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ABSTRACT 

Thomas, M. M., A quasi-experimental study on students’ staar scores that participate in 

the 21st century community learning program compared to students that are not in the 

program.  Doctor of Education (Executive Educational Leadership),  

May2020, Houston Baptist University, Houston, Texas. 

 

Purpose 

The purpose of the study was to examine and compare the STAAR scores of 4th 

and 5th grade student participants of the 21st Century Community Learning Program to 

students who did not partake in the program. The goal was to see if there was a 

significant difference between the two groups. Providing enriching academic 

opportunities during after school hours to assist in closing the academic gap was the 

primary focus of the 21st Century Community Learning Centers (Mahoney et al. 2009).  

Non-academic activities associated with the after-school programs have shown to have 

positive implications for youth developmental outcomes (Richards et al. 2004; Apsler 

2009; Bohnert et al. 2009; Durlak et al. 2010). Researchers believe that children can 

greatly benefit from programs geared to develop youth during out-of-school time 

(Anderson-Butcher, Stretler, & Midle, 2006; Durlak, Mahoney, Bohnert, &Parente, 2010; 

Iachini & Anderson-Butcher, 2012; Jenner & Jenner, 2007). 

Methodology 

 This study used a quantitative design with a correlational research approach to 

examine and compare the scores of 4th and 5th grade students that participated in the 21st 

Century Community Learning Center Program to the students that did not partake in the 

program. In so doing, the researcher gained knowledge on the effectiveness of the after-

school program in the student’s academics. 



 

 

 

Conclusions 

The findings from this study provided further evidence of the effectiveness of the 

21st CCLC program on student achievement in the STAAR Reading and Math 

assessments. This investigation showed that the program had an overall positive effect on 

student participants and their academic achievement on the STAAR test. 
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CHAPTER I 

Introduction 

The topic of this study related to Pillar Ten of Houston Baptist University’s Ten 

Pillars. Pillar Ten: Move to the Next Level as an Institution, challenges the researcher to 

incorporate the instruction and attained information received from the university into the 

community, particularly the educational and after school fields. “Whoever can be trusted 

with very little can also be trusted with much, and whoever is dishonest with very little 

will also be dishonest with much” (Luke 16:10, New International Version). The 

researcher of this study modeled and utilized the knowledge gained from the Doctor of 

Education in Executive Educational Leadership program directives in leading students to 

academic success.  

The U.S. Department of Education (2017) reported that the 21st Century 

Community Learning program was created to provide academic enrichment support to 

students who attended high-poverty and low-performing schools. Due to research 

showing the benefits of after-school programs, Sen. James Jeffords, Rep. Steve 

Gunderson, and others introduced the 21st Century Community Learning Act in 1994. In 

addition to providing academic support to youth, the program also benefited the 

community by affording services such as, parenting classes, extended library hours, and 

senior citizen programming (Afterschool Alliance, 2014).  

In 2002, President George W. Bush passed the No Child Left Behind Act (NCLB) 

that focused on improving struggling schools across the nation (Klein, 2015). Identified 

schools received federal funds to supplement instructional programs. The purpose of 

these funds was to ensure a first-rate education and to level the playing field for students 
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that were living in poverty, were minorities, received special services, or who spoke 

limited or no English (Klein, 2015).  According to the U.S. Department of Education 

(2017), students in grades 3-8 were given math and reading tests every year and their 

schools had to publicly report the results. Students were also tested once in grades 10-12. 

Through the NCLB Act, schools were expected to show academic progress and set 

targets for improvement; this was identified as the Adequate Yearly Progress (AYP). 

Each year, schools receive a report card from the state that rated their performance and if 

the school did not meet the AYP requirements, the school was labeled “needing 

improvement” (Klein, 2015). Under the NCLB, low-income students received funds 

through Title I. According to Klein, these funds were designed to promote parent and 

family involvement; hire more qualified teachers and paraprofessionals; provide more 

opportunities for professional development for the instructional staff; provide additional 

resources (technology, instructional programs, and software); and increase instruction for 

struggling students. 

On December 10, 2015, President Barack Obama signed Every Student Succeeds 

Act (ESSA) into law. ESSA replaced its predecessor, the NCLB (U.S. Department of 

Education, 2017). The overall goal for the NCLB was to ensure that schools were held 

accountable in providing the best possible education, particularly for poor and minority 

students. Although NCLB met the goal of making schools more accountable, it became 

known as a “one-size-fits-all” approach and failed to meet the needs of all students 

(Korte, 2015). Korte indicated that the ESSA was designed to eliminate the amount of 

assessments given to students while still focusing on high standards, accountability, and 

closing the achievement gap. Some of the key highlights of ESSA were focusing on 
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providing equity for all students, particularly disadvantaged and high-need students; all 

students must be taught to high academic standards for preparation for college and 

careers; and schools were expected to be more accountable in making a positive change 

in the lowest-performing schools (U.S. Department of Education, 2017). 

The NCLB and ESSA Acts had different viewpoints and approaches to ensure 

that all students were afforded a first-rate education. However, both administrations 

believed that the 21st CCLC and after school programs were beneficial for students’ 

academic success as well as for the communities in which the youth resided. 

Interests in after school programs began to grow throughout the 1990s, 

particularly for low-income children (Halpern, 2002). Halpern noted that the following 

four major factors led to interest in the development of after school programs: 

1. The streets and places where children played were no longer safe. 

2. Children left on their own after school could become stressed and 

unproductive. 

3.  Many children needed more academic support and time, that they were not 

receiving during regular school hours, to attain basic academic skills. 

4. Low-income children should have had the same opportunities afforded to 

them as their advantaged peers to delve into the arts, sports, and other 

activities. 

After school programs have become places where students in poor communities could 

“feel valued and recognized” and have a sense of belonging (Hurd & Deutsch, 2017). 

National interest in after-school programs have become more popular among children 

and their parents (Gottfredson, Gottfredson, & Weisman, 2001). Afterschool Alliance 
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(2014) reported that African American and Hispanic children were twice as likely to 

attend an after school program. The amount and types of after school programs had 

tremendously increased in the United States over the past 20 years (Kremer et al., 2015). 

To escape their negative environment, after school programs offered children new and 

different experiences through interaction with caring adults (Freedman, 1993; Katz, 1997; 

McLaughlin et al., 1994). Programs that focus on youth development bolstered 

constructive development for participating youth (Anderson-Butcher et al., 2006). 

Children from impoverished communities were more likely to attend an after school 

program than children from more affluent communities (Afterschool Alliance, 2014). 

This chapter includes the background of the study, statement of the problem, and 

the statement of the purpose and significance. It will also include research questions, 

definition of terms, conceptual framework, limitations, delimitations, assumptions, and 

organization of the study. 

Background of the Study 

Morgan, Farkas, Hillemeier, and Maczuga (2009) indicated that students from 

low socioeconomic households tended to develop more slowly academically than 

students with a higher socioeconomic status. Schools located in the low-SES 

communities tended to lack many resources and this negatively affected student's 

academic success (Aikens & Barbarin, 2008). Factors that had been shown to improve 

schools in low-SES communities were: focusing on improving teaching and learning, 

creation of an information-rich environment, building of a learning community, 

continuous professional development, involvement of parents, and increased funding and 

resources (Muijs, Harris, Chapman, Stoll, & Russ, 2004). 
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According to the U.S. Department of Education (2017), 21st Century Community 

Learning Centers were community centers developed particularly for students who 

attended high-poverty and low performing schools and provided academic enrichment 

opportunities after school hours for students. The U.S. Department of Education reported 

there were three main goals for this program, which included: helping students obtain 

success in the core academic subjects (ex. reading and math), including enriching 

programs that complement formal academic programs, and providing participating 

students’ families with educational services. Texas has identified their 21st CCLC as 

Afterschool Centers on Education (ACE). The Texas Education Agency (TEA) stated the 

following: 

The ACE program assists students in meeting academic standards in core subjects 

(math, reading, science, social studies) by providing out-of-school time services 

to students and their families through community learning centers that offer an 

array of enrichment activities to complement regular academic programs. (Texas 

Education Agency, 2017) 

In order to support struggling students, the ACE program identified the academic gaps 

and provided an enriching learning environment (The Texas Education Agency, 2017). 

According to Afterschool Alliance (2014), there was a need for after-school 

programs.  There were 11.3 million children that had to take care of themselves when the 

school day ended. The peak hours for juvenile crime was between the hours of 3 p.m. and 

6 p.m. (Afterschool Alliance, 2014). Low-income students would benefit from a more 

structured environment with adult supervision, tutoring and homework assistance, and 

enriching activities such as the arts and sports (Halpern, 2002). Strauss (2011) reported 
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that students were less likely to participate in inappropriate behavior (such as teen 

pregnancy, joining gangs, and committing violent crimes) if they were in an after-school 

program. Parents were working more and more hours and needed a safe place for their 

children to go to after the school day ended. Providing supervision with reliable and safe 

places to go to after school was some of the goals of after school programs. They help 

eliminate the behavioral and academic issues that were particularly found with low 

income, minority students (Dynarski et al., 2004; Weisman et al., 2003; Welsh et al., 

2002). Halpern (2002) addressed that parents who lived in low income neighborhoods 

were more likely to have their children participate in an after school program if they were 

free. The researchers noted after school programs could also provide extra support and 

resources outside of the classroom. The extra time spent outside of the classroom 

participating in tutorials and educational activities increased academic student 

achievement. Researchers discovered students needed more than classroom instruction to 

be educationally and socially successful (Darling-Hammond et al., 2012; Eccles et al., 

1993; Karns & Parker, 2007; Pierce, 2010; Sundell, K., Castellano, M., Overman, L. T, & 

Aliaga, O. A., 2012).  

Statement of the Problem 

A grant supported the 21st Century Community Learning Center has been 

implemented in a suburban school district in Southeast Texas. However, the effectiveness 

of the program on students’ STAAR scores that attend a high-poverty, low-performing 

school had not been studied. There is still an academic achievement gap in the United 

States among the different demographic groups (Organization for Economic Cooperation 

and Development, 2014; Vanneman, Hamilton, Baldwin Anderson, & Rahman, 2009). 

https://www.ncbi.nlm.nih.gov/pmc/articles/PMC4597889/#R18
https://www.ncbi.nlm.nih.gov/pmc/articles/PMC4597889/#R87
https://www.ncbi.nlm.nih.gov/pmc/articles/PMC4597889/#R88
https://www.ncbi.nlm.nih.gov/pmc/articles/PMC4597889/#R88
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Minority children living in low socioeconomic communities encountered many at risk 

factors that contributed to academic disparities (Fraser, 2004; Klebanoff & Muramatsu, 

2002; Thomas, Davidson, & McAdoo, 2008). Studies showed that students needed more 

than classroom instruction to be successful (Darling-Hammond et al., 2012; Eccles et al., 

1993; Karns & Parker, 2007; Pierce, 2010; Sundell et al., 2012). Participating in a 21st 

Century Community Learning Center can contribute to a student’s academic performance 

(Durlak, Weissberg, & Pachan, 2010; Holstead & Hightower-King, 2011; Jenner & 

Jenner, 2007). 

Statement of the Purpose and Significance 

The purpose of the study was to examine and compare the STAAR scores of 4th 

and 5th grade student participants of the 21st Century Community Learning program to 

students who do not partake in the program. The goal was to see if there was a significant 

difference between the two groups. Providing enriching academic opportunities during 

after school hours to assist in closing the academic gap was the primary focus of the 21st 

Century Community Learning Centers (Mahoney et al. 2009).  Non-academic activities 

associated with the after-school programs had shown to have positive implications for 

youth developmental outcomes (Richards et al. 2004; Apsler 2009; Bohnert et al. 2009; 

Durlak et al. 2010). Researchers believed that the children could greatly benefit from 

programs geared to develop youth during out-of-school time (Anderson-Butcher, Stretler, 

& Midle, 2006; Durlak, Mahoney, Bohnert, & Parente, 2010; Iachini& Anderson-

Butcher, 2012; Jenner & Jenner, 2007). 

 Minority students that were living in poverty were at a higher risk of 

experiencing a deficit in academic achievement (Fraser, 2004; Klebanoff & Muramatsu, 
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2002; Thomas, Davidson, & McAdoo, 2008). Students that attended high-poverty and 

low-performing schools needed more academic assistance than what they were receiving 

in the classroom (Darling-Hammond et al., 2012; Eccles et al., 1993; Karns & Parker, 

2007; Pierce, 2010; Sundell et al., 2012). Students lost information obtained during the 

school year and begin to fall behind, especially in areas such as reading and math 

(Afterschool Alliance, 2014). Students that attended after-school programs got additional 

support in subject areas of difficulty not only during the school year, but also during the 

weekends and in the summer (Anderson-Butcher et al., 2006; O’Donnell, 2014). 

Research Questions 

The following research questions will guide this study: 

1. Does participation in the 21st Century Community Learning Program have a 

significant, positive effect on 4thgrade students’ reading STAAR scores? 

Ha1: There will be a positive significant effect on 4th grade students’ 

reading STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

H011: There will not be a significant effect on 4th grade students’ reading 

STAAR scores that participate in the 21st CCLC program as compared to 

non-participants. 

H021: There will be a negative significant effect on 4th grade students’ 

reading STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

 

 



9 

 

 

2. Does participation in the 21st Century Community Learning Program have a 

significant, positive effect on 5th grade students’ reading STAAR scores? 

Ha2: There will be a positive significant effect on 5th grade students’ 

reading STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

H012: There will not be a significant effect on 5th grade students’ reading 

STAAR scores that participate in the 21st CCLC program compared to 

non-participants. 

H022: There will be a negative significant effect on 5th grade students’ 

reading STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

3. Does participation in the 21st Century Community Learning Program have a 

significant, positive effect on 4th grade students’ math STAAR scores? 

Ha3: There will be a positive significant effect on 4th grade students’ math 

STAAR scores that participate in the 21st CCLC program as compared to 

non-participants. 

H013: There will not be a significant effect on 4th grade students’ math 

STAAR scores that participate in the 21st CCLC program as compared to 

non-participants. 

H023: There will be a negative significant effect on 4th grade students’ 

math STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 
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4. Does participation in the 21st Century Community Learning Program have a 

significant, positive effect on 5th grade students’ math STAAR scores? 

Ha4: There will be a positive significant effect on 5th grade students’ math 

STAAR scores that participate in the 21st CCLC program as compared to 

non-participants. 

H014: There will not be a significant effect on 5th grade students’ math 

STAAR scores that participate in the 21st CCLC program compared as to 

non-participants. 

H024: There will be a negative significant effect on 5th grade students’ 

math STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

Definition of Terms 

Academic Achievement Gap 

Academic Achievement Gap in education describes the distance in academic 

performance groups of students. Particularly the gap is between African-American and 

Hispanic students and their non-Hispanic white peers (Education Week, 2017). 

After School Programs 

 After school programs are extensive programs that include a variety of activities 

that include academic enrichment and community service (Halpern 2002, Vandell et al., 

2005).  
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At-Risk Student 

 At-risk students usually include children and adolescents that can be identified as 

low achieving in school or on tests, attending a low performing school, being of low 

socioeconomic or racial/ethnic status, or immersing in high-risk behaviors such as 

substance abuse (Lauer et al., 2006). 

Every Student Succeeds Act (ESSA) 

 Every Student Succeeds Act replaced the No Child Left Behind (NCLB) Act that 

was enacted in 2002. President Barack Obama signed it into law on December 10, 2015. 

Some of the key aspects of the law are: focus on closing the achievement gaps, improving 

the level and quality of instruction, and increasing equity (U.S. Department of Education, 

2017). 

Low Achieving Students 

Low Achieving Students are students that are not identified as Special Needs and 

has fallen below grade level (Finnan et al., 2000). 

School Report Card (Texas) 

According to the Texas Education Agency (TEA), The school report card (SRC) 

combines accountability ratings, data from the Texas Academic Performance Reports 

(TAPR), and financial information to give a broad view of campus performance. 

Available for each campus in Texas, the SRC is intended specifically to inform parents 

and guardians about a school’s individual characteristics and its academic performance 

(Texas Education Agency, 2017). 
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State of Texas Assessments of Academic Readiness (STAAR) 

STAAR performance standards relate levels of test performance to the expectations 

defined in the state-mandated curriculum standards known as the Texas Essential 

Knowledge and Skills [TEKS] (Texas Education Agency, 2017). Students are tested in 

the following subject areas: reading, math, writing, science, and social studies. 

Texas Academic Performance Report (TARP)  

Texas Academic Performance Report looks at data of student’s academic 

performance in all the schools and districts across the state of Texas (Texas Education 

Agency, 2017). 

21st Century Community Learning Center 

 According the U.S. Department of Education, 21st CCLC is an after-school 

program for students that attend high-poverty and low-performing schools. The program 

provides academic enrichment opportunities and assists the students in improving in the 

core academic subjects (U.S. Department of Education, 2017). 

Conceptual Framework 

 The framework for this study was focused on the program requirements of the21st 

Century Community Learning Centers. The 21st CCLCs were community learning 

centers for students that attended a high-poverty, low-performing school (U.S. 

Department of Education, 2017). The U.S. Department of Education reported that the 

program was designed to assist students in meeting standards in core subjects, such as 

math and reading. The program was also developed to complement the student’s formal 

academic program and supports students after school hours (Texas Education Agency, 

2017). 
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 According to TEA (2017), thirty-one school districts were awarded grants for 21st 

CCLC program; twenty-five of those districts received three years of funding and six 

received five years of funding. The grants awarded ranged from $50,000 to $1,800,000 

and the districts were able to request funding for up to 10 schools. In order for the school 

districts to continue receiving funds, they must have met satisfactory progress with 

objectives and activities, and received approval by the commissioner of education and 

appropriations by the United States Congress on the general budget. The Afterschool 

Alliance (2009) reported that in 2002, the 21st CCLC was reauthorized by the No Child 

Left Behind Act. This reauthorization gave the state education agencies the responsibility 

of administrating grants; the U.S. Department of Education previously handled this 

responsibility. According to the Texas Education Agency (2017), the 21st CCLC funds 

were to be used to afford students in high-poverty, low performing schools opportunities 

to participate in after school programs that would do the following: 

• Offer academic enrichment activities to promote academic achievement on state 

and local assessments. 

• Equip the students with a multitude of services and programs that complement the 

typical academic program. Programs such as drug and violence prevention 

programs, counseling programs, art, music, and recreational programs, technology 

education programs, and character programs. 

• Provide the families of students who are participating in the program literacy and 

related educational development services. 
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Limitations 

Lunenberg and Irby (2008) stated that limitations in a study represent matters or 

circumstances that are not controlled by the researcher.  

Limitations of the study included: 

1. The researcher chose to focus on the STAAR scores of 4th and 5th grade 

students that had participated in the 21st Century Community Learning 

Center program for one or two years beginning in the 3rd grade. 

2. The disparate difference in score results between participants and non-

participants. 

Delimitations 

Delimitations of the study were boundaries that were self-imposed by the 

researcher for the purpose and the direction of the study (Lunenburg & Irby, 2008). The 

delimitations of the study included the following: 

1. The participants of the study represented a portion of the student 

population of two elementary schools and not all students. 

2. The study focused on two of the six elementary schools in the district that 

participated in the 21st CCLC program. 

Assumptions 

 Assumptions were things that were moderately out of the control of the researcher 

(Simon, 2011). The general assumption of this study was: 

1. The STAAR data results were accurate. 
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2. The schools that are participating in the 21st CCLC program are meeting 

the requirements of the program with fidelity. 

Summary and Organization of the Study 

Chapter I included the introduction, background of the study, statement of the 

problem, statement of the purpose and significance, research questions, definition of 

terms, conceptual framework, limitations, delimitations, assumptions, and organization of 

the study. Chapter II will provide a review of the literature. Chapter III will describe the 

methodology used in this study, which includes research design, participants, context and 

setting, data collection, and data analysis.   Chapter IV will detail the findings of the 

study. Chapter V will chronicle discussions, implications, recommendations, and 

conclusions. 
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CHAPTER II 

REVIEW OF LITERATURE 

The purpose of the study was to examine and compare the STAAR scores of 4th 

and 5th grade student participants of the 21st Century Community Learning program to 

students who do not partake in the program. The goal was to see if there was a significant 

difference between the two groups. Participating in the 21stCCLC can contribute to a 

student’s academic performance (Durlak, Weissberg, & Pachan, 2010; Holstead& 

Hightower-King, 2011; Jenner & Jenner, 2007). The 21st CCLC programs were designed 

to assist students that attended high need, high-poverty, low-performing schools by 

providing academic enrichment opportunities to meet student standards in core academic 

subjects (U.S. Department of Education, 2017). Mahoney et al. (2009) stated that the 

intent for the 21st CCLCs was to close the achievement gap and provide a wide variety of 

non-academic aims. Students that participated in 21st CCLCs also had the benefit of being 

in a safe environment and were directed away from juvenile crime (Afterschool Alliance, 

2014). 

Chapter II will present an analysis of the history of after-school programs and 

why they are needed. Next, there will be an exploration into the effects poverty has on 

student’s academics, followed by a more in-depth examination of the 21st Century 

Community Learning programs. There will then be a deeper exploration into the Texas 

ACE program guidelines. Lastly an examination of the components of the ACE program, 

which includes Academics, Enrichment, and College and Career. 
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History of After School Programs 

 

 The result of changes in child labor laws, the structure of working class families, 

and schooling in the late 1800s, all contributed to the development of after school 

programs (Halpern, 2002). According to Halpern (2002), two trends led to the emergence 

of after-school programs: the gradual decline of paid labor and the increase of schooling. 

The Children’s Bureau, religious institutions, and labor unions were some of the groups 

that worked hard to end children participating in the labor force. These groups believed 

that it was morally wrong and dangerous for children to participate in the work force 

(Mahoney, Parente & Zigler, 2009a). The rise in women participating in the work force 

also prompted the growth and need for after school programs. The U.S. Department of 

Labor (2005) reported that the percentage of mothers engaging in the workforce began to 

rise after World War II and steadily increased in the years to come. By 2004, economic 

changes and more single-parent homes led to 78% of mothers with school age children 

joining the workforce (U.S. Department of Labor, 2005).  

After-school programs began as boys’ clubs. The location of the programs were in 

storefronts, churches, and other buildings as safe havens for children. The dangerous 

activities that were present on the streets led men and women to develop after-school 

programs (Halpern, 2002). During this time, children were welcome to drop in anytime, 

as long as the children did not “tear up the place”, and they were allowed to do whatever 

they pleased (McLeod, 1983, p. 66). Halpern (2002) stated that the two largest after-

school sponsors were boys’ clubs and settlements; the funding for the programs were, for 

the most part, privately sponsored. However, many of the boys’ clubs did have 

fundraisers or campaigns to raise money for their buildings. These clubs served between 
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200-300 children daily. Settlements, on the other hand, were smaller and served less 

children. It was restricted to around 30-60 children, which gave the settlements the 

opportunity to be more selective. 

African Americans were the one group that was overlooked by after-school 

programs. The location of the agency (i.e. the city) determined if they allowed African 

Americans to participate. Boys’ clubs, in the city, were more welcoming.  Settlements 

were more reluctant to welcome African Americans because of the fear that white ethnic 

families would pull out of the program (Halpern, 2002). Financial supporters of the 

settlements gave token donations for African Americans to develop their own settlement, 

but the programs quickly closed due to lack of funds and not having enough staff to 

operate the programs (Halpern, 2002). Some African American churches offered 

programs, but they were unable to reach the poorest children (Spear, 1967). 

 Halpern (2002) stated that after-school programs were opened five to six days a 

week during the after-school hours and some were open year-round. The programs were 

mostly free and offered to boys and girls. However, settlements that had particular 

programs that focused on feminine ideas, were only offered for girls (Cavallo, 1981, 

111). The boys’ clubs were primarily for boys. If the club included girls, the genders 

were separated (Halpern, 2002). Part-time workers and volunteers were heavily relied 

upon for the after-school programs. College students, skilled workers, and people who 

were religiously motivated to be volunteers all represented the individuals that worked 

for the early after-school programs (Halpern, 2002). Some of the individuals received 

payment, but most of them donated their time. College students were able to use their 

donated hours towards service, fieldwork, or their practicum (Halpern, 2002). 
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 Clubs and classes were developed to offer children organized activities. The 

children were able to participate in these activities once or twice a week. A particular 

activity was offered through the clubs and the children were able to choose the class 

based upon their interest. Clubs offered the children the opportunity to socialize with 

other kids who were the same age, held the same interest, and were the same ethnicity or 

nationality (Halpern, 2002).  

The Need for After School Programs 

 The lack of playing space led to kids loitering, playing street games, fire setting, 

begging, and roaming around (Goodman, 1979; Nasaw, 1985). Curfews were set by 

municipal authorities to eliminate these negative behaviors. Many believed that play was 

an important aspect to children’s lives because through play children could understand 

and make sense of the world. The benefits of play for low-income children included 

allowing them to escape their daily circumstances and offered an alternative to the 

depressing environment of the tenement apartments (Taylor, 1914). In order for play to 

be beneficial, it had to be organized and supervised (Halpern, 2002). When left alone to 

play, children were unimaginative, wasted time, and were drawn to and re-enacted 

negative adult behaviors (Woods and Kennedy, 1922, p.106-107). 

Discretionary time during after school hours was a result of the creation of 

universal, compulsory education (Kleiber & Powell, 2005). Children became attracted to 

dangerous street activities because of extended, unsupervised time and overcrowding in 

tenement apartments. The possibility of earning money and a few hours of freedom from 

household responsibilities were some of the things that contributed to the interest of the 

streets (Halpern, 2002). More children had to take care of themselves when the school 
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day ended. The peak hours for juvenile crime were between the hours of 3 p.m. and 6 

p.m. Research had shown a correlation between both parental supervision and 

unstructured time after school to substance abuse, delinquent behavior, sexual behavior, 

and risk of victimization (Biglan et al., 1990; Gottfredson et al., 2001; Newman et al., 

2000; Richardson et al., 1989). Strauss (2011) reported that students were less likely to 

participate in inappropriate behavior (such as teen pregnancy, joining gangs, and 

committing violent crimes) if they were in an after-school program. Researchers reported 

that substance abuse and behavioral issues could be the result of unsupervised time after 

school (Blum et al., 2000). 

Self-care was becoming more prevalent for many families according to the U.S. 

Census (Johnson, 2005; Smith, 2000; 2002). Self-care was “an afterschool arrangement 

where the child is not under the direct supervision of an adult for extended periods of 

time” (Mahoney, et al., 2009). Reasons for children taking care of themselves included, 

more single parent homes, lack of affordable after-school programs, parents having 

longer work hours, and an increase in maternal employment (Mahoney & Parente, in 

press; NRC-IOM, 2002; Vandell & Shumow, 1999). 

There was a debate between scholars and politicians about the advantages and 

disadvantages regarding self-care. Proponents for self-care believed that children who 

take care of themselves become more responsible and independent. Riley and Steinberg 

(2004) concluded children could develop autonomy and benefit the family by allowing 

the parents to work more without the concern of supervision.  

The individuals that opposed self-care believed it could be dangerous and have 

negative developmental outcomes (Mahoney, et. al, 2009). After the 1983 Caucus, it was 
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discovered that children in self-care could face the following risks; the fear from being 

alone and stressed (Long & Long, 1983); low academic achievement (Pettit et al., 1997); 

and drug, alcohol, and tobacco use among middle school students (Richardson, Dwyer, 

McGuigan, Hansen, Dent & Johnson, 1989). Self-care was associated to higher 

behavioral problems in school settings for children who attended low-income elementary 

schools. (Marshall et al., 1997; Pettit et al., 1997; Posner & Vandell, 1994).According to 

several scholars, there was a higher risk for unsupervised children to develop adjustment 

problems and falling behind academically and socially compared to children participating 

in supervised after-school programs (Hayes, Palmer, & Zaslow, 1990; Mahoney & 

Parente, in press). The issue of after-school childcare made its way into political 

discussions because of scientific evidence and reports from several scholars. 

Anderson-Butcher et al., (2003) stated that studies had shown that by participating 

in after-school programs grades improved, engagement in school is increased, improved 

test scores, and, in some instances, GPAs were higher. Springer and Diffily (2010) 

detailed there was a significant correlation between the intensity of the program and 

higher GPA scores among elementary and middle school students after regulating for 

gender and neighborhood socioeconomic status. It was discovered that there was a 

compelling link between participating in after-school programs and improved grades on 

assignments given in school (Cooper, Valentine, Nye, & Lindsay, 1999). Higher reading 

scores were seen in students who participated in after-school programs compared to non-

participants (Mahoney, Lord, & Carryl, 2005). 
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Effects of Poverty on Education 

Children are the poorest age group in the nation. In 2017, nearly 1 in 5 children, 

or 17.5%, were identified as poor. According to the U.S. Bureau (2018), “poverty is 

defined as an annual income below $25,283 for a family of four, which divides out to 

about $2,107 a month, $486 a week or $69 a day.”  Figure 1 provides further statistics on 

child poverty, broken down by age and race/ethnicity. Figure 1.1 shows the percentage of 

children living in poverty. 

 

Figure 1 

Child Poverty, by Age and Race/Ethnicity*, 2017 

*All racial groups exclude Hispanic ethnicity 

 
Figure 1. Poor Children (under 18 and under 5), number and percent: U.S. Department of Commerce, Bureau of the 

Census, Current Population Survey Table, 2018 Annual Social and Economic Supplement (Below 100 percent of 

poverty; White alone, not Hispanic; Black alone, not Hispanic; Asian/Native Hawaiian/Other Pacific Islander alone, 

not Hispanic; American Indian/Alaska Native alone, not Hispanic; Hispanic of any race). Calculations by Children’s 

Defense Fund. 
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Under 18 4,026,000 10.9 2,889,000 28.7 4,639,000 25 500,000 12.2 195,000 31.1

Under 5 1,130,000 11.7 928,000 33.7 1,346,000 25.2 171,000 15.6 63,000 36.2
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Figure1.1  

Percent of Children in Poverty, by Age and Race/Ethnicity*, 2017 

 

Figure 1.1 Poor Children (under 18 and under 5), number and percent: U.S. Department of Commerce, Bureau of the 

Census, Current Population Survey Table, 2018 Annual Social and Economic Supplement (Below 100 percent of 

poverty; White alone, not Hispanic; Black alone, not Hispanic; Asian/Native Hawaiian/Other Pacific Islander alone, 

not Hispanic; American Indian/Alaska Native alone, not Hispanic; Hispanic of any race). Calculations by Children’s 

Defense Fund. 
 

 

In 2017, there were about 1 in 12, or 5.9 million children, living in extreme 

poverty. The U.S. Bureau (2018) reported that individuals identified as living in extreme 

poverty have an annual income of less than half the poverty level, or $12,642 for a family 

of four. This equates to about $1,053 a month, $243 a week, or $35 a day. The number of 

children that are living in extreme poverty is 5,864,000; this is about 8% of the 

population. Figure 2 shows the statistics of children living in extreme poverty, by age and 

race/ethnicity. Figure 2.1 displays the percentages of children living in extreme poverty, 

by age and race/ethnicity. 
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Figure 2. Children Living in Extreme Poverty, by Age and Race/Ethnicity*, 2017 

*All racial groups exclude Hispanic ethnicity 

 

Figure 2. Children in Extreme Poverty (under 18 and under 5), number and percent: U.S. Department of 

Commerce, Bureau of the Census, Current Population Survey Table, 2018 Annual Social and Economic 

Supplement (Below 50 percent of poverty; White alone, not Hispanic; Black alone, not Hispanic; 

Asian/Native Hawaiian/Other Pacific Islander alone, not Hispanic; American Indian/Alaska Native alone, 

not Hispanic; Hispanic of any race. 

 

Figure 2.1. Children Living in Extreme Poverty, by Age and Race/Ethnicity*, 2017 

 

Figure 2.1. Children in Extreme Poverty (under 18 and under 5), number and percent: U.S. Department of 

Commerce, Bureau of the Census, Current Population Survey Table, 2018 Annual Social and Economic 

Supplement (Below 50 percent of poverty; White alone, not Hispanic; Black alone, not Hispanic; 

Asian/Native Hawaiian/Other Pacific Islander alone, not Hispanic; American Indian/Alaska Native alone, 

not Hispanic; Hispanic of any race. 
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A complex array of risk factors associated with poverty affect the population. 

According to Jensen (2009), there were four primary risk factors: emotional and social 

challenges, acute and chronic stressors, cognitive lags, and health and safety issues. The 

Infant Health and Development Program found that 40% of children living in chronic 

poverty had deficiencies in at least two areas of functioning (Bradley et al., 1994).  

 Lower-quality social, municipal, and local services were more likely found in 

low-income neighborhoods. The National Commission of Teaching and America’s 

Future [NCTAF] (2004), reported that poor neighborhoods were less likely to have green 

spaces for children to play, and presented a more hazardous environment (including 

greater traffic volume, higher crime rates, and less playground safety). While children 

from more affluent neighborhoods were able to enjoy joyful childhoods with carefree 

exploration, children living in poverty were not afforded this opportunity. Instead of 

learning and finding out about the world around them, an impoverished child’s time was 

spent discovering ways on how to survive their environment. 

Kumanyika and Grier (2006) noted that compared to their middle-class 

counterparts, low-SES children had fewer books in their homes, spent more time 

watching television, and frequented the library less often. Children in low-income 

neighborhoods had fewer cognitive-enrichment opportunities. Morgan et al., (2009) 

pinpointed that when compared to children from higher SES groups, children from low-

SES communities developed academic skills slower. Children growing up in low-SES 

neighborhoods had poor cognitive development, language, memory, socioeconomic 

processing, which eventually lead to poor income and health in adulthood. Resources 

were limited in the schools found in low-SES communities; this negatively affected 
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students’ academic progress (Aikens & Barbarin, 2008). Researchers noted that students 

from low-SES families had little to no experiences with reading acquisition such as 

phonological awareness, vocabulary, and oral language (Buckingham, Wheldall, & 

Beaman-Wheldall, 2013). There was a correlation between children’s reading 

competency and home literacy environment, the number of books in the household, and 

parent distress (Aikens & Barbarin, 2008; Bergen, Zuijen, Bishop, & Jong, 2016). 

Unfortunately, students from poor households did not have access to learning resources 

(such as books, computers, or tutors) to constitute a positive literacy environment 

(Bradley, Corwyn, McAdoo, & Garcia Coll, 2001; Orr, 2003). 

 Children living in poverty came from unstable households. They tended to have 

single parents that tended to be less responsive (Blair et al., 2008, Evans, Gonnella, 

Marcynyszyn, Gentile, & Salpekar, 2005). Poor school attendance, lower grades, and 

lower college attendance were examples correlated with single parent households (Xi & 

Lal, 2006). Jenson (2009) stated, “low-SES children form more stress-ridden attachments 

with parents, teachers, and adult caregivers and have difficulty establishing rewarding 

friendships with children their own age.” Impoverished children living in poverty form 

the opinion that their parents are uninterested in their activities, have unhealthy 

friendships, lack of support from parents/guardians with homework, and receive less 

positive feedback or reinforcement from their teachers (Evans & English, 2002). Isolation 

and feeling unloved were feelings associated with poor children. These feelings lead to 

unpleasant life events, such as poor academic performance, behavioral problems, drug 

abuse, and dropping out of school. 
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Children’s academic success was significantly correlated with family income; 

especially during the primary years (Van Ijzendoorn, Vereijken, Bakermans- Kranenburg, 

& Riksen-Walraven, 2004). Primary years include grades Pre-Kindergarten through 

Second Grade. Common problems associated with students living in poverty included: 

issues of transportation, health care, high tardy rates and absenteeism. Absenteeism was 

correlated to dropout rates. Attending school could assist in turning children’s lives 

around, but they must attend. Negative parent attitudes towards school tended to lead to 

poor attendance. Freiberg (1993) suggested that parents’ negative attitudes towards their 

schools are a result of them doing poorly in school themselves. As a result of this, these 

parents often did not participate in school events, inquire about their children’s 

academics, or attend parent conferences (Morrison-Gutman & McLoyd, 2000).  

 Unlike well off kids, poor children often attended schools that were poorly 

maintained with teachers that were less qualified and attended less adequate day-care 

facilities (NCTAF, 2004). Aikens and Barbarin (2008) discovered that school 

environment had more of an effect on SES differences on student learning rates than the 

characteristics of their family. Research showed a correlation between years of teacher 

experience and children’s academic achievement (Gimbert, Bol, & Wallace, 2007); well-

qualified teachers were less likely found in low-income schools (Chetty et al., 2011). 

Muijs et al., (2009) identified the following factors that enhanced the quality of low-SES 

schools: 

• A focus on improving teaching and learning. 

• Creation of an information-rich environment. 

• Building of a learning community. 
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• Continuous professional development. 

• Involvement of parents. 

• Increased funding and resources. 

Learning disabilities and negative psychological outcomes that affected academic 

achievement have been linked to low-SES. Daily adversities and stress that children in 

poor communities experienced had an impact on learning, behavior, and health 

(Committee on Psychosocial Aspects of Child and Family Health et al., 2012). Learning-

related behavior issues were twice as likely to be found in lower SES households than in 

high-SES households (Morgan et al., 2009).  

 The quality of relationships with teachers and peers, relied on the attachment, 

beginning at birth, formed between parent and child (Szewczyk-Sokolowski, Bost, & 

Wainwright, 2005). Jensen (2006) noted that attunement meant becoming “in tune” with 

another, that is, establishing an emotional and physical reciprocity between two or more 

persons. Attunement was at risk when parental education was substandard, time was 

short, and warm emotions were minimal. All of these factors were found in many poor 

households (Feldman & Eidelman, 2009; Kearney, 1997; Segawa, 2008). 

Parents/guardians in low socioeconomic neighborhoods were overworked and lacked 

sensitivity (Evans, 2004); because of this, they were unable to develop healthy 

relationships with their kids (Ahnert, Pinquart, & Lamb, 2006). The U.S. Department of 

Health and Human Services (2000) reported that only 36% of low SES parents attended 

their children’s school activities or functions compared to 59% of parents above the 

poverty line. 
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Maslow’s Hierarchy of Needs 

 Abraham Maslow (1943, 1954) a famous psychologist who greatly contributed to 

the growth and development of human psychology, developed the Hierarchy of Needs. 

Maslow’s motivational theory originally consisted of the following five stages; 

Physiological Needs, Safety Needs, Love and Belongingness Needs, Esteem Needs, and 

Self-Actualization Needs. Figure 3 shows a diagram of Maslow’s Hierarchy of Needs. 

Figure 3. Maslow’s Hierarchy of Needs 
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 According to Maslow (1943) the lower level needs must be met before moving on 

to the next level. One starts from the bottom of the pyramid and works up. The five-stage 

model can further be separated into two groups, deficiency needs and growth needs 

(McLeod, 2007). The Physiological, Safety, Love and Belongingness, and Esteem Needs 

are referred to, as deficiency needs. The last stage, Self-Actualization Needs, is known as 

growth or being needed (McLeod, 2007). 

 Mulwa (2008) believed that the main aim of Maslow’s Hierarchy of Needs was to 

show that human behavior is motivated to meet human needs in society. Physiological 

needs, the first stage, focuses on meeting basic human survival requirements, such as 

food, water, shelter, and clothing (McLeod, 2007). Physiological needs are viewed as the 

most important needs and if these are not met, then an individual will focus solely on 

meeting this need (Burleson & Thoron, 2017). An example, as it relates to academic 

success, would be a student not focusing on completing classroom assignments because 

he or she is hungry. Until the student’s hunger need is met, other needs will be 

suppressed (Burleson & Thoron, 2017).  

 Safety needs comes next, but only after the physiological needs are satisfied. This 

stage focuses on safety, security, and protection from elements (McLeod, 2007). Safety 

needs relate to the environment and includes both home and school (Burleson & Thoron, 

2017). Burleson and Thoron (2017) reported that if a student’s home environment is 

unfavorable (i.e., abusive parents, absent parents, or living in poverty) focusing on 

learning will become difficult. The researchers added that a negative effect can also occur 

if the school environment is not safe (i.e., bullying or dislike of a teacher). 
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 Love and belongingness follows once the physiological and safety needs are met 

satisfactorily. Individuals gain love and belongingness through family and friendships. 

Participating in different clubs and activities are ways children can gain a sense of 

belonging. When an individual lacks love and belongingness, they will strive to be a part 

of a group to feed the hunger for affectional relationships (Burleson & Thoron, 2017). 

 The fourth stage is Esteem Needs. Maslow divided this stage into two categories, 

(i) esteem for oneself and (ii) the desire for reputation (McLeod, 2007). According to 

Burleson and Thoron (2017), “when both groups of needs are satisfied, individuals feel 

worth, strength, capability, and adequacy. However, if they are not met, individuals will 

feel inferior, weak, and helpless.” 

 The final stage of Maslow’s Hierarchy of Needs is Self-Actualization. Maslow 

(1987) stated that at this stage an individual seeks “to become everything one is capable 

of becoming.” Once one reaches this stage, they gain a desire for fulfilling self-goals and 

personal growth (Burleson & Thoron, 2017). Goble (1970) asserted that only about 1% of 

the population would reach the self-actualization stage. Researchers reported that 

students are able to understand their deficiencies and have better insight on solving their 

problems through self-actualization. In addition, students develop more-effective 

communication once they reach this stage (Franzenburg, 2009; Huss & Magos, 2014). 

 Maslow’s hierarchy of needs reveal that if students’ physiological and safety 

needs are unmet, then they will be unable to learn. This model is useful and beneficial to 

educators, counselors, and administrators when assisting students in obtaining academic 

success. The model also provides educators insight on why their students behave the way 
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they do. While teachers are preoccupied on their students’ intellectual achievement, their 

students are more concerned with esteem and belongingness (Schunk, 2012). 

Politics and Child Care 

Political discussions on childcare began in the late 1960s; however, finding 

political support had always been a difficult process (Mahoney, et al., 2009). There has 

been much debate among politicians on the importance of childcare. Many, mostly 

conservatives, viewed this issue as a family problem instead of a government concern. 

Others believed that in order to support working mothers, the government should provide 

childcare assistance (Mahoney et. al, 2009). The following Acts were developed to 

address the need for Child Care. 

Table 1 includes the different Educational Acts, the year it was established, and 

who developed the Act. 
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Table 1. Educational Acts 

 

Elementary and Secondary Education Act (ESEA) 

The Elementary and Secondary Education Act was written into law in 1965. 

President Lyndon B. Johnson believed that the legislation would “bridge the gap between 

helplessness and hope for more than 5 million educationally deprived children.” 

(Gamson, McDermott, & Reed, 2015). Before ESEA was written into law, the 

government played a small role in funding and overseeing schools (Saultz, Fusarelli, & 

McEachin, 2017). This Act had been identified as a major starting point for the federal 

government’s eminent role in the education policy (Sunderman & Kim 2007; Cohen & 

Moffitt 2009; Shelley 2013). In the years that followed, the government became more 

Act Developed by Background 

Elementary and Secondary 

Education Act (ESEA) 

1965 

President Lyndon B. 

Johnson 

The federal government’s 

eminent role in the 

education policy began with 

this act. 

Improving America’s 

Schools Act 

1994 

President Bill Clinton 
This Act introduced the 21st 

Century Community 

Learning Program. 

No Child Left Behind 

(NCLB) 

2002 

President George W. Bush 

The NCLB reauthorized the 

21st CCLC and the focus 

was to ensure low 

socioeconomic schools 

received the same 

instruction as 

neighborhoods that are more 

affluent. 

Every Student Succeeds Act 

(ESSA) 

2015 

President Barack Obama 
Focused on reducing the 

amount of assessments the 

students take. 
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involved in order to increase the focus on the equality for low-income, minority children 

(Sunderman & Kim 2007; Cohen & Moffitt 2009). 

Through this Act, Title I was introduced as a program designed to provide aid to 

disadvantaged children (Jennings, 2000). The U.S. of Department (2019), “Title I, Part A 

(Title I) of the Elementary and Secondary Education Act, as amended by the Every 

Student Succeeds Act (ESEA) provides financial assistance to local educational agencies 

(LEAs) and schools with high numbers or high percentages of children from low-income 

families to help ensure that all children meet challenging state academic standards.” 

Some the initiatives of ESEA included: dropout prevention, provide funding for children 

with disabilities, and bilingual education programs (Gamson, McDermott, & Reed, 

2015). According to the Department of Education (2017),  

ESEA offered new grants to districts serving low-income students, federal grants 

for textbooks and library books, funding for special education centers, and scholarships 

for low-income college students. Additionally, the law provided federal grants to state 

educational agencies to improve the quality of elementary and secondary education 

(Department of Education, 2017). 

In 1971, the most comprehensive child care policy was proposed. The 

establishment of the Comprehensive Child Development Act was a direct result of the 

1969 Children and Youth Conference (Morgan, 2001). According the H.R. 6748, no 

matter the socioeconomic status, all children could have access to quality child care. The 

two main areas of focus for this bill were children from low-income families and 

accountability for child care programs. If this bill would have passed, childcare would 

have received $2 billion in annual funding (Morgan, 2001; Zigler, Marsland, & Lord, 
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2009), full support would have been given to poor families, and child care would have 

been available for all families (Mahoney, et al., 2009). The bill did not pass when 

President Richard Nixon vetoed the Act.  

According to Zigler et al., (2009), it would take twenty years later for political 

attention to return to child care with the Child Care and Development Block Grant. Now 

called the Child Care Development (CCDF), the Child Care Development and Block 

Grant (CCDBG) was initiated in 1990. Through subsidized child care expense, the Act 

aided low-income families and provided funds that were used to pay for child care. Many 

after school programs in low-income neighborhoods were funded by the CCDF 

(Mahoney, et al., 2009).  

Improving America’s Schools Act 

Paying greater attention to child care was a major goal for President Clinton and 

Vice President Gore. Improving America’s Schools Act (IASA), or Goals 2000: Educate 

America Act (Goals 2000), “helped states and communities establish a framework for, 

comprehensive, standards-based education reform for all students” (U.S. Department of 

Education, 1995). The IASA focused on the following key elements of education 

improvement: 

1. High standards for all students. 

2. Teachers better trained for teaching to high standards. 

3. Flexibility to stimulate local reform, coupled with accountability for results. 

4. Close partnerships among families, communities, and schools (U.S. Department 

of Education, 1995). 
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In order to help students reach high state standards, the IASA provided resources to 

states, districts, and schools. The IASA allowed flexibility for states to implement federal 

programs, but still held schools and districts accountable for student performance (U.S. 

Department of Education, 1995). 

After being influenced about child care by several individuals, including First 

Lady Hillary Rodham Clinton, President Clinton successfully passed the 21st CCLC 

legislation (Mahoney et al., 2009). Under the 1994 Improving America’s Schools Act, the 

21st CCLCs were first authorized (P.L. 103-382). In 1998, the Elementary and Secondary 

Education Act (ESEA) would later provide support for 21st CCLCs. During President 

Clinton’s term the funding for the 21st CCLCs consistently increased from $40 million in 

1998 to $1 billion in 2002 (Mahoney et al., 2009). 

No Child Left Behind Act 

On January 8, 2002, the 21st Century Community Learning Centers (21st CCLC) 

Program was reauthorized as Title IV, Part B of the No Child Left Behind Act. The 

NCLB Act aimed at improving instruction in high-poverty schools and ensured that 

students in low-income neighborhoods received the same opportunities as students in 

affluent neighborhoods to meet the state's challenging academic standards. African 

American and Latino American students continue to struggle within their classes, drop 

out early from high school, and perform below norms on standardized tests (Lindsey, 

Robins, and Terrell 1999). Afterschool Alliance (2009) reported that the reauthorization 

gave the state education agencies the responsibility of administrating grants for after 

school programs; the U.S. Department of Education previously handled this 

responsibility. In order to fund the 21st CCLC programs, this legislation provided $1 
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billion dollars and about $325 million dollars was allocated to fund new grants. 

According to Klein (2015), these funds were designed to promote parent and family 

involvement; hire more qualified teachers and paraprofessionals; provide more 

opportunities for professional development for the instructional staff; provide additional 

resources (technology, instructional programs, and software); and increase instruction for 

struggling students. President Bush stated the following for his vision and purpose for the 

program:  

The quality of our public schools directly affects us all-as parents, as students, and 

as citizens. Yet too many children in America are segregated by low expectations, 

illiteracy, and self-doubt…children are literally being left behind. I plan to 

propose this blueprint. This blueprint will serve as a framework from which we 

can all work together…to strengthen our elementary and secondary schools. 

(Ginsburg & Gorostiaga, 2003, p. 147) 

Gensler (2006) asserted that the major goals of the NCLB were, all American 

students receive an education and to eradicate the belief that certain students could or 

could not succeed.  Afterschool Alliance (2009) noted that through the NCLB Act, 

schools were expected to show academic progress and set targets for improvement; this 

was identified as the Adequate Yearly Progress (AYP). The school AYP was determined 

by student results from high stakes tests (Department of Education, 2004). Each year, 

schools also received a report card from the state that rated their performance and if the 

school did not meet the AYP requirements, the school was labeled “needing 

improvement” (Klein, 2015). 
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Every Student Succeeds Act 

On December 10, 2015, President Barack Obama signed Every Student Succeeds 

Act (ESSA) into law. ESSA was developed to replace its predecessor, the No Child Left 

Behind Act (U.S. Department of Education, 2017). President Obama declared, “This bill 

upholds the core value that animated the original Elementary and Secondary Education 

Act signed by President Lyndon Johnson, the value that says education, the key to 

economic opportunity, is a civil right for all” (White House, 2015). According to Korte 

(2015), the Every Student Succeeds Act was designed to eliminate the amount of 

assessments given to students while still focusing on high standards, accountability, and 

closing the achievement gap. Some of the key highlights of the Every Student Succeeds 

Act were; focusing on providing equality for all students, particularly disadvantaged and 

high-need students; all students must be taught to high academic standards for 

preparation for college and careers; and schools were expected to be more accountable in 

making a positive change in the lowest-performing schools (U.S. Department of 

Education, 2017). 

Afterschool Alliance (2014) discussed the following key points of the 21 CCLCs 

as it relates to ESSA: 

• School-community partnerships were stronger by sharing data and resources, 

building better relationships within the community, and aligned with the school 

day. 

• New and innovative ways were developed to help students learn that are different 

from the typical school day with hands-on, experimental learning, science, 

technology, engineering, and math (STEM), financial literacy, workforce 
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development, environmental literacy, physical activity, and nutritional education. 

Individual learning was a major area of focus to provide different way to master 

core skills. 

• College and career-readiness goals were held more accountable and tracks 

student progression of student success including school attendance, grades and 

on-time grade level advancement. 

• Parent engagement increased quality and accountability, greater calibration with 

state learning objectives and correspondence between federal, state and local 

agencies. 

• State education agencies were given more flexibility to provide agencies more 

resources to training, professional development and quality improvement for 

programs and program staff. States were able to work with outside organizations 

to provide training and support to grantees. 

• Competitive grant process was established to allow states to distribute funds to 

local school-community partnerships through a competitive grant process. 

Implementation of the 21stCentury Community Learning Centers 

The U.S. Department of Education (1997) described the purpose of the 21st 

Century Community Learning Centers as the following: 

The 21st Century Community Learning Centers Program was established by 

Congress to award grants to rural and inner-city public schools, or consortia of 

such schools, to enable them to plan, implement, or expand projects that benefit 
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the educational, health, social services, cultural and recreational needs of the 

community. School-based community learning centers could provide a safe, drug-

free, supervised and cost effective after-school, weekend or summer haven for 

children, youth and their families (Department of Education Federal Register, 

1997, p. 63776). 

There were three main goals for this program, which included, helping students 

obtain success in the core academic subjects (ex. reading and math), including enriching 

programs that complement formal academic programs, and provided participating 

students’ families with educational services (U.S. Department of Education, 2017). 

The 21st Century Community Learning Centers provided a safe place for members 

to receive academic enrichment. The Annual Performance Report (APR) conducted a 

yearly analysis on the program and reported their findings to the Government 

Performance and Results Act (GPRA). Results showed that in 2016-2017, the U.S. 

Department of Education funded 9,592 program centers. During this time, the 21st CCLC 

program served two million people; there were 1,423,709 total student and 770,774 

students who attended the program regularly. Figure 4 displays the demographics of the 

student population the program served. Figure 4.1 shows the number of males and 

females participating in the program. 
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Figure 4. 21st CCLC Student Demographics 2016-2017 

 
Figure 4. Displays the demographics of student attendees of the 21st Century Community  

Learning Program during 2016-2017. Source: U.S. Department of Education 

Office of Elementary and Secondary Education 21st Century Community Learning Centers. 

 

Figure 4.1. Gender of 21st CCLC Attendees 2016-2017 

 

Figure 4.1 Displays the gender of student attendees of the 21st Century Community  

Learning Program during 2016-2017. Source: U.S. Department of Education 

Office of Elementary and Secondary Education 21st Century Community Learning Centers. 
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The Government Performance and Results Act (GPRA) based their findings of program 

effectiveness and efficiency on two overall goals: 

1. Participants in 21st Century Community Learning Center Programs will 

demonstrate educational and social benefits and exhibit positive behavioral 

changes. 

2. 21st Century Community Learning Centers will develop afterschool activities and 

educational opportunities that considered the best practices identified through 

research findings and other data that lead to high-quality enrichment opportunities 

that positively affect student outcomes (U.S. Department of Education, 2018) 

The Texas Education Agency (2017) reported that the 21st CCLC funds were to 

be used to afford students in high-poverty, low performing schools opportunities to 

participate in after school programs that did the following: 

• Offer academic enrichment activities to promote academic achievement on state 

and local assessments. 

• Equip the students with a multitude of services and programs that complement the 

typical academic program. Programs such as drug-and violence-prevention 

programs, counseling programs, art, music, and recreation programs, technology 

education programs, and character programs. 

• Provide the families of students who are participating in the program literacy and 

related educational development services. 
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Texas ACE Programs 

 The 21st Century Community Learning program in Texas was called Texas 

Afterschool Centers on Education program or Texas ACE. The Texas Education Agency 

stated (2017) the ACE program provided support for students in the core subjects 

(reading, math, science, and social studies) by offering after school services to students 

and their families with a variety of enrichment activities. Economically disadvantaged 

schools received free afterschool programming through the ACE program. The main aims 

for the Texas ACE were to improve student attendance, behavior, and academics (Texas 

Education Agency, 2017). Texas ACE served over 180,000 students at about 1,000 sites, 

making it one of the largest statewide afterschool programs in the country. The TEA 

(2017) reported that ACE should align with the regular academic program by providing 

high quality and enriching activities.  

Ultimately, the goal for the Texas ACE program was to prepare the students to 

meet state and local academic achievement standards and to equip the students with the 

necessary skills needed for college and careers (Texas Education Agency, 2017).  In 

order to attain this goal the TEA (2017) identified the following critical success factors:  

• Students’ and families’ active participation and engagement in learning 

• Students’ and families’ increased sense of involvement in school 

• Use of assessment data to revise/evaluate student services  

• Implementation of strategies learned through training 

The ACE program aligns their goals with research conducted by Decker and 

Decker. Decker and Decker (1988) developed seven strategies from several community 



44 

 

 

learning centers that were successful in assisting lifelong learners in meeting their 

educational needs. The seven strategies were: 

1. The use of community resources-volunteering as a teacher and a learner 

2. Developing educational partnerships between schools and service providers 

3. Utilizing public educational facilities as community service centers to meet 

needs 

4. Encouraging lifelong learning 

5. Establishing community involvement in planning and decision making 

6. The provision of a responsive support system based in the community to act on 

issues of quality of life and specialized issues 

7. Focus on excellent and on-going communication between home, school and 

community 

According to the Texas 21st CCLC Program Guideline (2017), attendance was 

also an important factor to the success of the ACE program. Studies conducted by the 

TEA (2017) had indicated that student participation, over a period of time, had a positive 

impact on academic achievement. Researchers affirmed that spending time in after-

school programs could improve students’ test scores, behavior, attendance, and 

graduation rates (Hall, Williams, & Daniel, 2010).  In order to encourage student 

participation, the ACE programs should include hands-on activities and innovative and 

interactive opportunities (Texas Education Agency, 2017). The Texas Education Agency 

also stated that coordinators of the ACE centers must provide student participants 
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activities that align with the regular school day curriculum in order to achieve academic 

success. The afterschool program also needed to coordinate with the regular school day 

calendar. The Texas Education Agency further addressed that the Texas ACE program 

designated 45 days or more as the amount of time a student must participate in order to 

be successful. 

Components of the ACE Program 

The ACE program focused on four areas: before and after school tutorials, 

activities related to science, technology, and the arts, providing family support, and 

college and career guidance for students and their families (Texas Education Agency, 

2017). 

Academics 

“After school programs have the ability to improve student outcomes and impact 

academic performances in a number of ways, including moving the needle on academic 

achievement test scores” (Harvard Family Research Project, 2008, p. 2). However, in 

order to achieve academic success students must attend the program consistently. Roth, 

Malone, and Brooks-Gunn (2010) suggested that educational attainment and achievement 

was increased when students participated in organized and supervised activities. 

According to Jenner and Jenner (2007), “Federal funding for some after-school programs 

is now directly contingent upon academic growth” (p. 214). 
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Table 2. Academic Assistance 

ACE Academic Courses Offered 

Academic 

Skills 

Computer 

Science 

Critical 

Thinking 

Skills 

Homework 

Check/Completion 

Engineering 

Activities 

Language 

(ESL/LEP) 

Literacy 

Programs 

Math 

Activities 

Poetry 

Performance 

Problem 

solving Skills 

Reading 

Workshops 
Robotics 

Science 

Activities 

STAAR/EOC 

Preparation 
Tutoring 

Homework 

Clubs 

Natural 

Science 

Social Studies 

Activities 

Writing 

Workshops 
Science Labs 

Spelling Bee 

Activities 

Reading 

Program/Clubs 

Educational 

Field Trips 
Essay Writing Forensics 

 

 Other areas that had been quite effective in after-school programs were tutoring, 

small group instruction, and mini lessons. Rothman and Henderson (2011) reported “one-

on-one tutoring had the strongest effect on reading achievement, while small and mixed 

instructional practices had the greatest impact on mathematics achievement” (p. 2). 

Studies indicated that children at-risk for poor academic outcomes that participate in 

quality after-school programs had successful school performance (Fauth et al., 2007) and 

success was also obtained if children spend time with adults (Roffman, Pagano, & 

Hirsch, 2001). 

Enrichment 

 Perkins-Gough (2003) had suggested, “Studies of students who attend high 

quality programs for a significant period of time show improvements in academic 

performance and social competence, including better grades, improved homework 



47 

 

 

completion, higher scores on achievement tests...” (p. 88). According to Pittman et al., 

(2004), “Whether explicit, embedded, or enrichment-focused, curriculum development, 

innovative program design, and professional development have become front-burner 

issues for programs operating in the out-of-school hours...” (p. 34). 

Table 3. Enrichment 

ACE Enrichment Activities Offered 

Adopt a 

School 

Arts & Craft 

Activities 

Bullying/Anti-

Bullying 

Character 

Building 

Clubs 

Community 

Service 

Conflict 

Resolution 

Cooking 

Classes 
Counseling/Guidance Creative Arts 

Cultural 

Awareness 

Dance/Drama/ 

Music Clubs 
Debate 

Engineering 

Activities 

Etiquette 

Lessons 
Fitness 

Games 

(Physical 

Education) 

Gang 

Awareness 
Goal Awareness Goal Setting 

Leadership 

Training 

Life Skills 
Martial Arts/ 

Self Defense 

Motivational 

Activities 
Music 

Peer 

Mediation 

Problem 

Solving Skills 

Recreational 

Activities 
Relationship Skills 

Safety 

Awareness 

Self-Esteem 

Enhancement 

Social Skills 
Sports 

Activities 
STEM Activities 

Student Clubs 

& Meetings 
Talent Shows 

 

College and Career 

On August 26, 1981, the National Commission on Excellence in Education was 

created. The Commission was developed to report on how to improve the education 



48 

 

 

system in the United States and offer suggestions on how to reshape the structure and 

functions of schools. (The National Commission on Excellence in Education, 1983). The 

information obtained from the report was that students were not prepared for success in 

the 21st century because they lacked the necessary skills. (The National Commission on 

Excellence in Education, 1983). 

Reports suggested that it is a beneficial investment to obtain a college degree, a 

career, or some sort of career training because it would be easier to acquire prestigious 

jobs and form cognitive skills. Also, individuals that gain a bachelor’s, master’s, or 

doctoral degree earn more money than those who do not have a college degree (Zumeta, 

Breneman, Callan, & Finney, 2012). 

Table 4. College and Career 

ACE College and Workforce Readiness 

AP Test Preparation 

Business 

Environment 

Etiquette 

Career 

Counseling 
Career Days 

Career 

Field Trips 

Career 

Mentoring/Shadowing 

College 

Admissions 

Assistance 

College 

Awareness/ 

Preparation 

College Days/ 

Events/Fairs 

College 

Tours/ 

Field Trips 

Computer 1 

Concurrent 

Enrollment 

Critical 

Thinking 

Skills 

Dress for 

Success 

Engineering/STEM 

Activities 

Financial 

Planning 

Goal Setting Job Referral 
Mock 

Interviews 
Resume Assistance 

School to 

Career 

Activities 

Time Management 

Skills Training 
Duel Credit Internships 

Concurrent 

Enrollment 

Vocational 

Training 
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Parental Involvement 

Many researchers believed parental involvement was essential for student success 

and school improvement (Appleseed, 2006; District Administration, 2003; Hopkins, 

2000). Epstein & Jansorn (2004) concluded that in order to increase parent or family 

involvement, “they can improve results by taking a team approach to organize their 

partnership program, reaching out to more families, and linking involvement activities to 

student achievement goals” (Epstein & Jansorn, 2004a, p.15). The increase in parental 

involvement had shown to increase students’ potential and to close demographic gaps in 

achievement (Dearing, Kreider, Simpkins, & Weiss, 2006; Hampton, Mumford, & Bond, 

1998; Hara, 1998). When teachers and parents come together, they were able to promote 

the academic success of the student (Bracke & Corts, 2012). Rosenthall and Vandell 

(1996) also reported that parents had more faith in a program when the student-to-teacher 

ratio was kept very small or was one-on-one. Decker and Decker (1988) stated that 

educators needed to be more consistent with their communication with parents, make 

face-to-face contact, and reexamine the idea that poor families do not have interest in 

their child’s education. Educators needed to understand that the lack of knowledge of the 

low-income and less educated parents did not mean that they were uninterested in their 

child’s academic success. 

In order to encourage parental involvement and to assist parents with their 

student’s academics, some of the following activities found in Table 5, were offered at 

the ACE centers. 
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Table 5. Parental Involvement 

ACE Family and Parental Support Services 

Adult Education 
College 

Awareness 

Computer 

Literacy 

Connecting 

Families with 

Community 

Resource 

Employment 

Skills 

Training 

Families as 

Partners in their 

Child’s Education 

Planning Sessions 

Family 

Counseling/ 

Supportive 

Guidance 

Family 

Literacy 

Programs 

Parent 

Conferences 

Parent 

Orientations 

Parent Surveys 
Parent 

Volunteers 

Parent/Family 

& Activities 

Parent/Student 

STAAR 

Nights 

PTO/PTA 

Night 

Parent Support 

Group 
Parent Visit 

Parenting/Life 

Skills Classes 

Translation 

Services 

Employment 

Fair 

Household 

Budgeting/Banking 

Parent 

Transportation 

College 

Financial 

Aide 

School 

Improvement 

Planning 

Technology 

Literacy 

 

Accountability 

 Trust (2016) declared, “An accountability system is a set of policies that a state 

uses to measure and hold schools and districts responsible for raising student 

achievement for all students, and to prompt and support improvement where necessary.” 

Tests, in the beginning, were primarily being used to determine student placement and 

college selection. The school accountability movement began in 1965 through Title I of 

the Elementary and Secondary Education Act (ESEA). The field of education evaluation 

began through a mandate by ESEA for evaluations on Title I and Title III projects 

(Worthen & Sanders, 1973). A key facet of the Title I evaluation was the federal 

government working with local districts by providing funding for the schools in exchange 
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for program effectiveness. The funding and measured outcomes established the 

accountability movement (Shepard, 2008). 

 The need to measure student performance developed during the 1980s, which led 

to the current school-based accountability movement (Figlio and Kenny, 2009). School-

based accountability aligns with standards-based reform. Standards-based reforms were 

major components designed to ensure students were meeting expectations through 

assessments, discovering schools that had successful or unsuccessful students meeting 

expectations, and improvement to student outcomes through school encouragement 

(O’day and Smith, 1993). School accountability systems focused primarily on reading 

and mathematics performance (Rothstein, Jacobson, and Wilder, 2008). Traditionally, 

teachers used assessments to monitor student learning and assigning grades (Glaser and 

Silver, 1994). Policy makers favored assessments because they were inexpensive to 

create and administer. 

 The creation of the Texas’s first public school accountability system to evaluate 

and rate school districts and schools began in 1993. The Texas Legislature mandated this 

system. This first accountability system, the Texas Assessment of Academic Skills 

(TAAS), lasted until the 2001-2002 school year. The Texas Assessment of Knowledge 

and Skills (TAKS) was included in the second accountability system. The new test 

received its ratings during fall 2004. The TAKS assessment presented more subjects and 

grades, which, in turn, increased system rigor. The requirement for school and districts 

was to meet criteria on up to 25 separate assessment and measures up to 10 dropout and 

completion measures (TEA, 2017). 
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 In 2009, the Texas Legislature passed House Bill (HB) 3, which redesigned the 

state assessment and accountability systems. The focus was on postsecondary readiness 

for all students (TEA, 2017). Currently, the accountability system is based on the State of 

Texas Assessments of Academic Readiness (STAAR) program (TEA, 2017). TEA 

(2017), reported that, “this accountability system uses a performance index framework to 

combine a broad range of indicators into a comprehensive measure of district and campus 

performance.” The accountability system began during the 2012-2013 school year. 

 Texas schools follow the Texas Academic Performance Reports (TAPR). The TAPR 

gathered annual information on student performance from all schools and districts in 

Texas (TEA, 2017). The report also produced a large amount of information on the staff, 

programs, and student demographics of schools and districts (TEA, 2017). In 2005, 

House Bill (HB) 2804 passed, which changed the state public school accountability 

system. The three goals of the accountability system were: 

• Improving student achievement at all levels in the core subjects of the state 

curriculum  

•  Ensuring the progress of all students toward achieving advanced academic 

performance  

• Closing advanced academic performance level gaps among student groups 

• Rewarding excellence based on other indicators in addition to state assessment 

results (TEA, 2019). 

Table 6 shows the accountability grades and labels schools could receive.  
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Table 6.  A-F Accountability Grades 

 

By combining financial information and accountability ratings, as well as the 

statistics from the TAPR, the school report card (SRC) provided an expansive view of 

campus performance. All schools in Texas had a SRC, and it is specifically designed to 

keep parents and guardians informed on the characteristics and academic performance of 

schools (TEA, 2019). The SRC included the school’s academic performance, accountable 

rating, and distinction designations. 

Performance 

The three domains that measured the academic performance of districts and campuses 

were Student Achievement, School Progress, and Closing the Gaps (TEA, 2019). The 

2019 Accountability Manual defined the three domains as the following: 

• Student Achievement evaluates performance across all subjects for all students, 

on both general and alternate assessments, College, Career, and Military 

Readiness (CCMR) indicators, and graduation rates. 

A-F Accountability Labels/Grades 

A Exemplary Performance 

B Recognized Performance 

C Acceptable Performance 

D In Need of Improvement 

F Unacceptable Performance 
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• School Progress measures district and campus outcomes in two areas: the number 

of students that grew at least one year academically (or are on track) as measured  

by STAAR results and the achievement of all students relative to districts or 

campuses with similar economically disadvantaged percentages. 

• Closing the Gaps uses disaggregated data to demonstrate differentials among 

racial/ethnic groups, socioeconomic backgrounds and other factors. The indicators 

included in this domain, as well as the domain’s construction, align the state 

accountability system with the Every Student Succeeds Act (ESSA) (TEA, 2019). 

Accountability Rating 

Designated ratings of acceptable or unacceptable were provided by the accountability 

system to schools and districts. There was also a label for the schools and districts that 

were not rated. TEA (2017) provided further detail on each of the accountability ratings: 

• Met Standard- indicates acceptable performance and is assigned to districts and 

campuses that meet the targets on all required indices for which they have 

performance data. 

• Met Alternative Standard- indicated acceptable performance and is assigned to 

eligible charter districts and alternative education campuses (AECs) that are 

evaluated by alternative education accountability (AEA) provisions. To receive 

this rating, eligible charter districts and AECs must meet modified targets on all 

required indices for which they have performance data. 

• Improvement Required- indicates unacceptable performance and is assigned to 

districts and campuses, including charter districts and AECs evaluated under AEA 
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provisions, that do not meet the targets on all required indices for which they have 

performance data. 

• Not Rated- indicates that a district or campus did not receive - indicates that a 

district or campus did not receive a rating for one or more of the following 

reasons: 

o The district or campus serves only students enrolled in early education 

(EE). 

o The district or campus has no data in the accountability subset. 

o The district or campus has insufficient data to assign a rating. 

o The district operates only residential facilities. 

o The campus is a Juvenile Justice Alternative Education Program (JJAEP0. 

o The campus is a Disciplinary Alternative Education Program (DAEP). 

o The campus is a residential facility. 

o The test documents for either the district or campus were lost in transit 

between the district and the test coordinator. 

• Not Rated: Data Integrity Issues- indicates data accuracy or integrity have 

compromised performance results, making it impossible to assign a rating. The 

assignment of a Not Rated: Data Integrity Issues label may be permanent or 

temporary pending investigation (TEA, 2017). 
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Distinction Destinations 

Schools that were awarded distinction designation were recognized for outstanding 

achievement in specific areas. The areas included: Academic Achievement in English 

Language Arts/Reading, Academic Achievement in Mathematics, Academic 

Achievement in Science, Academic Achievement in Social Studies, Top 25 Percent: 

Comparative Academic Growth, Top 25 Percent: Comparative Closing the Gaps, and 

Postsecondary Readiness (TEA, 2017). 

NCLB and ESSA Accountability Requirements 

The U.S. Department of Education (2003) stated the following concerning the 

accountability of NCLB: 

Under the act’s accountability provisions, states must describe how they will close 

the achievement gap and make sure all students, including those who are 

disadvantaged, achieve academic proficiency. They must produce annual state 

and school district report cards that inform parents and communities about staff 

and school progress. Schools that do not make progress must provide 

supplemental services, such as free tutoring or after-school assistance. 

 Through the NCLB act, all states had to have standards for knowledge and skills 

in content areas of reading and math. In addition, all students and student subgroups had 

to be tested in reading and math (subgroups included African-Americans, Asian/Pacific 

Islanders, Whites, students with disabilities, and students with limited English 

proficiency). Each state had to create aims for adequate yearly progress around test 

results.  
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 The Every Student Succeeds Act allowed individual states flexibility to create 

their own accountability systems. Funding provided to schools was used to identify and 

eliminate useless assessments and improve current tests (National Association of School 

Psychologists, 2019). The ESSA replaced adequate yearly progress (AYP) with a 

comprehensive model that was developed to assist low performing schools. Through this 

act, states must create an accountability system, which included two indicators of student 

achievement: student performance on state assessments and student growth, formative 

assessments, or other valid and reliable indicators. In addition, there must have been at 

least one indicator of school quality or student success. This could have include student 

engagement or school climate and safety (NASP, 2019). 
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Table 7. NCLB and ESSA Accountability Comparison 

Category NCLB ESSA 

State vs. Federal Authority 
The NCLB exerted 

stronger federal role in 

education policy. 

ESSA gave states more 

flexibility in holding 

schools accountable for 

student achievement. 

Teacher Evaluation 

 

The NCLB act had waiver 

era, teacher evaluation 

systems that measured 

performance (teacher 

observations and student 

outcomes). 

 

ESSA does not require 

states to have teacher 

evaluation systems based 

on students’ test scores. 

Testing 

 

Tested students in grades 

3-8 and once in high 

school. 

 

Less testing though ESSA 

and states have more 

flexibility in how and when 

they administer tests. 

Standards 

 

States were encourages by 

the U.S. to adopt college-

and-career ready standards. 

 

Through ESSA, the 

Department of Education 

remained neutral on 

academic standards. 

Accountability 

 

The primary focus of 

accountability of the 

NCLB was student 

achievement. Student 

reading and math scores 

were the main evaluation 

tool for school progress. 

 

When evaluating schools, 

states look at other factors 

than just test scores. 

 

Standards/TEKS 

 Green and Solis (1997) defined standards as “clear goals and objectives that are 

tied to the curricula that schools employ to teach students.” Every student in Texas was 

taught from the same curriculum. The Texas Essential Knowledge and Skills (TEKS) was 

the standard educators used to guide instruction. The same TEKS standards were adopted 

in all schools throughout Texas. This was important because of student mobility (TEA, 
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2019). The standards measured what students should know and be able to do (Green and 

Solis, 1997). The TEKS had four components: The Introduction, Strands, Knowledge and 

Skills Statements, and Student Expectation. Table 8 provides further detail on the four 

parts of the TEKS. 

Table 8. Four Components of the TEKS 

Component Purpose 

Introduction 

Presents an analysis of a subject area for 

each grade and provides general 

information. 

 

Strands 

Standards broken down into groups or 

categories. 

 

Knowledge and Skills Statements 

Concepts or skills that students need to 

learn. 

 

Student Expectations 
Expectations of the student in regards to 

the knowledge and skills statement. 

 

High Stakes Testing  

 Standardized testing began in the United States in the mid-1800s. Testing first 

began in the form of oral recitation; teachers listened to students read and recited 

information to discover student progress (Giordano, 2005). In 1845, Horace Mann 

encouraged standardized written essay exams to become the primary tool for assessment 

(Rothman, 1995). Madaus (1988) disclosed, “a test is high-stakes when its results are 

used to make important decisions that affect student, teachers, administrators, schools, 

and districts.” Chapman and Snyder (2000) construed “washback”, which referred to the 
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influence testing had within the classroom. Particularly, how testing changed the 

innovation of the curricula, the methodologies of teachers, and overall student learning. 

 In the early 1980s, a report, A Nation at Risk: The Imperative for Educational 

Reform was released on the status of education in the United States (National 

Commission of Excellence in Education, 1983). The report discovered the American 

education system was flawed. Grade inflation, social promotion, and lax standards were 

evidence found of some of the flaws. The growth of standardize testing was highly 

influenced through A Nation at Risk (Marks, 1989). The NCLB act required all schools 

that were federally funded be accountable for student academic success. The act also 

required all schools to have standardized tests for students in grades 3 through 5, in 

reading and math (Fritzberg, 2004). 

 High-stakes, incentivized tests can have detrimental outcomes, especially among 

students that are at-risk and show low academic performance (Bishop and Mane, 2001; 

Dee and Jacob, 2007). Studies showed students from families who are economically 

successful (a) would most likely be more successful in school, (b) would receive more 

encouragement in the home and community, and (c) would attend school districts that are 

well funded (Hanushek, 1989; Hedges, Laine, & Greenwald, 1994; Kozol, 1991; Wright, 

1997). The more resources, technology, and enrichment activities afforded to students in 

higher SES communities, the better they would be prepared for high stakes tests than are 

students from lower SES communities. Dunne (2000) stated, “poor kids almost always 

get a lesser education, and a test won’t solve the problem.” Payne and Biddle (2000) 

discovered a negative relationship between students living in poverty and academic 

outcomes. 
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STAAR Assessment 

The State of Texas Assessments of Academic Readiness (STAAR) is Texas’ 

standardized testing program and was implemented in spring 2012. According to TEA 

(2019), “STAAR tests are designed to measure what students are learning in each grade 

and whether or not they are ready for the next grade. The goal is to ensure that all 

students receive what they need to be academically successful. Meeting these individual 

student needs depends greatly on schools, parents, and community members working 

together.” Texas Education Agency staff members, Texas educators, and test 

development experts all had a part in the creation of the STAAR assessment. Students 

begin taking the STAAR assessment in third grade and continue testing through high 

school. Students participated in an End-of-Course (EOC) STAAR exams at the high 

school level. The students were tested in the core subject areas of: reading, writing, 

mathematics, science, and social studies (TEA, 2019). The number of tests taken during 

the school year ranged from two to four tests. The annual assessments for the grade levels 

included: 

• Reading and mathematics, grades 3-8 

• Writing at grade grades 4 and 7 

• Science at grades 5 and 8 

• End-of-course (EOC) assessments for English I, English II, Algebra I, biology 

and U.S. History (TEA, 2019). 

Similar to the previous assessment program, the Texas Assessment of Knowledge and 

Skills (TAKS), the students in elementary and middle grades, tested in the same subjects. 
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However, the STAAR test was more meticulous than TAKS. The assessment 

encompassed more questions and included a time limit. Some other differences between 

the STAAR and TAKS assessments included: 

• STAAR Tests contained a greater number of items that have a higher cognitive 

complexity level. 

• In reading, greater emphasis was given to critical analysis than to literal 

understanding. 

• In social studies, science, and mathematics, processing skills were assessed in 

context, not in isolation, which would allow for a more integrated and authentic 

assessment of these content areas (TEA, 2019). 

A combination of test performance and state-mandated curriculum standard 

(TEKS) expectations related to STAAR performance standards. Performance Level 

Descriptors (PLDs) were linked to the state-mandated content standards. TEA (2019) 

reports, “Performance Level Descriptors (PLDs) provide a snapshot of students’ 

academic characteristics based on performance on a given STAAR assessment.” There 

were four performance levels; Masters Grade Level, Meets Grade Level, Approaches 

Grade Level, and Did Not Meet Grade Level. Table 9 provides additional detail on the 

four levels. 
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Table 9. Four Performance Levels 

STAAR Performance Levels 

Masters Grade Level  

Shows mastery of the course content-

student is on track for college and career 

readiness. 

 

Meets Grade Level 

 

Shows strong knowledge of course 

content- student is prepared to progress to 

the next grade. 

 

Approaches Grade Level 

 

Show some knowledge of course content 

but may be missing critical elements- 

student may need additional support in the 

coming year. 

 

Did Not Meet Grade Level 

 

Shows lack of basic understanding of 

course content- student needs significant 

support in the coming year. 

 

 

Summary and Organization of the Study 

In this chapter an analysis of the history of after-school programs and why they are 

necessary was discussed next, a more in-depth examination of the 21st Century 

Community Learning programs was provided. Then, a deeper exploration into the Texas 

ACE program guidelines was presented and an examination of the components of the 

program, which included Academics, Enrichment, and College and Career was reviewed. 

Lastly, more details were provided on accountability and standards of schools and an 

overview of high-stakes testing and the STAAR assessment. 

Students that attend high-poverty and low-performing schools needed more academic 

assistance than what they were receiving in the classroom (Darling-Hammond et al., 

2012; Eccles et al., 1993; Karns & Parker, 2007; Pierce, 2010; Sundell et al., 2012).  

Students that attended after-school programs got additional support in subject areas of 
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struggle not only during the school year, but also during the weekends and in the summer 

(Anderson-Butcher et al., 2006; O’Donnell, 2014). Students lost information obtained 

during the school year and begin to fall behind, especially in areas such as reading and 

math (Afterschool Alliance, 2014). Participating in a 21st Century Community Learning 

Center can contribute to a student’s academic performance (Durlak, Weissberg, & 

Pachan, 2010; Holstead& Hightower-King, 2011; Jenner & Jenner, 2007). 

In Chapter III, the researcher will describe the methodology used in this study.  The 

sections in the methodology chapter include purpose, research design, context and 

setting, participants, instrumentation, data collection, reliability and validity, and data 

analysis. 
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CHAPTER III 

METHODOLOGY 

The purpose of the study was to examine and compare the STAAR Reading and 

Math scores of 4th and 5th grade student participants of the 21st Century Community 

Learning program to students who do not partake in the program. The goal was to see if 

there was a significance difference between the two groups. Providing enriching 

academic opportunities during after school hours to assist in closing the academic gap 

was the primary focus of the 21st Century Community Learning Centers (Mahoney et al. 

2009).  Non-academic activities associated with the after-school programs had shown to 

have positive implications for youth developmental outcomes (Richards et al. 2004; 

Apsler 2009; Bohnert et al. 2009; Durlak et al. 2010). Researchers believed that youth 

could greatly benefit from programs geared to develop youth during out-of-school time 

(Anderson-Butcher, Stretler, & Midle, 2006; Durlak, Mahoney, Bohnert, &Parente, 2010; 

Iachini & Anderson-Butcher, 2012; Jenner & Jenner, 2007). 

 Minority students that were living in poverty were at a higher risk of 

experiencing a deficit in academic achievement (Fraser, 2004; Klebanoff & Muramatsu, 

2002; Thomas, Davidson, & McAdoo, 2008). Students that attend high-poverty and low-

performing schools needed more academic assistance than what they were receiving in 

the classroom (Darling-Hammond et al., 2012; Eccles et al., 1993; Karns & Parker, 2007; 

Pierce, 2010; Sundell et al., 2012). Students lost information obtained during the school 

year and began to fall behind, especially in areas such as reading and math (Afterschool 

Alliance, 2014). Students that attended after-school programs got additional support in 

subject areas of difficulty not only during the school year, but also during the weekends 
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and in the summer (Anderson-Butcher et al., 2006; O’Donnell, 2014). This chapter 

details the methodology that the researcher used in the study, including research design, 

selection of participants, context and setting, instrumentation, data collection, and data 

analysis. 

Research Design 

 This study used a quantitative design with a correlational research approach to 

examine and compare the scores of 4th and 5th grade students that participated in the 21st 

CCLC to the students that did not partake in the program. In so doing, the researcher 

would gain knowledge of the effectiveness of the after-school program on the student’s 

academics. Creswell (2013) adopted the following to define quantitative research as, 

“Quantitative research involves the collection and analysis of numerical data, which are 

usually rendered in the form of statistics” (p. 19). 

  The research questions that were used to guide this study were: 

1. Does participation in the 21st Century Community Learning Program have a 

significant, positive effect on 4thgrade students’ reading STAAR scores? 

Ha1: There will be a positive significant effect on 4th grade students’ 

reading STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

H011: There will not be a significant effect on 4th grade students’ reading 

STAAR scores that participate in the 21st CCLC program as compared to 

non-participants. 
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H021: There will be a negative significant effect on 4th grade students’ 

reading STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

2. Does participation in the 21st Century Community Learning Program have a 

significant, positive effect on 5th grade students’ reading STAAR scores? 

Ha2: There will be a positive significant effect on 5th grade students’ 

reading STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

H012: There will not be a significant effect on 5th grade students’ reading 

STAAR scores that participate in the 21st CCLC program compared to 

non-participants. 

H022: There will be a negative significant effect on 5th grade students’ 

reading STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

3. Does participation in the 21st Century Community Learning Program have a 

significant, positive effect on 4th grade students’ math STAAR scores? 

Ha3: There will be a positive significant effect on 4th grade students’ math 

STAAR scores that participate in the 21st CCLC program as compared to 

non-participants. 

H013: There will not be a significant effect on 4th grade students’ math 

STAAR scores that participate in the 21st CCLC program as compared to 

non-participants. 
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H023: There will be a negative significant effect on 4th grade students’ 

math STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

4. Does participation in the 21st Century Community Learning Program have a 

significant, positive effect on 5th grade students’ math STAAR scores? 

Ha4: There will be a positive significant effect on 5th grade students’ math 

STAAR scores that participate in the 21st CCLC program as compared to 

non-participants. 

H014: There will not be a significant effect on 5th grade students’ math 

STAAR scores that participate in the 21st CCLC program compared as to 

non-participants. 

H024: There will be a negative significant effect on 5th grade students’ 

math STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

 

Context and Setting 

The researcher chose two grant supported elementary Texas Afterschool Centers 

on Education (ACE) programs in a major school district in Southeast Texas as the setting 

for the study for the following reasons: (a) the researcher was a current employee of the 

school district, and (b) the district had several schools that participated in the Texas ACE 

program. 

There were nearly 37,000 prekindergarten through 12th-grade students being 

served in this major School District. It was a diverse district located 20 miles north of 
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central Houston. In this study, the researcher used Cohort 1 and Cohort 2 to describe the 

schools. 

Located in Southeast Texas, Cohort 1 was a PK-5th grade Title I campus in a 

major school district. A small section of homes in a Subdivision and 17 Apartment 

Complexes surrounding the inner district made up the home environment of student 

population count. Student enrollment at Cohort 1 continued to fluctuate. The school had 

approximately 782 students enrolled, and the African American and Hispanic student 

groups were growing the fastest.   

Cohort 2 was an EC-5 Title I school that had a student population of 683.There was an 

expectation of growth in the upcoming years due to the boundary changes. The two 

primary student groups were Hispanic and African American. A major area of concern 

was high student mobility. The school provided educational support to seven apartment 

complexes and a small neighborhood.  

Cohort Students’ Demographics 

 The student population was classified by ethnic/racial groups. According to the 

2018-2019 Campus’s Improvement Plan, the two prominent student groups were 

64.3%African American and 26.2% Hispanic. American Indian students made up 1.4%, 

Asian students made up 0.8% of the population and White students represented4.0%. 

There were 3.1% who identified themselves as Two-or-More Races (TEA, 2017). Table 2 

illustrates Cohort 1 student demographics. 
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Table 10. Cohort 1 Student Demographics 2018-2019 

 
Note. In 2018-2019, Cohort 1 had a student population of 782. The above data are percentages of each 

demographic group represented at the elementary school. 

 

The student demographics of Cohort 2 were included in Table 16. The District reported 

that the largest student group was African American (50%), followed by Hispanic (45%). 

American Indian students made up 1.0%, Asian students made up 1.0% of the population 

and White students represented2.0%. There were 1.0% identifying themselves as Two-or-

More Races (TEA, 2017). 

 

 

 

 

 

 

 

 

 

 Campus Count 
Campus 

Percentage 

Cohort 1 

Count 

Cohort 1 

Percentage 

African 

American 
503 64.3% 29 82.8% 

Hispanic 205 26.2% 3 8.6% 

White 31 4.0% 2 5.7% 

American 

Indian 
11 1.4% 0 0 

Asian 6 0.8% 0 0 

Pacific 

Islander 
2 0.3% 0 0 

Two or More 

Races 
24 3.0% 1 2.9% 

Total 782 100% 35 100% 
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Table 11. Cohort 2 Student Demographics 2018-2019 

Note. In 2018-2019, Cohort 2 had a student population of 674. The above data are percentages of each 

demographic group represented at the elementary school.  

 

Students’ Attendance and Groups 

Cohort 1 had a high student mobility rate of 34%; this was far above the state 

average of 18%. This school had seen the attendance rates decrease over the last four 

years. The attendance rate was 94%. Table 17 illustrates the student groups of Cohort 1. 

The student groups included 2.0% English Language Learners (ELLs), 3.0% Gifted and 

Talented, and 10% Special Education. Additionally, 68% were economically 

disadvantaged and 70% were identified as at-risk. 

 

 

 

 

 

 Campus Count 
Campus 

Percentage 

Cohort 2 

Count 

 

Cohort 2 

Percentage 

African 

American 
343 50% 12 42.9% 

Hispanic 305 44.7% 15 53.5% 

White 15 2.2% 1 3.6% 

American 

Indian 
6 1.0% 0 0 

Asian 7 1.0% 0 0 

Pacific 

Islander 
1 0.1% 0 0 

Two or More 

Races 
6 1.0% 0 0 

Total 683 100% 28 100% 
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Table 12. Cohort 1 & 2 Student Groups 2018-2019 

 
Note. In 2018-2019, Cohort 1 had a student population of 782. Cohort 2 had a student population of 683. 

The above data are percentages of student groups represented at both elementary schools. 

The statistics of the student groups found in Cohort 2 are shown in Table 12. 

Majority of the students (73.1%) were identified as being at-risk in large part due to 

academic concerns. There were several Special Education programs at the school. Cohort 

2 had an attendance rate of 95.1%. 

Texas ACE Programs 

 The 21st Century Community Learning program in Texas was called Texas 

Afterschool Centers on Education program or Texas ACE. The Texas Education Agency 

(TEA) stated,  

 
Campus Count 

(Cohort 1) 

Campus 

Percentage 

(Cohort 1) 

Campus 

Count 

(Cohort 2) 

Campus 

Percentage 

(Cohort 2) 

English 

Language 

Learners 

18 2.0% 41 6.0% 

Gifted and 

Talented 
20 3.0% 25 4.0% 

Special 

Education 
78 10% 64 9.5% 

Economically 

Disadvantage 
528 68% 528 78.3% 

At-Risk 548 70% 493 73.1% 
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The ACE program assists students in meeting academic standards in core subjects 

(math, reading, science, social studies) by providing out-of-school time services 

to students and their families through community learning centers that offer an 

array of enrichment activities to complement regular academic programs (TEA, 

2017). 

 Economically disadvantaged schools received free afterschool programming through the 

ACE program. The main aims for the Texas ACE were to improve student attendance, 

behavior, and academics (Texas Education Agency, 2017). Texas ACE served over 

180,000 students at about 1,000 sites, making it one of the largest statewide afterschool 

programs in the country. The TEA (2017) reported that ACE should align with the 

regular academic program by providing high quality and enriching activities. The 

program also focused on four areas: before and after school tutorials, activities related to 

science, technology, and the arts, providing family support, and college and career 

guidance for students and their families (Texas Education Agency, 2017). 

 Ultimately, the goal for the Texas ACE program was to prepare the students to 

meet state and local academic achievement standards and to equip the students with the 

necessary skills needed for college and careers (Texas Education Agency, 2017).  In 

order to attain this goal the TEA (2017) identified the following critical success factors:  

• Students’ and families’ active participation and engagement in learning 

• Students’ and families’ increased sense of involvement in school 

• Use of assessment data to revise/evaluate student services  

• Implementation of strategies learned through training 
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Participants 

The sample for this study consisted of 4th and 5th grade student participants of 

the 21st Century Community Learning program and students who did not partake in the 

program. At both schools, the 21st CCLC program consisted of a total of 97 students, 

from Kindergarten to Fifth Grade. The researcher obtained the participants’ information 

from the rosters kept by the directors of the ACE program. The district’s Coordinator of 

Research and Program Evaluation provided the students’ STAAR results.  

During the 2017-2018 school year, there were 497 participants. There were 448 

non-participants and 49 program participants. The sample for the 2018-2019 school year 

included 538 students. At the time, there was 475 non-participants and 63 program 

participants. 

According to Bogdan and Biklen (2003), “The method of sampling in analytic 

induction is purposeful sampling.  The researcher may choose particular subjects to 

include because they are believed to facilitate the expansion of the developing theory” (p. 

65). In addition, Gall, Gall, and Borg (2006) explained that the purpose in selecting 

participants in purposeful sampling “is to develop a deeper understanding of the 

phenomena being studied.  A related purpose often is to discover or test theories” (p. 

165). 

Instrumentation 

The State of Texas Assessments of Academic Readiness (STAAR) was Texas’ 

standardized testing program. According to TEA (2019), “STAAR tests are designed to 

measure what students are learning in each grade and whether or not they are ready for 
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the next grade. The goal was to ensure that all students received what they need to be 

academically successful”. Meeting these individual student needs depends greatly on 

schools, parents, and community members working together. The Texas Essential 

Knowledge and Skills (TEKS) was the curriculum the STAAR test follows. The purpose 

of the assessment was to determine if students had mastered a core subject at a specific 

grade level. The state tests students in grades 3-12 in the core subject areas of reading, 

writing, mathematics, science, and social studies. For the purpose of this study, the 

researcher focused on student’s reading and math scores to measure and compare 

academic achievement. The academic years 2017-2018 and 2018-2019, were the focus 

for data and raw scores. The researcher chose these school years because they were the 

most current years and scores to analyze. 

Data Collection 

The researcher focused on two elementary schools in the district that had the 21st 

Century Community Program. Through collaboration with the district and campus program 

directors, the researcher was able to obtain the students’ names that were engaged in the 

program. The researcher sought and gained approval to conduct the study from the 

Superintendent of the school district and the district’s Office of Curriculum, Instruction, 

and Assessment. Internal Review Board Forms were completed and submitted to Houston 

Baptist University to obtain approval to conduct the study. 

Historical STAAR scores were obtained for data of 4th and 5th grade students for 

the study. The researcher looked at the students that participated in the program and 

compared their data to students that were not partaking in the after-school program. Ethical 

considerations for this study included concealing the identities of the participants. The 
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researcher used archival data; therefore, obtaining permission was not necessary. However, 

the student’s identity remained confidential. The information obtained was used solely for 

the purposes of the study. No one except the researcher had access to the data. At the end 

of the study, the researcher filed all papers in a locked file cabinet at the researcher’s office 

for seven years. The participants’ identities remained confidential. The goal of obtaining 

this information was to inform the after school and educational community administrators 

of the importance of the 21st Century Community Learning Center programs and the 

influence it had on students attending Title I schools. The information collected was strictly 

confidential and no identifiers linked to the participants. No specific identifiers or 

participants appeared on any report. The researcher did not share information about the 

participants with anyone outside the research team.  Only the researcher knew the name of 

each participant and that information was kept in a locked and secured location. 

Researcher Bias 

Researchers must be precise about their biases for stakeholders to be given the 

opportunity to decide what they think about all of the data that is presented (Heath, 

1997).  Researcher bias is a very important factor in quantitative research; therefore, the 

researcher used reflexivity to minimize the bias.  With the use of reflexivity, the 

researcher performed a self-reflection on her personal biases and predispositions 

(Milinki, 1999). The researcher is an employee of the school district in which the study 

was conducted. Hence, the researcher was cautious not to place her personal feelings or 

opinions when interpreting and reporting the data.  Therefore, it was so imperative to 

report the scores accurately. To appraise the situation, the researcher put aside personal 

biases and remained open-minded when gathering data for the study.  Only through this 
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level of understanding can the researcher proceed effectively with a low level of bias and 

influence on the participants in a study.   

Data Analysis 

Quantitative analysis of the data included: the academic years the students took 

the STAAR assessment, the school the students attended, whether the student participated 

in the 21st CCLC program, gender, race, and if the student met standard. The researcher 

used IBM’s Statistical Packages for Social Science (SPSS) Grad Pack to measure, 

evaluate, and compare the data. By using the SPSS suite, it would allow for the entire 

analytical process, from planning to data collection to analyze, reporting, viewing, 

manipulating output. Particularly, SPSS was used to compute one-way Analysis of 

Variance (ANOVA), comparing means, an independent sample t-test, and directional 

sample t-test. 

The researcher sorted the data, analyzed, organized, and reorganized searching for 

patterns and themes. According to Bodgan and Biklen (2006), “Analysis involves 

working with data, organizing them, breaking them into manageable units, synthesizing, 

searching for patterns, discovering what is important and what is to be learned, and 

deciding what you will tell others” (p. 157).  

Summary and Organization of the Study 

In this chapter, the researcher presented the specific methodology for the study.  

The participants were students that participated in 21st CCLC Texas ACE program and 

4th and 5th grade non-participant students.  The instrumentation section of this chapter 

provided a brief description of the STAAR assessment.  Data collection and analysis 

procedures were also discussed. The findings will be presented in Chapter IV. 



78 

 

 

CHAPTER IV 

FINDINGS 

Introduction 

The purpose of the study was to examine and compare the STAAR Reading and 

Math scores of 4th and 5th grade student participants of the 21st Century Community 

Learning program to students who did not partake in the program. The goal was to 

examine if there was a significant difference between the two groups. Providing 

enriching academic opportunities during after school hours to assist in closing the 

academic gap was the primary focus of the 21st Century Community Learning Centers 

(Mahoney et al. 2009).  Non-academic activities associated with the after-school 

programs have shown to have positive implications for youth developmental outcomes 

(Richards et al. 2004; Apsler 2009; Bohnert et al. 2009; Durlak et al. 2010). Researchers 

believe that the youth could greatly benefit from programs geared to develop youth 

during out-of-school time (Anderson-Butcher, Stretler, & Midle, 2006; Durlak, Mahoney, 

Bohnert, & Parente, 2010; Iachini & Anderson-Butcher, 2012; Jenner & Jenner, 2007). 

 Minority students that are living in poverty are at a higher risk of experiencing a 

deficit in academic achievement (Fraser, 2004; Klebanoff & Muramatsu, 2002; Thomas, 

Davidson, & McAdoo, 2008). Students that attend high-poverty and low-performing 

schools need more academic assistance than what they are receiving in the classroom 

(Darling-Hammond et al., 2012; Eccles et al., 1993; Karns & Parker, 2007; Pierce, 2010; 

Sundell et al., 2012). Afterschool Alliance (2014) reported that students lost information 

obtained during the school year and began to fall behind, especially in areas such as 

reading and math. Students that attended after-school programs got additional support in 
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subject areas of difficulty not only during the school year, but also during the weekends 

and in the summer (Anderson-Butcher et al., 2006; O’Donnell, 2014). 

According to the Texas Education Agency (2017), the STAAR assessment 

measured students’ academic readiness in the core areas of reading, mathematics, 

science, and social studies. The researcher focused only on reading and mathematics for 

this study. TEA also provided information on how to interpret students’ STAAR scores 

through several performance levels. As it relates to this study, the determining factor of 

whether the student received a passing score, the researcher focused on the “Meets Grade 

Level” Performance Level.  

Discussion of Research Questions 

The findings from the quantitative data were addressed through the research 

questions. The purpose was to examine the effectiveness of the 21st Century Community 

Learning Program as it related to student performance on the STAAR reading and math 

assessments. An Independent Samples t Test was conducted to retrieve data for this 

study. Sweet and Grace-Martin (2003) states that independent samples t tests compares 

the means specifically on two groups. The data obtained was comparing the scores of 

students participating in the 21st CCLC to students not partaking in the program.  

 

Question One  

Does participation in the 21st Century Community Learning Center Program have 

a significant, positive effect on 4th grade students’ reading STAAR scores? The 

importance of investigating this question lies in the primary purpose of the 21st CCLC 
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program, which is, it is designed to improve student reading results on achievement tests. 

The hypothesis and the null hypotheses were: 

Ha1: There will be a positive significant effect on 4th grade students’ reading 

STAAR scores that participate in the 21st CCLC program as compared to non-

participants. 

H011: There will not be a significant effect on 4th grade students’ reading STAAR 

scores that participate in the 21st CCLC program as compared to non-participants. 

H021: There will be a negative significant effect on 4th grade students’ reading 

STAAR scores that participate in the 21st CCLC program as compared to non-

participants. 

 

Descriptive Statistics for 4th Grade STAAR Reading 

The 2017-2018 STAAR assessment was used to gather student achievement 

information. For the purpose of this study, the researcher defined student achievement (or 

a student’s passing rate) as Meets Grade Level. The Texas Education Agency (2017) 

defines Meets Grade Level as, “shows strong knowledge of course content- student is 

prepared to progress to the next grade.” 

 The descriptive statistics for the 2017-2018 fourth grade STAAR reading 

assessment included (n=25) students participating in the 21st CCLC and (n=228) non-

participants. During the 2018-2019 STAAR reading assessment, there were (n=30) 

student participants of the 21st CCLC and (n=240) students not involved in the program. 
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Table 13. Descriptive Statistics of 4th STAAR Reading Scores 

 

Grade 

 

Program 

 

N 

 

Mean 

 

S.D. 

4 Non-Participant 465 1403.05 213.919 

 Participant 56 1457.57 125.032 

 

Summary of Findings for Question One 

An Independent Samples t Test was utilized to determine if there was a significant 

effect on 4th grade 21st CCLC program participants’ STAAR Reading scores. There was 

no significant difference (t (519) = -1.868, p= .062) in the scores for 4th grade 21st CCLC 

participants (M=1457.57, SD=125.032) and non-participants (M=1403.05, SD=213.919); 

indicates that the finding is non-significant because it is greater than the predetermined 

significance of .05. These results show a small difference between the two groups, 

however, the program was effective, it just did not show a significant effect. 

 The Hypothesis Testing on the Effectiveness on 4th Grade Reading STAAR 

Scores was as follows: 

H011: There was no significant effect on 4th grade students’ reading STAAR 

scores that participate in the 21st CCLC program. 

Question Two 

Does participation in the 21st Century Community Learning Center Program have 

a significant, positive effect on 5th grade students’ reading STAAR scores? The 

determining factor of setting out to answer this question was to discover if the 21st CCLC 

program does improve students’ reading scores. The hypothesis and null hypothesis for 

question two was:  
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Ha2: There will be a positive significant effect on 5th grade students’ reading 

STAAR scores that participate in the 21st CCLC program as compared to non-

participants. 

H012: There will not be a significant effect on 5th grade students’ reading STAAR 

scores that participate in the 21st CCLC program compared to non-participants. 

H022: There will be a negative significant effect on 5th grade students’ reading 

STAAR scores that participate in the 21st CCLC program as compared to non-

participants. 

 

Descriptive Statistics for 5th Grade STAAR Reading 

The descriptive statistics for the fifth grade STAAR Reading assessment included 

(n=33) students participating in the 21st CCLC and (n=235) non-participants. 

Table 14. Descriptive Statistics of 5th STAAR Reading Scores 

 

Summary of Findings for Question Two 

An Independent Samples t-test was performed to determine if there was a 

significant effect on 5th grade program participants’ STAAR Reading scores. The 5th 

grade students had similar results as the 4th grade students. There was no significant 

difference (t(266) = -1.687, p=.093. The p-value of .093 is greater than .05) in scores for 

5th grade 21st CCLC participants (M=1536.42, SD=154.101) and non-participants 

 

Grade 

 

Program 

 

N 

 

M 

 

S.D. 

5 Non-Participant 235 1463.68 240.709 

 Participant 33 1536.42 154.101 
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(M=1463.68, SD=240.709). Therefore, the finding is non-significant. These results show 

a small difference between the two groups; however, the program still had a positive 

effect on the students that participated in the 21st CCLC program. 

The Hypothesis Testing on the Effectiveness on 5th Grade Reading STAAR 

Scores was as follows: 

H012: There was no positive significant effect on 5th grade students’ reading 

STAAR scores that participate in the 21st CCLC program as compared to no-

participants. 

Question Three  

Does participation in the 21st Century Community Learning Program have a 

significant, positive effect on 4th grade students’ math STAAR scores? The determining 

factor in answering this question was to discover if the 21st CCLC program improved 4th 

grade math scores on the STAAR assessment. The hypothesis and null hypothesis for 

question three was:  

Ha3: There will be a positive significant effect on 4th grade students’ math 

STAAR scores that participate in the 21st CCLC program as compared to non-

participants. 

H013: There will not be a significant effect on 4th grade students’ math STAAR 

scores that participate in the 21st CCLC program as compared to non-participants. 

H023: There will be a negative significant effect on 4th grade students’ math 

STAAR scores that participate in the 21st CCLC program as compared to non-

participants. 
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Table 15. Descriptive Statistics of 4th STAAR Math Scores 

 

Summary of Findings for Research Questions Three 

 An Independent Samples t-test was conducted to compare the scores of student 

participants of the 21st CCLC program to non-participants. The focus was to discover 

program effectiveness as it related to the STAAR Math assessment. There was a 

significant difference (t (519) = -2.836, p=.005) in the 4th grade STAAR Math scores of 

the 21st CCLC students (M=1537.55, SD=144.095) and non-participants (M=1452.29, 

SD, 219.210). The reported p-value of .05 is smaller than the predetermined significance 

of .05; therefore, there was a significant difference between the scores of students 

participating in the program and non-participants. 

The Hypothesis Testing on the Effectiveness on 4th Grade Math STAAR Scores 

was as follows: 

Descriptive Statistics for 4th Grade STAAR Math 

During the 2017-2018 school year, the 4th grade Math STAAR assessment 

consisted of (n=25) program participants and (n=228) non-participants. The descriptive 

statistics for the 2018-2019 examination included (n=30) 21st CCLC program participants 

and (n=240) non-program participants 

 

 

Grade 

 

Program 

 

N 

 

Mean 

 

S.D. 

4 Non-Participant 465 1452.29 219.210 
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Ha3: There was a positive significant effect on 4th grade students’ math 

STAAR scores that participate in the 21st CCLC program as compared to 

non-participants. 

Question Four 

Does participation in the 21st Century Community Learning Program have a 

significant, positive effect on 5th grade students’ math STAAR scores? The determining 

factor in answering this question was to discover if the 21st CCLC program improved 4th 

grade math scores on the STAAR assessment. The hypothesis and null hypothesis for 

question three was:  

Ha4: There will be a positive significant effect on 5th grade students’ math 

STAAR scores that participate in the 21st CCLC program as compared to non-

participants. 

H014: There will not be a significant effect on 5th grade students’ math STAAR 

scores that participate in the 21st CCLC program compared as to non-participants. 

H024: There will be a negative significant effect on 5th grade students’ math 

STAAR scores that participate in the 21st CCLC program as compared to non-

participants. 

 

Descriptive Statistics for 5th Grade STAAR Math 

The descriptive statistics for the fifth grade STAAR Math assessment included 

(n=33) students participating in the 21st CCLC and (n=235) non-participants. 
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Table 16. Descriptive Statistics of 5th STAAR Math Scores 

 

Summary of Findings for Research Questions Four 

The results of the 5th grade STAAR Math presented a significant difference (t 

(266) = -2.595, p=.010) between program participants (M=1612.48, SD=184.052) and 

non-participants (M=1492.82, SD=255.607). The finding is significant because the p-

value of .010 is smaller than the predetermined value of .05. The data results indicate that 

there is a significant difference and participation in the 21st CCLC program has a positive 

effect on 5th grade student scores. 

 The Hypothesis Testing on the Effectiveness on 5th Grade Math STAAR Scores 

was as follows: 

Ha4: There was a significant positive effect on 5th grade students’ math 

STAAR scores that participate in the 21st CCLC program as compared to 

non-participants. 

Additional Analyses 

 The data that follows is additional information not covered in the research 

questions. The researcher used independent sample t tests to retrieve data for the Cohort 

Effect, School Year Effect, and Grade Level Effect. 

Descriptive Statistics for Cohorts 

 

 

Grade 

 

Program 

 

N 

 

Mean 

 

S.D. 

5 Non-Participant 235 1492.82 255.607 

 Participant 33 1612.48 184.052 
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Table 17. Descriptive Statistics of Cohort 1 STAAR Reading/Math scores 

 

Subject 

 

Program 

 

N 

 

Mean 

 

Std. Deviation 

Reading 
Non-Participant 

517 1403.63 211.015 

 
Participant 

63 1520.33 128.162 

Math 
Non-Participant 

517 1449.03 214.837 

 

 Table 17 shows the descriptive statistics for 4th and 5th grade students’ STAAR 

scores of Cohort 1. As it related to the STAAR Reading assessment, there were (n=517) 

students that did not partake in the 21st CCLC program and (n=63) participants of the 

program. The STAAR Math test included the same number of non-participants and 

participants as the STAAR Reading assessment (n=517, n=63). 

Table 18. Descriptive Statistics of Cohort 2 STAAR Reading/Math scores 

 

Subject 

 

Program 

 

N 

 

Mean 

 

Std. Deviation 

Reading 
Non-Participant 

406 1410.40 235.509 

 
Participant 

50 1426.14 142.910 

Math 
Non-Participant 

406 1444.33 247.797 

 
Participant 

50 1484.86 134.913 

 

 The descriptive statistics for Cohort 2 are listed in Table 18. The data shows that 

for the STAAR Reading and Math examinations there were (N=406) non-participants of 

the 21st CCLC program and (N=49) program participants. 

Summary of Findings for Cohort Effect 

The results from the t-test for Cohort 1 indicated that there was a significant 

difference (t (578) = -4.292, p=.000) on the STAAR Reading assessment, within the 
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cohort, between 21st CCLC program participants (M=1520.33, SD=128.162) and non-

participants (M=1403.63, SD=211.015). The STAAR Math scores had similar results. 

There was a significant difference (t (578) = -5.055, p = .000) between program 

participants (M=1590.73, SD=165.021) and non-participants (M= 1444.33, SD= 

247.797). The p-values for both reading and math were .000, which is smaller than the 

predetermined significance of .05. Therefore, both findings are significant. This means 

that the 21st CCLC program had a positive effect on student participants’ scores. 

 The results obtained for Cohort 2 showed that there was a significant difference (t 

(453) = -.346, p=.730) on the STAAR Reading assessment between 21st CCLC program 

participants (M= 1481.96, SD= 134.727) and non-participants (M=1444.33, SD= 

247.797). The p-value .730 is larger than the predetermined value 0f .05, therefore, the 

finding is insignificant. The data determined for the STAAR Math scores that there were 

no significant difference (t (453) = -1.044, p=.297) between program participants (M= 

1481.96, SD= 134.727) and non-participants (M= 1444.33, SD= 247.797). The p-value 

.297 is larger than the predetermined p-value of .05. This finding is insignificant. The 

data indicates that the 21st CCLC program does not have a positive effect on student 

STAAR Reading and Math scores.  
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Descriptive Statistics for School Year Effect 

Table 19. Descriptive Statistics for 2017-2018 School Year 

 

Subject 

 

Program 

 

N 

 

Mean 

 

Std. Deviation 

Reading 
Non-Participant 

448 1380.67 209.568 

 
Participant 

49 1448.51 132.294 

Math 
Non-Participant 

448 1423.47 214.051 

 
Participant 

49 1493.47 147.526 

 

 As shown in Table 19, during the 2017-2018 school year there were (n=448) non-

participants and (n=49) program participants. The sample size was for the same for 

STAAR Reading and Math. 

 

Table 20. Descriptive Statistics for 2018-2019 School Year 

 

Subject 

 

Program 

 

N 

 

Mean 

 

Std. Deviation 

Reading 
Non-Participant 

475 1431.07 230.724 

 
Participant 

63 1499.94 146.723 

Math 
Non-Participant 

475 1469.12 241.865 

 
Participant 

63 1581.78 161.950 

 

 The descriptive statistics for the 2018-2019 school year shows that there were 

(n=475) non-participants and (n=63) 21st CCLC program participants for both the 

STAAR Reading and Math assessments.  
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Summary of Findings for School Year Effect 

 During the 2017-2018 school year, there was a significant difference (t (495) = -

2.217, p= .027) in STAAR Reading scores for student non-participants (M=1380.67, SD= 

209.568) and program participants (M= 1448.51, SD= 132.294). These results suggest 

that program participation does have an effect on student scores because the p-value of 

.027 is smaller than the predetermined p-value of .05. There was also a significant 

difference (t (495) = -2.231, p = .026) in STAAR Math scores for student non-

participants (M= 1423.47, SD= 214.051) and program participants (M= 1493.47, SD= 

147.526). Once again, the results indicated that the 21st CCLC program had a positive 

effect on student scores. The p-value was .026, which is smaller than the predetermined 

p-value of .05. Therefore, the finding is significant. 

 The data results for the 2018-2019 showed that there was a significant difference 

(t (536) = -2.307, p = .021) in STAAR Reading scores for the student non-participants (M 

= 1431.07, SD= 230.724) and participants (M = 1499.94, SD = 146.723). These results 

suggest that program participation does have an effect on student reading scores because 

the p-value of .021 is smaller than the predetermined p-value of .05. There was also a 

significant difference (t (536) = -3.590, p = .000) in STAAR Math scores for student non-

participants (M= 1469.12, SD= 241.865) and program participants (M= 1581.78, SD= 

161.950). Again, the results indicated that the 21st CCLC program had a positive effect 

on student scores. The p-value was .000, which is smaller than the predetermined p-value 

of .05. Therefore, the 2018-2019 findings were significant. 
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Descriptive Statistics for Grade Level Effect 

Table 21. Descriptive Statistics for Grades 3-5 

Grade 

Level 

 

Subject 

 

Program 

 

N 

 

Mean 

 

Std. Deviation 

3 Reading 
Non-Participant 

220 1351.22 204.107 

  
Participant 

24 1448.42 145.924 

 Math 
Non-Participant 

220 1384.81 210.253 

  
Participant 

24 1464.33 124.638 

4 Reading 
Non-Participant 

465 1403.05 213.919 

  
Participant 

56 1457.57 125.032 

 Math 
Non-Participant 

465 1452.29 219.210 

  
Participant 

56 1537.55 144.095 

5 Reading 
Non-Participant 

235 1463.68 240.709 

  
Participant 

33 1536.42 154.101 

 Math 
Non-Participant 

235 1492.82 255.607 

  
Participant 

33 1612.48 184.052 

 

 The statistics shown in Table 21 displays the number of participants in grades 3, 4 

and 5. The population of students in Grade 3 included (n=220) non-participants and 

(n=24) program participants for both the STAAR Reading and Math assessments. In 

Grade 4, there were (n=465) non-participants and (n=56) participants; this included 

students from the 2017-2018 school year. There were (n=235) non-participants and 

(n=33) participants that were in Grade 5. 
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Summary of Findings for Grades 3-5 

The focus of the study was on 4th and 5th grade students. However, historical 

assessment data was obtained for some of the students during their 3rd grade school year. 

The goal was to discover the effectiveness the 21st CCLC had on the student program 

participants’ STAAR scores over a two-year period. When examining the 4th grade data, 

the researcher obtained their 3rd and 4th grade STAAR scores. The researcher used the 

student’s 4th and 5th grade STAAR scores for 5th grade data. 

There was a significant difference (t (242) = -2.268, p= .024.) in 3rd grade scores 

for non-participants (M=1351.22, SD= 204.107) and program-participants (M=1448.42, 

SD= 145.924). The p-value, .024, is smaller than the predetermined p-value of .05. These 

results suggest that participation in the 21s t CCLC has a positive effect on the student’s 

STAAR Reading scores. In regards to the STAAR Math assessment, there was no 

significant difference (t (242) = -2.962, p= .071) in scores for the non-participants (M= 

1384.81, SD= 210.253) and program participants (M= 1464.33, SD= 124.638). The p-

value, .071, is larger than the predetermined p-value of .05. Although the results show a 

small difference between the two groups, the program was still effective; it just did not 

show a significant effect. 

There was no significant difference (t (519) = -1.868, p =.062.) in 4th grade 

reading scores for non-participants (M=1403.05, SD =213.919) and program participants 

(M= 1457.57, SD =125.032). The p-value, .062, is larger than the predetermined p-value 

of .05. The results indicate a small difference between the two groups, however, the 

program was still effective. There was a significant difference (t (519) = -2.836, p= .005) 

between math scores for non-participants (M= 1452.29, SD= 219.210) and program 
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participants (M= 1537.55, SD, 144.095). The p-value .05 is smaller than the 

predetermined p-value of .05. The math results show that participation in the program has 

a positive effect on students’ STAAR Math scores. 

There was no significant difference (t (266) = -1.687, p= .093) in 5th grade reading 

scores for non-participants (M= 1463.68, SD= 240.709) and program participants (M= 

1536.42, SD= 154.101). The p-value, .093, is larger than the predetermined p-value of 

.05. The results show that participation in the 21st CCLC program does not have an effect 

on students’ STAAR Reading scores. There was a significant difference (t (266) = -2.595, 

p= .010) in scores for non-participants (M= 1492.82, SD= 255.607) and program 

participants (M= 1612.48, SD= 184.052). Therefore, the program did have an effect on 

students’ STAAR Math scores. 

Summary 

 The purpose of the study was to examine and compare, quantitatively, the 

Reading and Math STAAR scores of 4th and 5th grade student participants of the 21st 

Century Community Learning program to students who did not partake in the program. 

The goal was to examine if there was a significant difference between the two groups. 

The researcher retrieved data from two elementary schools with 1,035 student scores. The 

data obtained was from the 2017-2018 and 2018-2019 school years. The main content 

areas of the STAAR assessment the researcher focused on were Reading and Math. 

 The results from questions one and two indicated that there was no significant 

difference on 4th and 5thSTAAR Reading assessment scores between students 

participating in the 21st CCLC program and non-participants. This illustrates that the 

program did not have an effect on the students’ academic success on the test. Questions 
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three and four had different results. The data showed that there was a significant 

difference between students’ 4th and 5th STAAR Math scores that were participants in the 

program and students that were not involved in the program. The results indicated that 

the program had a positive effect on the students’ scores. 

 Other information discovered from the data showed that students from Cohort 1 

not only did better than students not participating in the program, they also did better than 

all of the students in Cohort 2 (that includes students that did not partake in the program). 

Program participants in Cohort 2, however, had better results on the STAAR assessment, 

in both Reading and Math, than non-participants. The statistics showed, through a 

Factorial ANOVA, that there was no interaction between the grade levels. This indicates 

that the students were not doing better in one grade than another. The difference in means 

between program participants and non-participants was similar across the board in 3rd, 

4th, and 5th grades. However, the data showed that students’ scores improved each year 

they participated in the program.  

Chapter IV provided the findings that were based on the 4th and 5th grade STAAR 

Reading and Math scores of 21st CCLC program participants and non-participants. The 

data obtained were able to answer the research questions and to identify is the null 

hypothesis was rejected or accepted. The discussion, implementations, recommendations, 

and conclusions of the study will further be explained in Chapter V. 
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CHAPTER V 

DISCUSSION, IMPLICATIONS, RECOMMENDATIONS, AND CONCLUSIONS 

Discussion 

The purpose of the study was to examine and compare the STAAR Reading and 

Math scores of 4th and 5th grade student participants of the 21st Century Community 

Learning program to students who do not partake in the program. The goal was to 

examine if there is a significant difference between the two groups. The data collected 

provided insights regarding program effectiveness as it related to students’ academic 

success on the STAAR Reading and Math assessments. The results of this study allowed 

the researcher to accept the null for two of the four hypotheses. The findings of this study 

addressed four questions: 

1. Does participation in the 21st Century Community Learning Program have a 

significant, positive effect on 4th grade students’ reading and STAAR scores? 

Ha1: There will be a positive significant effect on 4th grade students’ 

reading STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

H011: There will not be a significant effect on 4th grade students’ reading 

STAAR scores that participate in the 21st CCLC program as compared to 

non-participants. 

H021: There will be a negative significant effect on 4th grade students’ 

reading STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 
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2. Does participation in the 21st Century Community Learning Program have a 

significant, positive effect on 5th grade students’ reading STAAR scores? 

Ha2: There will be a positive significant effect on 5th grade students’ 

reading STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

H012: There will not be a significant effect on 5th grade students’ reading 

STAAR scores that participate in the 21st CCLC program compared to 

non-participants. 

H022: There will be a negative significant effect on 5th grade students’ 

reading STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

3. Does participation in the 21st Century Community Learning Program have a 

significant, positive effect on 4th grade students’ math STAAR scores? 

Ha3: There will be a positive significant effect on 4th grade students’ math 

STAAR scores that participate in the 21st CCLC program as compared to 

non-participants. 

H013: There will not be a significant effect on 4th grade students’ math 

STAAR scores that participate in the 21st CCLC program as compared to 

non-participants. 

H023: There will be a negative significant effect on 4th grade students’ 

math STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 
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4. Does participation in the 21st Century Community Learning Program have a 

significant, positive effect on 5th grade students’ math STAAR scores? 

Ha4: There will be a positive significant effect on 5th grade students’ math 

STAAR scores that participate in the 21st CCLC program as compared to 

non-participants. 

H014: There will not be a significant effect on 5th grade students’ math 

STAAR scores that participate in the 21st CCLC program compared as to 

non-participants. 

H024: There will be a negative significant effect on 5th grade students’ 

math STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

The sample for this study consisted of 4th and 5th grade student participants of 

the 21st Century Community Learning program and students who did not partake in the 

program. At both schools, the 21st CCLC program consisted of 97 students, from 

Kindergarten to Fifth Grade. During the 2017-2018 school year, there were 497 

participants. The sample for the 2018-2019 school year included 538 students. The 

researcher obtained the participants’ information from the rosters kept by the directors of 

the ACE program. The district’s Coordinator of Research and Program Evaluation 

provided the students’ STAAR results.  

Research Questions One and Two 

1. Does participation in the 21st Century Community Learning Program have a 

significant, positive effect on 4th grade students’ reading and STAAR scores? 
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Ha1: There will be a positive significant effect on 4th grade students’ 

reading STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

H011: There will not be a significant effect on 4th grade students’ reading 

STAAR scores that participate in the 21st CCLC program as compared to 

non-participants. 

H021: There will be a negative significant effect on 4th grade students’ 

reading STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

2. Does participation in the 21st Century Community Learning Program have a 

significant, positive effect on 5th grade students’ reading STAAR scores? 

Ha2: There will be a positive significant effect on 5th grade students’ 

reading STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

H012: There will not be a significant effect on 5th grade students’ reading 

STAAR scores that participate in the 21st CCLC program compared to 

non-participants. 

H022: There will be a negative significant effect on 5th grade students’ 

reading STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

Data analysis showed there was no significant difference (t (519) = -1.868, p= 

.062) in the scores for 4th grade 21st CCLC participants (M=1457.57, SD=125.032) and 
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non-participants (M=1403.05, SD=213.919). A p-value of .062 indicates that the finding 

is insignificant because it is greater than the predetermined significance of .05.  Although 

these results show a small difference between the two groups, the program was effective; 

it just did not show a significant effect. 

The researcher believed several factors could explain the results. One of the 

factors could be the lack of support from home. The schools of focus are Title I schools. 

Majority of the parents of the students participating in this study do not have time to 

assist their children with their studies. Whether it is because of their work schedule or 

being single parents and having to take care of other children, the parents/guardians do 

not have the time to aid their children with their academics.  

Another factor that could explain why the student participants did not do 

significantly better than non-student participants is their parents/guardians might not 

know how to help their children with their homework. It is common to see many of the 

students living with their grandparents; it has been a while since they have attended 

school and do not know how to rely the new information to their grandchildren. Other 

students have parents that did not do so well in school and do not feel confident enough 

in assisting their children or asking the school for guidance and support.  

The final two possible factors are that the students do not relate to the information 

and the reading passages are too long. Many of the passages found on the assessment 

describe or discuss topics that students attending Title I schools have not had the 

opportunity to experience. The 4th and 5th grade STAAR tests include about five to six 

reading passages with an estimate about 38 questions. There is a strong possibility that 
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students become tired, drained, and bored reading these passages, which leads to them 

not doing their best. 

Research shows that children living in low socioeconomic status (SES) 

neighborhoods are further marginalized by the advent of high stakes tests. Income level 

was the most significant predictor of student performance on high stake exams (Marder, 

Bansal, Kadanoff, 2009). Research shows that traditional reading instruments that 

measure reading skill does not predict performance on high stakes assessments (Waber, 

Gerber, Turcios, Wagner, & Forbes, 2006). Student success on reading assessments 

throughout the school year is not an indication that they will be successful on the STAAR 

Reading assessment. The STAAR Reading test measures students’ reading 

comprehension. The development of the STAAR Reading test, and other high stakes 

assessments, was to measure student mastery of state curricular expectations (Hintz & 

Silberglitt, 2005). Keenan, Betjeman, & Olsen (2008) suggests that reading 

comprehension is reliant on other factors such as, listen comprehension, verbal ability 

when compared to decoding ability. Other researchers add that reading speeds accounts 

to success on high stakes measures of reading (Cutting & Scarborough, 2006).  

 Researchers believe that students perform poorly on the STAAR Reading 

assessment because the reading passages are written above the student’s grade level. 

Szabo and Sinclair (2012) discovered that the passages readability were one-to-three 

years above the grade level it was created to access. The questions were written at a 

higher level as well. Gunning (1952) defined readability as “the ease with which a text 

can be read and understood.” In other words, is the text written clearly, so that the reader 

can comprehend the information. Reading text at the instructional and frustration levels 
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becomes challenging for young readers, which eventually impacts learning (Allington 

2006; Rasinski, 1999). Another reason for poor performance on the STAAR test is the 

lack of student experiences and being able to relate to the reading passages. Students 

should be familiar with all text, no matter the content (Szabo & Sinclair, 2012, p. 12) 

Research Questions Three and Four 

3. Does participation in the 21st Century Community Learning Program have a 

significant, positive effect on 4th grade students’ math STAAR scores? 

Ha3: There will be a positive significant effect on 4th grade students’ math 

STAAR scores that participate in the 21st CCLC program as compared to 

non-participants. 

H013: There will not be a significant effect on 4th grade students’ math 

STAAR scores that participate in the 21st CCLC program as compared to 

non-participants. 

H023: There will be a negative significant effect on 4th grade students’ 

math STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

4. Does participation in the 21st Century Community Learning Program have a 

significant, positive effect on 5th grade students’ math STAAR scores? 

Ha4: There will be a positive significant effect on 5th grade students’ math 

STAAR scores that participate in the 21st CCLC program as compared to 

non-participants. 
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H014: There will not be a significant effect on 5th grade students’ math 

STAAR scores that participate in the 21st CCLC program compared as to 

non-participants. 

H024: There will be a negative significant effect on 5th grade students’ 

math STAAR scores that participate in the 21st CCLC program as 

compared to non-participants. 

Data analysis showed there was a significant difference (t (519) = -2.836, p=.005) 

in the 4th grade STAAR Math scores of the 21st CCLC students (M=1537.55, 

SD=144.095) and non-participants (M=1452.29, SD, 219.210). The reported p-value of 

.005 is smaller than the predetermined significance of .05; therefore, there was a 

significant difference between the scores of students participating in the program and 

non-participants. The results of the 5th grade STAAR Math presented a significant 

difference as well (t (266) = -2.595, p=.010) between program participants (M=1612.48, 

SD=184.052) and non-participants (M=1492.82, SD=255.607). The finding is significant 

because the p-value of .010 is smaller than the predetermined value of .05. The data 

results indicate that there is a significant difference and participation in the 21st CCLC 

program has a positive effect on 4th and 5th grade student scores. 

A possible explanation for students doing well on the STAAR Math assessment, 

as compared to the STAAR Reading results, is that math is the universal language. Math 

can be taught and understood in all languages. Therefore, students will be able to 

understand the information taught at school and still have the ability to work on their 

assignments at home, with or without assistance.  



103 

 

 

Another possible reason for these results is the students find math more enjoyable 

than reading. Instructors can be more creative with their math lessons and make them 

more relatable to their students. They can also relate math to more “real world” 

experiences. Some examples of how students can use math for the real world are learning 

how to manage their finances, understanding the amount of money they can earn on the 

job, and managing their time. 

A psychological mechanism that influences students’ motivation to strive harder 

on learning tasks are identified as motivational beliefs (Roderick and Engel, 2001). 

Students tend to work harder and learn more when significant consequences to test 

performance are attached (Angrist & Lavy, 2009; Bishop, 1997; Braun et al., 2001; 

Roderick & Engel, 2001). “Motivation is the process of instigating and sustaining goal-

directed behavior” (Schunk et al., 2008). Motivated learners tend to engage in instruction 

and do not quit when their academics become challenging (Schunk et al., 2008). 

According to Schunk (2008), “They choose to work on tasks when they are not required 

to do so; in their spare time they read books on topics of interest, solve problems and 

puzzles, and work on computer projects.”  Research further shows that student do better 

and work harder, focus more on class work, and study more when high stakes tests 

mandate grade promotion (Roderick and Engel, 2001).  

According to researchers self-efficacy is, “an individual’s belief that they can 

successfully achieve at a designated level on an academic task or attain a specific 

academic goal” (Bandura, 1997; Eccles & Eigfield, 2002; Linnenbrick & Pintrich, 2002 

a). The enrichment activities that the 21st CCLC program provides for the students could 

play a major role in building the child’s self-efficacy, which, in turn, assists them in 
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doing well on the STAAR Math Assessment. Continued motivation and constant 

encouragement plays a major role in pushing students in doing their best on any given 

task. 

Implications 

Although the results convey there was no positive significant difference between 

program participants and non-program participants as it related to the 4th and 5th grade 

STAAR Reading assessments, does not mean that the 21st CCLC program did not have 

an effect. The small difference, found with the reading results, between the two groups is 

still good news for educators that work with low SES students because the students did 

show some progress by participating in the program. In addition, whether students 

participated in the program or not, research indicated that students have a difficult time 

performing well on the STAAR reading assessment due to the test not measuring students 

on their grade level. Another factor is students from low SES neighborhoods are not 

afforded the same resources, at home, that students from more affluent neighborhoods 

receive. By participating in the 21st CCLC program, they are able to receive the resources 

and support they are missing at home. 

The STAAR Math results, on the other hand, showed that there was a positive 

significant difference between program participants and non-program participants for 4th 

and 5th grades. The students that participated in the program did much better than non-

participant classmates. It was evident from these results that the two requirements of the 

21st CCLC (offer academic enrichment activities to promote academic achievement on 

state and local assessments and equip the students with a multitude of services and 

programs that complement the typical academic program) were met. As stated 
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previously, a possible reason for the student success can rely heavily upon the motivation 

the students receives while attending the afterschool program.  In addition, the students 

are able to partake in many activities that encourage them to work hard in order to obtain 

their future goals. These activities include college and career readiness and enrichment 

activities. Self-efficacy was mentioned previously and with consistent participation in the 

program, students can receive the motivation and extra encouragement needed in order to 

succeed, not only on high stake tests, but in life in general. Any student, no matter their 

socioeconomic status, can benefit greatly from the extra support that the 21st Century 

Community Learning program provides. 

Recommendations for Future Research 

The data for this study showed promising results for the effectiveness of the 21st 

Century Community Learning program on student academic success on the STAAR test. 

“After-school programs have the ability to improve student outcomes and impact 

academic performances in a number of ways, including moving the needle on academic 

achievement test scores” (Harvard Family Research Project, 2008, p. 2). However, in 

order to achieve academic success students must attend the program consistently. Roth, 

Malone, & Brooks-Gunn (2010) suggested that educational attainment and achievement 

was increased when students participated in organized and supervised activities. The 

following are the proposed recommendations for future research. 

Recommendation 1: Future research should include more schools in the study. This 

study focused on two of the elementary schools participating in the program. By 

including more schools, it will increase the sample size. The results may show a higher 

significance between participants of the 21st Century Community Learning program and 
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non-participants as it related to their STAAR scores. This will provide more support on 

whether the program is truly effective in the student’s academic success on the STAAR 

Reading and Math assessments. Should the study show positive results from the 

additional schools, this can lead to more Title I schools adding the program. 

Recommendation 2: The study focused only on elementary schools, but to truly discover 

the effectiveness of the 21st CCLC program on student assessment scores and overall 

achievement, future research should include secondary levels (middle and high schools). 

In addition, by including the secondary levels, the researcher can discover if the program 

has a positive effect on lowering the dropout rate of the students. 

Recommendation 3: To obtain a better understanding of the effectiveness of the 21st 

Century Community Learning Center programs, future research should be conducted 

over a longer period of time. The researcher should follow the students into their middle 

and high school years to gain more data so they can witness if the program has a 

significant, positive effect on student achievement. 

Recommendation 4: The researcher observed data from two elementary schools in one 

district. Future research should include several other school districts that implement the 

21st CCLC and compare the data to gain better knowledge of the program effectiveness. 

Recommendation 5: Future research should focus on the other goals of the 21st CCLC. 

These areas include: discipline, attendance, and behavior. 

The information from this research paper indicated that the 21st Century 

Community Learning Centers and other afterschool programs can assist struggling 

schools with student academic achievement. According to TEA (2019), 
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The program provides opportunities for communities to establish or expand 

activities that provide students attending low performing schools with access to 

academic enrichment and other activities that are specifically designed to 

reinforce and complement the regular academic program to help students meet the 

challenging state academic standards.  

Afterschool Alliance (2014) gathered information on the effectiveness of 

afterschool programs throughout the United States and discovered positive results 

concerning school engagement, academic performance, and behavior. American 

Institutes Research conducted a study and discovered that students who participated in 

the Texas ACE program had lower school day absences than students that were non-

participants (Naftzger, 2013). The same study found that student participants in the ACE 

program are more likely to be promoted to the next grade level. “The likelihood to being 

promoted to the next grade increased by 43 percent for student with low levels of 

participation in the program, and 47 percent for student with high levels of participation” 

(Naftzger, 2013). Concerning behavior, the study disclosed that the longer the students 

participated in the afterschool program, their behavior improved (as compared to non-

participants) (Naftzger, 2013). 

The provided information is further evidence that afterschool programs provide 

beneficial support for schools when the typical school day ends. Unfortunately, not all 

students are able to attend afterschool programs. According to Afterschool Alliance 

(2009), “While there are 8.4 million children in afterschool programs, there are 18.5 

million children – more than double – who would participate in a program if one were 

available to them.” The district of focus for this study had a limited number of schools 
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that participated in the 21st Century Community Learning Center program. Many schools 

that would prosper from afterschool services are not receiving support.  

School administrators and districts should develop more opportunities for 

struggling students to participate in after school programs. Reaching out and 

communicating with parents or guardians to discover what areas the families need the 

most support, would be the first step in assisting students with their academic needs. 

Schools should conduct focus groups and hand out surveys to receive feedback on what 

activities they would like their children to participate. School administrators should also 

reach out and work with local businesses for more support to assist students with their 

education. 

Conclusions 

The findings from this study provided further evidence of the effectiveness of the 

21st CCLC program on student achievement on the STAAR Reading and Math 

assessments. This investigation showed that the program did have a positive effect on 

student participants. Although the differences in reading scores for 4th and 5th grade were 

small, the program still had an effect on the student participants. Significant differences 

were found in the 4th and 5th grade math scores between the participants and the non-

participants. The results indicated the program has a profound effect on student’s math 

scores. 

A couple of the main goals for the 21st CCLC are helping students obtain success 

in the core academic subjects (ex. reading and math), and include enriching programs that 

complement formal academic programs. Through this research, it was evident the 

program were meeting these goals for the student participants. The data showed that the 
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students made continued progress with each year 1 (2017-2018 and 2018-2019 school 

years) they were enrolled in the program. Each year the students participated in the 

program, their assessment scores increased.  

The information and data results reported in this study is beneficial to any school 

district that has high-poverty and low-performing schools because it provides promising 

results. Although the difference between the reading scores of student participants and 

non-participants were small, the students showed improvement and did better than their 

classmates that did not partake in the program. As for the math results, the students did 

exceptionally well. The success can be attributed to the services the students receive 

while attending the centers. Services include support in the core academic subjects, 

enriching programs that complement formal academic programs, and family support with 

educational services. 
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