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ABSTRACT

Fifty-three seventh grade students from a rural public school had their
grade cards used as method of determining if an advisor/advisee program
increases grade point averages and daily attendance. Students grade point
averages (GPA) and daily attendance were compared using the 1-test
during the time they received an advisement period (1995-96) and the time

he/she did not receive an advisement {1994-95).
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CHAPTER |

Introduction

Society is constantlv challenged by ever-increasing changes.
Students graduating in the next century will come from a world sharply
different from the world that shaped the behets and assumptions of the
adults who work (n the schools. These students will enter a world marked
by profound economic, demographic and social change (Wilhamson &
Johnston, 1991). Today's youth, as well as adults, are faced with manyv
complex social problems. Problems such as unemplovment, divorce.
single-parent households, working mothers, substance abuse, sexual
experimentation, violence and prejudice have effects on the lives of
children. These problems not only have an impact on the lives of children
of low income and minority families but they also affect the lives of
children of well educated, middle-class majority tamilies. Consequently,
children from all backgrounds can come to school with a high potential
for academic failure (Reed, McMitlan, & McBee, 1995).

Middle grade schools are potentially society's most powerful force
to recapture millions of youth adrift and help every young person thrive
during early adolescence (Carnegie Council on Adolescent Development,
1989). A pre-adolescent emerges from childhood in slow stages,
sometimes awkward and insecure, sometimes facile and adept, frequently
concerner with self-assessment, often amazed by newly-developed
powers, constantly in need of appropriate opportunities for exploration

and venture, sometimes capable of adult behavior and responses and
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frequently in need of opportunities far tnal and error in situations where
error 1s acceptable (Alexaner, Williams, Compton, Hines & Prescott,
1968).

Since young adolescents have a need to belong to a group, advisory
time helps students establish positive peer group support, so they will not
have 10 go outside the school to negative arenas for a sense of belonging.
Advisory activities provide young adolescents with opportunities to work
together toward a common goal. Advisones offer students ample
opportunities for vital social interaction. They integrate socializing into
activities which help students develop coping skills. These activities help
students build a vital sense of self-worth (Aryes, 1994).

Although few formal research studies provide hard data on a
comprehensive, national level, numerous narrative accounts attest to the
effectiveness of advisory programs in the affective domain and subsequent
effect in other areas ( NMSA Reseach Summary #9 Advisory
Programs, 1996). Observing the advisor/advisee program in my own
school has helped me appreciate the dynamics of such a program.
Statement of Purpose:

The purpose of this study is to determine whether the implentation
of an advisory program in the middie school has any impact on student
grade point average and daily attendance.

The null hypothesis is that there 1s no significant difference in
grade point average between students who participate in an advisement

program and students who do not participate in an advisement program,
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The alternative hypothesis is that there is a significant difference in
grade point average between students who participate in an adviscment

program and students who do not.

A second nuil hypothesis is that there 1s 10 significant difference
in the daily attendance of students wha participate in an advisement
program and students who do not participate in an advisement program,

The alternate hypothesis is that there 15 a significant difterence in

the daily attendance of students who participate in an adviscment program

and students who do not.



CHAPTER 11

Literature Review
Middle School ent Charagtenistics

The onset of adolescence is a critical period of biological and
psvchological change for the individual. Pubertv is one of the most far
reaching biological upheavals in the life span. For many voung
adolescents, puberty involves drastic changes in the social environment as
well. Foremost among the social changes s the transition from elementary
to secondary school. These vears are highly formative for behavior
patterns in education and health that have enduring significance (Camegie
Council on Adoiescent Development, 1989).

The years from age ten to age fourteen are among the most
turbulent in the human life span. Within a relatively short period, voung
adolescents experience profound changes in physical, intellectual, social,
and, emotional development (Ames & Miiler, 1994), There is at this time
perhaps a greater diversity in individual physical development than at any
other time. Because of their unique physica} development and behavior,
preadolescent students have special needs that include a basic
understanding by adults, especially by middie school teachers with a sense
of humor who do not nag, condemn or tatk down to the students. They
also need opportunities for greater independence and for assuming greater
responsibility without excessive pressure (Reinhartz & Beach, 1983).

Under current conditions far too many young peopie will not make

the passage through early adolescence successfully. Their basic human



needs, which inciude caring relationships, guidance facing overwhelming

biological and physiological changes, the security of belonging to
constructive peer groups and the perception of future opportunity, otien go
unmet at this critical stage of life (Carnegie Council on Adolescent
Development, 198%)

Young adolescents are changing cognitively, socially, and
emotionally. Thev know that they must soon put away the trappings of
childhood, and yet a great many young adolescents are not quite ready to
give up the safety and relatve serenity of childhood. They are eager to
loosen the bonds with parents, but they have not yet developed new, more
mature patterns of retationships. In addition, they have neither the skills
nor the confidence to become fully autonomous (Ames & Miller, 1994).

In a study of 1,850 seventh graders, Wigfield and Eccles (1994)
found children’s seif-esteem decreased following the transition to a typical
junior high school. They noted, "decline in social competence beliefs
illustrates the impact of the transition to junior high. This decline
probably occurs because the transition disrupts ¢arly adolescents' social
networks, at a time when social activities are becoming increasingly
important” (p.123),

For most young adolescents, the shift from elementary to middie
school means moving from a small neighborhood school and the stability
of one primary classroom to a much larger, more impersonal institution
typically at a greater distance from home. In this new setting, teachers

and classmates will change as many as six or seven times a day. This



constant shifting creates formidable barriers to the formation of stable

peer groups and close, supportive relationships with caring adults
(Camncgie Council on Adolescent Development. 1989),

History of Middlc Schoels

The middle school in the last decade of the twentieth century was

intended to help the early adolescents make a smooth transition from
elementary to high school and from childhood to adolescence. Earlier in
this century, the majority of school districts in the United States tried a
different organization, the junior high school, but often found it lacking
for their students and, subsequently, moved toward the middle school
plan.

The longest-running debate in middle level educational research
concerns the best grade span for schools containing early adolescents
{Calhoun, 1983). Seventh or eighth graders in the United States are
currently found in schools of about 30 different grade spans, mainly 6-8,
7'.8* K-8, 5-8, 7-12, and K-12 schools. Over several decades. the number
of junior high schools has decreased, and the number of middie schools
has increased from fewer than 2,500 in 1970 (National Center for
Educational Statistics, 1984) to over 6,300 1n 1988 (Epstein & Mac Iver,
1990), and the number of public junior high schools has decreased from
approximately 5,000 in 1970 (National Center for Educational Statistics,
1984) to about 2,100 1n [988 ( Epstein & Mac Iver, 1990). Recent
estimates indicate that 39% of the seventh graders in public schools attend

a middle school, 25% attend a 7-8 school, 17% attend a junior high



school, 9% attend a K-8 school, and the remaining 10% of the students

attend schools with 7-12, K-12, or other less typical grade configurations
{Mac Iver & Epstein, [991),

n response to national commission reports and recommendations,
many state and local school boards have mandated new. more rigorous
academic standards which should be applied not only to high schools, but
to muddle level schools as well. As a resuli, many middle level school
principals are pressured to modify existing programs in ways that will
significantly reduce their responsiveness to early adoiescent needs (Clark
& Clark, 1987).

As Troisi (1983) points out, most of the research on school
effectiveness has been conducted at the elementary school {evel, largelvin
urban settings. It has focused on hasic skitls instructton. Since there are
signiftcant orgamizational differences between elementary, middle and
secondary school? generatizing from one level of research to another is at
best problematical. Studies conducted by Research of Better Schools
(RBS), the regional educational laboratory, highlight these differences.
RBS cautions that basic educational structure at the sccondary level may
necessitate different approaches to improving effectiveness and even
different definitions of effectiveness {Clark & Clark. 1987).

As a result of these and other studies, teachers and administrators
began to recognize the need for an arrangement that would meet the
special requirements of the preadolescent, the student ranging from nine

or ten to thirteen vears of age. This recognition led to the reorganization



of the funior high school and the emergence of the middie schoel, which

was desigas-i ro provide curriculrm aad methods more swited to i
developmental feveis of the preadolescent {Rienhariz & Beach. 1985
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4. Personal - emphasizing the development of individual responsibility,
talent, and free expression.

Less than half of the teachers ranked the academic/intellectual categon as

most tmportant (Goodlad, 1984)

Joan Lipsitz, 1n her study "Successful Schools for Young
Adolescents”, asked one hundred researchers and practitioners to cach
identify five characteristics of effective schoois for early adolescents. She
found that few respondents devoted more than one or two of their five
answers to academics; instead, they focused on developmental
responsiveness. Based on her survey, Lipsitz identified the following
seven categories of needs that must be addressed by schools if they are to
respond to the developmental needs of young adolescents: competence
and achievement, self-exploration and definition, social interaction with
peers and adults, physical activity, meaningful participation in the school
and community, routine, and diversity (Lipsitz, 1980).

Analyses of the Hopkins Education in the Middle Grades Survey
{Epstein, McPartiand, & Mac Iver 1991) indicate that public middle
schools are somewhat more likely than other public schools to adopt the
supportive structures and responsive practices such as group advisory
programs that provide students with regular, structured opportunities for
discussion with a small group of peers and a caring adult.

There 1s an ever-growing consensus among researchers and
practitioners that the hard work of developing excellent programs in the

middle grades i;f not accomplished by changing grade spans but by
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implementing practices that support the social, personal, and academic
development of early adolescents (Eccles, Lord, & Midgley 1991)
idance in Midd! jon

The guidance program, therefore, becomes an important
component of middle tevel education as it attempts to respond 10 some of
these needs cited to in the reseach. Justification of the need for an
extended guidance program for middle grade students has appeared in
professional literature since the evolution of the junior high school in the
early part of this century (Schockley, Schumacher & Smith, 1984),

All youth of this developmental period need guidance as they
move through the crucial stages of early adolescence. The importance of
the quality of expeniences occurring during earty adolescence is becoming
more widely known as the long term effects of these experiences are |
realized Thorburg (1980) and others have brought this realization to the
attention of those responsible for the education and weifare of these vouth.
This evidence makes it apparent that schools must immediately work
toward improving the quality and quantity of guidance services. Guidance
remains a basic and vital responsibility of education (McEwin, 1981).

Many educators say that it is the school counselor's responsibility
to address these itssues. Most school counselors will respond that they
simply do not have the time to provide each student with the individual
attention and effective instruction necessary to meet their developmental
needs. If middle level schools are to successfully address this issue, they

must recognize effective education as an important component of the
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educational program that is everybody's responsibility (Schockley,
Schumacher & Smith, 1984).

There are educators who deny responsibility for guidance
functions. They desire only to teach their specialty and leave all guidance
responsibilities to others. Some guidance activities require high levels of
professional preparation and special competence, but not all services
traditionally provided by school counselors require formal training.  For
instance, teachers are well qualified to assist students with academic
program planning and career and personal-social decisions (Keefe, 1986).

The role of the classroom teacher s certainly not to replace or
even substitute for the trained gindance counselor. Instead, the classroom
teachers can assist students in their datlv decision-making and in thetr
relationships {Brough, 1985).

Advisory Programs

An increasingly popular and successful program for improving
guidance ekperi ences for early adolescents is the advisor-advisee concept.
While the guidance provided by the student's advisor will never replace
that of the school counselor, the advisory program is an important
supplement to it (Alexander & George, 1993),

An advisory program could be defined as an organizational
structure in which one small group of students tdentifies with and belongs
to one educator who nurtures and shapes the individuals 1n that group
throughout their middle school years. Another way of descnibing an

advisory program is a program which makes it possible for students to
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belong, meets their need to affiliate with a group, and makes caring

manageable for a teacher, enabling the teacher to express concerns in a
personally satisfying way to a smali number of individuals (Cole, 1992

About 75% of middle grade schools use advisory group periods to
increase the chances that each student has at least one constant, caring
adult at school and peers with whom to relate and with whom to share the
jovs, questions, and problems of early adolescence. In most schools,
however, the advisement period is devoted mainly to mechanical tasks.
taking attendance and making announcements rather than to social or
emotional support activities, meeting with individual students about
problems, discussing academic probiems or tssues, personal or familv
problems, social relationships and peer groups. Only about 28% of the
nation's middle level schools have strong group advisory programs that
provide social and emotional support activities frequently to help early
adolescents adjust, cope, and succeed in school (Mac Iver & Epstein,
1993).

No educational program can be successful without attending to the
personal learning nceds of individual students. A single approach to
instruction, whether traditional or innovative, simply does not suffice.
The role of teacher as adviser implies a knowledge of personalized
education and personalized learning (Keefe, 1986). Many educators feel
that helping youngsters with their personai problems is not within the
school's domain or the capacity of today's hard-pressed school teacher.

Yet, it is impossible to meet many young adolescents’ academic needs



without addressing their social, emotional and physical needs as weil

{Ames & Miller, 1994).
mpl ion of Advisory Pr

Many middle schools have had difficulty implementing student
advisory programs, largely because most middle school teachers are
uncomfortable outside their tradutional roles as instructors { Ames &
Miller, 1994). Van Hoose (1991) listed six reasons why a teacher advisory
program is often not popular with teachers: parents do not understand the
concept and many may oppose it; many admintstrators are not really
concemed about it; most teachers have had little formal preparation for
service as an advisor; teachers do not understand the goals of the
endeavor; advisory takes time that manv teachers believe could be
invested more effectively in preparing to teach their subjects; some
teachers do not want to engage in a program that requires personal
sharing; programs are under-invested.

Ayres (1994) questioned the staffs at seventy-five Midwest schools
about their advisory programs. She concluded that teacher advisory
programs are the most difficult middle school component to implement
successfully and maintain over a period of years. The fundamental
obstacle in many schools 1s teacher "fear, inexperience, lack of
appropriate skills and above all, ignorance of the underlying philosophy of
advisory programs.” She concludes that subject-matter specialists must
understand the relationship between affective and cognitive leaming to

appreciate the benefits of advisories to their students' academic success
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(Ayres, 1964),

A study entitled "Teachers Attitudes Before Beginning A Teacher
Advisory Program” (Cole. 1994} was used to explore the beliefs about
teacher advisorv programs from more than two hundred middle school
teachers in three different eastern states betore their schoots began eacher
advisory programs. While these teachers knew their schools would begin
teacher advisory programs within the next year, few had been involved in
the planming. Teachers attended either a half-day or full day workshop on
teacher advisory presented by an outside consultant. Participants in the
workshops answered four questions: Do you believe your school needs a
teacher advisory program? How do you feel about being an advisor? What
15 your biggest reservation about beginning a teacher advisory program?
What help would you like to have before you become an advisor?

QOverall, 77% of the teachers felt their school was in need of a
teacher advisor program. Although the majority, 64%, felt positive about
being advisors, 12% felt negative and 24% felt unsure. No single issue
emerged as the greatest concern, but several areas worried large numbers
of the teachers surveyed. The most cited concerns were time for advisory
planning and time supplanting other curriculum. Lack of knowledge or
skill concerned almost one-fourth of the teachers. They worried students
would not talk or participate in the program; in addition, the teachers
feared they would not be compatible with their advisees or would not be
able to involve all students (Cole, 1954).

The study indicates the importance of the professional counselor in
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adviser-advisee programs. In successful programs, professional
counselors serve as consultants to teachers and administrators and provide
inservice training on advisement techniques for grade-level department
teams (Keefe, 1986).

Because of the high ratio of students per counselor. it 1s unpossible
for the counselor to know and interact with each student and serve as a
first-line guidance source. By utilizing the advisor-advisee plan, the
classroom teacher is not expected to take over responsibilities of the
counselor concerning problems requiring specialized preparation
{McEwin, 1981). The relationship between teacher advisor and
professional counselor is a cooperative one: the functions are distinct but
complementary. While teachers provide academic advisement and
ordinary school adjustment counseling, counselors coordinate the
guidance program and take referrals. The counselor's role is greatly
enhanced in advisory programs. Counselors have more time to handle the
kinds of referrals for which they are professionally trained. Their services
are in greater demand by the professional staff because the counselors are
experts on techniques needed by the entire staff (Keefe, 1986).

The teacher 1s a key to a successful teacher advisory program. If
teachers in a school do not embrace the program, the program will fail. If
an individual teacher does not carry out the program with histher advisory
group, the program fails for that group of students and the teacher (Cole,
1994). Staff members who are favorably disposed toward advisory or

those who are undecided but open to information about the program might
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have that disposition reinforced by being sent to a conference on the
subject or on a school visit to a district already using an advisory program
{Wiltliamson & Johnston, 1991).

Once the deciston has been made to institute advisories gither on a
ptlot or school-wide basis, the question of programming arises. As might
be expected, this has been accomplished tn a vanety of ways at differemt
schools, depending upon how mstitutions have conceptualized the
advisory group's function (MacLaury, 1993).

The implementation of an advisory program requires reorganizing
the school to ensure adequate time for teachers to work with students and
to plan with colleagues. It demands that teachers see themselves not as
curators of knowledge but as facilitators of leaming and that they pav as
much atteﬁtion to group process and group dynamics as to content. An
advisory program is primarily about a change in the roles of teachers and
students, and, secondartly, about a change in content (Ziegler & Muthall,
1994).

Cole (1992) writes "Appropriate training for caring teachers is the
keystone of a successful teacher advisory program”. In particular, staff
members require training in listening and responding skills. Fatlure to
provide comprehensive training is a common pitfall which can limit an
advisory program's effectiveness. James (1986) concurs, adding that most
schools ultimately provide staff development for their advisors because
the advisory role calls for certain skills such as facilitation skills not

commonly possessed by subject matter teachers. Cole recommends that
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schools wishing to implement advisory programs devote on average a vear
to their planning and staff development.

Based on the experience of New York City's Community School
District #1 {CSD #1), developing a successful advisory program involves
several steps. To define the intents and scope of a district's overall
advisory program, its initiator must first develop a mission statement. The
mission statement guides the writing of the district's goals. The building
of support for an advisory program, assessing student needs, researching
programs in place, developing or adapting existing curricula, training
staff and developing a method of evaluation are all necessary for
successful implementation (MacLaury, 1995).

If schools are to become more personalized and effective, the
teacher as an adviser is one critical variable. Teachers in the advisor role
get to know their advisees as friends. As the advisement relationship is
strengthened over the years, advisers are able to help students make better
decisions. As the relationship between teachers and students becomes a
highly supportive and mutually satisfying one, the school climate
improves and student performance is enhanced (Keefe, 1986). When
properly facilitated by faculty and staff advisors, these groups are indeed
safe places in which students may learn about themselves and understand
their impact on others (MacLaury, 1995).

In some schools, all or almost all professional staff become
advisors: teachers, counselors, librarians, administrators and other

certified personnel assigned to the building. Fern Middle School in the
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City of Toronto began their advisor-advisee program in September, 1990,

with all staff committed and involved in this program (Ziegler & Mulhall,
1994). In other schools oniv classroom teachers are advisors, and,
occasionally, only those on interdisciplinary or core teaching teams. The
study titled "Teachers Attitudes Before Beginning A Teacher Advison
Program” suggested alternate assignments in lieu of a solo advisory
responsibility: a co-advisory group may be used in order to build
confidence for staff unsure of the program; high interest mini-courses
may be organized and scheduled as a part of the advisor-advisee program:
intramural activities may be developed for advisor-advisee group
participation. Using teachers in a role other than advising will increase
the size of advisory groups. but the quality of advising may be improved
by using unwilling staff members in some capacity other than advisor
(Cole, 1992).

As previously mentioned, in September of 1990 Fern Public
School in the City of Toronto opened the doors of its upper grades as a
middle school, with a teacher advisory program. Fern is a K-8 school 1n
Toronto's multilingual, multicultural west end. The program was
conceived by the principal as a way of overcoming what he perceived to
be a somewhat apathetic and school-alienated attitude on the part of many
of the grade seven and eight students.

The process of implementing the advisory program and its results
at the end of the first and the third year of its operation are documented;

these results make an interesting and useful case study for educators who
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wonder how advisory programs can be created that will have positve
results in schools for young adolescents.

Tabie 1
Adwisors' Opintons About The Process

.. _ percentwho agree

1993; LAser

; - ; . n=11 | n=13
-There have been sufficient oppartunity te participale in : 100%: T7%:
‘goal-setiing, planning, stategizing, '
The Principal and Vice-Principat have shared informaton 1001 100
3bout the nature of the project. :
The project has velued and built upon the experience L we 54
and experience of staff. .
There has been enoygh tme to pian together, T 1
Appropriate trdining and staff development have been : 100 62
proviged.

taff members take responsibiity as a team maore than . 100 39
before. o
The pancipai and Vice-Principal repeatedly help to focus - 90, 69
direciion and cteate gxcitemnent for the project. —-
i like beng an advisor, ) : a0 - 7
i am feting good acout my work with my advisees, ] 8ol 8% :

——— e — e -

Note. From " Establishing and Evaluating a Successtul Advisory Program
in a Middle School,” by 8. Ziegler and L. Muthall, 1994, Middle School

Journal, 25 p. 45 Copyright 1994 by the National Middle School

Association.



Table 2
Agdvi 1nions A

. ' 1993 1991
- . : : n=11 . n=13
‘Students in grades §-8 feel more a parfof | : 85%i 52%
the whole school than they used to.
Students in grades 6-§ are more cooperative| _ o 00. 54
with same-age peers than before. :
Students in grades 6-8 are more cooperafive across __T0i _54
-gender than before. o _ - L
S S SR SO .
The behavior of grades 6-8 students in class has improved, . 100, 54
improved. . : P
The behavior of grades 6-8 students outside wuiside 67 54
class has improved.
Absences are down in my classes. 78 i5
Tardies are downinmyclasses. . _ S 15
In my oginion, the grade 6-8 students are - 50, 46

pieased with the advisory groupideaand |
how it is working so far, 1

Note From " Establishing and Evaluating a Successful Advisory Program
in a Middle School,” by S. Ziegler and L. Mulhall, 1994, Middie School
Journal, 25 p. 43. Copyright 1994 by the National Middte School
Association.

The advisory program at Fern has continued to evolve and 1s now a
strongly integrated piece of the middle school program. The feedback
from the teacher-advisors indicates a strong growth in support both for the

process of developing and building the program (see Table 1), and for the



outcomes for students (see Table 2). By 1993, agreement that the process

of staff development has been a successful one for building commitment
to and expertise in advisement was close to unanimous. The responses in
Table 2 indicate that advisors see real improvements for students and tor
the school as a result of the advisony program (Zicgler & Mulhall. 1994

Reporting the tesults of a national survev of practices and trends
in middle grades education, Mac lver (1990) found that. according to
principals' estimates, schools with strong advisory programs were “more
successful at meeting students' needs for guidance, advice, and counseling
and at lowering the proportion of students who will drop out before
finishing high school". Mac Tver suggests that advisory groups give
students extensive social support and frequent opportunities to discuss
topics that are meaningtul to them. The relationships tormed in the
advisory group include both adult/student bonds and student/student
bonds, both of which are essential to young adolescents.

The advisory group setting gives the opportunity for personal
growth and trust in a situation where, even though the curriculum may not
be academic, the personnel and setting arc in school. Consequently, the
possibility exists for relationships of trust and confidence which develop
in the advisory group to extend to other seftings in the school, including
the academic classroom. If students come to experience a teacher as
someone who is personally interested in them and eager to help them
address their real concerns and if teachers experience their young

adolescent students as people with interests and apprehensions and a



Rt L

desire for respectful but personal relationships to their teachers, the

motivation both of students to learn and of teachers to guide, instruct and
listen will quite possibly increase. not only in the advisement situation but
in the regular classroom situation (Mac Iver, 1990).

The best advisors are those who extend themselves to students
There are times when middie leve! students need to be 1in close contact
with a teacher for a specitic reason. Topics or events sometimes occur
which require explanation or exploration in a clear, personal manner: a
death in the school, a tragedy within the community or a new policy with
significant effect on students. If a strong association already exists
between students and advisor, the exploration of feelings in areas such as
those listed above can be more effective than in a classroom group (Cole,
1992).

Just as there is no right way to teach, there is no nght way 10
operate an advisory group. So long as teachers have a stated goal and can
demonstrate that they are making progress toward that goal with their
advisees, they may make the most progress when permitted to pursue their
goal in ways that are most comfortable for them. Many teachers are verv
comfortable and effective when using the greater part of their advisory
time for small group discussion, but some are not. It 1s important to the
success of the program that teachers see themselves as free to pursue their
own activities in a mode that feels safe ( Alexander & George, 1993).

Advisors do not need to know how to solve all their advisees'

problems, but they must know how to refer them to others who can help.



The need for confidentiality must always be respected. Advisors must

know how to listen and respond to students, how to recognize behavior
which calls for referral to a helping professional and how 1o refer that
student to an appropriate helper, usually the school counselor (Cole.
1992).

The length of time devoted to the advisory period is important.
For programs where teachers meet daily with the same group ot students.
thirty minutes seems adequate. Three quarters of an hour 1s too long for
most of the activities one would expect to be conducted during advisor-
advisee programs, and less than twenty minutes seems 100 short and is
likelv to tumn into a time where hittle else other than attendance taking and
announcements are accomplished (Alexander & George, 1993). Other
experts believe three or four meetings per week for at least twenty to
twenty-five minutes is most beneficial. A designated time and location
seem 1o be vital in order to establish the stability required by the middle
level student (Gill & Read, 1590).

Advisement Curriculum

The advisor-advisee activity schedule should be well balanced and
should proceed from a set of overall goals. Even though some middle
schools provide teachers with a set of objectives for the advisor-advisce
program on a schoolwide basis, the most effective advisors seem to give
the program considerable additional thought and design their own
activities on the basis of the goals which they have established, perhaps

with their students, for their individual groups (Alexander & George,



1993). A study of one rural midwestern middle school with twentv-six of

the thirty teachers responding showed a mixed reaction with regard to the
tvpe of structure preferred. Eighteen of twentv-six teachers surveved
preferred a less structured program, one which would give teachers
options in choosing activities (Brown & Shetlar. 1994).

Some schools use the advisory time to conduct a vanety of
activities such as sustained silent reading, intramural events, community
service projects, current events discussion, special interest mini-courses,
relationship building programs and career information. The philosophy
of the advisory program determines the activities that meet the needs of
each district's students based on the developmental needs of students
(Cole, 1992).

The success of the advisor-advisee program begins with the
understanding and support of the school principal and other
administrators. When administrators enthusiastically approve a program,
the chances for success are good. When the administration is not
supportive, teachers will soon get the message, and those who really are
uncomfortable with the program will begin lobbying against it with the
principal, neglecting their own advisor-advisee groups, and generally
seeking to erode support for the program among other faculty members.
Principals must be willing to treat teachers in the same way that they want
teachers to respond to students. That is, they must explain the goals of the

program, show the teachers how they may succeed, encourage them to try
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and let them know that the program is an important part of their job and is

not optional (Alexander & George, 1993}
Paren 0

Maost elementary schools have a high tevel of parent involvement:
parents belong to PTA's. they volunteer to help in the classroom and thev
turn out on parent nights. By the nme voungsters reach the middle
grades, however, parent involvement tvpically declines substantialiy.
Many parents assume their children no longer want or need their active
involvement once they reach early adolescence. Middle-levei educators in
turn often make little effort 1o involve parents in school affairs, while at
the same time blaming them for their lack of interest. Strong parental and
community support can help strengthen students attachment to their
schools and teachers (Ames & Miller, 1994).

During Phase II of the NASSP/Dodge Foundation National Study
of Schools in the Middle, interviewers sought parent opinions on a variety
of 1ssues and concems. When asked about school climate, parents
identified the following areas as being important: "firm, consistent, fair
administration of rules, policies, and discipline, attractive facilities,
activities for students, support by the community, openness and
acceptance of people and ideas, and good communication” (Keefe, Clark,
Nickerson, & Valentine 1983).

Table 3 indicates parents opintons surveryed in the Femn district. A
majority felt they were better informed about school events and found it

easier 1o stay in touch with teachers and know about their child's progress



than in previous years. Most parents knew their child was in an advisory

group, knew the identity of the advisor, had talked to him or her, and felt
the advisory group to be a good idea (Ziegler & Mulhall, 1994).
Table 3

Parents’ Len

. Percent'who agree

_ 1993 1991
n=73 o n=62
;Compared to previous years, this year |: _ o . .
find | understand report cards better. 81% . 82%
feel | know more about child's progress. T4 71
find it easier to stay in touch with teachers. 67 52
Regarding the advisory groups: i
. | have been awars that my chidisinan a9 &7
e POvisoly group which meets daily. . .. . __
. L know who herhis advisoris. & 77
i have talked to herhis advisor. o 77 63
| think the advisary group is a goaod idea. 36 87

Note. From Establishing and Evaluating a Successful Advisory Program
in a Middle School, by S, Ziegler and L. Mulhall, 1994, Middle School
Joumal, 235, p. 44. Copyright 1994 by the National Middle School
Assoctation,

With the current cry for more homework, longer school days,
longer school years, and greater emphasis on academic basics, parents
must be convinced that the time spent In an advisor-advisee program Is an
asset and not a liability. Personal contact with parents is an important
responsibility of advisors, Each advisor should be encouraged to contact

parents by phone, notes, or conference. These contacts should be made at



appropriate times when good news about a student can be conveved as

well as when the student is experiencing difficulty. Ways to include
parents and gain their support for program options include describing the
program during orientation sessions for new students and thetr fammlies.
openly inviting parents to visit the school during advisor-advisee tume for
a first hand look at the program tn achion, regular newsletters descnibiny
program features and discussion of advisee development during parent
conferences (James, 1986).

Advi n rvice Project

An advisory system fosters befter communication within the school
and the community. There seems to be no substitute for community
service as a means of building selfworth and accomptishment { Brough.
1985). Service learning provides a method by which middle school
students learn and develop through active participation in an organized
expernience {Kurth, 1993).

Students like to do community service when they believe their
contributions are necessary and important. Service projects give students
a sense of contribution and help develop an advisor-advisee group spirit
that fosters the feeling that "we are proud of us”. Too many middle level
students have too few experiences in contributing to their community or
helping others. Most students respond to service projects with vigor and
enjoyment (George & Bushnell, 1993). Since student involvement in the
planning of service learning projects are an integral part of the success of

the program, advisors use many techniques to generate possible service



projects. Initiatly, advisors may help students identify and analyze issues.
Students clarify what interests them, such as working with people.
working with things and or working with ideas. The students then
brainstorm potential projects (Kurth, 1995).

Field Middle School ot Northbrook. Hlinois. adopted and
implemented a structured service program as a keyv component (o their
middle school advisory program during the 1993-1994 school vear. The
service program provided students with a method to learn through acrive
participation in a thoughtfullv organized experience that would meet
community needs and be coordinated 1n collaboration with the school,
home, and community. In addition, the program would integrate part of
the students’ academic curriculum while providing a structured ume for
the students to think, talk, and write about what they did and saw during
the actual service activity. This program would, therefore, enhance what
1s taught in the school by extending student learning beyond the classroom
and, at the same time, help foster the development of a sense of caring for
others (Kurth, 1995).

Benefits of Advisement

Although stronger, more direct evidence is needed, principals’
reports suggest that students benefit from supportive advisory groups
{Mac Iver & Epstein, 1991). Students benefit greatly from well planned
and effectively delivered advisory programs. No one program can satsty
the needs of all schools or even all grades within a school. Each school

must devise its own program around certain general requirements. Once



programs are implemented, they must be carefully monitored, regularlv

evaluated, systematically modified and protected from intrusions.
Teachers must feel total commitment to advisories if advisories are 1o be
successful. Teachers must receive support, encouragement and periodic
inservice for at least the first three vears of the program. This commitment
15 only achieved when teachers feel the ownership which comes tfrom
developing their own programs. With adequate staff development and
careful planning for the needs of young adolescents, the advisory
component of the middle schoel concept can be beneficial to students
{Aytes, 1994),

Teacher advisory programs are not a fnil or a luxury. They
provide a way to use the resources of the school more efficiently and
effectively. These programs increase the range and npes of
communication between parents, students, teachers and administrators. By
sharing the counseling function, teacher advisors help to make problems
more manageable and often provide better strategies and solutions for
solving those problems. Advisory programs are important because they
can make connections between teachers and students and between
students and students; these connections are at the heart of a meaningfui,
non-alienating school experience. Evidence suggests that these programs
have the potential to increase student motivation and to lower absentee
and drop-out rates. Advisory group programs provide the opportunity to
make posifive connections between adults and young people at schoo! and

at home in ways which are genuinely educational and community-



enhancing (Ziegler & Muthall, 1994}



Chapter 11

METHODOLOGY

Subjects

Report cards from the 1994-95 school vear for fifty-three seventh
erade students, 30 (56.6%01 males and 23 (43.3%) females, ages 1210 14
with a mean age of 12.8, were used in a pre-test sample. Of the fifn-three
students used in this study four (6.07%%) of the male students and six
(1.13%) of the female students are African-American.
Procedure

The sample group included all seventh grade students who
completed their seventh and eighth grade education at Loussiana Middle
School. At the ttime of the pre-test, the students had no advisory program
in place. The post-test group included the same students who completed
their eighth grade year with an advisory program in place. The fifty-three
students participating in the advisory program were randomly divided into
four advisement groups. The advisement period was held for twentv
minutes following the lunch period.
Data_Analysis

The researcher used the report cards of a rural school district,
Lousisiana Middie School, in Louisiana, Missouri. The data was be
gathered from the 1994-95 grade card and the 1995-86 grade card.
Information used in the study included grade point average and number of
absences from school of each student dunng the time he/she received an

advisement period and the grade point average and number of absences



¢ time he/she did not receive an

from school of each student during th

advisement period.
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CHAPTER IV
RESULTS

The data was analvzed using the Data Analysis ToolPak, a part of
the Microsoft Excel computer program. Descriptive statistics were run for
the sample on the grade point averages (GPA}and number of absences tor
the two vears of this study: 1993, before an advisement program was
instituted, and 1996, the first vear of a formal advisement period. The
paired sample t-test was used 10 compare the mean grade point average
and number of absences for each of the two vears. In reporting. all data
was rounded to four places to the night of the decimal point.

Table 4 presents the following information concerning grade point
averages for the middie school students in the vear without an advisement

program (1995) and the year with an advisement program (1996).

TABLE 4
Tiptiv 1stics For nt int P visement

GPA 85 o GPA 96

Mean 2.473207547  Mean = 2.597358491
Standard Eror 0111392679 _Standard Emor _ _ _ _0,117651225
Median . _ . __ 25 _ Medan __ _ 268
Mede _ _ _ _ __ _ 197  Mode _ _ 322
Standard Deviation . 0.810850946 Standard Deviation 0.856513844
Sample Varance 0.657641437 Sample Vanance 0.733615965
Kurtosis -1.175285124 Kurtasis __-0.575435631
Skewness ~  -0.064929523 Skewness -C. 384065324
Range 292 Range . . . _  _35
Minimum L 0.88 Minimum Y _ 048
Maximum 38 Maximum 388
Sum 131.08 Sum I - Y 4. - -
Count 53 Count ___ 53




The group without advisement (1995) showed a 2.92 range ( 88 -

3.8}, with the mean, or average, score for this group being 2.4732. The
median, or middle, GPA score was 2.5, while the mode, or most
trequently appearing score. was 197 Skewness for this sample was
calculated at -0.0649, meaning there were fewer scores below the mean
score than above (22 to 31). Kurtosis, or amount of data in the tails
refative to what would be expected in a normal curve, was calculated at
-1.1753, meaning that there was less data at the extreme ends of the
continuum than one might expect. The variance, or amount of dispersion
form the measures of central tendency was .6576. The standard deviation,
or positive square root of the variance. was ¢.8110.

In contrast, when these same students received an advisement
period the following vear (1996), there was 3.5 range of GPA scores (0 48
-3.98), with the mean score being 2.5974. The median GPA score for this
group was 2 68, while the mode was 3.22. Skewness for this sample was
calculated to be -0.3840, with 24 scores falling below the mean compared
to 29 scores above. Kurtosis for this sample was calculated at -0.5754,
meaning that there was less data scattered to the extreme ends of the
continuum than one would expect in a normal curve. The vanance for this
sample was 0.7366 and the standard deviation was 0.8365.

Another academic area often thought to be affected by an

advisement period is attendance. This information is presented in Table 5.
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TABLE 5

Absence 95 ] . Absence 96

Mean 7.924528302 Mean 9354150943
Stangard Error 0980894802 Standara Errcr 1.558974893
Median . .85 __ _Meaen = _ 8.5
Mode .9 Meowe . __.=13
Standard Deviatior 714102195 Stancard Devianor__11,34950853
Sample Variance  50.99419448 Sample Vanarnce  128.811344
Kurtosis 2,704227678 Kurtosis o 18.1450096
Skewness 1.581196038 Skewness 3.745493537
Range 3 Range AT
Minimum 0 _ _ _ Minimum 0
Maximum 31 Maximum 7217
Sum 420 Swm 48577
Count - Count ) _ 83

Confidence Level_ _ __Corfidence Level o
(95 .0%) 3.128309868

(95.0%) 1.9683CB08T

In 1995, the year the students had no advisement penod, the mean
number of absences was 7.9245 with a range of 31 (0-31). The median
number of absences was 6.5 with a mode score of 0 absences. The
standard deviation was calculated at 7.141. Kurtosis for this sample was
calculated at 2.7042, meaning there was more data at the extreme ends of
the continuum than one would expect to find in the normal curve.
Skewness was at 1.5812, meaning that a greater number of scores fell
below the mean number of absences than fell above it. This kurtosis and
skewness 1s easily noted in the frequency chart shown in Table 6, which

shows 42 of the 53 absences as being in the 0-10 range.
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TABLE 6
w@ﬂﬂhﬂﬁﬂﬂﬂﬁud&ﬂt Absences Pre-Advisement

Ahsence 95

*COQKDC.Q{'DH'H

Number of Absences
Absence 85 Frequency
o 19, . 4
_ _ 20, G,
_ _ .30 4
S 404
T 0,0
o 60 0
o 70 _ 0
— g0 0

In 1996, with the same number of students receiving an advisement
period, the mean aumber of absences was 9.3541, with a range of 72.17 (0
~72.17). The median number of absences was 6.5, with the mode being
5 13. The standard deviation for this sample was 11.3493. Kurtosis was

calculated to be 18.1450 and skewness as 3.7455. Again kurtosis and



skewness is evident when viewing the frequency chart in Table 7, which

shows 38 of the 53 pieces of data as falling in the 0 -10 range.

TABLE 7
uen istributi f e Advisemen
Absence 96

o = L o o
F ——— —_———— e
r
a
g e el __
u
[ -]
n . o
[+
s 1 B

gl - AW - A e — aw R

10 20 30 40 50 60 70 80

Number of Absences

Absence 96 Frequency
o 10 38
20 M

30. 2

o 40 1
o 50, 0
_________ 60. 0
Y £ N
S

A paired sample t-test was performed in both sets of data to test
the null hypothesis that no significant mean difference in GPA scores or
number of days absent exists between students receiving an advisement
period and those who did not receive such an advisement period. The data

appears below in Tables 8 and 9.



TABLE 8

T- n Point Average Pre an Adwi en
t-Test. Paired Two Sample for Means
GPA QS _GPASE
Mean 2473207547  2.597358491
Variance . 0.6576471437 0733615965
Observations 583 _ 53
Pearson Corretation 082861883 =
Hypothesizea Mean Difference . _ 0 __
o 82
Y8t . -1.B4a4342036
PO<=Yone-tall 0035418581 = _ __
tCrticai one~tail 1674688974
P(T<=t)twotat __ = 0070833163 =
t Critical two-tail 2.006645445
TABLEOS
T-T f n i
t-Test, Paired Two SampleforMeans =~
. bsence9 Absence _
Mean o . 7.924528302 9.354150843
Variance_ 50.99419448  128.811344
Observations _ 53 o3
Pearson Corretation 0.673120055 .
Hypothesized Mean Difference 0 _
of 5.
t Stat -1.246429728 _
P(T <=1} one-tail . 01090968268 s
t Critical one-tail __ __ 1674888074

P(T<=t)twotail 0218192538

t Criticai two-taii 2006645445

1




Comparing the mean GPA scores for 1995 {no advisement) and

1996 (with advisement) one notes a 1243 point difference between the
mean scores, with the slightly higher score calculated for 1996, The
calculated t-score was -1,8443 at 52 degrees of freedom, which does not
exceed the critical two-tail value of 2.0066 (alpha = 05).

Comparing the mean number of absences for the Two years. One
finds a 1.4296 difference between the mean number of absences, with the
higher number of absences falling during the year the students received an
advisement period (1996). The t-score was calculated to be -1.2464 at
52 degrees of frecedom, which again does not exceed the critical two-tail

value of 2.0066 (alpha = .05).



CHAPTER V

Discussion

As stated in the article by Ziegler and Muthall, (1994) advisory
programs are important because_thcy can make connections between
teachers and students and between students and students which are at the
heart of a meaningful, non-alienating schoo!l experience. Evidence
suggests that they have potential to increase student motivation and to
lower absence and drop-out rates. Advisory group programs provide the
opportunity to make positive connections between adults and voung
people at schoo! and at home in ways which are genuinely educational and
community-enhancing.

The result of the t-test call for the researcher to retain the null
hypotheses that there is no significant difference in grade point average
between students who participate in an advisement program and students
who do not participate in an advisement program. Additionally, there is
no significant difference in the daily attendance of students who
participate in an advisement program and students who do not participate
in an advisement program. Although the mean GPA was slightly higher
with an advisement program, the difference is not statistically significant.
The mean number of absences actually increased during this year,
although again the difference is not statistically significant.

There are several reasons that the advisement program used in this
study did not improve GPA's to the extent that some research indicates,

These reasons might include the time of day the advisement period took



place. The advisement program used in the study took place in the

middle of the day, which is not recommended by most of the experts.
Researchers agree that the beginning of the schoot day is the best time for
the advisement sessions. The first period in the morning establishes a
smooth transition from home setting to the school (Gill & Read. 19901

The study group staff did not have had much input in the
implementation of the program nor was sufficient time spent on in-service
training . [t is much more difficult to coticize a program when you have
been included in 1ts plaming. Training must include ample opportunity
for teachers to discuss, modify, and design the advisement program (Gill
& Read, 1990). A planming perod of at least six months preceding
implementation 1s recommended by Ziegler and Mulhall (1994). The staff
requires Inservice traning, teachers are required to work 1n ditferent
capacities, using various strategies and techniques, a considerable amount
of staff development is required.

In observing the number of absences for the two years, one notes
that the median number of absences was the same for both years. In 1996
there was one extreme value (72.17), or outher, which may have caused
the rise in mean absences. In any case, the results of this sample do not
show the improvement in number of absences recorded in the literature.

Even though the results of this research did not show increases in
student grade point averages or daily student attendance, reports of
research on affective education clearly support the concept that advisory

programs are necessary for the middle level school {Putbrese, 1989).



Some middle schools operate more hke traditional junior high

schools, which have often been criticized for treating young adolescents as
if they were indistinguishable from older adolescents, or like conservative,
small K-8 schools which have often been cniticized for treating young
adolescents as {f thev were sull children than like the "exemplary middle
school" envisioned by Alexander and George (1981) and others in the
middle school moverment. Conversely, some schools of all grade spans
have adopted many of the so-called developmentally responsive practices
of the middle school movement such as the advisor-advisee program

{Mac {ver & Epstein, 1993).

As in most studies, there are some limtations that need to be
addressed. Developing data from a student grade card does not expose a
tull range of knowledge about the dynamics of an advisor/advisee
program. Contextual information is lacking about the possible effects of
language, ethnicity, social class, motivation, and attitudes. All of theses
factors play an important role in interpreting data. Additionally, the

impact of the variance in teaching styles is tmpossible to analyze,
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