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ABSTRACT 

Title of Dissertation: Upward Bound Project Staffs Perceptions of the Program 
Practices that are Most Effective and Transferable to an 
Urban High School 

Stephen D. Perry Doctor of Education 

Dissertation Directed by: Diana J. LaRocco, Ed.D. 
Assistant Professor 
Department of Educational Leadership 
College of Education, Nursing, and Health Professions 
University of Hartford 

The purpose of this exploratory, qualitative case study of a single Upward Bound project 

was threefold. First, it was designed to elicit participants' descriptions of how they implemented 

project components and services designed to prepare eligible low-income high school students 

for attendance at four-year colleges. Second, the study aimed to reveal participants' perceptions 

of the practices (i.e., actions or strategies) that they perceived were most effective in preparing 

eligible high school students for attendance at four-year colleges. Third, it drew out participants' 

reports of the effective project practices that they perceived to be most easily implemented (i.e., 

put into practice) in an urban high school in their service area. 

Upward Bound project requirements as delineated in 34 C.F.R. §645 (Upward Bound, 

2005) and select information from the annual performance reports (U.S. DOE, OSPE, n.d.) 

served as a lens for examining project staffs reports. The instructions contain a detailed list of 

project components, services, and definitions that help to explain the regulations and project 

expectations. 

A qualitative interview strategy, a single semi-structured, telephone interview, was used 

to gather data to answer the research questions. Six Upward Bound project staff participated in 

the study. Procedures associated with qualitative research were used to analyze the data, which 



consisted of field notes and verbatim transcripts of telephone interviews. This yielded 18 

findings. Conclusions were drawn and recommendations for practice and future research are 

presented 

Study participants' reports of how they implemented project components and services 

designed to prepare eligible high school students for attendance at four-year colleges revealed 

that they differentiated implementation based on students' ages, grade levels, and needs for 

information and support at particular points in time. Importantly, interviewees identified having 

caring and supportive relationships with students, which were established and sustained through 

the educational process and deliberately embedded in multiple project practices, as their most 

effective practice. 
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CHAPTER 1: INTRODUCTION TO THE STUDY 

Background and Self-reflection 

In describing the role of self in qualitative research, Lichtman (2006) emphasized the 

importance of researchers reflecting on how their own backgrounds, experiences, and passions 

may shape the phenomena they choose to explore and how they approach each aspect of their 

investigations. With this advice in mind, I begin by sharing a bit about my own background and 

experiences in relationship to this research. Pseudonyms are being used for confidentiality 

reasons. 

The odds that a poor, Black, urban male, living in a single parent household would 

complete a bachelor's degree are staggering. I, a Black man born on my mother's sixteenth 

birthday, had a less than 12% chance of ever receiving a bachelor's degree (Engle, Bermeo, & 

O'Brien, 2006). I was fortunate, however, to participate in the federally funded Upward Bound 

project at Lexmark University, in Anytown in a Northeastern state. 

Upward Bound is the first and oldest Federal TRIO Program. It was designed to provide 

essential support to high school students, from low-income families in which neither parent holds 

a bachelor's degree, in their preparation for college entrance. Lexmark University's Upward 

Bound staff used education to extricate me from a statistically promised plunge into my family's 

third generation of poverty. The knowledge and skills gained gave me access to a successful life. 

Moreover, this experience put me on a path to this research and its primary purpose, uncovering 

the intentional practices that Lexmark University's Upward Bound staff perceive are most 

effective in preparing eligible high school students for attendance at four-year colleges and, of 
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those, the practices that they perceive to be transferable (i.e., most easily implemented) to 

Anytown's public high school. 

My experiences with Lexmark University's Upward Bound inspired me to identify a way 

to extend the opportunity to go to college to other disadvantaged youth. Eight years ago, I 

established a similar program, State College Preparation Program (SCPP) in the same 

Northeastern state. The primary aim of SCPP was identical to the federally funded Upward 

Bound project; provide fundamental support to high school students, from low-income families, 

in their quest to be the first generation of their families to attend college. The SCPP program was 

successful and every year we sent 100% of our graduates to four-year colleges. Four years ago, 

as she reflected on this success, a parent of a SCPP student, Ms. Burts, asked: "Why can't this 

project become its own school?" Knowing Ms. Burts as I did, I understood her real question to 

be: "How can we replicate this project's college preparatory services in our urban high school?" 

It was conversations with people who, like Ms. Burts, wondered how to spread (i.e., 

scale-up) SCPP's successes that led me to work with others to develop a year round college 

preparatory magnet middle and high school. The aim was to create a public prep school that 

transferred the Upward Bound principles, a part-time project, to a full-time urban high school in 

hopes of improving students' college-going rates. Still in its infancy, I, the principal, believe that 

this magnet school represents one way to bring the college preparatory services provided by 

projects like the SCPP project and Upward Bound to scale. I also know that it is not the answer. 

To this point, I had gained no particular insight into which college preparatory services 

are most important for students' success and most transferable to established urban high school 

settings. I therefore chose to investigate what exactly private college preparatory schools did 

(e.g., how they were organized, the services and supports provided) because of their gaudy 



3 

college-going rates, ending my efforts with visits to four elite prep schools in two Northeastern 

states. In studying these schools, I uncovered something that amazed me. Both the prep schools, 

which serve the nation's wealthiest students, and Upward Bound projects, which serve the 

nation's poorest students, were organized in virtually the same ways. High expectations for staff 

and students, advisors, tutoring, and small college campus-like settings were evident in all of the 

prep schools and projects that I visited. This revelation, while informative, left me wondering 

which of those features were most important for students' success and, of those, which could be 

transferred from a part-time project or specially designed school to a full-time existing urban, 

public high school. 

In sum, I am an educator, a life-long resident of Anytown, and a graduate of Lexmark 

University's Upward Bound project who was profoundly affected by that experience. For over 

40 years, the Lexmark project has prepared thousands of Anytown's poor minority first 

generation collegiates, just like me, for college. In that time, 95% of their graduates have entered 

college. The project staff accomplished this alongside Anytown's public education system and 

the organizational structure and culture of Anytown High School. This is both an admirable and 

significant accomplishment. As Lisbeth Schorr (1997) opined, however, "we have learned to 

create small exceptions that can change the lives of hundreds. But we have not learned to make 

the exceptions the rule to change the lives of millions" (emphasis in the original, p. xiii). She 

further noted that is important to extract from successful programs the lessons learned and spread 

them beyond the hothouse into the mainstream. My hope is that this research is a first step in that 

direction. 
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The Federal TRIO Programs 

The college preparedness gap among low-income and minority students and their more 

affluent peers was evident in the 1960's. President Lyndon Johnson initiated the War on Poverty 

and Congress responded with a series of legislative actions. Among them was the Economic 

Opportunity Act of 1964, which authorized a pilot project called Upward Bound, the first of 

what are known as the Federal TRIO Programs (U.S. DOE, 2006). A year later, Talent Search, 

the second project, was created under Pub. L. 89-329, the Higher Education Act of 1965 (HEA). 

The HEA was amended in 1968 to authorize Student Support Services, originally known as 

Special Services for Disadvantaged Students, which became the third in this series of educational 

opportunity projects. 

By the late 1960s, the term "TRIO" came to describe all three of these projects. Since that 

time and through various amendments to the HEA (the most recent in 1998), "the TRIO 

programs have been expanded to provide a wider range of services. Today, the "nine TRIO 

programs are included under the TRIO umbrella" (emphasis in the original; U.S. DOE, 2006, p. 

1). All of the Federal TRIO Programs are funded under legislative authority through a 

competitive grants and contracts application process and administered through the U.S. 

Department of Education, Office of Postsecondary Education (Office of Postsecondary 

Education). 

Of the nine TRIO programs, two are focused on program administration and 

improvement and seven provide direct services and supports to eligible individuals. The TRIO 

programs were especially designed "to foster increased educational opportunity and attainment" 

(U.S. DOE, 2006, p. 1). More specifically, programs aim to support individuals from low-income 

families (e.g., in 2007 for a family of four $30,975), where neither parent graduated from 
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college, with entering college, graduating, and moving on to participate more fully in the 

economic and social life of our country. During the program year 2005-06, there were over 2,700 

TRIO programs serving nearly 866,000 individuals (U.S. DOE, 2006). 

Table 1 contains select information about the seven Federal TRIO Programs that provide 

direct services. 

Table 1 

Select Information on Federal TRIO Programs Providing Direct Services (U.S. DOE, 2006) 

Program Purpose Participants 

Educational Opportunity 
Centers (EOC) 

Ronald E. McNair 
Postbaccalaureate 
Achievement (MCN) 

Student Support Services 
(SSS) 

Provide counseling and 
information on college 
admissions to qualified adults 
who want to enter or continue 
a postsecondary education 
program. 

Work closely with participants 
through their undergraduate 
requirements, encourage their 
entrance into graduate 
programs, and track their 
progress through to their 
successful completion of 
advanced degrees. 

Provide opportunities for 
academic development, assists 
students with basic college 
requirements and serves to 
motivate students toward the 
successful completion of their 
postsecondary education. 

Participants must be at least 
19 years old, and at least two-
thirds of the participants must 
be low-income and potentially 
first-generation college 
students. 

Students must be enrolled in a 
degree-granting program at an 
eligible institution. Two-thirds 
of the participants must be 
low-income, first-generation 
college students; remaining 
participants must be from 
groups underrepresented in 
graduate education. 

Two-thirds of the participants 
must be either students with 
disabilities that need support 
or first-generation college 
students from low-income 
families. 
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Table 1 (continued) 

Select Information on Federal TRIO Programs Providing Direct Services (U.S. DOE, 2006) 

Program Purpose Participants 

Talent Search (TS) 

Upward Bound (UB) and 
Veterans Upward Bound 
(VUB) 

Upward Bound Math and 
Science (UBMS) 

Identifies and assists 
individuals from 
disadvantaged backgrounds 
who have the potential to 
succeed in higher education. 

Provide fundamental support 
to participants in their 
preparation for college 
entrance. 

Help students recognize and 
develop their potential to excel 
in the fields of math and 
science and to encourage them 
to pursue postsecondary 
degrees in math and science. 

Students must be between the 
ages of 11 and 27 and have 
completed the fifth grade. In 
any given project, at least two-
thirds of the participants must 
be low-income and potentially 
first-generation college 
students. 

Students must have completed 
the eighth grade, be between 
the ages of 13 and 19 (except 
veterans) and have a need for 
academic support in order to 
pursue a program of 
postsecondary education. All 
students must either be from 
low-income families or be 
potentially first-generation 
college students. 

Students must be eligible to 
participate in the Upward 
Bound program and must have 
completed the eighth grade. 

Upward Bound 

Upward Bound, the focus of this investigation, was designed to "provide opportunities 

for participants to succeed in pre-college performance and ultimately in higher education 

pursuits" (U.S. DOE, 2006, p. 17). It is the oldest and largest of the TRIO programs (U.S. DOE, 

2004a). At least two-thirds of the program participants must be students from low-income 
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families, in which neither parent holds a four-year college degree. Students must have completed 

the eighth grade, be between the ages of 13 and 19, and need academic support in pursuit of a 

college degree. 

As noted above, programs are funded under legislative authority through a competitive 

grants and contracts application process. As set forth in Title 34 of the Code of Federal 

Regulations, Part 645 (34 C.F.R. §645; Upward Bound, 2005), eligible applicants include 

institutions of higher education, public and private organizations, and in exceptional 

circumstances, secondary schools. The grant awards "are generally four years in length, with the 

top-scoring proposals receiving five-year grants" (U.S. DOE, 2004a, p. 10). During the program 

year 2005-06, there were 761 Upward Bound programs serving 56,450 participants (U.S. DOE, 

2006). In Northeastern state, four programs served an estimated 350 students. Table 2 contains a 

list of the grantees for Northeastern state's programs, their locations, and the number of students 

served. More information about Lexmark University's project, the case that was examined in this 

study, is provided in Chapter 3. 

Table 2 

Northeastern State's Upward Bound 

Grantee 

Private University A 

Private University B 

University of Northeastern State 

Lexmark University 

Northeastern State University 

Grantees for 2005-06 

Location 

Town, Northeastern State 

City, Northeastern State 

Rural Town, Northeastern State 

Anytown, Northeastern State 

Suburban, Northeastern State 

Participants 

80 

55 

65 

100 

50 
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All Upward Bound projects must have an academic year component and a six-week 

summer instructional component designed to simulate a college-going experience for 

participants. According to provisions of to 34 C.F.R. §645.11 (Upward Bound, 2005), projects, 

which have been funded for at least two years, must provide a core academic curriculum that 

includes mathematics, laboratory science, foreign language, composition, and literature. 

Programs may also choose to provide instruction in subjects others than those noted above, 

personal counseling, academic advising, cultural activities, activities aimed at career awareness, 

mentoring programs, and programs and activities aimed at students with limited English 

proficiency. 

Concerning program components, 34 C.F.R. §645.12 (Upward Bound, 2005) stipulates 

that grantees must have an academic year component and a six-week summer instructional (i.e., 

academic) component designed to simulate a college-going experience for participants. 

Throughout the academic year, one or more of the services must be provided weekly. During the 

summer, services must be provided at least five days per week. Provision of services during 

either the academic year or summer might include, for example, academic advising, exposure to 

college life through college visits, family activities, and specific college counseling in the form 

of selection of appropriate colleges and majors. Finally, Upward Bound programs ordinarily 

offer SAT (Scholastic Aptitude Test) preparation and assistance with completing FAFSA (Free 

Application for Federal Student Aid) and college applications. 

As mandated for all TRIO programs, each grantee is required to provide grantee 

information to the Office of Post Secondary Education, Federal Trio Programs through the 

annual performance report (APR), with content stipulated by the office. The data collected are 
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used to measure a grantee's growth in meeting its approved goals and objectives and to "provide 

information on the outcomes of projects' work and help the Department to respond to the 

requirements of the Government Performance and Results Act" (U.S. DOE, OSPE, n.d. 11). 

Highlights from a descriptive report that was developed through an analysis of APR data 

collected for the Upward Bound Program year 2000-2001 (U.S. DOE, 2004a) indicated that 

nearly two-thirds of grantees (63%) were four-year postsecondary schools and nearly one-third 

(32%) were two-year postsecondary schools. Over 79% of the participants during the 2000-2001 

program year were "both low-income and potentially first-generation college students" (p. xiii). 

Forty-five percent of participants were Black, 25%) were White, and 19%> were Hispanic. 

During the 2000-2001 project year, about 55%) of participants were engaged in project 

activities in the program during both the academic year and the summer (U.S. DOE, 2004a, p. 

29). An additional 6%> participated in both the academic year and the summer bridge programs, 

suggesting that 61%> the students were in the program for the entire year (p. 29). During the same 

period, "all projects [had] some participants receiving instruction in the required core curriculum, 

either in the summer or academic year" (U.S. DOE, 2004a, p. 36). On average, students attend 

174 sessions during the summer component and 91 sessions during the academic year (U.S. 

DOE, 2004b). 

A longitudinal investigation of the impact of Upward Bound has been ongoing since 

1991 (U.S. DOE, 2004b). Using an experimental design and several methods, data have been 

collected from a "nationally representative sample of 67 Upward Bound projects hosted by two-

and four-year colleges" (U.S. DOE, 2004b, p. xvi). A series of three reports have been produced 

to date (Moore, Fasciano, Jacobson, Myers, & Waldman, 1997; Myers & Schirm, 1999; U.S. 

DOE, 2004b). In the second report, Myers and Schirm concluded that although participation in 
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Upward Bound (i.e., the treatment group) had no impact on college attendance rates, participants 

did earn more credits from four-year colleges, and were generally more engaged in college 

activities, including meeting with advisors and faculty members. Importantly, Myers and Schirm 

discovered that Upward Bound had larger positive effects on some students than on others: 

(1) students with lower initial educational expectations benefited substantially more than 

those with higher expectations, (2) boys showed substantially larger impacts than girls, 

(3) Hispanic and white students benefited more than African American students, (4) 

students who were low-income only or low-income and potential first-generation college 

students showed larger impacts than those who qualified for the program only as 

potential first-generation students, and (5) poorer performing students benefited 

substantially more than their better performing peers, (p. xix) 

Data analysis for the third report (U.S. DOE, 2004b) led to similar findings. Notably, 

"enrollment in Upward Bound had no effect on overall enrollment or total credits earned at 

postsecondary institutions, but it may have increased enrollment in four-year postsecondary 

institutions" (p. xvii). Participation did "increase the likelihood of attending four-year colleges 

and universities relative to other postsecondary institutions for students with lower educational 

expectations" (p. xvii). The authors stated that the focus of this third report was on preparation 

for college and at the time of the report students had only been out of high school for two years. 

They noted that further research is needed to understand the long-term impacts of Upward 

Bound. 

It is important to note that varied findings, positive and negative, from Moore et al. 

(1997) and Myers and Schirm (1999) have been cited in ways that both criticize and support 

Upward Bound (e.g., Balz & Esten, 1998; McClure & Child, 1998; McDonough, n.d.). 
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Additionally, researchers, advocates, and policymakers have questioned the appropriateness of 

using an experimental design and, more specifically, the selection of the comparison group (e.g., 

Pell Institute, 2002). Finally, the less than positive findings led the U.S. Office of Budget and 

Management (U.S. OMB, 2003) to give the Upward Bound program a rating of "ineffective" in 

the performance and management assessment that was prepared for the budget of the United 

States Government, fiscal year 2004. The U.S. OMB rating provided for the budget of the United 

States Government, fiscal year 2008 remained the same. 

Nevertheless, it appears that the experience of Upward Bound with regard to mixed 

outcomes and the problems associated with evaluating pre-college programs are not unique. 

Redd, Cochran, Hair, and Moore (2002) synthesized results from the evaluations of 11 different 

academic and youth development programs; among them was Upward Bound. In summarizing 

their findings, the authors concluded that the data "suggest that programs with at least one strong 

academic component can improve educational, health, social and emotional, and self-sufficiency 

outcomes among participants. However, impacts are not certain, and sometimes no impacts have 

been found" (p. x). Redd et al. posed several significant questions that remained to be answered. 

Among them, "What program components work? Are some activities more effective than others? 

Are academic tutoring, homework assistance, and/or classroom-like lessons more effective than 

a broader approach?" (p. x). 

Statement of the Problem 

Porter (2002) argued that a college degree leads to economic self-sufficiency and 

improves a person's quality of life. The U.S. Department of Education, National Center for 

Education Statistics (U.S. NCES, 2006) recently found that "adults ages 25-34 with a bachelor's 
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degree or higher have higher median earnings than their peers with less education, and these 

differences in earnings increased from 1980 to 2004" (p. 54). Notably, a person with a bachelors' 

degree will earn $2.1 million over a lifetime, versus the $ 1.2 million that a person with just a 

high school diploma would earn. 

Cheeseman Day and Newburger (2002) discovered that college graduates are healthier, 

spend more time with their children, and are generally happier people. 

In 2001, the better educated a person was, the more likely that person was to report being 

in "excellent" or "very good" health. Among adults age 25 and above, 78 percent of those 

with a bachelor's degree or higher reported being in excellent or very good health, 

compared with 66 percent of those with some education beyond high school, 56 percent 

of high school completers, and 39 percent of those with less than a high school education. 

(Writ et al., 2004, p. 52) 

The Upward Bound program represents one opportunity for low-income, potential first 

generation college students to overcome real barriers to acceptance into a four-year college and 

to accrue the benefits of completing a degree. First generation college students, Engle (2007) 

observed, are most often from low-income, minority backgrounds (i.e., Black and Hispanic). 

Despite significant improvements in access to higher education, they face challenges related to 

"lower levels of academic preparation, lower educational aspirations, less encouragement and 

support to attend college, particularly from parents, less knowledge about the college application 

process, and fewer resources to pay for college" (Engle, p. 28). They "are considerably less 

likely to succeed than those whose parents have completed a bachelor's degree" (Choy, 2001, p. 

29). Choy, Horn, Nunez, and Chen (2000) observed, the "same characteristics that put students at 

risk of not completing high school are associated with lower college-going rates" (p. 46). 
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In their analysis of U.S. Department of Education data, Greene and Forster (2003) found 

that while "32% of all students leave high school qualified to attend a four-year college . . . only 

20% of all Black students and 16% of all Hispanic students graduate college ready" (p. 1). These 

authors further stated, "students who fail to graduate high school fully prepared to attend four-

year college are much less likely to gain full access to our country's economic, political, and 

social opportunities" (p. 4). Remarkably, Greene and Forster discovered that almost all Black 

and Hispanic students that leave high school college-ready enroll in college. The authors 

contended that the disproportionate numbers of Black and Hispanic students attending college is 

neither due to social problems nor due to a lack of financial aid. Rather, Greene and Forster put 

forth, it is "the failure of the K-12 education system to prepare them for college" (p. 11). 

The gap between the academic achievement and college ready rates of White students 

and their Black and Hispanic peers is significant. Terenzini (1995) found that first-generation 

students were most often low-income Hispanic and were more likely to have weaker reading, 

math, and critical thinking skills than their traditional peers were. Similarly, Haycock (2004) 

reported that the reading and mathematics skills of Black and Hispanic high school graduates are 

only equivalent to those of White students that are in 8th grade. These disparities lead to, as 

Greene and Forster (2003) contended, students being "shut out of the college market before they 

even enter it" (p. 1). 

Bickel, Howley, Williams, and Glascock (2001) reported the schools charged with 

educating most low-income, minority students are the least effective at preparing their students 

to go to college. In fact, Wayne (2002) described the teachers in these schools as being the least 

qualified among all current educators, having attended less selective colleges and scoring lowest 

on standardized examinations. As stated by Quint (2006), high school "teachers in schools 
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serving disadvantaged populations are often less experienced and less knowledgeable about the 

subjects they teach than teachers in more affluent communities" (p. 4). Bruno (2002) noted that 

the absenteeism rate was the highest for teachers in urban schools among all public school 

teachers, leaving the neediest students with substitutes instead of certified teachers. Schools 

attended by Black and Hispanics students have also been found to be the most dangerous. 

According to Dinkes, Cataldi, and Lin-Kelly (2007): 

In 2005, students in urban schools were more likely than students in suburban and rural 

schools to fear being attacked at school or on the way to and from school. Ten percent of 

students in urban schools feared being attacked at school, compared with 5 percent each 

of their peers in suburban and rural school, (p. 50). 

In sum, the notion that a college education has become integral to not only an 

economically stabile life but also a healthy life is well supported. Bedsworth, Colby, and Doctor 

(2006) argued, "The transformative effects of higher education are clear; yet access to college is 

one of the most serious educational and social issues facing the U.S. today" (p. 34). Black 

students in particular lag far behind other racial and ethnic groups in their academic 

achievements (Rothstein, 2006; Thernstrom & Thernstrom, 2001). Only 60% of Black and 

Hispanic students will go to college, "despite widespread agreement that a college degree leads 

to better life outcomes for individuals and to a better society overall" (Bedsworth et al., p. 34). 

Sadly, those low-income, minority students who graduate from high school are significantly less 

well prepared for college than their more affluent White peers (Greene & Forster, 2003; 

Haycock, 2004; Terenzini, 1995). The public schools charged with educating these students 

appear to be the least prepared to do so (Bickel et al., 2001; Bruno, 2002; Wayne, 2002). There is 

no doubt that urban school reform is difficult (Stone, Henig, Jones, & Pierannunzi, 2001). Even 
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when reform efforts yield positive outcomes, they are rarely replicated in other settings (Quint, 

2006; Schorr, 1997). There is no doubt; additional strategies are needed to address the gap 

between the advantages inherent in obtaining a college education and access to that education. 

Evidence in the literature suggests that some part-time/out-of-school programs can 

successfully prepare students from historically disadvantaged populations for college at rates 

consistent with students from historically advantaged populations (Adleman 1994; Cabrera, La 

Nasa, & Burkum, 2001). Although not as effective as it could be (U.S. OMB, 2003), Upward 

Bound has shown some promise in supporting students that have certain characteristics with 

gaining accesses to four-year colleges. In particular, Lexmark University's Upward Bound 

project has consistently demonstrated a sustained ability to send low-income, minority, first 

generation collegiates to college at rates that are consistent with or exceed those of their White 

affluent peers. 

Further research is needed to better understand the long-term impact of Upward Bound 

participation (Redd et al., 2002; U.S. DOE, 2004b). It seems important, however, to go beyond 

the purpose of the longitudinal studies that are in progress. Research that would uncover the 

intentional practices that an Upward Bond program, with demonstrated long-term success, uses 

to improve college-going opportunities for the low-income and potential first generation college 

students it serves is needed. We know little about "how" such a highly successful program 

accomplishes its work. Uncovering this kind of information may inform those programs that 

have not been as successful. Finally, having identified practices that are perceived to be 

transferable to public urban high schools settings can bring new insights into how to support 

their students in graduating from high school and entering and succeeding in college; thus, 

advancing the quality of life for generations to come. 



16 

The purpose of this exploratory, qualitative case study of Lexmark University's Upward 

Bound project was three-fold. First, it was designed to elicit project staffs' descriptions of how 

they implemented project components and services designed to prepare eligible low-income 

high school students for attendance at four-year colleges. Second, the study aimed to reveal 

participants' perceptions of the practices (i.e., actions or strategies) that they perceived were 

most effective in preparing eligible high school students for attendance at four-year colleges. 

Third, it drew out participants' reports of the effective project practices that they perceived to be 

most easily implemented (i.e., put into practice) in an urban high school in their service area. 

Upward Bound project requirements as delineated in 34 C.F.R. §645 (Upward Bound, 2005) and 

select information from the Office of Post Secondary Education, Federal Trio Programs 

instructions for completing the annual performance report for program year 2005-06 (APR 

instructions; U.S. DOE, OSPE, n.d.) served as a lens for examining staffs reports. 

Conceptual Framework 

The conceptual framework for this investigation was derived from Upward Bound project 

requirements as specified in 34 C.F.R. §645 (regulations; Upward Bound, 2005) and the most 

recent Upward Bound APR instructions (U.S. DOE, OSPE, n.d.). The term "project" is how 

Upward Bound programs are referred to throughout the regulations. While the regulations 

broadly describe the required and permissible program components and services each project 

shall provide, they offer few particulars. They also do not offer detailed guidance about the 

practices to be used (i.e., the "how"), which was the focus of this investigation. The APR 

instructions, however, contain a detailed list of program components, services, and definitions 

that help to explain the regulations and project expectations. It should be noted that the 
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definitions in the APR instructions were first used in the 2000-01 data collection and can be 

found in the report A Profile of the Upward Bound Program: 2000-2001 (U.S. DOE, 2004a, pp. 

63-65). For ease of discussion, the mandated and permissible program components and services 

as set forth in 34 C.F.R. §645 and the APR instructions were organized into four clusters: (a) 

program components, (b) academic services, (c) college-going services, and (d) case 

management services. The clusters comprised the dimensions of the framework. 

Program Components 

The first dimension of the conceptual framework is program components. As prescribed 

in 34 C.F.R. §645.1(a) (Upward Bound, 2005), "the Upward Bound Program provides Federal 

grants to projects designed to generate in program participants the skills and motivation 

necessary to complete a program of secondary education and to enter and succeed in a program 

of postsecondary education". Upward Bound projects must have an academic year component 

and a summer component designed to simulate a college-going experience for participants. 

Section 645.12(c)(1) requires that projects "provide program participants with one or more of the 

services described in §645.11 on a weekly basis throughout the academic year". Section 

645.12(b)(2) stipulates that the summer component must be at least six weeks in length and that 

projects must "provide participants with one or more of the services described in §645.11 at least 

five days per week". Upward Bound projects may offer the summer component as either an on 

campus residential program or a day program, but how the summer is to be organized is not 

specified. What is noted is that the summer academy must occur and provide key academic and 

college preparatory support. Finally, §645.12(a)(2) states that projects: 
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May provide a summer bridge component to those Upward Bound participants who have 

graduated from secondary school and intend to enroll in an institution of higher education 

in the following fall term. A summer bridge component provides participants with 

services and activities, including college courses, that aid in the transition from secondary 

education to postsecondary education. 

The summer bridge component was not included in this study because it is a post high school 

graduation aspect of Upward Bound. This investigation was limited to Upward Bound practices 

related to high school students. 

Academic Services 

The second dimension of the conceptual framework is academic services. Since the 

beginning of Upward Bound, the presumption has been that students from low-income families 

in which neither parent had a college degree would need academic support. Engle (2007) pointed 

out, "a rigorous high school curriculum, particularly one that includes advance math can greatly 

improve the chances that first generation students will go to college" (p. 28). Section §645.11 of 

34 C.F.R. (Upward Bound, 2005) does not dictate how Upward Bound projects are to provide 

academic services. Students are expected to receive support to improve their academic 

performance and, by extension, their probability of entering college. These services must be 

provided during both the academic year and summer programs. 

The dimension, academic services, for the purpose of this investigation, encompasses one 

required service and five permissible services under 34 C.F.R. §645.11 (Upward Bound, 2005) 

that are aimed at preparing students academically for college. They are: (a) instruction in the core 

academic curriculum, (b) supplemental instruction (includes two permissible services), (c) 
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tutoring, and (d) cultural activities. Of these, provision of instruction in the core academic 

curriculum is the only mandated service. 

As described earlier, §645.11 (Upward Bound, 2005) all Upward Bound projects, which 

have been funded for at least two years, must provide a core academic curriculum. This 

curriculum must include instruction in mathematics, laboratory science, foreign language, 

composition, and literature. Instruction "means a formal, structured method for transmitting 

facts, information, understanding of the concept, and skills to students. Instruction usually 

includes lesson plans and assignments designed to help students achieve learning objectives" 

(U.S. DOE, 2004a, p. 65). 

Supplemental instruction was the term used to describe two of the permissible services 

under §645.11 (Upward Bound, 2005). Section 645.11(b)(1) states that projects may include 

"instruction in subjects other than those listed in §645.11(a) that are necessary for success in 

education beyond high school". Projects may also include, as indicated in §645.11(b)(7), 

"instruction designed to prepare youths participating in the project for careers in which persons 

from disadvantaged backgrounds are particularly underrepresented". 

Section §645.11(b)(4) (Upward Bound, 2005) states that Upward Bound projects may 

provide tutorial services or tutoring. As used here, the term tutoring "means individual or small 

group informal academic assistance provided by professional staff or students who are either 

part-time paid, volunteer, or internship-for-credit students" (U.S. DOE, 2004a, p. 65). 

Finally, §645.11(b)(5) (Upward Bound, 2005) indicates that projects may choose to 

expose participants to cultural activities "not usually available to disadvantaged youths". In the 

case of this study, cultural activities includes "any project-sponsored activities, field trips, special 
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lectures, and symposiums, that have as their purpose the improvement of the project participants' 

academic progress and personal development" (U.S. DOE, 2004a, p. 65). 

College-going Services 

The third dimension of the conceptual framework is college-going services. Nine 

services, defined in either the regulations (Upward Bound, 2005) or the APR instructions (U.S. 

DOE, OSPE, n.d.), have been clustered under college-going services. They are (a) academic 

advising, (b) career awareness, (c) peer mentoring, (d) professional mentoring, (e) college 

entrance exam preparation, (f) financial aid assistance, (g) campus visitations, and (h) assistance 

with college admissions. 

Engle et al. (2006) pointed out that pre-college projects, such as Upward Bound, are 

especially deft at preparing students and families for college through their college-going 

services. Planning for college and navigating the college admissions process can be challenging 

for students whose parents have not had these experiences and is an area that the literature has 

identified as exceptionally important to students' access to and success in college. Engle (2007) 

concluded, "First-generation students could not receive help from parents in the admissions 

process due to lack of 'college knowledge' about how to prepare for, apply to, and pay for 

college" (p. 39). College-going services can expand students and families' knowledge of a 

multitude of issues ranging from choosing the right school to creating methods to pay for it. 

Upward Bound projects may choose to offer participants academic advising defined here 

as "assisting students in making educational plans, selecting appropriate courses, developing 

career plans, meeting academic requirements, and planning for graduation and further education 
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(U.S. DOE, 2004a, p. 64). For example, staff may provide students and parents with insight into 

the courses students need to take in high school so that they will be qualified for college. 

Under §645.11(b)(6) (Upward Bound, 2005), projects may offer career awareness 

"activities designed to acquaint youths participating in the project with the range of career 

options available to them". This might include, for example, the administration of interest 

inventories or project-sponsored activities, such as field trips, special lectures, and workshops. 

A project, as described in §645.11(b)(8) (Upward Bound, 2005), can choose to administer 

"mentoring programs involving elementary or secondary school teachers or counselors, faculty 

members at institutions of higher education, students, or any combination of such persons". They 

may include peer mentoring, in the form of "a variety of personal or academic support provided 

by other high school or college students designed to help project participants adjust" (U.S. DOE, 

2004a, p. 65). It may also include professional mentoring, in the form of "professionals, other 

than project staff, working with project students to expose them to career and other opportunities 

available to them" (U.S. DOE, 2004a, p. 65). Mentoring programs can assist students in 

broadening their understanding of the college preparation process and may demystify the notion 

of going to college. Exposure through people who work with or at colleges could also bring the 

notion of college home to students who will be among the first generation to seek a college 

degree. 

The aim of college entrance exam preparation, as often provided in Upward Bound 

projects, is to help students meet scoring requirements on tests given to students for admission 

into a postsecondary educational institution. This service may be made available through a 

variety of activities including workshops, tutoring, or individualized assistance. Similarly, 

Upward Bound projects can offer financial aid assistance in the form of workshops or 
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individualized assistance to help participants complete various financial aid applications, 

including, but not limited to scholarship applications. 

Campus visitations consist of Upward Bound "project-sponsored trips to postsecondary 

institutions for the purpose of acquainting students with institutions that the project participants 

may wish to attend" (U.S. DOE, 2004a, p. 64). Assistance with college admissions might include 

workshops or individualized assistance related to helping students complete college entrance 

applications. 

Case Management Services 

The fourth dimension of the conceptual framework is case management services. While 

not specifically provided for in 34 C.F.R. 645 (Upward Bound, 2005), the fundamental nature of 

the required and permissible program components and services and the characteristics of 

participants suggest a need for case management services. As previously discussed, Upward 

Bound projects were designed to assist disadvantaged, low-income first-generation students with 

gaining access to college (U.S. DOE, 2004a). Cushman (2007) argued that pressures outside of 

school could, and often do, severely impede a student's march towards a college degree. 

Preparation for living in "two worlds" is essential to for Upward Bound's students (Orbe, 2004). 

Engle et al. (2006) pointed out, "first-generation students, particularly those from racial and 

ethnic minority backgrounds, often describe themselves as not being prepared for the isolation 

and alienation they felt upon entering college" (p. 18). 

Projects have had the greatest impact on its most at-risk participants (Myers & Schirm, 

1999; U.S. DOE, 2004b). These students often need case management to facilitate, bring 

together, and monitor services and support so that they do not fall through cracks (Center for 



23 

Mental Health in Schools, n.d.). Case management services are designed to address students' 

individual nonacademic needs in a way that builds their capacity to navigate outside pressures 

when they attend college. For the purpose of this study, case management includes (a) target 

school advocacy, (b) personal counseling, and (b) related service coordination. 

Target school advocacy is when project staff intervenes with a student's home school on 

behalf of the participant (U.S. DOE, 2004a, p. 65). This might include participating in parent-

teacher conferences and meeting with participants' teachers. A project may also offer personal 

counseling, in the form of "crisis intervention and assistance with personal problems and 

decisions" (U.S. DOE, 2004a, p. 65). The aim is assisting students and their families with issues 

other than school. Some of the areas may include but are not limited to recent or persistent 

emotional trauma, family conflict not arising to the level of trauma, and balancing work, intimate 

relationships, sports, and clubs. Finally, related service coordination comprises a variety of 

actions and activities that enable participants to gain access to needed supports beyond those 

provided by the project. This might include but not be limited to assessing participants' non-

academic needs, identifying service providers, linking students to other needed services, and 

advocating in the broader community on behalf of the participant. 

Table 3 contains a summary of the dimensions of the conceptual framework. 

Table 3 

Summary of the Dimensions of the Conceptual Framework 

Dimensions Brief Description 
Program Components a. Academic year component - The provision of one or more of 

the services described in 34 C.F.R. §645.11 on a weekly basis 
throughout the regular academic year, 

b. Summer component - The provision of one or more of the 
services described in 34 C.F.R. §645.11 at least five days per 
week and designed to simulate a college-going experience for 
participants. 
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Table 3 (continued) 

Summary of the Dimensions of the Conceptual Framework 

Dimensions Brief Description 
Academic Services 

College-Going Services 

a. 

d. 

b. 

c. 

Instruction in the core academic curriculum - Formal 
instruction in mathematics, laboratory science, foreign 
language, composition, and literature. 
Supplemental instruction - Formal instruction in subjects other 
than those in the core curriculum and aimed at preparing 
students for success in education beyond high school or for 
careers in which persons from disadvantaged backgrounds are 
particularly underrepresented. 
Tutoring - Individual or small group informal academic 
assistance provided by professional staff, students, or others. 
Cultural activities - project-sponsored activities that have as 
their purpose the improvement of participants' academic 
progress and personal development. 
Academic advising - Assistance with making present and 
future educational or career plans 
Career awareness - Activities designed to acquaint participants 
with the range of career options available to them. 
Peer mentoring - Personal or academic support provided by 
other high school or college students designed to help 
participants adjust. 
Professional mentoring - Professionals, other than project staff, 
work with participants to expose them to career and other 
opportunities available to them. 
College entrance exam preparation - Activities designed to 
help participants meet scoring requirements on tests given to 
students for admission into a postsecondary educational 
institution. 
Financial aid assistance - Activities designed to help 
participants complete various financial aid applications. 
Campus visitations - Project-sponsored trips to postsecondary 
institutions for acquainting participants with institutions they 
may want to attend. 
Assistance with college admissions - Activities designed to 
help participants complete college entrance applications. 
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Table 3 (continued) 

Summary of the Dimensions of the Conceptual Framework 

Dimensions Brief Description 
Case Management Services a. Target school advocacy - Interventions with participants' home 

schools on behalf of the participants. 
b. Personal counseling - Crisis intervention and assistance with 

personal problems and decisions. 
c. Related service coordination - Actions and activities that 

enable participants to gain access to needed supports, beyond 
those provided by the project. 

Research Questions 

The intent of this single-case study was to explore and describe: (a) staffs accounts of 

how they implemented project components and services, (b) the practices (i.e., actions and 

strategies) they perceived to be most effective in preparing eligible high school students for 

attendance at four-year colleges, and (c) those effective practices that could be most easily 

implemented (i.e., put into practice) in an urban high school in their service area. The conceptual 

framework was derived from Upward Bound regulations (Upward Bound, 2005) and the most 

recent Upward Bound APR instructions (U.S. DOE, OSPE, n.d.). Mandated and permissible 

program components and services were organized into four clusters: (a) program components, 

(b) academic services, (c) college-going services, and (d) case management services. 

The research questions that guided this study were: 

1. What are the staffs reports of how they implement project components and services 

designed to prepare eligible high school students for attendance at four-year colleges? 

1.1 What are the staffs reports of how they implement the program components? 

1.2 What are the staffs reports of how they implement academic services? 

1.3 What are the staffs reports of how they implement college-going services? 
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1.4 What are the staffs reports of how they implement case management? 

2. What are the staffs reports of the project practices that are most effective in 

preparing eligible high school students for attendance at four-year colleges? 

3. What are the staffs reports of the project practices that they perceive to be most 

easily implemented in an urban high school in their service area? 

Definition of Terms 

For the purposes of this study, the following definitions of key terms apply. The 

definitions that pertain to Upward Bond have been adapted from the glossary of terms provided 

in A Profile of the Upward Bound Program: 2000-2001 (U.S. DOE, 2004a, pp. 63-65). 

Academic advising means assisting students in making educational plans, selecting 

appropriate courses, developing career plans, meeting academic requirements, and planning for 

graduation and further education. 

Academic year component means services that occur during the regular academic year. 

Section 645.11 of 34 C.F.R. indicates that projects should provide program participants with one 

or more of the core services on a weekly basis throughout the academic year. 

Assistance with college admissions means workshops or individualized assistance to help 

participants complete college entrance applications. 

Campus visitations mean project-sponsored trips to postsecondary institutions for the 

purpose of acquainting students with institutions that the project participants may wish to attend. 

Career awareness means project-sponsored activities, such as field trips, special lectures, 

and workshops, to increase students' knowledge of the various career opportunities available. 
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College entrance exam preparation means workshops, tutoring, or individualized 

assistance specifically designed to help students meet scoring requirements on national or state 

standardized tests given to students for admission into a postsecondary educational institution. 

Core academic curriculum means instruction in mathematics through precalculus, 

laboratory science, foreign language, composition, and literature. 

Cultural activities mean any project-sponsored activities, such as field trips, special 

lectures, and symposiums that have as their purpose the improvement of the project participants' 

academic progress and personal development. 

Financial aid assistance means workshops or individualized assistance to help 

participants complete various financial aid applications, including scholarship applications, U.S. 

Department of Education federal student financial aid applications, and state applications for 

financial aid. 

First-generation college student means an individual neither of whose natural or adoptive 

parents received a baccalaureate degree. 

Instruction means a formal, structured method for transmitting facts, information, 

understanding of the concept, and skills to students. Instruction usually includes lesson plans and 

assignments designed to help students achieve learning objectives. 

Low-income student means a student whose family taxable income did not exceed 150 

percent of the poverty level amount in the calendar year preceding the year in which the 

individual initially participated in the project. 

Peer mentoring means a variety of personal or academic support provided by other high 

school or college students designed to help project participants adjust. 
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Personal counseling means crisis intervention and assistance with personal problems and 

decisions. 

Practices are defined, for the purpose of this study, as strategies, approaches, actions, or 

means used to pursue the long-term and short-term aims of the project. 

Professional mentoring means professionals, other than project staff, working with 

project students to expose them to career and other opportunities available to them. 

Related service coordination is a term that is commonly used in human services field. For 

the purpose of this study, related service coordination is defined as the actions and activities that 

enable participants to gain access to needed supports, beyond those provided by the project. 

Summer component is designed to simulate a college-going experience for participants. It 

is typically six weeks in length and provides participants with Upward Bound services at least 

five days a week as described in 34 C.F.R. §645.11. 

Supplemental instruction means formal instruction in subjects other than those in the core 

curriculum. The instruction is aimed at preparing students for success in education beyond high 

school or for careers in which persons from disadvantaged backgrounds are particularly 

underrepresented. 

Tutoring means individual or small group informal academic assistance provided by 

professional staff or students who are either part-time paid, volunteer, or internship-for-credit 

students. 

Significance 

This study is significant for three reasons. First, several part-time and out-of-school 

programs have been found to successfully prepare students from historically disadvantaged 
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populations for college at rates consistent with students from historically advantaged populations 

(Adleman, 1994; Cabrera et al., 2001; Rainwater & Venezia, 2003; Redd et al., 2002). Among 

those studied, Upward Bound has shown some promise in supporting students that have certain 

characteristics with gaining access to four-year colleges (Meyers & Schirm, 1999; U.S. DOE, 

2004b). Yet, there is a gap in the literature pertaining to how Upward Bound projects implement 

the required and permissible program components and services. Most of the empirical research 

that has focused on Upward Bound projects has been in the form of program evaluations that 

have taken a quantitative approach to data collection (Meyers & Schirm, 1999; U.S. DOE, 

2004b). The findings from these studies are primarily presented in numerical form (e.g., 

percentages and frequencies) and focused on characteristics of the Upward Bound projects and 

the participants they served. Lacking are any descriptions of how projects implement project 

components and services. The present investigation is significant because it aimed to explore and 

describe how one successful Upward Bound project did this. 

Second, this study is significant because a qualitative approach was taken. Using a single 

case study design (Yin, 2003), thick, rich descriptions about the practices that project staff 

perceived were most effective in preparing eligible high school students for attendance at four-

year colleges were gathered through focused telephone interviews. 

Third, little, if any empirical research has examined the specific practices that Upward 

Bound project staff report they use in helping project participants develop the skills and 

motivation necessary to complete a program of secondary education and to enter and succeed in 

a program of postsecondary education. This study is significant because it describes project 

staffs understandings of their practices, thus adding their perspectives and highlighting those 

lived experiences (Rubin & Rubin, 1995). 
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Organization of the Dissertation 

This dissertation is organized into three chapters. Chapter 1 contained an introduction to the 

study, the problem statement, the description of the conceptual framework, the research 

questions, the definition of terms, and the significance. 

Chapter 2 contains a review of literature related to low-income, minority high school 

students, their attendance at four-year colleges, and the practices from high school reform efforts 

and pre-collegiate academic development programs that seem to support such students' college 

readiness and attendance. Some of the research related to contextual challenges was reviewed 

and the importance of shifting school culture was highlighted. 

Chapter 3 presents the study design and the research methodology. It contains a 

description of the population and sample; sources of data, including the data collection 

instrument; data source charts; data collection activities; data analysis procedures; and 

limitations of the study. The chapter also contains a discussion of the procedures that were 

followed for the protection of human subjects. 

Chapter 4 contains findings from the study. Findings are presented for Research Question 

1 and its sub-questions and Research Question 2, and Research Question 3. Each of the findings 

presented in Chapter 4 was derived from an analysis of data gathered through the qualitative 

telephone interviews. These data were analyzed through the lens of the conceptual framework. 

Finally, Chapter 5 includes a summary of the study, a detailed list of the findings from 

this study, and the conclusions drawn from those findings. Conclusions are presented, as are 

recommendations for practice and future research. 
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CHAPTER 2: REVIEW OF THE LITERATURE 

Introduction to the Chapter 

The purpose of this case study of Lexmark University's Upward Bound project was 

three-fold. First, it was designed to elicit project staffs' descriptions of how they implemented 

project components and services designed to prepare eligible low-income high school students 

for attendance at four-year colleges. Second, the study aimed to reveal participants' perceptions 

of the practices (i.e., actions or strategies) that they perceived were most effective in preparing 

eligible high school students for attendance at four-year colleges. Third, it drew out participants' 

reports of the effective project practices that they perceived to be most easily implemented (i.e., 

put into practice) in an urban high school in their service area. Upward Bound project 

requirements as delineated in 34 C.F.R. §645 (Upward Bound, 2005) and select information 

from the APR instructions for completing the annual performance report for program year 2005-

06 (U.S. DOE, OSPE, n.d.) served as a lens for examining staffs reports. 

The purpose of this chapter is to review literature related to low-income, minority high 

school students, their attendance at four-year colleges, and the practices that seem to support 

college readiness and attendance. Therefore, this review purposefully covers several broad areas. 

First, the correlates to a college education are discussed, including data related to the college 

readiness of low-income, minority students. Second, a discussion of the complex context of 

urban schooling and school reform efforts is presented. Contextual challenges include social and 

economic disparities, the sheer size of urban schools, and the quality of urban teachers. Third, 

promising practices from the literature on high school reform efforts and pre-collegiate academic 
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development programs are highlighted. Finally, the review closes with a brief discussion 

challenges associated with school reform, change, and shifting school culture. 

Correlates to a College Education 

The notion that a college education is integral to not only an economically stabile life but 

also a healthy life is well supported (U.S. NCES, 2006). A college education can lead to 

economic self-sufficiency and improvements in a person's quality of life (Porter, 2002). The 

U.S. NCES found that "adults ages 25-34 with a bachelor's degree or higher have higher median 

earnings than their peers with less education, and these differences in earnings increased from 

1980 to 2004" (p. 54). A person with a bachelors' degree will earn $2.1 million over a lifetime, 

versus the $1.2 million that a person with just a high school diploma would earn. College 

graduates are healthier, spend more time with their children, and are generally happier people 

(Cheeseman Day & Newburger, 2002). 

In 2001, the better educated a person was, the more likely that person was to report being 

in "excellent" or "very good" health. Among adults age 25 and above, 78 percent of those 

with a bachelor's degree or higher reported being in excellent or very good health, 

compared with 66 percent of those with some education beyond high school, 56 percent 

of high school completers, and 39 percent of those with less than a high school education. 

(Writ et al., 2004, p. 52) 

Greene and Forster (2003) found that high school "graduation rates for Black, Hispanic, 

and American Indian students continue to be significantly lower than those of White and Asian 

students" (p. 9). While students that are White and Asian were found to graduate at rates of 72% 

and 79% respectively, students that are Black and Hispanic had graduation rates of 51% and 52% 
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respectively. According to Bedsworth et al. (2006), individuals who do not graduate from high 

school are four times as likely to be unemployed as someone with a college degree is. When they 

do work, they will earn 60% less than a college-educated person will earn. High school dropouts 

are more than twice as likely to be arrested. Further, Bedsworth et al. noted, they account 82% of 

the nation's inmates. 

College Readiness of Low-income, Minority Students 

Low-income, minority students (i.e., Black and Hispanic) that do graduate and go on to 

college face challenges related to "lower levels of academic preparation, lower educational 

aspirations, less encouragement and support to attend college, particularly from parents, less 

knowledge about the college application process, and fewer resources to pay for college" (Engle, 

2007, p. 28). In their research on college readiness (i.e., students have a regular high school 

diploma, have the requisite courses to apply to college, and have basic literacy skills required of 

students in four-year colleges), Greene and Forster (2003) found that the national readiness rate 

for the total population of 18-year olds was 32%. Of those college-ready graduates, 9% were 

Black and another 9% were Hispanic. In comparison, the total population of 18-year-olds was 

14%o Black and 17% Hispanic. Notably, students that were White comprised 77% of college-

ready graduates and 64% of the total population of 18-year-olds. The authors concluded that, 

"Black and Hispanic students are seriously underrepresented in the pool of minimally qualified 

college applicants" (p. 2). 

The Upward Bound program represents one opportunity for low-income, potential first 

generation college students to become college ready, gain acceptance into a four-year college, 

and accrue the potential benefits of completing a degree. Juxtaposing a college degree as an 
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entry-level requirement for an economically stabile and healthy life with low-income and 

minority students' general lack of college readiness highlights the importance of gaining a better 

understanding of how Upward Bound services might serve as a model for supporting college 

preparedness for low-income, minority students. 

The Complex Context of Urban Schooling and School Reform Efforts 

The complexity of urban contexts presents many hurdles for school reform efforts (Stone 

et ah, 2001). Analyses of available performance and outcome data seem to suggest several 

correlates for low-income, minority students' consistently substandard academic performance 

and college-going rates (Hoffman & Llagas, 2003). These include, among others, student 

demographics, social and economic barriers, funding gaps between and within districts (Liu, 

2006), the sheer size of urban schools, and an imbalance of teacher talent across school districts 

(Peske & Haycock, 2006). 

Social and Economic Disparities 

Closing the achievement gap, Rothstein (2006) emphasized, "requires not only better 

schools, although those are certainly needed, but also reform in the social and economic 

institutions that prepare children to learn in different ways" (p. 1). Low-income and minority 

students are often schooled in urban districts where such barriers are intensified. Lippman, 

Burns, and McArthur (1996) conducted a study in which they analyzed data from several 

national surveys for the purpose of comparing "urban students and schools with their suburban 

and rural counterparts on a broad range of factors, including student population and background 

characteristics, after school activities, school experiences, and student outcomes" (p. v). Among 
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other important findings, urban students were more likely to be living in poverty, exposed to 

safety and health risks that placed their health and well-being in jeopardy, and less likely to have 

access to regular medical care. 

Sadly, urban teachers and school administrators are left to cope "with the consequences 

of a welter of social problems beyond their control, but nevertheless manifest in the experiences, 

expectations, and habits of mind of their pupils" (Stone et al., 2001, p. 44). They are all too often 

ill equipped to do so (Bickel et al., 2001; Bruno, 2002; Wayne, 2002). Students' disappointing 

academic achievement (Lippman et al., 1996) and their teachers' high absenteeism and low 

morale (Bruno, 2002) are just some of the documented effects of being schooled and working in 

largely poor urban communities. Remarkably, Greene and Forster discovered that almost all 

Black and Hispanic students that leave high school college-ready enroll in college. The authors 

contended that the disproportionate numbers of Black and Hispanic students attending college is 

neither due to social problems nor due to a lack of financial aid. Rather, Greene and Forster put 

forth, it is "the failure of the K-12 education system to prepare them for college" (p. 11). 

Low-income, Minority Students and their Schools 

Bickel et al. (2001) reported that the schools charged with educating most low-income, 

minority students are the least effective at preparing their students to go to college. According to 

Donaldson (2001), large urban schools have a culture that is more hierarchical than the culture of 

small schools. More students naturally lead to the need for bigger facilities. Big environments 

must often yield to policies and rules that could result in more policing in an effort to keep 

students and faculty safe. At the same time, externally imposed school reform aimed at 

improving student achievement is likely to collide with school culture. This can be manifested in 
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resistance to change, which results in stagnation. Donaldson, in describing change efforts in large 

urban schools, remarked, "Divergent viewpoints are more apt to surface as micropolitical 

opposition and faculty dynamics tend to be formalized and more 'closed' than 'open'" (p. 18). 

Big urban schools with high numbers of students that are socially and economically 

disadvantaged results in severe drops in students' academic performance (Bickel et al., 2001). 

Danielson (2001) posited that the culture and context these schools could be such that they 

remove many opportunities for personalization from teacher to student, administrator to teacher, 

and parent to school. Sprawling urban schools frequently have high teacher to student ratios. 

One-to-one attention and support are therefore more difficult to provide. Urban teachers' less 

than adequate knowledge, skills, experiences, and their high absenteeism further exacerbate the 

structural challenges of these large impersonal settings. Teachers, students, parents, and 

administrators feel the loss. 

Low-income, Minority Students and their Teachers 

Several researchers (Bickel et al. 2001; Bruno, 2002; Quint, 2006; Wayne, 2002) have 

suggested that urban teachers themselves appear to be a barrier to improving college-going rates 

for low-income, minority students. For example, Darling-Hammond (2000) found teacher quality 

(e.g., education, licensing, hiring standards, professional development) to be more predictive of 

student academic achievement than student demographic characteristics. Quint (2006) similarly 

contended that high school "teachers in schools serving disadvantaged populations are often less 

experienced and less knowledgeable about the subjects they teach than teachers in more affluent 

communities" (p. 4). 
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Haycock (1998) used the technique of synthesizing data from four states to tackle the 

issue of teacher effectiveness and its impact on student outcomes. She found that teacher 

preparation is the most important of all factors contributing to enhanced student performance. 

Using data on the preparation of the teachers themselves, Haycock was able to identify the 

characteristics of an effective teacher. 

Haycock (1998) said that teachers with strong verbal and math skills, deep content 

knowledge, and skills in teaching are essential to effective instruction, and by extension 

improved student performance. The teachers of low-income, minority students were far less 

likely to possess these crucial skills. Haycock further described the inequities in the distribution 

of qualified teachers to poor and minority students. 

Similarly, Wayne (2002) synthesized the results of an examination of national data on 

disparities in teachers' academic skills. The author saw that the teacher quality gap had received 

attention from a broad spectrum of policy makers "even federal legislators have recently 

proposed ways to close the gap in teacher qualifications between low-income and affluent 

children" (Wayne, pp. 6-7). Through an analysis of the data, Wayne was able to thoroughly 

document disparities in teachers' experience, certification, and degrees. What he also found was 

that very few studies assessed differences in students' academic performance using indicators 

such as teachers' college's rankings or entrance examination scores. 

Research further suggests, according to Wayne (2002), that these students are 

additionally disadvantaged because teachers in urban schools are typically less qualified to teach 

compared with teachers in areas that are more affluent. By extension, poor students attending 

schools in or serving urban neighborhoods are doubly disadvantaged not only because their 

families are undereducated but also because their teachers area under prepared. Much can be lost 
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in these educational cultures and often is. As the evidence presented in Wayne suggests, an 

academic skills gap exists, and it is quite large between suburban and urban teachers. In fact, 

Wayne described the teachers in urban schools as being the least qualified among all current 

educators, having attended less selective colleges and scoring lowest on standardized 

examinations. 

In a similar way, findings from Wayne (2002) and Haycock (1998) revealed that the most 

ineffective teachers were likely to be assigned to minority students, making consistently low-

income, minority students' poor performance an issue of teachers' ability more than student 

capacity. Wayne and Haycock each determined that teacher assignments by districts had more to 

do with race than class, since poor White students had a higher likelihood of having qualified 

teachers than do poor minorities. 

Notably, urban teachers' absenteeism is also problematic. Bruno (2002) found that the 

absenteeism rate was "felt most unfavorably in the urban schools or schools that are located in 

poor, low median family income geographical space" (Policy section, para. 1). Those teachers 

who teach low-income, minority students were absent from school more often than teachers who 

taught White students were. Students who needed consistent quality instruction were given 

substitutes who provided little to no instruction. This "is a major contributor to instructional 

resource disparity or resources that are not actually being delivered to students in the classroom" 

(Bruno, Summary section, para. 3). 

In sum, the context of urban schooling is complex. The geographic location and 

community of the school can affect a school's climate and culture, as does the size of a school. 

Urban teachers' less than adequate knowledge, skills, experiences, and their high absenteeism for 

low-income minority students make matters worse. When we consider these schools' 
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professional culture, in tandem with racial and economic isolation it is clear that poor urban 

dwellers, left with only their neighborhood schools, seem to have little chance of receiving a 

quality education. 

Promising Practices in High School Reform Efforts and Pre-collegiate Programs 

The literature (e.g., issue briefs, analytical reports from public policy institutes, research 

based reports) on high school reform efforts and pre-collegiate academic development programs 

contains several different approaches for addressing the educational disparities confronting low-

income, minority students. Yet, there is sparse discussion on how to transfer what is known 

about these approaches to comprehensive public high schools. It seems important, therefore, to 

learn more about how successful projects carry out these practices and identify those that might 

be transferable. 

High School Reform Efforts 

High school reform efforts have revealed several promising practices for addressing some 

of the disparities that are believed to be root causes of poor academic performance among low-

income, minority students and by extension their college-going rates. Suggested approaches 

include providing well-prepared teachers (Blanco et al., 2003; Rios Mobley & Holcomb, 2008), 

smaller class sizes, access to high quality after-school programs (Redd et al., 2002), and 

alignment of high school standards and curricula with college expectations (Blanco et al., 2003). 

In synthesizing four papers that focused on improving the college-going rates for 

minority, low-income, and first-generation students, Martinez and Klopott (2003) found that 

each paper arrived at the same conclusion, "a successful change will require significant 
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transformation in secondary education" (p. 1). Their examination of the recommendations in 

these papers led them to identify following five common recommendations for schools. School 

cultures in which all students were expected, supported, and encouraged to achieve at high levels 

need to be created. High schools need to have structures in place that support "students in taking 

and successfully completing academically rigorous work to ensure that they are prepared for 

postsecondary education" (p. 6). High schools need to work with families and the wider 

community to provide strong webs of social support so that students can have access to adult role 

models and assistance with making decisions. A re-alignment of high school standards and 

curricula with college expectations is needed. Finally, Martinez and Klopott stated that schools 

should join with others to evaluate the outcome of their efforts. 

In a similar vein, Quint (2006), through a rigorous and large-scale evaluation of high 

school reform initiatives, arrived at recommendations regarding specific "inputs" and possible 

links to students' academic success. The analysis revealed that small learning communities 

surrounded by a positive school climate seemed to enhance adolescents' learning. Smaller 

structures appeared to buffer the effects of large impersonal urban school environments. 

Additionally, they provided a venue within which students were able to build one-to-one 

relationships with teachers and a sense that there were adults who were looking out for their 

welfare. Data also suggested that there were positive relationships between improvements in 

student achievement and "professional development activities that involve teachers working 

together to align curricula with standards, review assignments for rigor, and discuss ways of 

making classroom activities more engaging" (p. ES-7). Making structural changes in schools that 

improved personalization and instruction, Quint concluded, appeared to be critical to fostering 

students' motivation and success. 
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In sum, several of the strategies recommended by Martinez and Klopott (2003) and Quint 

(2006) are quite similar in form and substance to those being employed by pre-collegiate 

academic development programs like Upward Bound. 

Pre-collegiate Academic Development Programs 

Similar in many ways to the successful high school reform approaches described above, 

pre-collegiate academic development programs can be successful vehicles for preparing low-

income, minority students for college (George, 2003; Camblin, Gullatt, & Klopott, 2003; Redd et 

al., 2002). For instance, support services, such as tutoring, support with college applications, and 

general academic support, are strongly associated with subsequent college enrollment and degree 

attainment (Adleman, 1994; Cabrera et al., 2001). Likewise, college counseling provided to low-

income high school students was found to be particularly important in their college attendance 

decisions (King, 1996). 

Ishitani (2004) conducted a major study of seventeen pre-collegiate programs. The focal 

point of the study was to examine the longitudinal impact of high school programs on college 

retention. This study particularly focused on various pre-collegiate preparation programs that 

may not be available to all high school students, and their impact on college retention. 

The data revealed that students with access to ACT/SAT preparation courses in high 

school were 33% less likely to drop out when compared with students without access to these 

courses (Ishitani, 2004). Students whose parents were contacted by teachers for selecting 

colleges were also 14% less likely to depart than students whose parents were not consulted by 

teachers. Students who often talked to their parents about attending college were 22% less likely 

to leave school. Interestingly, students who received assistance in financial aid application were 
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21% more likely to drop out than those who did not receive any assistance were. The results, 

however, do not overwhelmingly decry success as they specifically relate to students who 

participate in pre-collegiate programs. 

After controlling for student background characteristics, some programs did indeed 

present positive effects on college retention (Ishitani, 2004). Nevertheless, this study landed in a 

quagmire. The compelling question that arose from this study was is it "participation in certain 

high school programs that improves the odds of students to persist in college, or students with 

stronger commitment to persist in college are more likely to participate in certain programs in 

high school?" (p. 18). This study presumes that the programs do have a positive impact. Ishitani 

did find that specific student characteristics influenced college-going rates and even retention. 

These could be controlled for by pre-collegiate programs and used to predict the likelihood of a 

student surviving college. It seems likely that students' ability to overcome disadvantages was 

not a coincidence of the participation in these programs; rather, it was related to their 

participation. 

Bedsworth et al. (2006), in a study of pre-collegiate programs, found that, although many 

factors affect college matriculation, "one stands head and shoulders above the rest. Academic 

preparation is the most effective means of increasing the odds that students will graduate from 

high school ready for college, matriculate, and eventually receive their degrees" (p. 16). The 

researchers sought to identify factors that lead to college success separating those that lie outside 

of the institutional control, such as parental education and income, from those that are distinctly 

institutional, like academic rigor. What they found was that pre-collegiate programs can and do 

increase college preparedness. 
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Similarly, Lerner and Brand (2006) analyzed program evaluation data from twenty-two 

pre-collegiate preparation programs that served first-generation, low-income, and low-

performing students, students with disabilities, and underrepresented minorities. While not all 

programs measured the same outcomes in the same ways, the analysis did reveal that program 

participants were likely to perform better on standardized tests such as the ACT/SAT and state

wide graduation exams, leave high school with more college credits, and go to and complete 

college than those students who do not participate in compensatory programs. 

Finally and as discussed in Chapter 1, a longitudinal investigation of the impact of 

Upward Bound has been ongoing since 1991, resulting in a series of three reports (Moore et al., 

1997; Myers & Schirm, 1999; U.S. DOE, 2004b). Myers and Schirm (1999) is the most 

frequently cited study specifically focusing upon Upward Bound's effectiveness. For information 

on various project characteristics and practices, the researchers surveyed the 67 project directors 

in 1993, as part of a larger survey of Upward Bound grantees. From 1992 to 1994, eligible 

applicants at these 67 projects completed a baseline questionnaire that gathered information 

about their family backgrounds, attitudes and expectations, and school experiences. During the 

same period, the researchers also randomly assigned the eligible applicants at each project to 

either a treatment group (Upward Bound) or a control group. Altogether, about 1,500 students 

nationwide were assigned to the treatment group and about 1,300 were assigned to the control 

group. They conducted follow-up surveys of both groups in 1994 and 1996 to collect updated 

information on their attitudes, school experiences, and other outcomes. The response rates for 

these surveys were about 97 percent and 85 percent, respectively. They also collected the 

students' school transcripts in 1994 and 1996 to assess their academic experiences and 
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performance in high school and, for those old enough, in college. Finally, project staff reported 

annually on the participation of students in the program. 

Myers and Shirm (1999) did call into question the effectiveness of Upward Bound 

programs for all the students that the projects' served. They are credited for stating that many of 

Upward Bound's students would likely have gone to college without the program, despite being 

low-income and the first in their family to attend college. The students, for whom Upward 

Bound was found to have the greatest success, were minority, low-income, first generation 

collegiates, poor Whites, and students with low college expectations. These are the very students 

that populate many poor urban minority high schools. 

Data analysis for the third Upward Bound report (U.S. DOE, 2004b) led to similar 

findings. The Council for Educational Opportunity released a report in November 2006 that 

stated that nearly 31% of all low-income high school graduates who enroll in college have been 

served by Upward Bound, with 91% of the programs' graduates enrolling in college. Of note is 

the fact that this organization takes an activist's role in the maintenance of funding for Upward 

Bound nationally. Therefore, the data that they produce must be considered accordingly. 

One of the deficiencies in reports of the success of all pre-collegiate programs is that the 

programs themselves typically determine their own effectiveness and then report out. Therefore, 

the strength of their effectiveness is often called into question (Ishitani, 2004). Because of "the 

lack of funding, most programs have not invested in significant and sustained evaluations" 

(Tierney & Serra Hagedorn, 2006). Tierney and Serra Hagedorn go on to say, "Programs 

frequently make claims of 80 to 90 percent success rates, but these claims are difficult to 

substantiate. There are virtually no data that consider the successes of graduates of college 

preparation programs after they are in college" (p. 6). Therefore, even the effectiveness of 
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Lexmark 's Upward Bound program, the unit of analysis in this investigation, could be called 

into question because it has not been adequately or independently evaluated. 

In sum, pre-collegiate academic development programs have been using varied strategies 

to prepare low-income, minority students for college. These include, among others, 

communicating high expectation to students related to their attainment of a college degree and 

having a supportive peer group and establishing a culture of college going and among a cohort of 

low-income students (Bedsworth et al., 2006). Upward Bound projects use these kinds of 

strategies and in the process have been able to break through cycle of educational disparity for 

some students. The staff work alongside urban educators, establish themselves, and create 

opportunity for the students they serve. Therefore, Upward Bound project staff might offer 

insight into how reform can occur within the schools they serve. Their insights on the college 

preparatory strategies that might be managed in urban contexts and that are effective in preparing 

low-income, minority high school students for attendance at four-year colleges are needed. 

School Reform, Change, and Shifting School Culture 

To effect change within the public schools, Maehr and Midgley (1996) stated that 

educators need to change the culture of schools. As evidenced in various legislative efforts 

dating back to Brown v. Board of Education and leading up to a 1999 Supreme Court decision in 

the Northeastern State within which Lexmark Upward Bound is located, public policy mandates 

do not always result in a cultural shift or improved student outcomes. 

School reformers can find themselves caught up in a complex network of passages 

through which they struggle as they are bewildered by the complexity of their effort (Wincek, 

1995). It would seem, as Clinchy (2000) noted, "educational initiatives start from the premise 
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that the district bureaucracy and its bureaucratic twin, the teachers' union, are barriers to reform 

and that their jointly held 'exclusive franchise' needs to be broken in order to enable change" (p. 

43). Not all constraining forces are the result of simple bureaucracy, however. 

To change the direction of these schools, their culture needs to change (Maehr & 

Midgley, 1996). To change the culture, faculty and administration have to change. A school's 

culture is the ethos of the building. Maehr and Midgley put forth that a school's culture is the 

answer to questions and is a "matter of the mind" (p. 56). Exploration of the "mentality" of 

schools and school systems is essential to efforts to effect change within them. School culture is 

not accidental. It is the result of the preparedness of shared answers. Working styles, lesson 

plans, communication among staff and with the administration, parental involvement, and 

respect for students are some of the many elements that can comprise the culture of schools and 

their supporting districts. School culture is normative because conformity is expected and 

demanded. Adhering to the culture is required for successful participation in the school. 

Schools could be reorganized to foster a culture that engenders self-efficacy among its 

students. Several authors (Newman, 2002; Zimmerman, 2002) have suggested that it is important 

for schools to engage students in managing their own learning—self-evaluation, setting goals, 

seeking information, monitoring one's progress, and seeking assistance from friends, teachers, or 

other adults when needed. Students could be taught to advocate for themselves, thereby giving 

them greater connection to the school and its curriculum, and this, in turn, might drive 

performance. Appleby's (1994) study presented a model for self-advocacy and reported the 

findings of a hypothesized relationship between self-advocacy and self-concept that was said to 

improve academic performance for students from all groups. The results have not been widely 

implemented and there seems to be little evidence of the use of those strategies as a means of 
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improving urban high schools' ability to improve college-going rates for minority students. This 

may be, at least in part, because the fertile ground from which success for all can be grown is 

school climate and culture. 

Concomitantly, "one reason that comprehensive school reform is so difficult is that any 

attempt to impose coherence inevitably favors one educational doctrine over another, thereby 

galvanizing resistance among a plurality of faculty" (Ferrero, Common Schools section para. 

20). Not all who oppose change do so because they are merely abstinent. Many disagree with the 

direction of the change. In their minds, they agree that change is necessary. In their professional 

opinion and hearts, they see the need for the change to go into another direction. Therefore, for 

change to occur, the desired educational doctrine must be familiar to the implementers and 

consistent with the school's existing culture. Quint (2006) aptly noted that educators must not 

only consider the contents of high school reform but also the process of "how to introduce 

change into high schools and make it stick" (p. 53). 

In sum, educational disparities such as teacher quality and absenteeism, when combined 

with the complexities of urban school context and culture have been shown to drastically impede 

low-income, minority students' college going rates. Efforts to address them through whole 

school reform have been born out of public policy mandates and actions against them. Still, 

significant and sustained high school reform has yet to take hold. Upward Bound has 

demonstrated an ability to provide essential support to low-income minority students while they 

attend their existing high schools. What remains is to understand how such practices are 

implemented and which program strategies might be transferable beyond the projects themselves 

into the urban high schools, those most often attended by low-income, minority students. 
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Summary of the Chapter 

This chapter presented a review of literature related to low-income, minority high school 

students, their attendance at four-year colleges, and the practices from high school reform efforts 

and pre-collegiate academic development programs that seem to support such students' college 

readiness and attendance. Some of the research related to contextual challenges was reviewed 

and the importance of shifting school culture was highlighted. 
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CHAPTER 3: RESEARCH DESIGN AND METHODOLOGY 

Introduction to the Chapter 

The purpose of this chapter is to describe the research design and methodology for this 

qualitative investigation of Lexmark University's Upward Bound project. The intent of this 

single-case study was to explore and describe staffs accounts of how they implemented project 

components and services, the practices they perceived to be most effective in preparing eligible 

high school students for attendance at four-year colleges, and those effective practices that could 

be most easily implemented in an urban high school in their service area. A qualitative interview 

strategy, a single semi-structured telephone interview with select project staff, was used to gather 

data to answer the research questions. Staffs reports were analyzed through the conceptual 

framework, which was derived from Upward Bound project requirements as specified in 34 

C.F.R. §645 (Upward Bound, 2005) and the Upward Bound APR instructions (U.S. DOE, OSPE, 

n.d.). 

This chapter is organized into the following sections: the restatement of the problem, 

research questions, definition of terms, design of the study, population and sample, protection of 

human subjects, data collection activities, data analysis procedures, and limitations of the study. 

Restatement of the Problem 

Porter (2002) argued that a college degree leads to economic self-sufficiency and 

improves a person's quality of life. The U.S. Department of Education, National Center for 

Education Statistics (U.S. NCES, 2006) recently found that "adults ages 25-34 with a bachelor's 

degree or higher have higher median earnings than their peers with less education, and these 
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differences in earnings increased from 1980 to 2004" (p. 54). Notably, a person with a bachelors' 

degree will earn $2.1 million over a lifetime, versus the $ 1.2 million that a person with just a 

high school diploma would earn. 

Cheeseman Day and Newburger (2002) discovered that college graduates are healthier, 

spend more time with their children, and are generally happier people. 

In 2001, the better educated a person was, the more likely that person was to report being 

in "excellent" or "very good" health. Among adults age 25 and above, 78 percent of those 

with a bachelor's degree or higher reported being in excellent or very good health, 

compared with 66 percent of those with some education beyond high school, 56 percent 

of high school completers, and 39 percent of those with less than a high school education. 

(Writ et al., 2004, p. 52) 

The Upward Bound program represents one opportunity for low-income, potential first 

generation college students to overcome real barriers to acceptance into a four-year college and 

to accrue the benefits of completing a degree. First generation college students, Engle (2007) 

observed, are most often from low-income minority backgrounds (i.e., Black and Hispanic). 

Despite significant improvements in access to higher education, they face challenges related to 

"lower levels of academic preparation, lower educational aspirations, less encouragement and 

support to attend college, particularly from parents, less knowledge about the college application 

process, and fewer resources to pay for college" (Engle, p. 28). They "are considerably less 

likely to succeed than those whose parents have completed a bachelor's degree" (Choy, 2001, p. 

29). Choy et al. (2000) observed, the "same characteristics that put students at risk of not 

completing high school are associated with lower college-going rates" (p. 46). 
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In their analysis of U.S. Department of Education data, Greene and Forster (2003) found 

that while "32% of all students leave high school qualified to attend a four-year college . . . only 

20% of all Black students and 16% of all Hispanic students graduate college ready" (p. 1). These 

authors further stated, "students who fail to graduate high school fully prepared to attend four-

year college are much less likely to gain full access to our country's economic, political, and 

social opportunities" (p. 4). Remarkably, Greene and Forster (2003) discovered that almost all 

Black and Hispanic students that leave high school college-ready enroll in college. The authors 

contended that the disproportionate numbers of Black and Hispanic students attending college is 

neither due to social problems nor due to a lack of financial aid. Rather, Greene and Forster put 

forth, it is "the failure of the K-12 education system to prepare them for college" (p. 11). 

The gap between the academic achievement and college ready rates of White students 

and their Black and Hispanic peers is significant. Terenzini (1995) found that first-generation 

students were most often low-income Hispanic and were more likely to have weaker reading, 

math, and critical thinking skills than their traditional peers were. Similarly, Haycock (2004) 

reported that the reading and mathematics skills of Black and Hispanic high school graduates are 

only equivalent to those of White students that are in 8th grade. These disparities lead to, as 

Greene and Forster (2003) contended, students being "shut out of the college market before they 

even enter it" (p. 1). 

Bickel et al. (2001) reported the schools charged with educating most low-income 

minority students are the least effective at preparing their students to go to college. In fact, 

Wayne (2002) described the teachers in these schools as being the least qualified among all 

current educators, having attended less selective colleges and scoring lowest on standardized 

examinations. As stated by Quint (2006), high school "teachers in schools serving disadvantaged 
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populations are often less experienced and less knowledgeable about the subjects they teach than 

teachers in more affluent communities" (p. 4). Bruno (2002) noted that the absenteeism rate was 

the highest for teachers in urban schools among all public school teachers, "leaving the neediest 

students with substitutes instead of certified teachers" (p. 19). Schools attended by Black and 

Hispanics students have also been found to be the most dangerous. According to Dinkes et al. 

(2007): 

In 2005, students in urban schools were more likely than students in suburban and rural 

schools to fear being attacked at school or on the way to and from school. Ten percent of 

students in urban schools feared being attacked at school, compared with 5 percent each 

of their peers in suburban and rural school, (p. 50). 

In sum, the notion that a college education has become integral to not only an 

economically stabile life but also a healthy life is well supported (U.S. NCES, 2006). Bedsworth 

et al. (2006) argued, "The transformative effects of higher education are clear; yet access to 

college is one of the most serious educational and social issues facing the U.S. today" (p. 34). 

Students from historically disadvantaged populations, mainly low-income and minorities, lag far 

behind others in their academic achievements (Thernstrom & Thernstrom, 2001). Only 60% will 

go to college, "despite widespread agreement that a college degree leads to better life outcomes 

for individuals and to a better society overall" (Bedsworth et al., p. 34). Sadly, those low-income 

and minority students who graduate from high school are significantly less well prepared for 

college than their more affluent peers (Greene & Forster, 2003; Haycock, 2004; Terenzini, 

1995). The public schools charged with educating these students appear to be the least prepared 

to do so (Bickel et al., 2001; Bruno, 2002; Wayne 2002) and there is no doubt that urban school 

reform is difficult (Stone et al., 2001). Even when reform efforts yield positive outcomes, they 
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are rarely replicated in other settings (Schorr, 1997; Quint, 2006). There is no doubt; additional 

strategies are needed to address the gap between the advantages inherent in obtaining a college 

education and access to that education. 

Evidence in the literature suggests that some part-time/out-of-school programs can 

successfully prepare students from historically disadvantaged populations for college at rates 

consistent with students from historically advantaged populations (Adleman, 1994; Cabrera et 

al., 2001). Although not as effective as it could be (U.S. OMB, 2003), Upward Bound has shown 

some promise in supporting students that have certain characteristics with gaining accesses to 

four-year colleges. In particular, Lexmark University's Upward Bound project in a Northeastern 

state has consistently demonstrated the ability to send 95% of their graduates to college. 

The purpose of this exploratory, qualitative case study of Lexmark University's Upward 

Bound project in a Northeastern state was three-fold. First, it described Upward Bound staffs 

reports of how they implemented project components and services designed to prepare eligible 

high school students for postsecondary education. Second, the study elicited staffs reports of the 

practices (i.e., actions and strategies) that they perceived were most effective in preparing 

eligible high school students for attendance at four-year colleges. Third, it drew out participants' 

reports of project practices that they perceived to be most easily implemented in an urban high 

school in their service area. As described in Chapter 1, the conceptual framework (Upward 

Bound, 2005; U.S. DOE, OSPE, n.d.) guided the formulation of the research questions, the 

development of questions for the semi-structured telephone interviews, and served as the lens for 

examining Upward Bound staffs reports. 
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Research Questions 

The following research questions guided this study. 

1. What are the staffs reports of how they implement project components and services 

designed to prepare eligible high school students for attendance at four-year colleges? 

1.1 What are the staffs reports of how they implement the program components? 

1.2 What are the staffs reports of how they implement academic services? 

1.3 What are the staffs reports of how they implement college-going services? 

1.4 What are the staffs reports of how they implement case management? 

2. What are the staffs reports of the project practices that are most effective in 

preparing eligible high school students for attendance at four-year colleges? 

3. What are the staffs reports of the project practices that they perceive to be most 

easily implemented in an urban high school in their service area? 

Definition of Terms 

For the purpose of this study, the following definitions of key terms applied. The 

definitions that pertain to Upward Bond have been adapted from the glossary of terms provided 

in .4 Profile of the Upward Bound Program: 2000-2001 (U.S. DOE, 2004a, pp. 63-65). 

Academic advising means assisting students in making educational plans, selecting 

appropriate courses, developing career plans, meeting academic requirements, and planning for 

graduation and further education. 

Academic year component means services that occur during the regular academic year. 

Section 645.11 of 34 C.F.R. indicates that projects should provide program participants with one 

or more of the core services on a weekly basis throughout the academic year. 
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Assistance with college admissions means workshops or individualized assistance to help 

participants complete college entrance applications. 

Campus visitations mean project-sponsored trips to postsecondary institutions for the 

purpose of acquainting students with institutions that the project participants may wish to attend. 

Career awareness means project-sponsored activities, such as field trips, special lectures, 

and workshops, to increase students' knowledge of the various career opportunities available. 

College entrance exam preparation means workshops, tutoring, or individualized 

assistance specifically designed to help students meet scoring requirements on national or state 

standardized tests given to students for admission into a postsecondary educational institution. 

Core academic curriculum means instruction in mathematics through precalculus, 

laboratory science, foreign language, composition, and literature. 

Cultural activities mean any project-sponsored activities, such as field trips, special 

lectures, and symposiums that have as their purpose the improvement of the project participants' 

academic progress and personal development. 

Financial aid assistance means workshops or individualized assistance to help 

participants complete various financial aid applications, including scholarship applications, U.S. 

Department of Education federal student financial aid applications, and state applications for 

financial aid. 

First-generation college student means an individual neither of whose natural or adoptive 

parents received a baccalaureate degree. 

Instruction means a formal, structured method for transmitting facts, information, 

understanding of the concept, and skills to students. Instruction usually includes lesson plans and 

assignments designed to help students achieve learning objectives. 



56 

Low-income student means a student whose family taxable income did not exceed 150 

percent of the poverty level amount in the calendar year preceding the year in which the 

individual initially participated in the project. 

Peer mentoring means a variety of personal or academic support provided by other high 

school or college students designed to help project participants adjust. 

Personal counseling means crisis intervention and assistance with personal problems and 

decisions. 

Practices are defined, for the purpose of this study, as strategies, approaches, actions, or 

means used to pursue the long-term and short-term aims of the project. 

Professional mentoring means professionals, other than project staff, working with 

project students to expose them to career and other opportunities available to them. 

Related service coordination is a term that is commonly used in human services field. For 

the purpose of this study, related service coordination is defined as the actions and activities that 

enable participants to gain access to needed supports, beyond those provided by the project. 

Summer component is designed to simulate a college-going experience for participants. It 

is typically six weeks in length and provides participants with Upward Bound services at least 

five days a week as described in 34 C.F.R. §645.11. 

Supplemental instruction means formal instruction in subjects other than those in the core 

curriculum. The instruction is aimed at preparing students for success in education beyond high 

school or for careers in which persons from disadvantaged backgrounds are particularly 

underrepresented. 
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Tutoring means individual or small group informal academic assistance provided by 

professional staff or students who are either part-time paid, volunteer, or internship-for-credit 

students. 

Work-study means mean internships and employment provided or arranged for by the 

project for exposing participants to careers requiring a postsecondary degree. 

Design of the Study 

A single-case study design was chosen to answer the research questions. According to 

Yin (2003), a case study design is appropriate when the aim of the research is exploratory and 

the form of the research question is "what" (p. 5). As presented above, this study was exploratory 

and the research questions took the form of what Upward Bound project staff report about how 

they implemented the project components and services and what they perceived to be their most 

effective and transferable college preparatory strategies. Therefore, a case study design was 

appropriate. 

Yin (2003) further stated that case studies are a preferred research strategy when the 

investigator is examining contemporary events over which there is little control and when the 

boundaries between the phenomenon and the context are not clear. In the case of this study, the 

researcher did not manipulate staff practices or intervene in any way. Moreover, the college 

preparatory strategies are embedded in the real-life milieu of the Upward Bound project; they are 

not readily distinguished from this context. 

Yin (2003) presented five rationales for selecting a single- versus multiple-case design 

(pp. 39-41). First, the case chosen could be a critical case, one that may make a significant 

contribution to the theory being tested. Second, a single case may be appropriate to sample 
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because it is extreme or unique in some way. Third, the single case may be typical or 

representative of real-life and every day circumstances. Fourth, a single case may be chosen 

because it is revelatory and will help to surface a phenomenon not previously accessible to 

scientific investigation. Finally, a researcher may study a phenomenon over time, a longitudinal 

case. 

As described in Chapter 1, Lexmark University's Upward Bound project is the oldest and 

relatively largest project in a Northeastern state. Over 40 years, it has consistently demonstrated 

a sustained ability to send low-income minority, first generation collegiates to college at rates 

that are consistent with or exceed those of their White affluent peers. Its structure and the 

services it provides are comparable to the entire population of the state's Upward Bound 

projects. The belief is that this single-case is representative of other Upward Bound projects in a 

Northeastern state. As such, Lexmark 's Upward Bound project represents a typical case. 

Additionally, describing how project staff implement project components and services and 

eliciting their perceptions about effective college preparatory practices that could be 

implemented in an urban high school in their service area may shed light on this little studied 

phenomenon. 

Validity of the Design 

Yin (2003) stated, "because a research design is supposed to represent a logical set of 

statements, you can judge the quality of any given design according to certain logical tests" (p. 

33). The goal of designing research is to reasonably demonstrate that the concepts being 

measured, the instruments being used, as well as the methods for data collection and analysis are 

appropriate for the questions being asked. To ensure rigor, Yin suggested that the researcher 
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apply four essential tests to the study design: (a) construct validity, (b) internal validity, (c) 

external validity, and (d) reliability. 

Construct Validity 

According to Yin (2003), construct validity is the establishment of "correct operational 

measures for the concepts being studied" (p. 34). He stated that there are three specific tactics to 

decrease possible threats to the construct validity of a research design: (a) use multiple sources of 

evidence, (b) establish a chain of evidence, and (c) have participants review the case study report 

(p. 36). Each was employed in this study. 

The first tactic, using multiple sources of evidence, is also known as triangulation. 

Triangulation is the "process of corroborating evidence from different individuals, types of data, 

or methods of data collection in descriptions and themes in qualitative research" (Creswell, 2002, 

p. 280). To enhance the accuracy of the findings in this study, data were collected from several 

individuals (N = 6) who held different positions in the Upward Bound organization under study. 

Thus, varied perspectives and experiences were sought as a means of confirming findings. The 

specific aspects of data collection, including a description of the interview guide and the details 

of the data collection procedures are described in the section on data collection activities. 

The second tactic used to increase construct validity is establishing a chain of evidence 

"to allow an external observer . . . to follow the derivation of any evidence, ranging from the 

initial research questions to ultimate case study conclusions" (Yin, 2003, p. 105). In creating a 

chain of evidence, the investigator makes explicit the connections among the various segments of 

the case study including the research questions, methodology, conclusions, and references. In the 

case of this study, the questions in the telephone interview guide stemmed from the conceptual 
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framework (Upward Bound, 2005; U.S. DOE, OSPE, n.d.). The participants' verbatim telephone 

interview transcripts formed part of the case study database. The conceptual framework served as 

the lens through which these data were analyzed; this led to the generation of findings and the 

conclusions. 

The third method for reducing threats to construct validity is having "key informants" 

(Yin, 2003, p. 33) review drafts of interview transcripts and the study report. According to Yin, 

case study participants should be offered the opportunity to review a draft of the report; study 

participants were offered the opportunity to review telephone interview transcripts before data 

analysis. Yin further recommended peer debriefing as a means of insuring construct validity. For 

the purpose of this study, the researcher's advisor served as a peer reviewer during all phases of 

the investigation. 

Internal Validity 

Internal validity is the second test for dealing with the soundness of a research design 

(Yin, 2003). Yin noted that internal validity is a concern in causal case studies, where the 

researcher is attempting to show that one event led to another event. Internal validity is not 

directly applicable to descriptive or exploratory studies. Nevertheless, Yin suggested that internal 

validity could be extended to the broader issue of making inferences based on the evidence. 

Concerns about the accuracy of inferences can be addressed and internal validity can be 

strengthened by using strategies such as pattern matching during data analysis (p. 116). In this 

study, the conceptual framework (Upward Bound, 2005; U.S. DOE, OSPE, n.d.) served to define 

patterns; pattern matching was one of the methods that were used during data analysis. 
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External Validity 

External validity, Yin's (2003) third test, can be summarized as "establishing the domain 

to which a study's findings can be generalized" (p. 34). This test presents some difficulty when 

conducting case studies because the results from a single case do not provide a basis for 

generalizing to other persons, organizations, settings, or times. Instead, Yin argued that case 

studies rely on analytic generalization; the researcher generalizes the case study's findings to a 

particular theory. For this investigation, findings were generalized back to the conceptual 

framework (Upward Bound, 2005; U.S. DOE, OSPE, n.d.), described in Chapter 1, and to related 

literature. 

Reliability of the Design 

The final test of rigor in case study design relates to the reliability of the design. 

According to Yin (2003), reliability is "demonstrating that the operations of a study—such as the 

data collection procedures—can be repeated, with the same results" (p. 34). The focus is on 

reducing researcher bias and errors. To that end, the researcher provided clear documentation of 

the exact procedures followed in the study thus enabling another researcher to repeat the study. 

Yin identified two tactics for increasing reliability in case study designs: using a case study 

protocol and developing a case study database (p. 34). 

Concerning the case study protocol, Yin (2003) suggested that it contain the following 

elements: (a) an overview of the case study project, including the theoretical framework and 

related literature; (b) a description of the data collection plan and procedures; (c) the case study 

questions; and (d) a guide for the case study report (p. 69). This document contains these 

elements and as such, constitutes the case study protocol. Chapter 1 provides a description of the 
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theoretical framework (Upward Bound, 2005; U.S. DOE, OSPE, n.d.) and an overview of the 

Federal TRIO programs, including Upward Bound. Chapter 2 contains a review of the related 

literature, including empirical studies focusing on college preparation and structural barriers to 

college access for low-income, minority students who were the first in their family to obtain a 

bachelor's degree. Chapter 3 includes a brief description of the Upward Bound project and study 

participants (Upward Bound staff), the research questions, the research design, instrumentation, 

data collection procedures, and data analysis procedures. Therefore, this document contains the 

replicable elements as suggested by Yin. Table 4 depicts a summary of the study activities and 

procedures. 

Table 4 

Case Study Protocol: Summary of Study Timelines, Activities, and Procedures 

Timeline Activity Procedures 

April Submitted proposal to Presented initial research proposal to the Doctoral 
2007 the Doctoral Examining Examining Committee. 

Committee 

May- Made revisions to the Presented proposal revisions to the Doctoral Examining 
June proposal Committee. 
2007 

June Developed and pilot Developed the interview guide based on the conceptual 
2007 tested telephone framework. Piloted tested and revised the guide, 

interview guide 

July Submitted proposal to Submitted proposal to the University Human Subjects 
2007 the University Human Committee; received approval. 

Subjects Committee 

August- Recruited study Disseminated study materials to Upward Bound project 
September participants staff. Recruited participants. 
2007 
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Table 4 (continued) 

Case Study Protocol: Summary of Study Timelines, Activities, and Procedures 

Timeline Activity Procedures 

October- Conducted telephone Conducted interviews at mutually agreed upon times. 
November interviews Each lasted approximately 60 minutes; all sessions were 
2007 audio taped. Made field notes immediately following 

each interview. 

December Analyzed telephone Created verbatim transcripts of each interview audiotape. 
2007 interview data Used field notes and verbatim transcripts as the data set 

for analysis. Analyzed data through the lens of the 
conceptual framework. 

January- Wrote Chapter 4 Met bi-weekly with research advisor to add to the 
February validity of findings, as chapter was written. 
2008 

March Wrote Chapter 5 Met bi-weekly with research advisor, as chapter was 
2008 written and conclusions were drawn. 

Yin's (2003) second strategy for increasing reliability of the case study design is the 

development of a case study database. The case study database is one way that a researcher can 

organize the evidence collected for the duration of the investigation. According to Yin, the case 

database might include: (a) study notes (typed, audio taped, or handwritten), (b) case study 

documents, (c) tabular materials (e.g., survey data), and (d) narratives. In this study, the 

researcher created a database containing: (a) audiotapes and verbatim transcripts of the 

individual staff, telephone interviews, (b) data displays, and (c) field and reflex notes. 

In sum, a single-case study design has been selected to answer the research questions. 

Yin's (2003) tactics for ensuring credibility of the findings was followed as described above and 

delineated below. 
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Population and Sample 

Population 

As described in Chapter 1, during the program year 2005-06, there were 761 Upward 

Bound projects serving 56,450 participants (U.S. DOE, 2006). Four of these projects are located 

in a Northeastern state and they served 350 students (U.S. DOE, 2006). Lexmark University's 

Upward Bound project is one of these projects (hereafter referred to as Lexmark Upward 

Bound); it will constitute the case and unit of analysis for this study. 

Sample 

In qualitative research, according to Creswell (2002), a researcher purposely chooses a 

specific locale or persons to participate in a study because those individuals can best help the 

researcher understand the phenomenon under investigation. Lexmark Upward Bound was 

intentionally selected as the unit of analysis because it is believed to be relatively typical in its 

structure and service offerings when compared to the entire population of a Northeastern state's 

Upward Bound projects. Additionally, the case represents a sample of convenience. Convenience 

sampling is when "the researcher selects participants because they are willing and available to be 

studied" (Creswell, p. 167). The project director for Lexmark Upward Bound expressed a 

willingness to participate in the investigation. 

Lexmark Upward Bound serves three nearby communities, Anytown, Silvertown, and 

Watertown. Anytown is a mid-sized manufacturing city situated along a river in the central 

region of the state. In 2005, Anytown's estimated population was 43,438 people and the 

estimated median household income was $56,400. Anytown has one high school. Silvertown, 

also a manufacturing city, borders Anytown on the west. In 2005, its estimated population was 
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59,653 people and the estimated median household income was $47,400. Silvertown has two 

high schools. Watertown is located east of Anytown, along the river. It had an estimated 

population in 2005 of 9,543 people and an estimated median household income of $75,700. It 

has one high school. 

Lexmark Upward Bound's student enrollments for the academic year 2006-2007 were 

100. Minority students made up 70%, with 37%, 29%, and 10% of those being Black, Latino and 

Asian, respectively. The remainder was comprised of White students. Students who were low-

income and first-generation accounted for 75% of the program participants. Those who were first 

generation alone comprised 25%. None were low-income alone. Lexmark Upward Bound is 

structured to divide students by grades, 9-12, as well as into smaller advisor groups. The advisor 

groups are headed by one teacher and typically serve between 10-15 students from all grades. 

The Lexmark Upward Bound project staff includes the full-time project director, two full 

time associate directors, and one full time office assistant. Additionally, there are approximately 

20 individuals who serve as teacher/advisors during either the academic year or summer or both. 

These individuals receive a stipend and work part time. They provide academic support in the 

core curriculum and case management services. 

A sample of 6 participants was purposely drawn from the 4 full and 20 part-time 

Lexmark Upward Bound project staff. The goal was to recruit and interview a cross section of 

key informants that would have knowledge of the workings project. Therefore, the researcher 

recruited the director, two associate directors, the office assistant, and two teachers. The 

teacher/advisors were selected on a first-come first-served basis, based upon their availability to 

participate in the telephone interviews. The recruitment process is described in the methodology 

section. A brief description of the study participants is contained in Chapter 4. 
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Protection of Human Subjects 

The human subjects review process was completed as required by the University of 

Hartford Human Subjects Committee (Appendix A). All Lexmark Upward Bound project staff 

were emailed a letter of introduction outlining the purpose of the study (Appendix B), an 

informed consent form (Appendix C), and a participant contact and demographic form 

(Appendix D). 

According to Creswell (2002), it is important to protect the identity of the informants, 

when gathering, analyzing, and reporting data. Confidentiality of participants was maintained 

throughout this study. Data are reported in aggregate. All of the study participants and the 

program have been assigned pseudonyms. All data has been kept in a secure file to which only 

the researcher and the researcher's advisor had access. The researcher will maintain data for a 

period of five years (American Psychological Association, 2001, p. 354). The researcher will 

then destroy all interview transcripts, demographic forms, and other correspondence. 

Data Collection Activities 

Specific aspects of data collection are described below, including a description of the 

instrument that was used to collect the data, a data source chart, and the procedures to collect the 

data. The section concludes with a presentation of the connection between the data source and 

the research questions posed in this study. 
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The Semi-structured Telephone Interview 

To answer the research questions, data were collected through a single, semi-structured 

telephone interview completed with each of the study participants (N= 6). According to Yin 

(2003), interviews are "one of the most important sources of case study information" (p. 89). He 

noted that they might be of an open-ended nature, focused with open-ended questions, or more 

structured, as in a formal survey. The type of interview used in this study was focused and, as 

Yin recommended, all the participants were asked to respond to a set of pre-determined 

questions. The general topic of the interviews focused on participants' views of how they 

implemented project components and services, the practices they perceived to be most effective 

in preparing eligible high school students for attendance at four-year colleges, and those that 

could be most easily implemented in an urban high school in their service area. 

Development of the Interview Guide 

The researcher, under the guidance of his research advisor, developed a semi-structured, 

telephone interview guide that was aligned with the dimensions of the conceptual framework 

Upward Bound, 2005; U.S. DOE, OSPE, n.d.). The guide contained 28 open-ended statements 

and questions, with related probes. Researchers use a semi-structured format when they want 

specific information; they introduce the topic and guide it by asking a specific set of questions 

(Rubin & Rubin, 1995, p. 5). While the question or parts of the interview may be more or less 

structured, the researcher asks all of the interviewees the same set of questions. The interview 

was designed to last approximately 60 minutes. 

Table 5 depicts the relationship between the dimensions of the conceptual framework and 

the questions in the telephone interview guide. A copy of the guide is in Appendix E. 
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Table 5 

Relationship of the Questions in Telephone Interview Guide to the Conceptual Framework 
(UpwardBound, 2005; U.S. DOE, OSPE, n.d). 
Dimensions 

Program Components 

Academic Services 

College-Going Services 

Case Management 

Descriptor 

a. 
b. 
a. 

b. 
c. 
d. 
a. 
b. 
c. 
d. 
e. 
f. 

g-
h. 
a. 
b. 
c. 

Academic year component 
Summer component 
Instruction in the core academic 
curriculum 
Supplemental instruction 
Tutoring 
Cultural activities 
Academic advising 
Career awareness 
Peer mentoring 
Professional mentoring 
College entrance exam preparation 
Financial aid assistance 
Campus visitations 
Assistance with college admissions 
Target school advocacy 
Personal counseling 
Related service coordination 

Guide 
Items 
1,3,4,6, 19, & 24 
2, 5, 20, & 25 
3,4, 5,21, & 26 

5, 21, & 26 
6,21, & 26 
7, 21, & 26 
8, 22, & 26 
9, 22, & 26 
10,&27 
11, & 27 
12, 22, & 27 
13, 22, & 27 
14, 22, & 27 
15, 22, & 27 
16, 23, & 28 
17, 23, & 28 
18, 23, & 28 

Pilot testing and modifications of the interview guide. Under the direction of his research 

advisor, this researcher conducted a small-scale pilot of the telephone interview guide with staff 

from a similar project. The telephone interviews lasted approximately 60 minutes. After the 

telephone interview, pilot participants were specifically asked to provide feedback about any 

difficulties they may have had responding to the questions. Modifications to the telephone 

interview guide and procedures were based on this administration. 

Validity of the interview guide. Creswell (2002) stated that a researcher might not be able 

to find an instrument to measure the concepts under investigation and, therefore, may need to 
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develop one. The author further suggested that in this case the investigator should follow the 

following steps: "specify the purpose of the instrument, review the literature, write the questions, 

and test the questions" (p. 179). As noted above, the researcher developed the interview guide 

and it was used for the first time in this investigation. To ensure soundness, each of Creswell's 

steps was followed. The purpose of the interview guide, as stated above, was determined, and the 

questions were aligned with the dimensions of the conceptual framework (Upward Bound, 2005; 

U.S. DOE, OSPE, n.d.). Finally, the guide was piloted and modified based on that 

administration. 

Participant Recruitment 

The researcher introduced the project staff to the study, via being teleconferenced in 

during a regular staff meeting. The purpose of the study was explained and questions were 

answered. A packet of materials containing a letter of introduction that outlines the purpose of 

the study, the informed consent form, the participant contact and demographic form, and a 

stamped self-addressed envelopes were made available to all staff at that time. 

Individuals that returned the participant contact form were selected to participate on a 

first-come first-served basis. The researcher contacted them via their preferred method 

(telephone or email) to confirm their interest in participating in the study and to set up a mutually 

agreeable date and time for the telephone interview. 

Telephone Interview Procedures 

Yin (2003) described qualitative interviewing as a guided conversation in which the 

researcher not only remains focused on asking questions that serve the purpose of the study, but 
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also asks them in an unbiased, conversational manner. The researcher followed recommended 

procedures for credible qualitative interviewing (Creswell, 2002; Rubin & Rubin, 1995). All of 

the interviews proceeded in the same fashion. Participation was encouraged by using a 

conversational tone. Each of the interviewees was invited to respond to the same set of 

statements and main questions. The interview guide was followed carefully, but informally. This 

researcher listened for meaning, checked for understanding, and asked for examples and 

clarifications. Each interview lasted approximately 60 minutes. All telephone interviews were 

audio taped and transcribed; field notes were made immediately following each of the 

interviews. Participants were offered an opportunity to review the interview transcripts. 

Data Analysis Procedures 

The next phase of the study includes the analysis and interpretation of the data from the 

participants. Procedures associated with qualitative research (Marshall & Rossman, 1999) were 

used to analyze the telephone interview data, which consisted of verbatim transcripts and field 

notes. The dimensions of the conceptual framework served as the theoretical lens (Upward 

Bound, 2005; U.S. DOE, OSPE, n.d.). According to Creswell (2002), this process encompasses 

three major phases (a) preparing and organizing the data for analysis, (b) describing and 

developing themes from the data, and (c) reporting the findings. 

Preparing and Organizing the Data for Analysis 

Verbatim transcripts were created for each of the telephone interview audio recordings. 

Following Creswell's (2002) suggestions, these documents had wide margins and the 

interviewer's questions were highlighted. The lines of the transcript were numbered and the 
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numbers color-coded to match each research question. The researcher assigned each of the 

interviewees a pseudonym and placed the transcripts into individual file folders. 

Describing and Developing Themes from the Data 

Yin (2003) stated, "For case study analysis, one of the most desirable techniques is using 

a pattern-matching logic" (p. 116). This technique compares empirically based patterns, like 

those found in data derived from interviews, documents, or observations, with a predicted one, 

such as this study's conceptual framework (Upward Bound, 2005; U.S. DOE, OSPE, n.d.). 

Through the process of pattern matching, findings are compared to expectations. When the 

findings fit, the pattern is confirmed. When findings do not fit, alternative explanations are 

generated. 

Code the Data 

Coding involves a two-step process that begins with organizing the data into "chunks" 

(Creswell, 2002). A hand-analysis approach was used (Creswell, p. 261). Each interview 

transcript was read several times to get a general sense of the data. Notes were made in the 

margins of each document, key sections of text were marked with colored highlighters, and a list 

of phrases, concepts, and ideas that emerged was developed. First, data were coded at the 

individual level for each telephone interview. Then the process was repeated; data were coded 

across all the interviewees. Finally, redundant or overlapping codes were eliminated. 
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Define and Connect Themes 

As Creswell (2002) suggested, similar codes were extrapolated and organized into major 

and minor themes. A data display with columns labeled theme, evidence, and connection to the 

conceptual framework (Upward Bound, 2005; U.S. DOE, OSPE, n.d.) was created. Major 

themes were identified and counted (quantizing; McMillan & Schumacher, 2006; Miles & 

Huberman, 1994); findings were derived from those themes. Great care was taken to uncover 

both complementary and contradictory patterns, because, as both Yin (2003) and Creswell noted, 

this adds to the credibility of the findings. To maintain accuracy and rigor during the coding and 

analysis of the data, the researcher conferred with his research advisor throughout the process. 

Reporting the Findings 

The findings are reported in Chapter 4 according to each of the research questions and the 

related sub-questions. Table 6 shows the relationship between the research questions and the 

items contained in the telephone interview guide. 

Table 6 

Data Source Chart: Relationship between the Research Questions and the Telephone Interview 
Guide Questions 

Research Questions Telephone Interview Guide 
Questions 

1. What are the staffs reports of how they implement project 1,2,3, 4, 5, 6, 7, 8, 9, 10, 11, 
components and services designed to prepare eligible high 12, 13, 14, 15 16, 17,18 
school students for attendance at four-year colleges? 

1.1 What are the staffs reports of how they implement the 1,2 
program components? 

1.2 What are the staffs reports of how they implement 3, 4, 5, 6, 7 
academic services? 
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Table 6 (continued) 

Data Source Chart: Relationship between the Research Questions and the Telephone Interview 
Guide Questions 

Research Questions Telephone Interview Guide 
Questions 

1.3 What are the staffs reports of how they implement 8, 9, 10, 11, 12, 13, 14, 15 
college-going services? 

1.4 What are the staff s reports of how they implement case 16, 17, 18 
management? 

2. What are the staffs reports of the project practices that are 19 - 23 
most effective in preparing eligible high school students for 
attendance at four-year colleges? 

3. What are the staffs reports of the project practices that they 24-28 
perceive to be most easily implemented in an urban high 
school in their service area? 

Limitations of the Study 

According to Creswell (2002), "limitations are potential weaknesses or problems with the 

study that are identified by the researcher" (p. 253). This researcher has identified six limitations 

for this study. First, as a Lexmark Upward Bound graduate and a former director of a similar 

program, the researcher is a colleague of the staff who were participants in this study. Although 

this may have encouraged participation in the study, the potential also existed for participants' 

concerns about confidentiality. Moreover, because the participants were aware of the 

researcher's bias toward certain college preparation strategies, their responses might reflect a 

desire for acceptance rather than their actual practices. 

Second, researcher bias may also be a limitation of this study. This researcher is 

passionate about extending college access to all students, especially low-income minorities. 
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Additionally, his belief that urban schools can improve the ways in which they prepare students 

for college could affect interpretations of participants' reports. 

Third, this study is limited by the lack of complexity in the sample. Participants for this 

study were being selected based solely on a common characteristic, working for Lexmark's 

Upward Bound project. Similarly, because the sample is drawn from only one project, the 

findings may not be relevant to similar types of projects or urban high schools. 

Fourth, one approach was taken and one method was used to collect data, a single, 

qualitative telephone interview. Notably, the sample (N - 6) was small, thus adding a fifth 

limitation. 

Finally, the findings from a case study cannot be generalized to the larger population 

(Yin, 2003). In other words, the findings in this case study can only be generalized to theory and 

the phenomenon under investigation, how the staff in this particular Upward Bound implement 

project components and services and their perceptions of the practices that are most effective and 

most easily implemented in an urban high school. Therefore, it is not be possible to generalize 

results of the current study to past or future situations. 

Summary of the Chapter 

The intent of this single-case study was to describe Lexmark Upward Bound staffs 

accounts of how they implemented project components and services, the practices they perceived 

to be most effective in preparing eligible high school students for attendance at four-year 

colleges, and those effective practices that could be most easily implemented in an urban high 

school in their service area. Project staffs' reports were examined through the conceptual 

framework derived from Upward Bound project requirements as specified in 34 C.F.R. §645 



75 

(Upward Bound, 2005) and the most recent Upward Bound APR instructions (U.S. DOE, OSPE, 

n.d.). This chapter described the design of the study, methodology for collecting data, sources of 

data, and the data analysis procedures for this study. 



76 

CHAPTER 4: FINDINGS 

Introduction 

The purpose of this chapter is to report the findings for this qualitative investigation of 

Lexmark University's Upward Bound project. To begin, an overview of the study design and a 

brief description of the study participants are presented. The remainder of the chapter is 

organized according to the three major research questions. For each Research Question 1 sub-

question, there is a brief presentation of the associated dimension of the conceptual framework. 

Then select data, in the form of verbatim interviewee quotes, are presented and this is followed 

by related findings. Questions 2 and 3 follow and are set-up in a similar fashion. 

Overview of the Study Design 

The intent of this single-case study was three-fold. First, it was designed to elicit 

participants' descriptions of how they implemented project components and services designed to 

prepare eligible low-income high school students for attendance at four-year colleges. Second, 

the study aimed to reveal participants' perceptions of the practices (i.e., actions or strategies) that 

they perceived were most effective in preparing eligible high school students for attendance at 

four-year colleges. Third, it drew out participants' reports of the effective project practices that 

they perceived to be most easily implemented (i.e., put into practice) in an urban high school in 

their service area. A qualitative interview strategy, a single semi-structured, telephone interview, 

was used to gather data to answer the research questions. Six Lexmark Upward Bound project 

staff volunteered to participate. 
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As discussed in Chapter 1, Upward Bound project requirements as specified in 34 C.F.R. 

§645 (Upward Bound, 2005) and the Upward Bound APR instructions (U.S. DOE, OSPE, n.d.) 

served as the conceptual framework. The APR instructions contain a detailed list of project 

components, services, and definitions that help to explain the regulations and project 

expectations. For the purpose of this study, the mandated and permissible project components 

and services as set forth in the regulations and the APR instructions were organized into four 

clusters (dimensions): (a) project components, (b) academic services, (c) college-going services, 

and (d) case management services. The dimensions guided the formulation of the research 

questions, the development of questions for the researcher developed semi-structured telephone 

interview guide, and the analysis of interviewees' reports. 

A single telephone interview, lasting approximately 60 minutes, was conducted with each 

of the 6 study participants. The interview guide was aligned with the dimensions of the 

conceptual framework; it contained 28 open-ended statements and questions, with related probes. 

As discussed in Chapter 3, efforts were made to protect participants' confidentiality. It is 

challenging, however, to achieve this end when their verbatim responses are distinct in both 

perspective and voice. Their knowledge of each other and the project also tests the limits and 

effectiveness of maintaining confidentiality. None-the-less pseudonyms have been used to 

protect their perspective from those who are not familiar with them or this particular project. 

Description of the Study Participants 

The study participants (N= 6) included 4 full-time project staff which included the 

director, 2 associate directors, and the executive assistant; and 2 part-time employees 

(teacher/advisors). The participants represent a significant cross section of the project staff in 
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terms of the positions held, their professional and personal experiences with project services, and 

their viewpoints, thus bringing multiple perspectives to the study (Creswell, 2002; Yin, 2003). 

Two of the interviewees (N= 6) were project alumni. John Stevens, an associate director, 

and Monique Burns, a summer math teacher, have been with the project since their freshman 

years in high school. John has been involved since 1987. Monique has also been affiliated with 

the project since 1987; she also worked with the project as an undergraduate at Lexmark. Two of 

the other study participants have also worked with the project since they attended Lexmark 

University as undergraduates, though they never were project participants. Director, Sue Rodin, 

has been affiliated with Upward Bound since 1976. Tanya Daniels, the other associate director, 

began with the project in 1988, when she was an undergraduate at Lexmark. Laura Perez, 

currently a Lexmark undergraduate, has worked with the project for almost a year, beginning this 

summer as a facilitator and continuing through the academic year project as an academic advisor. 

Finally, Debbie Nicholson is the executive assistant and the parent of an alumna. She has been 

affiliated with the project since the late 1980s, when her daughter was enrolled in the project. 

She, like Tanya and John, has worked at other Upward Bound projects throughout the state. Sue, 

Lexmark's director, has served at the state, regional, and national levels on the executive board 

and as the president of various professional organizations that support Upward Bound projects. 

In sum, the range of study participants' knowledge and experience with regard to Upward 

Bound in general and specifically Lexmark University's project brought with it complementary 

perspectives and thick, rich descriptions of the project from which the findings were derived. 
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Research Question 1: 

What are the staffs reports of how they implement project components and services designed to 

prepare eligible high school students for attendance at four-year colleges? 

The regulations (Upward Bound, 2005) and the APR instructions (U.S. DOE, OSPE, 

n.d.), as presented in Chapter 1, outline mandated and permissible project components and 

services. All Upward Bound projects must have two project components: an academic year 

component and a six-week summer instructional component designed to simulate a college-

going experience for participants. Projects must provide academic services that include: (a) 

instruction in the core academic curriculum, (b) supplemental instruction (includes two 

permissible services), (c) tutoring, and (d) cultural activities. Of these, provision of instruction in 

the core academic curriculum is the only mandated service. For the purpose of this study, nine 

services, defined in either the regulations (Upward Bound, 2005) or the APR instructions (U.S. 

DOE, OSPE, n.d.), were clustered under college-going services. They are (a) academic advising, 

(b) career awareness, (c) peer mentoring, (d) professional mentoring, (e) college entrance exam 

preparation, (f) financial aid assistance, (g) campus visitations, and (h) assistance with college 

admissions. Finally, while not specifically provided for in 34 C.F.R. 645 (Upward Bound, 2005), 

the fundamental nature of the required and permissible project components and services and the 

characteristics of project participants suggest a need for case management services. In this study, 

the dimension case management included (a) target school advocacy (b) personal counseling, 

and (b) related service coordination. 

To answer Research Question 1, each of the interviewees (N= 6) was invited to respond 

to a series of 8 statements or questions and describe how the project staff implemented each of 
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the mandated and permissible project components and services noted above. The emphasis here 

was on "how" these components were implemented rather than on what they entailed. 

Research Question 1.1: 

What are the staff's reports of how they implement the project components? 

All Upward Bound projects must have two project components: an academic year 

component and a six-week summer instructional component designed to simulate a college-

going experience for participants. In describing how project staff implemented project 

components, all the interviewees (N = 6) most often talked about the fact that implementation of 

both the academic year and summer project components was varied based upon students' ages 

and grade levels. For example, participants explained how, for each grade-level, they held small 

group meetings, after school and in the evenings; ran small workshops; and provided individual 

academic advisement, within students' home school, as they prepared students for postsecondary 

education. 

John Stevens, an associate director, said that during the academic year: 

We pretty much meet with our students after school. . . freshmen are every Monday, 

sophomores we meet with biweekly. Juniors we meet with them Monday and seniors we 

meet with them in the evenings to help them out with the college application process, 

depending on their availability, but at least once a week. As well, students during the year 

have an academic advisor, which is a staff person within their school system. 

Debbie, the executive assistant, recounted that it "is supposed to be this way." She used 

the example of the seniors to express what she saw as the necessity of differentiation when she 

said that, "We have the one-on-one that is typically done with our seniors." During this 
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interaction, she explained, students are provided with access to the support that they need at 

crucial times in their ascent to college. 

Likewise, Tanya Daniels, the other associate director, noted that during, "The after-

school meetings and evening workshop," the staff is able to start, "talking about, instructing 

them on the college process, dealing with problems and issues that are going on at school, 

especially with the freshmen." Here, she went on to identify unique needs of freshmen. For them, 

Tanya recalled, "The beginning part of the year is dealing a lot with that transition to high 

school, getting used to doing the new work, setting goals, interacting with teachers, things of that 

nature." 

Interviewees told stories about how differentiating the way staff implemented project 

components helped them to build a project that provided students with information "early on" in 

their high school careers and in ways and at times when students have not traditionally received 

this kind of information. During recent freshmen meetings, Tanya recalled, she was able to 

quickly transition the students into, "education around the language of the college application 

process, why they need to take a college prep curriculum versus what's required to graduate from 

school and then again, always dealing with goals, evaluating where you're at." She described 

how staff feel that this is "valuable information, especially early on." The belief, she suggested, 

is that smaller, grade-based groupings helped support and acculturate students to the college-

going process. 

All of the interviewees (N= 6) also shared that project staff was committed to providing 

students with grade-specific differentiated support during the summer. Laura Perez, an 

undergraduate at Lexmark University and summer facilitator, said that she worked with, "three 

groups of 10th and 11th graders, and we had them for group time." She reported that, "We talked 
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about their concerns, how they were doing in their classes. We did a lot . . . it's kind of like 

homeroom." Interviewees' perceived that these grade-based groupings were essential to 

developing skills and dispositions that lead to college acceptance for their low-income, potential 

first generation college students. 

In sum, an analysis of interviewees' (N= 6) descriptions of how they implemented 

project components suggested that they all felt the need to differentiate implementation based on 

students' ages, grade levels, and needs for information and support at particular points in time. In 

other words, 10 -grade students need a project that acculturates them to the language of college-

going, whereas 12 -grade students need help with college selection and applications, for 

example. 

Finding 1.1. a: All of the study participants (JV= 6) reported that staff differentiated 

implementation of both the academic year and summer project components based on students' 

ages, grade levels, and needs for information and support at particular points in time. 

Research Question 1.2: 

What are the staff's reports of how they implement academic services? 

In this study, academic services encompassed one required service and five permissible 

services under 34 C.F.R. §645.11 (Upward Bound, 2005). They are: (a) instruction in the core 

academic curriculum, including mathematics, laboratory science, foreign language, composition, 

and literature; (b) supplemental instruction, including formal instruction in subjects other than 

those in the core curriculum and aimed at preparing students for success in education beyond 

high school or for careers in which persons from disadvantaged backgrounds are particularly 

underrepresented; (c) tutoring, which can be individual or small group informal academic 
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assistance provided by professional staff, students, or others; and (d) cultural activities, which 

must be project-sponsored activities for the purpose of improving participants' academic 

progress and personal development. Of these, provision of instruction in the core academic 

curriculum is the only mandated service. 

All of the study participants (N= 6) indicated that the project provided instruction in the 

core academic curriculum (e.g., mathematics, science, English). Notably, as they described how 

they delivered instruction, all of interviewees (JV = 6) told stories about using theme-based 

practices (i.e., actions and strategies) during the summer component. They also recounted how 

using themes allowed them to discuss topics without the limits of a traditional curriculum and 

provided them with relevant opportunities to bring in speakers. The theme-based curricula are 

grounded in core academic subjects such as math and English. 

According to the project's director Sue, the reason for adopting the theme-based 

approach is because, "we've wanted to expose to them in an intense way to a different view of 

study. Things, areas that they may not have thought that they could do well in." She went on to 

note that, "We also do it because we want to encourage them to again explore career options for 

areas of study that they may not have considered before." John likewise explained, "We do 

project based learning, so we pick a theme for the summer time. Based on that theme we do 

some interdisciplinary stuff on learning curriculum for students." He went on to say that themes 

allowed the project to provide students with a greater depth of understanding and made the 

standard subjects more relevant. In a similar vein, Tanya shared that "we have a different theme 

each summer. Last summer we had a science theme. We did anatomy and physiology." The 

expectation was that, "The students will study in depth on that subject. But they will also have an 

addition to that subject: their Math class and English class." 
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John described the practice this way, "everyone takes math and every one takes English 

[during the summer]." He went on to inform, "Then, based on the theme, kids will take courses 

in that particular area. For example, last year, the freshmen's curriculum was math, English, they 

had study skills." John further explained how core academic instruction was provided. "The way 

we structure the project," he said, "we break the students up into groups of five and a facilitator, 

which is a college student, gets two groups of five students and the facilitator kind of acts as their 

academic coach to help them do their work during the summer time." In addition, Tanya 

described the interplay between theme and student groupings and how it served as a strategy for 

providing students with a greater depth of understanding within the core subjects: 

[The students] work in groups of 10 to 12 students with a college student or recent grad-

age facilitator who is kind of their coach for the summer who is helping them organize 

their research, helping deal with just being motivated, being appropriate to be here, goal 

setting, trying to keep them engaged and moving through the process. 

As John noted, students are assigned to these core courses based upon the summer's 

theme. According to Monique, this was not, however the only way that students were assigned to 

their core course during the summer. She reported that the assignment of core courses, in 

addition to be connected to the theme, was also "based on whatever [the students are] going to be 

taking in the following academic year." To further describe how students' core courses were 

assigned Monique offered the following example, if students are "going into geometry [in the 

upcoming academic year], then we would be working on geometry during that summer." 

In sum, all of the interviewees (JV= 6) reported that, during the summer component, 

project staff used theme-based practices (i.e., actions and strategies) to deliver instruction in the 

core academic curriculum. 
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Finding 1.2.a: All of the study participants (N=6) reported that, during the summer component, 

project staff used theme-based practices to deliver instruction in the core academic curriculum. 

In addition to providing instruction in core academic curriculum, Upward Bound projects 

may choose to provide supplemental instruction, which is formal, in other subjects and areas 

aimed at preparing students for success in education beyond high school or for careers in which 

persons from disadvantaged backgrounds are particularly under represented. In the case of 

Lexmark Upward Bound, 5 of the interviewees (N= 6) described project staffs provision of 

supplemental instruction as being focused on the acquisition and application of study and 

research skills, which were aimed at readying students for the rigors and expectations of college. 

During the summer, irrespective of whether the curricular theme was health, science, 

mathematics, or English, students were assigned research and presentation projects that were 

designed to develop skills that interviewees' perceived to be essential for students' success in 

education beyond high school. "Each student is asked to do a research project pertaining to that 

topic. That's in conjunction with their regular scheduled classes of math, science, English, 

etcetera, throughout the day", Monique shared. Sue described the research and presentation 

assignment: 

The climax of the summer project is that students have to, whatever fields we're doing, 

they have to choose a topic and they have to do computers and tools this last year. One 

person has to write . . . they all do research, but one person has to write the paper. 

Another person has to, based on the group's research, that person has to do a 

PowerPoint® and then another person, because of the science and the science field, they 
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do poster presentations, so the third person has to do a poster presentation or actually has 

to design it. 

The intensive focus on developing study and research helped to acculturate students to 

the culture of college, Tanya explained: 

They do intensive work on study skills. They still have their English and Math class. And 

then, they have more group work with their facilitators in terms of just helping them to 

adjust to different expectations and behaviors than they're used to and helping them to 

integrate into this culture of college-going students. 

Similarly, John described how he believed the research project prepared students for 

college and helped them to self-manage and self-monitor their own progress: 

Friday the kid will give a kind of mini-presentation on what their research project. . . . 

They have weekly benchmarks that they must meet, that the facilitator helps them to 

meet. . . . It's an important point. The reason we switched to the project baseline, the 

research project, because we saw that the kids needed to develop better research skills 

and become better writers and try to get them to think more critically like they think in 

college. 

Three of the interviewees (JV = 6) did note that the research and presentation assignment 

had its limits. Consistent with their differentiation practices, Sue recounted how the project has 

had to modify the summer assignment for freshman: 

We did lighten up on the freshman last year and rather than make them do the full 

academic research PowerPoint®, the freshmen had to do a PowerPoint® on themselves, 

their own background, their own family background, when it came to and practices when 

it came to health. 
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In sum, 5 of the interviewees (W= 6) related instances of how, during the summer, 

project staff provided supplemental instruction that was ordinarily focused on students' 

acquisition and application of study and research skills, designed to ready them for the rigors and 

expectations of college. 

Finding 1.2.b: Five of the study participants (N=6) reported that project staff provided 

supplemental instruction focused on students' acquisition and application of study and research 

skills, designed to ready them for college. 

Concerning the permissible academic service, tutoring, Upward Bound projects may 

choose to provide enrolled students with tutoring, which can take the form of individual or small 

group informal academic assistance provided by professional staff or students who are either 

part-time paid, volunteers, or internship-for-credit students. Five of the interviewees (JV= 6) 

reported that the project provided tutoring and that most of the tutors were college students. John 

related: 

We provide tutoring during the academic year. Tutoring takes place in the respective high 

school, target high schools. The tutors are Lexmark University students, as well as some 

of our former Upward Bound students who are attending school locally, colleges locally. 

The tutoring takes place sometimes in the school, as well as in our office. The primary 

focus of the meetings is to continue that bond that the students develop during Great 

Hollow Wilderness school experience, as well as during the summer time, especially for 

the freshman. 

Usually, a student was assigned to attend tutoring "at the parent's or student's request, 

sometimes an adviser or sometimes just as a result of how they've done in the summertime," Sue 
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said. Laura discussed another method used to assign tutoring to students. She said that when a 

student receives a grade that is lower than a C, tutoring is strongly recommended. Tanya 

recounted, "We set them up with a tutor from the beginning of the year. That runs until June," to 

ensure that students would have access to and an understanding of the importance of tutoring. 

Interestingly, 4 of the study participants (N= 6) perceived that the tutors' proximity in 

age to that of the enrolled students seemed to improve the effectiveness of the tutoring. "Our 

tutoring now," Debbie began, "has more gone into we're looking into instead of just several 

students just being in there to tutor students, we're looking at it being more tutoring/mentoring, 

so that a lot of times students will share with someone that's more their peer." John said that 

having young "handsome" tutors improved attendance. "If," two of the project's most popular 

young men are scheduled to tutor, then, "kids will go because they know them." Laura, who also 

tutors during the academic year, shared another perspective on the positive impact of her age on 

her effectiveness as a tutor: 

I think that it's positive that I'm, you know, a college student, and I'm an athlete, and I'm 

someone that's close to their age but far enough, you know, that like I can be a role 

model for them but I'm not their parents. I'm not their teacher. 

In sum, 5 of the interviewees (N = 6) reported that the project provided tutoring and that 

most of them were college students. Further, an analysis of their descriptions revealed that 4 of 

the participants perceived tutors' proximity in age to that of the enrolled students seemed to 

enhance the effectiveness of the tutoring because students seemed to be able to relate to them as 

peers and role models. 

Finding 1.2.c: Four of the study participants (N = 6) reported that the project provided tutoring 

and that most of the tutors were college students. 
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Finding 1.2.d: Four of the study participants (N= 6) perceived that the tutors' proximity in age to 

that of the enrolled students seemed to enhance the effectiveness of the tutoring. 

Finally, projects may choose to engage students in project-sponsored cultural activities, 

which may include activities such as field trips, special lectures, and symposiums, that have as 

their goal the students' academic progress and personal development. In the case of Lexmark 

Upward Bound, 4 of the interviewees (N= 6) described the function of cultural activities as 

supporting students' assuming leadership roles and becoming self-directed (i.e., self-managing, 

self monitoring, and self-modifying). Tanya explained: 

All of our college tours and trips . . . whether it's a day trip to . . . a seven-day trip out of 

the country, operate on a student-led model, where students are assigned jobs and 

responsibilities, and they rotate day-to-day. So, you have navigator, finance person, food 

people, luggage people, photographer, historian. 

Embedded in study participants' stories of these cultural activities was the expectation 

that students had the capacity to be leaders and this could be cultivated through something as 

simple as getting there. "Actually, I have to say this. The way we conduct our college tour trips, 

we kind of take off [on] their leadership skills," reported John. Correspondingly, Tanya shared, 

students are: 

leaders for the day so that they are responsible for executing the trip and moving the 

group through whatever it is that we're doing on the trip. And, we really step back at that 

point; let the students run it with coaching from the sidelines. 

Tanya, John, and Sue each recounted instances of how what might seem as benign jaunts 

were transformed and, in turn, were used to transform the students. "Each kid is given a job," 
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John recalled. He said that there comes a point when the "jobs of the day are called." One of the 

jobs on the college tours is the "leader of the day." Tanya extended the description with a 

question that represented a call to action to the students, '"Okay. Where are we going?' And if 

you get there, you get there. If you don't, you deal with it." She continued: 

What we want to do is to teach them how they can plan and execute their own kinds of 

trips and that travel is not just something that people with a lot of money can do. You 

make a budget. You figure it out. How do you learn about a place that you've never been 

to before? Those kinds of things. 

The experience that interviewees described as most explicitly setting out to build 

students' capacity for leadership and self-direction was regional student conference called TRIO 

Day. Each year, students from Upward Bound projects from throughout the Northeast attend this 

conference. Though it was designed to support each of the project's young leaders, Lexmark's 

project staff transformed getting to me conference into an explicit learning experience. John 

confirmed: 

We have the navigator, the navigator must sit in the front seat with the map and with the 

Map Quest® directions and guide the drivers to the particular location we are going to. 

We have the food person; they get with the kids and decide where we are going to eat for 

the day . . . . We have, I think, the gear person who is responsible for making sure all the 

luggage is in the vehicles. Making sure they collect hotel keys and give that to the 

associate directors. I think we have a couple of other jobs, but each kid is given a job and 

has to perform that job through out the course of the day. 

In sum, 4 of the interviewees (N= 6) described the function of cultural activities as 

promoting the development of students' capacity for leadership and self-direction. In other 
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words, they perceived that project staff engaged students in leadership tasks in ways that 

required students to self-manage, self-monitor, and self-modify their behavior. 

Finding 1.2.e: Four of study participants (N= 6) reported that project staff used cultural activities 

as opportunities to promote the development of students' capacity for leadership and self-

direction. 

Research Question 1.3: 

What are the staff's reports of how they implement college-going services? 

For the purpose of this investigation, nine services, defined in either the regulations 

(Upward Bound, 2005) or the APR instructions (U.S. DOE, OSPE, n.d.), were clustered under 

college-going services. Projects may choose to provide services related to: (a) academic 

advising, (b) career awareness, (c) peer mentoring, (d) professional mentoring, (e) college 

entrance exam preparation, (f) financial aid assistance, (g) campus visitations, and (h) assistance 

with college admissions. 

As described in Chapter 1, Upward Bound projects may choose to provide students 

academic advising, which may take the form of assisting them with selecting appropriate 

courses, developing career plans, meeting academic requirements, and planning for college. All 

of the interviewees (N= 6) reported that academic advising was central to the project's success. 

Academic advising, as defined by Sue, is the development of a system: 

That [keeps] students under [our] wing and try to create a unit of people that care and are 

involved with this particular student. That usually works out to be a team of student's 

advisor, the guidance counselor, sometimes concerned teachers and finally, our Upward 

Bound staff, who would be one of the associate directors. 
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Advisors were part-time staff, either teachers in the host school or Lexmark students, 

who were paid a small stipend to support the students in their schools during the academic year. 

She continued: 

It's like a little team that looks out for the student and I think one of things that make it 

exceptional is that our students know that they are watched. They know that there are 

several people who are keeping an eye on them. They know they just can't goof off and 

do as they please, because between that little team someone's going to catch it and 

someone's going to communicate with somebody else and they're going to strategize and 

confront the student and encourage them to do well and do better. 

Each of the study participants (N= 6) expressed how academic advising provided one-to-

one opportunities during which students could have individual issues addressed. Tanya discussed 

how Lexmark staff implemented the advising process and outlined how advisors provided the 

associate directors with information. She related how selecting the appropriate courses, essential 

to being eligible for college, occurred in Lexmark Upward Bound: 

The advisers of the school are in communication with the students on their goals during 

the academic year. [The associate directors] . . . follow up with the one-on-one selection 

of the classes like during spring when they start to collect... do their selection forms, 

we'll hold another workshop with parents and then meet and follow up with students 

individually to make sure that they're taking the classes that they need to be in. 

Further, Debbie said that it is the advisors who "are the ones, sometimes, that let us know when 

there's something wrong." Students meet in their school with their advisor regularly to discuss 

their academic progress. While other issues may arise, the focus of the advisor/advisee 
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relationship was academic support. Advising was a "huge piece" of the services provided to 

students, according to Debbie. 

In sum, all of the interviewees (N= 6) described the function of the optional service 

academic advising as being integral to supporting students' academic persistence. For instance, 

participants expressed that the system of one-to-one support served as a mechanism for keeping 

the project staff informed of the students' progress when they returned to their host schools for 

the academic year. They shared how the process of advising let students know that someone was 

there to "look out for them". 

Finding 1.3 .a: All of the study participants (N~ 6) reported that project staff used academic 

advising as a technique through which they facilitated students' academic persistence. 

Concerning the optional college-going services—career awareness, peer mentoring, and 

professional mentoring, interviewees (N= 6) offered few specific examples of their intentional 

provision, even when prompted. That which they did report appeared to be the result of passive 

engagements with students and tertiary extensions of the more pronounced project components, 

which were discussed. 

What might be categorized as career awareness activities, for instance, were embedded in 

participants' descriptions of how they structured summer themes. "So," according to John, 

"during the summer time we have speakers come in and speak to the kids in that particular theme 

area. But also, if the kids have some different career areas that are kind of popular kids get an 

opportunity to see those people come in and speak." Debbie talked about a career fair; yet, she 

was the only respondent to mention this project component. 
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Likewise, there was equally limited discussion about the optional college-going service 

professional mentoring. An analysis of interviewees (JV = 6) responses revealed that when the 

speakers did not come in to talk to students about exploring and selecting a career path, the 

speaker's purpose would be to expand the students understanding of the theme, not any 

particular career. Professional mentoring did not emerge, therefore, as a college-going service 

that was central to Lexmark's preparation of students for college. Two of the study participants, 

Sue and Debbie, did make brief mention of professional mentoring, when they were prompted. 

Debbie's comment, which provides some evidence of the organization's approach to professional 

mentoring, was, "Even me, in the position of administrative assistant, I guess, sometimes what 

I'm doing, you know, when I'm interacting in a certain manner, I'm actually mentoring." 

In sum, only 3 of the interviewees (JV= 6) made any mention of the project's deliberate 

provision of optional college-going services—career awareness, peer mentoring, and 

professional mentoring. Based upon the respondents' statements, Lexmark appeared to use 

practices that are based on what can be categorized as traditional methods of college preparation 

(e.g., academic preparation and early exposure to college) rather than on strategies such as career 

awareness and professional or peer mentoring. These data did not yield a finding, however. 

An analysis of interviewees' (N- 6) descriptions revealed that Lexmark Upward Bound 

project's optional college-going services centered on: (a) college entrance exam preparation, (b) 

financial aid assistance, (c) campus visitations, and (d) assistance with college admissions. Those 

interviewed discussed the project's long-term commitment to specifically using these practices to 

prepare students for college. 
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With regard to preparing students for college entrance exams, 4 of the study participants 

(N= 6) reported a significant focus on SAT preparation. They emphasized that preparation for 

this college entrance exam begins through exposure as soon as students enter the project in the 

9th grade. "So we begin in the freshman year looking at college profiles so the kids can 

understand what the colleges are looking for," John said. Included in this profile are the SAT 

scores required by each of the schools. 

Interviewees reported that the project has collaborated with an outside organization to 

provide students with preparation on the SAT's. They noted that "Let's Get Ready" is an 

organization staffed by Lexmark University undergraduates who are trained to teach high school 

students how to succeed on the SAT. John shared that Let's Get Ready works "with the seniors 

to get them ready for the SAT as well as some of the college application and financial aid 

process." In a similar vein, Sue's comments revealed that she was impressed with what Let's Get 

Ready brings to the students. In her eyes Let's Get Ready is an "outfit that's interested in 

creating more college ready students and they provide this template SAT classes." 

The project also offers its own SAT support, according to respondents. Tanya described 

what the project did during the summer to help seniors prepare for the SAT, "Seniors operate on 

a different curriculum. They have SAT prep class for Math and for English." Monique explained 

the project's SAT preparation this way: 

10 to 11 graders are exposed to various SAT problems and mathematical problems that 

they tackle during the classes. So, they get full exposure to tackling SAT problems, 

working through them, solving them, and coming up with some of their own. 

In sum, 4 of the interviewees (N= 6) reported that the project had focused on preparing 

students for college entrance exams, specifically the SAT. Preparation was delivered 
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programmatically using two methods. The first was through an outside organization that is 

staffed by the host university's undergraduates. The second was designing academic instruction 

in such a way as to provide students with practice within the core courses. 

Finding 1.3.b: Four of the study participants (N= 6) reported that the project focused on 

preparing students for college entrance exams, specifically the SAT. 

Providing assistance with completing applications for financial aid, such as the FAFSA 

application process, is another college-going service that projects may choose to provide. Five of 

the study participants (N= 6) reported that the Lexmark Upward Bound project placed 

significant emphasis on assisting students and their families with FAFSA preparation. The 

interviewees' descriptions of the FAFSA process seemed to express their understanding of the 

daunting complexity of this application. They reported that they had established a comprehensive 

approach for educating and supporting students and their families through the financial aid 

process. 

Tanya said that preparation for the filling out the FAFSA begins in the students' 

freshman year when parents and students are introduced to the actual FAFSA application. In 

subsequent years, additional workshops follow. The intensity of this service increases in 

students' senior year, beginning in the summer. She described, in detail, the process of 

preparation and contingencies for the project's low-income first generation collegiates. In the 

spring of their junior year, "There are usually junior and parent-student meetings," Tanya 

reported. She recounted: 

That's with orientation to what they're going to be doing as rising seniors during the 

summer where they begin their college application, get all their [FAFSA] pin numbers 
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and practice doing applications, practice doing FAFSA and scholarship applications, loan 

applications, things like that. 

During that summer before their senior year, Tanya went on to say, students "write an appeal 

letter, in case they don't get the financial aid that they need, that they have something to go back 

and appeal to the schools with." Among other strategies, she also described how project staff 

helps students fill out "FAFSAs in February and January." They are also: 

Trying to help the students, seniors, stay on top of where they're accepted, dealing with 

kids who haven't gotten into school, dealing with those kids who have not yet completed 

their applications, dealing with financial aid issues and problems, communicating a lot 

with the schools to help resolve those issues, and making sure those students have their 

deposits and things like that into the schools they want to attend and all the financial aid 

issues are worked out. 

John reported that supporting the students through the financial aid process is another 

area for which the project seeks outside support. "We typically try to get someone from the 

[State] Student Loan Foundation to do a workshop for us." John stated. Though the project offers 

the support as John recalled, every year, through financial aid workshops, parents rarely attend. 

"We actually schedule FAFSA hours for our seniors and their parents." and when this does not 

work, John explained, "We have to follow those FAFSA hours with individual appointments 

where we have the students and parents complete the FAFSA here in our office and make sure 

that's done." 

As Sue described it, much remained to be done to ensure that this vital component of the 

college application process was completed. She gave insight into the specific challenges of 

working with families who have never sent anyone to college. She reported, "We've had kids 
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whose mother or parents were in jail and know we pretty much were the support ourselves for 

them through challenging periods and helping them when they really had to be raised themselves 

quite often." Study participants also expressed understanding that even when students' parents 

were "available to be involved" students might still sometimes need to "go it alone" as they 

prepared for college. Sue shared a story of one young woman whose: 

Parents make maybe $85,000 a year. The mother is scared to death of the father. The 

daughter was brought over from Jamaica to be with her mother and stepfather later in life. 

When it came time to do the financial aid process, I mean this kid had done everything 

we're supposed to do. Showed up at everything, gotten involved in everything; and then, 

at the end of the day, the father says to her, 'Well, you're going to have to put yourself 

through college. We're not going to help you.' It just made me so mad. But, we helped 

her strategize and come up with other sources and other ways. 

In sum, 5 of the study participants (N=6) reported that the project placed significant 

emphasis on assisting students and their families with FAFSA preparation. For instance, the 

project offered support in completing the FAFSA forms. This support was provided internally 

and externally. The [State] Student Loan Foundation and the project combined to provide 

workshops and office hours for families who would be sending their students to college. 

Finding 1.3.c: Five of the study participants (N= 6) reported that the project placed significant 

emphasis on assisting students and their families with FAFSA preparation. 

Concerning the optional college going service campus visitations, 5 of the interviewees 

(N- 6) described three options, touring colleges as a member of a group, individually going to 

colleges, or visiting as a participant in TRIO Day. Study participants reported that the tours took 



99 

place during both the academic year and the summer components. They noted that visitations 

were determined by the interest of the students, distance from Lexmark, and the available funds. 

The tours were described as typical in that the students visited the campuses to acquaint 

themselves with a college's offerings. 

College visitations are begun early, according to John: 

We try to take primarily freshmen and sophomores on a spring college tour trip so they 

can see a Duke University, so they can see Northrop University, so they can see these 

schools, University of Maryland, they can see these schools. 

He went on to say that the project wanted to "get the freshman and sophomores to go on a trip 

early on" so that kids will say, 'Wow, I want to go there'." Further, John noted, "This year our 

goal is to have at least one college tour every month." 

Sue said, "The college visits are pretty intense in the fall. There's quite a few, almost 

once or twice a month. There's usually a college tour to some of the local schools . . . well, just 

almost every school in [State] is considered local . . . usually Sundays, because that's when a lot 

of times they have their open houses." She continued to describe how the project was also 

capable of providing opportunities for student special interests to be met: 

For special interest students who want to go even farther or want to visit a school that 

isn't on our list, we'll make arrangements to take them up there. Usually, sometimes the 

parent will come, but usually it's just [one of our staff who will visit the college with the 

student]. 

Four of the respondents (N= 6) also reported selecting the location of college tours in 

conjunction with the project's participation in a regional student conference, TRIO Day. Hosted 

in different states each year, TRIO Day brings together the region's Upward Bound students to 
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participate in a number college preparatory and leadership activities. A tour of that state's 

colleges is one component of the conference. 

In sum, 5 of the interviewees (N= 6) reported that the optional college-going service 

campus visitation was provided in three ways, project sponsored group tours, project supported 

individual visits, and campus tours that were held in conjunction with TRIO Day. 

Finding 1.3.d: Five of the study participants (N= 6) reported that the optional college-going 

service campus visitation was provided in three ways. 

Finally, with regard to optional college application services, all of the interviewees (N = 

6) recounted instances in which they provided this service through one-to-one support and early 

exposure to the college application process. Sue explained that she characterized the college 

application process as being "one of the best services" that the project offered: 

Because students really, they don't get their hand held, but they're encouraged to stay 

focused and there's a resource. There's a place where they can come just to work. A lot 

of times we're not necessarily helping them but them just being there in the environment 

together in the evenings until 11:00 or whatever it takes to get this stuff done is a real 

plus. 

Debbie's comments echoed Sue's sentiments. She said that associate directors, John and 

Tanya, "work one-on-one with our seniors to make sure the college" applications are done. 

Likewise, Monique noted "They offer students assistance with their essay writing where they 

have some feedback for whatever essays and their college applications, etc." 

John explained how the process of supporting students as they prepare their college 

application began in the 9th grade: 
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That process begins freshman year in our meetings. For example, we have already given 

some of our students the college applications and shown them the components of that 

college application. The reason why we do that is because we want to go over with them 

as early as possible what that process looks like and, hopefully, motivate them and show 

them why they should be doing well. That is a day-to-day process in preparing them to be 

a part of college and to be able to go where they want to go. 

Tanya also emphasized that the application process, which was begun in the 9* grade, 

was "largely [focused] on education around the language of the college application process, why 

they need to take a college prep curriculum versus what's required to graduate from school and 

then again, always dealing with goals, evaluating where you're at." 

In sum, all of the interviewees (N- 6) reported that project staff used one-to-one support 

and early exposure to the college application process as the primary means for providing the 

optional college-going service college application. They also noted that the staff provided 

specific support in both the college selection process and completion of applications. 

Finding 1.3.e: All of the interviewees (JV = 6) reported that project staff implemented college 

application services through the practices of one-to-one support and early exposure to the college 

application process. 

Research Question 1.4: 

What are the staff's reports of how they implement case management services? 

While not specifically provided for in 34 C.F.R. 645 (Upward Bound, 2005), the 

fundamental nature of the required and permissible project components and services and the 

characteristics of participants suggest a need for case management services. In this study, case 
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management services included: (a) target school advocacy, interventions with participants' home 

schools on behalf of the participants; (b) personal counseling, crisis intervention and assistance 

with personal problems and decisions; and (c) related service coordination, actions and activities 

that enable participants to gain access to needed supports, beyond those provided by the project. 

Case management, as described by all the study participants (N = 6), seemed to be 

inextricably linked to the day-to-day provision of project services. In other words, interviewees 

made little distinction between case management as a service unto itself and the permissible and 

required services. In fact, for the most part, when study participants were specifically prompted 

to discuss case management, they instead discussed various project components. This was the 

case with John who, when asked about case management, talked about academic advising. Sue 

focused on students' entry into the project when asked about case management. Finally, 

Monique, Laura, Debbie, and Tanya primarily spoke generally about being supportive of 

students and their families. 

When asked, Debbie explained case management services this way, "our kids and parents 

seem to appreciate . . . sometimes when you just pick up the phone and ask 'How are you 

doing?'" She recalled: 

You may get into other things... . I'm making a call in regards to some event that's 

going on and just interacting with the person in regard to they're telling me about the 

different things they may be going through, or their child may be going through. 

Monique described case management as more a part of the fabric of the project than a 

single identifiable project component. Case management, for her, was a strategy of supporting 

the students through the process of seeing themselves as college students: 
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I think the counseling portion of it because those are the things we have like for the first-

year students who might not have the opportunity to go to college without some 

assistance or some focus. So, I think the fact that the counseling is available for those 

kids to really talk and communicate and to get things out, to communicate things that 

they bottled up inside; and to be told, 'Hey, you're smart. You have a good head on your 

shoulders. Stop looking down the wrong track and start focusing on the right one and 

believing in yourself And discovering themselves and, you know, what they're able to 

do when it's an opportunity; and the belief in themselves is very important. 

Sue identified case management as the process used to accept students into the project. 

She said that "we begin with a family interview when we recruit students and we sit down with 

them and we feel them out and try to explain to them as well as we can what's involved and try 

to gauge what their level of commitment is." This, she said, helps to get "the parents really 

engaged," or in the instances when the parents do not engage, this process may make some 

students "want it more than the parents." 

In sum, an analysis of responses revealed that for all interviewees (N= 6) case 

management were not viewed as a service unto to itself, but rather embedded in the practices that 

they used to prepare students for college. Their reports suggest that Upward Bound project 

services provide structure and context for what might be characterized as case management. 

They talked about strategy of building caring relationship with students and supporting them on a 

one-to-one basis through the process of seeing themselves as college students. Nevertheless, the 

interviewees' reports did not focus any single case management service as described above. 
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Finding 1.4.a: All of the study participants (N= 6) described case management not as a service 

unto itself but rather a strategy of one-to-one support embedded in the day-to-day practices used 

to prepare students for college. 

Summary of Research Question 1 

Study participants' (N= 6) reports of how they implemented project components and 

services designed to prepare eligible high school students for attendance at four-year colleges 

revealed that they all described differentiating implementation based on students' ages, grade 

levels, and needs for information and support at particular points in time. 

As they described how they delivered academic services, all of interviewees (N = 6) told 

stories about using theme-based practices to deliver instruction in the core academic curriculum 

during the summer component. Five of the interviewees described the use of supplemental 

instruction that was ordinarily focused on students' acquisition and application of study and 

research skills, designed to ready them for the rigors and expectations of college. All the 

interviewees reported that the project provided tutoring using college students, throughout the 

academic year. Further, 4 of the participants perceived that the tutors' proximity in age to that of 

the enrolled students seemed to enhance the effectiveness of the tutoring. The function of 

cultural activities was described by 4 of the study participants as promoting the development of 

students' capacity for leadership and self-direction. 

With regard to the implementation of college-going services, all of the interviewees (N = 

6) described the optional service of academic advising as being integral to supporting students' 

academic persistence. Few of the interviewees, only 3 (N= 6), made any mention of the project's 

deliberate provision of the optional college-going services—career awareness, peer mentoring, 
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and professional mentoring. Five of the participants noted that the project placed significant 

emphasis on assisting students and their families with FAFSA preparation. The optional college-

going service campus visitation was described by 5 interviewees as being provided in three 

ways, project sponsored group tours, project supported individual visits, and campus tours that 

were held in conjunction with TRIO Day. All of the interviewees reported that project staff used 

one-to-one support and early exposure to the college application process as the primary means 

for providing the support with college applications. 

Finally, the analysis of responses revealed that for all interviewees (JV= 6) case 

management were not viewed as a service unto to itself but rather embedded in the practices that 

they used to prepare students for college. 

Research Question 2: 

What are the staffs reports of the project practices that are most effective in preparing eligible 

high school students for attendance at four-year colleges? 

To answer Research Question 2, each of the interviewees (N = 6) was invited to respond 

to a series of 5 questions (i.e., one question about each dimension of the conceptual framework) 

about which project practices they perceived to be most effective in preparing students for 

attendance at four-year colleges and "why". The focus here was on eliciting participants' reports 

of effective project practices. 

As described in the findings for Research Question 1, study participants (N = 6) reported 

that the project provided many of the required and permissible academic services (e.g., 

supplemental instruction, tutoring, cultural activities) and college-going services (e.g., academic 

advising, financial aid assistance, campus visitations, and assistance with college admissions). 
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When asked to describe practices that were most effective in preparing students for attendance at 

four-year colleges, all of the participants' (N= 6) answers centered on college-going support 

services that the project offers. In particular, they talked about assisting students with college and 

financial applications. As the layers of their stories were peeled back, it became clear that "why" 

these services were perceived to be effective was because they were delivered in an 

individualized and supportive way. 

Sue recounted that "the college choice and the application and preparation process is . . . 

one of the best values of the project." As she continued, her rationale for selecting this project 

component as most effective was because it highlighted a "very individualized, very intense," set 

of strategies. This, she said, made the college choice and application process "One of the best 

services, because students really, they don't get their hand held but they're encouraged to stay 

focused and there's a resource, there's a place where they can come just to work." She admitted, 

"A lot of times we're not necessarily helping them [to complete the college and financial aid 

applications] but them just being there in the environment together in the evenings until 11:00 or 

whatever it takes to get this stuff done is a real plus." 

Monique, among others, also discussed the effectiveness of taking an individualized 

approach in guiding students through the college application process as an effective project 

practice. When asked, she began answering the question this way, "I know that if there are any 

questions in regards to application . . ." Then she stopped, and without prompting, she reframed 

her answer in terms of the "why" and described the one-on-one guidance that project staff 

provided: 

First of all, the project guides students to the college choices or what to start thinking 

about college choices, and then they guide them to request applications from those 
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colleges. Once they start completing their applications, the project guides them through 

that process, whether it be they need to apply for financial aid or any type of loan or 

grants. It also helps them with corrections and stuff like that. I don't think they actually 

mail everything off for them. The kids are responsible to do that. 

Her continued discussion does not move very far from the effectiveness of individualized 

support with the college application process. 

In sum, all of the interviewees (N= 6) stated that the provision of college support 

services (i.e., assistance with college and financial aid applications) on an individualized basis 

was a project practice that was effective in preparing students for attendance at four-year 

colleges. 

Finding 2.a: All of the study participants (N= 6) identified the individualized provision of the 

college-going support services, assistance with college and financial aid applications, as an 

effective project practice. 

Interviewees' elaborations on college-going support services as an effective project 

practice were bound by descriptions of project staffs' quality interactions and the development of 

one-to-one relationships with students. John said that the students refer to the staff by their first 

names; for him, this was a reason why the students saw staff as more than just staff. Specifically, 

John said that: 

We are on a first name basis here; I think that kind of makes a difference. If obviously, 

the kids can handle that and not go overboard with that. But, I think again, it is the 

attitude. The part that you really care, you really believe in the student and there is a high 

expectation despite whatever is going on. I mean we can see things. 
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Tanya began by describing a practice that she thought was the most effective. "I think it's 

after school meetings." Then, without prodding, she spoke about why she thought so: 

But really, what that is the opportunity to build relationship. You see the students on a 

regular basis. They get to know you a little bit differently. It's different than the 

classroom setting. You're having snacks. You're talking as regular people. So I think that 

the biggest thing that happens, whether it's from a mentor, a tutor, from us personally, or 

from an adviser is trying to make sure that everybody has a relationship with somebody 

in the project. 

Tanya summarized her feelings about project staff developing supportive relationships with 

students this way: "It's the idea that we're coaches for the students; and their sport or their 

activity is being successful in school. And so we're trying to figure out ways to train them and 

support them." 

In sum, all of the interviewees (N= 6) described building supportive, one-to-one 

relationships with students as an effective practice. They perceived that the quality of their 

interactions supported students in ways that helped them to be successful in school and be 

prepared for college. 

Finding 2.b: All of the study participants (N= 6) identified building supportive, one-to-one 

relationships with students as an effective project practice. 

In a similar vein, 4 study participants perceived that the associate directors' themselves 

were effective because they modeled the development of supportive, one-to-one relationships 

with students. Debbie, for one, emphasized that the project was successful because both associate 
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directors "gave of themselves". She shared an anecdote about John to personify the value of the 

quality of they modeled and the one-to-one support they offered to students and families: 

I've seen a mother call [John] in regards to her son not wanting to go to school and just 

stating, 'I'm not going to school.' I've seen John go there to the house and talk to the son. 

And it's these type of thing . . . there are other things too, but these are the things, I guess, 

that I look at more so than some of the other pieces. 

In the case of Tanya, Debbie said that she was impressed with "the way she gives of 

herself and her time is really above and beyond, if you ask me." Debbie stated that, "As I see 

[Tanya's] work with these students, as I see these students come in and ask for time, and she's 

there. Sometimes she's there on weekends, and so she's just really established herself." Finally, 

Debbie reflected, the students see and appreciate that the associate directors are "taking time out 

of their day, because they want to know what's going on with you." 

Laura, the undergraduate summer facilitator and academic year advisor, described the 

same phenomenon. She, like Debbie, seized the opportunity to relate her views on the impact of 

caring interactions that she had witnessed. Laura said, "I really just think that it is someone 

showing up that cares. The students have a lot of investment in [both associate directors], and 

really look to [them]." In her response, she noted that when parents tell the students that they 

should do this or that the students are not so quick to respond. "But then to have [the associate 

directors] show up," to one of the student's public school meetings students appear to value their 

input. They understand that both associate directors are "there and listening." 

In sum, 4 of the interviewees (N- 6) perceived the quality of the associate directors' 

interactions and abilities to build caring relationships with students' were especially effective and 

integral to students' success. Neither associate director characterized himself or herself in this 
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way. As noted earlier, the associate directors did reflect on the supportive relationships that they 

were able to develop with students as essential to the project's success. 

Finding 2.c: Four of the study participants (N=6) perceived that the associate directors' 

themselves were effective because they built caring relationships with students. 

Summary of Research Question 2 

An analysis of the data revealed that all of study participants (N= 6) perceived that the 

individualized provision of college-going support services and building quality one-to-one 

relationships with students as effective project practices. Four of the study participants also 

perceived that the associate directors' themselves were effective because they built quality, 

caring relationships with students. 

Research Question 3: 

What are the staffs reports of the project practices that they perceive to be most easily 

implemented in an urban high school in their service area? 

To answer Research Question 3, each of the interviewees was invited to respond to a 

series of 5 questions (i.e., one question about each dimension of the conceptual framework) 

about which project practices they believed could be most easily implemented in the urban high 

school in their service area. The aim was to elicit participants' reports of strategies or actions 

(i.e., practices) that might be transferable to Anytown High School. 

Study participants (N= 6) identified the following project services as transferable: 

tutoring and SAT workshops, included in their after school programming (n = 4), and small 

classes or groups, used during the summer component (n = 3). All of the interviewees continued 
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to place considerable emphasis on how project services were structured, so that staff might have 

quality interactions with students and, therefore, build supportive relationships. They perceived 

that the transferability of any project practice, and the success of same, was dependent upon 

implementers' demonstrating their commitment to students and this kind of service structure. 

This aspect of their reports will be addressed last. 

Four of the interviewees (N= 6) identified the project services encompassed in their after 

school programming as being easily transferable to Anytown High School. More specifically, 

they talked about tutoring and SAT workshops. Laura, for example, identified providing students 

with tutoring and help with selecting classes as transferable to the urban high school within 

which Lexmark's Upward Bound project operates. She talked about not only these services but 

also the quality of staff-student relationships, "Most schools do have tutoring, and most schools 

do have scheduling, but I think the reason why Upward Bound is successful is because students 

have personal attachments and individual attention." 

Likewise, Debbie stated that she thought that after-school programming could be put into 

practice in Anytown High School. As she related her thoughts about providing support on the 

SAT, the importance of quality interactions and caring relationships came out in her comments 

as well: 

Here again, just the interaction that they receive. First of all, from the advisors . . . 

because they end up being mentors to the students, they are advisors to the students and 

then they are tutors. And they end up a lot of times, being able to tell us certain things 

that are going on with those students . . . then the associate directors or the director can 

step in to kind of, you know, help with things that are going on . . . . So, I would say the 
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biggest pieces are the SAT prep, the advisors being in place, and also, the relationship 

that these students have with [John and Tanya]. 

In sum, 4 of the interviewees (N= 6) identified tutoring and SAT preparation, which are 

permissible services encompassed in the project's after school programming, as being easily 

transferable to the urban high school in their service area. Notably, they stressed the importance 

of linking these services with quality teacher-student interactions and caring relationships. 

Finding 3 .a: Four of the study participants (N= 6) identified tutoring and SAT workshops, 

permissible services included in the project's after school programming, as being transferable to 

the urban high school in their service area. 

In addition to tutoring and SAT workshops, Debbie said that she thought that the summer 

component could be easily implemented in Anytown Highs School. Once again, she emphasized 

small groups as mechanism for enhancing staff-student interactions: 

I think the piece that works best for our students during the summer is the, I think, the 

interaction. Well, we have facilitators and I really think the fact that you have a facilitator 

. . . these and here again, you can probably put in the word mentor, working directly with 

these students, pretty much, you know, even if they have a group, they have small groups. 

I myself really see this as being a benefit and I think a school system could put that in 

place. 

For her, the school system would also need to provide opportunities for students to have quality 

interactions with college-age project staff: 

But just, I think, what I see with the kids, sometimes what they need is to know that 

someone is there, a peer . . . because the facilitators are older, but not that much older. 
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They are college students, so it's not as if they are a long ways away in age group from 

the students, but they have a maturity as to how to handle certain things, but at the same 

time, they can empathize with what a student may be going through. I think that would 

work for almost any school. 

In the same way, Monique identified small classes, which were used during the summer 

component, as most transferable. She said, "The most important thing [about having small 

classes] I think is the connection. I think a connection with the students." Her comments about 

smaller classes continued, "Teachers," she reflected, "probably can . . . make it seem more like a 

family environment or as a caring family environment." She wanted to make clear, "it's not just 

the stats of students in and out. Upward Bound students, she said, "have a connection with the 

advisors and teachers and they understand that they're there to help them and to even give them a 

push to be a little bit further along than others." She concluded that the students "appreciate 

that." 

In sum, 3 of the interviewees (N= 6) reported that practice of having smaller classes, 

offered during a summer component, as being transferable to the urban high school in their 

service area. The rationale offered was that the smaller classes could provide students with 

enhanced opportunities to have quality interactions and build caring relationships with project 

staff. 

Finding 3.b: Three of the respondents (N= 6) identified small classes, offered during the summer 

component, as being transferable to the urban high school in their service area. 

Correspondingly, John's comments about project staff having the "right mindset" about 

and expectations for students help to explain a final dimension of interviewees' reports of the 
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considerable value of quality staff-student interactions and the development of caring 

relationships: 

I think the key though, they key of all is that of your attitude and mindset. That's 

everything; 1 mean I think you cannot replace the fact that TRIO people, EOP 

[Educational Opportunity People] people have a certain mindset and attitude. And that's 

just the key. 

He said that no matter what Upward Bound project services schools might emulate, those who 

choose to implement them must come to the task in the right frame of mind because, "if the kid 

knows that you believe that he can, and you know that he can, it's going to make the difference. 

You can do advisors, you can go on college tour trips, but the person has to know you believe 

what you are saying and you know it and you've lived it." 

In sum, all of the interviewees (N= 6) placed considerable emphasis on how project 

services were structured, whether it was during the academic year or summer, so that staff might 

have quality interactions and opportunities to develop supportive relationships with students. 

Participants perceived that transferability of any project practice, and the success of same, would 

be dependent upon implementers' demonstrating their commitment to students and this service 

structure. 

Finding 3 .c: All of the study participants (N= 6) perceived that the transferability of any project 

practice, and the success of same, was dependent upon implementers' developing quality, caring 

relationships with students and demonstrating their commitment to students' success. 
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Summary of Research Question 3 

An analysis of the data revealed that study participants (N=6) identified tutoring and 

SAT workshops, included in their after school programming (n = 4), and small classes or groups, 

offered during a summer component (« = 3) as transferable to the urban high school in their 

service area. Notably, all of the interviewees emphasized the importance of structuring services, 

during the academic year or summer, so that students could have quality interactions and develop 

supportive relationships with teachers. Participants also offered that the successful 

implementation of any project practice depended upon implementers' demonstrating their 

commitment to students' success. 

Summary of the Chapter 

This qualitative investigation of Lexmark Upward Bound resulted in 18 findings. The 

findings revealed project staffs' accounts of how they implemented project components and 

services, the practices they perceived to be most effective in preparing eligible high school 

students for attendance at four-year colleges, and those effective practices that could be most 

easily implemented in an urban high school in their service area. 
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CHAPTER 5: SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

Introduction to the Chapter 

The purpose of this chapter is to present conclusions and recommendations based on the 

data collection and analysis of Lexmark Upward Bound project staffs reports of: how they 

implemented project components and services, the practices they perceived to be most effective 

in preparing eligible high school students for attendance at four-year colleges, and those effective 

practices that could be most easily implemented in an urban high school in their service area. 

The chapter is organized into the following sections: a summary of the study; a list of the 

findings for each of the three research questions; and a presentation of conclusions, which are 

derived from the findings, accompanied by recommendations for practice and future research. 

Summary of the Study 

The notion that a college education is integral to not only an economically stabile life but 

also a healthy life is well supported. A college education can lead to economic self-sufficiency 

and improvements in a person's quality of life (Porter, 2002). Compared with their peers with 

less education, persons with a college degree will have higher median earnings, be healthier, 

spend more time with their children, and be generally happier (Cheeseman Day & Newburger, 

2002; U.S. NCES, 2006). 

According to Greene and Forster (2003), low-income, minority students (i.e., Black and 

Hispanic) "are seriously underrepresented in the pool of minimally qualified college applicants" 

(p. 2). When they graduate from high school and go on to college they face challenges related to 

"lower levels of academic preparation, lower educational aspirations, less encouragement and 
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support to attend college, particularly from parents, less knowledge about the college application 

process, and fewer resources to pay for college" (Engle, 2007, p. 28). 

Upward Bound, the focus of this investigation, was especially designed to provide low-

income and minority students with the supports so they might" succeed in pre-college 

performance and ultimately in higher education pursuits" (U.S. DOE, 2006, p. 17). It is the oldest 

and largest of the Federal TRIO programs, which were especially designed "to foster increased 

educational opportunity and attainment" (U.S. DOE, 2006, p. 1). More specifically, these 

programs aim to provide opportunities for individuals from low-income families (e.g., in 2007 

for a family of four $30,975), where neither parent graduated from college, with entering college, 

graduating, and by extension, moving on to participate more fully in the economic and social life 

of our country. 

The purpose of this single-case study was to explore and describe: (a) Upward Bound 

project staffs accounts of how they implemented project components and services, (b) the 

practices (i.e., actions and strategies) they perceived to be most effective in preparing eligible 

high school students for attendance at four-year colleges, and (c) those effective practices that 

they perceived could be most easily implemented (i.e., put into practice) in an urban high school 

in their service area. The conceptual framework was derived from Upward Bound regulations 

(Upward Bound, 2005) and recent Upward Bound APR instructions (U.S. DOE, OSPE, n.d.). 

Mandated and permissible program components and services were organized into four clusters, 

program components, academic services, college-going services, and case management services, 

which encompassed the dimensions of the framework. 
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The research questions that guided this study were: 

1. What are the staffs reports of how they implement project components and services 

designed to prepare eligible high school students for attendance at four-year colleges? 

2. What are the staffs reports of the project practices that are most effective in 

preparing eligible high school students for attendance at four-year colleges? 

3. What are the staffs reports of the project practices that they perceive to be most 

easily implemented in an urban high school in their service area? 

For Research Question 1 there were also four sub-questions one for each of the dimensions of the 

conceptual framework. 

A single-case study design was chosen to answer the research questions. According to 

Yin (2003), a case study design is appropriate when the aim of the research is exploratory and 

the form of the research question is "what" (p. 5). As presented above, this study was exploratory 

and the research questions took the form of what Upward Bound project staff reported about how 

they implemented the project components and services and what they perceived to be the most 

effective and transferable college preparatory strategies. Therefore, a case study design was 

appropriate. To answer the research questions, data were collected through a single semi-

structured telephone interview completed with each of the study participants (N = 6). The 

conceptual framework (Upward Bound, 2005; U.S. DOE, OSPE, n.d.) guided the development 

of the semi-structured, telephone interview guide and served as a lens for analyzing the data. 

Presented below are the findings that were generated. 
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Research Question 1: 

Findings Related to Staff's Reports of How they Implemented Project Components and Services 

Research Question 1.1: Staff's Reports of How they Implemented Project Components 

Finding 1.1 .a: All of the study participants (N=6) reported that staff differentiated 

implementation of both the academic year and summer project components based on students' 

ages, grade levels, and needs for information and support at particular points in time. 

Research Question 1.2: Staff's Reports of How they Implemented Academic Services 

Finding 1.2.a: All of the study participants (JV = 6) reported that, during the summer component, 

project staff used theme-based practices to deliver instruction in the core academic curriculum. 

Finding 1.2.b: Five of the study participants (N= 6) reported that project staff provided 

supplemental instruction focused on students' acquisition and application of study and research 

skills, designed to ready them for college. 

Finding 1.2.c: Four of the study participants (N= 6) reported that the project provided tutoring 

and that most of the tutors were college students. 

Finding 1.2.d: Four of the study participants (N= 6) perceived that the tutors' proximity in age to 

that of the enrolled students seemed to enhance the effectiveness of the tutoring. 

Finding 1.2.e: Four of study participants (N- 6) reported that project staff used cultural activities 

as opportunities to promote the development of students' capacity for leadership and self-

direction. 



120 

Research Question 1.3: Staff's Reports of How they Implemented College-Going Services 

Finding 1.3. a: All of the study participants (N= 6) reported that project staff used academic 

advising as a technique through which they facilitated students' academic persistence. 

Finding 1.3.b: Four of the study participants (N= 6) reported that the project focused on 

preparing students for college entrance exams, specifically the SAT. 

Finding 1.3.c: Five of the study participants (N = 6) reported that the project placed significant 

emphasis on assisting students and their families with FAFSA preparation. 

Finding 1.3 d: Five of the study participants (N= 6) reported that the optional college-going 

service campus visitation was provided in three ways. 

Finding 1.3.e: All of the interviewees (JV= 6) reported that project staff implemented college 

application services through the practices of one-to-one support and early exposure to the college 

application process. 

Research Question 1.4: Staff's Reports of How they Implemented Case Management Services 

Finding 1.4.a: All of the study participants (JV= 6) described case management services not as a 

service unto itself but rather a strategy of one-to-one support embedded in the day-to-day 

practices used to prepare students for college. 

Research Question 2: 

Findings Related to Staffs Reports of the Project Practices that are Most Effective 

Finding 2.a: All of the study participants (N= 6) identified the individualized provision of the 

college-going support services, assistance with college and financial aid applications, as an 

effective project practice. 
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Finding 2.b: All of the study participants (JV = 6) identified building supportive, one-to-one 

relationships with students as an effective project practice. 

Finding 2.c: Four of the study participants (JV= 6) perceived that the associate directors' 

themselves were effective because they built caring relationships with students. 

Research Question 3: 

Findings Related to Staff's Reports of the Project Practices Perceived to be Most Easily 

Implemented in an Urban High School 

Finding 3.a: Four of the study participants (N= 6) identified tutoring and SAT workshops, 

permissible services included in the project's after school programming, as being transferable to 

the urban high school in their service area. 

Finding 3.b: Three of the respondents (N= 6) identified small classes, offered during the summer 

component, as being transferable to the urban high school in their service area. 

Finding 3.c: All of the study participants (N= 6) perceived that the transferability of any project 

practice, and the success of same, was dependent upon implementers' developing quality, caring 

relationships with students and demonstrating their commitment to students' success. 
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Conclusions and Recommendations 

Conclusion 1: The Upward Bound project staff in this study identified having caring and 

supportive relationships with students, which were established and sustained through the 

educational process and deliberately embedded in multiple project practices, as their most 

effective practice and essential to their successful preparation of students for college and to the 

transferability of any project practice. 

This conclusion was based on the following findings: 1.2.d, 1.3.a, 1.3.e, 1.4.a, 2.b, 2.c, 

3.b, and 3.c. 

All of the interviewees (JV = 6), in one way or another, described building supportive, 

one-to-one relationships with students as their most effective practice and essential to their 

success with preparing their students for college. They repeatedly emphasized how the quality of 

their interactions supported students in ways that helped them to be successful in school and 

ready for college attendance. Further, they indicated that transferability of any project practice to 

urban high schools would be dependent upon implementers' demonstrating their commitment to 

students and creating structures that fostered the development of quality interactions with 

students. 

Interviewees described staff/student relationships as being established and fostered 

through the educational process and deliberately embedded in various project practices using 

multiple strategies. Methodically, project staff delivered project services in ways that provided 

authentic opportunities to develop the foundation for the trust bonds, which are crucial to low-

income, minority students' connections with education and schools (Bennett et al., 2004). It 

seems participants understood that "supportive relationships with teachers [might] augment 
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students' motivation to learn and actively participate in subject domains that have traditionally 

held little interest for them" (Fredriksen & Rhodes, 2004, p. 46). 

Concerning academic services, participants noted that the effectiveness of tutoring was 

enhanced because the tutors were college-aged and the Upward Bound students seemed to be 

able to relate to them as peers and role models. Lerner and Brand (2006), in their review of 

program evaluation data from twenty-two pre-collegiate preparation programs serving first-

generation, low-income, and low-performing students, students with disabilities, and 

underrepresented minorities, had similar findings. They discovered that having academic help 

from peers and college tutors made college seem attainable to these students and provided a safe 

place for them to discuss problems. 

Several college-going services were identified by participants as opportunities for 

developing and strengthening strong bonds with students. Academic advising was described as 

being integral to supporting students' academic persistence. Study participants expressed that the 

system of one-to-one support served as a mechanism for keeping the project staff informed of the 

students' progress when they returned to their host schools for the academic year. They shared 

that the process of advising let students know that someone was looking out for them. Lexmark 

Upward Bound Project staff highlighted that the development of caring and supportive one-to-

one relationships extended to how they delivered what might be considered mundane college-

services such as college selection and assistance with completing college and financial aid 

applications. In a similar way, Ascher and Maguire (2007), in their qualitative follow-up study of 

13 New York City schools that were achieving success with bringing low-performing ninth-

graders to timely graduation and college enrollment, learned: 
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Providing a solid preparation for graduation and college required a commitment.. . 

beyond [teachers'] class assignments and the regular school day to providing tutoring, 

mentoring, counseling, and other activities through which they maintained close 

relationships with students, (p. 7) 

Notably, study participants believed that the quality of the associate directors' 

interactions and abilities to build caring relationships with students' were especially effective and 

integral to students' success. This aligns with Haycock's (1998) finding that the quality of 

educators' quality has a significant impact on student performance. 

Ultimately, the Lexmark Upward Bound project staff participating in this study placed 

considerable emphasis on project services being structured, whether it was during the academic 

year or summer, so that staff might have quality interactions and opportunities to build 

supportive relationships with students. For example, they identified small classes, offered during 

a summer component, as a practice that could support quality interactions with teachers or peers, 

and be transferred to urban high schools. Similarly, Fredriksen and Rhodes (2004) emphasized 

the supportive potential of teachers and how "children's' relationships with their teachers can be 

a crucially important influence, affecting students' connection to school, motivation, academic 

performance, and psychosocial well-being" (p. 45). Participants perceived that transferability of 

any project practice, and the success of same, would be dependent upon implementers' 

demonstrating their commitment to students and creating a structure that "can increase and 

facilitate teachers' and other staff members' caring potential, while maintaining academic rigor 

and teacher autonomy" (Fredriksen & Rhodes, p. 51). 

Recommendation 1: Teachers and school administrators in urban high schools should 

implement small group and one-to-one academically oriented activities designed to foster 
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opportunities during the day for students to develop supportive relationships with their teachers 

and other adults. 

Urban high schools would do well to institute activities and practices that help students 

form important bonds that may make it possible for them to connect to education, become 

college ready, gain acceptance to four year college, and accrue the benefits of completing a 

degree. Supported by high expectations, program design should focus on the establishment of 

authentic opportunities for students to get to know themselves and communicate on a one-to-one 

basis with teachers and other adults. Such academically oriented activities should be 

individualized to meet students changing needs as they progress through high school and could 

be modeled after those provided by Lexmark Upward Bound. Among others, activities should 

include academic advising in the form of help with selecting courses that align with college 

expectations, and college-going services, such as completing forms such as the FASA and 

college applications. 

The aim of all small group and one-to-one academically oriented activities should not 

only be improvement of students' academic performances and persistence but also the 

development of caring, supportive relationships with teachers and other adults that have the 

personal capacity to serve as mentors and role models. Students need support from their teachers 

and want to be able to ask for academic help, noted Bernstein-Yamashiro (2004); they "want 

teachers to help them work out problems without judging their behavior. Within these 

relationships, they create a familial atmosphere within large schools and empower teachers to 

inhabit roles as supportive advisers" (p. 64). All urban high school students should be afforded 

such opportunities. 
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Recommendation 2: Urban school districts should restructure their high schools to be 

smaller so that the anonymity of large schools is lost and replaced with multiple opportunities for 

low-income, minority students to establish meaningful relationships with caring adults. 

Both students and teachers feel lost in large schools. As Cotton (1996) pointed out over 

ten years ago, "None of the research finds large schools superior to small schools in their 

achievement effects. Consequently, we may safely say that student achievement in small schools 

is at least equal—and often superior—to student achievement in large schools" (p. 7). Urban 

districts must continue to push to restructure comprehensive high schools into small learning 

communities by creating new small schools high schools. Smaller structures can buffer the 

effects of large impersonal urban school environments. They can provide a venue within which 

students are able to build one-to-one relationships with teachers and a sense that there are adults 

who are looking out for their welfare. Likewise, smaller structures have been found to support 

"students in taking and successfully completing academically rigorous work to ensure that they 

are prepared for postsecondary education" (Martinez & Klopott, 2003, p. 6). Smaller schools 

appear to also facilitate the engagement of students in a variety of extracurricular activities and 

leadership roles known to enhance their college-going opportunities (Cotton, p. 5). 

Recommendation 3: Other researchers should conduct similar studies using additional 

methods and a larger sample of Upward Bound projects from other states to further examine the 

relationship between student staff interactions and the success of Upward Bound projects. 

This qualitative investigation focused on a single Upward Bound project in one 

Northeastern state. A single method was used and the sample size was small. Additional research 

using other methods (e.g., survey, focus groups) is needed to determine if staff having caring and 

supportive relationships with students, established and sustained through the educational process 
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and embedded in multiple project practices, is unique to Lexmark or if this practice is seen as 

effective across a broader sampling of projects. Such research has the potential to identify 

promising practices, ones that go beyond Upward Bound project requirements as specified in the 

regulations (Upward Bound, 2005). 

Conclusion 2: The Upward Bound project staff in this study identified the college-going services 

they provided and the practices used to do so as integral to students' acculturation to the idea of 

going to college and the likelihood that they would be accepted into and attend college. 

This conclusion was based on the following findings: 1.1.a, 1.2.e, 1.3.b, 1.3.C, 1.3.d, and 

2.a. 

Study participants' (N= 6) descriptions of Lexmark Upward Bound project's most 

effective college-going services centered on: (a) college entrance exam preparation, (b) financial 

aid assistance, (c) campus visitations, and (d) assistance with college admissions. Interviewees 

emphasized project staffs' long-term commitment to specifically using these services as a 

method for acculturating students and families to and preparing students for college attendance. 

They saw them as essential to their successful preparation of students and indicated they were 

transferable to an urban high school. 

Students from low-income, minority backgrounds, Engle (2007) observed, face 

challenges related to "lower levels of academic preparation, lower educational aspirations, less 

encouragement and support to attend college, particularly from parents, less knowledge about the 

college application process, and fewer resources to pay for college" (p. 28). Amidst these 

acknowledged challenges, project staff sought to address such limitations by identifying 

strategies to ensure that student's visualized themselves matriculating and took steps to ensure 
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that this happened. Thus, they created a program culture that methodically and characteristically 

surrounded the potential first generation college students' they served with the language of 

college. 

To lessen the impact of limiting impressions that students and families had about college, 

four of the participants noted, the project offered programming in areas such as SAT preparation, 

college essay, resume, and application completion. Various methods were used to provide these 

services. SAT preparation, for instance, was delivered programmatically using two methods. The 

first was through an outside organization staffed by the host university's undergraduates. The 

second was designing academic instruction in such a way as to provide students with exam 

practice within the core courses. 

All of the study participants (N= 6) reported that Lexmark Upward Bound staff 

differentiated project components based on students' ages, grade levels, and needs for 

information and support at particular points in time. Notably, interviewees recounted how project 

staff differentiated informational supports and acculturation processes as students' moved 

through the high school years and college loomed closer. For instance, students entering the 9th 

grade were engaged in financial aid workshops to help their families gain a sense of what would 

be required of them over the next four years. During students' senior year, the FAFSA 

workshops were about actually filling out forms and ensuring that families obtained the most, 

financial relief possible. 

In a similar way, interviewees described how Lexmark's project staff transformed the 

permissible academic service cultural activities into developmentally appropriate tasks designed 

to demonstrate their confidence in students' and promote their capacity for leadership and self-

direction. This practice is in keeping with recommendations, by Bennett et al. (2004). 
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Increased opportunities should be created for continuous exposure to high-performance 

learning environments in which children successfully experience high expectations and 

joyful but rigorous challenges that are at the growing edges of their zones of proximal 

development—the areas just beyond each student's learning comfort zone. (p. 30) 

Lexmark Upward Bound project staffs use of persistent, longitudinal college 

acculturation strategies seemed to transform students' behaviors and their families' thinking 

about the prospect of attending a four-year college upon high school graduation from if to when. 

Successful preparation for college was not assigned to a particular program component. Rather, 

it was the sum of the project's parts, which equaled individualized, differentiated, and caring 

college preparation. 

Recommendation 4: Urban high school teachers, staff, and administrators need to engage 

in deliberate and sustained efforts focused on supporting students' going to college, beginning 

with high school entry through graduation. 

Urban high schools must provide all students with equal opportunities to accrue the 

benefits of completing a college degree. Teachers, staff, and administrators need to adopt a 

shared vision for and the language of college preparation and attendance, while at the same time 

acculturating students and their families to the same. Meaningful and sustained interactions with 

students that center on college preparation need to be created. 

Differences in students' racial heritage, family backgrounds, and socioeconomic status 

should be treated as incidental starting points for college-going support as opposed to perceiving 

them as barricades. Therefore, initial efforts might focus on having teachers, staff, and 

administrators "work to recognize their own cultural beliefs and understand how those beliefs 

might affect their pedagogy and their interactions with students" (Martinez & Klopott, 2003, p. 
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5). Such explorations have the potential to help them modify non-productive behaviors and 

practices and engage in those that would promote students' successful ascension to college. 

Importantly, administrators must lead by setting an expectation "that college preparation 

will be a goal for every student" (Martinez & Klopott, 2003, p. 5). Everyone must deliberately 

and routinely convey such expectations to students, support them in having the goal of going to 

college, and teach them the language of college and how to get there. As such, meaningful and 

differentiated college-going support, like that provided by Lexmark Upward Bound, must 

become commonplace in urban high schools. Such support should include early and sustained 

assistance with selecting courses needed for college enrollment, preparing for college entrance 

exams, and exposure and guidance related to selecting and visiting colleges and completing 

college and FAFSA applications. To be successful, urban high schools must neither leave 

preparation for college and provisions of support to the guidance counselor alone nor wait until 

the December of student's senior year to provide it. Teachers, staff, and administrators need to 

engage in deliberate and sustained efforts to acculturate students and their families to the idea of 

attending college and provide needed guidance, beginning with high school entry through 

graduation. 

Recommendation 5: Urban high schools must be organized so that daily schedules 

mandate that all teachers and staff have adequate time to meet with students to set goals, monitor 

progress, and communicate with them and their families. 

School administrators must ensure that every teacher and staff member shares the 

responsibility of preparing students for college. Guidance counselors, even good ones, are 

insufficient in the battle to overcome limitations on students' futures that are imposed by the 

demographics of large, poor urban high schools. Most urban counselors are saddled with 
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caseloads that exceed 250 students with complex needs. Commonplace student needs include but 

are not limited to homelessness, abuse (substance, physical, or emotional), poverty, low parental 

expectations, relatively uneducated families, and low motivation. Therefore, urban high school 

administrators must organize their schools in ways that provide all teachers and staff time to 

meet with students to set goals, monitor progress, and build relationships. 

One method that could be used is to divide large schools into manageable sections, often 

referred to as "houses" or "families." Large urban schools are ineffective, especially for minority 

students. After the school is divided, the schedule needs to mandate both group and one-to-one 

student/faculty meetings. Each house and student must be assigned an advisor. At least once a 

week students should meet with advisors individually and as a group. The purpose of both of the 

meetings should be to deepen the relationship between faculty and students while focusing on 

topical discussions, student-generated, academic, and college preparatory. The context for both 

the group and one-to-one meetings is goal setting and monitoring. 

Teachers and staff must also have some time scheduled during which they reach out to 

families of the students in their house. The context of these conversations must be information 

and support for the families. This can be accomplished by deliberately scheduling periodic 

meetings for groups of parents to create a community among parents. These meetings should be 

parent-driven and topical (e.g., raising children, time management), while also providing college 

preparatory information (e.g., FAFSA and college applications). 

Communication with the students and family must be consistent and sustained. Both 

parents and students need to be able to count on the school to reach out and respond. The more 

connected the family and students are to educators the more they will be connected to education. 

The deeper their connection to education, the more likely students will excel and attend college. 
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Recommendation 6: Future research should be conducted using additional methods and a 

larger sample of Upward Bound projects from other states to determine which college-going 

services are most effective and related to students' attending college. 

All students would be well served if they were offered opportunities to learn more about 

the college-going process. The college-going support services described by Lexmark's Upward 

Bound project staff as being effective need to be researched further. It would be important to see 

if staff perceptions are unique to Lexmark or if this practice is seen as effective across a broader 

sampling of projects. Investigators should also conduct studies using other methods (e.g., survey) 

and designs (e.g., quasi experimental) to determine what, if any, real impact college-going 

services have on students' college attendance. 

Conclusion 3: The Upward Bound project staff in this study identified the academic services that 

they provided as being effective, transferable, and important to students' acquisition of academic 

skills that would improve their college-readiness and the likelihood that they would be accepted 

into and attend college. 

This conclusion was based on the following findings: 1.2.a, 1.2.b, 1.2.c, and 3.a. 

Four of the study participants identified tutoring and SAT workshops, permissible 

services included in the Lexmark Upward Bound's after school programming, as being both 

effective and transferable to an urban high school setting. Tutoring, provided mostly by college 

interns, was seen as a way to establish "strong peer networks providing] students with another 

resource for information, as well as for support" (Martinez & Klopott, 2003, p. 8). Additionally, 

tutoring is an effective practice for addressing gaps in academic preparation and is strongly 

associated with subsequent college enrollment and degree attainment (Engle et al., 2006). 
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Study participants' spoke about the project's summer component offerings, which 

included both core and non-core curricula, with great enthusiasm. All of the interviewees (N=6) 

reported that project staff used theme-based practices to deliver instruction in the core academic 

curriculum (e.g., mathematics, science, English). They used this practice to advance students' 

understanding of core the academic content that they would be engaging with in their fall 

coursework and to help them overcome summer learning loss. Five of the study participants also 

talked about how project staff provided supplemental instruction, during the summer, that was 

ordinarily focused on students' acquisition and application of study and research skills, designed 

to ready them for the rigors and expectations of college. 

Cooper's (2003) meta-analysis of studies examining the effects of summer vacation on 

standardized achievement test scores indicated a need for summer programming. He found that: 

Summer learning loss equaled at least one month of instruction as measured by grade 

level equivalents on standardized test cores-on average, children's tests scores were at 

least one month lower when they returned to school in fall than scores were when 

students left in spring, (p. 3). 

Rothstein (2006) also noted that the achievement gap between low-income, minority students 

and their more affluent White peers grows the most during summer, school vacations. He 

suggested that the costs of summer programs, about $2,500 per student annually, which provide 

students with experiences in addition to academic supports and like those that those middle-class 

students are having (e.g., sports, drama, music, art), might be outweighed by the benefits. 

The provision of academic services at Lexmark's Upward Bound emphasized keeping 

students' engaged in a meaningful process of learning throughout the entire school year and the 

four years that they participated in the project. Bedsworth et al. (2006) noted that of the many 
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factors that affect college matriculation, "one stands head and shoulders above the rest. 

Academic preparation is the most effective means of increasing the odds that students will 

graduate from high school ready for college, matriculate, and eventually receive their degrees" 

(p. 16). It is well known that students from historically disadvantaged populations come to 

school less prepared to be successful in the classroom, making them less likely to do well in or 

take upper-level courses. It has become increasingly clear, however, that "students' who take 

high-level courses, including advanced mathematics in high school, are more likely to enroll in 

and complete bachelor's programs than those who do not" (Martinez & Klopott, 2003, p. 5). In 

general, Lexmark Upward Bound project staff seemed to understand this and employed yearlong 

academic services to increase students' participation in a necessarily rigorous pre-collegiate 

curriculum. 

Participant's description suggested that project staff were deft at providing "additional 

resources to students who are challenged by academically rigorous work" (Martinez & Klopott, 

2003, p. 4). As described earlier, small group structures and one-on-one strategies were used. 

Interviewees' perceived that these practices were effective and ensured that students were able to 

keep their performance in rigorous academic courses consistent with that which is required for 

acceptance into college. As Bennett et al. (2004) pointed out: 

Although the challenges may be greater for minority students to excel academically 

(given issues related to race, gender, and culture bias), continuous monitoring and 

advising of students should emphasize the skills, values, and habits that students need to 

acquire and practice in their academic lives, (p. 25) 

In sum, academic services were employed to increase students' participation in a 

necessarily rigorous pre-collegiate curriculum. The services were structured year round to 
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overcome summer learning loss. Finally, practices such as tutoring, personalized attention, and 

small group instruction were used to create support networks and ensure students were 

academically successful. 

Recommendation 7: Urban high schools should design curricular structures and implement 

instructional strategies that focus on providing students with yearlong academic supports to help 

them successfully complete the academically rigorous work needed for college entrance. 

Urban high school curriculum and instruction needs to be structured so that students are 

presented with the opportunities to learn. All students must be provided with an "engaging and 

adequate curriculum [and] innovative instructional techniques (Cabrera & LaNasa, 2000 p. 41). 

Data suggest that there is a positive relationship between improvements in student achievement 

and the re-alignment of high school standards and curricula with college expectations (Blanco et 

al., 2003; Martinez & Klopott, 2003). To begin, school administrators should structure 

"professional development activities that involve teachers working together to align curricula 

with standards, review assignments for rigor, and discuss ways of making classroom activities 

more engaging" (Quint, 2006, p. ES-7). These activities must be designed to engage local 

university and college partners in the process. 

Once curricula are re-aligned teachers, staff, and school administrators should collaborate 

on making constructive changes to instruction so it is relevant and students are engaged. This 

might include using theme-based strategies, like those used by Lexmark Upward Bound. In 

particular, instruction should focus on students' acquisition and application of study and research 

skills, designed to ready them for the rigors and expectations of college. 

Likewise, urban high schools should create small, personalized learning environments, 

like those described by study participants. The transition in education from large industrial 
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schools to smaller schools must include structures that promote personalization. As Martinez and 

Klopott (2003) suggested, "This enables teachers to design lessons that meet the needs and 

interests of their students" (p. 5). Students need to know that teachers and administrators care. It 

is here where students begin to fulfill their potential. 

Recommendation 8: Districts serving low-income, minority students should increase the 

length of the high school year to include a significant, sustained, and focused summer 

component. 

We need to break from the summer break tradition. Sending our children into the modern 

economy with an industrial era education that is delivered based on an agrarian calendar spells 

eminent failure for them, our businesses, and our communities. Nations such as Japan already 

send their children to school for 240 days, according to Cooper (2003). The continued 

maintenance of a ten-week summer vacation does not serve students well, especially low-

income, minority students. In both language arts and math, low-income minority students lose 

precious academic ground over the summer. Cooper's meta-analysis of summer learning loss 

research revealed startling and disturbing trends in this regard. 

Summer loss was more pronounced for math facts and spelling than for other tested skill 

areas. The explanation of this result was based on the observation that both math 

computation and spelling skills involve the acquisition of factual and procedural 

knowledge, whereas other skill areas, especially math concepts, problem solving, and 

reading comprehension, are conceptually based, (p. 6) 

Even more troubling is sending urban students home over the summer. These students are 

more likely to be living in poverty and exposed to safety and health risks that place their health 

and well being in jeopardy. Summer programs will not solve pervasive urban problems. They 
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can keep students engaged, however, and potentially protected from becoming either perpetrators 

or victims of crime, for example. 

District serving low-income, minority students must increase the length of their school 

year by at least 35 days. They should strategically develop a summer component organized to 

provide not only added opportunities for academic work that is aligned with college 

expectations, but also the non-academic activities that enhance students' personal skills and 

college-readiness. Such activities should include, for example, leadership development, sports 

participation, and community service. 

Recommendation 9: Research focused on a longitudinal cost benefit analysis of extending 

the school year needs to be conducted. 

Both urban and suburban school districts struggle with budgets. Moves to year-round 

education are typically dashed because it costs too much. Longer-term cost benefits need to be 

vetted to determine the impact of low-income minority students being educated in today's 

educational system versus one that is year round, relationship-centered, and college preparatory. 

Summary of the Chapter 

The purpose of this study was to describe Upward Bound project staffs accounts of how 

they implemented project components and services, the practices believed to be most effective in 

preparing eligible high school students for attendance at four-year colleges, and those effective 

practices that could be most easily implemented in an urban high school in their service area. 

The purpose of this chapter was to report conclusions and recommendations based on the study's 

findings. Suggestions for practice and for future research were presented. 
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Appendix A 

Human Subjects Committee: Permission to Conduct the Study 



UNIVERSITY OF HARTFORD Human Subjects Committee 

July 24, 2007 

Stephen D. Perry 
The Capital Preparatory Magnet School 
950 Main Street 
Hartford, CT 06103 

Dear Mr. Perry: 

Upon review by the Human Subjects Committee, your research proposal, Upward Bound 
project staff's perceptions of the program practices that are most effective and 
transferable to an urban high school, is approved according to conditions set forth in 
federal regulation 45 CFR 46.101(b), and is exempt from further review by this 
Committee. However, it remains your responsibility to notify and seek approval from this 
Committee of any modifications to your proposal, and that it is your responsibility to 
report to this Committee, any adverse events related to this study. 

This institution has an Assurance of Compliance on file with the Office of Human 
Research Protections (Federalwide Assurance FWA00003578). 

Congratulations and good luck. 

Chair, Human Subjects Committee 
Monica J. Hardestv. rhE 

200 Bloomfield Avenue, West Hartford, CT 06117 P 860.768.4823 F 860.768.5706 http://uhaweb.hartford.edu/hsc/ 

http://uhaweb.hartford.edu/hsc/
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Upward Bound Project Staffs Perceptions of the Program Practices that are Most 

Effective and Transferable to an Urban High School 

Letter of Introduction 

Dear Colleague: 
It is with great excitement that I write you this letter. Currently, I am a doctoral candidate 

at the University of Hartford in West Hartford, CT. I am involved in a very important research 
study designed to describe how you implement Upward Bound project components and services, 
the practices you perceive to be most effective in preparing eligible high school students for 
attendance at four-year colleges, and those effective practices that you believe could be most 
easily implemented in Anytown High School. Because you are an employee of the program, I 
would be most honored to have you participate in my research. 

I invite you to participate in a single telephone interview. The interview will take you 
about 60 minutes to respond. We will schedule the telephone interview at a mutually agreeable 
time. Participation is voluntary. If you would like to participate, please sign the informed 
consent form and complete the contact and demographic form. Please return your 
completed forms now, by email or in the enclosed, self-addressed envelope by September 
26,2007. 

Please consider participating in this exciting study. Evidence in the literature suggests 
that some part-time/out-of-school programs can successfully prepare students from historically 
disadvantaged populations for college at rates consistent with students from historically 
advantaged populations (Adleman 1994; Cabrera, LaNasa, & Burkum, 2001). Although not as 
effective as it might be (U.S. OMB, 2003), Upward Bound has shown some promise in 
supporting students that have certain characteristics with gaining accesses to four-year colleges. 
In particular, Lexmark University's Upward Bound project has consistently demonstrated the 
ability to send 95% of their graduates to college. 

Through your participation, you will be contributing to the research on and our 
understanding of Upward Bound practices. Your will also provide information that may be 
useful to high school administrators and faculty that aim to assist low-income, potential first 
generation college students to overcome real barriers to acceptance into a four-year college. 

I look forward to receiving your materials and to having this opportunity to speak with 
you about your work with high school students. If you have any questions, please contact me by 
phone at 860-913-7246 or by email at perrs002@hartfordschools.org. You may also contact my 
research advisor, Dr. LaRocco by phone at 860-768-4772 or by email at dlarocco@hartford.edu 
or the University of Hartford Human Subjects Committee (HSC) at 860-768-4823. 

Sincerely, 

Stephen D. Perry, MSW 

mailto:perrs002@hartfordschools.org
mailto:dlarocco@hartford.edu
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Upward Bound Project Staffs Perceptions of the Program Practices that are Most 

Effective and Transferable to an Urban High School 

Informed Consent Form 

The purpose of this of exploratory study of Lexmark's Upward Bound project is to describe how 
you implement Upward Bound project components and services, the practices you perceive to be 
most effective in preparing eligible high school students for attendance at four-year colleges, and 
those effective practices that you believe could be most easily implemented in Anytown High 
School. By signing this form, you are agreeing to participate in a single telephone interview. The 
questions for these interviews are based on Upward Bound project requirements (Upward 
Bound, 2005) and the Office of Post Secondary Education, Federal Trio Programs instructions 
for completing the annual performance report (U.S. DOE, OSPE, n.d.). 

• Participation is voluntary. 
• You may withdraw from this study at any time without adverse consequences or 

jeopardizing your relationship with Lexmark Upward Bound or the University of Hartford. 
• Your insights about effective college preparatory strategies are important and may help in the 

development of schools that are more effective at sending low-income minority first 
generation collegiates to college. 

• You may also benefit by knowing that you are contributing to the knowledge related to 
college preparation. 

• Risks of participation in this study are not greater, considering probability and magnitude, 
than those ordinarily encountered in daily life. There are no apparent physical risks. 

• The telephone interview will be scheduled at a mutually agreeable time. It is estimated 
that it will take no more than 60 minutes to complete. 

• Your responses will be kept in confidence. 
• The interview will be audio taped and verbatim transcripts will be created. You may choose 

to review your transcript to ensure its accuracy. 
• All interview data will be coded with pseudonyms to prevent individual identification and 

transcripts will not be coded in any identifiable way. 
• All data will be reported in aggregate. 
• Pseudonyms will be used to refer to participants and the project in any write-ups. 
• All audiotapes and interview transcripts will be stored in locked file cabinets. 
• All audiotapes and interview transcripts will be destroyed five years from completion of the 

study. 
• If you have any question about your rights as a research subject, please contact the University 

of Hartford Human Subjects Committee (HSC) at 860.768.4823. The HSC is a group of 
people that reviews research studies and protects the rights of people involved in research. 
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Thank you for participating. By signing this form, you are agreeing to participate in a single 
telephone interview. If you have any questions about this study, you may contact: 

Researcher 
Stephen D. Perry, Principal 

The Capital Preparatory Magnet 
School 

950 Main Street 
Hartford, CT 06103 

860.695.9801 
Email: perrs002(o)hartfordschools.ora 

Faculty Advisor 
Diana J. LaRocco, Ed.D. 

University of Hartford 
200 Bloomfield Avenue 

West Hartford, CT 06117 
860.768.5708 

Email: dlarocco(S),hartford.edu 

Please sign to indicate that you have read and understand this informed consent. Return this 
form along with your completed contact and demographic form in the enclosed, stamped, 
self addressed envelope by September 26, 2007. 

Name Date 
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Upward Bound Project Staffs Perceptions of the Program Practices that are Most 

Effective and Transferable to an Urban High School 

Participant Contact and Demographic Form 

If you are interested in participating in this study, please complete and return this form along 
with your signed informed consent form. Return it in the enclosed, stamped, self addressed 
envelope by September 26, 2007. Thank you! 

CONTACT INFORMATION: 
Name: 

Telephone Numbers: 

Work: 

Home: 

Cell: 

Email Address: 

and time for your Individual Telephone Interview: 

n Monday • Tuesday • Wednesday 

• Thursday D Friday • Saturday 

• Morning 

• Afternoon 

• Evening 

Preferred day 
Specify Day 
of Week 

Specify Time 
of Day 
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DEMOGRAPHIC INFORMATION: 
Please take a few minutes to tell me a little about yourself by responding to each of the 
questions below. 

1. What is your primary position at Lexmark Upward Bound? Select only one. 

• Teacher • Office personnel 

a Administrator • Other: 

2. How long have you been employed by Lexmark University's Upward Bound? 

3. What is the highest level of education that you have completed? Select only one. 

D Bachelor's Degree n Master's Degree • Sixth Year Degree 

• Doctoral Degree o Other: 

4. If you are a certified teacher, what type of teaching certificate do you currently hold? Select 
only one and indicate the endorsement code. 

• Initial - Code: • Provisional - Code: 

• Professional - Code: • Other: 

5. What, if any, role did you play in any other Upward Bound and/or other program that 
supported low-income minority first generation collegiates, prior to being employed by 
Lexmark's Upward Bound? 

• Teacher • Office personnel 

• Student • Volunteer/tutor 

• Administrator • Other: 

6. What, if any, additional professional or personal experience have you had that makes you 
uniquely qualified to hold you current position with Upward Bound? 
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Upward Bound Project Staffs Perceptions of the Program Practices that are Most 

Effective and Transferable to an Urban High School 

Telephone Interview Guide 

Thank you for volunteering to participate in this study and this telephone interview. I 

expect the interview to last approximately 60 minutes. You may choose to stop at any time. As 

you know, the purpose of this study is to describe how Lexmark Upward Bound implements its 

project components and services, the practices staff perceive to be most effective in preparing 

students for attendance at four-year colleges, and the effective practices staff believe could be 

most easily implemented in Anytown High School, using their current staff. 

In the email interviews, I asked you to describe how you implemented Upward Bound 

project components and services and to identify the project practices that you believed were the 

most effective in preparing eligible high school students for attendance at four-year colleges. The 

purpose of this interview is to have you specifically identify the effective project practices that 

you think could be most easily implemented in Anytown High School, using their current staff. I 

would like to audiotape this session. May I turn on the tape recorder? 

[TAPE IS ON] 

Thank you for volunteering to participate in this interview. Have you reviewed and 

signed the informed consent form? Do you have any questions or concerns about this study or 

this interview? Would you like to have an opportunity to review your interview transcript for 

accuracy? Let's begin. 
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1. Describe how the project implements its academic year component. 

2. Describe how the project implements its summer component. What is its primary purpose? 
What is the length of the summer component (hour per day, number of days per week, and total 
number of weeks)? 

3. In what disciplines does the project offer core academic instruction during the academic 
year? 

4. In what disciplines does the project offer core academic instruction during the summer? 

5. What formal supplemental instruction, in subjects other than those in the core curriculum, 
does the project offer? 

6. How does the project implement tutoring? How you determine a student's need for tutoring? 
Who provides tutoring? 

7. Describe project sponsored cultural activities that have as their purpose the improvement of 
students' academic progress and personal development. 

8. Describe how the project implements academic advising, designed to provide students with 
assistance with making present and future educational or career plans. 

9. Think about the various career opportunities to which students would not traditionally be 
exposed. Describe the career awareness activities used to increase students' knowledge of these 
careers. 

10. Describe how the project implements peer mentoring. 

11. Describe how the project implements professional mentoring in which students may work 
with professionals to expose them to career and other opportunities available to them. 

12. Describe how the project helps students meet scoring requirements on tests given to 
students for admission into a postsecondary educational institution. 

13. Describe how the project helps participants complete various financial aid applications. 

14. Describe how the project implements campus visitations or similar project-sponsored trips to 
postsecondary institutions for acquainting participants with institutions they may want to attend. 
At what point do students begin to participate in these activities? 

15. Focusing on activities designed to help participants complete college entrance applications, 
describe the process of supporting students through the college selection process. 
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16. Describe project interventions made on behalf of participants with their home and/or 
schools. 

17. Describe how the project implements personal counseling. What are commonly addressed 
topics or issues? 

18. Describe how the project helps students and their families gain access to needed services 
and supports, beyond those provided by the project. 

19. Think about the project's academic year component. Which of the project's academic year 
component practices are most effective in preparing students for attendance at four-year 
colleges and why? 

20. Reflect on the project's summer component. Which of the project's summer component 
practices are most effective in preparing students for attendance at four-year colleges and why? 

21. In this study, academic services include instruction in the core academic curriculum, 
supplemental instruction, tutoring, and cultural activities. Which of the project's academic 
service practices do you perceive are most effective in preparing students for attendance at four-
year colleges and why? 

22. In this study, college-going services encompass career awareness, peer mentoring, 
professional mentoring, college entrance exam preparation, financial aid assistance, campus 
visitations, and assistance with college admissions. Which of the project's college-going service 
practices do you perceive are most effective in preparing students for attendance at four-year 
colleges and why? 

23. Students may need services that extend beyond traditional academic support into case 
management, which includes target school advocacy, personal counseling, and related service 
coordination. Which of the project's case management practices do you perceive are most 
effective in preparing students for attendance at four-year colleges and why? 

24. Anytown High School offers a traditional academic year program. Upward Bound's 
academic year component is less traditional. Using Anytown High School staff, which of your 
project's effective academic year component practices do you think could be most easily 
implemented at the high school and why? 

25. Anytown High School has a summer school, as do you. Using Anytown High School staff, 
which of your project's effective summer component practices do you think could be most 
easily implemented at the high school and why? 

26. In this study, academic services include instruction in the core academic curriculum, 
supplemental instruction, tutoring, and cultural activities. Of the academic service practices that 
you previously described as being most effective in preparing students for attendance at four-
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year colleges, which practices do you think could be most easily implemented at Anytown High 
School, using current staff, and why? 

27. In this study, college-going services encompass career awareness, peer mentoring, 
professional mentoring, college entrance exam preparation, financial aid assistance, campus 
visitations, and assistance with college admissions. Of the effective college-going service 
practices that you previously described as being most effective in preparing students for 
attendance at four-year colleges, which practices do you think could be most easily implemented 
at Anytown High School, using current staff, and why? 

28. In this study, case management includes target school advocacy, personal counseling, and 
related service coordination. Of the effective case management practices that you previously 
described as being most effective in preparing students for attendance at four-year colleges, 
which practices do you think could be most easily implemented at Anytown High School, using 
current staff, and why? 


