
   

ABSTRACT 

RESILIENCY FACTORS OF FOSTER YOUTH 

Foster children are faced with many educational barriers, including lack of 

school stability, delays in enrollment, and academic struggles.  Foster youth also 

face overrepresentation in special education, and are more likely than non-foster 

youth to have mental, emotional, and behavioral problems.  As a result, foster 

children have lower high school graduation rates than non-foster youth.  Some 

foster youth overcome this adversity and succeed, but there is little research on 

what encourages success and resiliency in foster youth.  Fresno County has 

implemented new programs to address the needs of foster students.  This study 

demonstrated that foster students are being reached by new programs designed to 

address their needs.  All students in this study reported receiving services from at 

least one of the programs questioned.  Additional factors that contributed to 

success for these foster youth were personal aspirations/goals, self-motivation, 

adult mentor, family support, and tutoring.   
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CHAPTER 1: INTRODUCTION 

Education is essential to a functional society.  Children receive valuable 

skills while in school to become productive members of society, enabling them to 

become self-reliant and benefit the community (Gleason, 2008).  Educating all our 

youth and supporting their success in school is a priority; this includes the foster 

youth population.  These youth are especially disadvantaged in the educational 

system for a number of reasons.   

The barriers foster youth face are great.  Foster children are removed from 

their homes because of physical or emotional distress caused by abuse or neglect.  

A new home is provided with the intention of promoting a healthier environment 

for these children.  Unfortunately, once children are moved from primary care into 

foster care, they do not always receive the stability and refuge necessary (Ayasse, 

1995).  Some of the barrier foster youth commonly experience are frequent 

changes in foster homes and transfers between schools (Advocates for Children, 

2000).  They also continue to struggle emotionally and academically due to the 

instability of their environments (Ayasse, 1995).   Additional barriers for foster 

students include inadequate assessment upon entering foster care, delays in 

enrollment when entering a new school, lost records, lack of intensive educational 

programs available within school systems, and lack of stable mentors in life.  

Furthermore, some foster youth experience academic and behavioral problems 

related to their abuse or neglect.  Many fail to complete high school, no doubt at 

least partially because of the previously mentioned factors (Stuart Foundation, 

2008).   

With the number of foster children rising to 513,000 in the United States as 

of 2005, these barriers need to be addressed (Casey Family Programs, 2009). 
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These factors have damaging effects on children’s academic performance and 

achievement in school and ultimately detrimental effects on their future success.  

A portion of these youth rise above the adversity with which they are faced and 

succeed to become high school graduates.  Some of these underprivileged youth 

go on to college and to stable jobs and careers (Osterling & Hines, 2006).  There is 

a strong need to uncover what encourages resiliency within foster youth.     

Resilience is the ability of an individual to prosper, develop, and increase 

competency contrary to adverse obstacles (Gordon, 2001).  Most of the literature 

on resilience and foster youth focuses on environmental supports or intrinsic 

motivation (Bernard, 2004).  In order to assist our foster youth in becoming more 

successful, we must learn how to promote resiliency. 

There has been some progress for improving outcomes for foster youth 

nationwide, but many problems still persist that put foster youth at an extreme 

disadvantage.  California is one of the states leading the movement to address 

these concerns.  Many programs have been enacted to provide foster children the 

skills and tools necessary to address some of these barriers.  Some of these 

programs include academic tutoring, appointing an educational liaison to each 

district to protect the best interest of each student in the foster system, providing 

opportunities to make up for lost credits, and searching for appropriate placement 

for children.  

California has implemented new programs in the recent years with 

expectations of progress and improvements for foster children.  This study sought 

to determine if some of the programs implemented in California have made an 

impact on the foster youth population.  Additionally, this study examined factors 

that characterize resilient foster youth. 



 

CHAPTER 2: REVIEW OF LITERATURE 

Foster children are faced with many barriers, including lack of school 

placement stability, deficits in academics, either overrepresentation or 

underrepresentation in special education.  Youth in the foster care system 

experience many mental, emotional, and behavioral problems.  As a result, foster 

children have lower graduation rates than the national average.  Failure to graduate 

from high school has been shown to have additional negative economic and social 

impacts in their future (EPE Research Center, 2006).  However, some foster youth 

succeed despite their difficult situations.  This review will begin with the history 

of foster care followed by the issues that foster youth often encounter.  What 

makes some youth more resilient than others will be discussed.  Finally, new 

programs implemented in California that were created to address the struggles of 

the foster population will be covered 

History of Foster Care 

The foster care system began over 40 years ago in the United States.  The 

current system known today was established in 1980 by the Adoption Assistance 

and Child Welfare Act (AACWA).  This act gave federal funding for protective 

services for youth only after a reasonable effort was made to prevent the child 

being removed from their home.  The child would then be placed in the least 

restrictive environment and reasonable efforts must continue to be made to replace 

the child with their family (Public Law 96-272, 94).    

After this initial act, many additional policies were created to address 

arising foster needs.  Another significant act is the Child Abuse Prevention and 

Treatment Act of 1974 requiring mandated state reporting of suspected child abuse 

and/or neglect to protective services.  Laws throughout the 1970s and 1980s 
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focused on increasing awareness and ensuring that the individual states would 

maintain improvements in their foster care system by enacting new initiatives to 

address continuing concerns (Allen & Bissel, 2004). 

Throughout the 1980s and 1990s, the government focused on repairing 

poorly designed laws and advancing care for foster youth.   More attention was 

given to older foster students, ensuring that children were not placed in or did not 

remain in foster care unnecessarily (Allen & Bissel, 2004).  Additional policies 

were created to address the needs of housing, welfare, taxes, social security 

benefits, and federal funding for states.  Today, these policies either directly or 

indirectly affect foster youth positively, ensuring that they are now receiving the 

financial aid they need.  These laws and policies have improved the foster care 

system, addressing the more global, financial concerns.  There are still many 

barriers and issues yet to be addressed.  In recent years, there have been some 

nationwide policies that address the more specific needs of foster children. 

School Placement Stability and Enrollment Issues 

One of the biggest barriers foster children face is lack of stability; they 

frequently change residences and school systems.  The National Adoption and 

Foster Care Analysis and Reporting System (2002) found that while in foster care, 

children averaged one to two different home placements per year.  In a study 

conducted in Central California, it was found that foster youth average seven 

different placements during their stay in foster care (Horn, 2009).  When looking 

at school placement, another study, based in New York, found that 75% of their 

sample of foster children did not remain in their original school once placed into 

foster care, and while in foster care, 65% were transferred during the school year 

(Advocates for Children, 2000). A study conducted in the Midwest concluded that 
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over a third of their participants had been placed in five or more different school 

systems during their foster care stay (Courtney, Terao, & Bost, 2004).  Similar 

results were found nationwide in the Casey Family Program Study (CFPS) (1999).   

With the mobility foster children experience, it is no surprise they 

experience extreme difficulty while in school.  Kerbow (1996) found that students 

who changed schools four or more times they lost approximately 1 year of their 

educational progress.  California high school students who had changed schools 

even once were twice as likely to drop out of high school as their more stable 

peers (Rumberger, Larson, Ream, & Paladry, 1999).  There are many negative 

effects to transitory lifestyles for any student.  Children in foster care are more 

susceptible to these consequences due to the nature of their living situation. 

When a foster child is placed into a new school system, delays in 

enrollment often occur due to a lack of communication.  The foster child’s 

educational background and academic records are often not received by the new 

school immediately after transfer; this results in a delay for enrollment (Schubert, 

2001).  Further, Advocates for Children (2000) found that 42% of foster children 

did not immediately begin school when placed into a new foster home.  The 

missing records delay entry into the new school system, resulting in an extended 

absence from school.  Extended absence in combination with multiple school 

placements puts foster children at an extreme educational disadvantage. 

Academics 

Many foster children are not academically functioning at their appropriate 

grade level; up to 59% of foster children are working below grade level.  Some 

students have been found to be three to five years behind, possibly due to frequent 

changes in educational placement (Fanshel & Shinn, 1978).  Vacca (2008) found 
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that foster youth in the state of Washington scored 15-20 percentile points below 

their peers in achievement tests.  In Iowa, 50% of foster students performed in the 

bottom quartile on the Iowa Tests of Basic Skills (ITBS) (Smithgall, Gladden, 

Howard, Goerge, & Courtney, 2004).  A survey given to foster youth in 10th and 

11th grade found that the average foster student reads at a seventh grade level 

(Courtney et al., 2004).  These studies demonstrate that foster children are 

suffering academically. 

Foster youth are also at a higher risk for grade retention because of their 

lack of academic achievement.  Burley and Halpern (2001) found that foster 

students were twice as likely as their peers to repeat a grade.  In New York State, 

45% of the foster youth reported repeating a grade (Advocates for Children, 2000).  

Courtney et al. (2004) found that approximately 37% of foster youth had been 

retained at least once.  Sherr (2007) conducted a meta-analysis and found that 

foster students were seven times more likely than other students to be retained at 

least one grade.   

Poor academics may be related to lack of foster parental involvement in 

school.  Blome (1997) found that foster parents were unlikely to monitor and keep 

track of their foster child’s homework.  Sixty-five percent of foster youth reported 

that their guardian had never attended a teacher conference, visited their 

classroom, or volunteered at their school (Blome, 1997).  This lack of interest in 

the child’s education can contribute and continue the academic decline of these 

youth. 

As part of academic hindrances with which foster youth are faced, Vacca 

(2008) proposed that foster students are not being provided equal educational 

opportunities to advance academic achievement due to a lack of accessibility of 

resources.  Vacca (2008) maintains that the education of this vulnerable population 
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is overlooked by the educational system.  This belief is not shared by everyone, 

but provides an interesting perspective for those concerned about the education of 

foster youth.  Vacca (2008) insists that early, intensive intervention is key to 

advance foster students educational achievement, a view that is generally 

supported. 

Special Education 

Foster children also have an increased likelihood to be identified with 

special educational needs.  While 10% of the overall general population qualifies 

for special education (IDEA, 2004), 25-50% of foster youth receive special 

educational services (Weinburg, Zetlin, & Shea, 2001).  Courtney et al. (2004) 

found that 47% of children in foster care were served in special education at least 

once while in school.  Burley and Halpern (2001) found in Washington State that 

twice as many foster youth as non-foster youth had been enrolled in special 

education while in school.  Additionally, Horn (2009) found that 26% of the foster 

youth in Central California were identified as in need of special education while 

the state average is 11% for the general population. 

A meta-analysis conducted by Scherr (2007) found that foster children were 

approximately five times more likely than their peers to be identified as in need of 

special education.  Casey Family Programs (2009) reported that more than a 

quarter of the foster alumni described receiving additional help within their school 

system, including special education services.  Within the foster care population 

identified in need of special education, it is most common to see a diagnosis of 

specific learning disabilities or emotional disabilities (Weinburg et al., 2001).  

Some surmise that foster children are overly represented in special 

education because schools lack necessary programs and educational support for 
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failing children (Zetlin, 2006).  This is alarming, considering the eligibility for 

special education requires that the deficit or problem not be caused by a lack of 

educational exposure.  However, special education placement is not always 

beneficial in the long term. It is found that students enrolled in special education, 

specifically those diagnosed with an identified learning disability, are found to be 

less likely to graduate from high school, maintain a job, have support, and become 

self-sufficient (Westat, 1991).  This places foster youth at an extreme 

disadvantage, since they are diagnosed with learning disabilities more often than 

non-foster youth (Zetlin, 2006).  

The opposite has been found as well; foster youth are at risk for being 

under-diagnosed for special education.  Because of the frequent mobility of foster 

youth, they can be overlooked by school personnel and not provided the 

opportunity to receive the help they need (Zetlin, 2006).  One study found that 

while almost 70% of foster students in their poll were identified as possibly in 

need of special educational services by social workers, teachers, caregivers, or 

advocates and of those students, only a little more than a quarter were receiving 

services (Choice et al., 2001).  Choice et al. (2001) believe that the children may 

be underserved due to a lack of school funding for special education programs and 

the shortage of trained individuals to perform assessments on students.   

Additionally, another factor that may lead to foster children being 

underserved in special education may derive from a lack of an advocate on behalf 

on the children.  Foster parents may know the needs of the child but may be 

unaware of their rights when it comes to special education (Vacca, 2008).  Kerker 

and Dore (2006) believe that foster parents may lack the necessary training to 

advocate on behalf of their foster child.  This emphasizes the importance of 
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schools making sure foster parents know their rights in order to ensure the 

student’s needs are addressed. 

Mental, Emotional, and Behavioral Concerns 

Foster youth are more likely to experience mental, emotional, and 

behavioral problems than non-foster youth, which can negatively impact their 

academics in school and eventually, success in life.  Foster children exhibit a 

plethora of disorders and behavioral issues while in the school, ranging from 

aggression, being overly demanding or overly compliant, attention seeking, 

withdrawal, and anxiety (Dubowitz & Sawyer, 1994; Eckenrode, Laird, & Doris, 

1993).  In addition to these behavioral concerns, foster youth are likely to develop 

attachment disorders related to their instability in home life (Harden, 2004).   

Upon entry into foster care, it has been found that up to 80% of children 

have substantial mental health problems (Horwitz, Simms, & Farrington, 1994).  

Although children entering into foster care may have pre-existing mental health 

disorders, the removal from their biological family may serve to worsen mental 

health status (Kerker & Dore, 2006).  One study found that over half of the foster 

children alumni surveyed had one or more mental health disorders in the past year, 

including social phobia, depression, bipolar disorder, and/or panic disorder 

(Kerker & Dore, 2006; Pecora et al., 2003).  

Foster children who are fortunate enough to receive services for their 

mental health issues are often qualified for special education through the eligibility 

of emotionally disabled (Weinburg et al., 2001).  Not all children in the foster care 

who need such services receive them.  Kerker and Dore (2006) found that foster 

youth may go untreated in many situations due to lack of advocacy on behalf on 

the child, financial constraints, and a fragmented health care system.  Additionally, 



 10

lack of foster parent and social worker training in the area of mental health may 

result in the child’s mental health status being overlooked.  Further, Simms, 

Dubowitz, and Szilagyi (2000) found that while foster youth automatically qualify 

for Medicaid health insurance, few mental health providers accept this form of 

payment.  Providers who do accept Medicaid require a preexisting diagnosis of a 

mental health disorder, leaving only the severely disturbed children with treatment 

opportunities.  Mild mental health concerns may go untreated.  It is further 

surmised that mental health concerns go unscreened upon entry into foster care, 

resulting in lower identification of treatable issues (Kerker & Dore, 2006). 

These mental, emotional, and behavioral issues that go untreated may be 

viewed by the school system as an act of defiance or rebellion.  This results in 

high rates of suspension and expulsion for foster children.  Zetlin (2006) found 

that children in the foster system are three times more likely than nonfoster youth 

to have faced disciplinary action, including suspension and expulsion.  It is 

important for those responsible for the foster child’s wellbeing to identify any 

behavioral concerns immediately.  This will ensure that the child receives the 

proper services necessary to treat any behavioral issues because traditional means 

of punishment may not be appropriate in all cases. 

High School Drop Out Rates 

Considering the frequent mobility, struggling academics, and behavioral 

and mental health issues foster youth experience, it is not surprising that they are 

at an increased risk of high school drop out.  Some statistics show that the drop out 

rate for foster students is as high as 48% (Courtney et al., 2005), while the national 

average for all students is approximately 30% (EPE Research Center, 2006).   A 

study conducted in Chicago found that 55% of their foster youth dropped out of 
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high school and 10% were incarcerated before graduation (Smithgall et al., 2004).  

In Blome’s (1997) study, it was found that foster students were twice as likely to 

drop out of high school.  Recently, a local study in central California was 

conducted on foster youth drop out rates.  It was found that 26% of the general 

population drops out of high school while 44% of the foster youth drop out (Horn, 

2009).   Factors found to contribute to high school drop out include grade 

retention, frequent school mobility, and having behavioral difficulties (EPE 

Research Center, 2006).  With these considerations, foster students are clearly at a 

higher risk for not graduating from high school.    

Additionally, foster youth are significantly less likely to complete their 

general education diploma (GED), which is an equivalence to a high school 

diploma, and are therefore less likely to be prepared for college (Blome, 1997) or 

have a professional career (Courtney et al., 2005).  Of the general population, 

students who drop out of high school are 93% more likely to later complete a GED 

while only 77% of foster youth dropouts subsequently completed a GED (EPE 

Research Center, 2006).   

Children in the foster system may not be provided with appropriate 

developmental opportunities necessary for success in school and life.  Foster youth 

experience poor economic outcomes as well.  With only half of foster students 

graduating from high school it is important to consider that high school drop outs, 

in general, have noteworthy negative outcomes.  These negative outcomes can 

include higher rates of public assistance (including welfare), higher likelihood of 

becoming a single parent, and a higher risk of having children at a younger age 

(EPE Research Center, 2006).   

The foster youth who do complete a GED after dropping out of high school 

are found to experience high job turnover and earn lower wages than non-foster 
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youth (Boesel, Alsalam, & Smith, 1998).    Foster students who were emancipated 

at age 18 were found to be three times more likely to have lived below poverty 

level and have no health coverage than non-foster youth (Pecora et al., 2005).  

Foster youth are also found to have a higher occurrence of committing offenses 

and being incarcerated than their non-foster youth peers (Cusick & Courtney, 

2007).  

Students in the foster care system are clearly not receiving the help they 

need to survive in school, leading them down a path of frustration and confusion; 

and ultimately many drop out.  Without a high school degree, this group of 

individuals are at a higher risk for being unemployed and not acquiring the skills 

necessary to function successfully in modern society.  

Resiliency of Foster Youth 

The aforementioned studies have focused on why foster youth are a 

vulnerable population and are less likely to have success.  What the plethora of 

literature fails to focus on is why some foster youth succeed regardless of the 

adversity with which they are faced.  A simple, fundamental question should be 

asked: What makes some foster youth succeed?   

In order to define resiliency, Bernard (2004) categorized two domains: 

individual strength and environmental protection factors.  Individual strength can 

include problem solving, social capability, autonomy, and sense of purpose.  

Environmental protection factors include family, community, mentors, and 

expectations.  Most studies have found foster youth resiliency to fall within one or 

more of these categories.   

Most studies conducted on resiliency have found that strong environmental 

protection factors have significantly increased positive outcomes for previous 
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foster youth.  Osterling and Hines (2006) conducted a study to promote resilience 

in older foster youth when transitioning out of care.  They found that a stable 

mentor did increase the possibility of a successful transition and decreased the 

possibility of negative outcomes for foster youth.  Similarly, Similarly, Taylor, 

Lyndon, Bougie, and Johannsen (2004) found that even a stable peer in a trouble 

child’s life significantly increased positive outcomes for previous foster youth.   

Merdinger, Hines, Osterling, and Wyatt (2005) found that the majority of 

former foster youth in college reported a stable social support, being a friend, 

having a family member, etc. as their main reason for educational success.  Hass 

and Graydon (2009) found in their study of postsecondary former foster youths 

that this group had a history of less juvenile justice encounters, and received less 

mental health or special educational services.  When respondents were asked 

“Who or what helped you the most and why?” most responded with social 

supports.  Students also reported monetary assistance and information for 

understanding college and finances helped them. All of these studies focus on a 

stable person or outside resources in a student’s life and how this increased 

success and resilience significantly.   

Although these environmental factors are shown to lead to higher resiliency 

and success, one study mentioned that students also reported that they were only 

somewhat happy with their lives.  Former foster youth who were currently 

enrolled in a four-year university reported that they were struggling emotionally, 

financially, and academically in some cases (Merdinger et al., 2005).  It would 

appear students need more support in these various areas to make them successful.  

Perhaps the way success and resiliency was measured, by academic achievement, 

should be adjusted to fit more areas of interest, including emotions and financial 
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stability.  There are gaps in the research for resiliency of foster youth in these 

additional areas. 

Intertwined with environmental protection factors, some studies show 

individual strength to be an underlying factor in resilience and successful foster 

youth.  Hines, Merdinger, and Wyatt (2005) indicated that successful foster youth, 

measured by enrollment in a four-year university, had high internal locus of 

control, including independence, assertiveness, determination, and social support. 

A study previously mentioned by Taylor et al. (2004) found that not only did a 

stable peer in a trouble child’s life significantly increase outcomes but also 

increased the possibility for intrinsic motivation, which would carry on to later in 

life for this child.  These studies show that some foster youth have internal 

characteristics and motivation that drives their success and resiliency.   

It would appear that the combination of individual strength and 

environmental protections are potential factors that seem to help foster youth 

become more resilient and successful (Bernard, 2004).  Research needs to be 

continued in other areas of resilience and success for foster youth.  Besides the 

measure of internal characteristics and academic achievement, researchers must 

continue work to find any and all factors that contribute to the resiliency and 

success of this population.  This will be helpful in the future to ensure all of this 

at-risk population will have the resources necessary to help them succeed.  Many 

laws and programs have been enacted to address the needs of foster youth, 

including the older foster youth transitioning out of foster care. 

Addressing Foster Youth Concerns Nationwide 

Nationwide there have been many laws enacted that have significantly 

impacted the needs of foster youth.  The Adoption and Safe Families Act (ASFA) 
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in 1997 has had a considerable impact on foster youth. This act gave 

considerations to when reunification with biological families is appropriate, 

accelerating permanency decisions and providing incentives for adoption (Allen & 

Bissel, 2004).  This act would give more stability and consistency in the child’s 

life, enabling them to focus on other priorities.  The court systems play a crucial 

role in deciding safety and permanency issues.  Efforts are being made to improve 

the decision making on behalf of the courts by ensuring proper training of court 

staff and increasing thoroughness when reviewing cases.  

The McKinney Vento Homeless Act of 1987 addressed the needs of the 

homeless and in 2002 and was expanded to include youth awaiting placement in 

foster care.  This act ensures that these youth maintain their school placement 

throughout their homelessness.  This act guarantees that foster children in 

transition of placement be granted immediate school enrollment, despite their lack 

of immunization and school records.  This decreases the amount of time spent out 

of school so the student can still attend even though records have not yet been 

received.   

Additional federal policies have been enacted to address the growing 

concerns of foster students.  The Foster Care Independence Act in 1999 was 

created to hold states accountable for foster child safety, permanency, and well- 

being.  The Individuals with Disabilities Educational Act (IDEA) (2004) addresses 

the needs of this population by enabling foster parents to advocate for the child, if 

the child is believed to be or is found to be eligible for special education, although 

requirements vary from state to state.  IDEA (2004) also asserts that early 

interventions must be initiated for children who have trauma due to an instable 

family life.  Foster children fit into this category.  No Child Left Behind (2001) 

indirectly serves foster children by focusing on at risk youth to close the 
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achievement gap entitling them to a Free Appropriate Public Education (FAPE).  

These are just a few recent policies that have been created to increase the success 

of foster youth. 

Although policies have been enacted, many states continue to inadequately 

support their foster youth.  Many states are failing to provide appropriate 

educational services, they are not reducing the amount of school changes, have 

missing educational records, have inadequate educational advocacy, maintain poor 

communication between schools and agencies, and fail to address foster students’ 

tardiness, truancy, and absenteeism (Cushner, 2009).  The issues of school 

placement stability, poor academics, overrepresentation in special education, drop 

out, and other mental, emotional, and behavioral problems are continually being 

overlooked.  These issues continue to put foster children at a disadvantage in 

regard to their education.  More must be done to increase the academic success of 

the foster youth in the United States. 

Addressing Foster Youth Concern: State Initiatives 

California has created some new laws recently to address foster youth 

concerns.  California Assembly Bill 490 (Steinburg), Chapter 862 was enacted in 

2004 to establish and ensure education of children in foster care.  This mandated 

that foster youth be provided with the following according to National Center for 

Youth Law (2004): 

[A]ccess to the same resources and educational opportunities as other 

students, increased stability in school placements, immediate enrollment 

even if records are not available, timely transfer of student records, 

calculation of full or partial coursework by schools the student has 
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attended, and education placement decisions that are determined by the 

child’s best interest. (p. 3) 

The state of California addressed foster youth needs additionally by 

developing the Foster Youth Services program (FYS).  This program, begun in 

1981, ensures that each school district retain an educational liaison to represent 

foster children in their designated area, in order to increase accountability for 

foster youth.  In Fresno County the program is referred to as the Foster Youth 

Educational Services Program (FYES), which began in 2000.  FYES provides 

services in order to meet three broad goals: increase academic achievement, 

decrease truancy, and decease discipline referrals.  The program seeks 

collaboration between schools, placing agencies, care providers, and others (the 

California Educational Code Sections 42920-25).   

The FYS/FYES maintains the goal of providing foster youth support to 

enhance their skills and give them the confidence required to develop into 

productive students and adults (California Department of Education, 2008).  This 

is provided through a myriad of services.  The FYES advocates for students 

encountering delays in enrollment by ensuring academic and immunization 

records reach the new school in a timely manner.  FYES provides assistance to 

placing agencies and foster parents when foster youth are received into a new 

district by expediting records and making sure all legal obligations have been met.  

This program attempts to fit the child with appropriate additional school programs 

if necessary, for example, an after school program or credit recovery.  FYES 

additionally offers tutoring, transcript analysis, educational plan development 

focused on college readiness, referrals to collage bound programs, credit recovery, 

and leadership skill development.  They also train advocates on legal matters, such 

as the educational and special education rights of the student. 
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Another program in California that addresses foster needs for school credits 

is the Passport to Life program.  This is implemented in the local school district 

and aids foster youth in credit attainment.  Due to transitions in school placement, 

these students may not have the required amount of credits to graduate from high 

school.  This program provides opportunities to these students through offering an 

extra class period, after the traditional school day ends, or through summer school 

programs.  These programs give the students’ additional credits toward their high 

school diploma; it provides tutoring, study skill courses, career exploration, 

guidance, and goal setting (Office of State and Federal Programs). 

An additional program implemented in the state of California addressing 

foster youth concerns is the Independent Living Program (ILP).  This program is 

focused on increasing self-sufficiency for current and previous foster youth to 

assist in transition from adolescence to adulthood.  Some of the services provided 

include classes on managing finances, classes on daily living skills, building 

decision making skills, increasing self-esteem, assistance for college finances, 

housing, and employment.  For a student to qualify for these services he/she must 

have been in foster care between the ages of 16-18 and may receive services until 

their 21st birthday (Department of Social Services). 

Through programs like the ones described, California is attempting to 

address the dire needs of foster youth.  With the implementation the FYES, 

Passport to Life, and ILP it would be expected that foster students would begin to 

perform more efficiently in school and have better outcomes.  The 2008 Report to 

the Legislature and the Governor for the Foster Youth Services Program (2008) 

had individual districts track a subset of their foster youth over the 2007 school 

year and each reported improvements in multiple areas.  In the area of academic 

achievement, the overall goal for elementary school was met by increasing the 
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grade point average for at least 60% of the foster youth, but the same goal for high 

school foster youth was not met.  The goal of reducing truancy was met in the 

comprehensive school programs with a 95% attendance rate, but not met in 

alternative educational programs, with an 81% attendance rate.  The goal of 

reducing expulsions to less than 5% of foster youth was met as well.  These data 

show that improvements are being made with the implementation of these 

additional programs.  However, there are still little data regarding how these 

programs have improved the graduation rates of the foster population. 

Research Question 

In order to assist our local foster students, the objective of this study is to 

obtain information about what makes some foster youth more resilient and more 

successful than the less successful foster youth.  The research questions are: Do 

foster youth who graduate from high school score higher on resiliency factors than 

foster youth who do not graduate?  Do foster youth who graduate from high school 

receive more support services from local programs than foster youth who do not 

graduate from high school? 

 



 

CHAPTER 3: METHODS 

Participants 

Participants for this study were current foster youth, enrolled in a local 

urban school district.   These students were enrolled in high school at the time of 

the survey, with the expected graduation date of June 2010.  All participants were 

dependents of the state who were in foster care due to abuse or neglect.  

Delinquents were not included in the study because the delinquent population was 

deemed too difficult to follow due to transiency.  Demographics information was 

gathered via survey, including ethnicity, age, gender, amount of time spent in the 

foster system, age upon entry into the foster system, number schools attended, if 

they were ever retained, and if they ever received special education services (see 

Appendix A, see Tables 1 and 2).   

There were 21 current foster youths who participated in this study.  The 

majority of participants were 18 years old.  Their ethnicities included: Hispanic (n 

= 8), Caucasian (n = 5), and Other (n = 6). Two participants declined to state their 

ethnicity.  There were 10 boys and 11 girls in the study.  Most participants had 

never been retained throughout their educational history and had never received 

any special education services.  The majority of participants averaged 6 or more 

years in the foster care system (see Table 1).  Demographic data including 

ethnicity, gender, and special education were analyzed using chi-squared test of 

independence to determine if any differences existed between graduate status and 

those variables.  No significant differences were found between groups. 

The majority of participants entered into foster care at an average of age 11.  On 

average, the participants attended 3 elementary schools, 1 middle school, and 2 

high schools (see Table 2).  Most students graduated with a high school diploma  
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Table 1. Frequency Demographic Data on Foster Students 
Variable      N   % 
 
Ethnicity 
     Caucasian       5   23.8 
     Hispanic       8   38.1 
     Other       6   28.6 
     Declined to State      2     9.5 
Gender 
     Male      10   47.6 
     Female      11   52.4 
Time Spent in Foster System 
     Less than a year      2     9.5 
     1-2 years         1     4.8 
     3-4 years       4   19.0   
     5-6 years       3   14.3 
     6 or more years     11   52.4 
Retained At Least One Year in School 
     Yes       7   33.3 
      No       14   66.7 
Special Education Services Received 
     Yes       5   23.8 
     No       16   76.2 
Graduation 
     High School Diploma    12   57.1 
     Certificate of Completion    1     4.8 
     Plan on Receiving Diploma    1     4.8 
     Graduated due to AB167    7   33.3 

Table 2. Means and Standard Deviations Demographic Data on Foster Students 
Variable      Mean     SD 

 
Current Age      17.95     0.80 
Age Entered Care     11.05     4.52 
Number of Different Schools Attended 
     Elementary      3.16     2.38 
     Middle       1.63     0.83 
     High School      2.42     1.53 
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(n = 12).  One graduated with a certificate of completion and one was planning to 

receive a diploma after the summer.  Seven participants graduated only due to 

AB167 (see Table 1).  There were no non-graduate participants within this study.   

Instruments 

The instruments used in this study were the Assessment of Academic Self- 

Concept and Motivation (AASCM) questionnaire (see Appendix B) and the Goals 

and Barriers Assessment Questionnaire (see Appendix C).   

Assessment of Academic Self- Concept 
and Motivation 

The AASCM questionnaire (Gordon Rouse & Cashin, 2000) focuses on the 

high school environment and experiences (see Appendix B).  The items are on a 7- 

point Likert scale.  The high school domains measured are cognitive, social, 

extracurricular, and personal.  The cognitive portion focuses on performance in 

school on cognitive tasks.  The social portion focuses on how the student made 

friends and how satisfying their friendships were.  The extra-curricular portion 

focuses on partaking in extra-curricular activities.  The personal section focuses on 

someone significant in the student’s life who helped him/her or provided 

information.   

The same high school domains are repeated in each section; however, the 

directions instruct the respondent to think about a different focus for each section.  

The five sections include ability, environmental responsiveness, control, 

importance, and emotions.  Section I refers to the individual’s perceived ability to 

achieve goals.  Section II asks about support from the school in terms of those 

same tasks.  Section III is concerned with the respondent’s perception of controls 

over accomplishing the tasks or goals.  Section IV asks the respondent to rate the 
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goals in terms of importance.  Finally, Section V relates to the individual’s 

feelings about goal statements.  This yields 20 subscales. For the purposes of this 

study, ability, environmental responsiveness, control, and importance were 

utilized; emotions were not be used.  With only four sections being used, this 

yielded 16 subscale scores.  Item ratings are summed for each subscale.  The 

reliability is found to range from .80-.94 for each subscale (Gordon Rouse & 

Cashin, 2000).  There is no validity information regarding this questionnaire. 

Goals and Barriers Assessment 
Questionnaire 

The Goals and Barriers Assessment questionnaire has 12 questions on a 7-

point Likert scale (see Appendix C).  There are five questions regarding what has 

contributed to their high school success and five questions regarding what they 

feel has prohibited them from success in high school.  There are 14 items that ask 

participants to circle ‘YES’ or ‘NO’ about the services received from FYES, 

Passport, and ILP.  The number of items indicated as ‘YES’ were summed for a 

measure of support programs.  There is no validity or reliability information 

regarding this questionnaire. 

For purposes of this study, resiliency was defined as graduation from high 

school with a diploma, a GED, or a certificate of completion.  Participants who did 

not complete high school or did not graduate by traditional means were considered 

non-resilient.   

Design and Procedures 

This study was proposed to California State University, Fresno’s 

Psychology Department and to the Institutional Review Board (IRB) to request 

permission to conduct this study.  Once approval was received from both sources, 
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the Department of Social Services (DSS) was contacted.  The DSS held a meeting 

in which the social workers were trained on the assessment procedure. 

Once the social workers were trained, they contacted the students on their 

case loads and requested their voluntary participation.  There were reportedly 62 

current foster youths in 12th grade standing that could be assessed.  If the foster 

youth was over 18, they first signed the consent form.  If the student was under 18, 

a guardian was contacted to sign the consent form for participant (see Appendix 

D).  Once the consent form was signed, the social workers had the students 

complete the assessments on an individual basis and answered any questions the 

students may have had at the time.  The assessment procedure included: 

completion of the AASCM questionnaire, the demographics survey, and the Goals 

and Barriers Assessment questionnaire.  Following their participation, they 

received a $10 gift card.  When the 2010 school year ended, the social workers 

determined which of the students they assessed graduated, which method of 

graduation (high school diploma, a GED, or a certificate of completion) and which 

did not graduate (nongraduation or graduation due to nontraditional means).   

The researcher had limited involvement in the entire process.  Information 

on how the foster youths were identified, contacted, and determination of 

graduation status were not shared with the researcher.    

Research Hypothesis 

Based on previous research by Gordon, Rouse, and Cashin (2000), it was 

predicted (1) that foster youth who graduate from high school will score higher on 

the cognitive ability, social ability, the personal ability, and extra-curricular ability 

on the AASCM than foster students who do not graduate from high school.  It was 

predicted (2) that foster youth who graduate from high school will score higher on 
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the cognitive control, social control, extracurricular control, and personal control 

on the AASCM than foster youth who do not graduate.  In addition, it was 

predicted (3) that foster youth who graduate will score higher will on the cognitive 

responsiveness, social responsiveness, the extracurricular responsiveness and the 

personal responsiveness on the AASMC than foster youth who do not graduate.  

Additionally, it was predicted (4) that foster youth who graduate will score higher 

on cognitive importance, social importance, extracurricular importance, and 

personal importance on the AASCM than foster youth who do not graduate.  

Lastly, it was predicted (5) that foster youth who graduate will have received more 

support services from FYES, Passport to Life, and ILP than foster youth who did 

not graduate. 

Once the data were collected, it was determined that the sample consisted 

only of high school graduates.  Due to this, the original hypotheses needed to be 

adjusted.  A large portion of the sample graduated at the end of the school year 

due to AB167, this allowed foster students who changed schools during their 11th 

or 12th grade years to graduate from high school with significantly fewer school 

courses than their individual high schools would have allowed in the past.  These 

students were still required to have taken core classes (English, Algebra, etc.) but 

they were able to graduate without the school required amount of credits, which 

consisted mostly of elective courses.  These students would not have graduated if 

not due to AB167 passing in January 2010; therefore, those who graduated due to 

AB167 were compared to those who graduated traditionally (high school diploma, 

certificate of completion, and/or will graduate after summer school).  All of the 

original hypotheses remain the same except instead of comparing graduates to 

nongraduates; traditional graduates were compared to nontraditional graduates.  It 
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was predicted that those who graduated traditionally would score higher on all 

factors when compared to those who graduated nontraditionally. 

 



 

CHAPTER 4: RESULTS 

The original plan was to conduct 4 MANOVAs and use graduation as the 

independent variable (comparing graduates of high school to nongraduates) and 

the high school domains (Cognitive, Social, Extracurricular, and Personal) as the 

dependent variables.  However, the sample consisted only of graduates; traditional 

graduates and those who graduated due to AB167.  The AB167 group was able to 

graduate high school with significantly fewer school courses than their individual 

high schools would have allowed in the past, due to AB167 passing in January 

2010.   Therefore, those who graduated due to AB167 were compared to those 

who graduated traditionally (high school diploma, certificate of completion, and/or 

graduation after summer school). 

Descriptive Statistics 

Assessment of Academic Self- Concept 
and Motivation 

The means for each section (Abilities, School Responsiveness, Individual 

Control, and Importance) on the Assessment of Academic Self-Concept and 

Motivation (AASCM) questionnaire were averaged with the domains (Cognitive, 

Social, Extra-curricular, and Personal).  The means showed that the participants 

rated Abilities/Social as elevated (M = 6.19, SD = 1.43).  The participants felt 

“Very Capable” of making friends, keeping friends, and were able to be socially 

happy within their schools.  Also elevated was the mean score on 

Importance/Cognitive (M = 6.50, SD = 1.10).  The participants found it “Pretty 

Important” to understand materials and information from classes, to do homework, 

perform well in school, and make good grades.  All other sections in comparison 

with domains averaged in the moderate area (see Table 3). 
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Table 3. Means and Standard Deviations AASCM Questionnaire for Total Sample 
                                      Extra-             

Cognitive         Social           Curricular        Personal 

Domain   M SD   M     SD     M    SD       M      SD 

Abilities 5.48       1.47 6.19       1.44 4.62       2.06 5.86       1.35 
School 

Responsiveness 
 

5.60       1.43 
 

5.40       1.64 
 

4.40       1.93 
 

5.70       1.53 
Control 5.80       1.36 5.80       1.61 5.00       1.59 5.85       1.30 
Importance 6.50       1.10 5.75       1.65 4.50       2.04 5.85       1.66 
Note.  Responses rated on Likert scale: 1 = Not Very; 3 = Somewhat; 5 = 
Capable/Responsive/Important/Some Control; 7 = Very 

Goals and Barriers Assessment 
Questionnaire 

Each participant was asked to answer “Yes” or “No” to specified services 

received from Foster Youth Educational Services (FYS), Passport to Life Services, 

or Independent Living Services (ILP).  The number of students who received the 

specified services and the percentages are reported below for the entire sample 

(see Table 4).  All participants received some sort of support services throughout 

their history.  The majority of participants did not receive services in the form of 

going to Scout Island, attending a discussion on AB490, attending the ILP kickoff, 

receiving services from Passport to Life, Cyber High, the Passport to Life 

Program, receiving tutoring, attending credit recovery courses, attending adult 

school, and being informed about of AB167.  More than half did, however, receive 

the services of: having someone accompany them to a counseling appointment, 

been given a binder in which to keep all their records, received services from ILP, 

and received assistance on completing and submitting their FAFSA (see Table 4). 
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Table 4. Support Services Received for Total Sample 
Variable    N     % 
ILP 
    ILP      21             100.0 
    ILP Kickoff   9     42.9 
FYS 
    Scout Island   6     28.6 
    AB490 Discussion            2       9.5 
    Counseling Appt.   11     52.4 
    Binder    15     71.4 
    Tutoring     7     33.3 
    FAFSA    18     85.7 
Services Provided Through School 
    Passport      6     28.6 
    Credit recovery    8     38.1 
Total     21             100.0 
 

A closer look at the Goals and Barriers Questionnaire reveals some 

interesting findings for what these youths perceive to be influential toward the 

completion of high school.  Examining Assets, most participants ranked personal 

aspirations/goals (M = 6.14, SD = 1.19) and self-motivation (M = 6.29, SD = 1.15) 

to be the most influential factors that helped them to succeed.  The next two 

factors ranked as having some influence were having an adult mentor or friend and 

family support.  The factor ranked with the least amount of influence, yet still 

deemed “Somewhat Influential” was mentoring or tutoring program (see Table 5). 

The Barriers listed did not seem to have much influence in hindering these 

particular students’ progress toward graduation.  The biggest factors, ranked only 

as a slight problems, were failure to earn enough credits (M = 3.19, SD = 2.08) 

and poor attendance (M = 3.14, SD = 2.39).   Ranked just above “Not A Barrier” 

were inability to pass the high school exit exam, lack of motivation, and 

behavioral or emotional issues (see Table 5). 
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Table 5. Means and Standard Deviations from Goals and Barriers Questionnaire 
for Total Sample 
Variable      Mean    SD 
 
Assets 
     Personal Aspirations    6.14    1.19 
     Self-Motivation     6.29    1.15 
     Adult Mentor     5.86    1.56 
     Family Support     5.29    2.09 
     Tutoring Program    4.62    1.88 
Barriers 
     Failure to Earn Enough Credits   3.19    2.09 
     Failure to Pass Exit Exam   2.24    2.09 
     Lack of Motivation    2.52    1.94 
     Behavioral or Emotional Issues   2.81    1.97 
     Poor Attendance     3.14    2.39 
 
Note.  Responses rated on Likert scale: 1 = No Influence/ Not a Barrier; 4 = 
Somewhat Influential/ Sort of a Barrier; 7 = Really Helped Me to Succeed/ Big 
Problem 

Inferential Statistics 

As previous mentioned, the original plan was to conduct 4 MANOVAs and 

use graduation as the independent variable (comparing graduates of high school to 

non-graduates) and the high school domains (Cognitive, Social, Extra-curricular, 

and Personal) as the dependent variables.  However, the sample consisted only of 

graduates: traditional graduates and those who graduated due to AB167.  The 

AB167 group were able to graduate high school with significantly fewer school 

credits than their individual high schools would have allowed in the past, due to 

AB167 passing in January 2010.   Therefore, those who graduated due to AB167 

were compared to those who graduated traditionally (high school diploma, 

certificate of completion, and/or will graduate after summer school). 
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Results of Hypotheses 

Four independent samples t-tests were utilized to compare the subscale 

scores of the goals sections of the Academic Self- Concept and Motivation 

(AASCM) by resiliency status, graduation through traditional means (high school 

diploma, certificate or completion, or plan to graduate) and graduation due to 

AB167 (otherwise would not have graduated).  All 4 independent t-tests have the 

AASCM goals as the dependent variables:  Cognitive, Social, Extra-curricular, 

and Personal.   

It was predicted (1) that foster youth who graduate from high school will 

score higher on the cognitive ability, social ability, the personal ability, and extra-

curricular ability on the AASCM than foster students who graduated due to 

AB167.  It was found that those who graduated traditionally had significantly 

lower social ability scores (M = 5.78, SD = 1.63) than those who graduated due to 

AB167 (M = 7.00, SD = .000), t = 2.80, p < .05, d = 1.29.  Thus, those who 

graduated due to AB167 scored higher on factors related to their ability to make 

and keep friends.  No significance was found for cognitive abilities, personal 

abilities, or extra-curricular abilities between those who graduated traditionally 

and those who graduated due to AB167 (see Table 6).  Therefore, the hypothesis 

was not supported. 

Table 6. Ability (AASCM) Across Domain by Graduate Status  
         Traditional Graduates        AB167 

Domain       M      SD                  M       SD                 t                p            d 
Cognitive     5.14     1.51    6.14     1.21    1.51         0.14          0.70 
Social      5.78     1.63    7.00     0.00    2.80         0.01*        1.29            
Personal     5.64     1.50    6.29     0.95    1.03         0.31          0.47    
Extra-Curr.     4.57     1.91    4.71     2.50    0.15         0.88          0.07              
__________________________________________________________________ 
*=Significant 
Note.  Responses rated on Likert scale: 1 = Not Very Capable; 3 = Somewhat; 5 = 
Some Capability; 7 = Very Capable 
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It was predicted (2) that foster youth who graduate from high school will 

score higher on the cognitive control, social control, extra-curricular control, and 

personal control on the AASCM than foster youth who graduated due to AB167.  

It was found that those who graduated traditionally had significantly lower social 

control scores (M = 5.15, SD = 1.68) than those who graduated due to AB167 (M 

= 7.00, SD = .000), t = 3.97, p < .05, d = 1.84.  Thus, those who graduated due to 

AB167 scored higher on factors related to how much control they have to make 

and keep friends.  It was found that those who graduated traditionally had 

significantly lower personal control scores (M = 5.31, SD = 1.32) than those who 

graduated due to AB167 (M = 6.86, SD = 0.38), t = 3.02, p > .05, d = 1.40.  Thus, 

those who graduated due to AB167 scored higher on having control over finding 

someone at school they can trust, do discuss personal problems, who are interested 

about their well-being, who will provide information, and someone with whom 

will discuss plans for future with.   No significance was found for cognitive social 

and extra-curricular social between those who graduated and those who graduated 

due to AB167 (see Table 7).  Therefore, the hypothesis was not supported. 

Table 7. Control (AASCM) Across Domains by Graduate Status  
         Traditional Graduates        AB167 

Domain       M      SD                  M       SD                 t                p            d 
Cognitive     5.38     1.45    5.57     .079    2.00         0.06          0.93 
Social      5.15     1.68    7.00     0.00    3.97         0.00*        1.84            
Personal     5.31     1.32    6.86     0.38    3.02         0.00*        1.40    
Extra-Curr.     5.15     1.28    4.71     2.14   -0.58         0.56         -0.27              
__________________________________________________________________ 
*=Significant 
Note.  Responses rated on Likert scale: 1 = Not Very in Control; 3 = Somewhat 
Control; 5 = Some Control; 7 = Very Much in Control 
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In addition, it was predicted (3) that foster youth who graduate will score 

higher will on the cognitive responsiveness, social responsiveness, the extra-

curricular responsiveness and the personal responsiveness on the AASMC than 

foster youth who graduated due to AB167.  It was found that those who graduated 

due to AB167 had significantly higher social responsiveness scores (M = 6.43, SD 

= 0.98) than those who graduated traditionally (M = 4.85, SD = 1.68), t = 2.28, p < 

.05, d = 1.06.  Thus, those who graduated due to AB167 scored higher on factors 

related to their school supporting them to make and keep friends.  It was also 

found that those who graduated traditionally had significantly lower personal 

responsiveness scores (M = 5.08, SD = 1.16) than those who graduated due to 

AB167 (M = 6.86, SD = 0.38), t = 3.92, p < .05, d = 1.81.  Thus, those who 

graduated due to AB167 scored higher on factors related to their school supporting 

them finding someone at school they can trust, do discuss personal problems, who 

are interested about their well-being, who will provide information, and someone 

with whom will discuss plans for future with.  No significance was found for 

cognitive responsiveness and extra-curricular responsiveness between those who 

graduated traditionally and those who graduated due to AB167 (see Table 8).  

Therefore, the hypothesis was not supported. 

Table 8. Responsiveness(AASCM) Across Domains by Graduate Status  
         Traditional Graduates        AB167 

Domain       M      SD                  M       SD                 t                p            d 
Cognitive     5.23     1.30    6.29     1.50    1.64         0.11            0.76 
Social      4.85     1.68    6.43     0.98    2.28         0.04*          1.06            
Personal     5.08     1.16    6.86     0.38    3.92         0.00*          1.81    
Extra-Curr.     5.15     1.28    4.71     2.14    0.52         0.60            0.24              
__________________________________________________________________ 
*=Significant 
Note.  Responses rated on Likert scale: 1 = Not Very Responsive; 3 = Somewhat; 
5 = Some Response; 7 = Very Responsive 
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Additionally, it was predicted (4) that foster youth who graduate will score 

higher on cognitive importance, social importance, extra-curricular importance, 

and personal importance on the AASCM than foster youth who graduated due to 

AB167.  It was found that those who graduated traditionally had significantly 

lower personal importance scores (M = 5.23, SD = 1.79) than those who graduated 

due to AB167 (M = 7.00, SD = .000), t = 3.95, p < .05, d = 1.89.  Thus, those who 

graduated due to AB167 scored higher on factors related to their how much 

control they feel they have over finding someone at school they can trust, to 

discuss personal problems, who are interested about their well-being, who will 

provide information, and someone with whom will discuss plans for future with.  

No significance was found for cognitive importance, social importance, or extra-

curricular importance between those who graduated and those who graduated due 

to AB167 (see Table 9).  Therefore, the hypothesis was not supported. 

Table 9. Importance (AASCM) Across Domains By Graduate Status  
         Traditional Graduates        AB167 

Domain       M      SD                  M       SD                 t                p            d 
Cognitive     6.23     1.30    7.00     0.00    1.55         0.14          0.72 
Social      5.23     1.79    6.71     0.76              2.80         0.05          0.96            
Personal     5.23     1.79    7.00     0.00    3.95         0.00*        1.89    
Extra-Curr.     4.39     1.89    4.71     2.43    0.34         0.74          0.16              
__________________________________________________________________ 
*=Significant 
Note.  Responses rated on Likert scale: 1 = Not Very Important; 3 = Somewhat; 5 
= Some Importance; 7 = Very Important 

The data were additionally analyzed to determine if there was any 

significance between graduate statuses across domains on the AASCM 

questionnaire.  It was found that those who graduated due to AB167 (M = 26.71, 

SD = 2.21) had significantly higher Social resiliency factors, as demonstrated 
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through the scores, that those who graduated traditionally (M = 21.15, SD = 4.89), 

t = 3.49, p < .05, d = 1.62.   Thus, students who graduated due to AB167 scored 

higher on factors related to social goals (making friends at school, keeping one or 

two good friends at school, being a good friend, being happy in group of friends, 

and being popular) than those who graduated traditionally.  It was additionally 

found that students who graduated due to AB167 (M = 27.00, SD = 1.29) had 

significantly higher Personal resiliency factors, as demonstrate through scores, 

than those who graduated traditionally (M = 21.15, SD = 5.13), t = 3.89, p < .05, d 

= 1.80.  Thus, students who graduated due to AB167, scored higher on factors 

related to personal goals (finding someone at school you can trust, finding 

someone at school with whom to discuss personal problems, finding someone who 

genuinely cares about your well-being, finding someone to provide information 

about courses, tutoring, activities, etc., and/or finding someone with who to 

discuss plans for your future).  No significant difference was found between 

groups for those who graduated due to AB167 and those who graduated 

traditionally on Cognitive resiliency factors and Extra-Curricular resiliency factors 

(see Table 10).  Therefore, the hypothesis was not supported. 

Table 10. Across Domains (AASCM) By Graduate Status  
         Traditional Graduates        AB167 

Domain       M      SD                  M       SD                 t                p            d 
Cognitive     21.92   4.86    26.00   3.21              1.99         0.62          0.92 
Social      21.15   4.89    26.71   2.21              3.49         0.00*        1.62            
Personal     21.15   5.13    27.00   1.29    3.89         0.87          1.80    
Extra-Curr.     18.23   5.48    18.86     9.00   0.19         0.00*        0.09              
__________________________________________________________________ 
*=Significant 
Note.  Responses rated on Likert scale: 1 = Not Very; 3 = Somewhat; 5 = Some 
Importance/Capability/Control/Responsiveness; 7 = Very
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Lastly, it was predicted (5) that foster youth who graduated will have 

received more support services from Foster Youth Education Services (FYES), 

Passport to Life, and Independent Living Program (ILP) than foster youth who 

graduated due to AB167.  A chi-squared test of independence was conducted and 

the data indicated no significance for the amount of services received between 

those who graduated traditionally and those who graduated due to AB167.  No 

significant relationship was found between type of graduation and the services 

received for Scout Island, (χ2 (1, N = 21) = 0.00, p > .05), for attending a session 

on services through AB490 (χ2 (1, N = 21) = 1.12, p > .05), for having someone 

attend a counseling appointment with them (χ2 (1, N = 21) = 1.53, p > .05), for 

having a binder to keep records in (χ2 (1, N = 21) = 1.50, p > .05), for receiving 

ILP services (χ2 (1, N = 21) = 0.--, p > .05), for attending the ILP kickoff (χ2 (1, N 

= 21) = 1.17, p > .05), for having someone assist with completing the FAFSA (χ2 

(1, N = 21) = 0.00, p > .05), for receiving services to assist with missing credits 

(χ2 (1, N = 21) = 0.00, p > .05), for receiving tutoring (χ2 (1, N = 21) = 0.12, p > 

.05), for attending credit recovery courses (χ2 (1, N = 21) = 0.40, p > .05), and for 

attending adult school (χ2 (1, N = 21) = 0.38, p > .05).  Therefore, the hypothesis 

was not supported (see Table 11). 

Factors that may have been assets or barriers to each individual student 

were questioned as well on the Goals and Barriers Questionnaire and analyzed 

using t-tests.  The assets items included personal aspirations and goals, self-

motivation, having a mentor or friend, having family to support, and mentoring or 

tutoring.  The barriers included failure to earn enough school credits, not being 

able to pass the high school exit exam, lack of motivation, behavioral or emotional 

issues, and attendance.  Those who graduated traditionally and those who 

graduated due to AB167 had no significant differences between groups; therefore, 

the hypothesis was not supported (see Table 12).
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Table 11. Services Received by Graduate Status 
Service  Trad. Grads Received      AB167 Received         χ2      p 
ILP    
    ILP      14        7   ----    --- 
    ILP Kickoff     7        2   1.17    0.28 
FYS 
    Scout Island     4        2   0.00    1.00 
    AB490 Discussion              2        0   1.12    0.29 
    Counseling Appt.     6        5   1.53    0.22 
    Binder    11        4   1.05    0.31 
    Tutoring      5        2   0.12    0.74 
    FAFSA    12        6   0.00    1.00 
Services Provided  
Through School 
    Passport       4        2   0.00    1.00 
    Credit recovery     6        4   0.40    0.53 
 

Table 12. Significance of Assets and Barriers Questionnaire by Graduate Status 
          Traditional Graduates        AB167 
Assets/Barr       M      SD                  M       SD              t                 p               d 
Assets 
     Per. Aspir.     6.36   0.84      5.71   1.70    -1.17        0.26   -0.55 
     Self-Mot.      6.36   1.01        6.14   1.46   -0.39         0.70    -0.18 
     Adult Men.    5.71   1.64     6.14   1.46    0.58        0.57            0.27  
     Family Supp. 5.21   2.12     5.43   1.99    0.22        0.83     0.10 
     Tutoring        4.07   1.99      5.71   1.38              2.03         0.06            0.94 
Barriers 
     Credits      3.36   2.34           2.86   1.58   -0.50        0.62          -0.23 
     Exit Exam      2.29   2.09      2.14   2.27   -0.14        0.62          -0.06 
     Lack of Mot. 2.57   2.14      2.43   1.62   -0.16        0.88   -0.07 
     Behav/Emot  2.29   1.82      3.86   1.95              1.83        0.08            0.85 
     Attendance   3.57   2.53      2.29   1.98             -1.17        0.26          -0.54  
 
Note.  Responses rated on Likert scale: 1 = No Influence/ Not a Barrier; 4 = 
Somewhat Influential/ Sort of a Barrier; 7 = Really Helped Me to Succeed/ Big 
Problem 

 



 

CHAPTER 5: DISCUSSION 

This study was conducted with the intention of discovering factors that 

contribute to foster youth resiliency.  Much research demonstrates the struggles 

foster youth encounter, including school and home placement instability, delays in 

school enrollment, struggling academics, over and under identification for special 

education, and potential issues with mental, emotional, and behavioral health.  

These hindrances no doubt contribute to the elevated school dropout rate for foster 

youth (Ayasse, 1995; Stuart Foundation, 2008).  Significantly fewer studies have 

focused on factors that contribute to foster youth success (Bernard, 2004).  This 

study sought to add to the limited research on resiliency factors for foster youth. 

This study defined resiliency as high school graduation.  It was thought that 

with the many factors contributing to high school drop outs, foster youth must 

overcome a substantial amount of adversity to achieve high school graduation as 

found by Osterling and Hines (2006).  They found that some of these youth even 

succeed to go on to college and to stable jobs and careers in their future.   There 

were no high school drop outs who participated in this study; therefore, there was 

no comparison group.  All participants from this study either received a high 

school diploma or graduated through other means.  The lack of high school 

dropouts in the study could have been due to the fact that this study was conducted 

in the late months directly before graduation.  Some students who knew they 

would not graduate may have already dropped out.  Once a student drops out they 

are very difficult to locate.  This could also be due to the new law (AB167) that 

passed in January 2010.  This law allowed those to graduate who changed schools 

during their 11th or 12th grade years to graduate from high school with significantly 

fewer school courses than their individual high schools would have allowed in the 
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past.  These students were still required to have taken core classes (English, 

Algebra, etc.) but they were able to graduate without the school required amount 

of credits, which consisted mostly of elective courses.   Due to the lack of 

comparison group the original research question had to be reworked.  

As explained earlier, the students who graduated due to AB167 did not 

know they would graduate until just months before graduation.  These students 

graduated due to AB167 passing in January 2010, which lowered the courses 

requirement needed in order to graduate from high school, due to this law, these 

students were able to graduate in June 2011; they would not have been able to 

graduate otherwise.  Therefore, the students who graduated due to AB167 were 

used as the comparison group.  After the data were analyzed, there were some 

surprising findings. 

First, the frequency data gathered for the entire sample had some 

consistencies with previous research.  Horn (2009) indicated that local foster youth 

averaged 7 different placements while in care.  This was also found within the 

current study.  The sample averaged 3.16 elementary school, 1.63 middle schools, 

and 2.42 high school placements.  Also consistent with previous research 

(Courtney et al., 2004), 33% of this sample reported being retained at least once.  

Finally, similar to Horn’s (2009) findings, 23% of this sample had received special 

education services while 27% of Horn’s sample had.  These statistics demonstrate 

that the current sample is similar to samples taken in other studies. 

AASCM Results 

When using those who graduated due to AB167 as a comparison group to 

those who graduated by traditional means (high school diploma, certificate of 

completion, and/or will graduate after summer school) some interesting findings 
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were discovered.  For resiliency factors (as measured through the Academic 

Assessment of Self-Concept and Motivation (AASCM) questionnaire) it was 

generally found that those who graduated due to AB167 had higher resiliency 

scores than those who graduated by traditional means.  Overall, those who 

graduated due to AB167scored higher on resiliency factors related to social goals 

(friendship factors) and personal goals (having someone to talk to and help you).  

More specifically, it was found that students who graduated due to AB167 were 

found to score higher on factors related to their perceived ability to make and keep 

friends as well as the school supporting them to make and keep friends.  They also 

scored higher on resiliency factors related to their control/school support in/and 

perceived importance of finding someone at school who they can trust, discuss 

personal problems with, who are interested in their well-being, who will provide 

information, and who will discuss future plans with them.   

These results differ from what would have been expected according to the 

previous research which indicated that those who graduated from high school 

scored higher on factors related to resiliency (Hass & Graydon, 2009; Merdinger 

et al., 2005).  Yet, the findings of this study indicate that those who found out they 

were graduating right before the end of the school year scored higher in resiliency 

factors related to social and personal goals or environmental supports.  It is 

important to keep in mind that these students had no knowledge they would be 

graduating in June 2010 until after January 2010, only a few months before 

graduation.  Regardless of the probability that they would not graduate, these 

students continued their education, most likely with the intention of being able to 

graduate eventually.  The survey was given to these students after they found out 

they would be graduating in June 2010.  These are the students who scored higher 

in factors related to social and personal goals.  One reason could be that they 
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needed, utilized, and felt in control these environmental supports to assist them.  

They may have needed more environmental supports than those who graduated 

traditionally. 

Goals and Barriers Questionnaire 

Questions were asked of the participants related to perceived goals and 

barriers for each individual.  Although there were no differences between groups, 

the findings for the overall sample are informational.  The total sample rated 

personal aspirations/goals and self-motivation as the most influential factors that 

helped them to succeed.  These are intrinsic factors, although outside supports may 

contribute by discussing goals and motivators with the foster student.  Other 

factors rated as still having some supportive value were having an adult mentor, 

family support, and tutoring.  These findings are consistent with previous research 

on resiliency factors of foster youth (Hines et al., 2005; Taylor et al., 2004).  The 

barriers were ranked significantly lower than originally expected.  This could be 

because all of the youth in this study graduated from high school; they achieved 

that goal.  These youth ranked failure to earn enough credits and poor attendance 

as only slight problems.  Ranked just above not being a barrier at all were failure 

to pass the exit exam, lack of motivation, and behavioral/emotional issues.  The 

foster youth who may have experienced these barriers most likely already dropped 

out or did not participate in this study. 

Services Received 

This study also sought to determine if the local services recently enacted to 

address foster youth concerns are reaching and assisting this population.  As there 

was no drop out group to compare graduates, those who graduated due to AB167 

were used as the comparison.  There were no significant differences found 
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between these groups for the number of services received.  It was, however, found 

that all students in the sample had received at least one service from the Foster 

Youth Services (FYS), Independent Living Services (ILP), and/or Passport to Life.  

Every participant reported receiving services from ILP, as would be expected as 

the questionnaires were administered to students by their ILP social worker.  The 

majority reported having someone go to a counseling appointment with them, had 

received a binder to help organize with additional information in it, and had 

received assistance to complete financial aid paperwork. These were all services 

provided through FYS.  All other services questioned, less than half reported 

receiving, but at least two people reported receiving every service.  This 

demonstrates that the new services enacted in California are beginning to reach 

students.  Moreover, the passing of AB167 enabled 7 additional students to 

graduate who may not have; this confirms the success of the increased effort to 

assist this population.   

Limitations 

One large issue was that this population is extremely protected.  This is 

generally necessary but provided a barrier for this study.  The process of working 

with the population took much longer than expected and required permission from 

multiple sources.  The process was arduous and made for an unpredictable 

timeline.  Due to this, any potential participants who may not have graduated had 

most likely already dropped out from school beforehand, making it difficult to 

locate them for participation in this study.  Additionally, less time was permitted 

to collect the necessary data. 

Also because this population is so protected, the researcher was not allowed 

to work directly with the students.  The researcher was allowed to train the ILP 
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social workers briefly and the social workers completed the survey with the 

students.  The social workers had to be trusted to explain the survey correctly, 

answer any questions appropriately, and encourage the students to continue.   

An additional potential limitation was the survey utilized.  There were over 

100 questions on the AASCM.  The sections are repetitive and require clarification 

for each new section.  Therefore, the questionnaire packets could have been 

overwhelming.  On some surveys it was obvious that fatigue had set in because the 

answers were simply repeated on each page.  This was seen to influence the 

fidelity of the process. 

Another limitation was the skewed sample.  First, although some of the 

participants graduated last minute, they were all graduates.  Additionally, the ILP 

social workers conducted the survey; therefore all the participants were receiving 

services from ILP.  The services from ILP could have contributed to the resiliency 

of the entire sample in this study.  

Future Research 

It is believed that this study might have had more profound findings if a 

comparison group had been achieved.  Future research would benefit from 

replicating this study with more participants and an equal comparison group.  If 

the study were to be replicated, a different questionnaire examining resiliency 

factors is recommended.  One of the challenges in measuring resiliency factors of 

foster youth is a lack of appropriate questionnaires in this area.  The AASCM is 

long and intimidating.  Each section had to be explained and the directions needed 

to be repeated for a basic understanding of the questionnaire.  Moving forward, a 

more user friendly questionnaire is suggested.   
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Another recommendation for future research would be to use focus groups 

or individual semi-structured interviews if the barriers to contact could be 

overcome.  This would allow for a more in depth look at these youth when 

examining resiliency factors. 

Conclusion 

Although this study did not transpire as originally planned, there are still 

some important implications that can be utilized.  This study demonstrates that 

foster students are being reached by new programs designed to address their needs 

(FYS, ILP, Passport to Life).  All students reported receiving services from one of 

the programs questioned.  Factors that contributed to success for these foster youth 

were personal aspirations/goals, self-motivation, adult mentor (rated higher by 

females than males) family support, and tutoring.  These are some of the factors 

that the new programs and laws are focusing on increasing and, as exhibited 

through AB167, these programs are having an impact in students’ lives.  Overall, 

this is encouraging news knowing that the push to handle these students’ needs are 

reaching to them as well as positively influencing them.  There are more advances 

that can be applied to further improve foster youth experiences; however, as 

evident here, progress is being made. 
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ID Number: _______________________ 

 

Demographics Questionnaire 

1. What is your ethnicity?  
a. African American 
b. Asian American 
c. Caucasian 
d. Hispanic 
e. Hmong 
f. Native American 
g. Pacific Islander 
h. Middle Eastern 
i. Other (please specify):______________ 

2. What is your age? ______________ 

3. What is your gender? 
a. Male 
b. Female 

4. How old were you when you entered foster care? ______________________ 

5. How long were you in the foster youth system? 
a. Less than a year 
b. 1-2 years 
c. 3-4 years 
d. 5-6 years 
e. 6 or more years 

6. How many different schools have you attended? 
a. Elementary Schools: ___________ 
b. Middle Schools:_______________ 
c. High Schools:_________________ 

7.  Were you ever retained at least one year throughout school? 
a. Yes 
b. No 

8. Did you ever receive special educational services? 
a. Yes 
b. No 
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Section 1 
When responding to these statements think about your abilities, knowledge, and resources.  Record your answers by circling 
a number on the following 7- point scale. 

1=Not Very Capable      3=Somewhat Capable      5=Capable      7=Very Capable 
Cognitive Goals: 
1. Understanding the material /information taught in your classes  1 2 3 4 5 6 7 
2. Learning the material/ information taught in your classes  1 2 3 4 5 6 7  
3. Doing homework assigned in your classes    1 2 3 4 5 6 7 
4. Performing well on tests which cover class material   1 2 3 4 5 6 7  
5. Making good grades in your classes     1 2 3 4 5 6 7 
Social Goals: 
6. Making friends in your school      1 2 3 4 5 6 7 
7. Keeping one or two good friends in your school    1 2 3 4 5 6 7 
8. Being a good friend to other students at school    1 2 3 4 5 6 7 
9. Being happy in your group of friends at school    1 2 3 4 5 6 7 
10. Being popular in your school      1 2 3 4 5 6 7 
Extra-Curricular Goals: 
11. Participating in sports or other team activities at school   1 2 3 4 5 6 7 
12. Being captain or leader of a sport or other team activity at school 1 2 3 4 5 6 7 
13. Participating in student government at school    1 2 3 4 5 6 7 
14. Participating in other extra-curricular activities (business or art club)  
at school         1 2 3 4 5 6 7 
15. Holding a position of responsibility in another extra-curricular  
activity at school        1 2 3 4 5 6 7 
Personal Goals:  
16. Finding someone at school (friend, teacher, staff) you can trust  1 2 3 4 5 6 7 
17. Finding someone at school (friend, teacher, or staff) with whom to discuss  
personal problems        1 2 3 4 5 6 7 
18. Finding someone at school (friend, teacher, or staff) who genuinely 
cares about you well-being       1 2 3 4 5 6 7 
19. Finding someone at school (friend, teacher, or staff) to provide  
information about courses, tutoring, activities, and other school  
relevant topics         1 2 3 4 5 6 7 
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20. Finding someone at school (friend, teacher or staff) with whom to 
discuss plans for your future       1 2 3 4 5 6 7 

 
           Section II 

When responding to these statements think about whether the school context allows you to accomplish these goals or 
whether the school context provides support and opportunity for accomplishing these goals.  Record your answer by circling 
the number on the 7-point scale. 

1= Not Very Responsive 3= Somewhat Responsive 5= Responsive  7= Very Responsive 
Cognitive Goals: 
1. Understanding the material /information taught in your classes  1 2 3 4 5 6 7 
2. Learning the material/ information taught in your classes  1 2 3 4 5 6 7  
3. Doing homework assigned in your classes    1 2 3 4 5 6 7 
4. Performing well on tests which cover class material   1 2 3 4 5 6 7  
5. Making good grades in your classes     1 2 3 4 5 6 7 
Social Goals: 
6. Making friends in your school      1 2 3 4 5 6 7 
7. Keeping one or two good friends in your school    1 2 3 4 5 6 7 
8. Being a good friend to other students at school    1 2 3 4 5 6 7 
9. Being happy in your group of friends at school    1 2 3 4 5 6 7 
10. Being popular in your school      1 2 3 4 5 6 7 
Extra-Curricular Goals: 
11. Participating in sports or other team activities at school   1 2 3 4 5 6 7 
12. Being captain or leader of a sport or other team activity at school 1 2 3 4 5 6 7 
13. Participating in student government at school    1 2 3 4 5 6 7 
14. Participating in other extra-curricular activities (business or art club)  
at school         1 2 3 4 5 6 7 
15. Holding a position of responsibility in another extra-curricular  
activity at school        1 2 3 4 5 6 7 
Personal Goals:  
16. Finding someone at school (friend, teacher, staff) you can trust  1 2 3 4 5 6 7 
17. Finding someone at school (friend, teacher, or staff) with whom to discuss  
personal problems        1 2 3 4 5 6 7 
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18. Finding someone at school (friend, teacher, or staff) who genuinely 
cares about you well-being       1 2 3 4 5 6 7 
19. Finding someone at school (friend, teacher, or staff) to provide  
information about courses, tutoring, activities, and other school  
relevant topics         1 2 3 4 5 6 7 
20. Finding someone at school (friend, teacher or staff) with whom to 
discuss plans for your future       1 2 3 4 5 6 7 
 

Section III 
When responding to these statements think about your how able you are to produce some effect or impact on whether or not 
you obtain the goals.  Record you answer by circling the number on the 7-point scale. 

1=No Control     3=Little Control      5=Some Control      7=Lots of Control 
Cognitive Goals: 
1. Understanding the material /information taught in your classes  1 2 3 4 5 6 7 
2. Learning the material/ information taught in your classes  1 2 3 4 5 6 7  
3. Doing homework assigned in your classes    1 2 3 4 5 6 7 
4. Performing well on tests which cover class material   1 2 3 4 5 6 7  
5. Making good grades in your classes     1 2 3 4 5 6 7 
Social Goals: 
6. Making friends in your school      1 2 3 4 5 6 7 
7. Keeping one or two good friends in your school    1 2 3 4 5 6 7 
8. Being a good friend to other students at school    1 2 3 4 5 6 7 
9. Being happy in your group of friends at school    1 2 3 4 5 6 7 
10. Being popular in your school      1 2 3 4 5 6 7 
Extra-Curricular Goals: 
11. Participating in sports or other team activities at school   1 2 3 4 5 6 7 
12. Being captain or leader of a sport or other team activity at school 1 2 3 4 5 6 7 
13. Participating in student government at school    1 2 3 4 5 6 7 
14. Participating in other extra-curricular activities (business or art club)  
at school         1 2 3 4 5 6 7 
15. Holding a position of responsibility in another extra-curricular  
activity at school        1 2 3 4 5 6 7 
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Personal Goals:  
16. Finding someone at school (friend, teacher, staff) you can trust  1 2 3 4 5 6 7 
17. Finding someone at school (friend, teacher, or staff) with whom to discuss  
personal problems        1 2 3 4 5 6 7 
18. Finding someone at school (friend, teacher, or staff) who genuinely 
cares about you well-being       1 2 3 4 5 6 7 
19. Finding someone at school (friend, teacher, or staff) to provide  
information about courses, tutoring, activities, and other school  
relevant topics         1 2 3 4 5 6 7 
20. Finding someone at school (friend, teacher or staff) with whom to 
discuss plans for your future       1 2 3 4 5 6 7 
 

Section V 
When responding to these statements think the emphasis you place on these goals and how important they are to you.  
Record your answers by circling a number on the following 7- point scale. 

1=Not Very Important      3=Somewhat Important     5=Important      7=Very Important 
Cognitive Goals: 
1. Understanding the material /information taught in your classes  1 2 3 4 5 6 7 
2. Learning the material/ information taught in your classes  1 2 3 4 5 6 7  
3. Doing homework assigned in your classes    1 2 3 4 5 6 7 
4. Performing well on tests which cover class material   1 2 3 4 5 6 7  
5. Making good grades in your classes     1 2 3 4 5 6 7 
Social Goals: 
6. Making friends in your school      1 2 3 4 5 6 7 
7. Keeping one or two good friends in your school    1 2 3 4 5 6 7 
8. Being a good friend to other students at school    1 2 3 4 5 6 7 
9. Being happy in your group of friends at school    1 2 3 4 5 6 7 
10. Being popular in your school      1 2 3 4 5 6 7 
Extra-Curricular Goals: 
11. Participating in sports or other team activities at school   1 2 3 4 5 6 7 
12. Being captain or leader of a sport or other team activity at school 1 2 3 4 5 6 7 
13. Participating in student government at school    1 2 3 4 5 6 7 
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14. Participating in other extra-curricular activities (business or art club)  
at school         1 2 3 4 5 6 7 
15. Holding a position of responsibility in another extra-curricular  
activity at school        1 2 3 4 5 6 7 
Personal Goals:  
16. Finding someone at school (friend, teacher, staff) you can trust  1 2 3 4 5 6 7 
17. Finding someone at school (friend, teacher, or staff) with whom to discuss  
personal problems        1 2 3 4 5 6 7 
18. Finding someone at school (friend, teacher, or staff) who genuinely 
cares about you well-being       1 2 3 4 5 6 7 
19. Finding someone at school (friend, teacher, or staff) to provide  
information about courses, tutoring, activities, and other school  
relevant topics         1 2 3 4 5 6 7 
20. Finding someone at school (friend, teacher or staff) with whom to 
discuss plans for your future       1 2 3 4 5 6 7 



 

APPENDIX C: GOALS AND BARRIERS ASSESSMENT 
QUESTIONNAIRE
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Goals and Barriers 
1. How have these factors influenced your progress toward graduation? 

1= No influence 4= Somewhat influential 7= Really helped me to succeed 

ASSETS 

a. Personal aspirations and goals  1 2 3 4 5 6 7 

b. Self- motivation    1 2 3 4 5 6 7 

c. Adult mentor or friend   1 2 3 4 5 6 7  

d. Family support   1 2 3 4 5 6 7 

e. Mentoring or tutoring program 1 2 3 4 5 6 7 

 

2.  How have these factors hindered your progress toward graduation? 

1= Not a barrier 4= Sort of a problem  7= Big problem 

BARRIERS 

a. Failure to get enough credits 1 2 3 4 5 6 7  

b. Could not pass the CAHSEE  1 2 3 4 5 6 7 

c. Lack of motivation   1 2 3 4 5 6 7 

d. Behavior or emotional issues  1 2 3 4 5 6 7 

e. Attendance   1 2 3 4 5 6 7 

 

3.  Have you ever been to Scout Island? (It is down by the river off Van Ness 

where ropes courses and wall climbing are offered.)  

   YES    NO  

4.  Did you ever participate in a pizza lunch where the AB 490 rights were 

discussed?  (There were also drawings for gift cards.)  

   YES    NO 

5. Has someone other than your social worker gone with you to a counseling 

appointment to talk about academics and transcripts?  

   YES    NO 



 62

6.  Did you ever receive a binder in which to keep your records?  

   YES    NO 

7.  Have you ever received any services from the Independent Living      

Program (ILP)? 

   YES    NO 

8.  Did you go to an ILP Kickoff or Access to Higher Education meeting? 

   YES    NO 

9.  Have you ever had assistance to fill out FAFSA paperwork or CHAFEE 

paperwork? 

   YES    NO  

10.  Have you ever received any services from Passport to Life? 

   YES    NO 

11.  Have you ever received tutoring from a program outside of your school? 

   YES    NO 

12. Have you ever attended a credit recovery summer school or after school 

program? 

   YES    NO 
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Informed Consent Form 

 
Your student is invited to participate in a study conducted by Angela Alcorn, a graduate student at 
California State University, Fresno (CSUF) and Marilyn Wilson, Ph. D.  We hope to learn about the factors 
that have contributed to your student’s success or have hindered their success in high school.  Your student 
was selected as a possible participant in this study because they are currently registered as a foster student.  
Please carefully read the information provided below prior to signing this consent form. 
 
1. Description of Research: 
If you decide that your student can participate in this study, we will request that they fill out a 
questionnaire, a demographics survey, and participate in an interview about what they feel assisted or 
hindered them from high school graduation.  
2. Risks and Discomforts to Research Participants:  
The risks of harm or discomfort from these procedures are not greater than those in daily life or during the 
performance of routine physical or psychological examinations or tests.  The potential risks and 
discomforts, if any, may include participants feeling weary from filling out paper work and possibly feeling 
uncomfortable expressing their resiliency factors. 
3. Benefits to Research Participants: 
The benefit to you and the student is that you will have aid in determining what encourages or prohibits 
foster youth from high school graduation.  We cannot guarantee, however, that you or your student will 
receive any other benefits from this study.   
4. Confidentiality of Research Data: 
Any information that is obtained in connection with this study and that can be identified with your student 
will remain confidential and will be disclosed only with your permission or as required by law. If you give 
us your permission by signing this document, we plan to disclose it to the researcher only.  The information 
gathered will be marked with an identifying number to trace each participant.  At the end of the 2010 
school year, each participant’s transcripts will be viewed to assess graduation from high school. 
5. Compensation of Research Participants: 
For participation in this study, a $10 gift card to Starbucks will be given to the student. 
6. Information Resources Available to Research Participants: 
If you have any questions, please ask us. If you have any additional questions later, Dr. Marilyn Wilson 
(559)278-5129 or Angela Alcorn (559)289-2979 will be happy to answer them.  Questions regarding the 
rights of research subjects may be directed to Constance Jones, Chair, CSUF Committee on the Protection 
of Human Subjects, (559) 278-4468. 
7. Your student’s participation in this project is completely voluntary.  Your decision whether or not to 
allow the student to participate will not affect your future relations with California State University, Fresno. 
If you decide allow your student to participate, the student is free to withdraw your consent and to 
discontinue participation at any time without penalty.  The committee on the Protection of Human Subjects 
at California State University, Fresno has reviewed and approved the present research.     
8. You will be given a copy of this form to keep.  YOU ARE MAKING A DECISION WHETHER OR 
NOT TO ALLOW YOUR STUDENT TO PARTICIPATE.  YOUR SIGNATURE INDICATES THAT 
YOU HAVE DECIDED TO ALLOW THE STUDENT TO PARTICIPATE, HAVING READ THE 
INFORMATION PROVIDED ABOVE. 
Having fully read and understood the information above, do you consent to the student participating in this 
study? 
 
______________________________________    ____________ 
Signature of Guardian       Date 
 
______________________________________ 
Signature of Investigator 
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Informed Consent Form 

 
You are invited to participate in a study conducted by Angela Alcorn, a graduate student at California State 
University, Fresno (CSUF) and Marilyn Wilson, Ph. D.  We hope to learn about the factors that have 
contributed to your success or have hindered your success in high school.  You were selected as a possible 
participant in this study because you are currently registered as a foster student.  Please carefully read the 
information provided below prior to signing this consent form. 
 
1. Description of Research: 
If you decide to participate in this study, we will request that you fill out a questionnaire, a demographics 
survey, and participate in an interview about what you feel assisted or hindered your graduation from high 
school.  
2. Risks and Discomforts to Research Participants:  
The risks of harm or discomfort from these procedures are not greater than those in daily life or during the 
performance of routine physical or psychological examinations or tests.  The potential risks and 
discomforts, if any, may include participants feeling weary from filling out paper work and possibly feeling 
uncomfortable expressing their resiliency factors. 
3. Benefits to Research Participants: 
The benefit to you is that you will have aid in determining what encourages or prohibits foster youth from 
high school graduation.  We cannot guarantee, however, that you will receive any other benefits from this 
study.   
4. Confidentiality of Research Data: 
Any information that is obtained in connection with this study and that can be identified with you will 
remain confidential and will be disclosed only with your permission or as required by law. If you give us 
your permission by signing this document, we plan to disclose it to the researcher only.  The information 
gathered will be marked with an identifying number to trace each participant.  At the end of the 2010 
school year, each participant’s transcripts will be viewed to assess graduation from high school. 
5. Compensation of Research Participants: 
For participation in this study, a $10 gift card to Starbucks will be given. 
6. Information Resources Available to Research Participants: 
If you have any questions, please ask us. If you have any additional questions later, Dr. Marilyn Wilson 
(559)278-5129 or Angela Alcorn (559)289-2979 will be happy to answer them.  Questions regarding the 
rights of research subjects may be directed to Constance Jones, Chair, CSUF Committee on the Protection 
of Human Subjects, (559) 278-4468. 
7. You participation in this project is completely voluntary.  Your decision whether or not to participate 
will not affect your future relations with California State University, Fresno. If you decide to participate, 
you are free to withdraw your consent and to discontinue participation at any time without penalty.  The 
committee on the Protection of Human Subjects at California State University, Fresno has reviewed and 
approved the present research.     
8. You will be given a copy of this form to keep.  YOU ARE MAKING A DECISION WHETHER OR 
NOT TO PARTICIPATE.  YOUR SIGNATURE INDICATES THAT YOU HAVE DECIDED TO 
PARTICIPATE, HAVING READ THE INFORMATION PROVIDED ABOVE. 
Having fully read and understood the information above, do you consent to participate in this study? 
 
 
______________________________________    ____________ 
Signature        Date 
 
______________________________________ 
Signature of Investigator 



California State University, Fresno 
 
Non-Exclusive Distribution License 
(to make your thesis available electronically via the library’s eCollections database) 
 
By submitting this license, you (the author or copyright holder) grant to CSU, Fresno 
Digital Scholar the non-exclusive right to reproduce, translate (as defined in the next 
paragraph), and/or distribute your submission (including the abstract) worldwide in print 
and electronic format and in any medium, including but not limited to audio or video. 
 
You agree that CSU, Fresno may, without changing the content, translate the submission 
to any medium or format for the purpose of preservation. 
 
You also agree that the submission is your original work, and that you have the right to 
grant the rights contained in this license.  You also represent that your submission does 
not, to the best of your knowledge, infringe upon anyone’s copyright. 
 
If the submission reproduces material for which you do not hold copyright and that would 
not be considered fair use outside the copyright law, you represent that you have obtained 
the unrestricted permission of the copyright owner to grant CSU, Fresno the rights 
required by this license, and that such third-party material is clearly identified and 
acknowledged within the text or content of the submission. 
 
If the submission is based upon work that has been sponsored or supported by an agency 
or organization other than California State University, Fresno, you represent that you 
have fulfilled any right of review or other obligations required by such contract or 
agreement. 
 
California State University, Fresno will clearly identify your name as the author or owner 
of the submission and will not make any alteration, other than as allowed by this license, 
to your submission.  By typing your name and date in the fields below, you indicate 
your agreement to the terms of this distribution license. 
 
 
 
Type full name as it appears on submission 
 
 
 
 
Date 

 

Angela Rayleen Alcorn 

March 27, 2011 


