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ABSTRACT OF THE THESIS
AN INVESTIGATION OF THE EFFECTS OF A SCHOOL-BASED
INTERVENTION ON FEELINGS OF PERSONAL EXPRESSIVENESS
IN MULTI-PROBLEM ADOLESCENT YOUTH
by
Richard E. Albrecht
Florida International University, 2005

Miami, Florida
Professor William M. Kurtines, Major Professor
This study was conducted to determine the effects of the Changing Lives Program
intervention on troubled adolescents' feelings of personal expressiveness, believed to be
one domain of positive identity development. Forty-three intervention and twenty nonintervention comparison control participants were given a battery of pre-, post-, and
follow-up assessments including the Personally Expressive Questionnaire (Waterman,
1995), which was used to derive participants' feelings of personal expressiveness scores.
Using Repeated Measures Analysis of Multivariate Analysis (RMANOVA), a significant
four-way interaction of Time X Condition X Gender X Ethnicity was found relative to
the Control, Roy's 0 = .166, F(2,47) = 3.899, p < .027 indicating that intervention
participants' feelings of personal expressiveness did increase significantly relative to the
control group. Furthermore, the results suggest differential outcomes based on ethnicity,
suggesting the need for future study with respect to specificity of effects and mechanisms
of identity formation in differing ethnic subgroups.

v

TABLE OF CONTENTS
CHAPTER
I.

PAGE

INTRODUCTION ...........................................

1

Evaluating the Impact of Positive Youth Development Programs ......................... 3

Understanding Mechanisms of Change ........................................
4
The Examination of Gender and Ethnicity ..................................
..4
The Changing Lives Program ...........
..........................
6
Measuring Processes Underlying Change .................
................................. 9
II.

LITERATURE REVIEW .......................................
10
Personal Expressiveness and Self-Development
.......................
10
Implications for Interventions Targeting Positive Identity Development ............ 11
Interventions With Emerging Adults .................................................................... 12
Research Questions and Hypotheses .................................................................... 13
First Hypothesis .................................................................................................... 13
Second Hypothesis ................................................................. 14

III.

METHODOLOGY ...............................................................................................
Participants ............................................................................................................
Participant Recruitment and Participation ............................................................
Procedure ..............................................................................................................
Measures ...............................................................................................................
Personally Expressive Activities Questionnaire (PEAQ) .....................................

14
14
15
15
15
15

IV .

RE SU LT S .............................................................................................................
Table 1: Descriptive Statistics for PEAQ .............................................................
Table 2: Multivariate Tests of Significance ..........................................................
Figure 1: Condition by Gender Effects Pre to Post ...............................................
Figure 2: Condition by Ethnicity Effects Pre to Post ............................................

16
17
19
20
21

V.

D ISC U S SION ....................................................................................................... 2 1
The CLP Intervention Approach and Personal Expressiveness ............................ 25
Who is the CLP Intervention Affecting? .................................. . . . . . . . . . . . . . . . . . . . . . . . . . . . .27
Working in Contexts of Heterogeneity and Diversity .......................................... 30
Lim itatio n s .....................................................................................
................... 3 1

REFERENCES ................................................................................................................. 32

vi

I. INTRODUCTION
There is mounting awareness of the importance, and growing interest in creating

positive development programs designed to encourage and empower young people,
particularly troubled youth (Brandtstadter & Lerner, 1999; Catalano, Berglund, Ryan,
Lonczak, & Hawkins, 1999; Peterson & Reid, 2003; Pittman, 2000). At the same time,
there has been increasing recognition of the need for development of universitycommunity collaborative models of intervention (Lerner, Fisher, & Weinberg, 2000)
particularly geared toward promoting positive development (Damon, 2004; Damon &
Gregory, 2003). Such models involve a learning collaboration between scholars and
community members that can serve as an essential part of the knowledge generation

process (Eccles, 1996; Erickson & Weinberg, 1998, 1999; Fisher, 1997; HigginsD'Alessandro, Fisher, & Hamilton, 1998; Keys, Bemak, Carpenter, & King-Sears, 1998).
The recognition of this need, however, is recent and the development of alternative
models has lagged behind that of other types of research models. Jensen, Hoagwood, and
Trickett (1999), for example, describe two distinct models of research relevant to
nationally funded types of research (e.g., by the National Institutes of Health).
The first and most prominent model described was "Efficacy Research" (Jensen et
al. 1999), a model that focuses on generating knowledge of the efficacy of intervention
strategies primarily developed by funded research evaluated in well-controlled studies
conducted at university clinic and laboratory settings. Such studies have resulted in
efficacious preventive interventions for several high-risk behaviors and/or outcomes (c.f.
Ferrer-Wreder, Stattin, Lorente, Tubman, & Adamson, 2004). As Spoth, Greenberg,
Bierman, and Redmond (2004) have pointed out, however, too frequently efficacious
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interventions implemented in schools and communities through grant funding fail to

survive the withdrawal of that funding (Adelman & Taylor, 2003). A chief reason for the
limited sustainability of interventions begun by research projects may be that successful

research implementation of the project does not require building local ownership and
infrastructure capacity required for the institutionalization of interventions (e.g., adequate
personnel with appropriate leadership capabilities and other requisite skills, as well as
reliable sources of funding (see Lerner, 1995).
A second and far less prominent model was referred to as "Outreach Research," a
model that has been rarely and poorly funded relative to the efficacy research model.
Outreach research is conducted in "real-world" community settings. At one level,
Outreach Research can be understood in terms of the issues of efficacy versus
effectiveness. Efficacy Research is a model that focuses on generating knowledge of the
efficacy of intervention strategies evaluated in well-controlled studies conducted at
university clinic and laboratory settings designed to maximize internal validity using
quantifiable outcomes, well-established measures, manualized interventions,
experimental or quasi- experimental designs, etc. In this literature, "efficacy" is usually
contrasted with "effectiveness," where effectiveness has to do with how well knowledge
generated in university clinic or lab setting generalizes to (and can be applied in) "realworld" settings. In contrast to theory-driven clinic or lab-based Efficacy Research,
Outreach Research is rooted in local and particular needs in "real-world" community
settings and uses a bottom-up approach to developing interventions. Because it emerges
out of (and remains rooted in) the community, "effectiveness" is built into interventions
developed under this model (Kurtines, 2005).
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Outreach research thus has an intrinsic concern with "effectiveness" (external
validity) as well as efficacy (internal validity) where criteria for effectiveness includes

intervention strategies that are palatable, feasible, durable, affordable, and sustainable in
real-world settings. The focus of outreach research is thus on generating knowledge of
effective as well as efficacious intervention strategies. Jensen et al. (1999) noted that,

with respect to the question of how many prevention and youth development programs
meet these criteria, the current answer is "Very few (if any), indeed."
Evaluating the Impact of Positive Youth Development Programs
Recent reviews of positive youth development programs reveal an accumulation
of evidence that (a) these programs can have an impact on young people and (b) that this
field has made considerable strides, including increased methodological rigor and
sophistication. (c.f. Catalano, Berglund, Ryan, Lonczak, & Hawkins 1999; FerrerWreder, et al., 2004). Despite the consistent pattern of overall positive findings in the
literature, important gaps in research-based knowledge remain, particularly with respect
to the impact of youth development interventions. The Catalano et al. (1999) review, for
instance, reported only relatively short-term (pre, post, and follow-up) studies with
outcomes evaluated using criteria derived from the efficacy research model, namely,
studies evaluating the magnitude of short-term quantitative change in continuous
variables using experimental (RCTs) or quasi-experimental designs. Indeed, the studies
were selected for inclusion in the review largely because they fit the definition of "wellevaluated" within the efficacy research model. More important, because their focus was
on efficacy or outcome analyses, none of study designs included specific analyses of
mediators or moderators of intervention response.
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Understanding Mechanisms of Change
As interest in research on positive development programs has grown, there has

also been a growing literature (Hinshaw, 2002; Kazdin, 2001; Holmbeck & Shapera,
1999; Holmbeck, 1997) regarding the need for understanding mechanisms of change,
including the need to understand the complex role both endogenous and exogenous
moderators play in intervention response. According to Holmbeck & Shapera (1999), a
moderatoris a variable that specifies the condition under which an initial or manipulated
variable has an effect on an outcome. Within moderation analyses, the aim is to evaluate
the way a relationship between two variables varies as a function of the moderator
variable. In this way, the effect specific variables have on intervention outcome can be
examined. As the Catalano et al. (1999) review illustrates, however, the literature
contains little such mechanism-oriented intervention research. This knowledge gap is
particularly important for how community based programs are implemented and
evaluated.
The Examination of Gender and Ethnicity
Because the diversity of problems and populations within school based youth
development interventions more closely approximate the type of heterogeneous
populations found in effectiveness research rather than those found in efficacy research,
community based interventions need to pay particular attention to moderators of
intervention response. This is especially true in the case of identity development because
of the explicitly co-constructive nature of the formation of a personal sense of identity
(Erikson, 1968) and the important role that "ethnic" identity (as one component of
identity) plays in the outcome of this process. Moreover, the role of ethnicity as a
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potential cultural/contextual moderator of identity development is a process that is likely
of particular importance to minority youth in multicultural contexts.

As discussed by Spencer and Markstrom-Adams (1990), for example, little is
known about the effects of exogenous contextual variables on developing children's and

adolescents' identities though there has been growing evidence showing that ethnicity has
a strong effect on the developmental contexts in which individuals operate (Schwartz &
Montgomery, 2002; Betancourt & Lopez, 2002; Szcapocznik & Kurtines, 1993). This
evidence has highlighted the need for further research, particularly with respect to the
development and implementation of interventions geared toward diverse populations.
More specifically, there has been a call for research to better understand the moderating
effects of ethnicity on intervention outcomes utilizing samples drawn from ethnically
heterogeneous social contexts (Spencer & Markstrom, 1990).
The few previous studies that have been done regarding the effects of ethnicity on
identity development specifically utilized samples drawn from ethnically homogenous
minority samples living in ethnically homogenous minority contexts (Ollech &
McCarthy, 1997; Schultheiss & Blustein, 1994), or the multi-ethnic samples used were
drawn from highly functioning emerging adults (Schwartz & Montgomery, 2002).
Though these studies do show that ethnicity moderates intervention outcomes, no studies
have been done utilizing a sample drawn from multi-problem adolescents found within
contexts of ethnic heterogeneity. Furthermore, because gender roles tend to vary between
different cultures (Schwartz & Montgomery, 2002; Sorrel & Montgomery, 2001; Cole,
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1998), it is reasonable to believe that intervention outcomes may thus also be moderated
by gender.
Studies using ethnically homogenous White majority samples have shown gender
differences in both process and outcome in the impact of identity interventions on

identity development (Schwartz & Montgomery, 2002). Coupled with the previously
mentioned studies on the moderating effects of ethnicity, these findings suggest that
gender and ethnicity do moderate intervention outcomes in interventions which target
identity development. Furthermore, these studies take the first steps toward addressing
what may be unique mechanisms of identity formation for differing ethnic subgroups,
although before such mechanisms can be understood regarding adolescent identity
development, the potential moderating effects of gender and ethnicity must be examined
using a sample drawn from contexts of ethnic heterogeneity.
The Changing Lives Program
Drawing its sample from the richly diverse and pluralistic greater Miami area,
previous research of the Changing Lives Program (CLP) intervention has responded to
the growing recognition of cultural/contextual variables as potential moderators of
intervention response. Kurtines and Montgomery (2005), for example, highlighted the
importance of considering various exogenous factors (gender, ethnicity, SES,...) that
may act to "moderate" the effects of the intervention. Specifically, two previous studies,
the Life Course Intervention study (LCI; Lewis-Arango, 2003) and the Possible Selves
Qualitative Extension Relational Data Analysis (PSQ-QE RDA; Kortsch, 2003) study
specifically examined the effects of the CLP intervention while attempting to better
understand the potential moderating effects of gender and ethnicity on intervention
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outcomes. The results of these studies provided support for the importance of gender and
ethnicity as moderators of intervention effects, and that these effects varied across
outcome measures. Though not definitive, the differential patterns of overall positive
change in intervention participants with regard to gender and ethnicity in each study
suggests that further examination of the potential moderation role of the exogenous

variables gender and ethnicity is still needed.
Utilizing the opportunity a heterogeneous population offers toward understanding
the mechanisms of positive intervention change, the Youth Development Project (YDP)
at Florida International University undertook as part of a program of community-based
efficacy/effectiveness outcome research, an evaluation of the Changing Lives Program
(CLP) as part the Miami Youth Development Project. The Changing Lives Program,
which is now in its second decade of existence, began as a grass roots response to an
urgent and growing need in the community - that of young people desperately trying to
find their sense of self while also needing to reconnect with their families and take
command of their lives - and has subsequently, evolved into a broad-based community
partnership. This partnership consists of Florida International University (FIU)
(http://www.fiu.edu/choice.html), the public research university in Miami; Communities
in Schools (CIS) (http://www.cisnet.org/), a private, non-profit organization that is part of
a community-based national network for delivering community resources to schools; and
Miami-Dade County Public Schools (MDCPS) (http://www.dadeschools.net/), the fourth
largest school system in the United States with its program of community based
alternative public high schools located throughout greater Miami. The CLP counseling
services provided by the Miami Youth Development Project are currently available to all
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of the MDCPS alternative high schools on an ongoing basis, serving approximately 200
to 250 students each year. This multiethnic youth population comes to the alternative
schools with a history of attendance, behavior, or motivational problems in their
neighborhood school, with many coming from inner city, low-income families that exist
within a community context of disempowerment, limited access to resources, and

pervasive violence, crime, and substance abuse.
For its developmental framework, the Changing Lives Program draws from both
psychosocial developmental theory (Erikson, 1968) and life course theory (Elder, 1998),
referred to as a "psychosocial developmental life course" approach. From psychosocial
developmental theory, the CLP adopts a view of adolescence as a developmental stage at
which an individual begins to choose "who I am," and is first confronted with the
difficult challenge (and responsibility) of choosing the goals, roles, and beliefs about the
world that give their life direction and purpose as well as, coherence and integration (i.e.,
a positive sense of identity). From life course theory, the CLP seeks to foster a sense of
empowerment for intervention participants and adopts an emphasis on how individuals
construct their own life course through the choices and actions they make within the
constraints and opportunities of history and social circumstances.
As noted by Swenson (2004), the alternative high schools in which the CLP is
implemented draw their students from a wide array of community settings characterized
by an extraordinary diversity that is typical of urban communities the world over. In this
context, the identification and isolation of the effects of a single, relatively brief
intervention has proven challenging among the rich complexity of theoretically
meaningful exogenous variables that influence participants' lives. Specifically, Swenson
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(2004) noted that the CLP was developed for a population that: presents with a
heterogeneity of problems; spans a critical developmental period involving significant
biological, cognitive, affective, and social change at the intraindividual level (pre-

adolescence to adulthood); and encompasses a richly diverse range of socio-demographic
characteristics, including multiple long-term (and powerful) socialization experiences
(e.g., gender, ethnic, cultural, racial, and SES).
Although the CLP has undergone preliminary research with marginalized youth
using quantitative and qualitative short-term quasi-experimental designs (Ferrer-Wreder
et al, 2002; Kurtines, Kortsch, Lewis Arango, 2001; Kurtines, Montgomery, Lewis
Arango, & Kortsch, in press), little previous research within this framework has
systematically examined the effects of these potential moderators (Swenson, 2004).
Consequently, this study was intended, in part, to contribute to the understanding of
meaningful exogenous variables (e.g., gender, ethnic, cultural, racial, and SES) that are
believed to exert powerful influence on every level of participants' lives.
Measuring Processes Underlying Developmental Change
As part of the previous research with the CLP intervention (Kurtines, 2005),
recent work (Swenson, 2003; 2004) has begun to draw on the growing literature on the
moderation of intervention effects (Kazdin, 2001; Hinshaw, 2002; Holmbeck, 1997).
Consistent with this direction of research, the specific aim of this study is to take a first
step toward examining the potential moderation effects of contextual exogenous variables
on positive develop outcome of the CLP using feelings of personal expressiveness as one
measure within the domain of positive development. That is, this study seeks to examine
the moderation effects of gender and ethnicity on intervention participants' feelings of
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personal expressiveness as measured by the Personally Expressive Questionnaire (PEAQ;

Waterman, 1995).
II. LITERATURE REVIEW
Personal Expressiveness and Self-Development
Research suggests that individuals engaged in personally expressive behaviors

show more positive life outcomes than those who engage in activities considered less
personally expressive (Csikszentmihalyi, 1990b; 1988, 1975; Waterman et al., 2003;
1993). Feelings of personal expressiveness are defined as the deep satisfaction that
accompanies engagement in activities or goals that utilize one's unique or innate
potentials and that represent one's basic purpose in living (Waterman, 1993; Schwartz,
Kurtines, & Montgomery, 2004). These feelings result from incorporating activities,
goals, and ideals into one's sense of identity and reflect one's core sense of being
(Waterman, Schwartz, Goldbacher, Green, Miller, Philip, 2003). Specifically, while
engaging in personally expressive activities, individuals experience 1) unusually intense
involvement, 2) a special fit or meshing with the activities, 3) feelings of being intensely
alive, 4) feelings of completeness or fulfillment, 5) an impression that this is what one
was meant to do, and 6) feelings of who one really is (Waterman et al., 2003). Thus, the
developmental implications of Waterman' claim, if true, are considerable. That is, it
follows from this that a dispositional integration of activities or goals that are personally
expressive into one's on-going life course has the potential to make a substantial positive
contribution to one's basic sense of purpose in living (Waterman, 1993; Schwartz et al.,
2004).
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Surprisingly, despite the important implication of engaging in personally
expressive activities for the development of a positive sense of self or a positive identity,
the concept of feelings of personal expressiveness has had little or no impact on, nor
focus in the literature on promoting positive development with multi-problem youth.
Personal Expressiveness and Self Development:

Implications for Interventions Targeting Positive Identity Development
The experience of feelings of personal expressiveness may thus be plausibly
hypothesized to be positively related to self-development in identity development
particularly during adolescence, as adolescence is considered a time when one begins to
address "who one is" (Erikson, 1959; 1968). More specifically, positive identity
development may be linked to the ability of individuals to explore and express "who they
really are." It may, consequently, be possible to develop intervention strategies
specifically targeting feelings of personal expressiveness with the aim of fostering the
process of the development of a positive identity in intervention participants, particularly
adolescents and emerging adults. Such intervention strategies would focus on enhancing
feelings of personal expressiveness (and fostering the engagement in personally
expressive activities), hoping to build on participants' strengths and interests, and trying
to take advantage of participants' skills and confidence as a means of promoting positive
development (Nakamura & Csikszentmihalyi, 2002; Parr, Montgomery, & Bell, 1998).
Such interventions would attempt to help participants better understand their own
feelings of personal expressiveness and sense of self by orienting participants toward
incorporating activities into their lives that they feel are personally expressive, drawing
on Waterman et al.'s (2003) six descriptors of feelings of personal expressiveness (listed
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above). A recent study by Schwartz, Kurtines, and Montgomery (2005) has shown that

such intervention is feasible in a sample of college-aged emerging adults.
Intervention with Emerging Adults
Specifically, Schwartz, Kurtines, & Montgomery (2005) demonstrated that an
intervention utilizing two different identity development strategies, one cognitive and one

emotion-focused, showed that intervention participants feelings of personal
expressiveness varied significantly based on the strategy used. The cognitive approach
attempted to help participants generate and weigh options in their lives meant to achieve
their life goals, while the emotion-focused strategy focused on participants gaining better
understanding or discovering their own feelings of what they wanted, as well as the
innate abilities and strengths they already possess which may aid in achieving their goals.
Specifically, individuals using the cognitive strategy showed no change in their feelings
of personal expressiveness, while those in the emotion-focused strategy showed
significant change in their feelings of personal expressiveness scores. Qualitative
responses regarding their experiences in the intervention further suggest that such an
intervention was not only received positively, but that an intervention focused on
developing one's already-present abilities is perceived by intervention participants to be
highly valuable in helping them achieve their future goals.
Most important to the current study, however, was the intervention outcome
which was shown to vary by participants' ethnicity, with Hispanic individuals differing
significantly from their White/Non-Hispanic counterparts. The outcome of this study
suggests that feelings of personal expressiveness are amenable to change through
intervention. However, the differential effect for ethnic subgroups, as well as the use of a
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relatively high-functioning sample of college students-- while providing tentative
evidence that such an intervention may be effective in helping participants act as better
agents in their own lives-- do not provide guidance regarding such intervention with
troubled adolescents.

Consistent with the Schwartz, Kurtines, & Montgomery (2005) findings, this
study seeks to investigate whether feelings of personal expressiveness are amenable to
change in a sample of multi-ethnic, multi-problem youth, in hopes of setting the stage for
future intervention work targeting feelings of personal expressiveness with adolescents
such as this.
Research Questions and Hypotheses
This study addressed two research questions: first, whether participating in the
intervention condition (CLP) was associated with differential positive change over Time
(Pre, Post) in intervention participants' feelings of personal expressiveness, as measured
by the PEAQ relative to control condition (CC) participants, and; second, whether the
exogenous contextual variables Gender and Ethnicity were moderators of intervention
response. The associated null and alternative hypotheses were as follows:
First Hypothesis:
Null Hypothesis: There will be no significant 2-way Time (Pre, Post) by Condition (CLP,
CC) interaction for intervention response as measured by the PEAQ.
Alternative Hypothesis: There will be a significant 2-way Time (Pre to Post) by
Condition (CLP, CC) interaction for intervention response as measured by the PEAQ,
with the CLP intervention participants showing a significantly greater positive increase
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in feelings of personal expressiveness than participants in the non-intervention control

condition (CC).
Second Hypothesis:

Null Hypothesis: There will be no significant 3-way interactions between Time,
Condition, and Gender and Time, Condition, and Ethnicity and no significant 4-way
interactions between or Time, Condition, Gender, and Ethnicity for intervention response

as measured by the PEAQ
Alternative Hypothesis: There will be a significant 3- and/or 4-way interactions between
Time, Condition, and Gender, Time, Condition, and Ethnicity, or Time, Condition,
Gender, and Ethnicity for intervention response as measured by the PEAQ and, in the
context of the absence of previous empirical research to provide guidelines, with an
unspecified differential response pattern.
III. METHODOLOGY
Participants
This analysis was done using archival data from the Youth Development Project
(YDP) comprised of 92 multi-problem youth who attended Miami-Dade County
alternative, public high schools between the years 2000 and 2002. Of these, 43 completed
the PEAQ as part of their fall pre-test, winter mid-year, and end-of-year follow-up
evaluations, as well as attended one hour counseling group sessions with 6-7 other
members, each week for the Fall and Winter semesters. The intervention group was
comprised of 31 males and 39 females with 41% Hispanic, 29% African-American, 21%
Caucasian, and 9% Bi-ethnic or "Other." The comparison control group was comprised
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of 11 males and 9 females with 40% Hispanic, 25% Caucasian, 20% African-American,
and 15% Bi-ethnic or "Other."

Participant Recruitment and Participation
Participants either chose or were referred by the school guidance counselor to
participate with the CLP intervention. The CLP meetings were once a week with a group
of up to ten adolescent participants and a CLP intervention team. The CLP intervention

team consisted of a graduate psychology student as the facilitator, a co-facilitator, and
one or more undergraduate psychology students as assistants. All facilitators met weekly
with the Youth Development Project Clinical Coordinator to discuss any clinical issues
and for ongoing supervision.
Procedure
The intervention participants for this study took part in the CLP facilitated
counseling for an hour, once a week at their high schools. The CLP counseling, as part of
the public high schools' ongoing efforts, was implemented through the guidance office.
Conducting the counseling sessions were seven CLP facilitators that were each
accompanied by an intervention team comprised of a co-facilitator and one or two
assistants for group sessions. Pretest assessments were administered the week preceding
the beginning of group counseling in the Fall of 2000, with Winter mid-year assessments
occurring during February, and end-of-year follow-up assessments occurring in May.
Measures
Personally Expressive Activities Questionnaire (PEAQ )
The PEAQ (Waterman, 1995) assesses change in the personal and prosocial
content of participants' life goals and change in the degree to which they experience the
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pursuit of these goals as personally satisfying and expressive of their unique potentials.
The PEAQ asks participants to identity three life goals that are important to them and rate
the activities necessary to achieve those goals on fourteen 7-point Likert items. Six of the

items rate the goals for feelings of personal expressiveness (PE), six for hedonic
enjoyment (HE), and two for flow challenge (FC; Csikszentmihalyi, 1990); from these,
mean scores for PE, HE, and FC are computed. Hedonic enjoyment refers to feelings of
enjoyment that are not deemed to be personally expressive. Flow challenge refers to the
individual's perception of fit between their skill levels and the contextual challenges they
describe.
The PEAQ provides only two items per goal regarding the FLOW-C scale.
Alphas for PE and HE have been reported as .77 and .90, respectively. Because HC and
FC were not directly targeted as domains of positive development, HE and FC will not be
examined in this study.

IV. RESULTS
This study addressed two research questions previously described, i.e., whether
participating in the intervention condition (CLP) was associated with differential positive
change over Time (Pre, Post) and whether the exogenous contextual variables Gender
and Ethnicity were moderators on intervention response.
The study used a mixed (within and between) quasi-experimental comparison
control design. The data analytic procedure selected was a mixed design Repeated
Measures Multivariate Analysis of Variance (RMANOVA) to examine the associated
null and alternative hypotheses described above.
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Specifically, 2 X 2 X 2 X 4 mixed design (within and between) RMANOVAs was
used in which Time (Pre, post) was the within (repeated) factor and Condition (CLP,
CC), Gender (Female, Male), and Ethnicity (Latino/Hispanic/White/Bi-Ethnic-Other)
were the between group factors. The RMANOVA was thus utilized to evaluate
participants' differential intervention response, as measured by the PEAQ, while

evaluating for possible Gender and Ethnicity moderation of the effects of condition. The
multivariate null hypothesis for these statistical tests for the null hypotheses was set at
.05.
The first RMANOVA was conducted using 43 participants in the Intervention
Condition and 20 participants in the Control Condition, serving as a one semester nonintervention comparison using PE as the dependent variable. Tables 1 a and b represent
the descriptive statistics for the PEAQ, PE subscale.

Table 1: Descriptive Statistics for PEAQ, Personal Expressiveness Subscale
Table la: Descriptive Statistics for PEAQ PE subscale
Gender: Female
Mean

Std. Deviation

Ethnicity

Condition

Time I

Time 2

Time

White/NonHispanic

Intervention

5.9000

6.6667

Control

5.3333

3.3317

Intervention

5.9815

Control
AfricanAmerican

Other

Hispanic

Total

1

N

Time 2

Time 1

Time 2

.99722

.51370

5

5

1.4142

2.831

2

2

6.0926

1.0323

1.077

9

9

4.5833

6.5833

.82496

.58926

2

2

Intervention

6.1667

6.3542

.81650

.62639

8

8

Control

6.3333

5.4167

.23570

.35355

2

2

Intervention

5.6111

6.1667

1.7347

1.443

3

3

Control

5.3333

4.8878

.16667

.76884

3

3

Intervention

5.9800

6.3000

.99805

.87533

25

25

Control

5.3889

5.0363

.85797

1.606

9

9
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Table ib: Descriptive Statistics for PEAQ PE subscale
Gender: Male
N

Std. Deviation

Mean

Ethnicity

Condition

Time I

Time 2

Time I

Time 2

Time 1

Time 2

White/NonHispanic

Intervention

5.9444

6.2222

1.1824

.63099

3

3

Control

5.0833

5.0011

1.9383

.16834

3

3

Intervention

5.1296

5.4263

1.6431

1.158

9

9

Control

5.4667

4.7489

1.0739

1.570

6

6

Intervention

5.9722

5.5833

.74100

1.168

6

6

Control

4.5833

5.4167

2.7106

2.239

2

2

Intervention

5.5463

5.6113

1.3343

1.079

18

18

Control

5.2015

4.9391

1.4784

1.345

11

11

Hispanic

AfricanAmerican

Total

Table 2 represents the multivariate tests of significance for the main effects for
Time, Condition, and the Time by Condition interaction, and Time, Condition, Gender,
and Ethnicity interaction effects on feeling of personal expressiveness. As can be seen by
Table 2, there were no significant main effects for Time or Condition. There was also no
significant two-way interaction effect, Time X Condition, which tested for the
unmoderated effects of the intervention. In addition, neither the Time X Gender and
Time X Ethnicity nor any three-way interactions of Time X Condition X Gender, nor
Time X Condition X Ethnicity were significant. However, the four-way interaction of

Time X Condition X Gender X Ethnicity, Roy's 0

=

.165, F(2,47)

=

4.047, p <.024 was

significant, indicating that the intervention had a significant effect on feelings of personal
expressiveness, and that this effect was moderated by both gender and ethnicity.
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Table 2: Multivariate Tests of Significance for the Repeated Factor Time and Time,
Condition, Gender, and Ethnicity Interaction Effects
Multivariate Tests of Significance for the Repeated Factor Time and Time, Condition, Ger
and Ethnicity Interaction Effects

Effect

Value

F

df

Error df

Sig.

Roy's Largest

.001

.026a

1.000

49.000

.871

Roy's Largest

.000

.001a

1.000

49.000

.980

Roy's Largest

.035

.565a

3.000

49.000

.641

Roy's Largest

.020

.967a

1.000

49.000

.330

Time*Gender*
Ethnicity

Roy's Largest
Root

.088

2.144a

2.000

49.000

.128

Time*Condition*
Gender

Roy's Largest
Root

.009

.428a

1.000

49.000

.516

Time*Condition*
Ethnicity

Roy's Largest
Root

.071

1.154a

3.000

49.000

.337

Time*Condition*
Gender*Ethnicity

Roy's Largest
Root

.165

4.047a

2.000

49.000

.024

Time
Time*Gender
Time*Ethnicity
Time*Condition

Root
Root
Root
Root

a. Exact statistic

As can be seen in Figure 1, with respect to the moderating effects of Gender, both
male and female intervention participants showed increases in their PE scores, with male
intervention participants showing little positive change relative to their female
counterparts. Males in the non-intervention control resemble intervention male
participants, showing little to no improvement in their scores.
Females in the intervention condition showed a marked increase in PE scores
from pre to post, while females in the non-intervention control group show a decrease in
their PE scores. Study participants showed higher overall levels of feelings of personal
expressiveness at pre-test relative to controls, with male and female participants
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starting with similar PE scores at pre-test. Post-test results for females, however, show a
marked increase over their male intervention counterparts.

Figure 1: Condition by Gender Effects Pre to Post for PE

Males: Pre to Post Test
Feelings of Personal Expressiveness (PE) Score

Females: Pre to Post Test
Feelings of Personal Expressiveness (PE) Score
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As can be seen in Figure 2, with respect to the moderating effects of Ethnicity on
PE scores, Caucasian, Hispanic, Asian, and Bi-Ethnic/Other intervention participants
showed increases in PE scores, but most notably, African-American intervention
participants showed a slight decrease in their PE scores over time. All non-Intervention
control participants (including Caucasian, African-American, and Bi-Ethnic/Other)
showed decreases in their feelings of personal expressiveness except Hispanic youth in
the non-intervention control group. For these control participants, PE scores increased
even more so than Hispanic intervention participants.
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Figure 2: Condition by Ethnicity Pre to Post for PE
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V. DISCUSSION
This thesis reports the results of a study conducted as part of a program of
community-based efficacy/effectiveness outcome research evaluating the Miami Youth
Development Project's intervention. A goal of this study was to extend the range and
scope of the domains of positive development the Youth Development Project targets to
include feelings of personal expressiveness. The findings of this study provide
preliminary evidence that feelings of personal expressiveness are potential targets for
future intervention with a multi-ethnic population. In addition, the findings of this study
may also offer additional practical implications with respect to both the current literature
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and future directions in research with respect to developing intervention strategies for
promoting personal expressiveness as a dimension of positive development.
As mentioned previously, a literature on developing interventions that target
increasing personal expressiveness with the aim of fostering the process of the

development of a positive identity has begun to evolve in the area of emerging adulthood.
Schwartz, Kurtines, and Montgomery (2005), for example, reported the results of an

exploratory study to investigate the impact of two types of intervention strategies
(cognitive versus emotionally focused) on two types of identity development processes
(self-construction and self-discovery). The self-constructive condition strategies focused
on facilitating "self-construction" whereby individuals are encouraged to develop the
orientations (style) and abilities (competence) needed to sort through externally presented
options and to select the most favorable one. The emotionally focused strategy was
characterized by the facilitation of "self-discovery," whereby individuals were
encouraged to identify their "unique potentials" and to formulate goals and ideals that
correspond to those potentials. The study was conducted on 90 emerging adult university
students, and used a quasi-experimental design to evaluate the relative impact of the
construction and discovery intervention strategies on exploration processes. A nonintervention comparison control condition was also included. For all three conditions,
pretest assessments were conducted at the beginning of the semester and posttest
assessments conducted at the end of the semester (approximately a 10-week interval).
Posttest data were collected from control condition participants and from participants in
the active conditions who completed the intervention.
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Consistent with their outcome expectations, Schwartz et al. (2005) reported that
the overall pattern of quantitative outcome results provided support for the impact of
cognitive strategies on self-construction exploration processes and of emotionally
focused strategies on self-discovery exploration processes. The overall pattern of both the

quantitative and qualitative results provided support for "specificity of effects." That is,
the intervention strategies used in each condition did not have an equal impact on all of
the identity exploration processes, either across domains (self-construction versus self-

discovery) or within each domain. Changes in some, but not other, processes directly
targeted by the intervention were observed in the emotionally-focused condition. This
condition, with its self-discovery strategies, impacted feelings of personal expressiveness.
Furthermore, the outcome varied by participants' ethnicity.
The Schwartz et al. (2005) study thus represents the emergence of a research
literature on promoting feelings of personal expressiveness in moderately to highlyfunctioning adults in intervention efforts that target positive identity development which
shows differential effects based on ethnicity. Little research, in contrast, has been done on
younger populations or regarding troubled or "delinquent" youth (Csikszentmihalyi &
Rathunde, 1993; Csikszentmihalyi & Larson, 1978) and their experience of feelings of
personal expressiveness. While the Schwartz et al. (2005) study suggests that the
transition into adulthood is challenging across socio-economic levels, there is a
noticeable gap in the empirically supported intervention literature regarding feelings of
personal expressiveness in the type of troubled adolescent youth targeted by the
Changing Lives Program. As noted, this multiethnic youth population comes to the
alternative schools with a history of attendance, behavior, or motivational problems in

23

their neighborhood school, with many coming from inner city, low-income families that
exist within a community context of disempowerment, limited access to resources, and
pervasive violence, crime, and substance abuse. The gap in our understanding of effective
intervention strategies for facilitating feelings of personal expressiveness thus takes on
particular significance in the context of the development of interventions for this type of

multi-problem adolescents for whom the transition toward adulthood is likely of
particular challenge.
The findings of this study, while not conclusive, appears to show a differential
effect based on gender and ethnicity, suggesting that further study is needed to
understand the role of these factors in intervention outcome. It is of further significance
to note, however, that in conducting this preliminary evaluation of the impact of the CLP
on feelings of personal expressiveness in this population, an effort was made to evaluate
the impact of the program in its "usual care" format (i.e., "out of the box" with no
modifications). While this might be considered a limitation of this study because of the
lack of a targeted intervention strategy, the differences observed between Hispanics and
African-Americans raise interest for future study; whatever the reason behind these
differences, it appears that individuals of differing ethnicities, at the very least, perceive
interventions such as the CLP and that of Schwartz, Kurtines, and Montgomery (2005)
differently and that these differences do impact their participation in such interventions.
In this context, this study's findings of a clear-cut effect showing an increase in
feelings of personal expressiveness offers further support for the sparse literature that
exists with respect to the "specificity of effects." Specifically, in contrast to the Schwartz
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et al. (2005) study, which implemented specific intervention activities meant to affect
feelings of personal expressiveness, the fact that this study's non-specific intervention
yields a relatively clear-cut (though moderated by exogenous variables) effect raises for
future research the issue of whether this is a result of the CLP intervention implicitly
including the same "active ingredient" (e.g., a focus on self-development by promoting

personal strengths, whatever they may be, or skills development which promotes personal
strengths) or whether it includes a different, perhaps even distinct ingredient, that has the
same effect. Further study is needed, however, to make any specific claims about what
this ingredient may be. On a broader level, however, this study provides some evidence
that intervention amongst multi-ethnic adolescents from multi-ethnic contexts do show
the same sorts of differential effects found in studies done using considerably less diverse
samples from more ethnically homogenous contexts (Schwartz & Montgomery, 2002;
Ollech & McCarthy, 1997; Schultheiss & Blustein, 1994); this finding provides evidence
that the call for study of ethnic and gender differences amongst intervention participants
is both warranted and necessary if the process of intervention change is to be better
understood.
The Changing Lives Program Intervention Approach and
Feelings of Personal Expressiveness
The second contribution this study makes is to further the on-going evaluation of
the CLP intervention; specifically, this study suggests that increases in feelings of
personal expressiveness are consistent with the overall theoretical orientation of the
Changing Lives Program. Furthermore, this study's findings give preliminary evidence
that the CLP intervention can continue to pursue more specific intervention strategies
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which target feelings of personal expressiveness, by maintaining a perspective which
keeps the intervention participant at the center of the change process.
The CLP draws on a model of school counseling designed by Keys, Bemak, and
Lockhart (1998) designed to target diverse mental health needs in troubled or at risk
youth who attend alternative schools. The model emphasizes group counseling in order to
serve more students in an intervention format which is directly relevant to students'

needs. Within this format, the CLP groups address a variety of concerns based on
participants' needs, dealing with issues such as anger management, troubled families,
relationship problems, self-esteem, and alternative lifestyle concerns. The focus of each
of these groups is on individual participants evaluating and making the changes they
deem necessary to address the problems in their life. This "bottom-up" implementation
strategy focuses on targeting developmental gains that assist youth in proactively guiding
the systems/contexts that have an impact on their lives (Silverman & Kurtines 1997;
Kurtines & Silverman, 1999). The CLP approach is consistent with many contemporary
views of identity, in that adaptive identity development involves making decisions to take
control of one's life, as well as the exploration of and commitment to one's potentials

(Berzonsky, 1989; C6t6, 1996; 1997; Dryer, 1994; Josselson, 1994; Waterman, 1995).
Such an approach, placing the individual as the primary agent of change within their own
life context, is also consistent with the findings of this study; that is, as the individual
becomes more proactive in taking control of his or her own life, making decisions to
foster his or her own potentials, he or she is acting in an increasingly personally
expressive manner.
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The findings that feelings of personal expressiveness do, in fact, increase in an
intervention context meant to empower individual self-change suggests that feelings of
personal expressiveness has potential utility as a specific target for future intervention
with this troubled adolescent populations. The specific effects of the intervention,
however, suggest that not all intervention participants fare the same.
Who is the CLP intervention affecting?

The third main contribution of this study is its support of previous research which
has found differential effects of gender and ethnicity on intervention outcome using
samples of varying diversity (e.g. Schwartz & Montgomery, 2002; Kortsch, 2003; LewisArango, 2003; Ollech & McCarthy, 1997; Schultheiss & Blustein, 1994). The CLP
intervention appears to have a positive effect for female participants relative to control,
but little positive effect for males. Most ethnic subgroups participating in the intervention
show positive change, but a differential effect for African-Americans and Hispanics was
found, in that African-Americans do not show improvement in their feelings of personal
expressiveness scores, while Hispanics show a marked increase. The slight decline in
African-Americans' feelings of personal expressiveness, however, appears almost
identical to the decline in feelings of personal expressiveness shown by non-intervention
African-Americans. This suggests that CLP has very little (if any) impact of on AfricanAmerican participants' feelings of personal expressiveness.
The overall increases of Hispanic individuals' feelings of personal expressiveness
scores for both intervention and control conditions suggests that another factor outside of
the CLP intervention may be involved in increasing these individuals' feelings of
personal expressiveness scores. It is plausible that this effect may be explained by some
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aspect of the alternative high school environment particular in its effect on positive
change in Hispanic individuals. As the dominant culture in Miami-Dade County,
Hispanics may respond more favorably to specific interventions than African-American
students who remain a much smaller subgroup in this area. By working within the
Miami-Dade school system, specifically its alternative schools, the CLP intervention is

actually nested within the intervention of the alternative school system. Hispanics may
simply be responding more favorably to this school-implemented strategy. The answer,
however, remains unclear.

The relatively large effect found for females and the considerably lesser effect for
males strongly suggest a gender effect, perhaps based on social gender expectations
which have also been shown to vary by ethnicity (Schwartz & Montgomery, 2002;
Betancourt & Sheldon, 2001). Hispanic culture is characterized by strong gender-role
values (e.g., "machismo" versus "marianismo") in the subgroups comprising the Hispanic
cultural tradition (e.g., Cuban American, Mexican American, Puerto Rican; Schwartz,
Kurtines, & Montgomery, 2005; Baron, 1991). These cultural norms may have
contributed to the perceived benefit of the experience of going along with the
intervention. Coupled with the potentially differential response to the alternative high
school intervention, it may be possible that the concurrent change in the Hispanic control
group was due to these individuals already acting out the expected gendered norms for
their culture-expressing themselves as "typically male" or "typically female." Without
further study, however, it is not yet clear what factors might be involved in this trend
particular to African-Americans and Hispanics within such a community-school setting,
but the differential effect ethnicity seems to play in terms of its moderation of
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intervention outcome suggests there are real differences in how differing ethnicities
respond to interventions such as the CLP. Furthermore, this differential effect suggests
that future community-based interventions, in particular, because of the populations they
serve, need to better account for effects that ethnic differences amongst its participants
may have on intervention outcomes. Caution must be taken not to over-interpret this

study's findings, however.
As suggested in recent work addressing research problems when working with
minority children and young adults, differential effects for minority study participants are
often taken to mean deficits for these participants without understanding the full meaning
such results might offer if seen in a broader context (Fisher, Hoagwood, Boyce, Duster,
Frank, Grisso, Levine, Macklin, Spencer, Takanishi, Trimble, & Zayas, 2002). For
instance, the decrease in feelings of personal expressiveness shown in African-American
participants does not automatically imply that these individuals are faring worse than
their Hispanic and Caucasian counterparts; it is feasible that cultural differences exist
which further moderate, or potentially mediate self development in these various groups.
Furthermore, cultural differences may exist which result in differing approaches toward
identity development; previous studies, for instance, suggest that African-American
adolescents often show significantly less identity exploration than other-ethnic peers
(Spencer & Markstrom-Adams, 1990). So while previous studies have suggested that
feelings of personal expressiveness may be important in positive self development, these
studies have been done using primarily homogeneous majority samples
(Csikszentmihalyi, 1990b; 1988, 1975; Waterman et al., 2003; 1993) without addressing
specific mechanisms of change which are now shown to be likely moderated by
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contextual exogenous variables such as gender and culture. Furthermore, by not
automatically assuming that decreased identity exploration is a deficit in AfricanAmerican adolescents as cautioned by Fisher et al., (2002), future work may serve to
better understand how such a "foreclosed" approach to identity development might have
both potential benefits within the African-American community, but also associated

difficulties for such individuals operating within a broader multi-cultural context
(Schwartz & Montgomery, 2002). Care needs to be exercised that the differential effects
being seen here are not interpreted only from a one-sided monocultural perspective on
positive development (Sue, 2004).
Working in contexts of heterogeneity and diversity

The questions which remain regarding the mechanisms of self-development of
individuals such as those participating in the Changing Lives Program serve to
underscore the continued need to pursue effectiveness research which pays particular
attention to moderators of intervention response in real-world community settings. When
coupled with related findings of previous CLP intervention studies (Kortsch, 2003;
Lewis-Arango, 2003), the finding of this study, that feelings of personal expressiveness
appears to be strongly associated with one's gender and ethnic socialization experiences,
further suggests that continued outreach research sensitive toward understanding
specificity of intervention effects for intervention subgroups is important to better
understand the differential nature of "moderated moderation" effects, at least for gender
and ethnicity, as theoretically meaningful potential exogenous variables with this
population.
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Limitations
This study has several known limitations. At the time the data were collected, no
records were kept regarding participant attrition, known to be especially high in
alternative school settings. This raises the question of whether selection effects may play
a part in the effect of the Changing Lives Program in that those who may fare worse in an
intervention setting such as the CLP were excluded. Also, even though significant effects

for the intervention condition were found, small sample size, especially with regard to
smaller-represented subgroups may have resulted in being unable to detect smaller effect
sizes that remain unidentified and understudied. Also, because the Control Condition
spans only pre and post in the current study without a follow-up assessment, future
studies might make better comparisons with the Intervention Condition with at least a
third assessment point to understand if the changes seen in the comparison control might
be considered developmentally normative within such an alternative high school setting.
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