate their way successfully through the maze toedugational success when no
previous family members have so achieved? Schools aredpiead domains of the
dominant culture and Black girls by their social positicm@nsidered outsiders, yet
many attain educationally despite family dynamics (Hail&4; Friedkin and Thomas

1997; Welch and Hodges 1997; Reay 2004). Theorists like Dumais iadididual
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habitus to academic success and give less value to p&8&@and familial organization
(Dumais 2002). Participation in cultural activities sucladsand music, have clear
worth, but its determination of educational achievemeint gaiestion particularly if this
value is based on an arbitrary tenet develop by thetelit@intain their status.

Black girls who decide to situate themselves on a postskary track are able to
create an academic and social identity that doesomsti@in their schooling possibilities.
They construct places of belonging on some level andrcawe academically (Koyama
2007). Despite the many disadvantages that Black girls rfiate ieducational attainment
process, studies show that they can achieve their agadeais (Bennett and Xie 2003;
Light and Strayer 2002). The goal of obtaining postsecoretiugation is a worthy
pursuit. College-educated women do better financiallyaflgcand psychologically than
those who are not (Goldrick-Rab 2007; Long 2007; Hanson2&0#l). In order to
benefit from the capital inherent in achieving a postseéaoneducation, young women
must first participate in the foundational activitieattiignify their interest. This
preparation bestows them with the confidence they wdlowbtedly need in order to
chart a path toward academic attainment (Attewell anahL2007). The voices of Black
girls as they undertake this course of action is recogndf their right to be heard and to
speak. By partaking in this conversation, they are engagiogllective action which sets
out to organize a symbolic struggle capable of questioningigalgtevery tacit
presupposition of the phallonarcissistic vision of thelav@ourdieu 2001).

Socialization to silence and invisibility that is@atand alienates Black girls from
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themselves must be countered with opportunities thatmragaatform for these girls to
communicate their points of view (Lightfoot 1976, 258; Fordi&93).

The explanation of social capital as access to ungtital resources fits the model
this work presents. Social capital as the aggregatewdlamr potential resources linked
to the possession of a durable network of essentiallyutishalized relationships of
mutual acquaintance and recognition describes Black ginsiexiion to the institution
that is the American education system (Dika and Singh 2@a)jal networks produce
social capital through the many contacts they geneCatenections, group memberships,
and social networks yield power and shape life chandask §irls who become part of
the network of college aspirants do so understandindtilsaéndeavor will yield great
reward both intellectually and economically (Clark 1983;dam1989; Long 2007).
Their belief that they will be able to accomplish ediacel goals is a significant factor
in the Black girl's motivation to achieve the so@abpital gained from a postsecondary
education.

The role of self-perception is also an essentialpmmmant of this investigation
(Welch and Hodges 1997; Farnell 2000; Milkie 1999, 2002; West Ste@d2s 126). If
Black girls embody positive self-regard and assert condielén their academic goals, are
they more likely to participate in postsecondary pur8ultisis agency-structure
integration was employed to get an enhanced illustrafioime lives of these Black girls
as they navigate the path toward the upward mobility ssposhdary education can
provide. Albert Bandura theorized that the beliefs that gelopld about their capabilities

and about the outcomes of their efforts greatly infbeetine ways in which they behave
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(Usher and Pajares 2008). Students who are confidergimettademic possibilities
behave differently than students who are less opienigbunger students are less certain
about their goals and this can result in fluctuatiorettention to school work. As
students become more self-assured, they participatéivitias with more assertion.
Students who lack confidence in their abilities may falgghrpret their anxiety as a sign
of incompetence, but as they begin to experience thavea®sults yielded from
resiliency and optimism, their expectations are augeaerStudies that examine
educational aspirations and optimism find that Black studpatsicularly Black girls are
more likely than their white or male counterparts toehlaigh levels of self-efficacy
(Goldsmith 2004; Jacob 2002; Ross Leadbeater and Way 1996) mwkastudies do
not conclude is why Black girls seem to be more optimtsian other students. Black
girls live in the same neighborhood as their maleododind attend the same schools but
seem to have varying experiences.

Carla O’'Connor (2002) studied three age cohorts of Black waomt® were first
generation college graduates. Cohort | was a pre-CightRiEra cohort. This cohort
faced racial antagonism and blatant exclusion from beath white peers and their
teachers because they were the first Blacks to atedne colleges that were
predominantly white. Cohort Il was the postCivil Righta Eohort. This cohort received
legal protections against discrimination both within andidetschools. They benefitted
from not only the Civil Rights Act, but the Fair HousiAgt, Brown v. Board of
Education, and they witnessed the War on Poverty, pas$daie 1X the expansion of

Head Start, Job Corps and adult education programs. Thedinhait was the
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postReagan cohort. This cohort witnessed resurgence agaiedtased programs like
affirmative action and a drop in need-based admissiolnggso(O’Connor 2002, 860).
Cohorts | and Il experienced explicit discouragementHeir college-going ambitions
and often a total denial of college-going information beirthesiliency and perseverance
aided their venture. Instead of supporting their accessliege, schooling agents steered
women into occupations that did not require the higher edurctitey’d worked hard to
obtain. The Black women were guided toward profesdissiswere dominated by Black
females. For cohort | those occupations were maidsfaaurabhort Il they were
secretaries, post office and factory employees. Cdhalid not report that they were
guided away from male-dominated or high status professiahshé lack of support they
received from school staff placed them at risk of naidpaware and therefore actively
involved in competing for certain positions. O’Connorisdst finds that the processes of
resilience are highly adaptive. The means by which iddads persevere academically
has variation over time (O’Connor 2002, 862). Black womnash girls who possess high
academic expectation are cited as a factor that seefasilitate resilience.

Optimism is impeded by anxiety and schools and teacheldswanthis anxiety
by increasing a student’s agency through appropriate participataetisions that affect
their school lives (Hoy et al 2006). Models that prometeempowerment create the
environment for optimism that Black girls need to achiedr goals (Obiakor and
Beachum 2005). Reviewing the research on self-efficacygs@nthe impression that
high self-efficacy is beneficial. However, it canibhet measured and causality can be

difficult to estimate. Although self-efficacy is benmg an increasingly prominent
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sociological theory for discussing academic achieventieststudy incorporated the
concept of education as social capital because theseatesed does not efficiently
support the conclusion of self-efficacy. The responsegigied by the Black girls denote
how they feel about themselves, but this work analyzeskt feelings for evidence of a
correlation to participating in the pursuit of college e@rself-perception is involved in
their habitus and therefore their relation to thedfié ones habitus is pliable to the field,

the capital they achieve through this relationship wilhtfected (Harker 1984).

Education as Social Capital

As Black girls begin to contemplate postsecondary edugahe research
becomes more abundant (Jackson and Weathersby 1975; Payn&@ddigk-Rab
2007; Hawley 2007; Louie 2007). Many Black theorists have wratsut their
struggles to be successful in the postsecondary environmetherole that experience
played in goal-setting and expectations for their futdigginbotham, Ladner, and
McElroy-Johnson denote the challenges they facedaak Birls in the Eurocentric
knowledge validation processes (Collins 2000, 124). Social mksviafluence the
developmental process and are egocentric in that teesean from the self-perception of
the individual who is at the center of a web of ipegsonal relationships (West Stevens
2002, 50). Schools are the dominant socializing agent auagyperson’s life outside of
the family. These institutions prepare people for tregietal positioning and promote a
Eurovision that subscribes to the notion that everyomst partake of this experience as

subscribed and any deviations will result in long-term cgmsices in the three major
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domains of society: ideological, political, and econofieber 2001, 17). Schools can
be determined to be social networks and seen in thishegyrépresent social capital. At
the macro level, structures exist that enable dominanipgrto define and institute
regulations and strategies to control the thoughts amwha®f the subordinate group. On
the micro level, the individual internalizes the neastructural mandates in varying
degrees. But, any philosophy that negates the effectsygeauctures can have on an
individual's self-actualization must be considered defici€heorists have utilized a
variety of ideologies to advance their societal plifises (Seigel 1987; Lehmann 1995;
Cormack 1996; King 2000; Krais and William 2000). Interpretivetefunctionalism,
and conflict theory are among the philosophies applied¢ogthen the debate. Positivist
approaches aim to create scientific descriptions otydat producing objective
generalizations (Collins 2000; Ritzer 2000) and since Black womege not included in
sociology's formative years, the scholarship constductest be seen as lacking in some
credible ways.

Black girls cannot focus on a singular aspect of sdigahnd must be concerned
with the interrelation of the various levels of thesality. As part of an oppressed group,
these girls represent the need for a theory to go frastulation to practice (Black 2000;
Dumais 2002; Lemert 2003). Social capital is constituteatleasocial resources and
networks that enable people to promote their educatioha\ament and attainment. It
is acquired through resources both educational (e.g. bstokly, aids, academic tutoring)
and auxiliary (e.g. substance abuse treatment, mesticates, legal assistance) and is

dispensed through obligations, expectations, and other @ealprnderstandings within
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and between families and schools (Hemmings 2007). Scamotyitical agencies in the
transmission of status arrangements from one genetatithe next (Grant 1984). It also
provides young people with the occasion to be in proximitl their peer group for
academic and social development. It may conceivablyd&ash possibility they will
have to be in this type of environment. It should be aeplaat nurtures and expands
their sense of themselves with a progressive pedagoggipedao support all students.
Some have subscribed to employing culturally relevanhtegdhat prepares students to
guestion the structural inequality, the racism, and thestige that exist in society
(Ladson-Billings 1994). School classrooms do not exist imacaivm, but are subunits of
the larger society (Grant 1984; Ross 2003) and a societyelbgates a vast amount of
its occupants to disparate stations within a convolutedagnic arrangement.

Blacks have always been defined using white middle-clasesas a standard
for evaluation (Ladner 1971, 146). These conclusions encotlrageersistence of
stereotypes that assign Blacks to a subordinate sootetitlboning. The alleged
inferiority of Blacks affects their social, cultur@blitical, and economic relationship to
society (Kunjufu 2002; Farmer- Hinton 2002; Ogbu 2003). The comcepfiBrown vs.
Board of Education charged schools with amelioratinghdgative self-image Black
children were absorbing due to their so-called pathologicalipities (Bennett and Xie
2003). Schools were supposed to do something the larger sesagtynable or unwilling
to do—create an environment that made no distinctiondezivBlack and white. If being
Black makes navigating a successful societal path a dawstsignment, the duality of

being Black andemale pose challenges that encourage new and innovative
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representatives to instigate a contextual dialogueaBsystems built on inequality are
dependent upon ideologies promulgated by institutions suetitessition and the media
to advance the status quo (Weber 2001). For instance, we epelct ¢hat students who
make or receive additional investments in the socp@ita&leone gets from participating in
the schooling process would see returns to that investmém form of greater
commitment to the behaviors that the institution vieasdormative (Dufur et al 2008).
At the macro level, the dominant group is in complet&rod of the ideological domain.
Members of the dominant group represent newspaper, telegisibons, church leaders,
and federal/state educational policy makers. When white, 1qiges men head these
institutions; Black girls enter into their relationshyith these institutions at a major
disadvantage. There are examples of how the domgnanp control the images of
womanhood then disseminate and legitimize these imagasgh social institutions
(Emerson 2002; Collins 2000, 113). College and university presidenisain policies
that inhibit the social capital a college degree caldl ylan 2000) which dictates the
trajectory of the lives of Black girls. Social capitiescribes circumstances in which
individuals can use membership in groups and networks to sesngéty. For Black
girls, few networks fulfill that condition like pursuingié completing postsecondary

study.

Contemporary Research on the
Education of Black Girls

Black girls are uniquely situated in the discussion of edutat hey face

restrictive and negative stereotypes and images asttieayph to participate effectively
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in their education (Guy-Sheftall 1992; Ross 2003; Hanson 20028t 8¢holarly journals
discuss Black girls comparatively, particularly whenately the issue of education
(Gerwirtz 1991; McElroy-Johnson 1993; Perna 2000). Even orgamszahat compile
national statistics aggregate data by race or genderwvifinaher distinctions (US Dept.
of Education 1987, 2000). Although researchers and theoristdbawanattentive to
this distinct cohort except when comparing them to Blamks or white girls, their voices
have managed to gain traction particularly by authors vale hllowed the girls
themselves to speak their realities (Marshall et al 206%t\8tevens 2002, 100; Jacob
2002; Carroll 1996).

For the Black girls, education is mostly seen as gortant stage in the
development of their lives (Giddings 1984, 115; Guy-Sheftall 1982t Stevens 2002,
101). Education is an important determinant of upward molaitity can ameliorate many
of the significant societal challenges individuals fé€ao and Tienda 1998; Bonner Il
2000; Fields 2002; Kunjufu, 2002). These challenges can perteasgpsocioeconomic
history, and family background, yet many scholars hawg éwgued that U.S. schools
typically serve the interests of capitalism (Coll2@00, 60; Lareau and Weininger 2003).
This in turn reproduces a system of racial, gender, asd staatification (Tyson 2003).

If both these concepts have the slightest validitiyighlights the complexities Black girls
must perpetually confront. A report by the Women’s Educatiggaity Act Program as
sponsored by the U.S. Department of Education in 1987 foun®&kek females did not
receive the same quality of instruction as white stued@tS. Dept. of Education 1987).

They are more socially isolated in desegregated classrttan Black males and they
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receive less teacher and peer attention (Grant 1984s tedl 2004). In subtle ways,
most Black females were encouraged to assume steregtyges of Black women in
society rather than to strive for alternatives (Lexdb971, 150; Giddings 1984; Sadker
and Sadker 1994; Biblarz and Raftery 1999; West Stevens 2002, 12l§oAAsequence,
they are discouraged from liking school and thereforp dud before graduating. This
report sought to deal with what Patrick Moynihan wrote alesg than ten years prior in
his document when he referred to the “the feminizatiopoverty” (Pearce 1978). Much
has been learned about Black girls since the Women’s Eolm@and Equity report of
1987 and schools have struggled to amend this pattern of thésghteviously stated,
Black girls who have effectively navigated the labyriafla school's bureaucracy to
attain their academic goals are rarely the focus ofareprogressive research. Unless
we investigate the experience of these young womewilvee unable to generate
strategies to support other girls of various ethnicitieseaen boys in their struggles
toward academic achievement (Carter Andrews 2009).

Most research about the educational experiences of Btadkents concentrates
primarily on the failures of Black students to achievthatsame academic level as their
white counterparts (Clark 1983; Ladson-Billings 1994). Many ludfezed that Black
students burdened with the historical realities of theeAtan society, enter the process
of formal education with a distinct disadvantage. Thakes it somewhat curious that
(Hallinan 2001; McElroy-Johnson 1993) Black girls in school hamebeen the focus of
the agenda of social science research (Lightfoot 1976, ZA8]x. invisibility highlights

the need for research agendas that are antiracist ama-adented (Henry 1995). Sara
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Lawrence Lightfoot articulated within her piece entitl8dcialization and Education of
Young Black Girls in Schoolthe tenuous place Black girls hold in the American
zeitgeist.

As discussed previously, education has always been imptottdre Black
female. In the Jim Crow South, the education of fes&bok precedence over the
education of males (Giddings 1984, 109 Turner 2003). Black femalesaften
educated to enter professional occupations such as teaclaagid employment as
domestics or field hands. In the efforts to reform Aigaar institutions, particularly
schools, Black women have been at the forefront {(\8ts/ens 2002, 29). The Voting
Rights Act of 1964, the Civil Rights Act of 1965, and othepamant federal, state, and
local legislation have made it illegal to discriminateréage, sex, national origin, age, or
disability. These policies have resulted in substabgakfits for Black women (Weber
2001; Hanson et al 2000; Stabiner 2002).

For Black girls, education can ameliorate the negatwsequences of the dual
oppressive intersections of race and gender (Grant aaeb8r1997; Mazzella and Pecora
1999; Hanushek and Rivkin 2009). Poverty has always beenlangefaced by a great
many Black women. In 2008, nearly 40 million people in theddhbtates lived with
incomes below the poverty level (U.S. Census 2010). Manre 15 million of those were
women aged 18 and older, accounting for 13.0 percent of tlitefeiale population. In
comparison, 9.6 percent of adult men lived in poverty. \Watjard to race and ethnicity,
non-Hispanic White women were least likely to experigmoeerty (9.4 percent),

followed by non-Hispanic Asian/Pacific Islanders (12.0 paicén contrast, more than
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22 percent of Hispanic, non-Hispanic Black, and non-Hispanierfan Indian/Alaska
Native women lived in poverty (U.S. Department of Healhd Human Services 2008).
An education can lessen the likelihood that a Blackvgltlend up in poverty
particularly if she sidesteps the impediments to ssoetdch include teen pregnancy,
drug or alcohol addiction, or involvement in other atiggi that effect educational
attainment.

Black girls understand the role education plays in aamgetheir goals because
many do aspire to be educationally successful (Carter #sd2809; Giddings 1984,
136). Since most research is comparative, conclusiang alchievement have Blacks as
a group performing less well than their white counterpautsBlack girls perform
significantly higher than Black boys (Mickelson and &re 2006; Rouse and Barrow
2006; Tyson 2003; Hubler 2000; Hanson et al, 2000). Various facteesiean
determined to be the cause of this finding. Family strucsa@peconomic status of the
family, neighborhood and quality of schools, and teachingipeschave all been cited as
explanations for poor student achievement. Black girls hesterically been encouraged
to attend school and be successful, while the relatipriglack boys have with schools is
often antagonistic. Black boys, unlike Black girls havenie subject of a growing
number of scholarly works over the past two and a halides (Howard 2008). Black
boys make up 7% of the nation’s PreK-12 student populationhggtconstitute a
disproportionate percentage of students in special edugabgnams within those
schools. Since the passage of the Title IX of thecBtion Amendments of 1972, girls in

general have had more opportunities than all previous gemergHanson et al 2000).
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While White girls have benefitted mightily from new kand reform efforts, Black girls
are often categorized as falling short of the objestiee academic targets. Some studies
show evidence that Black girls are socialized in a fgeader equitable” manner which
may make them more open to consider nontraditionaécaspirations, but class and
race bias disillusionment about real job opportunitiegrmatlized oppression, and
continual discrimination can cause Black girls to loWeir expectations and efforts.
Teachers make a substantial difference in the stigpekperience of Black girls as well
(Ladson-Billings 1994; Henry 1995; Ladson-Billings 2005; LaPetrdl 2008). Teachers
who are aware of their own biases and practice thaft loy supporting and respecting
students will increase those students’ attachment to kahdanake the experience more
socially and academically encouraging (Hanushek and Rig2RiD9). Teacher
expectations must remain elevated and consistent soyssugen’t have their
participation and achievement impeded (Hallinan 2008). Scheeld to also be
welcoming places for Black girls. Many reform efforts/h failed to address or
recognize the serious inequities in the distributionathbmaterial and human resources
among diverse student populations (Edwards et al 2000). THess &ave imposed a
technocratic, de-personalized, and unnecessarily punitivectisnal framework on the
process of education which suppresses the humane andrn&lapproaches to learning
that as discussed earlier is the way Black girls ac@bzed and thrive.

In order to be successful in school, Black girls haviggtore out “who to be” in

the educational arrangement. Some Black teens haversraselves as strangers in

America or interlopers on their journey to adulthood. Htigude is often reflected in the
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dishonor some Black youth assign to academic achieveBlack students who are
academically successful are labeled as “acting whitdicpéarly as they reach middle
and secondary school (West Stevens 2002, 39). Studentshidkgvmust reject their
home culture in order to get good grades and progress sttally (Thompson 2004).
Speaking standard English, having white friends, listeningvtoté people’s music,”
walking a particular way, and refusing to adopt specifjc&8lack” ways of doing things
was considered “acting white” (Ross Leadbeater and Way 1B&ik boys tend to have
more polarized opinions about this concept than Black.didr Black boys, their
masculinity was tied up in disavowing this phrase, whactttiem meant to “act white”
was to “act female” (Horvat and Lewis 2003). Some re$easccontend that whiteness
must be repudiated in order to claim black humanness. Tdmarda for Black teens in
embracing American culture is one in which Blacks hal@gacy of investment and
ownership while sustaining a positive ethnic identity. PerBdgsk girls adjust better to
this cultural dichotomy because they have to also oahthe implications of their
gender. John Ogbu has written extensively on the nofiémppositional culture” (Fisher
2005; Ogbu 2003). He suggests that years of oppression faced kydakes in the
United States has caused Black students to form an oppastigture model in which
they no longer see the value of education and see suceascation as a white value or
trait. Many have opposed this theory believing it to ottarize Black students as a
homogeneous collective; this in fact permeates mutheafesearch on Black students
(Horvat and Lewis 2003). Black girls however, who achiewelagh level in school

have peer groups who counter the negative influences ant/@ly<iffirm them in the
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academic pursuits. Moreover, the positive reinforcertiattthe participants received
from their friends helped to mediate the affectivesalignce that the oppositional cultural
model associated with Black performance (Allen et al 1€2iokson, Jr and Hodges,
1991; Ogbu 2003). Black girls demonstrate that being Black and aneambt
incongruent. They are active participants in their stshand their peer groups. These
groups neither undermined nor derailed the intellectual patamd career aspirations of
these young girls. Once again, school culture and teauleeactions can alleviate any
negative effects that Black girls confront in theiioefs to perform effectively in school
(McElroy-Johnson 1993; Kunjufu 2002). Schools need to provide a gpaB&ack girls
to explore their essence without limits and provide éseurces to discover their

interests in a safe and nurturing environment.

Summary

This chapter began by presenting the historical relatipristtween Black girls
and the American education system by recounting howoitiety moved from the era of
slavery into the current scholarship on Black womens rotheir path toward literacy
and academic achievement. Then the literature was edsasd theoretical perspectives
expanded in an effort to understand and explore habitlis afel social capital. Where
Bourdieu locates the notion of disposition in his theoatframework and the role
disposition play in educational dedication is wovenp ffite discussion of the particular
experience of Black girls and their postsecondary agpisa Finally, a description was

offered of the overall experience of Black girls ie tireater society and how that relates
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to their involvement in the education process. This Beation discusses in greater detail
the implications and the overall importance of suckxamination. This work situated
Black girls at the center of scholarly analysis.dRlgirls have rarely been the sole focus
of journal articles except when comparing them to otbods. But Black girls are
unique in their societal positioning. Most writings incorpoilEck girls in discussions
about Black women which connect them prematurely withonsidering the role youth
plays in their experience (Carroll 1997; West Stevens ZB2]acob 2002). Black girls’
voices have been underrepresented in the academituliteeand public discourse unless
debating their sexuality, academic deficiencies or wtieg rank in relation to white
girls or Black boys (Clark and Nunes 2008; Stokes 2007).

This study explores the extent to which Black girlstisgration in college
preparatory activities depends upon how these girls perttewselves and what they
expect as far as educational attainment. The use of Bolsdheories to elucidate the
experiences of these girls supports the fundamentabdtias work which is to explore
how disposition, in this case, Black girls’ self-percepsi and educational expectations
effects participation in college-going pursuits. Thdsotetical frameworks along with
the methodological framework operate in concert to leare about the lives of this

particular population.



CHAPTER 3
DATA AND METHODS OF ANALYSIS

Few studies examine how Black girls participate in tHiege preparatory
process and even fewer address the role disposititimsinase, self-perceptions and
educational expectations plays in how students participakatprocess. Students who
view their futures with optimism are more likely to papate fully in school. Self-
perceptions such as optimism are motivating factoasstudent’s academic achievement
(Pajares 2001). Educational professionals have theoriaegttidents who believe in
school as a means to fulfill their future aspirationgagre in the instructional process
with confidence and determination. A positive perspectnabkes people to set goals,
make commitments, and cope with challenges (FischeLaitehberg 1986).

In their effort to include all groups, most researcheeka “multicultural”
research cohort which often leaves underdeveloped tbesgisn of Black girls’ lives
into a cohesive discussion (Henry 1995). The experiedd@sck girls are usually
approached comparatively and the issue of race is s&dalyzed in significant ways
(Gerwirtz 1991; McElroy-Johnson 1993; Perna 2000). Even orgamszahat compile
national statistics aggregate data by race or genderwviingher distinctions. This
study using secondary data from the National Educationaditiainal Study (NELS:88
1988) examines the impact of Black girls’ self-percepticth @fucational expectations

on their participation in academic activities that pregaem for going to college.

48
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There are many factors that set this work apart fromretas it endeavors to
augment the current scholarship. Black girls are thegpyimnit of analysis as few
studies have explored what many Black feminist theodststify as a group with
invisible societal status (Lightfoot 1975; Collins 2000; A0I01). This analysis does not
compare Black girls’ experience to that of other girlsuay other groups. They were
treated as a distinctive population with a complex m@fetiip to the process of social
investigation. Like other groups previously neglected in scsloila, Blacks have been
active in defining their own communities, their ideatslues, and activities (Carlson
1992). Historically, Black women empowered themselves agid¢bmmunities to take
control over their own lives (hooks 1989; Giddings 1994; CoRbE0; Williams 2005).
Social historians have found that groups presumed by the &ogety to have been
passive, were in fact active figures whose cultures witea only invisible to the larger
society (Carlson 1992). This work explores the possibiections among Black girls’
perceptions of themselves and their potential and howpdwigipate in the college-
bound preparatory process with explicit attention to ddterences in their perceptions

affect Black girls’ actions in this realm.

Research Hypotheses

As stated earlier, research that focuses on the expes of Black girls is limited
(Lightfoot 1975; Giddings 1984; West Stevens 2002). An explaratidhe studies that
use the NELS:88 data set reveals that no more than 1€8é afticles involve Black

girls as the sole unit of analysis (NELS:88 1988). Thearesehypotheses investigated in
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this work were constructed to offer a more complete mabdfithe population’s actions
toward their educational aspiration. The hypotheses are

1. Black girls who possess a positive self-perception paatie more
consistently in academic activities that prepare thengding to college than
girls who do not

2. Black girls who expect to attend college participate ncoresistently in
academic activities that prepare them for going teegeltthan girls who do
not

3. Black girls who possess a positive self-perception apdcaixo attend college
in 8" grade participate more consistently in the college-goiaggration

process in 18 and 12" grades than girls who do not

Description of Data

During the spring term of the 1987-1988 school year, the Natd@nter for
Education Statistics (NCES) initiated a national loungjital study of 8 grade students
attending 1,052 high schools across the United Statesalofd?4,599 8 graders were
surveyed in the base year of NELS:88. Many of these students were resurveyed in
1990, 1992, 1994, and 2000. The data used for this study were drawttinérdase year,
the first, and the second waves of the National Edutabngitudinal Study (NELS).
The base year of the National Education Longitudinadlsof 1988 (NELS:88 1988)
represents the first stage of this major longitudinfiretiesigned to provide trend data
about critical transitions experienced by students asléaee middle or junior high

school, and progress through high school and into postdagomstitutions or the work
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force. The panel study employed a clustered, stratifitidmal probability sample of'8
grade students.

The first follow-up in 1990 constituted the first opporturiagy longitudinal
measurements from the 1988 baseline. It also provided aacmmp point to high school
sophomores-ten years before, as studied in High SemoloBeyond (HS&B). The
dataset captured the population of early dropouts (thbsdeft school prior to the end
of tenth grade), while monitoring the transition of shedent population into secondary
schooling

The second follow-up took place early in 1992, when most sampibers were
in the second term of their senior year. The secolt@yfeaup provided a culminating
measurement of learning in the course of secondary k@rabalso collected
information that facilitated the investigation of tinansition into the labor force and

postsecondary education after high scHool.

Base Year Sample Design

The base year (1998) successfully surveyed 24,599 stiidaumtsf some 26,432
selected 8-graders, across 1,052 public, Catholic, and other privatochn addition
to filling out the questionnaire, students also completegsassents in four subjects

(mathematics, science, reading, and social studies)bdse year also surveyed one

2. National Education Longitudinal Study (NELS), 1988, httpe#ned.gov/surveys/nels88/,
accessed 28 February 2009.

3. The base year to second follow-up data set included putiie-use electronic codebook
(ECB) contain all cases that were ever part of the NB8. This includes individuals who were ineligible
to participate in the base year, as well as thosewene freshened into the study during the first or second
follow-up studies it is thus important to use flags and weightseate a working data set to delete cases
that may be extraneous to a planned analysis.
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parent, two teachers, and the principal of each selstidént. The base year research
instruments collected information about home, schooljragididual factors that could
serve as predictors for later outcomes. Informatidiected in the base year included
family income, parental education, and occupation; parespatations for their's
grader; the 8-grader’s educational and occupational aspirations and [seinsol
experiences, extracurricular activities, jobs and chéeésvision viewing, and reading;
teacher perceptions of thB-§rader’s classroom performance and personal
characteristics; curricular and instructional informatabout the classes in which
teachers taught thé"@rader; the teacher’s own background and activities; and th
principal’s reports on the educational setting and envirohofehe school.

The base year sample was important as a foundatiamétarstanding the
trajectory of the Black girls’ experience. Eighth gnadéeliefs are much more likely to
have a tenor of optimism and hopefulness than thosklef students because beliefs
become more realistic and defined as students age (Gdidzpag).

Table 1 details the weighted base year sample resgptadthe NELS(88) survey
instrument. This study concentrates on how Black girls particifratbe educational
process and how their beliefs about themselves affduteday they prepared for the
continuance of their schooling. As Table 1 indicates, 928k3 non-Hispanic girls
compose the sample for analysis in this study. This kaisytarge enough to have high

confidence in the findings that convey the distinct emees of this population (Battle

4 Analysis weights are also known as nonresponsive-adjugtights, and as final weights. They
are to be distinguished from raw weights (or design weightsrh have not been adjusted to compensate
for patterns of nonresponsive. Only analysis weightsaappethe NELS:88 data files. If weights are not
used, the estimates that are produced will not be reiedise of the population about which the study
attempts to estimate.
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and Coates 2004, Griffin and Allen 2006; Glick et al 2006). Theosghrwas not
comparative in nature but rather intended to exploreercompletely the lives of Black

girls.

Table 1. Weighted Base Year Frequency Demographics

Male Female Missing Refusal Total

Asian, Pacific 367 390 7 0 764
Islander

Hispanic 643 783 17 1 1444

Black,non- 456 578 7 0 1041
Hispanic

White,non- 3604 3965 54 3 7626
Hispanic

American 192 207 0 0 399
Indian

Multiple 6 10 1 0 17
responses

Legitimate 175
skip/not in
wave

TOTAL 5308 5986 86 4 11559

Source National Education Longitudinal Study (NELS:88).

First and Second Follow-Up Waves

The first follow-up took place in 1990. In the NELS:88 fii@tow up there are
19,260 participants (18,220 students and 1,040 dropouts) from a sHp|€00. The
first follow-up presented three major new analytic opjoaties: (1) longitudinal analysis
of gains in tested achievement and the correlates ofvechent gains, (2) identification
of high school dropouts and investigation of why some sitisd#rop out of school and
others persist, and (3) cross-cohort comparison (1990 tigioksophomores could be

compared to sophomores in 1980).
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The first follow-up sample of Black, non-Hispanic fensatkecreased about 13%.
The follow-up survey was more specific to Black girlsinexperiences as T@rade
students. The self-perception of these students incorpdtseenew understandings and
how they effected the Black girls’ participation in thestsecondary educational process.

The second follow-up took place in the spring term of the 8294chool years
when most sample members were in their final semestagh school. There were
21,188 student and dropout participants. This follow-up providedha@rating
measurement of learning in the course of secondary ahdalso collected information
to facilitate investigation of the transition into tlador force and postsecondary
education after high school. As in the first follow-time sample was freshened, this time
to represent the high school senior class of 1992. Trendarisans can be made to the
high school classes of 1972 and 1980 that were studied in psevadional surveys.
Students who completed the second follow-up survey were modful of their

immediate futures posthigh school and their responsiestedd this new reality.

Table 2. First Follow-Up (F1) and Second Follow-Up (F2)gEency of Black, non-
Hispanic Female Participants

F1 F2
School status Frequency School status Frequency

In school, in 18 grade 502 In school, in $2yrade A78

In school, not in 10 grade 45 In school, not in 1@rade 18
Dropout 26 Dropout 77
Ineligible 0 NA NA

Out of scope 0 NA NA

Status unknown 5 Status unknown 5

Source National Education Longitudinal Study (NELS:88).
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The NELS:88 8 grade base year sample was composed of 578 Black giels (af
accounting for the legitimate skips, missing, refusdl emltiple responses). There were
478 respondents who remained as active participants frofindihf®llow-up through the
second follow-up. Table 2 provides the first and secondwelip of Black, non-Hispanic
females. The degree of attrition among Black, non-Hiigpemale respondents from the

base year through the second follow-up can be seegumne-i.

578 - 502 =76 /578 * 100 = -13.149%

502 - 478 =24 /502 * 100 = -4.781%

Figure 1. The level of participant attrition from thesbgear through follow-up 2

Data Collection

During the spring term of the 1987-1988 school year, the hNadt©enter for
Educational Statistic (NCES) initiated this national lomginal study of 8 grade
students attending schools across the United StatesaBkeyear through the third
follow-up surveys were conducted by the National Opinioseech Center (NORC) at
the University of Chicago. A total of 24,599 graders were surveyed in the base year of
NELS:88. Many of these same students were resurveyed in 1988, 1994, and 2000;
therefore the study can be considered one continuoasdrélthe study was designed not
only to follow a cohort of students over time, but alséfreshen” the sample at each of
the first two follow-ups, and thus to follow multiple geadefined cohorts over time. The

freshening of the sample not only provided comparabiligaidier cohorts, but it enabled
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researchers to conduct both grade representative cragsiaeand subsequent

longitudinal analyses with the data.

Study Variables
This research examined the impact of Black girls’ selég@gation and educational
expectations on participation in activities that denogp@ration for going to college.
The unit of analysis in this study is the Black, non-Higp females who participated in
the NELS:88 survey, and variables regarding self-perceptidrpostsecondary
aspirations were examined for their impact on engagirngliege preparatory activities —

the central concern of this research.

Independent Variables

Two types of independent variables were used in the analy® first were
independent variable related to self-perception. They camne thhe exact questions that
were asked on all three waves of the NELS:88 surveysaibwers to these questions
were explored for their impact on specific dependentises and provide an
understanding of the self-perception of these girls. 8 are two queries within this
independent measure: (a) “I feel good about myself” antl (bl | am a person of
worth, the equal of other people.” The second type of inadkpervariable directly
addressed the Black girls’ expectations about their eidnedfuture. The question for
this independent variable was: “how far in school do yon fgaget.” This question were
worded somewhat differently in each wave, but in ezde the questions get to the

respondent’s assessment of how far she would progressythschool.
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Self-Perception Independent Variable

The questions composing the measures of self-percegtied ghe participant to
choose: strongly agree, agree, disagree, or strongly eiessagth the assertions “I feel
good about myself,” and “I am a person of worth equatioé¢iopeople.” These variables
were recoded and classified the responses into twoara&ggstrongly agree (coded one)
and all other substantive responses (coded two). All pibesible responses including
missing data, multiple answers or legitimate skips wered missing and were not used

in the analysis.

Educational Expectations Independent Variable

The second category of independent variables addresseddilis’ expectations
about their educational future. The questions composinqéasure of educational
expectations asked the respondents, “how far in schogda@lan to get?” The
responses ranged from “won’t finish high school” to “higbehool after college.” In
both the first and second follow-up waves, the respageseed more specificity about
college plans which researchers have maintained is dhe fmospect of graduating high
school based on their experience with the schoolinggs(Griffin and Allen 2006; Hill
2009). Possible responses were as follows: Less than gblggraduation, high school
graduation only, vocational, trade, or business schoollafirschool, less than two
years of college, two or more years of college (incigdwo-year degree), finish college
(four — or five-year degree), Master’s degree or equivakimD, M.D. or other advanced

professional degree.
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For each wave, variables were recoded into two categdwel go to college” (coded
one) or “wont’ go to college” (coded two). All other gidde responses including
missing data, multiple answers, or “l don’'t know” wepgled missing and were not used

in the analysis. Figure 2 presents the categoriestbftippes of independent variables.

Self-perception Educational Expectations

1. | feel good about myself

(1= agree) or (2 = disagree) 1. How far in school do you plan

to get? (1 = will go to college) or

2. | feel | am a person of worth, (2 = won't go to college)

the equal of other people
(1 = agree) or (2 = disagree)

Figure 2. The independent variables and the possible response

Dependent Variables

The dependent variables, also coded as nominal, consfsa#idhe activities
engaged in by students who aspired to continue their eduedtibe postsecondary
level. These were survey questions that addressedstreea$ college preparation. These
extensive data sets allow an analysis of respondentamdwered either in the
affirmative or the negative. For example, in the Bave there were questions that asked
the respondent whether they had spoken to various indigidibalut their high school
program, or whether the respondent was a member aaaemic club, the talented and
gifted program, or upper level math and science classetheAwaves proceed, the
survey questions became more specific, for example2,inéSpondents were asked
about college entrance exam preparation courses and thicspaleges or universities

they had applied to attend. The dependent variables illedtiat-igure 3 represent the
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exact survey questions that compose the dependent me&spenses to the
independent and dependent variables were examined so theatildigetermine the
kind of impact the independent variables had on these depera@bles. For example,
are Black girls who feel good about themselves presdmgher ability groups at higher
rates than girls who do not feel good about thems&le addition, do Black girls who
intend to go to college after they graduate from highaigblan to take the College
Board SAT Test at a higher percentage than girls who dplawotto attend college? All
of these questions were indications of the degree to vidlaxtk girls’ participation in the
college-bound process depended upon how they viewed themsadvike @ educational

futures.

Base Year (BY) §' grade

BYS66A-D — In advanced ability grou
BYS68A — Enrolled in Gifted and Talented

First Follow-Up (F1) 10" grade

F1S2( - Describe HS Progra

F1S50A— Does respondent plan to take pre-SAT
F1S50B- Does respondent plan to take College Board SA|
F1S50C- Does respondent plan to take ACT Test
F1S50D- Does respondent plan to take Advanced Placement

—

Second Follow-Up (F2) 12 grade

F2S12A— Describe HS program
F2S13E- Has respondent ever been in Advanced Placement
F2S44A— Has respondent taken pre-SAT
F2S44B- Has respondent taken College Board SAT
F2S44C- Has respondent taken ACT Test

Figure 3.The dependent variables that pertain to actiatidsheir NELS:88 survey
guestionnaire label.
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Analytical Approach

The objective in correlational research is to desdhieedegree of association
between two or more variables to see if patterns pbreses exist. In order to investigate
the extent to which Black girls’ participation in c@jéebound efforts depends upon how
these girls’ see themselves and their potential, Bpaity the greater participation in
college-bound efforts on the part of Black girls whodkmerceptions and educational
expectations are positive than those with less pes#f-perceptions and expectations,
we used descriptive and inferential statistics that inelitcgeneral tendencies in the data
(Creswell 2005). One of the major goals of this work waeature a group that had been
historically treated with indifference (Schaffer arkdnBer 2009). Most researchers
compare racial groups. Methodological advancements adafuentally responsible for
constructing an atmosphere which takes for granted tadysas will control for race
(Martin and Yeung 2003). There is an implicit understagdiat the goal of sociological
research in a racialized society is to “deracializg’findings because mainstream
sociologists seem to believe that most sociologicahpmena appear in a racialized
form. (Martin and Yeung 2003).

Many have used the NELS:88 data set to investigate a vafieggsues dealing
with race and gender. This data set is largely supportidesuribing cohorts which
allows researchers to convey a substantial reprdgentd any selected variable. As
stated earlier, the approach of this analysis beginsdeshriptive findings. In the initial
phase of the analysis, univariate analyses were camtedith the description of a single
variable and its attributes for the Black girls in thenple. Descriptive statistics were

utilized to describe the frequency of the responseicdtegories of the dependent and



61
independent variables for each of the waves. This asglysvides a summary of the
overall trends or tendencies in the data while offenisgght into how varied the
outcomes might be, that is, insight into the rang@@fdutcomes for relevant variables.
The recoding of variables was necessary in order tot @eir anain concern. The goal of
this research was to examine the impact of self-perceptid educational expectations
about educational attainment on activities that sigrofiege aspirations. The NELS:88
data set allows the researcher to observe a pletiiagsaues, but this work focused solely
on Black, non-Hispanic girls and their self-perceptiod educational expectations and
how these influence participation in the college-going process

The next stage was to carry out bivariate analysessesa the relationship
between the dependent and the independent variables to ideténenimpact the of the
self-perception and educational expectation measuresagk Birls’ participation in
college-bound activities. Cross tabular analysis provad@sual explanation of the data.
The tables were constructed using two sets of valueg down the side of the datasheet
and the other across the top. Crosstab queries are tweduimmarizing information,
calculating statistics, spotting bad data and lookingréaxds. Chi square tests were used
to determine the strength of the relationship betweeuahables. This analysis was not
structured to show strength of relationships, rathecdimeern was to provide a narrative
about the impact of self-perception on participationctivdies that denote Black girls’
intentions to go to college. The chi square tests substanbie findings and add weight

to the analysis.
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Limitations of the Study

Performing secondary analysis of quantitative data socgreases universal
challenges (Oyserman 2004; Nguyen and Taylor 2003; Alford 1998jeThight be
some drop off statistically from the base year thraihghsecond follow-up, however,
NELS:88 assures users that it is not significant. Tloblpm also arises with regard to
the treatment of missing data, but since this study didis®the socio-economic status
(SES),variable which constitutes the largest percentbigssing data, this issue was
averted. This data set also started with the basecgéart in 1988 which would make
the participants approximately 36 years old in 2011. Many aésgaaned innovations in
have taken place since then from the introductionefriternet, to the election of the
United States’ first Black president. It would be of giasdrest to discover the effect
these and many other societal developments have h#e dlata like those gathered
beginning in 1988.

The wording of many of the questions made analysis a ogallparticularly
when recoding variables. One example involves girlsWWadge of being in “ability
groups” in math, English, science and social studies.duestion was asked in the base
year only. Substantial numbers of girls were either uneuwere not aware that they
were in an ability group which required making assumptionstabe meaning and thus
the validity of such responses in the recoding proesgscially making the interpretation
of the findings regarding this variable somewhat problemmati

Another limitation of the data was the number of mgsmultiple responses, do

not know responses, and legitimate skip/not in wavgdastons. The number of Black
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girl in this study was already relatively small, arehting all these responses as missing
values lowered the number of participants even.

Secondary analysis of quantitative data is best atidesgand illustrating social
phenomena but less effective for determining why phenomena ¢Creswell 2005;
Babbie 2001). It is important to report that Black girls atgyzarticipate in the college
preparation process at a substantial rate and that Bidskvho are optimistic about
their futures participate at a much higher rate thas giho are positive about
themselves and their educational prospects participate coosistently than girls who
are less positive. This study, however, did not applyitgige methods that would allow
in-depth probing of participants’ perceptions, definitions @nodights regarding the
college preparation process. Many have also decried tingtthe concept of habitus is
problematic as an explanatory description of dynamic elintent because of its lack of
an adequate formation of the nature and location of hiagancy (King 2000).
However, for this study, the notion of habitus provide@pportunity to consider its
theoretical formulation in the context of addinghe scholarship regarding this specific

population.



CHAPTER 4
RESULTS

The results section begins by presenting descriptivetgiatisr each category of
independent variables from the base year through thedéaiow-up. The univariate
analyses encompass the frequency distribution and pagesnto measure the range in
values. This will be repeated with the dependent variablebserve the frequency and
percentage of Black girls who participate in postsecongi@paration activities. See
Appendix A for the matrix of all the variables.

Bivariate correlation analyses were performed tordasthe relationship
between the dependent and independent variables. In orfiettter refine the bivariate
correlation analyses, the variables were recoded &ffart to have fewer categories and
improve the analysis. This strengthens the researchlegudyomakes it more
straightforward in clarifying the objective to explotiee impact of self-perception on

participation in activities that denote Black girls’ intiens to go to college.

Univariate Analysis

Descriptive statistics are distinguished from othethoes like inferential
statistics, in that descriptive statistics aim to swampe data quantitatively without
employing a probabilistic formulation. The study sampletiie &' grade base year (BY)
included 578 Black girls after they were selected them flenentire survey of
respondents (If BYS12=2/sex & BYS31A=3/race). Table 3 denbtefequency

64
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distribution of the Black, non-Hispanic females respoitsl&om each wave and the
corresponding percentages from the BY through the secdiod/fup (F2). By the F2
wave, 18 of the sampled Black girls were in school btimthe 13' grade, 77 had
dropped out and 5 were reported as status unknown. NELS&88a# Dropped Out
survey for F1 and F2 respondents, but this study did not addosssstudents or those

issues.

Table 3. Unit of Analysis Frequency for Each Wave

n %
Base year 578 100
First follow-up 502 87
Second follow-up 478 83

Source National Education Longitudinal Study (NELS:88)

Self-Perception Independent Variable

Each time variables are analyzed, cases were setaagt@dorder to ensure that
only the Black, non-Hispanic females remain. This proeeassintegral in all subsequent
analyses because although the questions may haveilmglan in each wave, it was
important that the exact survey question from each Wwawemployed so the results were
verifiable. The self-perception independent variable weaspeised of two questions and
the first query this work sought to analyze pertaining tbpception had possible
responses that were identical in each wave. In ordeat@age the data, the “l feel good
about myself” variable responses were recoded. Stroggheavas coded one and called
AGREE, while agree, disagree, and strongly disagree weled2 and called

DISAGREE. All other responses were coded missing. Talthestrates the frequencies
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of the answers to the statement, “I feel good aborgelf” before the recoding.
Beginning in the base year (BY), the percentage of Blatkwho reported that they felt
good about themselves was substantially higher than thoseesponded disagree to the
survey question. As the survey progressed to the firstellp (F1), the Black girls
remained positive in their feelings about themselves owdr 90% answering
affirmatively and this continued into the second follopr{F2) wave with only 5%
answering that they did not feel good about themselvéh. yiantitative data it is
uncertain to ascertain what led to these optimigliieerceptions, but this initial analysis
creates the impetus for additional exploration.

Similar to the first self-perception query, the next surygestion of interest for
this project asked the respondents to reply to the statetham a person of worth equal
of others.” This self-perception question was also posedch wave. This variable was
recoded similarly to the “feel good” variable. Stronglyesgwas coded one and called
AGREE, while agree, disagree, strongly disagree was c»ded called DISAGREE.

All other categories were coded missing. Table 5 demoasttia¢ frequencies of the
answers to the query, “I am a person of worth, equathare” before the recoding.

A picture began to emerge with this cohort. As Table 5 lggtd, this analysis
approximated the previous query of the “| feel good about niyssiponses. From the
BY through the F2, Black girls agreed significantly witle query “I am a person of
worth, equal of others.” Over 85% in each wave answerdtkiaffirmative while less
than 10% answered disagree to this question. After thelirg;olable 6 illustrates those
Black girls who feel strongly that they feel good akihweimselves and feel they are

persons of worth, equal to other people.



Table 4. Frequency of Responses by Waves to the “| Feml &aout Myself” Self-
Perception Independent Variable

n %
Base Year
Strongly agree 306 52.9
Agree 231 40.0
Disagree 30 5.2
Strongly disagree 5 0.9
Multiple responses 1 0.2
Missing 5 0.9
Total 578 100.0
1st Follow-Up
Strongly agree 280 55.8
Agree 168 33.5
Disagree 20 4.0
Strongly disagree 5 1.0
Missing 20 4.0
Legitimate skip / Not in wave 9 1.8
Total 502 100.0
2nd Follow-Up
Strongly agree 283 59.2
Agree 138 28.9
Disagree 10 2.1
Strong disagree 5 1.0
Missing 40 8.4
Legitimate skip / Not in wave 2 0.4

Total 478 100.0
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Table 5. Frequency of Responses by Waves to the “| Pgala Person of Worth, Equal
of Others” Self-Perception Independent Variable

n %
Base Year
Strongly agree 302 52.2
Agree 213 36.9
Disagree 31 5.4
Strongly disagree 12 2.1
Missing 20 2.5
Total 578 100.0
1st Follow-Up
Strongly agree 239 47.6
Agree 196 39.0
Disagree 28 5.6
Strongly disagree 9 1.8
Missing 21 4.2
Legitimate skip / Not in wave 9 1.8
Total 502 100.0
2nd Follow-Up
Strongly agree 251 52.5
Agree 142 29.7
Disagree 27 5.6
Strong disagree 13 2.7
Missing 43 9.0
Legitimate skip / Not in wave 2 0.4
Total 478 100.0

Table 6. Frequency of Recoded Strongly Agree ResponsesaBgdno the “I Feel Good
About Myself” and “I Feel | Am a Person of Worth, EquélOthers” Self-Perception
Independent Variable

| am a person of worth,

| feel good about myself n % equal of other people n %
Base year 306 52.9 Base year 302 52.2
1° follow-up 280 55.8 1 follow-up 239 47.6

2" follow-up 283 59.2 % follow-up 251 525
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Educational Expectations Independent Variable

Many have articulated that the future appears promisinglé&mkRyirls who are
able to successfully complete high school and enrofistitutions of higher education
(Thomas and Jackson 2007). The educational expectations ideéepeariable asked
the respondents “how far in school do you plan to ge&#8el on frequencies
demonstrated in Table 7 these girls aspire towards cathegeculation at a substantial
percentage.

The recoding of these variables sought to determine thiosdelieved they
would go to college and those who did not as highlighted IleTé& The variable was
recoded and classified so all responses that specifaxddisessed the issue of college
aspiration became WILL GO TO COLLEGE (coded one) msponses that lacked any
indicated of college aspiration was recoded WON'T GOO@LLEGE (coded two). For
example, those answering higher school after collegs,than two years of college,
more than two years of college, master’s or equivalegtee, or PhD were also included
in the will go to college category. Those respondingtless high school or high school
only were included in the won't go to college category wthileremainder was
categorized as missing. Over 82% of the BY respondents setbaiirmatively to this
guery while less than 17% selected responses interpreted gsing to college. In the
BY wave, three girls responded that they would not gracugteschool. In F1 there was
a decrease in the number who did not plan to finish $atpool while those who
responded that they would attend college or finish alscedsed slightly. By the third

wave (F2), girls were more specific in their postseleoy plans and the answer choices
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Table 7. Frequency of Responses Prior to Recoding by Watkes tdow Far in School
Do You Plan to Get” Educational Expectation Independemtale.

n %
Base Year
Won't Finish H.S 3 0.5
Will Finish H.S 39 6.7
Voc,Trd,Bus Aftr H.S 52 9.0
Will Attend College 82 14.2
Will Finish College 213 36.9
Higher Sch Aftr Coll 180 31.1
Total 578 100.0
1st Follow-Up
Less Than H.S. Grad 6 1.2
H.S Graduation Only 31 6.2
< 2 Yrs Trade School 12 2.4
2+ Yrs Trade School 33 6.6
< 2yrs Of College 17 3.4
2/More Yrs Of Coll 64 12.7
Finish College 133 26.5
Master'S Degree 84 16.7
Ph.D., M.D. 109 21.7
Total 502 100.0
2nd Follow-Up
Less Than HS 1 0.2
Hs Only 11 2.3
Less 2yrs/Schi 6 1.3
More 2yrs/Schl 12 2.5
Trade Schl Dgree 16 3.3
Less 2yrs Cllege 7 1.5
More 2yrs Cllege 43 9.0
Finish College 145 30.3
Master’s or Equ 100 20.9
Ph.D.,M.D.,Other 90 18.8
Don’'t Know 30 6.3
Total 478 100.0

Note BY missing = 9; F1 missing = 4; legitimate skip,

not in wave = 2; multiple responses = 2

motvave = 9; F2 missing = 13; legitimate skip,
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Table 8. Frequency of Responses Prior to Recoding by Watkes tdow Far in School
Do You Plan to Get” Educational Expectation Independeamiaile

n %

Base Year (BY) (Full Sample (N=578)

WILL GO TO COLLEGE 475 82.2

WON'T GO TO COLLEGE 94 16.3
First Follow-Up (F1) (Full Sample (N=502)

WILL GO TO COLLEGE 407 81.1

WON'T GO TO COLLEGE 82 16.3
*Second Follow-Up (F2) (Full Sample (N=478)

WILL GO TO COLLEGE 385 80.5

WON'T GO TO COLLEGE 46 9.6

Note In F2, those answering “don’t know” (n=30; % = 6.3) wereoded missing because a determination
could not be made as to whether they would go to collegeto

reflected those options. Black girls in their seniomryea only aspired to finish college
(30.3%) but 21% answered Master’s or equivalent and 19% respohDed/ED. or
other higher degree. In the F2 wave, the total percentagehghtly skewed due to the
possible response of the additional response option “dooit’kwhich 30 respondents
selected. A determination could not be reached regardiag tlve respondents in F2 may
have meant by responding “don’t know.”

The educational expectation variable that asked thé Blials about whether or
not they will finish high school was initially planned an independent variable but was
not used in the bivariate analysis due to the lack o&mee in the responses. Almost all

of the Black girls responded that they would completé bBighool. Tables 9-11 show the
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Table 9. Frequencies of the Educational Expectation Indiegmevariable “Will
Respondent Complete High School” for the Base Year

Base year  Frequency % Valid % Cumulative %
Very Sure Will 480 83.0 83.0 83.0
Probably Will 82 14.2 14.2 97.2
Probably Won't 7 1.2 1.2 98.4
Missing 9 1.6 1.6 100.0
Total 578 100.0 100.0

Table 10. Frequencies of the Educational Expectation IndepeXdeable “Will
Respondent Complete High School” for the 1st Follow-Up

1st follow-up Frequency % Valid % Cumulative %

Yes / Very Sure Grad 431 85.9 85.9 85.9
Probably 54 10.8 10.8 96.6
Probably Not 3 0.6 0.6 97.2
No / Very Sure | Won't 4 0.8 0.8 98.0
Missing 1 0.2 0.2 98.2
Legitimate Skip / Not in Wave 9 1.8 1.8 100.0
Total 502 100.0 100.0

Table 11. Frequencies of the Educational Expectation Indepe¥deable “Chances
Respondent Will Complete High School” for the 2nd Relldp

2nd follow-up Frequency % Valid % Cumulative %

Very Low 3 0.6 0.6 0.6
Low 2 0.4 0.4 1.0
Fifty-Fifty 18 3.8 3.8 4.8
High 40 8.4 8.4 13.2
Very High 371 77.6 77.6 90.8
Missing 42 8.8 8.8 99.6
Legitimate Skip / Not in Wave 2 0.4 0.4 100.0
Total 478 100.0 100.0
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frequency of responses. Most Black girls aspired tgHimigh school. Less than 2%
answered that they would not finish high school in fthe waves. The" follow-up
presented some challenges regarding question wording wilidie discussed later in
the research, but less than 2% answered that the sharce low that they would

graduate high school.

Bivariate analysis

The next phase of the analysis was to examine the trop#iee independent
variables on the various dependent variables. Bivarrakysis is concerned with the
relationships between pairs of variables (X, Y) in ad&t. Bivariate analysis explores
the concept of association between two variables.agkeciation is based on how two
variables simultaneously transform together and to deterwhether the dependent
variables are impacted by the independent variablesuBedhis examination used
nominal variables, the use of cross tabular analysisapasopriate for exploring the
subject. Cross tabular analysis provided a visual explanatithe data. Crosstab queries
are useful for summarizing information, calculating stats, spotting bad data and
looking for trendsThis method cross-tabulates two variables, thus displdl#ig
relationship in tabular form. In contrast to frequencmsich summarize information
about one variable, Crosstabs generates information bauiate relationships. Chi
square test were used to determine whether an assooatielationship between the
independent and the dependent variables exist. Because Hupiale test assumes that

the expected value of each cell is five or higher, ealls less than that number were not
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analyzed which is why the “how sure are you that yougvdlduate high school” variable

was determined to be ineffectual for in depth analysis.

Base Year Analysis

The first set of independent variables asked particigamtsspond to questions
regarding self-perception. The first self-perception \deidl feel good about myself”
was further recoded so those who responded “stronglg’agnauld be analyzed with all
other responses recoded as “other” and the “| feel | person of worth, the equal of
other people” was similarly recoded. These questions arggmally selected because
they embodied the nature of the questions to be resehrthis study examined the
impact of self-perception on participation in activitibat denote Black girls’ intentions
to go to college. Both of these self-perception varialie® analyzed to explore the
impact on the college-going activities in which Blackgypharticipate that signify college
aspirations. The other independent variable spoke to theteohadaxpectations of these
Black girls’ and the furthering of their education whicasareated similarly to the self-
perception independent variables. The educational expetiatriable consisted of “how
far in school do you plan to get” and was analyzed fagffect on participation in
college-going activities.

Beginning with the base year (BY) a bivariate analysis performed to
determine the impact of both self-perception variabletheractivity dependent variable
related to ability groups. Ability groups indicate the leweéducational dexterity a
student has. Black girls are like all other students gédtgplaced into groups based on

their level of academic attainment. This question endilwrvey asked the girls, “what
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ability group are you in for the following classes” (Sggandix A). The ability group
variable was recoded for each subject. Those respondinthéyavere in the high ability
group were recoded 1 while the middle and low were caisgbtogether, called
mid/low and recoded 2. All other categories including arewtiged, don’'t know, or
missing were coded other. Most of the Black girls whpoeded that they feel good
about themselves were solidly displayed in the midddiity group in all subjects.
There were more in this category than in the highgaty. There does not seem to be a
statistically significant relationship between theééfgood” independent variable and
the ability groupings.

Something very interesting begins to happen when the secbpeisEption
variable is analyzed. When analyzing the ability groupgshesgion using the self-
perception independent variable “person of worth,” thdifigs were analogous to the
“feel good” variable in that the Black girls do feel ytae persons of worth and equal of
others at a very high percentage. The highest percent&dgck girls was in the middle
ability groups. More than 25% of the Black girls who stigraggreed that they were
persons of worth, equal of others were in the hightglghoup in all subjects. Those in
the “other” category, meaning they self-reported as beihgr un-grouped, did not
know which group they were in, were missing or answerdtpiaitimes were
beginning to rival the statistics of both the high and lowdgroups. Tables 12- 15
illustrate these findings.

When looking at the percentage within the high ability gretip responded
“strongly agree” and the total percentage of Black gwkhe high ability group, there is

a higher proportion of Black girls responding “strongly ajithan is represented by the
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Table 12. Impact of Base Year Self-Perception Independandble “I Feel | Am a
Person of Worth, Equal of Others” on the Self-RepbNath Ability Group Dependent

Variable
BY math ability group
High Mid/low Other Total
BY Feel Agree Count 86 128 82 296
Worthy % within New 29.1%  43.2% 27.7% 100.0%
Worthy
Disagree  Count a7 125 77 249
% within New 18.9%  50.2% 30.9% 100.0%
Worthy
Total Count 253 159 545
% of total 46.4% 29.2% 100.0%
Pearson Chi-square 7.632 df=2 p<.022

Note (N=578) MATH Ability Group 137 high; 225 middle; 35low;139 ategrouped; 24 | don’t know;

18-missing.

Table 13. Impact of Base Year Self-Perception Independandble “I Feel | Am a
Person of Worth, Equal of Others” on the Self-Remb8&eience Ability Group

Dependent Variable

BY science ability group

High Mid/low Other Total
BY Feel Agree Count 78 108 106 292
Worthy % within New  26.7% 37.0% 36.3% 100.0%
Worthy
Disagree  Count 43 105 99 247
% within New 17.4% 42.5% 40.1% 100.0%
Worthy
Total Count 213 205 539
% of total 39.5% 38.0% 100.0%
Pearson Chi-square 6.695 df=2 p<.035

Note (N=578) SCIENCE Ability Group 123-high; 202 middle; 18 low; 17&ndrgrouped; 34 | don’t

know; 1 missing.
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Table 14. Impact of Base Year Self-Perception Independandble “I Feel | Am a
Person of Worth, Equal of Others” on the Self-RepgbEaglish Ability Group

Dependent Variable

BY English ability group

High  Mid/low Other Total
BY Feel  Agree Count 97 106 90 293
Worthy % within New 33.1% 36.2% 30.7% 100.0%
Worthy
Disagree  Count 66 102 81 249
% within New 26.5% 41.0% 32.5% 100.0%
Worthy
Total Count 208 171 542
% of total 38.4% 31.5% 100.0%
Pearson Chi-square 2.893 df=2 p<.235

Note (N=578) ENGLISH Ability Group 169 high; 196 middle; 16 low;1&®n’t grouped; 27 | don't

know; 18-missing.

Table 15. Impact of Base Year Self-Perception Independandble “I Feel | Am a
Person of Worth, Equal of Others” on the Self-Repgb8ecial Studies Ability Group

Dependent Variable

BY social studies

ability group
High Mid/low Other Total
BY Feel  Agree Count 96 95 102 293
Worthy % within 32.8% 32.4% 34.8% 100.0%
New Worthy
Disagree  Count 46 105 96 247
% within 18.6% 42.5% 38.9% 100.0%
New Worthy
Total Count 142 200 198 540
% of total 26.3% 37.0% 36.7% 100.0%
Pearson Chi-square 14.474 df=2 p<.001

Note (N=578) SOCIAL STUDIES Ability Group 147 high; 185 middle; /174 aren’t grouped; 29 |

don’t know; 18-missing.
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total percentage of Black girls actually in the high abdiroup. This can be interpreted
to mean that Black girls who feel strongly that theglfworthy also self-report being in
the high ability group. This is not the case for the o#imlity groups, in the mid/low
category; the proportion of Black girls is greater tttavse who responded to feeling
worthy and self-report being in the mid/low ability group. Whaoking at the chi square
results of this self-perception independent variable thighability group dependent
variable, there seems to be greater statistical signife than was present in the “feel
good” self-perception variable. See Appendix A for the wardihthe “feel worth”
survey question. The relationship between the “| feet bgperson of worth, equal of
others” self-perception independent variable and theagildup dependent variable
seems to be significant for all subjects except Engtahalthough the relationship
between the self-perception independent variable andtlity group dependent
variable is not significant, the pattern remains. Ttalpercent of Black girls who self-
report being in the high ability group and feel they areqrex®f worth, equal of other
people is larger than the proportion of Black girls-sefforting that they are in the high
ability group. In Table 15 for example, 26% of the Blacksgse|f-report that they are in
the high Social Studies ability group, but when the seié@ption independent variable
is analyzed with the ability group dependent variable, theepéage of the girls increases
to more than 33%, therefore, Black girls who feel woghsceive their Social Studies
ability group as being higher than when they are asked bolytaheir ability group
designation. The increase in the percentage when thegendent variable is introduced

is curious as this only appears in the discussion reggatie high ability group. As
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expected, the percentage of Black girls who self-repoangoin the mid/low ability group
does not increase if they feel worthy.

Next, an analysis of the educational expectation indepgenaeiable “How far in
school will you get” was performed with the ability groupeéedent variable and a
significant relationship was present as seen in Tables 18-dignilar pattern emerges
when looking at the total proportion of Black girls wéelf-report being in the high
ability group. Those who responded that they will go téegel are higher in percentage
than the total percentage in the high ability group fosu#ljects. The relationship
between the educational expectation independent vaaabl¢he ability group
dependent variable shows significance with science Isigigtly less significant than
the others. The self-perception of Black girls seentetthat if they aspire towards
college matriculation, they must also be in the hightglgroup which is not the case for
those who report being in the mid/low or other abilityugy. For example, in Table 18
30.3% of the Black girls self-report being in the high Esfgability group but those who
responded that they would go to college self-report beitigeimigh English ability
group about 34%. This increase does not occur in any othiee ability groups based on
positive college aspirations.

The final dependent variable of interest in the BY aered the impact of the
self-perception variables on participation in the @ifad Talented program at their
middle schools. The highest percentage of Black girlsdicparticipate in this program
regardless of their responses to the self-perceptiopémdient variables or educational
expectation independent variables. Table 20 is the depwtithns actuality. There was

no significant relationship between the self-perceptidependent variable “I feel good
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Table 16. Impact of Base Year Educational Expectation Imakpe Variable “How Far
in School Will You Get” on the Self-Reported Math AtyilGroup Dependent Variable

BY math ability group

High Mid/low  Other Total
BY How Willgo  Count 129 208 128 465
far in to % within How 27.7% 44.7% 27.5% 100.0%
school college  far in school will
will you you get? BY
get? Willnot  Count 8 51 33 92
goto % within How 8.7% 55.4% 35.9% 100.0%
college  far in school will
you get? BY
Total Count 137 259 161 557
% of total 24.6% 46.5% 28.9% 100.0%
Pearson Chi-square 15.069 df=2 p <.001

Table 17. Impact of Base Year Educational Expectation Imdkpe Variable “How Far
in School Will You Get” on the Self-Reported Sciendali®y Group Dependent

Variable
BY science ability group
High Mid/low  Other  Total
BY How Willgo  Count 111 173 173 457
far in to % within How 24.3% 37.9% 37.9% 100.0%
school college  far in school will
will you you get? BY
get? Willnot  Count 12 46 34 92
go to % within How 13.0% 50.0% 37.0% 100.0%
college  far in school will
you get? BY
Total Count 123 219 207 549
% of total 22.4% 39.9% 37.7% 100.0%
Pearson Chi-square 7.171 df=2 p<.028
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Table 18. Impact of Base Year Educational Expectation Imakype Variable “How Far
in School Will You Get” on the Self-Reported English kiiGroup Dependent Variable

BY English ability group

High Mid/low  Other Total
BY How Willgo  Count 155 166 141 462
far in to % within How 33.5% 35.9% 30.5% 100.0%
school college  far in school will
will you you get? BY
get? Willnot  Count 13 46 33 92
go to % within How 14.1% 50.0% 35.9% 100.0%
college  far in school will
you get? BY
Total Count 168 212 174 554
% of total 30.3% 38.3% 31.4% 100.0%
Pearson Chi-square 14.209 df=2 p <.001

Table 19. Impact of Base Year Educational Expectation Imakpe Variable “How Far
in School Will You Get” on Social Studies Ability Grolependent Variable

BY social studies

ability group
High Mid/low  Other Total
BY How Willgo  Count 134 158 168 460
far in to % within How 29.1% 34.3% 36.5% 100.0%
school college  far in school will
will you you get? BY
get? Willnot  Count 12 47 33 92
goto % within How 13.0% 51.1% 35.9% 100.0%
college  far in school will
you get? BY
Total Count 146 205 201 552
% of total 26.4% 37.1% 36.4% 100.0%
Pearson Chi-square 13.295 df=2 p <.001
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Table 20. Impact of Base Year Self-Perception Independanmdble “I Feel | Am a
Person of Worth, Equal of Other People” on Participatiothe Talented and Gifted
Program Dependent Variable

Tag
Yes No Total
BY Feel Agree Count 59 227 286
Worthy % within New 20.6% 79.4% 100.0%
Worthy
Disagree Count 30 205 235
% within New 12.8% 87.2% 100.0%
Worthy
Total Count 89 432 521
% of total 17.1% 82.9% 100.0%
Pearson Chi-square 5.631 df=1 p<.018

about myself” and participation in the Talented and GiRealgram, but there was a
significant relationship between the self-perceptiorpehdent variable “| feel | am a
person of worth, equal of other people” and participaticdheénTalented and Gifted
Program. Even though most Black girls did not particiratbe Talented and Gifted
Program, the proportion of girls who responded stroaghge to the self-perception
independent variable is higher than those who respondethélyatvere in the Talented
and Gifted Program, meaning Black girls who strongly adreg @re worthy believe
they are in the Talented and Gifted Program.

In order to see if participation in the Talented ande@ifpprogram can be
determined more concretely, the analysis of this dependeiable was looked at using
ability groups as the independent variables. Tables 21-24 deatertbe findings.

Clearly, those in the high ability groups participatehm Talented and Gifted program at
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Table 21. Impact of Base Year Self-Reported Math Abilitgup as the Independent
Variable on Participation in the Talented and GiftedgPam Dependent Variable

Tag
Yes No Total
BY Math High Count o4 78 132
Ability % within Math 40.9% 59.1% 100.0%
Group Ability Group
Mid/low Count 27 219 246
% within Math 11.0% 89.0% 100.0%
Ability Group
Other Count 11 145 156
% of total 7.1% 92.9% 100.0%
Total Count 92 442 534
%% of total 17.2% 82.8% 100.0%
Pearson Chi-square 69.983 df=2 p < .000

Table 22. Impact of Base Year Self-Reported Science p@libup as the Independent
Variable on Participation in the Gifted and TalentedgPam Dependent Variable

Tag
Yes No Total
BY High Count 44 71 115
Science % within Science 38.3% 61.7% 100.0%
Ability Ability Group
Group Mid/low Count 27 183 210
% within Science 12.9% 87.1% 100.0%
Ability Group
Other Count 21 180 201
%% of total 10.4% 89.6% 100.0%
Total Count 92 434 526
%% of total 17.5% 82.5% 100.0%

Pearson Chi-square 44.410 df=2 p < .000
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Table 23. Impact of Base Year Self-Reported English AdBitoup as the Independent
Variable on Participation in the Talented and GiftedgPam Dependent Variable

Tag
Yes No Total
BY High Count S7 104 161
English % within English 35.4% 64.6%  100.0%
Ability Ability Group
Group Mid/low Count 20 180 200
% within English 10.0% 90.0% 100.0%
Ability Group
Other Count 15 155 170
% of total 8.8% 91.2% 100.0%
Total Count 92 439 531
% of total 17.3% 82.7% 100.0%
Pearson Chi-square 52.806 df=2 p < .000

Table 24. Impact of Base Year Self-Reported Social Stédidsy Group as the
Independent Variable on Participation in the Talented aftdd3rogram Dependent

Variable
Tag
Yes No Total
BY Social  High Count o1 91 142
Studies % within Social 35.9% 64.1% 100.0%
Ability Studies Ability
Group Group
Mid/low Count 20 175 195
% within Social 10.3% 89.7% 100.0%
Studies Ability
Group
Other Count 21 172 193
% of total 10.9% 89.1% 100.0%
Total Count 92 438 530
% of total 17.4% 82.6% 100.0%
Pearson Chi-square 46.589 df = p < .000
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a higher percentage than those who are in the othéy @vdups and the relationship
between ability group and participation in the TalentedGiftéd programs is more
significant than either of the self-perception variabfdslity grouping seems to
correlate highly to participation in the Talented andediforogram. Even though most
Black girls did not participate in this program, using abtjtguping to analyze its
impact on participation in these programs proved to befgigni. As with the previous
results, the “other” category in the ability groupings larger in some cases than the high
category. This meant that in the subject ability groupstter they were dependent
variables or independent variables, many Black girls didsseem to know their ability
group designation or they were not grouped. In order to [t of programs like
Talented and Gifted knowledge of one’s ability grouping seesal. Black girls who feel
good about themselves, feel worthy, plan to graduate fromdtigool and aspire toward
a college education yet didn’t seem to know their algliuping was somewhat
perplexing but will be further developed in the subsequent svdl@wever, even when
the ability groups became the independent variable, tipgron of Black girls who
self-reported being in the high ability group responded tacgaating in the Talented
and Gifted Program at a higher percentage than the pageeot Black girls who
responded that they participated in the Talented and Giftegtdm, meaning those
Black girls who self-reported being in the high abilitpgp believed they were in the
Talented and Gifted program at a higher percentage tharkhevho responded to the
query regarding their participation in the Talented ante@iProgram. This belief held in
all subjects. In Table 22 at least 17.5% of Black gidpoaded that they participated in

the Talented and Gifted Program, but those who self-tegdeing in the high Science
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ability group responded that they participated in the Taleatel Gifted Program 38.3%
which is more than 20% more than had responded they pat#di in the Talented and

Gifted Program.

First Follow-Up Analysis

The first follow-up wave (F1) wave consisted of 502 Blawky-Hispanic females
that remained from the base year wave. These respsndere all in the T0grade
when this survey was administered. The self-perceptioabes were identical to those
in the base year, but the educational expectation indepénariables concentrated more
specifically on college as an objective. By'Ifrade, most students have begun preparing
for life after high school (Alexander et al 2008). Tlaeg reviewing their records and
meeting with school counselors to discuss their acadpragram. At this point, the
cohort must begin to prepare for college entrance sxplan careers, and set goals for
the remainder of their high school experience. Bladk’gielf-perception remained
positive as did their belief that they would matricaldtrough college.

Using the base year (BY) as a starting point, thiskveealuated how the girls
evolved over the course of the surveys’ waves. Biyaimay the impact of how the Black
girls felt in the BY on their participation in actiids in subsequent waves that indicate an
interest in going to college, this work places itsel iposition to distinguish how self-
perception effects participation in college-bound actwitigsing the self-perception
variables, the research analyzed the impact of theseariables on the first follow-up

participation in college-going activities.
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Table 25 provides a description of thé"Ipade Black girls’ high school
program. From this table we can see that most Blatklggtieved themselves to be in
the College Preparatory program, but this is their ingggpion of their high school
program. See Appendix A for the exact wording of the suguestion. General
Education is described as the program the next highest gf@lack girls report being
part of while “other,” “I don’t know,” and business occupas are described as the
program the other highest group of Black girls reportdesrt of. This variable was
recoded in order to better evaluate those girls who repbdimg interested in college.
Table 26 shows the recoded frequencies. Black girls whaoibleddheir program as
College Prep was recoded as such (College Prep = 1) wioldnait categories were
recoded “other” (Other = 2) and “I don’t know,” “multiptesponse,” “missing,” and
“legitimate skip/not in wave” were recoded as missifiys left the wave with 472 of the
original 502 respondents to analyze.

As stated earlier, Black girls maintained a high levedaditive self-perception so
the next step was to see the impact of that postlfeperception on their description of
their high school program. First, an analysis was pedd using the base year (BY)
self-perception independent variables and the high sgiogtam description of the'1
follow-up (F1) group. Table 27 demonstrates this analys&kByirls in the 16 grade
who responded that they felt worthy described their higios! program in 1D grade as
College Prep at a higher percentage than girls wheetstworthy. The Black girls who
described their high school program as College Prep indrease 5% when they
responded that they felt worthy, a pattern that isradtvehen the relationship between

the independent and dependent variable is significasts®iwvn in Table 27.



Table 25. Frequencies for First Follow-Up (F1) Self-RegbRescription of High
School Program

Frequency % Valid % Cumulative %

General H.S Program 157 31.3 31.3 31.3
College Preparatory 177 35.3 35.3 66.5
Industrial Arts 12 24 24 68.9
Business Occupations 28 5.6 5.6 74.5
Health Occupations 11 2.2 2.2 76.7
Home Econ Occupation 5 1.0 1.0 77.7
Consumer Education 3 0.6 0.6 78.3
Trade Occupations 1 0.2 0.2 78.5
Specialized H.S Prog 5 1.0 1.0 79.5
Other 35 7.0 7.0 86.5
| Don’t Know 38 7.6 7.6 94.0
Multiple Responses 19 3.8 3.8 97.8
Missing 2 0.4 0.4 98.2
Legitimate Skip / Not in Wave 9 1.8 1.8 100.0
Total 502 100.0 100.0

Table 26. Frequencies for Follow-Up 1 (F1) Recoded Desanigtitdligh School
Program

Frequency % Valid % Cumulative %
Valid College Prep 177 35.3 37.5 37.5
Other 295 58.8 62.5 100.0
Total 472 94.0 100.0
Missing System 30 6.0

Total 502 100.0
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Table 27. Impact of Base Year “l Feel | Am a Persowofth, Equal of Other People”
Self-Perception Independent Variable on the 1st FollgpaSelf-Reported High School
Program Dependent

HS program F1

College Other
prep Total
BY Agree Count 109 144 253
Feel % within New 43.1% 56.9% 100.0%
Worthy Worthy
Disagree  Count 63 139 202
% within New 31.2% 68.8% 100.0%
Worthy
Total Count 172 283 455
% of total 37.8% 62.2% 100.0%
Pearson Chi-square 6.759 df=1 p < .009

Using the results of the “feel worthy” self-perceptiariable as collected from F1
wave, an analysis was done with the F1 wave self-repdescription of the high school
program. What began to reemerge as it did in the basevgsahat the self-perception
independent variable “feel worthy” was more significanewlanalyzed with the
dependent variables than the “feel good” self-perceptidepgendent variable. Also, the
percentage of Black girls who described their high schomjram as College Prep
increased for those girls who also responded that #ewdrthy for the self-perception
independent variable. Table 28 shows more than a 4% indredeepercentage of girls
who described their program as College Prep when respoaifimgatively to the self-
perception independent variable.

Test taking is an important part of the college-going psocCHSis research sought

to analyze the impact of various independent variabldewrtests students could
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Table 28. Impact of the “Feel Worthy” Self-Perceptioddpendent Variable on the
Description of High School Programs Dependent Variable

HS program F1
College prep Other Total

Feel Agree Count 98 136 234
Worthy F1 % within New 41.9% 58.1% 100.0%
Worthy F1
Disagree  Count 72 147 219
% within New 32.9% 67.1% 100.0%
Worthy F1
Total Count 170 283 453
% of total 37.5% 62.5% 100.0%
Pearson Chi-square 3.912 df=1 p <.048

take to convey their interest in going to college. Théegelexaminations this research
included were the Pre-SAT test, the College Board $&T, Advanced Placement test
and the ACT test. The test taking dependent variablesreeoeled so focus could be
placed on those who definitively responded that they pldtm take these tests. In the
10" grade, the girls were asked if they planned to take tt@lsgje prep tests. Using the
base year (BY), self-perception independent variable€l ifam a person of worth, equal
of other people” was analyzed for its impact on the IBgids in the ' follow-up and

their plans to take the College Board SAT test. Table B#dstrates the findings. Most
Black girls plan to take the College Board SAT test drti@91.2% of the 10grade
Black girls who plan to take the test, an additional 2v@86 agree that they feel worthy
plan to take the test. When the same College Boardt&€#was analyzed using the F1
self-perception independent variable, there was alsgndisant relationship between the

variables as illustrated in Table 30. Again, most Black gian to take the College
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Board SAT test and of the now 65.4% of girls who plarake the test, an additional

9.4% who agree that they feel worthy plan to take the test

Table 29. Impact of the by “Feel Worthy” Self-Perceptioddpendent Variable on the
F1 Plan to Take College Board SAT Test Dependent Variable

New F1 College Board

Yes No Total

BY Agree Count 177 11 188

Worthy % within By Worthy 94.1% 5.9% 100.0%
% within New F1 61.0% 39.3% 59.1%
College Board

Disagree Count 113 17 130

% within By Worthy 86.9% 13.1% 100.0%
% within New F1 39.0% 60.7%  40.9%
College Board

Total Count 290 28 318
% Of Total 91.2% 8.8%  100.0%

Pearson Chi-square 4.997 dfi=1 p<.025

Table 30. Impact of First Follow-Up Self-Perception Indejgen Variable “I Feel | Am a
Person of Worth, Equal of Other People” on the F1 Rlarake the College Board Test
Dependent Variable

F1 College Board

Yes No Total
Feel Worthy  Agree Count 172 58 230
F1 % within New 74.8% 25.2% 100.0%
Worthy F1
Disagree  Count 123 98 221
% within New 55.7%  44.3% 100.0%
Worthy F1
Total Count 295 156 451
% of total 65.4% 34.6% 100.0%

Pearson Chi-Square 18.723 df=1 p < .000
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The Pre SAT test was the only other test that sHasomewhat significant
relationship when analyzed with the “feel worthy, equaltber people” self-perception
independent variable as exemplified in Table 31.
Table 31. Impact of First Follow-Up Self-Perception Indejgen Variable “I Feel | Am a

Person of Worth, Equal of Other People” on the F1 Rlarake the Pre-SAT Test
Dependent Variable

F1 Pre Sat
Yes No Total

Feel Agree Count 159 70 229
Worthy F1 % within New 69.4% 30.6% 100.0%

Worthy F1

Disagree  Count 135 86 221

% within New 61.1% 38.9% 100.0%

Worthy F1
Total Count 294 156 450

% of total 65.3% 34.7% 100.0%
Pearson Chi-square 3.459 df=1 p<.063

With 450 of the 502 Black girls in the ®@rade used in this part of the analysis,
the majority responded that they strongly agreed tlegt ‘leel good about themselves”
and they “feel worthy.” The majority also planned to takeests, but furthering the
previous trend, there was an additional increase in tleemp@ge of those who planned to
take the test when they also responded positively teelfigerception independent
variable.

Earlier in this research it was established that 888t responded that they would
graduate from high school an educational expectation depevalgable that lacked

variance in the cells to be of much utility for furthevestigation, but for the other
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educational expectation dependent variable related to piratasn to attend college
84.7% responded that they would either attend or compidiesgye in F1. Table 32
illustrates the frequencies after recoding the varialile.majority of Black girls
responded that they would go to college while only 14% resplotidé¢ college would
not be an option. Using this educational expectation variabin the BY wave to
determine its impact on the test taking dependent varfiabtbe F1 group, Tables 33-36
show there is a significant relationship between thesevariables. Most Black girls
aspire towards college, and those who aspire towalldggeare more likely than those
who do not to plan to take the Pre SAT test. All oftdsting dependent variables
showed similar results and the relationship betweere tvesables was highly
significant. The Advanced Placement and the ACT testali& Imore girls respond that
they did not plan to take those particular tests butelationship remained significant
albeit less so for the Advanced Placement test. Irtiaddo the pattern of college
aspiration showing a positive trend, the percentageawi®jirls who respond
affirmatively to taking the tests increases whengihie also aspire towards college
matriculation. This pattern holds for all tests. kble 36 for example, almost 30% of the
Black girls responded that they plan to take the AdvaRtacement test which is
considerably less than those who do not plan to takeshebut the number increases to
almost 32% for those who also express college aspisatidre percentage of Black girls
who did not plan to take the test did not exceed the pagewtf Black girls who
responded that they plan to go to college but would notttek@dvanced Placement

test. This is the expected result, but the patternaifiBgirls expressing more positive
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attitudes towards participation in college-going acegtbased on their self-perception
held steady.

Table 32. Frequencies for “How Far in School Do You RiaGét” Educational
Expectation Dependent Variable for Follow-Up 1 Cohort

Frequency % Valid %  Cumulative %
Will go to College 407 81.1 83.2 83.2
Won't go to College 82 16.3 16.8 100.0
Total 489 97.4 100.0
Missing System 13 2.6
Total 502 100.0

Table 33. Impact of Base Year Educational Expectation Imakpe Variable “How Far
in School Do You Plan to Get” on the Plan to TakeRhe SAT Test Dependent Variable

F1 Pre SAT
Yes No Total

How Farin Willgoto Count 267 118 385
School College  of within How Farin ~ 69.4%  30.6%  100.0%
Will You School Will You Get By
Get By

Will not Count 29 34 63

go to % Within How Far in 46.0% 54.0% 100.0%

College  5chool Will You Get By
Total Count 296 152 448

% Of Total 66.1% 33.9% 100.0%

Pearson Chi-square 13.%£33 df=1 p < .000
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Table 34. Impact of Base Year Educational Expectation Imakpe Variable “How Far
in School Do You Plan to Get” on the Plan to TakeGb#ege Board Test Dependent

Variable
F1 College
Board
Yes No Total
How Farin Willgoto Count 272 114 386
School College o4 within How Far in 70.5% 29.5%  100.0%
‘év'” E:’(“ School Will You Get BY
et
Will not Count 22 40 62
goto % within How Far in 35.5% 64.5%  100.0%
College  gchool Will You Get BY
Total Count 294 154 448
% of total 65.6% 34.4% 100.0%
Pearson Chi-square 28.979 df=1 p < .000

Table 35. Impact of Base Year Educational Expectation Imakpe Variable “How Far
in School Do You Plan to Get” on the Plan to TakeARd Test Dependent Variable

F1ACT
Yes No Total
How Farin Willgoto Count 173 208 381
School College o within How Ear in 45.4% 54.6%  100.0%
willYou School Will You Get BY
Get BY Will not Count 12 49 61
goto % within How Far in 19.7% 80.3%  100.0%
College  school Will You Get BY
Total Count 185 257 442
0% of total 41.9% 58.1% 100.0%
Pearson Chi-square 14.309 df=1 p < .000
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Table 36. Impact of Base Year Educational Expectation Imakpe Variable “How Far
in School Do You Plan to Get” on the Plan to TakeAtleganced Placement Test

Dependent Variable

F1 Advanced
Placement Test

Yes No Total
How Farin Willgoto Count 122 261 383
School College o4 \within How Far in 31.9% 68.1% 100.0%
will'You School Will You Get BY
Get BY
Will not Count 10 49 59
goto % within How Ear in 16.9% 83.1% 100.0%
College  school ill You Get BY
Total Count 132 310 442
% of total 29.9% 70.1% 100.0%
Pearson Chi-square 5.422 df=1 p < .000

Second Follow-Up Analysis

At this point the girls (n=478) were all in the"g@rade for the second follow-up

(F2) survey. They were in fQyrade two years before with the exception of those

missing or categorized as legitimate skip/not in this wawes part of the analysis

provided the ultimate depiction of these girls’ high sdleperience and their

postsecondary aspirations. A large percentage of Blalsksgiil feel good about

themselves and believe themselves to be of worth, eqo#thefs. Comparable to the

previous waves, the girls remained steadfast that thejdvgpaduate from high school at

a much larger percentage than those who responded thatdhél only graduate from

high school and most believed they would attend coll€ge.independent variables were

recoded for this wave (F2) to explore only the girls wésponded that they strongly
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agree that they felt good about themselves or did not aise tliho felt they were
persons of worth, equal of others or did not. The sansepegormed for the educational
expectation variables. Those Black girls who aspireattend college or not were
included in the educational expectation independent vanisbtaining to schooling
plans. The high school program in which most of this giarticipated was the college
prep program. This program prepares students for the rigodleie matriculation
more than the other high school programs. The next $iglexcentage of these girls was
in the general education program which would not preclude tr@m aspiring toward
college. The remainder was in either vocational teahpimgrams or the other surveyed
programs (see Appendix A). Table 37 illustrates the bafiool program these girls were
in at the time this survey was administered. Thesabi®s were recoded to get to the
specifics of this examination as shown in Table 38.

After the recoding, the college prep results remaineddhge while the other
category included all other high school program optiosraunltiple responses, missing,
and legitimate skip were coded as missing so they wouldffeatt the results. This
cohort began to be more specific about their planshfefuture as graduation was
months away for most. When asked how far they wouldhgéteir schooling, these 12
graders resoundingly responded that they would go to cdlteg)6). This educational
expectation independent variable proved to be a highly signifirelationship with the
tests these girls had taken or had planned to take batsehool year ended. Tables 39
through 42 report the findings for the test taking dependemdble. The base year

educational expectation independent variable was used tqmetiiee that could detail



Table 37. Frequencies for Second Follow-Up (F2) Self-Repd@escription of High

School Program

Frequency % Valid %  Cumulative %

General Hs Prog 131 27.4 27.4 27.4
College Prep 221 46.2 46.2 73.6
Tech Education 17 3.6 3.6 77.2
Bus. Occupations 34 7.1 7.1 84.3
Mktng/Dist Educ 5 1.0 1.0 85.4
Hlth Occupations 8 1.7 1.7 87.0
Home Econ Occup 4 0.8 0.8 87.9
Consumer Educ 1 0.2 0.2 88.1
Trade Occupation 2 0.4 0.4 88.5
Other Program 9 1.9 1.9 90.4
Special Ed Prog 2 0.4 0.4 90.8
| Don’'t Know 34 7.1 7.1 97.9
Aternative Prog 3 0.6 0.6 98.5
Mult Response 3 0.6 0.6 99.2
Missing 2 0.4 0.4 99.6
Legitimate Skip / Not 2 0.4 0.4 100.0
In Wave

Total 478 100.0 100.0

Table 38. Frequencies for Second Follow-Up (F2) Self-Repd@escription of High
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School Program Recoded to Include Those Who AnswerdddgedPrep and All Other
Categories Coded as Other

Frequency % Valid % Cumulative %
Valid College Prep 221 46.2 46.9 46.9
Other 250 52.3 53.1 100.0
Total 471 98.5 100.0
Missing System 7 1.5
Total 478 100.0
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Table 39. Impact of the Educational Expectation (BY) dgpendent Variable on Pre
SAT Test Taking Dependent Variable for the F2 Cohort

F2 Pre SAT
Yes No Total
How Farin Willgoto Count 191 198 389
School College o within How Far in 49.1% 50.9%  100.0%
Wil You School Will You Get BY
Get BY
Will not Count 17 44 61
go to 9 within How Far in 27.9% 72.1% 100.0%
College  school will You Get BY
Total Count 208 242 450
% of total 46.2% 53.8% 100.0%
Pearson Chi-square 9.562 df=1 p <.002

Table 40. Impact of the Educational Expectation (BYhdependent Variable on

College Board Test Taking Dependent Variable for the F@oh

F2 College
Board
Yes No Total
How Farin Willgoto Count 240 155 395
School College o4 \yithin How Far in 60.8% 39.2%  100.0%
will You School Will You Get BY
Get BY
Will not Count 19 41 60
goto % within How Far in 31.7% 68.3% 100.0%
College  gchool will You Get BY
Total Count 259 196 455
% of total 56.9% 43.1% 100.0%
Pearson Chi-square 17.979 df=1 p < .000
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Table 41. Impact of the Educational Expectation (BY) dependent Variable on ACT
Test Taking Dependent Variable for the F2 Cohort

F2 ACT
Yes No Total
How Farin Willgoto Count 180 209 389
School College o4 \yithin How Far in 46.3% 53.7%  100.0%
will You School Will You Get BY
Get BY
Will not Count 16 44 60
go to 9 within How Far in 26.7% 73.3% 100.0%
College  gchool will You Get BY
Total Count 196 253 449
% of total 43.7% 56.3% 100.0%
Pearson Chi-square 8.123 df=1 p < .004

Table 42. Impact of the Educational Expectation (BY) dgependent Variable on
Advanced Placement Test Taking Dependent Variable fdF2i@éohort

F2 Advanced

Placement
Yes No Total
How Farin Willgoto Count 66 319 385
School College o within How Far in 17.1% 82.9%  100.0%
Will You School Will You Get BY
Get BY
Will not Count 3 57 60
goto % within How Far in 5.0%  95.0% 100.0%
College  school Will You Get BY
Total Count 69 376 445
% of total 15.5% 84.5% 100.0%
Pearson Chi-square 5.842 dfi=1 p<.016
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the trajectory of these girls’ experience. The AdahPlacement test seemed to be less
significant than the others but still a relationshiphvtite educational expectation
independent variable was present. The College Board examiisaemed to be the most
popular with the girls while the Advanced Placementwest the least. The girls who
responded that they were not going to college had vesindlar test taking responses to
those who answered that they would go to college desth. In Table 40, the majority
of Black girls who responded in the BY that they would@oollege took or were
planning to take the College Board SAT test, but the ntgjof girls who responded in
the BY that they would not go to college did not takevere not planning to take the
College Board SAT test. This illustrates the lackigfilarity in responses for girls who
aspired towards college matriculation in the BY andehelo did not.

Like all the previous waves, the role of self-perceptidluences participation in
the college-going activities as evidenced in Table 42. Thaoption of Black girl
responding that they either took or planned to take the@Ackd Placement test was
15.5%, but those who responded that they were going to catlége BY took or
planned to take the test at an almost 2% higher rat@pbgion than those who
answered the test taking query showing that the educaégpacttation independent
variable had an impact on the test taking dependent varidbgeoccurs each time an
analysis of these variables is performed. Black giHe werceive their futures positively
report participating in college-going activities at a higiae proportional to the overall
response to the participation question.

The study also looked at Black girls in thé"Iftade who answered the questions

regarding programs they were involved in through the caafrdeeir high school
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experience. The Advanced Placement Program was adaMjitethe “how far in school
do you plan to get” educational expectation independerdbtarwith similar results. The
relationship with the “how far” independent variable waglent, but most of these Black
girls were not part of those programs (n=81 for Takbated Gifted) whether they
responded that they were going to college or not.

As was done in the first follow-up, in order to getith picture of the experience
of these girls as they traveled froff rade through the first follow-up and into the
second follow-up, the base year independent variablesuserkto observe its impact on
the various dependent variables that indicate tactibaldst in going to college. Using
the base year self-perception independent variablesssh#s showed no significant
relationship with the testing dependent variable excepfelkéworthy” self-perception
independent variable as illustrated in Table 43. Only 20%eogitts who responded that
they strongly agreed with the independent variable questainthe Advanced
Placement test. When the self-perception variablescasled for the first follow-up
cohort were used with the Advanced Placement testgaapendent variable, the
relationship between the variables was also signifiaarghown in Table 44.

To complete this narrative the second follow-up self-geree independent
variable was analyzed for its impact on the Advancedeiant test taking dependent
variable for the F2 cohort as demonstrated in Table 8.the previous analyses, a
significant relationship between these variables wa®ptesd the proportion of Black
girls who responded that they had taken the AdvancedrRéatdest or were planning to
take the test within the current school year was less the percentage of girls who

responded that they would take the test and who resporfitetasifely to the self-
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Table 43. Impact of (BY) Self-Perception Independent Varidlieel | Am a Person of
Worth, Equal of Other People” as Independent Variabldetvanced Placement Test
Taking Dependent Variable for the F2 Cohort

F2 Advanced-
Placement Test

Yes No Total

BY Agree Count 47 18¢ 23E
Worthy % within BY Worthy 20.0% 80.0% 100.0%
9% of total 10.7% 42.8% 53.5%

Disagret  Count 21 187 204
% within BY Worthy 10.3% 89.7% 100.0%
% of total 4.8% 41.7% 46.5%

Total Count 68 371 43¢
% of total 15.5% 84.5% 100.0%

Pearson Chi-square 7.859 df=1 p < .005

Table 44. Impact of (F1) Self-Perception Independent Ykerid Feel | Am a Person of
Worth, Equal of Other People” on the Advanced Placemest Taking Dependent
Variable for the F2 Cohort

F2 Advanced-
Placement Test

Yes No Total

F1 Feel Agree Count 42 175 217
Worthy % within BY F1 Feel Worthy  19.4%  80.6%  100.0%
% of total 9.8%  40.8%  50.6%

Disagret  Count 22 190 212
% within BY F1 Feel Worthy ~ 10.4%  89.6%  100.0%
% of total 51% 44.3%  49.4%

Total Count 64 365 429
% of total 14.9% 85.1%  100.0%

Pearson Chi-square 6.809 df=1 p < .009
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Table 45. Impact of (F2) Self-Perception Independent Ykerid Feel | Am a Person of
Worth, Equal of Other People” on the Advanced Placemest Taking Dependent
Variable for the F2 Cohort

F2 Advanced-
Placement Test

Yes No Total

F2 Feel Agree Count 46 195 241
Worthy % within By F2 Feel Worthy ~ 19.1%  80.9%  100.0%
% of total 11.1% 46.9% 57.9%

Disagre:  Count 19 156 175
% within By F2 Feel Worthy ~ 10.9%  89.1%  100.0%
% of total 4.6% 37.5% 42.1%

Total Count 65 351 416
% of total 15.6% 84.4% 100.0%

Pearson Chi-square 5.209 df=1 p<.022

perception independent variable. Clearly, Black girlaitpositive self-perception of
worth in 8" grade, in 16 grade, and in #2grade were far more likely in ¥2jrade to

report plans to take this test than did the overall cohort

Summary of Analysis

Black girls with the strongest sense of self tended tiicpate in a broader range
of college prep activities at higher rates than girle wid not. From the base year wave
through the second follow-up, the study showed that Blatk fgel good about
themselves and there exist a relationship between hewfell about themselves and the
rate at which they participate in college-bound pursuits.

Black, non-Hispanic females were selected out of tlge|AIELS: 88 data set in

order to develop an illustration of this cohort. Theebgsar wave began with 578 eighth
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grade Black girls. At a rate of more than 90%, the detseei analyses showed that these
girls feel good about themselves and their self-per@eptas maintained throughout the
subsequent waves. The first follow-up survey was admiestehen the girls were in
10" grade. Of the Black girls who started in the base, 2 remained from theé"8
grade into this wave. The percentage of Black girls veéspanded that they were a
person of worth equal of others was similar to thet Belf-perception variable about
feeling good about themselves meaning both self-percepticablegicontinued in a
positive direction. In the final wave (n=478) of intérfes this examination, the girls
were in 12 grade and a picture of these Black girls began to emerge.

The independent variables related to participationtinies that suggested a
large degree of interest in postsecondary pursuits shdwaedtack girls were very sure
they would graduate high school throughout the waves aoetdgo not only attend
college, but to graduate and even pursue postgraduate degrezsh®©fiequencies were
established using univariate analyses, an examination ohfaet of the self-perception
and future educational expectations independent variable® aleplendent variables
pertaining to postsecondary matriculation was performbd.bivariate analyses
demonstrated that Black girls who expressed a high degpesibive self-perception
also participated in endeavors that implied interegtemuest for a college education.

In the &' grade, most of the Black girls reported being in the raidility
groups in math, science, English, and social studidsrg® percentage of the Black girls
were in the college preparatory program in high schodewhe next largest group of
Black girls was in the general high school program. Biids did not participate in the

college entrance test taking process at the rate expiectstudents who aspire toward
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college matriculation. This aspect of the analyseddcbe the impetus for additional
research to determine the role of schools in supportugests to accomplish their goal
of obtaining a postsecondary degree.

The wording of the self-perception questions were a carared could have
influenced the responses. The difference in therigmlfor the “feel good” and the “feel
worthy” were surprising because the “feel worthy” varialelersed to be of much more
significance than the “feel good” self-perception variaBleo by asking these Black
girls whether they agreed or disagreed that they felt gbodt themselves may have
been less concrete option than asking them to regpahé phrase, “I am a person of
worth, equal of other people.” This question assumes @oredip to others whereas the
“feel good” question does not and may have asked the gibe tnore introspective than
they were comfortable with. Both questions asked the relgms to make a judgment on
the particular day they completed the survey.

The ability grouping queries created additional revelatibhis self-reported
category within the survey asked the girls to determiai #bility group for the math,
science, English, and social studies subject areasdml@rschool with surprising results.
Many of the girls did not seem to know to which abilitggp they belonged. This
became clear since the percentages within the abibiypgrchanged when the self-
perception or educational expectation variable was intradudality grouping or
dividing students on the basis of perceived instructionapaience can potentially
effect a student’s postsecondary opportunities. Theraduantages to ability grouping,
which is it allows teachers to tailor a lesson’s diffty to the specific ability level of the

students in each group, allowing for better classroom mamage The opposite
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argument can also be made, that in classrooms whetengs aren’t grouped, all students
study the same materials, and the results are moraklguiLleras 2009). Other studies
have found that higher-grouped African-American student& tmk that much
different than non-grouped students in terms of thettingagains, while lower-grouped
African-American students lose “tremendously” over tiiieras 2009, 282).
Nonetheless, when these girls completed the survegaficeported their ability group,
why did some not know which ability group they belonged topaidcthey have been
grouped but did not report? A qualitative element may ansame of these questions.
The hypotheses did not incorporate this actuality, & tegally unexpected.

When incorporating the self-perception and educational &dpmt independent
variables with the dependent variables related to gaation in the activities that
denote interest in going to college, there was a elfact on the dependent variable.
Black girls who responded positively to the self-percepimependent variable,
particularly the “feel worthy” self-perception independeatiable were more likely to
report their ability group as high even though the propodidslack girls who self-
reported being in the high ability group was less substaifitied means that how the
Black girls feel about themselves could weigh into tdetision regarding the ability
group to which they belong. When the survey asked the rdsptswhich ability group
they were in and offered the high, middle, low, arerdugred, or don’t know responses,
the Black girls could obviously be influenced by how thepoesled to the previous
guestions pertaining to how they felt about themselvesalbhigy group question was
number 60 on the base year survey while the “feel good*faatiworthy” questions

were in question 44 so the girls already determined hewfelt about themselves
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before they got to the ability group questions. This wasftnuall of the waves. The
self-concept questions were asked before the questiorsnit@tinpassed the dependent
variables related to participation in the college-goirarpss. The order of the questions
may have affected their responses to any subsequent queries.

The educational expectation independent variables wereshked prior to the
guestions that encompassed the dependent variables relptatidipation in the
college-going process, but after the self-perception quesfidie questions asking how
far a respondent would get in their education also higlddytitis phenomenon in the
research. Black girls who aspire to go to college neded that they would take the
college entrance exams at a higher percentage thandsietiaking total percentage.
This was an unexpected result as those who respondedadifiely to the college-
going aspirational independent variable yet did not plaake the test did not surpass
the total percentage of respondents to the test taking drergxample, if 55.8% of the
Black girls responded that they would take the ACT thstnull hypothesis would
expect that the percentage of those who responded dffieiyato the independent
variables would not surpass the total percentage of respisridéing the test. That is,
the percentage of those who responded affirmativelye@ducational expectation and
self-perception independent variables would be equal to 5BuB%his was not the case
since the affirmative responses increased in the pageion test taking, meaning the
response to the independent variable affected the outbtine dependent variable.

All three of the research hypotheses were confirmétwgh some had mixed
results. This cohort is not a monolithic group, butfihdings show that Black girls

possessed high aspirations for their educational futuresn ¥éieperception was
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factored into the analyses, these girls showed albigdh of optimism and willingness to
participate in the process of achieving their goals of ésposndary education. The first
hypothesis was Black girls who possess a positive seiepson participate more
consistently in academic activities that prepare themgdang to college than girls who
do not. This hypothesis was affirmed as most Black girfsomeded that they felt good
about themselves and were persons of worth, equal akaha high percentage and
those who reported most positively on the self-peraeptariables also consistently
participated in the college-going activities. The second thgsis was Black girls who
expect to attend college participate more consistendgademic activities that prepare
them for going to college than girls who do not. Thipdthesis was also affirmed as
Black girls who aspire to attend college participateeiatonsistently in the activities
that are preparing them to go to college. Moreover, wio$tese Black girls aspired not
just to attend, but to finish college and many expressedasisps for advanced degrees.
The final hypothesis was Black girls who possess aipesiélf-perception and expect to
attend college in'8grade participate more consistently in the college-gpirgaratory
process in grades $@nd 13" grades more than girls who do not. From the baseiyear
1988 through the first follow-up and the second follow-up,ah&ack girls maintained
their positive self-perception and educational expectaiol participated in college-
going activities throughout high school. Some of the oneashad mixed results,
particularly the testing variable, but statisticallir)Jggwith more positive self-perceptions
and expectations about college participated in more cqlepeactivities in 16 and 12'

grade than those with less positive self-perceptionsdndational expectations.
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Since the variables used were self-reported, the ayenarfinding was that
Black girls who described their dispositions positivdgoanterpreted their participation
in college-bound activities more positively. If theyibeéd themselves to be persons of
worth, equal of other people, they reported being in thie &laglity groups at a higher
percentage than the frequencies of ability groups wouldateli¢f they replied that they
would attend college, they reported participating in schamjnams that symbolize
interest in college at a higher rate than the frequersgecify. These discoveries became
an influential aspect of this work. The initial investigatjgroposed that Black girls
possessed a positive self-perception, expected to atteadecalhd that Black girls who
possess a positive self-perception and expect to attelededt §' grade participate
more consistently in the college-going preparatory proicegsades 16 and 12 grades
more than girls who do not. However, the impact of petiception and educational
expectation on their assessment of ability group desgmand participation in other

college-going activities was an unanticipated finding.



CHAPTER 5
CONCLUSION
This final chapter is a broad discussion of the studytirfgs beginning with the
8" grade base year cohort then th& géade I follow-up, and finally the 12 grade 2°
follow-up. After that, we enter into a discussion o golicy and program implications
of the results presented in Chapter 4. This chapteruwdeiwith a discussion of
suggestions for potential research based on the findimyh@w this work contributes to

the field of research.

Discussion of Findings

Using Black girls as the sole focus of this examinatibae,goal was to explore the
impact of self-perception and educational expectationlackByirls’ participation in
academic activities that prepare them for going teegell The data used in this study was
drawn from the National Educational Longitudinal Study [[SEB8) dataset, which
consisted of three waves of student surveys; basenyear students were if'@rade,
and two follow-ups, when students were iff' tpade and then in fyrade. Since this
was a nationally representative sample, generalipgbidiliability, and validity of the

study’s findings are high.
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Black girls’ Self-Perceptions, Expectations
and Preparation for College in 8th Grade

This study revealed that Black girls feel good about Hedwes and a direct
association exists between their feelings of worththad participation in the college-
bound process. In the first wave when the girls wei@'igrade, the majority of the 578
Black girls responded that they feel good about themseivenajority of those samé"8
grade girls felt as though they were people of worth etguathers. In addition, 83% of
the 8" grade Black girls responded that they were very surewbeyd graduate from
high school with another 14% responding that they “probafly

Before high school graduation can take place, therenhegant transitions as a
student moves through the progression of schooling (AlexamikEckland 1977,
Gardner 11l and Halsell 2001; West Stevens 2002, 58). As stunhens from pre-K and
elementary to middle school, then middle school to bgtool and then high school to
postsecondary schooling opportunities (such as college, tathmiining, military
service), and the workplace, including entrepreneurship,ithes to adapt and integrate
all these experiences into their understanding of thalssorld (Gordon and Asamen
1989; Harris and Ford 1991; Henry 1995; Koyama 2007).

Even if students feel good about themselves, theymaag assistance in
achieving educational goals. I §rade, students can be positively impacted by
programs that augment the school's curriculum (PattiisCoy 1999; Tyson 2003).
There are afterschool programs that seek to prepaterds for academic success and

also to sustain the social-emotional development of sted8ome programs like
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Capstone Institute at Howard University, an afterstimervention program, have
helped to improve a student’s math scores by as much adii2#émtrast to a schooling
scheme which seeks to sort students based on supposed alotitgoattributes, the
Capstone Institute operates from the philosophy of T&lemelopment. This Talent
Development holds that all children can learn in denmansiettings with high academic
expectations. Capstone Institute is a multidisciplirmter that implements and
supports school reform and school improvement initiatikes focus on educating the
whole child, and interconnects research, theory andigedntthe areas of learning,
curriculum and instruction, professional development as@erk, policy, parent and
community engagement, organizational change, assessndeg¥aunation, and
psychosocial/emotional development (Capstone 2005). Pnsdilee A Better Chance
can also assist in the efforts of students of calgoursue a postsecondary education. For
over 36 years, this program’s mission has been to signify increase the number of
well-educated people of color who can assume positiolesadérship in U.S. society (A
Better Chance 2004). This program has been the cataiystégrating the most
selective, predominantly white independent prep schodsnerica. Programs like this
find young people in defiance of the statistics and thedwtal information that might
lead others to conclude that such students do not exist.

Early intervention programs that begin before kindesgacan also help to
prepare students for the high school and college experi@acabaldi 1997; Farmer-
Hinton 2002; LaPoint et al 2006). Head Start is a programhagriomotes school
readiness by enhancing the social and cognitive develogrhgaung children.

Programs that use highly trained educators and a systesaat€procedures to tutor
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early learners who are having difficulty learning to readnt@rvention programs that
use research-based beginning and intermediate reading rpep@nae-to-one tutoring,
family support, and other elements to provide support fatadents in the targeted
elementary school (Ross et al, 1998). Schools can lsdered quality institutions when
they: (a) create a positive culture, (b) promote alvstudent development, (c) improve
instruction, (d) create behavior policies that are diveasd (e) instill in its staff and
students a respect for academic achievement (Wrinklel®08l, Farmer-Hinton 2002;
Tyson 2003; Halasz and Kaufman 2008). These are the kinda#gpthat will better
prepare girls like the"8graders in this study for the realities of the higtostiand
postsecondary education. The goal of high school andyeodiempletion is desirable
because research shows that high school graduates do@a money than high school
drop-outs, and college graduates earn more than highlgpiacloates (Nahapiet and
Ghoshal 1998; Perna 2000; Long 2007).

In the &' grade, students are usually at least four years from giaglndgh
school, but some are already beginning to think abous@oshdary strategies. Students
who aspire to a college education begin on a coursegtaith in the 8 grade including
classes that will enhance their college readinessityAgiloups can signify the direction a
student is heading (Smith-Madox and Wheelock 1995; Braddockl IDawkins 1993).
Students who are on a “college-bound track” are not usmalbyv ability groups and
these 8 grade girls were no exception. However, this questidhersurvey asks the
girls to self-report their ability group asking, “What @Wigroup are you in” and offering
the following responses: high, middle, low, aren’t grougesh't know. The question

could be unequivocally settled by asking a teacher or stademgor, but when asking
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the student for her answer to this question, the respomgains a degree of subjectivity
on the student’s part.

In this study, most of the Black girls self-reportechigein the middle ability
group, and this was the case for all four subject areaslied in the question. When the
self-perception independent variable was incorporated ietarhlysis, the percentage of
girls answering that they were in the high ability growas higher for those with strong
feelings of worth than the percentage for the groupveisade. That is, Black girls who
strongly agreed that they were persons of worth, eduzhers were more likely to say
they were in the high ability group in various core sulsjeEkactly how the association
between girls’ self-perceptions and their locatiorhwitability groups might actually
operate together could be answered through more in depth qualitegthods of study.
The absolute majority of Black girls in all ability gnes, including those who claimed
not to be grouped or those answering that they did not khewgrouping responded
that they would graduate from high school. It is custyrtiaat students in thé"grade
begin to express their thoughts regarding how far thaytplget in school as they
prepare for their educational futures (Pattillo-McCoy 1998&0nh 2003). For this study,
the Black girls who answered, “will attend college” @/é@n the vast majority, but a
greater percentage of those who strongly agreed thawthattend college self-reported
being in the high ability groups. For thededdaders, simply attending college was not
enough. They already recognized the importance of noafiestding, but completing
college.

Since 93% of these girls answered positively when askesspmnd to the

statement “| feel good about myself’ and the vasonmitgj also expect to go to college,
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one might assume that girls who feel good about theaséake part in the activities that
indicate interest in going to college; however, theas wo statistically significant
association between feeling good and any of the collegeaébactivities analyzed in the
base year. Still, more than a third (37%) BfgBade Black girls answered that they will
indeed finish college.

These findings compare with other research that isvetdtknown, concluding
that college graduation rates for Black females are sutligtg higher than most
traditional measures indicate (Attewell and Lavin 2007). Aegation ago, several
hundred thousand Blacks enrolled in college, but by 2007, thane2 million Blacks
enrolled in colleges and universities throughout the UrStiades. Much of this increase
can be explained by the prior generation’s accomplishbeng passed along to the
subsequent generation (Attewell and Lavin 2007). In detailedwres, the findings
suggest that Blacks may dropout due to monetary conceramdy bbligations which is
a more nuanced way of discussing why Blacks don’t gradudegeoWhen more
narrow studies present findings using cohorts such as th&i8Bldata, they miss the
point that many Blacks who drop out do reenter college aamtugte albeit in their
thirties or even forties. Blacks also appear to undeistasil the potential economic
benefits of college attendance (Rouse and Barrow 2006).

The majority of Black girls in the base year repottet they did not participate
in the Talented and Gifted Program (TAG) at their st¢hbut of those who expressed a
positive self-perception or reported being in the hightglgroup, more reported being
in TAG. Therefore, there is a strong relation betwgiels reporting being in TAG and

being in high ability groups as one would expect. There argyrforms of talented and
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gifted programs used in today’s schools. Students at timanyrgrade level receive
supplemental materials meant to enrich or modifyr tagsigned school work. Options
are offered for students who are tested for eligibifitg this program. These options can
include higher level course offerings in core subjectsalika math or science. Gifted
students can be pulled out of heterogeneous classes tbaspertion of their day with
this homogeneous group. Traditionally, Blacks have facddspread
underrepresentation in gifted and talented programs (Hardig-ord, 1991). This has
been attributed to inadequate definitions for inclusitandardized testing measures,
nomination procedures, and learning style differentials (Bn80A00). By expanding the
definition of talented and gifted, Black participation cbgreatly increase. The issue of
tracking or separating students by academic ability partlgulawse in academically
advanced tracks can yield inconsistent results. The ityagdrithese Black girls had
college aspirations, but was not represented in thegreglike TAG or AP that signify
a college-bound track. Nonetheless, strong feelings ahvemd expectations about

college are positively associated with being in thoskegelbound tracks.

Black girls’ Self-Perceptions, Expectations
and Preparation for College in 10th Grade

In the 14" grade, 502 or 87% of the original 578 Black girls were stilhenstudy
which is considered a respectable rate of retention N8R 1988). Since this cohort was
at least two years from completing high school, tredyesis was more specific to their
particular situation. The vast majority of Black giristhis wave reconfirmed that they
would graduate from high school and attends college withanve-third identifying as

being in a college prep program. Although the effect waasisignificant in 18 grade
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as in & grade, girls who have strong feelings of worth in byrtdes were more likely to
report being in a college prep program iff' ipade.

Opportunities for participation in activities that signifyllege aspirations
increase substantially at this grade level, but many atbees also begin to surface for
girls at this stage of the education process that caapditheir goals for postsecondary
schooling. At this age, school attendance becomes gragiathools should be
incorporating programs that develop supportive resources fangysttidents energized
about school (Herndon and Hirt 2004; Louie 2007; Hallinan 2008)€Tpmgrams
perform functions that must include: (a) introducing compzeerattendance monitoring
systems, (b) calling and directly talking with absent sttgiendetermine reasons for
absenteeism, (c) providing group incentives to curb abssnteand (d) providing
mentors and speakers that converse with students abaotgbeance of attending
school regularly (Clark 1983; Kao and Tienda 1998; Furstenbetd @99; Farmer-
Hinton 2002; Tyson 2003). Programs like the incentive basedriOde In” initiative in
California which rewards students for maintaining regutéiosl attendance. Along with
attendance, these students must prepare for the actufalynpleting high school. Tenth
grade is an important marker in the education of Bladk gind many decisions about
their future must be determined at this stage.

Even with the potential pitfalls to successfully furthgrtheir education, these
Black girls remained positive about their educational pakrEor the question asking,
“how far in school do you think you’ll get” 27% of the Blagirls in this wave answered,
“finish college.” Other than the 17% who responded thay believed they would get a

Master’s degree, 22% believed they would get a PhD. Bitegdy in almost every
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measure of African-American higher education, black woh@re come to hold a large
lead in doctoral awards. As recently as 1977, black wormered only 38.7 percent of
all doctorates awarded to African Americans. By 2000 blazin@n earned 65.7 percent
of all doctorates awarded to African Americans. Thihéshighest percentage of
African-American doctoral awards earned by women in GiSory (JBHE 2006).

These Black girls are not without precedent in thegjrirations for post graduate
degrees and the disconnect between access, achievechattitade (Hanson 2004).
Hanson sought to explore Black girls’ experience witbrsm and followed the same
girls that comprise this study after they had graduated Ingh school. Her conclusions
substantiate the findings of this research which is tkatkByirls participated in science
at a very high percentage. In the Black community, gesdsoristructed very differently
and many of the characteristics that are considereaapgte for females (e.g. high self-
esteem, independence, and assertiveness as well aslhigational and occupational
expectations) make success in the sciences congruéreirty female. This white, male
dominated sphere allows Black girls to affirm their sgtés and be successful (Berry
1999; Bonner Il 2000; Thompson 2002; Hanson 2004).

In the 8" grade, 40% of the Black girls in Hanson’s study (using theS\&8
data) were involved in taking advanced, enriched, ol@®ted science courses. For
these girls, their attitude and interest in science &adent, but the relationship between
attitude, access and achievement seemed weak. If{ irade, 59% of the young girls
looked forward to science class and 70% said scienceewiséful in their future, but by
the time they had been out of high school for two yearly 42% were still interested in

science. Hanson believed racism and low expectationstéachers and school staff
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created this separation between the Black girls’ eatéreést and the opportunity for
success in the sciences. A lack of mentorships anceaess of the contributions of
Black women in this subject also dampen the relationsttyvden interest and action
(Giddings 1984; West Stevens 2002; Hanson 2004; Williams 2005). Ao neart be the
conduit that provides the direction these girls neealttiain their academic goals.
Mentoring programs can encourage and support particularly neptdesented groups by
transmitting academic and social skills that studered e achieve academically.

This study found that Black girls did not always know dlmrparticipate in the
range of college preparation options available to théray also did not take advantage
of test preparation opportunities despite their avaitgtifirough the school and
possessed unrealistic academic aspirations in relatitheir academic achievement. The
role of guidance counselors and other school personnelngbj@for providing students
with the information necessary to make informed decisinaait their academic futures
is a clear issue in need of some attention. (HandsRord, 1991; McElroy-Johnson
1993; Sadker and Sadker 1994; Bonner Il 2000). School counselogsasétal role in
maximizing student success. Through leadership, advocacy daboration, school
counselors promote equity and access to rigorous educatkpeiences for all students.
School counselors support a safe learning environment andteveafteguard the human
rights of all members of the school community, and addies needs of all students
through culturally relevant prevention and interventiorgpams that are a part of a
comprehensive school counseling program (ASCA 2009). Since shesdents seem to
be unaware of their ability group status, the role sifsten the college-going process,

participation in programs that signify college interestd other important indicators of
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college readiness, the school gatekeepers which includetinselor need to provide
these students with this essential information. Oiftee®, Black students who are high
achievers and aspire towards college are not encourageglioto top universities.
Some are advised to seek schooling in community collegaistorically Black colleges
and universities (Bonner and Thomas 2001; Ross 2003; BennetieaB008; Gasman
2007). This is also under the purview of the school guidaneesedor so they need to
maintain an open dialogue with these students to ersaire thasm does not exist
between aspiration and practical knowledge that infawlisge-bound efforts.

The first follow-up did not include an ability group querywaver, being
unaware of one’s ability level can affect a studerdjsacity to make informed decisions
about her academic future. Students who report being ir lality groupings could
underachieve believing that college is not a worthwhile pyrsomversely, students may
have an inflated understanding of their academic achieweanedmot be fully prepared
for the rigors of the college matriculation procéss noteworthy that Black girls who
asserted strong feelings of worth in bothgade and 10grade were significantly more
likely to report plans to Tgrade to take the SAT College Board exam than tfie 10
grade cohort overall. When asked id"Ifrade, “how far in school do you plan to get?”
the vast majority of Black girls gave answers rangiognftwo years of college all the
way to PhD or M.D. and this affected their plans to ta¢am college entrance exams.
Black girls who responded that they would attend col{edech also includes those who
assert they will complete college and those who edpiadvanced degrees) took the
various college examspre SAT, SAT, ACT, and AP tests in higher percentalgas the

percentages in the cohort overall. This pattern sugdest8tack girls who responded
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that they would go to college believed planning to take tftentas of great importance
therefore the expected association was quite stromgintieresting to note that for
certain exams, the ACT and AP tests, a substantieéptrge of these students answered

that they would not take the test.

Black Girls’ Self-Perceptions, Expectations
and Preparation for College in 12th Grade

These Black girls were now seniors in high schootliee wave. From the
original 578 in the base year, 478 continued through the sgeaorand participated in
the second follow-up. The majority of these Black gidsitinue to remain positive in
their feelings about themselves. Over 87% believed thecelsavere very high that they
would graduate from high school this school year. Thereanascrease from the £0
grade wave to the f2yrade wave in the total percent who believed they wonitshf
college (about 27% to about 30%) with 21% aspiring towarderiaslegrees and 19%
looking toward the PhD or M.D. The largest number (4ld&3%0) of the Black girls in
this wave described their high school course programlege@rep with the next
highest course category chosen being a general highlsuogoam.

Most American high schools are general education highodégHaut some schools
provide the resource of selecting exceptional students partb@f a college preparatory
curriculum within those high schools (Jackson and Wéraby 1975; Harris and Ford
1991, Braddock Il and Dawkins 1993; Bonner Il 2000; Attewell anchiba 2008). The
college prep experience can also be in the form ofremprograms or afterschool
programs. The skills focused on in these programs in@ddanced level reading,

writing, math and communications. College prep was estaddliin response to the



123
concerns of college and university professors who kedistudents were entering
colleges unprepared for the rigors of postsecondary salgod@onner and Thomas 2001,
Constantine et al 2002; Attewell and Domina 2008). Being wagbin more challenging
courses in high school provides students with more optinos they graduate.

By the time a student gets to"lg@rade, they have had to reckon with college
entrance exams as noted in the discussion of thgrkele findings. Arguments have
been made that many deserving low-income and minority sides squeezed out of
the college entrance examination competition becaugaestions about fairness and
equity (Atkinson and Geiser 2009). The percentage of thekRJirls who had taken the
pre-SAT test by 12 grade was evenly split between girls who had and ghts kad not
taken the test. There is reason to assert that téstseare not strongly predictive of
educational attainment in Black girls (Thompson et al 28@&kinson and Geiser 2009).
One variable that strongly “predicted” taking the variooliege tests by or in ¥grade
was Black girls’ expectations if"&rade that they would go to college.

The use of Intelligence Quotient test (1Q) and many rf@renced achievement
tests discriminate against Black students. These telsts fabvide instructionally useful
information and they do not measure student growth over. fThe College Board is a
national non-profit membership association whose mmsisito prepare, inspire, and
connect students to their potential for college. ThdeQelBoard Tests include the SAT,
ACT, AP Programs and College Level Examination Progi@hkP). The Scholastic
Aptitude Test (SAT) was devised as a method of testinguhe intelligence of students
regardless of the quality of the test taker’s high scbdatation. The test has evolved

over time. The verbal portion focuses primarily onicaitreading. Critical reading skills
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are increasingly important for success in high schoaifence et al 2002; Thompson et
al 2006). The math portion can now be described as a reeafsiine ability to use
mathematical concepts and skills in order to engageoiolgm solving. It no longer
measures advanced math skills like trigonometry or kedcThese changes were
intended to update the SAT so it remains fair for an incrgsdiverse group of test-
takers, while at the same time enhancing its effectasg&eas an admissions tool
(Lawrence et al, 2002).

The American College Test (ACT) has been used as aatod of reading
performance. The test helps students make better decesiimut which colleges to attend
and which programs to study. It also provides colleges watlnflormation they need for
the process of admitting students and ensuring their suaftesgnrollment. The schools
that these Black girls attended clearly did not stilessmportance of participation in this
particular example of measurement for college matatan. It is troubling that they
were not involved in postsecondary preparation activiliesAP courses- as indicated
by the small percentages who plan to take the AP testi{d 5%)— in greater numbers.

Black girls in this wave feel good about themselves aig\e themselves to be
persons of worth equal of others but were not representeligh percentage in
Advanced Placement programs (or in Talented and Giftegr@ams at earlier stages).
Advanced Placement Program (AP) offers rigorous collegel curricula and
assessments to students in high school (Zwick and Sklar.Z0@sughout the 1980s
and 1990s, the College Board and many schools reached ocluttei minority and low-
income high school students in AP classes (Harris andl F291; Bonner [I 2000).

Nonetheless, the majority of these Black girls hagenéeen a part of this program.
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However, Black girls who expressed strong feeling oftvar 8" grade, in 10 grade
and in 13" grade were far more likely in £2yrade to report plans to take AP tests than

did the overall cohort.

Reflections and Implications
for Future Research

Dr. Sara Lawrence Lightfoot began her article esdjtI'Socialization and
Education of Young Black Girls in School” by exclaimingttilaung Black girls are an
ignored and invisible population (Lightfoot 1976) a notion whiak work sought to
address. Young Black girls face the discriminatory effe¢their social position just as
their preadolescent and adult cohort do, albeit in @éiffeways. The intersection of race
and gender create a dual oppressive reality that can benmsotable, but the girls in
this study have provided a challenge to those who would sekkdomine their sense of
worth. This study was based on survey data that wastamdibeginning in 1988. Society
has changed tremendously since then. The majority (65%®sé Black girls were born
in 1974. They were only two years old when the first supenpuiters were invented and
access to this new form of information gathering aradis was mostly used by major
U.S. companies. Today, we can access the internethfaowhheld cellular phones. In
1988, almost half (47%) of these girls lived with parente wiere married. Their family
incomes ranged from 10,000-14,999 at the low end and 25,000-34,99%igftleed.
Most of the girls who participated in the survey livedha south (62%) while 17% lived
in the northeast, 14% in the north central region andnodte west. Just over a quarter of
their father’s (26%) possessed a high school diplomawhile 15% had graduated from

college (and 2% had a PhD). Interestingly, 23% of the did not know the education
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level of their fathers. Almost a third (30%) of theiotiner's had graduated from high
school and 16% had graduated from college.

These Black girls aspire to finish college and thefirerschooling experience
needs to reflect this objective. Of some concern wereirls who still participated in the
various college-going activities but did not answer afftimedy to the self-perception
variables. Are these the quiet girls in the back ofdloen who don’t cause any trouble
for teachers or administrators, with a silence thatlwe deafening? Maybe this is a result
of the special challenges faced by Black girls in thestbom that may hinder their
ability to make the most of their educational abilitwW@R 2009). We live in a society
that does not seem to adequately address the unique loaftiwenBlack girl. Beginning
as early as prekindergarten, studies need to addresaylsesehools incorporate the
skills necessary to be successful in college but scladexdsneed to better recognize the
student who may feel alienated from the “field.” As neméd in Chapter 2, the field
serves to constrain agents and thus there is liteaallye and take relationship between
the habitus and the field. Oftentimes, the field takerertizan it gives but habitus itself is
no more fixed than the practices which it helps to streq(Harker 1984).

Regardless of how these Black girls felt about thérasethey did not always
know about or participate in the range of college premogtavailable to them. They did
not take advantage of test preparations opportunities déispitevailability through the
school, and had unrealistic academic aspirationdatioe to their academic
achievement. School administrators, teachers and stheol personnel, are the
gatekeepers to postsecondary schooling and these emtigéidgo work collaboratively to

ensure that Black girls are prepared for the rigors gbptbeess. These educational
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authority figures must receive diversity training to inseetheir sensitivity to the needs
and experiences of their Black students (Griffin and A#866). They must see the
presence of Black girls as assets to their schoollseadiverse schools prepare students
to be effective citizens in our pluralistic societye$h schools promote better
understanding, reduce prejudice, and improve critical thinkillg and academic
achievement. The educational, social and economic betefindividuals and to society
that are related to diversity are incomparable.

Social capital is gained from a relationship to the edoicatiprocess. The central
proposition of social capital theory is that netwsodf relationships are composed of
valuable resources that provide the participants withtaHsat entitle them to specific
rewards (Nahapiet and Ghoshal 1998). Much of this capitahbedded within networks
of a shared association and recognition. Social capithke form of social status or
reputation can be obtained from membership in specifiwar&s, particularly those in
which such membership is relatively restricted. Collegésuaniversities can be
categorized as influential networks that limit acd®sestablishing policies and
procedures that constrict participation. Students witlegelaspirations engage in
activities that can be described as restrictive due taseef arbitrary standards such as
college entrance exams and participation in programgidmaite college interest and
readiness. Black participation in programs like Advandaddment and Talented and
Gifted are minimal and the networks responsible for aslonisestablish criteria that
constrain involvement. For instance, are the curritarléhese programs culturally

diverse and is their participation considered impadtiuthe efficacy of the program?
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There is a positive association between a studecse@eanic rigor in high school
and their progress through college (Attewell and Domina 2@&3k girls have proven
that when they are provided an atmosphere that fasteirseducational development and
maintains high expectations, they can achieve any §tatleotypes and racism can stand
between Black students and educational achievement, so edunaki encourage state
legislators and policymakers to better fund schools eapdave the college preparation
processes for Black students. The changing face of Aaresiociety has implications for
participation in higher education generally, and this isqdarly relevant for institutions
serving more diverse populations. Over the past 23 yeees $983, eight of the ten
universities with the largest endowments have shownlade their percentage of
low-income students. With the exception of Harvard, falhe ten wealthiest universities
show a two-year decline in their percentages of lowsmestudents. For example, in
2007 Yale University had an endowment of $25 billion, yet sPpghpercent, and
Stanford University’s endowment was $17.2 billion and thens 0.4 percent on
financial aid. Based on Pell Grant data (Pell Grantdsvare reserved for students from
families typically with incomes below $40,000) schools likese are enrolling fewer
students who receive funding sources such as this onantti@n past. Five liberal arts
schools with the largest percentage of low-income stsdee all women’s colleges such
as Smith College and Wellesley (JBHE 2007). From 1993 to 2006nthechool that
boosted their low-income student enroliment percentageRarvard and Princeton.
Schools like Princeton, Harvard and Amherst have inesoases taken expensive
measures to bring more low-income students to their caespd hese measures include

total forgiveness of tuition charges and substitutiosabiblarship grants for student
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loans. Aggressive recruitment efforts which can include [@ohaiissions/financial aid
processes are necessary for increasing the populatoimofities, including Black girls.
This could include officials performing personal visits to puhigh schools.

We must do as Dr. Lighfoot advised, that is, decide thatkBirls are precious
people whose experiences are worthy of study (Lightfoot,12&5). Their growth and
development are significantly important to societiesiad the world. Black girls are not
“little women” and research should address their spengeds by using various methods
to explore how they navigate their path toward womanhotttbwi burdening them with
the responsibilities better assigned to adults. As aptiisej sociology has produced a
rich understanding of social processes (Halasz and Kau#f08). Qualitative
methodological approaches function best to exploreitbe bf oppressed peoples, but
gathering data through the use of surveys and questionnairedso be a useful tool for
analysis. It can be valuable as a preliminary measugait access to the cohort, which
can then lead to more in-depth methods of investigation.

There were some issues with the NELS data regardirgk Blds that raised
some dubious concerns pertaining to how they feel about ¢hesas The majority of the
girls in the study were from the south; therefoneauld be worth considering whether
geography has anything to do with feelings of self-worth. Alse number of Black girls
as compared to white girls that were included in the susvef/some concern,
particularly since most of the Black girls were siathin one geographical region. Do
Black girls from the Midwest, for example, feel as gabdut themselves as Black girls
in the south? Furthermore, the data was collected beginmil988, do Black girls still

feel as good about themselves today as they did then?
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Sociology has gained prominence by studying institutionaltsires and
explaining the processes of individuals navigating theattamdscape (Halasz and
Kaufman 2008). Understanding how the experiences andguosdiof Black girls shape
the way they interact with the social world is intgFor Black girls who originate from
such a rich legacy of resilience and determinationsudsed in Chapter two, this
knowledge is invaluable due to its implications for the m@xteration of Black girls.

Finally, the issue of girls’ self-perception and theiwdl of participation in
college-going activities showed interesting results. Btds who feel they are persons
of worth, equal of other people reported being in hightsgloups at higher
percentages than others, and Black girls who aspire to gollege reported they were in
programs such as Talented and Gifted and AP at a higleanpage than others do.
These girls clearly had a great deal of self-worthestdem and this lofty sense of self
can be of value, but not if it does not develop into beiravthat denote consistent
interest in the college-going process. This does not ggngeadequately. Schools need
to tap into this hearty sense of self that Black g&ksns to possess, but it must be guided
and directed into more meaningful participation in actsitihat indicate college

matriculation is not simply an aspiration but an aghble goal.

Contributions to the Field of Study

The goal of this research was to explore whethenBiats participate in
activities that communicate an expectation to furtheir #education, and how their
participation may have been effected by their self-geti@e. Using the secondary data

set from the National Educational Longitudinal Study of 1@8BLS:88) this research
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had the goal of featuring Black girls as the lone undr@lysis to initiate an in-depth
conversation about this underrepresented cohort. By exglthe lives of these
particular Black girls to discover their hopes for thiife, we can logically infer how all
girls in this cohort might experience the world.

For sociologists studying this group, the field, meaning sshmaokt adhere to the
notion that these agents, Black girls, have a sigmfistake in the academic field. The
amount of capital possessed by these agents varies dependimgr experience with
the field, yet the capital they gain from an affiliet with this field can increase other
forms of capital for them. The habitus of this colshmuld be viewed as malleable
because despite how they individually structure the sa@adtl based on their specific
experiences, they aspire to participate for the rdsvirey perceive exist. Habitus, or
one’s view of the world and one’s place in it, is mportant consideration for
recognizing how Black girls navigate their way through thecational system (Dumais
2002). The habitus of Black girls is determined to be quiterdnt than other groups and
this effects how they feel about themselves. Habitastcains but does not determine
thoughts or actions, so the field must be responsiveetedlf-perception of these girls.
The way they feel about themselves will affect hoeytparticipate in social life. These
girls embody a self confidence that allowed them toesga positive self-perception.
This self-perception impacted their assessment of adageriormance and program
participation.

For educators, the interpretation of the Black girtsidemic efforts demonstrated
a lack of understanding of the process of college-prepasedhligh school performance

is a good indicator of college success (Griffin anetAR006) and high schools with
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more resources and greater emphasis on college-going/plysithpact a student’s
aspirations. The resource of most importance for theksecan be the school counselor
who is a primary source of information for making knadgeable decisions regarding
their academic futures. These educational gatekeepers mgagfeein a dialogue with
Black girls that include issues like grade requirementsdtiege eligibility, financial aid
options, SAT test preparation or even arranging collegjesviWhen Black girls are
provided with the adequate support they need to develop thersdalssary to fulfill
their educational goals and thereby reaching their ovdygttives of a self-determined
life, Black girls can be triumphant. These girlkeltheir ancestors before them,
understand the value of an education and what schooling riegdhsir life chances.
They place themselves in challenging situations in oodezdp the benefits offered once
the goal is accomplished. Black girls are keenly awatbeofvay society views their
existence, but with their heads erect and the tempaeofgait undaunted, Black girls
continue to feel good about themselves and aspire tquapdseful lives as educated

women.



APPENDIX A
ORIGINAL WORDING OF THE STUDY VARIABLES
(SIMULATED EXCERPTS FROM THE NATIONAL

EDUCATION LONGITUDINAL STUDY OF 1988)

8™ Grade — Base Yea

Self-perception Variables

Part 4- Your Opinions About Yourse

44. How do you feel about each of the following staten®gmisk one on each line)

Strongly Strongly
Agree Agree Disagree Disagree
a.) | feel good about myself O O O O

d.) | feel | am a person of worth,
equal of other people O O O O

*There were other choices within this question, buthey were not relevant to this study*

Educational Expectation Variables

Part 5- Your Plans For The Futt

45. As things stand now, how far in school do you think wadl get?mark one)

Won't finish high school i
Will graduate from high school, but won't go
any further O
Will go to vocational, trade, or business

School after high school O
Will attend college O
Will graduate from college i
Will attend a higher level of school after
graduating from college O

133
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46. How sure are you that you will graduate from high séheark one)

Very sure I'll graduate
I'll probably graduate
| probably won't graduate
Very sure | won't graduate
Dependent Variables

Ooo0oag

Part 8- Your Schoolwor!

Sometimes students are put in different groups, so theyidrether students of similar
ability. The next questions are about ability groups regeschool subjects.

60. What ability group are you in for the following cles@erk one on each line)

HIGH MIDDLE LOW ARENT GROUPED DON'T KNOW

a. English (Language Arts) i i i i i
b. Social Studies O O O O O
c. Science O O O O O
d. Mathematics O O O O O

68. Are you enrolled in any of the following special progsés@rvices?
(Mark one on each line)

YES NO

a. Classes for Gifted or Talented o O

*There were other choices within this question, buthey were not relevant to this study*

10" Grade - First Follow-up

Self-perception Variables

Part 5— Your Opinions About Yourse
And Your Attitudes

62. How do you feel about each of the following statda®®Mark one on each line)

Strongly Strongly
Agree Agree Disagree Disagree
a.) | feel good about myself O O O O

d.) |feel | am a person of worth,
equal of other people O O O O

*There were other choices within this question, buthey were not relevant to this study*
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Educational Expectation Variables

Part 5— Your Opinions About Yourse
And Your Attitudes

64. Think about how you see your future. What are theogsathat. (Mark one on each line)

Very About Very
Low Low Fifty-Fifty  High High
a. You will graduate from high school o i i i i
b. You will go to college O O O O O

*There were other choices within this question, buthey were not relevant to this study*

Part - Your Plans For The Futt

49. As things stand now, how far in school do you think wal get?mark one)

Less than high school graduation O
High school graduation only m
Vocational, trade, or business school after high school
Less than two years O
Two years or more O
College program
Less than two years of college m
Two or more years of college
(including two-year degree) O
Finish college (four — or five-year degree) O
Master’s degree or equivalent O
PhD, M.D. or other advanced professional
Degree O

Dependent Variables

Part 2— Your School Experiences Ar
Activities

20. Which of the following best describes your present pragMark one)

General high school program ..........ooiiiiiii e, O
College prep, academic, or specialized academic (suchax8&or Math)........ O
Vocational, technical, or business and career



Industrial arts/Technology education................cooiiiiiiiiiiiic i, O
Agricultural OCCUPALIONS. ... ..iit it e e O
Business or office OCCUPALIONS...........o v e O
Marketing or Distributive education..............ccoviiiiiiii i O
Health occupations... O
Home economics occupatlons ...................................................... O
Consumer and homemaking education...........ccccooevii i i i, O
Technical OCCUPALIONS. ...t e e e e O
Trade or industrial 0CCUPAtIONS..........vviiiiii i, O
Other specialized high school program (such as Fing.Atts.............. m
L 1 T m
L AON'T KNOW. .. e e e e e e e e m

Part3 - Your Plans For The Futt

50. Have you taken or are you planning to take any of trenmiy tests in the next two
yearsPMark one on each line)

Haven't thought No, don't Yes sYe Yes
About it plantotake thisyear nextyearl?" grade
a. Pre-SAT test O O O O O
b. College Board (SAT) O O O O O
c. College Board (ACT) O O O O O
d. Advanced Placement test (AP) o m m O O

*There were other choices within this question, buthey were not relevant to this study*

12" Grade - Second Follov-up

Self-perception Variables

Part 6— Your Opinions About Yourse
And Your Attitudes

66. How do you feel about each of the following statéa®RMark one on each line)

Strongly Strongly
Agree Agree Disagree Disagree
a.) | feel good about myself O O O O

d.) |feel | am a person of worth,
equal of other people O O O O

*There were other choices within this question, buthey were not relevant to this study*
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Educational Expectation Variables

Part 5— Your Opinions About Yourse
And Your Attitudes

67. Think about how you see your future. What are theogsathat. (Mark one on each line)

Very About Very
Low Low Fifty-Fifty  High High
a. You will graduate from high school o i i i i
b. You will go to college O O O O O

*There were other choices within this question, buthey were not relevant to this study*

Dependent Variables

Part 2— Your School Experiences Ar
Activities

12A. Which of the following best describes your present bidtool program@®ark one)

a. General high school program m

b. College prep, academic, or specialized

academic (such as Science or Math)

c. Vocational, technical, or business and career
Industrial arts/Technology education
Agricultural occupations
Business or office occupations
Marketing or Distributive education
Health occupations
Home economics occupations
Consumer and homemaking education
Technical occupations
Trade or industrial occupations

d. Other specialized high school program
such as Fine Arts

e. Special Education

f. I don't know

g. Alternative, Stay-in school, or Dropout Preventio
Program |

O Oooo0oOoooaoano O

O d



Part 2— Your School Experiences Ar
Activities

13. Have you ever been in any of the following kinds airses or
programs in high schoqh?ark one on each line)

YES NO
a. Advanced Placement programo m
b. Gifted and Talented program o m

*There were other choices within this question, buthey were not relevant to this study*

Part 2— Your Plans For The Futt

44. Have you taken or are you planning to take any of th@nwlyy tests this year?

(Mark one on each line)

| No, | don't Yes, I've Yes, | Wihnelid you
haven't plan to already planto most recently
thought about take taken it take it take or when
it this year do you plan to
take the test?
a. Pre-SAT test O O O O o
MO YR
b. College Board (SAT) 0o m O O o
MO YR
c. College Board (ACT) 0o m O O o
MO YR
d. Advanced Placement test
(AP) O O O O o
MO YR

*There were other choices within this question, buthey were not relevant to this study*

Part 2— Your Plans For The Futt

61. If you go to school, will you most likely attend gmark one)

Four-year college or university? O
Two-year junior/community
college: academic program? m

Two-year junior/community

college: technical, vocational

or trade program? O
Technical, vocational, or trade school? o

138
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GLOSSARY

academic optimism Possessing positive thoughts and feelings about thelsthno
experience and academic possibilities.

Black, non-Hispanic.A race/origin category used by the Census Bureau thaist®n$
persons who identified their race as "Black," but dididentify themselves as
being of Hispanic origin or descent.

coeducational.The system of education in which both men and womendthe same
institution or classes.

college-bound pursuits The tangible measures high school students take to expedss
interest in attending college.

common school A nineteenth century term originated by Horace Mannréfats to a
public school in the U.S. or Canada that serves indivedivain all social classes
and religions.

cultural capital. Forms of knowledge, skills, education, and advantagéstparson has
which can signify their status in society. Parents gl@vheir children with
cultural capital by transmitting the attitudes and knowletggrled to succeed in
the current educational system which can be certairslahtegitimate and
relevant knowledge that a pupil brings to school that¢hed variously values
or devalues.

devaluation. To underestimate or reduce the worth of an individual.

dialectical. Method of argument used by Hegel and adapted by Marx based on th
practice of examining opinions or ideas logically usingtéshnique of
guestioning and answering to determine validity.

self-perception.An individual's state of being; mood.

dominant culture. Those individuals in a society that have deemed thensstiee
arbiters of society’s norms which include language, vahe&saviors, rituals,
religion, and social customs which they then impos¢herrest of society.

egalitarian model. The model that believes that all people possess equiatg@lipksocial
and economic rights.
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elitist model. The model that believes that those holding high pestio a structure
whether in business, intellectual activities, or governihare thought to be
deserving and should be given deferential treatment.

femininity. The trait of behaving in ways considered typical for wome
Feminization of poverty The term given to the phenasnein which women
experience poverty at far higher rates than men.

field. A social arena in which people maneuver and struggle iupwfsdesirable
resources, or settings in which individuals and theilaspositions are located.
Gender equitable A social order in which women and mareshe same
opportunities as well as the same constraints to gaateifully in both the social
and economic domain.

habitus. A set of self-perceptions which generate practices armpgons.

identity construction. A process that begins at birth in which individuals @eatocial
self that represents who they believe themselves to doyagiven time in their
lives.

intersectionality. Multiple forms of discrimination and oppressions thetur
simultaneously and interconnect to strengthen biases.

marginalization. To relegate or lessen the status of an individual to thpheey.
matriarchal. A social system in which the female or mother &ldader.

meritocratic model. A model that believes is based on individual achievement
ability.

misogyny.Hatred or dislike of women.

network. A social network or system made up of individuals connected €ommon
purpose.

organizational habitus. Self-perceptions and perceptions transmitted to individnads
common organizational culture with a path of belietpegtations and practices
that flow throughout.

oppositional cultural model. A model that supposes individuals adopt behaviors that are
contrary to the behaviors compelled by the dominant culuoeder to express
their belief that those norms devalue their wayfef li

othermother. A woman who holds a position of authority or respotisjsimilar to that
of a mother.

patriarchial. A social system in which a male or father is tlal.
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resilience.The ability to adjust easily to change.

sapphire. Stereotypical phrase ascribed particularly to Africanefican women in
which she is depicted as the wise-cracking, emasculabmgan who lets
everyone know she is in charge.

self-efficacy. This concept lies at the center of psychologist AlBardura’s social
cognitive theory which is described as a person’s belieisior her ability to
succeed in a particular situation.

social capital.The sum of resources material and symbolic, actuapatehtial
accessible through networks of institutionalized relatgos (Martin 2009).

socialization. The continuing process whereby an individual develops apar&entity
and learns the norms, values, behavior, and soci#d akibropriate to his or her
social position as ascribed by the collective society.

society.All peoples collectively regarded as constituting a comity of related,
interdependent individuals.

status attainment model.The Blau-Duncan model that seeks to explain patterns of
social mobility.

stereotype.A simplified and standardized understanding or image eedavith special
meaning and held in common by members of a group.

subjugation. To force one into submission.

symbolic violence Dominant society’s way of coercing individuals intoibeing and
acting in specific ways.

system of oppressionThe organization of an exercise of authority or powex i
repressive, cruel, or unjust manner.

unit of analysis The major entity that is analyzed in a study.
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