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School as a cross section of society includes students of varying 

potentialities, social class, economic status, and family background. Students vary in 

support received from community, family and peer group. Like wise, individual, 

family, school and community factors contribute to academic and personal risks in 

students. School has to protect and nurture every child irrespective of the risk 

conditions, as education is conceived as an instrument that helps all children to 

efficiently meet the challenges of increasingly exciting and competitive world by 

equipping them to successfully adapt to difficulties. Amid growing consensus on 

teachers as the largest and the most important school-based factor which determines 

the quality performance and achievement of all students, shifting composition of 

classrooms challenges educators to be more responsive to the diverse needs of all 

children. Here lies the significance of academic resilience, needed by all students, 

especially at-risk students to perform well.  

 At-risk condition means the constraints that a student has to meet by chance 

or not that hinder the normal functioning of student. Risk factors are spread over 

four domains namely within-child, family, school, and community. Risk factors of 

the different domains closely connect to form a risk network and hamper both 

personal and academic activities of students. Such students are devoid of conducive 

learning and living environments and are called as students at-risk.  

 Some students manifest good academic achievement despite at-risk 

conditions. Studies had identified the successful adaptation of students in presence 

of poverty, an at-risk condition (Garmezy, 1983, 1991). Such students who 

demonstrate good academic achievement despite risk are referred to as academically 

resilient. The phrase academic resilience means successful academic performance in 

presence of difficulties. Literature on resilience shows that though resilience is an 

innate and dynamic developmental process, it can be fostered in students through 

inculcation of protective factors. Protective factors are the factors that help to 



 

 

2   Fostering  Academic Resilience 

overcome risk and to manifest good performance in specific fields. Protective 

factors are present in different domains namely within-child, family, school, and 

community. If the protective factors in these areas form a strong protective network, 

such students will become more academically resilient. 

 Protective factors are the real sources of resilience. At-risk students seek 

maximum support from the protective domains to lead a smooth academic life. 

Protective factor is a measurable characteristic in a group of individuals or their 

situation, which predicts positive outcome in the context of adversity (Mc Millan & 

Reed, 1994). Within-child protective factors include social competence, problem 

solving skill, autonomy, and sense of purpose (Benard, 1993), motivation and goal 

orientation (Mc Millan & Reed, 1994). Family protective factors include parental 

support, parental monitoring, and parental involvement (Arellano & Padilla, 1996), 

and positive and high expectations (Berliner & Benard, 1995; Horn & Chen, 1998). 

School protective factors include teacher expectations (Winfield & Manning 1992; 

Wang, Haertel, & Walberg, 1997), caring and support (Benard, 2004), higher levels 

of educational support (Alva, 1991), and instruction (Wang, Haertel, & Walberg, 

1997; Waxman, Gray, & Padron, 2003). Presence of a caring adult (Garmezy, 1991), 

and availability of resources (Wang, Haertel, & Walberg, 1997) are frequented 

community protective factors.  

 Adolescence is a transitional period that brings in major physical, cognitive, 

and socio-emotional changes. Studies of individual differences among adolescents 

provide information on protective factors that may help adolescents in at-risk 

contexts. Central to this is resilience concept (Rutter, 1979, Garmezy, 1983). 

Fostering protective factors will help to develop academic resilience in at-risk school 

students. There are evidences in resilience literature about the positive outcomes of 

fostering academic resilience in at-risk students. These include Stanton Case Study 

(CRESPAR, 1998), Promoting Achievement in School through Sport-PASS 

(McClendon, Nettles, & Wigfield, 2000) and Young Scholar Programme (Newman, 

Myers, Newman, Lohman, & Smith, 2000). 



 

 

Introduction  3

Need and Significance of the Study 

In Indian context, at-risk children are present in every classroom at all levels. 

These students have learning difficulties, aggressiveness, homelessness, and 

physical and psychological disabilities, and they suffer harassment due to the 

cultural norms. Most of such children are avoided by teachers and others while 

many are humiliated by putting label  such as retarded, learning disabled, socially 

backward, emotionally disturbed, educationally deficient or culturally disadvantaged 

(Wang, 1996). Most, schools cater these students with strategies like special classes, 

ability grouping, tracking, resource rooms and transition classes. In these special 

arrangements, teachers often focus on developing the basic skills through remedial 

teaching than on the development of broader cognitive, metacognitive, and socio-

emotional abilities to adjust with their debilitating situation.  In turn, these students 

receive neither high expectations nor rich content, nor instructional strategies 

required to prop up high achievement. 

This study is on whether multi-risk conditions within-child, in family, and in 

school affect certain socially significant developmental outcomes; like academic 

achievement, social competence, problem solving skill, critical consciousness, 

autonomy, sense of purpose; and whether a collaborative intervention can enhance 

these set of protective factors, plus peer support, family resources, family 

psychological nurturance, family environment, and authoritative parenting in 

students at-risk. This question, framed by coupling the findings of worldwide 

researches on resilience with observations on local socio-educational situation, and 

answers thereof have practical and theoretical as well as local and global 

significance.  

In the immediate context of Kerala, hosts of studies indicate individual, 

familial, school, and community factors that relates to students’ performance in 

school. Individual factors contributing to student achievement include  

sense of personal worth, feeling of belongingness, total personal adjustment,  



 

 

4   Fostering  Academic Resilience 

and achievement motivation (Gul Muhamed,1995), personality variables  

(Soma sundaram, 1980), and affective variables (Soman,1977; 

Ramachandran,1981). Social familial variables (Abraham, 1975; Nair, 1984) also 

were widely explored in relation to student achievement in Kerala. These include  

home learning facility, family acceptance of education, family cultural level, family 

environmental index, social-familial index, parental education, parental occupation, 

parental income level, S.E.S., and family size (George, 1989), attitudes 

(Kadeeja,1991; Ramesan,2000), parental encouragement, parental guidance, and 

provision of physical facilities (Gafoor,2001), and parenting styles (Manjusha,2006). 

From a practice perspective it is clear that, if there are problems in these domains, 

students are at-risk of academic failure. In situations where one adversity condition 

present particularly high risk for some important outcomes, giving priority to this 

over the others is logical (Luthar, 1993). However, in many instances all areas will 

be important; though, not all risk factors present equivalent threats. Hence, multiple-

risk studies take numerous risk factors and accumulation of risks that account for 

children’s developmental outcomes better (Sampson & Laub, 1994) have to pursue.  

In such studies, conceptually critical multiple outcomes are accorded equivalent 

salience and either considered separately or integrated in to a composite.   

There are other theoretical reasons as well to take up a study that consider 

multiple-risks. The risk factors associated with student achievement can be both 

distal and proximal (Baldwin, Baldwin & Cole, 1990). Distal risk factors are those 

like socio-economic status and home conditions that are experienced not directly by 

the child, but are mediated by “proximal” variables such as ineffective parenting. 

“Proximal” risk factors in themselves may not be sufficient condition for being at 

high risk; and hence “distal” risk factors are important considerations (Baldwin et 

al., 1990). Additionally, in practice, it is difficult to identify all the proximal 

(Masten, Best, & Garmezy, 1990) risk factors in students’ environment. 

Socially and academically, in Kerala, competition is high for whatever 

opportunities that unfolds before the younger generation. Therefore, significance of 
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academic achievement and grades increases as social processes use failure-success 

as a rationale for provision of further opportunities for development. Naturally, 

society will keep aside those who are at-risk of failure. Therefore, conditions 

showing significant association with child maladjustment in any one of the socially 

relevant developmental outcomes need to be considered at-risk (Masten, Best, & 

Garmezy, 1990; Richters & Weintraub, 1990). Socio-Economic conditions, school 

conditions and student characteristics below a critical level adversely affect the 

academic outcomes; and hence they are risk factors. 

Currently, number of children whose academic career  are discoloured by 

under performance in school due to reasons like poverty, broken family, illness, drug 

addiction, frequent relocations and other adversities is increasing. If child faces a 

number of risks, there will be a significant decline in the cognitive and behavioral 

outcomes in middle childhood and adolescence. If a child is experiencing increased 

number of demographic and psychological risk factors, there is increased chance for 

developing adjustment problems in that child (Rutter, 1979).  Moreover, children are 

becoming highly stressed at younger and younger ages today (Youngs, 1995). When 

environmental demands exert strain on the person’s psychological and biological 

adaptive capacity, he or she become at-risk for illness (Cohen, 1995). Possibility of 

poor adaptation and poor achievement is high in such situations.  Teaching 

community feel helpless in solving this problem. 

However, researches show the way out. Some students are successful in 

school while other students of the same social and economic backing are not.  

Research on those students who succeed in school despite the presence of adverse 

conditions has important implications for the educational improvement of students 

at-risk of academic failure. It will be useful for policy makers, administrators, 

teachers, and parents to find out why some students are academically resilient and 

others are academically vulnerable, and to find out what can be done in classroom to 

help students win despite vulnerabilities. 
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Researches demonstrate also that risk and safe conditions are not as clear as 

one would assume by the preceding account. Many fundamental developmental 

processes operate in similar ways among low and high risk children (Graham & 

Hudley, 1994; Graham & Hoehn, 1995; Luthar, 1999) so that attempt to derive 

theories that would apply only to “poor children” or at-risk families is unnecessary 

(Garcia Coll, Lamberty, Jenkins, McAdoo, Crnic, & Wasik, 1996). Hence, resilience 

may be promoted not necessarily due to adversity but may be promoted in 

anticipation of inevitable adversities (International Resilience Project Design, 1994). 

Research on resilience carries substantial potential for ongoing refinements 

of existing theories of normal human development. Resilience is an active process of 

self-righting, learned resourcefulness and growth- it is the ability to function 

psychologically at a level far greater than expected given the individual’s 

capabilities and previous experiences (Paton, Smith, & Violanti, 2000). Resilience 

emerges as cognitive, behavioral, and emotional abilities and its transaction with the 

environment (Cicchetti & Lynch, 1993, Luthar, Cicchetti, & Becker, 2000). 

Demonstration of the positive adaptation by children, particularly from the low-

income families suffering stigmatization and discrimination, is a resilient outcome 

(Spencer, 1990; Spencer & Dupree, 1996). Studying resilient children could teach us 

better ways to reduce risk, promote competence, and shift the course of development 

in more positive directions (Glantz & Johnson, 1999). Understanding the processes 

contributing to positive adjustment under condition of adversity can help to broaden 

the understanding of developmental processes that may not be evident in normal 

environments. 

Echoing the distal and proximal factors in risk research, identification of 

both internal assets of the individual and external strengths present in the 

environment of the individual is a strong feature of resilience research. Decades of 

research has documented parents’ critical role in children’s literacy development 

(Chomsky, 1972; Snow, Barnes, Chandler, Goodman, & Hemphill, 1991; Cairney & 

Munsie, 1995). Caring and support across all the three external systems namely 
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family, school and community is the most critical variable during childhood and 

adolescence (Rutter, Maughan, Mortimore, Ouston, & Smith, 1979).  Presence of 

multiple protective factors relates to increase in positive outcomes (Werner & Smith, 

1982; Radke- Yarrow & Sherman, 1990; Garmezy, 1991; Bradley, Whiteside-

Mansell, Mundfrom, Casey, Kelleher, & Pope, 1994). One among the objectives of 

this study, hence, is to identify the protective factors that differ among varied risk 

groups of secondary school students. 

Paralleling exploration of multiple-risks, composite constructs also have 

been profitably examined in research on childhood resilience, with incorporation of 

multi-method, multi-informant strategies of assessment (Pianta, Egeland, & Sroufe, 

1990, Richters & Martinez, 1993). When risks experienced generally fall in more 

moderate range (Luthar, 1991) evidence of superior functioning in conceptually 

important domains may be required to justify labels of resilience. Additionally, 

when multiple outcomes are assessed, a critical question is whether these should be 

examined separately or integrated.  If the assessed outcomes represent largely 

discrete constructs, it is best to examine them separately. It is most meaningful to 

examine vulnerability and protective processes separately for major outcomes and to 

discuss findings in terms of the particular domain under consideration. Hence, it is 

vital to identify more specifically the factors that are responsible to the positive 

educational outcomes of children who are experiencing multiple environmental risk 

factors (Boykin, 1986; Ogbu, 1986; Spencer, 1999).  Theory and research on 

resilience has attempted to understand how economically and otherwise 

disadvantaged children experiencing high risk demonstrate successful adaptation 

despite adversities (Garmezy, 1985; Cicchetti & Garmezy, 1993; Cicchetti & 

Rogosch, 1997; Masten & Coatsworth, 1998). Accordingly, this study intends to 

identify the secondary school achievement domains - Mathematics, Basic Science, 

Social Science, and Information Technology - affected by risk dimensions. 

Though little consensus exists regarding the measurement of outcome in 

resilience (Luthar, Cicchetti, & Becker, 2000) and is measured as the absence of 
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adjustment problems, and presence of positive adjustment or both; for school-age 

children researchers agree that, appropriate indicators would be academic success 

and positive relationships with peers as well as adults (Masten, Coatsworth, 

Neemann, Gest, Tellegen, & Garmezy, 1995). As protective factors play a 

significant role in academic achievement, and, as students can utilize within-child, 

family, and school factors themselves more easily, than community protective 

factors; this study on fostering academic resilience focused on within-child, and 

family protective factors. 

Protective factors include both individual and environmental characteristics 

that ameliorate or buffer a child’s response to risk factors (Masten & Garmezy, 

1985). Multiple protective factors can increase the chances of positive outcomes 

among at-risk groups (Jessor, Van Den Bos, Vanderryn, Costa, & Turbin 1995; 

Fergusson & Lynskey, 1996; Jessor, Turbin, & Costa, 1998a, 1998b; Frustenberg, 

Cook, Eccles, Elder, & Sameroff, 1999). Since, interventions targeting attitudes are 

effective with pre-adolescents and adolescents in particular (Weissberg & 

Greenberg, 1998); fostering resilience during this period of transition when children 

face normative developmental challenges (Felner, Brad, Adan, Mulhall, Flowers, 

Sartain, & Dubois, 1993; Eccles, Lord, & Roesser, 1996) might be more effective. 

This study take the view that, programmes aimed at fostering resilience should take 

all families and children into adequate consideration (Takanishi, 1996; Jessar et al., 

1998b).  Surely, the study recognizes that, teacher’s caring attitude and high 

expectation will enhance the resilience in students (Wang, Haertel, & Walberg, 

1998).  Among the four areas of protective factors, within-child, family, and school 

factors are much vital to academic resilience because students themselves are able to 

utilize the protective factors in these areas more easily than from community. Both 

teachers and parents should become aware of this fact and construct some strategies 

to help the children from these dangers. Inculcation of academic resilience by 

fostering the protective factors is very much significant in this context. In the 

development of adolescents, especially the role of resilience is vital (Luthar & 
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Zigler, 1991; Brady, 1993; Raphael, 1993; Werner, 1995; Carbonell, Reinherz, & 

Giaconia, 1998; Mc Cubbin, Thompson, Thompson, & Fromer, 1998). Hence, the 

present intervention for fostering academic resilience focused on within-child, and 

family protective factors among adolescents in high schools of Kerala.   

In Kerala, schools in the rural areas still suffer from the problems related 

with infrastructure, qualified teachers, sanitation facilities, and inadequate co-

operation from parents and community members, and lack of connection between 

school and community resources to help the students to develop to their maximum 

potential. The number of at-risk students is large in such backward rural schools. 

This study thus focused on rural secondary schools in the survey phase and utilized 

the observations from there to develop and test an intervention programme on 

students in an average performing rural government school, by involving their 

parents too in the process of fostering academic resilience. 

In spite of adequate research findings favouring the effectiveness of 

inculcating resilience, and identifying the problems and risks of the students, the 

studies paying attention to help at-risk students to win over adversities are rare in 

Kerala. If schools and the teachers take this as a mission, both the students and 

parents and ultimately the society gain. This study is an effort to design an 

intervention to help at-risk students to win over adversities and demonstrate 

achievement mainly focusing on the asset-focused and process focused strategies of 

resilience promotion. To accomplish this goal, study started with an explorative 

survey to identify how the risk factors and protective factors are distributed among 

secondary school students, and how level of risk affects students’ achievement. 

Based on the findings of the survey, the study developed an intervention programme 

to foster academic resilience in at- risk secondary school students. 

Statement of the Problem 

 “Fostering Academic Resilience in At-Risk Secondary School Students 

through a Collaborative Intervention” 
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 This study first explores protective factors in academically at-risk students 

and subsequently tests the effectiveness of an intervention which collaborates 

students, parents, and community, for inculcating academic resilience measured as 

academic achievement despite risk, through fostering the protective factors among 

rural secondary school students in Malappuram district of Kerala. 

Definition of the Key Terms  

1. Academic Resilience 

Academic resilience is defined as the heightened likelihood of success in 

school and other life accomplishments despite environmental adversities brought 

about by early traits, conditions, and experiences (Wang, Haertel, & Walberg, 1994).   

In this study, academic resilience stands for academic achievement in presence 

of risks. It is measured as achievement in Mathematics in presence of child and 

family risks, and gain in within-child, and family protective factors. 

2. At-risk  

At-risk refers to individual or social factors that are associated with a greater 

likelihood of poor   developmental outcomes (Masten & Garmezy, 1985). 

 In this study, at-risk school students stand for secondary school students who 

are facing physical, psychological, familial, and school situations that hamper 

achievement. The situations may be related to the combination of factors in self, 

family, and school. 

3. Collaborative Intervention  

 Collaboration can be defined as a process through which parties who see 

different aspect of a problem can constructively explore their differences and search 

for solutions that go beyond their own limited vision of what is possible (Gray, 

1989). 
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Intervention means a set of programmes facilitated by the experimenter to 

change the relative position of the participants in relation to their psychological, 

familial, and school environment bringing in changed developmental outcomes. 

In this study, collaborative intervention stands for an intervention to develop 

academic resilience in students in which students, parents, and community take the 

effort cooperatively. 

Objectives of the Study 

This study intends to develop and test the effectiveness of a programme to 

foster academic resilience in at-risk students based on the protective factors 

identified among secondary school students. To accomplish this major objective, the 

study has the following minor objectives. 

1. To identify the protective factors that differ among low-, average-, and high- 

risk groups of secondary school students based on child-risk, family-risk, and 

school- risk.  

2. To identify the secondary school subjects from Mathematics, Basic Science, 

Social Science, and Information Technology, achievement in which are 

significantly affected by risk dimensions namely child-risk, family-risk, and 

school-risk. 

3. To develop a programme to foster academic resilience by inculcating 

protective factors in at-risk students at secondary school level. 

4. To test the effectiveness of the programme in fostering academic resilience 

among at-risk secondary school students. 

5. To compare the effectiveness of FAR (Family focused intervention for 

fostering Academic Resilience), CAR (Child focused intervention for 

fostering Academic Resilience), and FCAR (Family cum Child focused 

intervention for fostering Academic Resilience) in developing academic 

resilience in terms of protective factors and student achievement among at-
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risk secondary school students, in the total sample and low-and high-groups 

on Child-Risk and Family-Risk. 

6. To test the effect of FAR (Family focused intervention for fostering 

Academic Resilience), CAR (Child focused intervention for fostering 

Academic Resilience), and FCAR (Family cum Child focused intervention 

for fostering Academic Resilience) on achievement after adjusting for the 

pre-intervention differences if any in achievement, child-risk and family-risk. 

7. To compare the effectiveness of FAR (Family focused intervention for 

fostering Academic Resilience), CAR (Child focused intervention for 

fostering Academic Resilience), and FCAR (Family cum Child focused 

intervention for fostering Academic Resilience)   on academic resilience in 

terms of achievement after adjusting for the pre-intervention differences if 

any in achievement, child-risk and family-risk. 

8. To compare the delayed post-test scores of within-child protective factors, 

and family protective factors of FAR (Family focused intervention for 

fostering Academic Resilience), CAR (Child focused intervention for 

fostering Academic Resilience), and FCAR (Family cum Child focused 

intervention for fostering Academic Resilience) on academic resilience. 

Variables  

As the study is designed with a survey phase leading to an experimental 

phase, variables in the two phases are listed separately.   

Variables in the Survey Phase  

Survey phase of the study explored the influence of student attributes namely 

risk conditions, on criterions namely protective factors and achievement.   

Attribute variables  

Survey phase has the following attribute variables, viz., 

i. Child-Risk 
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ii. Family-Risk, and  

iii. School-Risk  

Criterion variables 

The criterion variables in the survey phase were the following protective 

factors and indices of academic achievement, viz., 

i. Social Competence 

ii. Problem Solving Skill 

iii. Critical Consciousness 

iv. Autonomy 

v. Sense of Purpose 

vi. Peer Support 

vii. Family Resources 

viii. Family Psychological Nurturance 

ix. Family Environment 

x. Authoritative Parenting 

xi. Curriculum Adaptation to Student Diversity  

xii. Caring Teachers  

xiii. Achievement in Mathematics 

xiv. Achievement in Basic Science 

xv. Achievement in Social Science, and 

xvi. Achievement in Information Technology 

Variables in the Experimental Phase 

The experimental phase of the study took up independent variable, dependent 

variables, and moderator variables. 

    Independent variable 

Independent variable in this study is the treatment for fostering academic 

resilience with following levels viz.,  
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a. FAR (Family focused intervention for fostering Academic Resilience) 

b. CAR (Child focused intervention for fostering Academic Resilience) 

c. FCAR (Family cum Child focused intervention for fostering Academic 

Resilience), and 

d. Control group (no treatment)  

Dependent variables 

Indicators of academic resilience viz., academic achievement and protective 

factors are the dependent variables. Specifically, there were 11 variables viz., 

Academic Achievement, plus 10 protective factors as listed below. 

i. Social Competence  

ii. Problem Solving Skill  

iii. Critical Consciousness  

iv. Autonomy  

v. Sense of Purpose  

vi. Peer Support 

vii. Family Resources 

viii. Family Psychological Nurturance 

ix. Family Environment 

x. Authoritative Parenting 

This list of protective factors in the experimental phase excludes two school 

protective factors viz., Curriculum Adaptation to Student Diversity, and Caring 

Teachers considered during survey phase because the intervention focuses only on 

within-child and family protective factors and hence its effect on school protective 

factors are not investigated. Academic achievement in subject identified as 

vulnerable to the three domains of risk and affected by protective factors in phase 1 

(Mathematics) only is considered in phase 2. 
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Moderator variables 

The effect of the intervention on the academic resilience is studied for two 

levels (low and high) of child-risk and family-risk. Hence, i) Child- risk, and ii) 

Family- risk are moderator variables in this study. 

Research Questions 

In order to clarify the above mentioned broad objectives of the study, each of 

the objectives    is formulated as research questions to make it more specific. They 

are listed below. 

1. Which among the select protective factors viz., i. Social Competence, ii. 

Problem Solving Skill, iii. Critical Consciousness, iv. Autonomy, v. Sense of 

Purpose, vi. Peer Support, vii. Family Resources, viii. Family Psychological 

Nurturance, ix. Family Environment, x. Authoritative Parenting, xi. 

Curriculum Adaptation to Student Diversity, and xii. Caring Teachers does 

significantly differ by the levels (low, average, and high) of risks sourced 

from within-child, family, and school in secondary school students? 

2. Which school subjects viz., Mathematics, Basic Science, Social Science, and 

Information Technology demonstrate significant difference in achievement 

based on levels of risk sourced from within-child, family, and school in 

secondary school students? 

3. Can FAR (Family focused intervention for fostering Academic Resilience) 

enhance protective factors and student achievement, in the total sample and 

low-and high-groups on child-risk and family-risk. 

4. Can CAR (Child focused intervention for fostering Academic Resilience) 

enhance protective factors and student achievement, in the total sample and 

low-and high-groups on child-risk and family-risk. 

5. Can FCAR (Family cum Child focused intervention for fostering Academic 

Resilience) enhance protective factors and student achievement, in the total 

sample and low-and high-groups on child-risk and family-risk. 
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6. Do the level of interventions (FAR, CAR, and FCAR) differ in their effect 

on gain in each of the select protective factors viz., i. Social Competence, ii. 

Problem Solving Skill, iii. Critical Consciousness, iv. Autonomy, v. Sense of 

Purpose, vi.  Peer Support, vii. Family Resources, viii. Family Psychological 

Nurturance, ix. Family Environment, and x. Authoritative Parenting? If so, 

which level of intervention is more effective in enhancing each of the 

protective factors, in the total sample and low-and high-groups on child-risk 

and family-risk. 

7. Do the level of interventions (FAR, CAR, and FCAR) differ in their effect 

on enhancing student achievement? If so, which level of intervention is more 

effective in enhancing student achievement , in the total sample and low-and 

high-groups on child-risk and family-risk. 

8. Do the intervention groups (FAR, CAR, FCAR) have significantly higher 

achievement than the control group after adjusting for the pre-intervention 

differences if any in achievement, child-risk, and family-risk?  

9. Do the interventions (FAR, CAR, FCAR) differ in their effect on 

achievement after adjusting for the pre-intervention differences if any in 

achievement, child-risk, and family-risk?  

Hypotheses 

The research questions were reformulated into the following hypotheses. 

1. Mean scores of protective factors viz., 

i. Social Competence 

ii. Problem Solving Skill 

iii. Critical Consciousness 

iv. Autonomy 

v. Sense of Purpose 

vi. Peer Support 

vii. Family Resources 
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viii. Family Psychological Nurturance 

ix. Family Environment  

x. Authoritative Parenting 

xi. Curriculum Adaptation to Student Diversity, and  

xii. Caring Teachers 

in secondary school students differ significantly based on their level (low, average, 

and high)  of risk from within-child source. 

2. Mean scores of protective factors viz., 

i. Social Competence 

ii. Problem Solving Skill 

iii. Critical Consciousness 

iv. Autonomy 

v. Sense of Purpose 

vi. Peer Support 

vii. Family Resources 

viii. Family Psychological Nurturance 

ix. Family Environment  

x. Authoritative Parenting 

xi. Curriculum Adaptation to Student Diversity, and  

xii. Caring Teachers 

in secondary school students differ significantly based on their level (low, average, 

and high)  of risk from family source. 

3. Mean scores of protective factors viz., 

i. Social Competence 

ii. Problem Solving Skill 

iii. Critical Consciousness 

iv. Autonomy 

v. Sense of Purpose 

vi. Peer Support 
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vii. Family Resources 

viii. Family Psychological Nurturance 

ix. Family Environment  

x. Authoritative Parenting 

xi. Curriculum Adaptation to Student Diversity, and  

xii. Caring Teachers 

in secondary school students differ significantly based on their level (low, average, 

and high) of risk from school source. 

4. Mean achievement scores of each secondary school subject viz.,  

i. Mathematics,,  

ii. Basic Science,  

iii. Social Science, and  

iv. Information Technology,   

significantly differ by the levels (low, average, and high) of risk sourced from (a) 

within-child, (b) family, and (c) school. 

5. Mean gain score of each of the protective factor viz., 

i. Social Competence 

ii. Problem Solving Skill 

iii. Critical Consciousness 

iv. Autonomy 

v. Sense of Purpose 

vi. Peer Support 

vii. Family Resources 

viii. Family Psychological Nurturance 

ix. Family Environment ,and 

x. Authoritative Parenting 

is significantly higher in FAR group than in the control group. 



 

 

Introduction  19

6. Mean post-test scores of achievement in select subject(s) is significantly 

higher in FAR (Family focused intervention for fostering Academic 

Resilience) group than that in the control group. 

7. Mean gain  score of each of the protective factor viz., 

i. Social Competence 

ii. Problem Solving Skill 

iii. Critical Consciousness 

iv. Autonomy 

v. Sense of Purpose 

vi. Peer Support 

vii. Family Resources 

viii. Family Psychological Nurturance 

ix. Family Environment, and 

x. Authoritative Parenting 

  is significantly higher in CAR group than in the control group. 

8. Mean post-test scores of achievement in select subject(s) are significantly 

higher in CAR (Child focused intervention for fostering Academic 

Resilience) group than that in the control group. 

9. Mean gain  score of each of the protective factor viz., 

i. Social Competence 

ii. Problem Solving Skill 

iii. Critical Consciousness 

iv. Autonomy 

v. Sense of Purpose 

vi. Peer Support 

vii. Family Resources 

viii. Family Psychological Nurturance 

ix. Family Environment, and 

x. Authoritative Parenting 
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is significantly higher in FCAR group than in the control group. 

10. Mean post-test scores of achievement in select subject(s) are significantly 

higher in FCAR (Family cum Child focused intervention for fostering 

Academic Resilience) group than that in the control group. 

11. Immediate post-test scores of student achievement in select subject(s) are 

significantly higher in FAR group in comparison to that of the control group 

after adjusting for the pre-intervention differences in achievement and risks 

if any. 

12. Immediate post-test scores of student achievement in select subject(s) are 

significantly higher in CAR group in comparison to that of the control group 

after adjusting for the pre-intervention differences in achievement and risks 

if any. 

13. Immediate post-test scores of student achievement in select subject(s) are 

significantly higher in FCAR group in comparison to that of the control 

group after adjusting for the pre-intervention differences in achievement and 

risks if any. 

Methodology 

The study was completed in two phases, a survey phase leading to an 

experimental phase. 

Phase 1: Survey   

The first phase is an explorative survey of the protective and risk factors 

among secondary school students, and finding the relation between risk factors and 

academic achievement. Development and finalization of tools, identification of 

school subjects vulnerable to risk and identification of school subjects influenced by 

protective factors were the major events in this phase.  
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Sample used in survey phase 

 Survey was conducted among secondary school students of Malappuram 

district. Six hundred and twenty students drawn from 15 randomly selected standard 

VIII classes constitute the sample. Data from 478 students that were complete in all 

respects were used for analysis.  

Measures used  

The study employed three sets of instruments for measuring (1) risk factors, 

(2) protective factors, and (3) academic achievement. Specifically the study 

developed and used the following sets of tools viz.,  

i. Scales of risk factors 

ii. Scales of within-child protective factors 

iii. Scales of family protective factors, and  

iv. Scales of school protective factors 

Measures of achievement were from teacher made tests.       

Phase 2: Testing the effectiveness of intervention for inculcating academic 

resilience  

This phase employed a quasi-experimental design to test the effectiveness of 

intervention for inculcating academic resilience via fostering the protective factors. 

This phase is consisting of the development of intervention for fostering academic 

resilience, implementation of the intervention, and testing its effectiveness. 
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Design of experimentation 

A quasi-experimental Pre-test – Post-test Control Group Design as depicted below is 

used.  

O1         XFAR                O2 

O3         XCAR            O4 

O5            XFCAR               O6 

 

O7                                O8 

Here,  

O1, O3, O5, and O7 are the pre-tests on the dependent variables.  

XFAR, XCAR, XFCAR are the experimental treatments.  

O2, O4, O6, and O8 are the two sets of post-tests (immediate and 

delayed) on the dependent variables.  

The groups were matched on academic achievement (total and mathematics), 

and on dimensions namely child-risk and family-risk.  

Sample used in experimental phase 

          For experimental treatment, one among the 10 schools sampled for the 

survey was randomly selected. In this school, four classes of standard VIII, from 

among the eight classes, approximately matching on child-risk, family-risk, and 

academic achievement (total and mathematics) were used in the experimental phase. 

In each class, data from 30 students, purposefully drawn to statistically match the 

four experimental groups on pre-experimental risks and achievement measures, only 

were used in analyzing the effectiveness of the intervention.  
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Programme for Fostering Academic Resilience  

 The study developed a three-level intervention viz., FAR (Family focused 

intervention for fostering Academic Resilience), CAR (Child focused intervention 

for fostering Academic Resilience), and FCAR (Child cum Family focused 

intervention for fostering Academic Resilience) for fostering academic resilience. It 

composed of in and out of classroom activities, protective factor awareness 

programme to parents, and utilization of community resources. This collaborative 

intervention programme of students, parents, and community resources is based on 

the resilience literature and protective factors identified from survey phase. Twelve 

resilience-enhancing individual and group activities in 29 lessons put into operation 

in steps viz., Readiness, Protective Factor, Focus, Orientation, Features, 

Organization, Task and Reflections were the key treatment in two experimental 

groups, viz., CAR and FCAR. FAR and FCAR groups received parental awareness 

programmes utilizing community resources, and written communication to parents, 

apart from applying informal feedback channels.  

Statistical Analyses 

The techniques of analysis of data employed in this study are the following. 

1. Analysis of Variance (one-way) 

2. Analysis of Covariance 

3. Two tailed test of significance of difference between means 

4. One tailed test of significance of difference between means 

Scope of the Study  

Study identified individual, familial, school, and community factors that 

debilitate students’ performance in school by reviewing resilience literature and 

studies on correlates of student outcomes in Kerala. The study included multiple risk 

factors, both distal and proximal, from within-child, family and school domains and 

tested whether they affect student outcomes in school achievement in four subjects, 
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and twelve socially and educationally desirable qualities and conditions namely 

protective factors. The study discovers school subjects significantly affected by risk 

from the three domains.  The study further spots out both internal assets of the 

individual and external strengths in the environment of secondary school students.  

Combining the survey design with a quasi-experimental Pre-test – Post-test 

Control Group Design, this study draws valid findings that are generalisable to the 

population. Survey sample was drawn using multistage sampling, applying random 

selection at educational district, school and classroom level, with practical 

precautions to draw a representative  sample of the population of rural secondary 

school students in Kerala. 

  The study developed reliable and valid scales for measuring risk sourced 

from within-child, family and school. The study further developed reliable and valid 

scales of within-child protective factors, scales of family protective factors and 

scales of school protective factors that can be further used among secondary school 

students in Kerala, and elsewhere after revalidation. An intervention programme, 

with twelve resilience-enhancing individual and group activities in 29 lessons,  that 

enhances internal assets of the individual-cognitive, behavioral, and emotional 

abilities- and external strengths in the family environment, that equip academically 

at-risk students, especially in rural adolescents was developed. The internal assets 

and external strengths acquired by undergoing the programme are found retainable. 

The programme can be adopted by teachers and other interested adults in other areas 

for helping their students to perform in spite of the adversities.  

Combination of  the survey cum experimental design, with three treatment 

groups plus control  matched on academic achievement (total and mathematics), and 

on child-risk and family-risk, helped to conclude that a collaborative student-cum 

family centered intervention will help significantly enhance student achievement in 

mathematics among  students facing personal, familial and institutional risk.  
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Limitations  

Conceptualization of the study is done by bearing in mind the secondary 

school student population in government and government-aided sectors in Kerala. 

However, for practical reason, the sample is drawn from standard VIII students in 

Malappuram district only. Further, the experimental sample is drawn from a single 

rural government school in that district. Since the district is geographically located 

in the centre of the state of Kerala and 20 percent of school student population in 

Kerala at present belongs to this district, the findings of the study will be 

generalisable to the larger school population of the state, and to those with similar 

socio-educational situations.  

There are multiple protective factors, more than 140, which could be 

identified by the researcher from literature. For practical reasons, through a 

categorization based on the importance given and frequency of use of them in 

literature these were reduced into twelve at first and then to ten during the 

experimental phase. This was a judgmental process on the part of the researcher and 

other researchers can arrive at very different list of protective factors. The study has 

taken care to pool protective factors such that the qualities mentioned as protective 

factors not selected for the study are as far as possible inclusive in those selected.  

The four groups used for the experimentation could be matched prior to 

intervention with regard to four relevant variables, viz., academic achievement 

(total), and achievement in mathematics, child-risk and family-risk. The other 

relevant variables namely protective factors could not be matched for the groups, 

since, it is practically highly difficult, if possible,  to match the four intact groups on 

another 10 variables apart from the four already used for the purpose. Hence, to 

nullify any pre-experimental differences on these variables and to draw valid 

inferences regarding the effect of the treatment on the protective factors, control- 

treatment comparison is done using gain score calculated as the pretest-posttest 

differences (rather than differences in post-test scores).  
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Teachers can promote educational resilience. Teachers are powerful 

stakeholders in making their students take choices, acquire knowledge and skills and 

achieve a fulfilling life. As the intervention programme was considered for four 

select classes among the 8 in the select school, and participating the teachers in the 

process would affect the control group in which also these teachers are teaching, 

teachers’ co-operation in this study is limited to providing the data on achievement 

and providing post-intervention informal feedback to the researcher. The programme 

for intervention was largely conducted by the experimenter interacting with 

students’ sample, and in collaboration with the parents, head teacher and community 

resources like local self-government representatives, alumni members, and 

educational experts in the locality.  

Longer, multilayer, multi-component community-based intervention models 

(Weissberg & Greenberg, 1998) evaluated through descriptive, non-experimental 

strategies (Zigler & Styfco, 1993; Weissberg & Greenberg, 1998) are reported to 

effect sustainable change in both individuals and systems. But for practical reasons 

the study is of moderate duration and focused more on the inculcation of protective 

factors in students by inviting the maximum participation of students, which turned 

out to be effecting retainable raise in the protective factors.  
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This research explores whether certain conditions called risks and qualities 

within the individual, family and school influence certain socially significant 

developmental outcomes (here academic achievement), and whether a scheme of 

interventions enhance quality referred to as protective factors and hence the desired 

outcome among secondary school students with risk. Hence, the reviewed literature 

in this study falls into three broad areas namely risk factors, protective factors, and 

academic resilience.  Investigator compiled a review that embraces the emergence of 

the concept of resilience, childhood resilience, and academic resilience. Theoretical 

stances of pioneers in the resilience research on the different risk conditions under 

which resilience become necessary, and the protective factors that are the real 

sources of resilience are detailed. The major issues, methods and strategies in 

studying resilience and the emerging directions of resilience research are added. 

Further, relevant studies are abstracted and conclusions drawn.  

The reviewed literature shows that resilience is not a new phenomenon. The 

concept of individual resilience in the face of adversity has been around for a very 

long time as evident in myths, fairy tales, art and literature over the centuries that 

portray heroes and heroines (Campbell, 1970). Films and stories are plenty with 

individuals who overcome difficulties successfully.  However, developmental 

psychologists recognized the importance of resilience only during 1970s-1980s. The 

notable theoretical contributions on resilience were made during 1970s by 

developmental scientists like Garmezy (1971, 1974), Anthony (1974), Murphy 

(1974), Murphy and Moriarty (1976), Rutter (1979), and Werner and Smith (1982).  

They focused attention on children at-risk for problems and psychopathology who 

nonetheless succeed in life (Masten, 1999). Later on, the concept of resilience was 

enriched with the works conducted by an array of researchers on protective factors. 

The documented literature shows that the study of 'resilience' has great significance 

in organizing programmes, policies and interventions directed at promoting 

competence and preventing problems in the lives of children.  
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From the longitudinal study conducted by Werner and Smith (1988) and 

from the literature on school effectiveness by Rutter, Maughan, Mortimore, Ouston, 

and Smith (1979), Comer (1984), Edmonds (1986), and from the findings of the 

ethnographic studies (Heath & McLaughlin, 1993; Weis & Fine, 1993), it is clear 

that characteristics of school, family and environment can contribute to 

manifestation of resilience. 

Resilience: Origin, Definition and Ambiguities 

In this section etymology of resilience, its psychopathological origin, 

continuing debates about uncertainty about the concept of resilience are discussed 

along with various definitions of the concept.  

Etymology of resilience 

Resilience, the ability to bounce back or cope successfully despite substantial 

adversity, though a relatively new concept to explain human behavior, has received 

significant attention from various domains (Rutter, 1985). The word “resilience” 

originated from the Latin word “resilio”, which means ‘to jump back’ (Klein, 

Nicholls, & Thomalla, 2003). There is no equivalent word for resilience in some 

languages; for example, in Spanish there is no comparable word for resilience.  They 

use the phrase ‘la defensa ante la adversidad’ (defense against adversity). 

Concept of resilience stems from disciplines of psychiatry and psychology, 

especially early psychiatric literature on children invulnerable to adversities 

principally by Norman Garmezy, Emmy Werner and  Ruth Smith (Waller, 2001; 

Johnson & Wielchelt, 2004); though  ecology (Batabyal,1998), and  physics (Van 

der Leeuw & Leygonie, 2000) are also referred to as the source disciplines of this 

concept.  

 The term resilience is used in a variety of disciplines viz., ecology and 

conditions of environment, microbiology, cellular regeneration, materials 

processing, engineering, business, economics and stock market, nursing and 
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medicine, psychology, anthropology, sociology, and psychiatry, apart from 

education and child development.  Literature on psychology and psychiatry is rich 

with the term resilience.  

During the past two decades, research on resilience in human beings 

flourished in the areas of developmental psychopathology, sociology, psychology 

and anthropology; primarily by qualitative approaches to unveil the resilience, 

especially in children. Hence, the reviewed literature requires mentioning the 

changes in the concept as viewed from the perspectives of these disciplines. Also, 

emphasize during different periods of the development of resilience literature was 

different. Hence, the literature review adopts a historical tracing out of the concept 

first. 

Psychopathological Origin of Resilience 

 Psychological resilience is a concept originated from the field of 

psychopathology during 1970s; specifically in the literature on schizophrenia. The 

empirical literature on schizophrenia constitutes a salient founding base for the 

development of resilience (Masten, Best, & Garmezy, 1990).  

By 1960's, psychologists and psychiatrists interested in the etiology of 

psychopathology had started to study children at-risk for serious problems because 

of their biological heritage, prenatal hazards or their environments.  The pioneers in 

the field of resilience concentrated on analyzing risks and negative effects of adverse 

life events on children viz., divorce, abuse, neglect or war.  Investigators observed 

that some at-risk children were developing well by successfully adapting to 

adversities. In 1962, Murphy argued for a change in the focus of the research on 

individual difference in children. Murphy's words and researches on the 

schizophrenics had a strong impact in the field of psychology.  The historical bases 

for the concept of invulnerability or resilience were established in early 1970's 

(Garmezy, 1971; Garmezy & Neuchterlien, 1972; Anthony, 1974; Garmezy, 

Masten, Nordstrom, & Terrorase, 1979).  Later, investigations of specific 
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populations of resilient children were carried out by Garmezy (1974), Garmezy and 

Rutter (1983), Anthony (1987) and Werner and Smith (1988). During 1972, the 

systematic study of resilience in psychology emerged from the study of children at-

risk for problems and psychopathology (Masten & Garmezy, 1985; Masten, 1999). 

Investigators were Garmezy (1971, 1974), Anthony (1974), Murphy (1974), Murphy 

and Moriarty (1976), Rutter (1979), and Werner and Smith (1982). 

By the 1970's and 1980’s researchers have discovered that schizophrenics 

were characterized by a pre-morbid history of relative competence at work, social 

relations, marriage and capacity to fulfill responsibility (Garmezy, 1970; Zigler & 

Glick, 1986), and that the aspects of pre-morbid social competence might be viewed 

as prognostic of relatively resilient trajectories.   

During the emergence of systematic psychology in 19th and early 20th 

centuries, utmost interest of the psychologists was on individual adaptation to the 

environment. Concept of resilience is evident in theories of natural selection to 

Freud's psychoanalytic ego psychology. Since the middle of the 20th century, the 

field of psychology dealing with the aspects of positive adaptation was dominated 

by research on risk and the treatment of symptoms.  20th century psychology 

concepts like mastery motivation, competence and self efficacy also focused on 

positive aspects of adaptation in development (Masten & Coatsworth, 1995). Case 

studies conducted by Focht and Beardslee (1996) and Devlin and O’Brien (1999) 

highlighted how children behave and live in presence of negative life events like 

severe stress and adversity leading to mal-adaptive functioning, though some 

children challenge these situations and show resilience (Rutter, 1985). 

 The focus of the research conducted by Garmezy (1971, 1974), Anthony 

(1974), Murphy (1974), Murphy and Moriarty (1976), Rutter (1979), and Werner 

and Smith (1982) was the phenomenon of doing well in the context of risk and the 

successful high risk children were referred to variously as 'invulnerable', 'stress - 

resistant' or 'resilient'.                   
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Vocabulary of resilience 

The vocabulary of resilience is a set of tools used for promoting resilience 

than a set of words that allows a person to make a discourse on it.  If the adults have 

language proficiency in resilience, they will be able to help the children to identify 

resilient characters in themselves and others.  An individual can use vocabulary of 

resilience to strengthen the feelings and beliefs associated with resilience and to 

guide the behavior of their own and that of their children.  Children who have 

assimilated the vocabulary will be capable of recognizing resilience in themselves 

and others.   

Some of the terms synonymous with resilience are invulnerable (Anthony, 

1974; Cohler, 1987), adaptation and long-term success despite adverse 

circumstances (Felner, Aber, Primavera, & Cauce, 1985), persistence (Wilson-

Sadberry, Winfield, & Royster, 1991), and positive coping (Nettles & Pleck, 1993). 

In 1991, Alva coined the term ‘academic invulnerability’ to describe students 

who ‘sustain high levels of achievement, motivation and performance, despite the 

presence of stressful events and conditions that place them at-risk of doing poorly in 

school and ultimately dropping out of school.’ 

Defining Resilience  

 A consistent theme among the dictionary definitions of resilience is a sense 

of recovery and rebounding despite adversity or change. It is "ability to recover from 

or adjust easily to change or misfortune" (Merriam-Webster Dictionary 2002, p. 

596) or "the ability to recover quickly from illness, depression, change, or 

misfortune; buoyancy; the property of a material that enables it to resume its original 

shape or position after being bent, stretched, or compressed; elasticity”, (American 

Heritage Dictionary, 2005). Word Net.com, a word defining Web site, adds "the 

occurrence of rebounding or springing back," and Cancer WEB's online medical 

dictionary defined resilience as "energy (per unit of volume) released upon 
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unloading; springiness." Fraser (1991) described resilience as an individual’s ability 

to bounce back to a normal state following adversity. 

Like education, resilience is variously defined in extant-theoretical writings. 

Various authors define resilience as,   

1. A dynamic process in which individuals demonstrate positive adaptation 

despite challenging or threatening circumstances (Masten, Best, & Garmezy 

1990; Luthar, Cicchetti, & Becker 2000). 

2. A dynamic developmental process that equips an individual to function 

adaptively in presence of adversities with the utilization of certain protective 

factors to minimize the effects of risk factors (Rutter, 1990; Cicchetti & 

Rogosch, 1997).   

3. The capacity to cope with unanticipated dangers after they have become 

manifest, learning to bounce back (Wildavsky, 1991). 

4. A fundamental quality of individuals, groups and organisations, and systems 

as a whole to respond productively to significant change that disrupts the 

expected pattern of events without engaging in an extended period of 

regressive behaviour (Horne & Orr, 1998). 

5. The ability of an individual or organization to expeditiously design and 

implement positive adaptive behaviours matched to the immediate situation, 

while enduring minimal stress (Mallak, 1998). 

6. An active process of self-righting, learned resourcefulness and growth-the 

ability to function psychologically at a level far greater than expected given 

the individual’s capabilities and previous experiences (Paton, Smith & 

Violanti, 2000). 

7. The process of capacity for or outcome of successful adaptation despite 

challenging circumstances (Masten, Best, & Garmezy, 1990).  

8. An individual's successful response to risk (Rutter, 1987). 
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9. An inside out process that begins with one person's belief and emanates 

outward to transform whole families, classrooms, schools and communities 

(Fullen, 1993). 

10. Universal capacity which allows a person, group or community to prevent, 

minimize or overcome the damaging effects of adversity (Grotberg, 1995). 

11. The positive pole of the ubiquitous phenomenon of individual difference in 

people's responses to stress and adversity (Rutter, 1990). 

12. A universal capacity which allows a person, group or community to prevent, 

minimize or overcome the damaging effects of adversity (Grotberg, 

International Resilience Project, 1994). 

13. The human capacity and ability to face, overcome, be strengthened by and 

even be transformed by experiences or adversity (Resilience Net, 1997). 

14. A child’s mastery of age-salient objectives, in the face of adversity by 

drawing internal and external resources that enhance processes of adaptation 

specific to each developmental stage (Wyman, Cowen, Work, Hoyt-Myers, 

Magnus, & Fagan, 1999). 

The above definitions help one to describe resilience as 1) a universal 

developmental process, 2) of positive adaptation 3) in response to risk or challenges. 

This positive adaptation is characterized by 4) not engaging in an extended period of 

regressive behaviour or enduring minimal stress, and it involves 5) utilization of 

certain protective factors, 6) of individuals, groups and organisations, by 7) 

designing and implementing positive adaptive behaviours to draw internal and 

external resources. This capacity of responding to, and, 8) transforming the whole 

families, classrooms, schools and communities, results in 9) psychological functions 

at a level far greater than expected, from 10) specific developmental stage.   

According to Masten, Best, and Garmezy (1990) and Masten (1994) 

resilience can be applied to three kinds of phenomena: 

1. Overcoming odds against successful development 

2. Sustained competence in the presence of acute or chronic life  stressors 
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3. Recovery from trauma 

Thus, resilience is a dynamic process encompassing positive adaptation 

within the context of significant adversity.  Two conditions that lie behind this 

notion are: 1) Exposure to significant threat or severe adversity; and 2) Achievement 

of positive adaptation despite major assaults on developmental process (Werner & 

Smith, 1982; Garmezy, 1990; Masten, Best, & Garmezy, 1990; Rutter, 1990; Luthar 

& Zigler, 1991). Concept of resilience includes both positive and negative aspects. 

Words like 'successful', 'positive adaptation', and 'recover' denoting its desirable 

aspects; and the words like 'risk'; 'challenge'; 'adversity' and 'depression' denote its 

negative aspects. 'Adversity' is the most commonly used word to denote the pre-

supposed negative condition for resilience to happen. Resilience has immense value 

in life because every human being has to face adversities. Resilience is the capacity 

to face, and overcome the hurdles in life.  It helps individuals to become more 

strengthened.  

Uncertainty about the Concept of Resilience  

 Resilience being a still emerging and developing area of knowledge, 

controversy and debate regarding exact nature of resilience has not yet settled down. 

The meaning of resilience and its operational definition has been the subject of 

considerable debate and controversy over the years (Wang & Gordon, 1994; Masten, 

1999; Luthar, Cicchetti, & Becker, 2000). Some of the areas still being debated 

about this concept are summarized below.   

1. Resilience: Trait or Process?  A controversy regarding the resilience 

is whether it is a trait or process; whether it is a trait present in varying degrees 

within individuals or a process that is developmental in nature (Smokowski, 1998).  

Originally, resilience was referred to as a personality trait. From the research 

conducted during 1980s and 1990s by Werner and Smith (1982), Werner (1984), 

Masten and Garmezy (1985), and Rutter (1993) it became clear that resilience is a 

phenomenon having a dynamic quality. Over the past two decades, resilience is 
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redefined as a dynamic, modifiable process (Luthar, Cicchetti, & Becker, 2000).  

Individual has to face new vulnerabilities with changing life circumstances that leads 

to the development of new strengths.  Being dynamic, resilience varies throughout 

individual’s life and from one person to another; a child resilient in one situation 

may not be resilient in another. However, coping successfully in one situation 

strengthens an individual’s ability to cope in the future (Garmezy, 1993).   

Masten (1994) recommended that the term resilience be used exclusively 

when referring to the maintenance of positive adjustment under challenging life 

conditions.  Masten was against the use of the term "resiliency" in adverse life 

situations because this term carries the connotation of a personality trait.  Present 

consensus about resilience is that it is a dynamic developmental process equipping 

the individual to function adaptively in presence of adversities with the utilization 

of certain protective factors to minimize the effects of risk factors (Cicchetti & 

Rogosch, 1997; Rutter, 1999; Luthar, Cicchetti & Becker, 2000).   

Additional confusion regarding process versus trait may derive from the 

occasional use of the term "resilient children", even by scholars who conceptualize 

resilience as a dynamic process (Werner, 1984; Masten, Best, & Garmezy, 1990; 

Rutter, 1993).  The phrase "resilient children" does not imply to a discrete personal 

attribute like intelligence or empathy.  It refers to two coexisting conditions of 

resilience. 1) Presence of threat to a given child's well being and 2) evidence of 

positive adaptation in this child, despite the adversity encountered (Richters & 

Weintraub, 1990; Luthar, 1993; Luthar & Cushing, 1999). 

2. Resilience: Noun or Verb?  Emerging from the process vs. trait 

controversy is the confusion in how to label the person having resilience.  Literature 

on resilience reveals the use of the word 'resilient' by scholars like Baldwin et al., 

(1990) and Gonzalez and Padilla (1997) who conceptualizes resilience as a dynamic 

process. Strong opinion was raised by researchers (Werner, 1984; Masten,  Best,  

and Garmezy,  1990;  Richters & Weintraub, 1990; Luthar,1993; Rutter, 1993; 
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Luthar & Cushing, 1999) that the phrase 'resilient children' or the word 'resilient' 

may convey the meaning of a personality attribute as against the co-existence of two 

conditions i.e., presence of an adversity and successful adaptation in presence of it, 

therefore, it is better to use “a child possessing resilience”. 

3. Discriminating Ego resiliency Vs. Resilience: Ego resiliency, a construct 

developed by Block and Block (1980), refers to a personal characteristic of the 

individual. It involves flexible, optimal coping or regulation. It refers to the dynamic 

capacity of individual to modify their modal level of ego control as a function of the 

demands of the environment. High ego resiliency is the resourceful adaptation to 

changing circumstances and contingencies, analysis of the fit between situational 

demands and behavioural possibilities and the flexible use of the available repertoire 

of problem-solving strategies. Ego resiliency encompasses a set of trait reflecting 

general resourcefulness and sturdiness of character, and flexibility of functioning in 

response to varying environmental circumstances. 

The terms ego-resiliency and resilience differ on two major dimensions 

(Luthar, 1996). Ego-resiliency is a personality characteristic of the individual, 

whereas resilience is a dynamic developmental process. Ego resiliency does not pre-

suppose exposure to substantial adversity, whereas resilience does so. In future 

research efforts, investigators should use the terminology with clear indication when 

their work is focused on a process and not a personality trait.  Competence despite 

adversity is referred to by the term "resilience" and never "resiliency" which carries 

the misleading connotation of discrete personal attribute (Masten, 1994). Resiliency 

is used in the literature but resilience is the apt term because resilience is related to 

culture, ethnicity and gender and children and adults at-risk. 

4. Invulnerability Vs. Resilience:  Conceptions of resilience have changed over 

years.  In some early writings (Anthony, 1974), those who adapted well despite 

multiple risks were labeled as 'invulnerable'.  This was misleading because it implied 

that risk evasion was absolute and unchanging.  As research evolved, it became clear 
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that positive adaptation despite exposure to adversity involves a developmental 

progress, such that new vulnerabilities and strengths often emerge with changing life 

circumstances (Werner & Smith, 1982; Masten & Garmezy, 1985). Individuals 

respond to different circumstances with varying degrees of resilience and 

vulnerability (Luthar, Cicchetti, & Becker, 2000; Waller, 2001). Thus, the term 

'resilience' better describes the relative nature of the concept than the term 

'invulnerable'(Luthar et al., 2000). 

5. Resilience:  Natural or Nurtured? In one view, resilience is an innate quality of 

the individual; in the other, resilience is a product of interaction between the 

individual’s characteristics and family and social environments. Resilience is an 

enduring aspect of the person. Genetic and other constitutionally based qualities 

both determine and are in turn modified by life experiences (Wolff, 1995). Good 

intelligence plays a major part, as does an easy, adaptable, sociable temperament 

together with an appealing appearance.  Such qualities that attract positive responses 

from others that in turn contribute to the inner sense of self-worth, competence and 

self-efficacy has been identified as vital components of resilience.  

6. Ambiguous Operationalization and Measurement.  The theoretical and 

research literature on resilience reflects little consensus. There are substantial 

variations in operationalization and measurement of its key constructs.  Approaches 

taken to operationalize resilience have varied across laboratories (Cicchetti & 

Garmezy, 1993; Stouthamer-Lober, Loeber, Farrington, Zhang, Van kammen, & 

Maguin, 1993; Gordon & Song, 1994; Kaufman, Cook, Arny, Jones & Pittinsky, 

1994; Tolan, 1996; Luthar & Cushing, 1999; Tarter & Vanyukov, 1999).This is 

because, adversity conditions examined have ranged from single stressful life 

experiences like exposure to war to multiple negative events.  Likewise, there is 

substantial diversity in defining positive adjustment among individuals at-risk.  

Resilience researchers have used two approaches to conceptualize the connection 

between conditions of risk and manifest competence.  The first approach is person-

based data analytic approaches - identifying individuals with high adversity and high 
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competence and comparing them with others having low adversity and high 

competence. The second approach calls of variable based analysis relies on either 

main effect models or those involving interaction effects - (Luthar & Cushing, 

1999).   

7. Multidimensional Nature of Resilience.  Diversity of operational definitions has 

led to the question, whether the resilience researchers are dealing with the same 

entity or with fundamentally different phenomena (Kaplan, 1999). Some variability 

in methods is essential to expand understanding of any scientific construct (Luthar, 

1996). Being multidimensional in nature, the dimensions of resilience will change 

according to the nature of adversities (Luthar, Cicchetti, & Becker, 2000). 

Therefore, researchers cannot hang on a single universal definition of resilience. 

While undertaking a study, the researcher should define both adversity and 

competence and should specify the approaches they used for defining it and also 

provide intellectually convincing justifications on the basis of conceptual and 

empirical grounds. Considering the evidence of construct validity for the existence 

of a hypothetical concept, research in the area of resilience appears to be in good 

standing (Carnap, 1950; Pap, 1953; Meehl, 1977). 

Some high risk children manifest competence in some domains but exhibit 

problems in other areas, has led some scientists to question the veridicality of the 

construct. In studies of resilience, there should undoubtedly be some uniformity 

across theoretically similar adjustment domains, but not across those that are 

conceptually distinct (Luthar, 1996, 1998). Uneven functioning across domains is a 

common occurrence in the process of ontogenesis, such that a range of 

developmental outcomes is inevitably constructed within normal, abnormal and 

resilient trajectories.  The evidence of uneven functioning across different domains 

carries a critical message for researchers to specify the particular spheres to which 

their data apply and must clarify that success in these domains by no means implies 

positive adaptation across all important areas (Cicchetti & Garmezy, 1993, Luthar, 

1993). 
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Accordingly, researchers are increasingly using circumscribed terms such as 

"emotional resilience" (Kline & Short, 1991), “behavioral resilience” (Carpentieri, 

Mulhern, Douglas, Hanna, & Fairdough, 1993), and “educational resilience" (Wang, 

Haertel, & Walberg, 1994) and thereby bringing greater precision to terminology 

commonly used in the literature.   

8. Multiple Domains in Operationalizing Positive Adaptation. Connected with 

multidimensional nature of resilience another complication is related to the process 

of defining “optimal” indicators of resilience within individual studies. Specifically, 

resilience research includes diverse adaptation domains as evidence, bringing in 

inconsistencies.  Cicchetti and Rogosch (1996) recognized the notion of multi-

finality in developmental processes. Resilience researchers typically considered 

multiple theoretically important domains in operationalizing "positive adaptation."  

A common strategy is to include several stage - salient tasks on which, if successful, 

the child would be viewed as having met societal expectations associated  with that 

life stage (Sroufe & Rutter, 1984; Cicchetti & Schneider -Rosen, 1986; Masten & 

Coatsworth, 1998). Among at-risk toddlers, indicators of resilience might include 

behaviors reflecting secure attachments to their caregivers and the development of 

an autonomous self (Sroufe, Egeland, & Kreutzer, 1990). For school-age children, 

appropriate indicators would be academic success and positive relationships with 

peers as well as adults (Masten, Coatsworth, Neumann, Gest, Tellegen, & Garmezy,   

1995). 

9. Little Consensus on Protective and Vulnerability Factors. Central concepts in 

resilience research are protective and vulnerability or risk factors. There is little 

consensus among models of resilience due to varied and inconsistent use of terms 

like "protective" or "vulnerability" factors. A range of inconsistencies has been 

noted in the use of pivotal terms like "protective" and "vulnerability" (Luthar, 1993; 

Luthar & Cushing, 1999). The earliest and most cogent descriptions of models of 

resilience (Garmezy, Masten, & Tellegen,1984; Rutter, 1987; Masten, Garmezy, 

Tellegen, Pellegrini, Larkin, & Larsen, 1988) reserved the concept "protective" for 
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effects involving interactions between specific attributes and risk, where an 

individual with a particular attribute was relatively unaffected by high versus low 

levels of adversity.  

10. Resilience may often be Unstable: Research findings on resilience may often 

be unstable because statistics obtained from tails of continua are always unstable due 

to the presence of smaller numbers.  Resilience researchers deal with two tails of 

continua i.e., high adversity and high competence. Two major issues must be 

considered while dealing with the instability of statistical findings on resilience 

(Gordon, Rollock, & Miller, 1990, Kaufman, Cook, Arny, Jones, & Pittinsky, 1994; 

Tolan, 1996). 1) The number of individuals one is dealing with depends on the 

criteria used to define high adversity and high competence in a particular study 

(Cicchetti & Rogosch, 1997). 2) When competence criteria are operationalized less 

stringently, the number of resilient children in a particular sample could be far from 

trivial (Cicchetti & Rogosch, 1997). Person-based analytic approaches present a 

different set of complication with regard to instability in research results. Variable 

based approaches rely on either main effect or interaction effect associations to 

detect protective factors.  

11. Resilience Vs. Positive Adjustment:  Some scholars who advocate for scientific 

parsimony contend that the notion of resilience adds nothing to the more general 

term “positive adjustment” and argue that the focus on resilience does not augment 

developmental theory. However, several studies have indicated varying antecedents 

of resilience as compared with positive adjustment in general (Rutter, 1990). 

Although the term resilience and the broader construct of positive adjustment 

overlap (Tarter & Vanyukov, 1999), there is considerable value in retaining 

resilience as a distinct construct (Luthar, Cicchetti & Becker, 2000).  The notion of 

resilience represents a helpful heuristic in developmental science, for it provides a 

framework for thinking about development that differs from many classical theories 

(Luthar, 1996). Though specifying the achievement of positive adjustment in the 
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face of significant adversity, resilience encapsulates the view that adaptation can 

occur through trajectories that defy “normative” expectations (Cicchetti, 1996).  

Another reason for retaining the conceptual distinctiveness of resilience is 

that the positive adjustment patterns occurring with, versus without, conditions of 

adversity often have different correlates and thus reflect distinct constructs (Luthar, 

1998, 1999).   Study of resilient trajectories carries substantial potential for ongoing 

refinements of existing theories of normal human development. Though pathways to 

“resilience” and “positive adjustment” will be judged to be more similar than 

different, yet recent findings suggest that assuming such congruence at this time 

would be pre-mature. Understanding processes contributing to positive adjustment 

under condition of adversity can help to broaden the understanding of developmental 

processes that may not be evident in “good enough” normative environments.  Thus 

the resilience research can contribute to developmental theory.  So in the 

ontogenesis of developmental research, retaining distinctions between resilience as 

opposed to positive outcomes in general is important.   

12. Empirically Derived Studies with Little Conceptual Recognition.   Progress 

in the area of resilience is seriously constrained as studies remain largely empirically 

derived as opposed to theoretical base. There is little conceptual recognition of the 

importance of multiple contexts in children’s development. The accumulation of 

more correlates of resilience and failure will not be helpful if it is done outside the 

context of serious theory building in human development (Rigsby, 1994).  

From Resilience to Childhood Resilience 

 and Academic Resilience 

 From the foregoing account, it is clear that during the past decades, research 

on resilience flourished in the areas of developmental psychopathology, psychology, 

sociology and anthropology. Resilience is multidimensional in nature. Early years of 

development are very significant.  Apart from home, atmosphere of the school and 

experiences gained from the school also influence the healthy growth of the child.  
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School life helps the child to develop social and academic skills required to become 

good citizens and successful adults.  But due to problems related with poverty, 

health and social conditions, many students experience academic failure.  Owing to 

individual and environmental differences, individual children respond to adverse 

conditions in different ways.  Though adversities create problems with academic 

achievement of students, some children perform well. Research on students who 

succeed in school despite the presence of adverse conditions has important 

implications for the educational improvement of students at-risk of academic failure.  

Research on resilience points out that some students are successful in school while 

other students of the same social and economic backing are not.   

 During the 1960’s social theorists became more aware of the drastic 

condition surrounding the poor.  With the help of ideas contributed by educational 

theorists and researchers, teachers developed instructional strategies for improving 

the academic performance of economically backward students.  During these 

periods, social psychology was dominated by the construct of cultural deprivation.  

Social scientists examined the different social classes and their relationships and 

they labeled poor children and their families as ‘deprived’, ‘underprivileged’ and 

‘disadvantaged’.  Socially and economically backward children were provided with 

maximum opportunities for achievement. Still the gap between the socializing 

experiences from home and community and those from the school was clear and 

wide.  Thus, the academic barrier to economically disadvantaged children with 

multiple - risks persisted in 1960s.  

During 1970’s cultural deprivation paradigm was eclipsed by cultural 

difference paradigm.  According to this perspective, poor academic performance of 

children from low income families were attributed to the conflict between the 

cultures of low-income, ethnic minority groups and the school culture.  Emphasis of 

cultural difference paradigm was more on learning and teaching styles and the role 

of language. 
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 During the late 1980s, the “at-risk” view has emerged.  At-risk children 

means children who are different in many aspects from the normal.  It can also be 

applied to any group of children who experience adversities that negatively affect 

their academic and future success. 

 The above mentioned three perspectives viz., cultural deprivation, cultural 

difference and at-risk have acted as a backing and contributed many studies 

emphasizing the improvement of academic performance of low-income, minority 

children and youth.  Studies (Straus, 1983; Wallerstein, 1983; Goldstein, 1990; 

Watt, Moorehead-Slaughte, Japzon, & Keller, 1990;   Pianta, Egeland, & Sroufe, 

1990;   Newcomb & Bentler, 1990;   Garmezy, 1991) examined the influential role 

of poverty, educational disadvantage, and family environment on cognitive ability, 

language development, school achievement, drug use, criminal activity and 

employment.  A new developmental model of psychopathology emerged as a result 

of these studies.  This new model succeeded in addressing both vulnerability and 

resistance of individuals from infancy to adulthood.  This developmental model was 

that some children are capable of escaping adversity without any damage.   

 Garmezy (1974), Garmezy and Rutter (1983), Anthony (1987), and Werner 

and Smith (1988) conducted investigation on specific populations of resilient 

children.  In these studies children were classified as being at-risk of psychiatric 

disorders, delinquency and other negative life outcomes due to individual, family 

and environmental factors.  These studies focused on the successfully adapted 

children.     

 Researchers in clinical psychology, psychiatry and child development 

contributed to the field of developmental psychopathology.  Researchers like Rolf, 

Masten, Cicchetti, Neuchterlein, and Weintraub (1990) documented primary 

information regarding the phenomenon of psychological resilience in a number of 

different at-risk populations.  A number of researchers studied about the at-risk 

children, for example,  children exposed to family violence (Straus, 1983),  children 
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exposed to early parental death (Brown, Harris & Bifulo, 1986), children of divorced 

parents (Wallerstein, 1983;  Watt, Moorehead-Slaughter, Japzon & Keller, 1990),  

children with family histories of mental illness (Goldstein, 1990),  children exposed 

to high levels of maternal stress (Pianta, Egeland & Sroufe, 1990),  drug addicted 

children (Newcomb & Bentler, 1990),  children born at medical risk (O’Dougherty 

& Wright, 1990),  and children exposed to poverty (Garmezy, 1991). These studies 

acted as powerful theoretical and empirical basis for developing new programmes in 

the area of educational research. Physical, socio emotional, cognitive, and 

environmental factors and their importance and suitability in the healthy 

development of an individual became clear. With the help of these findings one can 

identify ways for fostering and sustaining academic success of at-risk students; i.e., 

developing academic resilience in academically at-risk students. The questions 

emerged out of these studies were, what are the factors responsible for the survival 

of these children?  What helps them to become immune to the negative factors 

which affect them?  These questions focused on the individual strengths to face 

adversities. 

 Defining Academic Resilience 

Academic resilience is relatively a new entrant to resilient literature. During 

the first half of the first decade of 21st century an internet search for “academic 

resilience” returned no results.  

Academic Resilience refers to educational achievement outcome anomalies 

that occur after an individual has been exposed to statistical risk factors (Morales & 

Trotman, 2004). 

The most widely used definition of educational resilience is stated as the 

heightened likelihood of success in school and other life accomplishments despite 

environmental adversities brought about by early traits, conditions, and experiences 

(Wang, Haertel & Walberg, 1994).   
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Concept of academic resilience originated from the works on psychosocial 

resilience and from the works of the pioneers in psychosocial resilience like Rutter 

(1987) and Garmezy (1991). Academic resilience researchers concentrate on the 

individuals who are doing well in the school related aspects in the context of 

adversities. Definitions of high achievement and risk factors vary from study to 

study. For example, Gordan (1995) looked at African-American students who were 

able to graduate from high school, whereas Gandara (1995) used more stringent 

criteria and studied low socioeconomic status Mexican Americans who went on to 

earn M Ds, J Ds, or Ph. Ds. Regardless of the specific criteria used, academic 

resilience focuses on anomalous or unlikely academic outcomes. 

Academic resilience research also has a history of focusing on specific ethnic 

subpopulations, especially in United States. In addition to African Americans and 

Mexican Americans, other groups studied include East Asian immigrants (Gibson, 

1986), Puerto Ricans (Taylor & Wang, 2000), Native Americans (Heavyrunner & 

Marshall, 2003), and Asian- Americans (Crosnoe & Glen, 2004). The mission of 

researching and understanding academic resilience is to learn about and spread 

resilience to underachieving groups (Milstein & Henry, 2000; Gardynik & Mc 

Donald, 2005). 

Integration of Major Frameworks that Guide Research in Resilience 

Thus far, three major frameworks have guided the research on resilience. 

This triarchic framework is the basis of much research on resilience (Masten, 

Garmezy, Tellegen, Pellegrini, Larkin, & Larsen, 1988, Wyman, Cowen, Work, & 

Parker, 1991; Seifer, Sameroff, Baldwin, & Baldwin, 1992; Fergusson, Horwood, & 

Lynskey, 1994; Fergusson & Lynskey, 1996; Cowen, Work, & Wyman, 1997; 

Luthar, 1999). These three frameworks relates to 1) Reciprocal associations among 

diverse influences, 2) Child’s adjustment status across different spheres, and 3) 

Multiple levels of influence on children’s adjustment. 
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Community, family, and child framework 

The first guiding principle is identified by Garmezy (1985) and Werner and 

Smith (1982, 1992), in which salient protective and vulnerability processes affecting 

at-risk children are viewed as operating at three broad levels, viz., 

1. At the community level ,e.g.:- neighborhood and  social supports  

2. At the family level, e.g.:- parental warmth or maltreatment  

3. At the child level, e.g.:- traits such as intelligence or social skillfulness. 

Ecology and the child 

 The second set of guiding perspectives consists of transactions between the 

ecological context and the developing child, such as Sameroff and Chandler’s 

(1975) ecological theory, Bronfenbrenner’s (1977) transactional perspective, and 

Cicchetti and Lynch’s (1993) integrative ecological transactional model of 

development.   

 In the ecological transactional model, contexts such as culture, neighborhood 

and family are conceptualized as consisting of a number of nested levels varying in 

proximity to the individual.  These levels transact with each other over time in 

shaping ontogenic development and adaptation.  Such contextual surrounds and 

transactional interchanges have formed the conceptual bases for resilience research 

involving diverse risks including family poverty, experiences of maltreatment, and 

others (Crittenden, 1985; Baldwin, Baldwin, Kasser, Zax, Sameroff, Seifer, 1993; 

Cicchetti & Lynch, 1993; Cicchetti,   Rogosch, Lynch, & Holt, 1993; Connell, 

Spencer, & Aber, 1994; Leadheder & Bishop, 1994). 

Organizational perspective  

 The third guiding perspective is put forward by Cicchetti and Schneider-

Rosen (1986), and Sroufe (1979) and it is the structural organizational perspective.  

Central idea in this perspective is the belief that generally there is continuity and 
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coherence in unfolding of competence over time.  Distal historical factors and 

current influences are important to the process of development, but active individual 

choice and self-organization are believed to exert critical influences on development 

(Cicchetti & Toth, 1994).   A number of resilience researchers have adopted the 

organizational perspective as their guiding theoretical approach (Egeland & Farber, 

1987; Cicchetti, Rogosch, Lynch, & Holt, 1993, Egeland,  Carlson,  & Sroufe,  

1993, Gest, Newmann,  Hubbard,  Masten,  & Tellegen,  1993, Wyman,  Cowen,  

Work, & Kerley, 1993; Luthar, 1995, Masten,  Coatsworth,  Newmann,  Gest,  

Tellegen,  & Garmezy,  1995; Cicchetti & Rogosch, 1997; Masten, Hubbard,  Gest, 

Tellegen, Garmezy,  & Ramirez,  1999; Luthar & Suchman, 2000).   

Integrative model  

Many fundamental developmental processes operate in similar ways among 

low and high risk children (Graham & Hudley, 1994; Graham & Hoehn, 1995; 

Luthar, 1999) so that attempting to derive theories that would apply only to “poor 

children” or at-risk families is unnecessary (Garcia Coll, Lamberty, Jenkins, 

McAdoo, Crnic, Wasik, & Vasquez, 1996). What is important is that when broad 

developmental theories are brought to bear in resilience research, they should 

specifically expand to consider prominent features within the particular adversity 

under study (Luthar, 1999).  Such a theory – extension effort is presented by Garcia 

Coll et al., 1996) as an integrative model for studying minority youth.   

 Within social stratification theory, this model emphasizes eight major 

constructs that affect the development of minority children, viz, 

1) Social position variables; race, gender 

2) Racism and discrimination 

3) Segregation; residential and psychological 

4) Promoting or inhibiting environments; school and health care 

5) Adaptive culture ;traditions and  legacies 

6) Child characteristics; age, temperament 
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7) Family values and beliefs 

8) Children’s developmental competencies 

The attraction of this model lies both in the centrality accorded to several 

constructs as well as in the clear specification of paths of influence. 

Academic Risk: The Concept, Categories and Measurement 

With the emergence of developmental psychopathology as a new discipline, 

a “vocabulary of risk” came in to existence. During the 20th century, the field of 

psychology was dominated by research on risk and the treatment of symptoms of at-

risk children.   During the last decade as well, much importance was given to 

‘children and families at-risk” by public as well as educationists. This section 

discusses connection between resilience and risk, types of risks, issues in risk 

measurements and measurement issues of multiple risks in particular.  

Risk factors and Resilience 

Resilience is closely allied with the term at-risk. Though originated in the 

field of medicine, the term at-risk is frequently used in the field of education. Many 

factors play their role in the academic failure of a student.  If students are able to 

withstand the risk factors, they demonstrate academic success.  From the olden time 

onwards, children of poverty have been labeled as academically at-risk (Natriello, 

Mc Dill, & Pallas, 1990). Poverty is the most adverse condition causing poor 

academic achievement and it overlaps with other conditions. Schools that serve 

children of poverty and colour may fail to provide a supportive climate. Schools at 

times introduce risk factors (Boykin, 1986) through low academic expectations, 

inadequate serving of educational resources and through discontinuity between the 

pattern and values of low income and mainstream families.  So individual, familial 

and school characteristics and interaction between them may contribute to academic 

at-risk condition of students. 
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Risk is an elevated probability of an undesirable outcome.  Risk factor is a 

measurable characteristic in a group of individuals or their situation that predicts 

negative outcome in future on a specific outcome criterion.  Stressful life events like 

poverty, homelessness, parental divorce, natural disasters, and teenage pregnancy 

are examples of risk factors.  Cumulative risk is the total effect of multiple risk 

factors. Risk gradient is a visual depiction of risk or cumulative risk showing how a 

negative criterion of outcome rises as a function of rising risk level. 

All individuals are at-risk in one situation or other. Everyone has to face one 

or other adversities.   At-risk student is one who is in danger of failing to complete 

his or her education with adequate academic skills, knowledge, and attitudes to 

function as a responsible citizen of his or her community (Kawakami, 1995).  

Low socio-economic status, ethnic minority status, drug addiction, marital 

discord, single parent family status, psychological history of family, legal problems, 

lack of social support, poverty and the like create number of psychological problems 

to children related with their health, education, and well-being (Sameroff, Seifer, 

Barocas, Zax, & Greenspan, 1987; Brooks-Gunn, 1994). If one experience a high 

number of risk factors, it may lead to adjustment problems, though all risk factors do 

not possess equivalent meaning, multiple risk studies that take numerous risk factors 

in joint consideration will better account for children’s developmental outcomes.  

Single Vs. Cumulative Risks   

In the early studies of resilience, researchers concentrated on a single 

indicator for defining risk.  But individuals have to face more than one risk factor at 

any given time during life.  Therefore, there will be an additive influence of these 

risk factors on the development of individual.  Sometimes all of these risk factors 

result in similar problems (Masten & Wright, 1998).  Therefore, a shift was 

happened from studying single risk factor to cumulative risk. As mentioned earlier, 

multiple risk factors indicate that if a child is experiencing increased number of 

demographic and psychological risk factors, there will be an increased chance for 
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developing adjustment problems in that child (Rutter, 1979).  All risk factors do not 

possess equivalent meaning and also present different levels of experience.  In such 

a situation, multiple risk studies take numerous risk factors in joint consideration 

and the accumulation of risk has been shown to account for children’s 

developmental outcomes (Sampson & Laub, 1994). 

 There are two major forms for cumulative risk assessment,  viz., risk indices 

and stressful life experience scores.  Cumulative risk score results from the summing 

up of risk factors that a child experiences in life.  Life stress score results from the 

addition of a number of negative life events that a child encountered during a period 

of time. Risk factors increase the possibility of experiencing poor outcome by the 

children. 

Global Vs. Local Risk Factors  

For utilizing the resilience concept in a therapeutic way, it is very important 

to identify specific risk and protective factors.  Research in this area identified both 

global and local risk factors.  Global risk factors are genetic influences, parental 

mental illness, marital difficulties, parenting problems, and parental illness (Devlin 

& O’Brien 1999). Local risk factors are disturbances in individual’s personal 

functioning that leads to interpersonal and attachment difficulties (Beardslee, 

Versage, & Gladstone, 1998) 

Uncertainties in Risk Measurement 

Study on influence of the multiple risk factors on child’s intellectual 

development and psychological symptoms (Werner & Smith, 1982) revealed that, if 

a child has to face a number of prenatal and environmental risks, there will be 

significant decline in the cognitive and behavioral outcomes in his or her middle 

childhood and adolescence. Likewise, an assessment of ten risk factors that 

contribute to the psychological functioning of mother, family socio-economic status, 

minority status, family interaction style, life events, family size and family support 
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(Sameroff et al., 1987) revealed that presence of a number of risk factors 

simultaneously predicted the IQ and social emotional status of the children 

significantly better than any one risk factor or subset of these factors.  In short, 

presence of the risk factors will predict different levels of adjustment.  But there are 

exceptions, i.e., always presence of multiple risk factors will not lead to problems 

for all children.   

Some children will be resilient to multiple risks, showing little symptoms 

and overall positive adjustment (Werner & Smith, 1982; Masten, Best, & Garmezy, 

1990; Cowen, Work, Wyman, Parker, Wannon, & Gribble 1992; Masten, 2001).  So, 

researchers who examine the effects of multiple risks include measures of both 

positive and negative adjustment outcomes.  This helps them to identify factors that 

classify children resilient or vulnerable to the effects of multiple risks (Lengua, 

2002).  In research on resilience, measurement of outcome will help to determine 

which mechanisms are the best predictors of resilience (Luthar & Zigler, 1991).  But 

there is a little consensus regarding the measurement of outcome in resilience 

research (Luthar, Cicchetti, & Becker, 2000). In some cases, resilience might be 

measured as the absence of adjustment problems, the presence of positive 

adjustment or both. 

When multiple outcomes are assessed, a critical question to be considered is 

whether these should be examined separately or integrated and decision in this 

regard must be based on the conceptual distinctness of the domain in question.  If 

the assessed outcomes represent largely discrete constructs, it is best to examine 

them separately.  For example, there is accumulating evidence that among inner-city 

youth, resilience as indexed by academic striving may have little to do with 

resilience as indicated by peer acceptance; the two may sometimes counter to each 

other (Seidman, Allen, Aber, Mitchell, & Feinman, 1994; Luthar, 1995; Luthar & 

McMahon, 1996).  In such instances, it is most meaningful to examine vulnerability 

and protective processes separately for major outcomes and to discuss findings in 

terms of the particular domain under consideration. 
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 In situations where the adversity condition presents particularly high risk for 

some important outcomes, giving priority to these over others is logical (Luthar, 

1993). However, in many instances, all areas will be equally important.  In such 

cases, multiple outcome - all conceptually critical - can be accorded equivalent 

salience and either considered separately or integrated in to a composite is 

theoretically justified for interpreting results.  This strategy is exemplified in the 

Zigler Phillip’s Social Competence Index (Zigler & Glick, 1986) which involves 

composites based on several theoretically interlinked areas of adult functioning 

including occupational, educational and marital history.  Composite constructs such 

as these also have been profitably examined in research on childhood resilience, 

with incorporation of multi-method, multi-informant strategies of assessment 

(Pianta, Egeland, & Sroufe, 1990; Richters & Martinez, 1993). 

 Another question with regard to competence criteria is whether labels of 

resilience necessitate excellent versus average levels of competence and here also 

choices must be conceptually guided by nature of the risk studied.  When the 

stressor entails severe to catastrophic events (Gest, Reed & Masten, 1999, Masten, 

Hubbard, Gest, Tellegen, Garmezy, & Ramirez, 1999), the maintenance of near-

average functioning should suffice.  On the other hand, when risks experienced 

generally fall in more moderate range (Luthar, 1991), evidence of superior 

functioning in conceptually important domains may be required to justify labels of 

resilience. 

Ontogenetic instability  

  According to some researchers, resilience is a phenomenon having tenuous 

scientific utility because it reflects ontogenetic instability.  There can be 

considerable ontogenetic instability in the phenomenon of resilience, for individuals 

at high risk rarely maintain consistently positive adjustment over the long term. 

 Some at-risk children excel at a particular situation in time, many others 

manifest substantial deterioration in their levels of adaptation (Coie, Watt, West, 
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Hawkins, Asarnow, Markman, Ramey, Shure, & Long, 1993; Tolan, 1996; Kaplan, 

1999; Tarter & Vanyukov, 1999).  At-risk children who excel in critical domains 

continue to reflect generally positive adaptation profiles over time. A longitudinal 

research reveals that across a period of over thirty years, resilient children 

maintained high functioning in everyday life (Werner, 1994, 1995).  Results of 

diverse investigations by Egeland, Carlson, and Sroufe (1993), Cowen, Wyman, 

Work, Kim, Fagen, Magnus (1997), Masten et al., (1999) indicate that resilience is 

not necessarily a transient or ephemeral phenomenon (Luthar, 1998). As resilience is 

clearly not a static state empirical attentiveness to ontogenetic fluctuations is critical 

(Cicchetti,   Rogosch, Lynch, & Holt,   1993, Coie et al., 1993, Egeland et al., 1993). 

Statistical risk Vs. Vulnerability 

  The construct of resilience presupposes exposure to significant risks.  

Uncertainties in risk measurement bring difficulty in determining whether all 

individuals viewed as resilient experienced comparable levels of adversity. Two 

salient issues raised in this regard are, 1)concept of statistical risk  versus actual risk 

(Richters & Weintraub,1990) and 2) subjective versus objective ratings of risk 

(Bartelt, 1994; Gordon & Song, 1994). Concerns regarding statistical versus actual 

risk stem from the widespread practice in resilience research of treating a particular 

index as reflecting adversity if it shows significant statistical associations with child 

maladjustment (Masten et al., 1990; Richters & Weintraub, 1990). 

"Distal" and "proximal" levels of risk 

As with definitions of competence, several perplexing issues arise around 

operationalizing risk in studying stress-resistance. Researchers have emphasized the 

need to distinguish between "distal" and "proximal" levels of risk (Baldwin, 

Baldwin, & Cole, 1990; Masten, Best, & Garmezy, 1990; Richters & Weintraub, 

1990). 
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Distal variables, such as socio-economic status or parental mental illness are 

not directly experienced by the child, but are mediated by proximal variables such as 

ineffective parenting or conflict between parents (Masten, 1994). Conceptual 

difficulties associated with using distal variables in risk research have been 

discussed at length by Richters and Weintraub (1990).  

Even with so-called "proximal" variables, their high-risk nature cannot 

necessarily be assumed a priori. For example, authoritarian parenting styles may 

constitute a high risk proximal variable among some but not all families. Among 

disadvantaged children living in dangerous environments, favourable outcomes have 

been found to be associated with restrictive and authoritarian family patterns rather 

than with democratic ones (Baldwin, Baldwin, & Cole, 1990).  

A second concern with defining proximal risk environments is that in 

practice, it is impossible to identify precisely all the proximal factors that affect 

outcomes, or to demonstrate conclusively that any given variable does, in fact, 

constitute a risk factor. In the context of ineffective parenting, for example, 

considerable evidence show that children in the same family not only receive 

differential treatment from their parents (Daniels & Plomin, 1985; Plomin & 

Daniels, 1987; Reiss, Plomin, & Hetherington, 1991), but also differ in how they 

influence, and respond to, their parents' behaviours. For instance, while active girls 

may elicit especially positive behaviors from parents, this is not the case for active 

boys (Maccoby & Jacklin, 1983). 

In short, generalization that children exposed to "proximal" variables are 

inevitably at-risk is open to question, just as inferences that "distal" variables such as 

parental mental illness invariably represent high levels of risk. Given the complex 

web of factors influencing children's psychosocial development, it cannot be 

assumed that any environmental risk factor-wherever it falls on the distal-proximal 

continuum-carries equivalent levels of risk to all children exposed to it. 

Understanding of childhood resilience would be facilitated to the extent that distal 



 Review   55

risk factors are examined in terms of the proximal factors that may mediate their 

effects. The long term objective of most studies on stress-resistance is to derive 

implications for intervention, a goal best achieved with data indicating specific 

processes, such as parental neglect or family conflict, via which global risk factors 

such as parental psychopathology might operate. 

Measurement of multiple risks 

Commonly employed strategies to define risk in resilience research include 

1)The life events or "daily hassles" approaches, that involve computing the number 

of negative events experienced by a child, 2) The use of individual stressful 

experiences such as parental divorce, and 3) Simultaneous consideration of multiple 

familial and socio demographic indices, such as impaired maternal psychological 

functioning, low parental occupation and income, absence of a parent, and minority 

group membership.  

Empirical evidence indicates that cumulative variables often have a 

synergistic effect, wherein the effects of co-existing stressors far exceeds the effects 

of any single factor considered individually (Rutter, 1979; Sameroff & Seifer, 1983; 

Sameroff et al., 1987). When multiple risk indices are used in studies on resilience, 

for yielding an overall index of risk, the most straightforward strategy is a simple 

additive one.  

In research by Sameroff et al., (1987) and Sameroff and Seifer (1990) a 

series of indices previously established to be high risk in nature were selected, such 

as high maternal anxiety, minority group status and large family size. Using simple 

counts of one versus zero, those risk indices faced by a particular child were added 

to compute the overall risk encountered. A similar additive strategy has been 

adopted with continuous data (Masten, Morison, Pellegrini, & Tellegen, 1990). In 

this case, scores on different risk scales were standardized, and these z scores were 

added to indicate the total risk faced. 
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Summative approaches to assessing risk are questioned on various grounds. 

For example, it is argued that the items added have high overlap (e.g. poverty and 

minority group status), or they differ dramatically in their seriousness as risk factors. 

Problems such as these, however, are inherent in most psychological scales. For 

example, in current measures of life events, or even among self-report measures on 

symptoms or personality, multiple items on a scale are added; the items have high 

shared variance (they must do so, in the interest of internal consistency); and the 

items often vary considerably in how strongly they are related to a particular 

outcome.  

From a conceptual perspective, it might be argued that summated risk scores 

convey nothing about the specific processes via which these factors might affect 

adjustment. On the positive side of the coin, several factors argue in favour of using 

summative approaches to assessing risk. From a psychometric standpoint, "scales" 

involving summated risk variables have high face validity. They are also likely to be 

more reliable than measures involving individual risk factors since in general; 

increasing the number of items on a scale increases its reliability (Carmines & 

Zeller, 1979). With appropriate research designs and sufficiently large samples, 

additional psychometric properties of these "scales" such as internal consistency, 

test-retest reliability, and criterion validity could be established for specific high-risk 

groups. Conceptually, it has been argued that the inclusion of different levels of 

organization, i.e., the individual, the family and the cultural context, are necessary to 

achieve comprehensive definitions of risk (Sameroff & Seifer, 1990). Empirical data 

support this argument. In reality, biological or psychosocial risk factors rarely act in 

isolation and the simultaneous consideration of multiple stressors accounts for far 

more variance in outcomes than any one stressor considered individually (Sameroff 

et al., 1987; Masten, 1989; Rutter & Quinton, 1994; Sameroff & Seifer, 1990).  

 In some instances, overall correlations have been established between 

exposure to the risk and poor outcomes among the children, problems remain about 
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the specific life circumstances of different individuals in a particular sample 

(Cicchetti & Garmezy, 1993; Masten, 1994; Kaplan, 1999). 

Individual differences in proximal process not necessarily invalidate 

resilience research that is based on global or distal risk indices (Luthar, 1993; Luthar 

& Cushing, 1999).  An unusually well-functioning mother in one family, or the 

presence of a nurturing grandparent in another, may buffer the child against the risk.  

This led to the search for protective factors, that is, the location of a set of processes 

that distinguish a substantial proportion of the healthy children from the maladjusted 

ones (Gest, Newmann, Hubbard, Masten, & Tellegen, 1993).  Therefore, the label 

"resilient" may sometimes be more appropriate for protective families than the 

healthy children within them (Baldwin et al., 1990).  It is valuable to examine what 

differentiates relatively well functioning youth from those who face the adversities 

less positively. 

 Regarding the issue of subjective perceptions of risk in resilience research, 

Gordon and Song (1994), opined that the meaning of a particular adverse event to 

the experiencing individual can differ substantially from that of the resilience 

researcher (Bartelt, 1994).  Some individuals may see themselves as being relatively 

well off, even though scientists may define their life circumstances as being highly 

stressful. 

 Concerns about subjective ratings are ubiquitous in psychological research 

and are not unique to studies of resilience.  Ratings of parent-child relationships, or 

of peer relationships, vary considerably depending on whose reports they are based 

on, parent’s, the target child's or an "objective" observer's (Achenbach, Mc 

Canaughy & Howell, 1987; Reynolds & Graves, 1989; Kazdin, 1990; Hart, Lahey, 

Loeber, & Hanson, 1994; Weiss, Suwanlert, Chaiyasit, Weiss, Walter, and 

Anderson, 1998). 

 Uncertainties regarding proximal risks in the lives of individual children or 

the dissonance between children's subjective perceptions and "objective" ratings, do 
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not fault resilience research that is based on probabilistic associations involving risk 

indices.  If researchers have determined that the odds of maladjustment are high in 

the presence of certain risk, then try to determine the factors associated with 

relatively positive child outcomes and to examine the proximal processes by which 

the distal risk marker confers vulnerability on affected groups of children (O’Conner 

& Rutter, 1996).  

From risk to resilience: The International Resilience Project  

The focus of the International Resilience Project was to identify risk factors 

to which children have to cope up. The intention of the studies concentrated on 

locating the damage happened to children and rendering services to develop them in 

presence of risks.  During that time, researchers like Werner and Smith (1982) and 

Garmezy (1985) focused on some children who were well-adjusted, happy and 

successful while confronting with adversities.  Such children wondered the 

researchers.  Regarding this, the most important comment was from Frankenburg 

(1987).  He opined at the Fifth International Conference on Early Identification of 

Children at Risk:  Resilience Factors in Prediction, that the main theme of the four 

previous conferences was locating the problems of the children only.  This may lead 

to an undesirable effect that their parents may think negatively about their children.  

So the focus of the Fifth International Conference should be the resilience and ‘Self-

righting factors’ that will protect at-risk children from developmental hazards.  This 

opinion shifted the focus of research from pathology to resilience.  Another view in 

support of this was made by the Bernard van Leer Foundation (1994).  The 

Foundation supported the conference held in the Kingdom of Lesotho in 1991, 

which concentrated on Building on People’s Strengths: Early Childhood in Africa.  

Other national and international meeting on resilience focused on children who are 

able to overcome the odds. 
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Protective Factors: 

Definition, Sources, Categories, and Measurement 

The following sections discuss the definitions put forward by various 

resilience researchers, real sources of resilience identified by International 

Resilience Project, major categories and sub divisions of protective factors and 

contribution of chief resilience researchers in the realm of protective factors, and its 

measurement aspects. 

Protective Factors and Resilience 

Though children are conquerable to continual risks (Werner & Smith, 1992; 

Garbarino, 1995; Boothby, Crawford, & Halperin, 2006), the relation between 

childhood risk and one’s response to negative conditions in adult life is not ultimate 

(Higgins, 1994) because, some are more resilient than others. Having the 

opportunity to express one's imagination, to tell one's story; to connect one's inner 

experience, drive, call, and feelings to the outer world is a powerful protective factor 

in the lives of young people, especially those growing up with multiple challenges 

(Higgins, 1994). 

According to bio-ecological model proposed by Bronfenbrenner (1979) and 

Bronfenbrenner and Morris (1998) development of child passes through multiple 

contexts and it is influenced by many factors at many levels including individual 

characteristics, family processes, environment and interaction of these factors.  

Adjustment of a child is affected by risk factors in a variety of domains (Greenberg, 

Kusche, Cook, & Quamma, 1998).  The number of the risk factors present will 

determine the extent of adjustment (Sameroff & Seifer, 1990).  Studies conducted by 

Werner and Smith (1982), and Wyman, Cowen, Work, and Parker (1991) have 

examined the contribution of individual characteristics to adjustment of children 

who are experiencing multiple risk factors. 
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Like the nature and action of risks, protective factors also have the same 

cumulative effect in lives of individuals.  More the protective factors that are present 

in child’s life, the more likely they manifest resilience. Educators should conceive 

resilience as something valuable that can be fostered throughout the development of 

a student through strengthening the protective processes at critical moments in 

his/her life. Case studies conducted by Focht and Beardslee (1996) and Devlin and 

O’Brien (1999) highlighted how children behave and live in presence of negative 

life events.  Such severe stress and adversity will result in mal-adaptations in the 

functioning of children.  But some children challenge these situations and show 

resilience.  Rutter (1985) identified this point. This perspective forced to identify the 

protective factors that enable to minimize the effects of adversities. 

Garmezy (1985) and Werner and Smith (1982, 1992), identified that the 

salient protective and vulnerability processes affecting at-risk children are operating 

at three broad levels, namely at the community level (e.g.:-neighborhood and social 

supports); at the family level (e.g.:- parental warmth or maltreatment); and at the 

child level (e.g.:- traits such as intelligence or social skillfulness). 

The protective factors have cumulative effect on the life of an individual.  If 

an individual possess many protective factors, he/she will be more able to display 

resilience. In short, protective factors are most significant vital factors in the 

development of resilience.  Researchers like West and Farrington (1973), Rutter et 

al., (1979), Rutter (1984), Garmezy (1985), Anthony (1987), Masten, Best, and 

Garmezy (1990), and Gore and Eckenrode (1994) emphasized that caring and 

support across all three external systems namely family, school and community is 

the most significant variable throughout childhood and adolescence.  In 1968, 

Erikson identified this point that caring and support is the basis for trusting 

relationship in life which acts as the foundation for healthy future development. 

A primary focus of resilience theory is the identification of protective factors 

that lead individuals to overcome adversity and exhibit successful adjustment. 
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Protective factors include both individual and environmental characteristics that 

ameliorate or buffer a child’s response to risk factors (Masten & Garmezy, 1985). 

Glasser (1979) argued that a key to the vast majority of human misery is the inability 

to locate and sustain satisfying   relationships with one or more people. Recent 

research suggests that protective factors may have both genetic and environmental 

elements (Kim-Cohen et al., 2004). Rutter et al., (1979) suggested that caring and 

support across all the three external systems namely family, school and community 

are the most critical variable during childhood and adolescence.   

Definitions of Protective Factor 

Protective factor can be defined as a measurable characteristic in a group of 

individuals or their situation that predicts positive outcome in the context of risk or 

adversity (Mc Millan & Reed, 1994). 

 According to Masten, Best, and Garmezy (1990) some factors of children’s 

like attributes of personalities, temperaments and abilities make them capable to 

exploit their environment.  These attributes can be considered as protective factors 

which will foster resilience through buffering the adversities and reducing the 

negative consequences of stressful life events. 

 From the growing body of research on resilience, the vital features identified 

are the internal assets of the individual and external strengths present within systems 

which support the growth and development of the individual.  In the literature on 

resilience, both these features are termed as ‘Protective factors’ (Garmezy, 1985, 

1994; Rutter, 1987; Gore & Eckenrode, 1994) or ‘protective mechanisms’ (Rutter, 

1987).  Protective factors are static entities and protective mechanisms are active 

processes. 

Resilience is a term used to describe a set of qualities that foster the process 

of successful adaptation and transformation despite risk and adversity (Werner & 

Smith, 1992). 



 62   Fostering  Academic Resilience 

 The phenomenon of resilience is closely tied to the concept of protective 

factors. Resilience refers to a dynamic process in which individuals demonstrate 

positive adaptation despite challenging or threatening circumstances (Masten, Best, 

& Garmezy 1990; Luthar, Cicchetti, & Becker 2000). Thus resilience refers to 

children who overcome adversity to achieve good developmental outcomes. 

Researchers have recognized that resilient children could teach us better ways to 

reduce risk, promote competence, and shift the course of development in more 

positive directions (Glantz, & Johnson, 1999). 

Many factors have been identified as possibly having protective quality in 

children at-risk. Research exploring the interplay among multiple risk and protective 

factors has identified both internal and external resources in the successful 

adaptation of children at-risk. In her longitudinal study of children who had 

experienced multiple risks, Werner (1990) determined that one-third of the children 

grew up to become competent young adults. She described the successful children as 

protected from the stress in their backgrounds by a combination of individual and 

family or environmental protective factors. Protective factors identified within early 

childhood are more advanced communication, locomotion, and self-help skills. In 

addition, Werner and Smith (1982), Garmezy (1985), and Rutter (1987) viewed 

attributes of the child as making a substantial contribution to positive outcomes in 

the face of adversity. Specific attributes include the qualities of average or above-

average intellectual development with good attention and interpersonal skills. As a 

result, from early childhood on, resilient children tend to have positive relationships 

with others, including competent peer friends (Werner, 2000). Other studies have 

also documented the protective role of positive peer relations with current and future 

competence (Hartup 1996; Ladd, Kochenderfer, & Coleman, 1996). 

Other protective factors associated with successful outcomes of at-risk 

children are high parental expectations,  caring and supportive family life, and 

opportunities for children to participate and contribute in meaningful ways 

(Garmezy, 1991; Werner, 2000). Researches has shown that children who attended 
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center-based preschool arrived at kindergarten with higher achievement and 

children’s experiences with early literacy activities make a significant difference in 

cognitive development (Brody, Stoneman, & Flor, 1996; Reynolds, 2000; Lee & 

Burkam, 2002). Positive effects of high-quality, center-based programs on children’s 

cognitive and language skills through the preschool years have also been 

demonstrated in experimental interventions for children from low-income families 

(Burchinal, Roberts, Riggins, Zeisel, Neebe, & Bryant, 2000; Ramey, Campbell, 

Burchinal, Skinner, Gardner, & Ramey 2000). Decades of research has documented 

parents’ critical role in children’s literacy development (Chomsky, 1972; Snow, 

Barnes, Chandler, Goodman, & Hemphill, 1991; Cairney & Munsie, 1995). There is 

emerging literature indicating that the presence of multiple protective factors is 

related to increased positive outcomes (Werner & Smith 1982; Radke- Yarrow & 

Sherman 1990; Garmezy 1991; Bradley Whiteside-Mansell, Mundfrom, Casey, 

Kelleher, Pope, 1994). 

Researches conducted by Dohrenwend and Dohrenwend (1981), Garmezy 

(1983), Cohen and Wills (1985), Wheaton (1985), and Plancherel et al., (1994) and 

have concentrated more on some personal and environmental resources that have the 

capacity to buffer the negative effects of normative and non normative stress on 

health.  These resources, whether internal or external are termed as protective factors 

(Plancherel et al., 1994). 

Protective factors in the form of internal assets include social competence, 

problem solving skill, autonomy and a sense of purpose and future. These are the 

common characteristics displayed by the resilient children (Rutter, 1980, 1984, 

1985; Waters & Sroufe, 1983; Garmezy, 1985; Werner & Smith, 1988; Masten, Best 

& Garmezy, 1990; Gore & Eckenrode, 1994; Consortium on the school - Based 

Promotion of Social Competence, 1994). 

Protective factors in the form of external assets are the three primary systems 

in the world of child namely family, school and community.  Among these external 
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assets, in the case of the primary socializing agency of the child - family - the most 

important protective factors include the consistency and quality of care and support 

that a child experiences from the parents and siblings during infancy, childhood and 

adolescence.   

According to Rutter et al., (1979) another important external protective 

factor is the school.  If children from disadvantaged and broken families attend 

schools having good academic profile and attentive, loving and caring teachers, they 

will display resilient characteristics.  Studies of Geary (1988), Werner and Smith 

(1988) and Coburn and Nelson (1989) revealed that individual teachers can play a 

significant role in the development of resilience in children.  Another external 

protective factor named community can also play a vital role in fostering resilience 

in children through providing social support networks by kin and social service 

agencies.  

Researchers like West and Farrington (1973), Rutter, Maughan, Mortimore, 

Ouston, and Smith (1979), Rutter (1984), Garmezy (1985), Anthony (1987), Masten, 

Best and Garmezy (1990), and Gore and Eckenrode (1994) opined that caring and 

support provided by external systems like family, school and community is the most 

significant variable throughout childhood and adolescence.  Provision of care and 

support to children has so much importance in their healthy development and it 

forms the basis of developing trustworthy relationships throughout their life.  This is 

supported by Erikson (1963) i.e., in the concept of trust vs. mistrust - as a stepping 

stone to the bright and healthy future. 

Identification of both internal assets of the individual and external strengths 

present in the environment of the individual in which one grows and develops is a 

strong feature of resilience research.  These internal assets and external strengths are 

referred as protective factors by Garmezy (1985, 1994), Rutter (1987), Gore and 

Eckenrode (1994) and protective mechanisms by (Rutter, 1987).   
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Werner and Smith (1982, 1992), Luthar and Zigler (1991), Werner (1993), 

and Rutter (1995) have conducted many research on at-risk populations and 

identified different protective factors as well as protective mechanisms that will help 

individuals to face adversities in life.   

Individual characteristics contributing to adjustment of children at-risk 

It is vital to identify more specifically the factors that are responsible to the 

positive educational outcomes of the minority children who are experiencing 

multiple environmental risk factors (Boykin, 1986; Ogbu, 1986; Spencer, 1999).  

Theory and research on resilience has led to understand how economically 

disadvantaged minority children experiencing high risk demonstrate successful 

adaptation despite adversities (Garmezy, 1985; Cicchetti & Garmezy, 1993; 

Cicchetti & Rogosch, 1997; Masten & Coatsworth, 1998).  Such competent children 

show two major features. 

• Children utilize their own attributes like intelligence, persistence, self-

control and problem solving (Hart, Olsen, Robinson & Mandleco, 1997). 

• Children seek the support of the number of proximal systems like family and 

school (Garmezy, 1988; Henderson & Berla, 1994).  Due to its 

multidimensional nature, resilience emerges as cognitive, behavioral, and 

emotional ability and its transaction with the environment (Cicchetti & 

Lynch, 1993; Luthar, Cicchetti & Becker, 2000). 

During early period of childhood, children who are showing resilience in 

presence of high risk were perceived by their parents as active, affectionate, and 

socially responsive individuals. These children will manifest some characteristics 

like self-help skills, sensory motor acquisition and language development.  During 

early adolescence, they will display good problem solving skills, communication 

skills and perceptual motor development.  During late adolescence, resilient 

individuals will have high internal locus of control, and achievement-oriented 
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attitude, and positive self-esteem.  When become adults, they will be able to unite 

various support factors present in their environment (Werner & Smith, 1977). 

Sources of Resilience (Identified by International Resilience Project) 

International Resilience Project is a multinational study designed to discover 

the actual role of parents, caregivers, and children in promoting resilience. A total of 

30 countries were participated in the investigation which was implemented between 

September 1993 and August 1994. Sample selected for the project includes 589 

children with their families and caregivers. International Resilience Project 

investigated the construct of resilience at an international level; the project enabled 

the public to imbibe the combination of factors that results in childhood resilience. 

Hypothetical situations of adversity to collect responses of children and adults, 

checklist of resilience-related statements, three standardized tests, and descriptions 

of the actual experiences of the respondents constitute the instruments. International 

Resilience Project identified thirty six factors under three headings consisting of five 

parts which promoting resilience.  These three headings are the real sources of 

resilience which constitute I HAVE, I CAN, and I AM factors. These three sources 

are the main factors that constitute resilience.  These three sources and five parts are 

presented in Table 1 and explained as follows. 
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Table 1 

Sources of Resilience Identified by International Resilience Project  

Source Components of the Source Examples 

I H
A

V
E 

(E
xt

er
na

l s
up
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rts

 ) 

Trusting relationships 
Structure and rules at home 
Role models 
Encouragement to be 
autonomous  
Access to health, education, 
welfare and security services 

I have people who help me when I am 
sick, in danger, or need to learn.  
I have very caring parents for sharing 
my problems. 
 

I 
C

A
N

 
(S
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ia

l 
an

d 
in

te
rp

er
so
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l 

sk
ill

s )
 

Communicate 
Problem solve 
Manage my feelings and 
impulses 
Gauge the temperament of 
myself and others 
Seek trusting relationships 

I can successfully complete my 
responsibilities. 
I can help others when they are in 
trouble. 

I A
M

 (I
nt

er
na

l 
pe

rs
on

al
 

st
re

ng
th

s)
 

Lovable and my temperament is 
appealing 
Loving, empathic, and altruistic 
Proud of myself 
Autonomous and responsible 
Filled with hope, faith, and trust 

I am a person people can love and 
believe. 
I am an optimistic person. 
 

 

Children who are showing any of these characters can be named as resilient. 

Children can use any one of these sources for overcoming adversities.   

 I HAVE factors are the external supports and resources that promote 

resilience.  Before entering into a world of I CAN and I AM, child must be able to 

find out the external supports and resources for developing the feelings of safety and 

security which acts as the foundation to develop resilience.  These external supports 

play a significant role throughout the life. I CAN factors are the social and 

interpersonal skills of a child.  Through the interaction with parents, care givers, 

friends and teachers, children have full of opportunities to develop these skills.  I 

AM factors are internal to the child, depicting the personal strengths.  Feelings, 

attitudes, interests and beliefs exhibited by the child are coming under this category.  
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Throughout different stages of development, children will depend more on I 

Have, I Can and I Am factors for facing life.  During the period of childhood, 

children will rely more on I Have factor by establishing relationships with other 

elder people like parents, teachers or care givers.  As they grow, children will extend 

their strength through exhibiting many I Can factors and then they constantly 

strengthen their personal capabilities through the establishment of I Am factor.  So 

during different developmental stages of a child, teacher, parents or other care givers 

should use appropriate language of resilience to make them emotionally healthy. 

Categories of Protective Factors (Benard, 1995) 

 According to Benard (1995) the protective factors can be classified into three 

major categories viz., caring and supportive relationships, positive and high 

expectations, and opportunities for meaningful participation. 

1. Caring and Supportive Relationships 

 From Maslow’s theory of Need Hierarchy, one can infer that love and 

belongingness need should be satisfied for a child for his or her healthy emotional 

development.  So, presence of at least one caring person has to play a significant role 

in the development of a child who provides support and care for development and 

learning. 

 Longitudinal study conducted by Werner and Smith (1989) revealed that in 

the lives of resilient children, among the most frequently encountered positive role 

models outside family circle, was a favourite teacher who was not only an instructor 

of academic skills but also a confidant and positive model for personal 

identification.  Noddings (1988) opined that a caring relationship with a teacher 

gives youth the motivation to succeed.  According to Higgins (1994) teachers can 

convey loving support to students by listening to students and validating their 

feelings and by demonstrating kindness, compassion and respect. 
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 In short, a caring individual whether in family, in school or in community 

can serve as a strong protective factor of resilience.  

2. High Expectations 

 According to Rutter et al., (1979) schools that establish high expectations for 

all youth and provide them necessary support for achievement will have high roles 

of academic success and have lower rates of problem behaviours such as dropping 

out, drug abuse, teen pregnancy and delinquency than other schools.  Delpit (1996) 

opined that teacher’s high expectations can structure and guide the behaviour and 

can also challenge students beyond what they believe they can do.   

According to Benard (1997) turnaround teachers can recognize students’ 

strengths, mirror them and help students see where they are strong.  Turnaround 

teacher is one who models the resilient behaviours they desire from their students 

(Benard, 1997).  Turnaround teacher helps the students to become resilient by 

equipping them to,  

• not take adversity personally in their lives. 

• not see adversity as permanent. 

• not see setbacks as pervasive  (Seligman, 1995 ). 

Turnaround teachers are student centered.  They use the strengths, interests, 

goals, dreams, and intrinsic motivation of students as the beginning point for 

learning. 

 Positive and high expectations can operate at several levels in classrooms 

and schools.  Most obvious and powerful relationship is that teacher and other 

school staff spread the message that each and every student is resourceful to achieve 

success.  According to Kidder (1990) a good teacher can give a child at least a 

chance to feel, “she thinks I am worth something; may be I am.” 
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 With the help of relationships that convey high expectations, students 

develop confidence to believe in themselves and in their future, and also develop 

self esteem, self-efficacy, autonomy and optimism critical to resilience. 

3. Opportunities for Participation 

According to Rutter et al., (1979), Rutter (1984) and Kohn (1993) turnaround 

teachers consider students as responsible individuals and allow them to participate in 

all aspects of the functioning of school.  They provide opportunities for students to 

express their opinion and imagination, make choices, solve problems, work with and 

help others and give their gifts back to the community in a physically and 

psychologically safe and structured environment.  All these contribute to 

development of resilience.  Like caring and respect, participation in various 

activities is also a need of human beings.  Sarason (1990) opined that schools 

ignoring these needs of both students and teachers become alienating places. 

 Schools having high expectations naturally provide youth with opportunities 

for meaningful participation within school.  Such practices include asking questions 

around current social issues that encourage critical thinking, involving students in 

curriculum planning and evaluation, and governance and employing co-operative 

approaches like peer tutoring, co-operative learning,  mentoring and community 

service.  Schools which restructure its nature based on these protective factors 

become a protective shield for all students to develop resilience.   

Protective Processes (Rutter, 1987) 

 In 1987, Rutter identified four major protective processes for fostering 

resilience.  The following steps advocated by Rutter (1987) to inculcate resilience 

and to protect students from adversity are in accordance with children at extreme 

and multiple adverse conditions like discarded/ neglected children, poverty, gang 

involvement, and teen pregnancy.  
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1. Reducing negative outcomes by altering the risk or child’s exposure to the 

risk. 

2. Reducing negative chain reaction following risk exposure. 

3. Establishing and maintaining self-esteem and self-efficacy. 

4. Opening up opportunities. 

1. Reducing Negative Outcomes 

 It is a specialized programme characterized by removal of child from his or 

her adverse environment and sent to a school.  It will reduce the exposure to risk.  

Risk factors can also be reduced through by provision of free or reduced price 

breakfast, lunch, clothing and the like.  Make classroom environment more 

democratic and promote healthy interactions among peers.  Establish meaningful 

link between community and family, so latter will be benefitted by the actions of the 

community.  All these programmes can be effectively organized by a school. 

2. Reducing Negative Chain Reactions 

 Gang involvement, dropping out of school and teen pregnancy are special 

downward spirals from which a child rarely recovers.  These will create frequent 

problems in their lives.  Special interventions are to be needed to recover the child 

from such negative events.   

Recovery programmes like providing part time job to drop outs and allowing 

them to attend school at different hours than traditional schools are effective.  

Negative chain reactions resulted from lack of education can be solved through 

maintaining flexible school structure, providing counselling and support, organizing 

smaller classes and experiential learning. 

 In 1991, Scott-Jones found that altering the negative chain following 

pregnancy depended heavily on adolescent mothers’ additional training and 

education.  Rutter (1987) suggested strategies for reducing the negative chain 

reactions for adolescent mothers which include provision of quality prenatal care 
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and programmes designed to encourage adolescent parents to continue schooling to 

reduce the likelihood of welfare dependency.  A child can be recovered from 

negative chain reactions with the help of a teacher who acts as a mentor for the 

student, and spending extra time with the student.  Other solutions include obtaining 

resources from the community for food, shelter and counseling. 

3. Self-esteem and Self-efficacy 

 These two are the developmental processes that can be learned through 

positive interactions with peers or adults and through successful accomplishment of 

a task.  So the schools should organize programmes which provide opportunities for 

meaningful interactions with peers, teachers and other care-givers.  Also design 

community linked programmes and services through which students can carry out 

simple but meaningful tasks.  This will help them to develop a control over things in 

their environment along with a positive belief that they are valuable and worthy 

individuals. 

4. Opening up Opportunities 

 Persistence can be fostered in students through offering opportunities to 

acquire skills and invest in prosocial activities.  Nettles (1991) identified that 

students who participated in activities sponsored by community based programmes 

displayed the characteristics like, 

• More certainty of graduating from high school. 

• Increased sense of personal control. 

• Heightened academic self-concept. 

• Increased efforts to achieve future goals. 

According to Clark (1991) cross-racial friendship among students in 

integrated settings can build self-esteem and self-efficacy in students. 
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In developing a resilience framework, major areas for potential intervention 

were identified by Winfield (1991) that include policy, school, classroom and 

community.  These areas can be crossed with the above mentioned four protective 

processes identified by Rutter (1987) to form a matrix.   This matrix can be used 

while designing practices and programmes for developing resilience.   

Major Categories of Protective Factors 

 In the field of resilience, a number of protective factors were identified by 

Rutter et al., (1979),  Garmezy (1991, 1993), Radke-Yarrow,  Nottelmann,  

Martinez,  Fox,  and Belmont, (1992), Cowen, Hightower,  Pedro-Carroll,  Work,  

Wyman,  and Haffey,  (1996), and Cicchetti and Rogosch (1997).  These protective 

factors can be classified into three groups viz., individual protective factors, family 

protective factors and community protective factors.  Children who are showing 

strong resilience will possess a treasure of protective factors within themselves, in 

their family and community. 

    126 factors were mentioned from 80 studies on resilience as protective to 

academic adversity of students belonging to various age groups from early 

childhood to adolescence, predominantly among western populations, including 

marginalized and vulnerable groups. There is evident overlapping among these 134 

factors as the investigator used different nomenclature and differing level of 

specificity of the constructs. Hence these factors were grouped into 17 categories 

belonging to within-child, within- family, within- school and within-community 

protective factors as given in Table 2.  
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Table 2  

Classification of Protective Factors 

Category of 
protective factor 

Protective factors identified 

Within-Child 
protective factor 

Motivational factors, Self-beliefs,  Cognitive factors, Meta-
cognitive factors, Emotional relationships, Social skills  

Within-Family 
protective factor 

Parental expectations, Parental involvement, Total family 
environment 

Within-School 
protective factor 

School organizational factors, School atmosphere, Teacher 
behaviour, Instructional factors, Peer behaviour 

Within- community 
protective factors Personal support, Community resources, Cultural support 

 

Within-child Protective Factors  

More than one third of the protective factors can be grouped in six categories 

belonging to within-child domain. Within-Child protective factors include a network 

of motivational factors, self-beliefs, cognitive skills, meta-cognitive factors, social 

factors and emotional relationships. The 46 within-child factors identified from the 

reviewed literature are presented in Table 3 and Table 4. 

 Motivational factors identified are enhancing protection against academic-

risk in students which belong to within-child domain are student commitment, 

involvement, achievement motivation, motivation, dispositional attributes of the 

individual, positive disposition, academic and individual aspiration, task orientation, 

academic motivation and resourcefulness.  According to Anderson and Keith (1997), 

motivational components are very important in the academic success of at-risk 

students. 

Self-beliefs such as self esteem, autonomy, self-understanding, self-efficacy, 

sense of efficacy, belief in self, academic self-concept, students’ belief about their 

total ability are found to contribute to the development of resilience. 
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Table 3 
Within-child Protective Factors of Academic Resilience Belonging to Motivation 
and Self-Beliefs  

 Component 
factors Proponent  and Year 

Student 
commitment  

Lee, Winfield, & Wilson(1991); 
 

Involvement  Waxman & Huang (1996); Resnick, Bearman,  Blum,  Bauman,  
Harris,  Jones,  Tabor,  Beuhring,  Sieving,  Shew,  Ireland,  
Bearinger,  & Udry (1997); Waxman, Huang, &Wang (1997); 
Sirin &Rogers-sirin (2004) 

Achievement 
motivation  

Waxman, Huang, & Padron (1997) 

Motivation Waxman &Huang (1996);Waxman, Huang, & Padron (1997); 
Read (1999) 

Dispositional 
attributes of the 
individual  

Werner & Smith (1977) 

Positive 
disposition  

Borman & Rachuba (2001) 

Academic and 
individual 
aspiration  

Gordon et al.,( 2001) 

Task orientation Deborah, Mary, & Adaline (2002) 
Academic 
motivation  

Deborah, Mary, & Adaline (2002) 
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Resourcefulness Berliner & Benard (1995) 

Self esteem 

 Parker, Cowen, Work, & Wyman ( 1990); Nettles & Pleck( 
1993); Cowen et al., Cowen, E. L., Hightower, A. D., Pedro-
Carroll, I. L., Work, W. C., Wyman, P. A., & Haffey, W. G. 
(1996); Csikszentmihalyi(1997); Martinez & Dukes(1997); 
Padron, Waxman,  & Huang (1999); Rutter(1979,1999);  Masten 
& Coatsworth(1998); Novick(1998); Michelle & Marc (1999);  
Read (1999); Borman & Rachuba (2001); Buckner, Mezzacappa, 
& Beardslee (2003) 

Autonomy Nelson -Le Gall & Jones (1991);Berliner & Benard (1995); 
Grotberg (1995) 

Self - 
understanding Beardslee & Podorefsky(1988) 

Self - efficacy 
Lee, Winfield, & Wilson, 1991); Rak & Patterson (1996); 
Novick (1998); Bell & Suggs(1998); Borman & Rachuba 
(2001); Grantham (2004) 

Sense of efficacy Nettles & Pleck (1993) 
Belief in self Wilson-Sadberry, Winfield, & Royster (1991) 
Academic self 
concept Waxman & Huang (1996); Seaton & Taylor (2003) 

S 
e 
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Students' belief 
about their total 
ability 

Gordon Rouse (2003) 
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Within-child cognitive factors including cognitive skills, problem solving 

skills, post secondary education plans, problem solving strategy, intelligence, and 

above average vocabulary development have significant impact on fostering 

resilience.  

  Within-child meta-cognitive factors including internal and realistic sense of 

control, self-regulation, internal locus of control, sense of purpose, positive coping 

strategies and, reflectiveness in unfamiliar situations are related favourably to 

academic resilience. 

 Social skills like social competence, positive responsiveness to others, 

cohesion, positive and negative social behaviours, responsibility, communication 

skills, highly adaptable temperament and ability to approach new situations, loving 

and trusting relationships, behavioural skills play significant role in fostering 

resilience. 

Being a part of the within-child protective factors, emotional ones like deep 

commitment to relationships, empathy, affectionate ties with family, satisfaction, 

less friction, and love proved its own influence on the promotion of resilience. The 

details of the protective factors are given in Table 4. 

Table 4  

Within-child Protective Factors of Academic Resilience Belonging to Cognitive, 
Meta-Cognitive and Socio-Emotional Skill Areas 

 Component factors Proponent  and Year  
Cognitive skills  Garmezy (1991); Grantham (2004)  

Problem solving skills  
Parker, G.R., Cowen, E.L., Work, W.C., & 
Wyman, P.A.(1990);  Grotberg, (1995); 
Grantham (2004)   

 

Post secondary 
education plans Wilson-Sadberry, Winfield, & Royster (1991)  

Problem solving 
strategy Nelson -Le Gall & Jones (1991)  

C
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 g
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 i 
t i

 v
 e
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 s 
 Intelligence  

Rutter (1979); Garmezy, Masten, & Tellegen  
( 1984); Werner  (1995); Masten & Coatsworth  
(1998) 

 

Contd.
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 Component factors Proponent  and Year  
 

Above average 
vocabulary development 
  

Julia, John, & Cicchetti, (2002) 
 

 

Internal and realistic 
sense of control 

Parker, G.R., Cowen, E.L., Work, W.C., & 
Wyman, P.A.(1990) 

 

Self regulation Eisenberg,  Cumberland,  Spinrad,  Fabes,  
Shepard,  Reiser (2001) 

 

Internal locus of control  

Werner (1989); Masten & Coatsworth (1998); 
Gillock & Reyes (1996);Borman & Rachuba 
(2001); Rouse (2001); Miller, Fitch, & Marshall 
(2003); Juby & Rycraft (2004) 

 

Sense of purpose  Berliner & Benard (1995)  
Positive coping 
strategies  Rutter ( 1999)  

M
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 i 
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 c
 t 

o 
r 

s 

Reflectiveness in 
unfamiliar situations  Garmezy (1991)   

Social competence  Berliner & Benard (1995); Rydell, Hagekull  & 
Bohlin (1997) 

 

Positive responsiveness 
to others  Garmezy (1991)  

Cohesion Garmezy (1991); Padron, Waxman,  Powers,  & 
Brown (2002) 

 

Positive and negative 
social behaviours  Gordon et al., (2001)  

Responsibility Grotberg (1996)  
Communication skills  Grotberg (1996)  
Highly adaptable 
temperament Julia,  John, & Cicchetti (2002)   

Ability to approach new 
situations Julia,  John, & Cicchetti (2002)  

Loving and trusting 
relationships  Grotberg (1996)  

S 
o 

c 
i a

 l 
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Behavioural skills  Nettles & Pleck (1993)  
Deep commitment to 
relationships  Beardslee & Podorefsky (1988)  

Empathy Parker, G.R., Cowen, E.L., Work, W.C., & 
Wyman, P.A.(1990); Grotberg (1996) 

 

Affectional ties with 
family  Werner & Smith (1977)  

Satisfaction  Padron, Waxman, & Rivera (2002)  
Less friction  Padron, Waxman, & Rivera (2002  

E
m
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l  
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Love  Grotberg (1996)  
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In individuals, within-child protective factors are present in varying degrees.  

Possessing all these protective factors is not required to label a person as resilient. 

Attribute of resilience can be given to a person if he or she has excellent 

performance in one category and average performance in others.  

Family Protective Factors 

Family is the first and most important agency which provides security and 

protection to the child, so family lays the foundation for analyzing development of 

resilience. Family, the first agency of socialization also acts as a strong protective 

factor of resilience.  The sources of such positive responses from family are three 

fold: primary relationships within the family, the network of relationships with 

adults and children outside the family, and competence and achievement. (Wolff, 

1995 p. 568). Cowen and Work (1988) found that interaction pattern in the family as 

warm, cohesive and supportive and will contribute positively to resilience.  

According to Beardslee (1989) and Cowen, Hightower, Pedro-Carroll, Work, 

Wyman, and Haffey (1996) if child develops a strong bond with parent, interaction 

pattern in the family becomes more strengthened.  Such kind of strong relation with 

parents acts as a strong protective factor of resilience for children.   

A number of researchers like Masten, Best, and Garmezy (1990), Garmezy 

(1991), Werner and Smith (1982, 1992), Werner (1993), and Masten and Coatsworth 

(1998) have emphasized the significance of family related factors in the successful 

adaptation of individuals while confronting adversities. 

People seek support from informal sources like family to a greater extent and 

from friends to a lesser extent when compared with family (Cutrona, 2000; Canavan 

& Dolan, 2003).  In 1983, Whittaker and Garbarino very clearly explained that 

social support within families acts as a bread and butter source of help for children.  

In the view of Canavan and Dolan (2003), a central helping system can be created 

with the help of informal social support provided by family members and friends.  

Strongly resilient adolescents will be able to cope not only with daily hassles but 
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also with sudden major crises.  Such kind of resilience is developed in children who 

are strongly supported and loved by their family members and other informal and 

formal social supports. 

Children who are experiencing positive and loving relationship with parents, 

family warmth and cohesion and their families enjoying absence of discord will 

show more resilience and they will be protected from adversities in childhood and in 

future life.  Parents of such children follows acceptance and low control so children 

will be more benefited from consistence in discipline and rules at home. Their 

parents will provide many opportunities for children to participate in household 

activities and encourage children for whole-hearted participation will act as 

protective factors of resilience. Parents of such children expect something from their 

children and children will be able to fulfill their parents’ expectations. 

 According to Masten et al., (1990) parents nurture mastery motivation and 

self-esteem and physical growth of children.  In connection with the character 

development of child, parents are most important persons who provide informal 

education, learning opportunities, presenting role models before them and arranging 

all other necessary resources for the proper development of a child.  All these act as 

protective processes for resilience.  Children who are lacking these transactional 

protective processes become maladapted.  Such children develop low self-esteem, 

poor social connections, reluctant to learn and develop mistrust. 

 A special feature of the resilient children is the presence of an enduring 

relationship with an adult; may or may not be a parent. Research conducted by 

Masten et al., (1990) suggested that children who are making secure attachments to 

parents or other adults will be protected from adversities in future.  Also children 

having families with marital instability were rated as disruptive by peers and 

teachers.  A child’s self concept and sense of social worth can be enhanced by 

positive and intimate relations in the family.  With the help of this strong protective 

factor many problems faced by the children can be solved.  Participation of children 
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in household activities like nursing the young ones, supporting parents in cooking, 

gardening and cleaning will help to improve their own life circumstances which 

leads to enhanced self-esteem and it also foster resilience.  Then the children will be 

able to solve their problems and perform well in all fields.  Family as a strong 

protective factor can strongly foster educational resilience by actively participating 

in their educational experiences.  Strong relationship between children and family 

members can improve their academic achievement, school attendance and reduce the 

dropouts, maladjustment and bad company. Parents who are actively involving in 

educational experiences of their children and holding high academic, moral and 

social expectations can increase the educational resilience of their children. Family 

protective factors span over three domains namely parental expectations, parental 

involvement and total family environment. Summary of the family protective factors 

are presented in Table 5. 

Table 5 

Family Protective Factors of Academic Resilience  

Component factors Proponent  and Year 
Positive and high 
expectations  Berliner & Benard (1995); Horn & Chen (1998)  

Higher levels of 
affiliation  Felner,  Aber,  Primavera,  & Cauce (1985)  

Higher perceptions of the 
family  Gonzalez & Padilla (1997)  

E
 x
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a 
t i

 o
 n

 s 

Parent concern Deborah, Mary, & Adaline (2002) 
 

Caring relationships  Nettles, Mucherach, & Jones (2000)  

Parental involvement  
Gutman, Sameroff, & Eccles (2002); 
Bridgeland,  DiIulio,   and Morison (2006); 
Stone (2006) 

 

Parental involvement in 
early schooling  

Taylor (1991); Waxman & Huang (1996) ; Read 
(1999) 

 

Influential fathers  Wilson-Sadberry, Winfield, & Royster (1991)  
Working mothers  Lee, Winfield, & Wilson (1991)  
Competent and 
emotionally responsive 
care giving 

Wyman,  Cowen,  Work,  Hoyt-Myers,  
Magnus,  & Fagan (1999) 
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 l 
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Competent parenting  Masten,  Garmezy,  Tellegen, Pellegrini,   

Contd.
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Component factors Proponent  and Year 
Larkin, & Larsen,  (1988); Baldwin, Baldwin, & 
Cole (1990) 

Parent's discussion with 
students about school 
related matters  

Horn & Chen (1998) 
 

Parent supervision  Deborah, Mary, & Adaline ( 2002 )  
Parent communication  Deborah, Mary, & Adaline ( 2002 )  
Parental monitoring  Buckner, Mezzacappa, & Beardslee (2003)  
Meaningful opportunities 
to participate 

Lee, Winfield, & Wilson (1991); Berliner & 
Benard (1995) 

 

Early childhood 
experiences  Taylor (1991)  

Family S.E.S.  Garmezy, Masten, & Tellegen (1984) ; 
Sadberry,Winfield, & Royster (1991)  

 

Family background  Reyes & Jason (1993)  

Family support  
  Nettles, & Pleck (1993); Richman, Rosenfeld, 
& Bowen(1998); Gordon et al (2001); Bradley 
& Crowyn (2002);  

 

Familism Gonzalez & Padilla (1997)  
Stable and orderly family 
environment  

Wang, Haertel, & Walberg ( 1997); Walsh 
(1998) 

 

Higher social class  Lee, Winfield, & Wilson (1991)  

Cohesion  

Felner, R. D., Aber, M. S., Primavera, L., & 
Cauce, A. M. (1985); Aber, Slade, Berger, 
Bresgi, & Kaplan, (1985); Garmezy (1991); 
Walsh (1998) 

 

E
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Warmth  Garmezy (1991)  
 

A single family may or may not be able to contribute all the above 

mentioned protective factors to a child at-risk.  But a family which is willing to 

contribute some of them can act as a protective shield to save the child from risk 

conditions and to develop resilience in them.  

School Protective Factors 

 The process of schooling has significant impact on the development of 

children, especially in the case of children at-risk. Schools play a very significant 

role in developing resilience not less than that of family, peer and community 

settings. Schools having classrooms which use resilience promoting strategies can 
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build emotionally healthy children.  Teachers having caring attitude and high 

expectation are protective factors of resilience.  Werner and Smith (1989) identified 

a favourite teacher as a strong protective factor. 

Academic environmental factors were operationally defined as atmosphere 

surrounding the school that provides awareness about what it means to be in high 

school to adolescents, also allows them to feel supported and motivated to continue 

their academic endeavours. 

Arellano and Padilla (1996) opined that the general school climate is an 

important protective factor for academic success.  School climate is a combination 

of classroom practices and school policies (Wang & Walberg, 1985). 

 In a number of ways schools can promote educational resilience.  Powerful, 

research based instructional practices is strong protective factors of educational 

resilience. Instructional practices like active enquiry, experimentation, discussion, 

reflection, application, evaluation, problem-solving and higher order questioning can 

help students to construct their own knowledge for problems.  This will help them to 

develop resilience.  From such classrooms, students can develop independence 

which will leads to educational resilience. Catering diverse needs of students also act 

as a protective factor of educational resilience.  Meta-cognitive strategies and help 

seeking behaviours can also contribute to educational resilience.  Details of the 

school protective factors of academic resilience belonging to teacher behavior and 

instruction are summarized in Table 6.  
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Table 6  

School Protective Factors of Academic Resilience in Teacher Behaviour and 
Instruction  

 

Component factors Proponent  and Year 

Teacher's actions Wang, Haertel, & Walberg 
(1997) 

 

Teacher expectations  

Winfield & Manning (1992); 
Wang, Haertel, & Walberg 
(1997); Waxman, Huang, & 
Wang (1997); McClendon, 
Nettles, & Wigfield (2000); 
Grantham (2004);  Sirin & 
Rogers-sirin (2004)   

 

Enhancing students personal growth 
and increasing social contacts  Rutter (1979)  

Teacher-feedback  Gonzalez & Padilla (1997)  
Caring and support  Benard (2004)  
Higher levels of educational support  Alva (1991)  
Encouragement of student engagement 
and involvement  

McClendon, Nettles, & 
Wigfield (2000) 

 

Interaction between teacher and 
students 

 Padron, Waxman, & Huang 
(1999);Borman, & Rachuba 
(2001); Grantham (2004) 
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Mentoring  Nettles & Pleck (1993)  

Student engagement  

Borman & Rachuba (2001); 
Sirin & Rogers-sirin (2004); 
Fleming,  Haggerty,   Brown,  
Catalano,  Harachi,  Mazza,  
& Gruman (2005);  Dilulio & 
Morison (2006) 

 

Pacing and feedback  Waxman & Huang (1996)  
Teach to student's strength  Benard (1997)  
Fostering a sense of achievement in 
children  

Rutter (1979); Masten & 
Coatsworth (1998) 

 

Adapting curriculum and instruction 
to respond student diversity  

Wang, Haertel, & Walberg 
(1997) 

 

Culturally compatible classroom 
programmes  Taylor (1991)  I n
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Curriculum exposure  Lee, Winfield, & Wilson 
(1991) 

 

Contd.
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Component factors Proponent  and Year 

Instructional strategy  Read (1999)  
Co-operative learning  Nettles & Pleck (1993)  
Tutoring Nettles & Pleck (1993)  

Instruction  
Wang, Haertel, & Walberg 
(1997); Waxman, Gray, & 
Padron (2003) 

 

Teach students that they have innate 
resilience Benard( 1997)  

Classroom learning environment Waxman & Huang (1996)  
 

Classrooms with democratic atmosphere is another protective factor of 

educational resilience.  Such classrooms with co-operative learning, small-group 

discussion, and peer tutoring promote educational resilience.  Dynamic classroom 

arrangement is another protective factor.  Diversified, rich, learner centered and life 

centered curriculum and its appropriate transaction are protective for educational 

resilience. All the sources of resilience belongs to institutional protective factors 

offer healthy protection for at-risk children which include school organization, 

school atmosphere, teacher behaviour, peer behaviour and instruction.   

 Peer group is another influential factor in the development of a child, after 

the family.  Peers can provide support, care and love for the healthy development of 

a child and adolescent.  From the peers, children can assimilate values also.  Peers 

can provide stable and continuous support to the individual by helping to reduce the 

stress of individual.  So, peers play a significant role in the development of an 

emotionally healthy individual. Peers can also exert significant influence on the 

academic achievement of an individual and on the attitude towards school.  If peer 

group has a positive attitude towards school, it will reflect positively on the 

academic achievement, values followed by the peer group and their competence.  

All these characteristics of a peer group act as protective factors of resilience for a 

child. Summary of the school protective factors of academic resilience belonging to 

school organization and atmosphere and peer behaviour are presented in Table 7. 
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Table 7 

School Protective Factors of Academic Resilience in School Organization, 
Atmosphere and Peer Behaviour 

Component factors Proponent  and Year  
Staff development Benard (1997)  
Provision of growth 
opportunities  Benard (1997)  

Opportunity to self 
assess  Benard (1997)  

School goals  Winfield & Manning (1992)  

Discipline 
Winfield & Manning (1992); Masten, A. S., Garmezy, N., 
Tellegen, A., Pellegrini, D. S., Larkin, K., & Larsen, A. 
(1988). 

 

Reward system  Winfield & Manning (1992)  O
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School grade  Wilson-Sadberry, Winfield, & Royster (1991); Bell & Suggs 
(1998) 

 

Safe and orderly 
environment  Borman & Rachuba (2001)  

Schools having higher 
S.E.S.  Lee, Winfield, & Wilson (1991)  

Positive school 
experience Gilligan (1998)  

Academic environment 
factors  Gordon et al., ( 2001)  

Extracurricular activities  

Eccles & Gootman (2001); Roeser & Peck (2003); Granger 
&Kane (2004); Kane (2004); Lauer,  Akiba,  Wilkerson,  
Apthorp,  Snow,  Martin-Green, (2006); Durlak &Weissberg 
(2007); Zarrett, Peck, & Eccles,  (2005a, 2005b); Zarrett 
(2007) 
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School support  Nettles & Pleck (1993)  

Peer support  

Felner, R. D., Aber, M. S., Primavera, L., & Cauce, A. M. 
(1985);Alva (1991); Gonzalez & Padilla( 1997); Wang, 
Haertel, & Walberg (1997); Deborah, Mary, & Adaline ( 
2002); Powers,  Bowen,  & Rose (2005) 

 

Peer belonging  Gonzales & Padilla (1997);Bell & Suggs (1998)  
Early peer relationships  Taylor (1991); Bell & Suggs (1998)  

Overall school 
satisfaction  

Wilson-Sadberry, Winfield, & Royster (1991);  Reyes & 
Jason (1993); Fleming,  Haggerty,  Catalano,  Harachi,   
Mazza, & Gruman(2005); Dilulio &Morison (2006) 

 

Gang pressures  Reyes & Jason (1993)  
Positive ties to school Gonzalez & Padilla (1997)  
Value placed on school  Gonzalez & Padilla (1997); Fulgini (1997)   
Friendship Nettles & Pleck (1993)   
Children's overall 
acceptance by the peer 
group  

Michael et al.,(2002) 
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Extensivity of children's 
friendship networks  Michael et al.,(2002)  
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If a school is organized in accordance with the mobilization of the above 

mentioned school protective factors, it will be very effective in fostering academic 

resilience. 

Community Protective Factors 

Community can play a significant role in the healthy emotional development 

of a child.  With the help of its resources, community can mould the development of 

a child.  Children can internalize many values from the community like co-

operation, helping mentality, love, and tolerance. All these help the child to act 

independently and this equips the child to face the adversities.  Different kinds of 

social organizations are present in community like health care organization, day care 

centers, job training centers, religious institutions and recreational centers, all of  

which help to promote resilience.  Duties and services discharged by these centers 

act as protective factors for resilience. Community can promote educational 

resilience by inculcating positive social values.  Community can provide variety of 

human services to promote educational resilience. 

According to Garmezy (1993) community protective factors is the third 

category of protective factors present outside the family.  These include caring and 

affection provided by the adults outside the family.  Cowen and Work (1988) opined 

that, community can present role models for children which act as protective factors.   

Another kind of protective factor present in community is social and cultural 

norms, code and conduct. Social control and norms help children to develop 

desirable behaviour.  Community also provides opportunities for children to play 

significant roles in the society which serve as protective factors of resilience. 

Expectation of community about its people is a strong protective factor of 

resilience. Faith is seen as a protective factor for resilient adolescents.  Faith helps 

high achievers to overcome all barriers in order to achieve their goals.  A number of 

studies support this view. Summary of the community protective factors are given 

in Table 8. 
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Table 8 

Community Protective Factors of Academic Resilience 

 Component factors Proponent  and Year 
Presence of a caring adult  Garmezy (1991)  

Pe
rs

on
ne

l 

Support and empowerment 
received from the 
professionals 

Margalit & Kleitman (2006) 

 

Presence of an institutional 
structure such as caring 
agency or church  

Garmezy (1991) 
 

Social support  
Buckner, Mezzacappa, & Beardslee ( 
2003);  Wettersten,  Rudolph,  Faul,  
Gallagher,  Trangsrud,  & Adams (2004) 

 

Environmental support  Gordon Rouse (2003)  
External support system in 
the environment  

Werner & Smith (1977); Buckner, 
Mezzacappa & Beardslee (2003) 

 

Other support factors  Gordon et al .,(2001)  

R
es

ou
rc

es
 

Availability of resources  Wang, Haertel, & Walberg (1997)  
Community culture  Wang, Haertel, & Walberg (1997)  

C
ul

tu
ra

l 

Cultural socialisation 
experiences  

Nelson-Le Gall & Jones (1991) ; Michelle 
& Marc (1999) 

 

 

A healthy community with a treasure of these protective factors can support 

families and schools in fostering academic resilience in at-risk students. 

 Studies and findings above evidence that some children can “beat the odds” 

and be able to lead a healthy life in presence of adversities.  Different kinds of 

protective factors contribute significantly in their successful adaptation. 

 According to Masten, Best, and Garmezy (1990) phenomenon of resilience is 

the capacity for or outcome of successful adaptation despite challenging or 

threatening circumstances.  This successful adaptation or behavioural adaptation 

may be explained as internal states of well-being or effective functioning in the 

environment or both.  Protective factors help to moderate the effects of individual 
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vulnerability or environmental hazards so that the adaptation trajectory of 

individuals becomes more positive. 

 From the analysis of the internal and external assets supporting the proper 

development of a child, it is revealed that the combination of three basic constructs 

viz., personality which includes cognitive skills and styles, social support which 

includes absence of chronic life stresses and performing meaningful social roles and 

family structure which includes high warmth, caring, low criticism, acts as major 

protective factors for children exposed to adversity. All individuals are born with an 

innate capacity for resilience, developing social competence, problem solving skills, 

critical consciousness, autonomy and a sense of purpose.  Social competence 

includes qualities like responsiveness, ability to elicit positive responses from others, 

flexibility, ability to move between different cultures, empathy, communication 

skills, and a sense of humor.  Problem solving skills constitute the ability to plan, 

resourcefulness in seeking help from others, and critical, creative and reflective 

thinking.  Critical consciousness includes a reflective awareness of the structures of 

oppression and ability to create strategies to overcome them.  Autonomy includes a 

sense of task mastery, internal locus of control and self efficacy.  Development of 

resistance and detachment function as a powerful protector of autonomy.  Sense of 

purpose includes goal direction, educational aspirations, achievement motivation, 

persistence, hopefulness, optimism, and spiritual connectedness (Benard, 1995). 

Measurement of Protective Factors  

Confusion around the term 'protective factors' is reflected in literature 

reviews where the term is used interchangeably to denote main effects models and 

models involving interactive  processes (Rolf,  Masten,  Cicchetti,  Neuchterlien , & 

Weintraub, 1990; Luthar & Zigler, 1991; Haggerty, Sherrod, Garmezy, & Rutter, 

1994). Garmezy et al., (1984) used the term “compensatory” to describe models 

involving main effects. In contrast to this, several researchers use the term 

"protective" to refer direct ameliorative effects. For example, in the pioneering study 



 Review   89

on children in Hawaii by Werner and Smith (1982, 1992), protective variables were 

not those involving interaction effects, but simply those differentiating high-

functioning children at-risk from those who developed serious problems. Similar 

usage of term is evident in reports from the Rochester Child Resilience Project 

(Parker, Cowen, Work, & Wyman, 1990; Wyman, Cowen, Work, & Parker, 1991; 

Wyman, Cowen, Work, & Kerley, 1993; Cowen, Work & Wyman, 1997). 

Luthar (1993) has argued for incorporation of more differentiated terms to 

label salient processes to reduce the equivocality in connotations of central terms in 

resilience research.  Attributes with direct ameliorative effects, operating at both 

high and low risk conditions are simply labeled "protective" by many contemporary 

investigators like Parker, Cowen, Work, and Wyman (1990), Rolf, Masten, 

Cicchetti, Nuechterlein, and Weintraub (1990), Luthar and Zigler (1991), and 

Werner and Smith (1992). 

Finer definitions of protective factors differentiate among the models like 

Protective-stabilizing effects, Protective-enhancing effects, Protective-reactive 

effects, and Protective effects which explain the effects of risk and moderator 

variables on adjustment. Protective-stabilizing means that competence decided by 

increase or absence of adversity, it is like a yes/no question. If there is no adversity, 

there will be increased competence, but increase is not gradual. When an attribute 

allows children to engage in stress in such a way that their competence is augmented 

with increase in risk, it can be labeled as "protective - enhancing" effects.  Increase 

in competence due to adversity is accelerating in geometric proportions. When the 

attribute generally confers advantages but less so when stress levels are high than 

low, it can be labeled as 'protective but reactive.' Decelerating increase in the 

competence due to increase in adversity. Protective effects means that increase in 

competence is proportional to constant increase in adversity. 

Similar suffixes can be employed for findings on vulnerability effects, where 

those individuals with the attribute manifest greater maladjustment than those 
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without it. Vulnerable-stable where the general disadvantage of individuals with the 

attribute remains stable despite changing levels of stress. The child is vulnerable 

because competence falls in risk condition, but competence will remains the same, 

irrespective of further increase in adversity. Vulnerable reactive when the overall 

disadvantage linked with the attribute was heightened with increasing levels of 

stress. Fall in competence in risk condition is accelerating in proportion to increase 

in risk. 

The terms "protective" and "vulnerability" process might be used when 

overall effects on at-risk children's adjustment are positive versus negative in 

direction respectively. In describing processes that alter the effects of adversity, the 

terms protective and vulnerability are more correct to denote overall effects that are 

beneficial and detrimental respectively. Main effects can be distinguished from the 

more complex interactive processes through the use of more elaborated labels for the 

latter, which simultaneously indicate both the existence and direction of interactive 

processes in resilience. 

Educational Intervention for Fostering Academic Resilience 

 One of the accepted aims of education is the creation of a sound mind in a 

sound body to help the child to lead a successful life. An emotionally healthy 

individual will be able to withstand with adversities and contribute positively to 

own, societal and national well-being. To attain this objective, education community 

has to devise effective, comprehensive, and practical programmes and tools 

contributing to positive developmental and academic outcomes of children. 

Likewise programmes and policies which support and contribute to effective 

parenting and making adults into good care-givers are very important in the 

development of a child.   

Interesting and promising aspect of resilience, the universal developmental 

process, the successful adaptation despite adversity,  is that though its level is 

determined by genetic make-up and temperament, can be fostered in human beings. 
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Research on resilience has considerable potential to guide the development of 

effective interventions for different at-risk populations.  Interventions based on 

resilience research require strong foundation in both theory and empirical findings.  

Intervention should aim at protective and vulnerability factors at multiple levels of 

influence and goals and techniques should fit with the life situations and everyday 

ecologies of the individual. 

What do the interventions perform for fostering resilience?   

Resilience can be viewed as something we do or something we foster.  

Resilience as something we do has many short-term strategies and it was 

misdirected towards changing the child. Resilience should be conceived as 

something we foster throughout students’ development.  It can be achieved by 

strengthening protective processes of students encountering the adversities. 

Resilience thus is a dynamic developmental process that can be fostered through the 

development of practices and policies and also through the sincere involvement and 

attitudes among professional educators.  It is not an easy task like changing 

practices, policies and attitudes within schools and communities.  To achieve that 

goal one has to deal with a delicate balance between protective processes and risk 

factors present in every young person.  Constant reinforcement of the protective 

processes may help individuals to be resilient when facing adversities.  Through this, 

individuals will be able to keep the potential to become resilient. 

1. Prevention of damage and restoration of basic adaptation systems.  The 

research on resilience reports that strong threats to children are those adversities 

which weaken the basic human protective systems for development.  So the 

programmes that aim to promote and develop competence and resilience in at-risk 

children should focus on the prevention of damage and restoration and compensation 

of threats to these basic adaptation systems.  For example, early childhood 

education, nutritional programmes, positive parenting, good schools that promote 

protection of brain development, thinking, attention and learning have to play a 
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significant role in the lives of children who successfully overcome adversities. 

According to Mc Millan and Reed (1994), a careful outlook at programmes that 

work for at-risk children should tap into basic but powerful protective systems for 

human development. 

2. Providing care, support and opportunities.  Findings of research on resilience 

provides a new paradigm to emphasize caring and support, and positive high 

expectations about children by teachers and other care givers. It also provides 

opportunities for children for meaningful participation in school and civic activities. 

Children need opportunities to experience success at all ages.  Experiencing success 

helps children to become optimistic and confident.  Development of these qualities 

makes children emotionally healthy.  So, family, school and community should take 

responsibility to provide opportunities and should ensure development of talents of 

child.  According to Bandura (1997), children who demonstrate effective persistence 

in face of failure and achieve greater success because of their own efforts become 

healthier in all aspects of life.  Timely provision of different kinds of challenging 

opportunities to children will help them to utilize their talents and efforts and 

gradually they will be able to manage the risk conditions in their life.   

3. Grouping empirically identified protective processes. While designing 

intervention, one should effectively tie together empirically identified protective 

processes (Luthar, 2000). Nettles, Mucherach, and Jones (2000) conducted research 

on influence of social resources such as parent, teacher, and school support on 

resilient outcomes of children and adolescents. Findings from studies showed 

importance of social resources and need for effective programmes of intervention. 

Characteristics of the Process of Resilience Promotion 

The three important characteristics of resilience include the following, 1) It is 

long-term and developmental, 2) Views children with strengths rather than with 

risks or deficits, 3) Nurtures protective processes by changing systems, structures 

and beliefs within schools and communities (Winfield, 1994). 
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1. Long - term, developmental process. There is  difficulty in conducting research 

on resilience as it take long periods to develop resilience and it depends on the 

presence of positive interventions by a significant individual, school or community 

organization at crucial life periods in order to minimize risks.  In the opinion of 

Winfield (1994), Nobel Prize winners, world famous musicians and artists had got 

appropriate combination of support, encouragement and expert mentor at particular 

periods over years.  So researchers should keep this point while designing the 

intervention. 

2. More emphasis on children’s strengths than deficits. In backward areas, task 

of developing talents and resilience are difficult due to two reasons.  One is that 

risks and vulnerabilities are high and another is the prevailing attitudes and beliefs of 

adults.  So there need a change in approach from emphasizing risk and deficits to 

capitalizing protection, strengths and assets.  Educators should be able to predict 

who will fail in a class and which programme will compensate the deficit.  An 

essential to be kept in mind while designing intervention is understanding about 

persistence and success of some students in school and after despite the 

vulnerabilities. 

3. Nurturing protective processes. Research conducted by Brookover, Schweitzer, 

Schneider, Beady, Flood, and Wisenbaker (1978) suggested that school culture is 

strongly related with academic performance of students.  Many factors like school 

goals, expectations, discipline and reward systems followed in a school can either 

promote or hinder success of students.  Researchers like Purkey and Smith (1983) 

and Corcoran (1985) found out that improvement of outcomes can be ensured 

through changing the school’s organizational climate.  By making the changes in 

school structures, a positive school climate can be developed and faculty members 

will be able to concentrate more specifically on protective processes of resilience.  

Developing resilience is strongly related with protective factors. Nurturing 

protective processes help children to succeed in life.  But it requires a change in 

beliefs, structures and policies in schools and communities.  Thus, development of 



 94   Fostering  Academic Resilience 

resilience is related with change in beliefs, structures and policies.  But these belief 

systems are constant in minds of the people in community.  So it is somewhat 

difficult to change these belief systems and develop resilience. Implementation of 

sustained professional development, adoption of school policies and development of 

school cultures that promote learning and achievement of both students and teachers 

will help to change these belief systems.  Change can also be brought about by 

focusing on organizational change involving the staff participation in all phases of 

school planning.  School administrators and teachers have more ability to change the 

structures, language and policies that influence individual’s belief systems. These 

structures, language and policies should be consistent with protective processes and 

developing resilience.  The main purpose of making this change is to strengthen the 

protective processes and there by developing resilience.  So while designing an 

intervention utmost care should be given to the protective factors. 

Guiding Principles for Developing Intervention and Policies 

To make intervention programme based on vulnerability and protective 

factors more effective, one must have to follow some guidelines. Altogether ten 

principles are postulated by Luthar (2000).   

1. Strong theoretical bases 

The design of all interventions must be based on a sound theoretical 

framework.  The framework should give a provision to recognize the mutual, 

transactional influences between children and different aspects of their surrounding 

contexts. 

2. Strong theoretical and research basis in accordance with the target group 

Both qualitative and quantitative empirical evidence must be collected 

systematically on modifiers, which affect the adjustment outcomes in the presence 

of particular adversity. 
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3. Reduction of negative outcomes and promotion of positive adaptation 

Primary objective of intervention should be reduction of negative outcomes 

in children and development of different dimensions of positive adaptation or 

competence.  Same importance should be given to both aspects. 

4. Capitalization of specific resources 

Intervention should be designed in such a way that it should minimize 

vulnerability factors and emphasize specific resources within the target populations.  

A healthy community can play a significant role in promotion of efficacy and 

competence in its individuals, and also to encourage the people to invest positive 

feelings in the community. 

5. Operation of vulnerability and protective factors across multiple levels 

Intervention should focus salient vulnerability and protective processes 

having multiple levels of influence.  These different levels include individual, family 

and community (Sameroff & Chandler, 1975; Bronfenbrenner, 1977; Cicchetti & 

Lynch, 1993). 

6. Strong developmental focus 

In the opinion of Shirk (1988), Cicchetti and Toth (1992), and Noam (1992) 

knowledge about developmental domains like causal reasoning, emotional 

understanding and language ability should be applied while designing interventions 

for children and adolescents.  These developmental focuses reflect attention and 

limit to the specific cognitive, social and emotional capacities associated with target 

individuals. 

7. Contextual relevance 

While designing an intervention, relevant aims and specific strategies should 

be formulized. This can be easily accomplished through collaboration of at-risk 
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children, family, school and community.  Input received from these different sources 

will help individual to view these goals as personally meaningful ones. 

8. Self-sustaining services 

Endeavours of intervention should aim at fostering self-sustaining services.  

A relevant example for this is Comer and Colleagues’ School Development Project 

(Comer, 1987 and Haynes & Comer, 1996).  They utilized service of parents, school 

personnel and community members for healthy child development. 

9. Comparison of data 

To ascertain the effects that are potentially unique to intervention, data 

should be compared with some ‘appropriate comparison groups’. 

10.  Documentation and Evaluation 

Accurate recording and evaluation of critical components and gains of 

intervention should be done through manualization.  Careful documentation and 

assessment are helpful in designing interventions in future. 

Intervention Strategies for Fostering Resilience 

 Resilience research offered three basic strategies for intervention.  They are 

Risk-focused strategies, Asset-focused strategies and Process-focused strategies. 

Risk-focused strategies 

Risk-focused strategies aim at the reduction of exposure of children to 

negative experiences.  Examples of these strategies are reducing teenage drinking, 

smoking or drug use through community programmes, preventing homelessness 

through housing policy, preventing child abuse or neglect through parent education, 

and reducing neighborhood crime or violence through community policing.  Here 

the intention is to avoid or reduce the risk conditions. 
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Asset-focused strategies 

Asset - focused strategies aim at increasing the amount, access and quality of 

resources to children for development of competence.  Examples are providing a 

tutor, organizing club activities, offering parent education classes, and building a 

recreation center.  These resources have direct effect on individuals.  Some other 

assets have indirect effect on individuals.  Examples are providing literacy 

programmes for parents, programmes fostering parenting skills, and programmes 

providing more training and resources to teachers for making them more efficient in 

classrooms.  The search Institute has conducted research and programme 

development based on this strategy (Benson, Galbraith, & Espelad, 1988). 

Process-focused strategies 

These strategies aim at mobilization of the fundamental protective systems 

for development.  Examples include building self-efficacy and motivation in 

children, teaching effective coping strategies for specific threatening situations, 

developing attachment relationship between children and parents through parental-

sensitivity and home visit, nurturing mentoring relationship for children, 

encouraging friendships of children with peers in healthy activities such as extra-

curricular activities, and supporting cultural traditions providing adaptive rituals and 

opportunities for children to establish bonds with pro-social adults.   

 In order to make children resilient, a comprehensive intervention including 

these three strategies is needed.  Examples of such kind of intervention are Head 

Start (Zigler, Taussig & Black, 1992), the Abecedarian Project (Ramey & Ramey, 

1998), The Large - Scale Fast Tract Prevention trial for Conduct Problems (Conduct 

Problems Prevention Research Group, 1999), and the Seattle Social Development 

Project (Hawkins, Catalano, Kosterman, Abbott & Hill, 1999).  All these 

programmes aim at preventing or reducing problems and promoting good 

adaptation. 
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In the field of education, many researchers like Henderson (1987), Benard 

(1991, 1995), Winfield (1994), Comprehensive Teaming to Assure Resiliency in 

Children (1996), and Henderson and Milstein (1996) have very enthusiastically dealt 

with the concept of resilience and have developed programmes and policy 

recommendation based on their research findings. 

The Comprehensive Teaming to Assure Resiliency in Children Project, 1996 

 It is a project developed within the Health Related Services section of 

Minnaepolis Public School and it produced a handbook named Moving Beyond Risk 

to Resiliency:  The School’s Role in Supporting Resiliency in Children in 1996. 

 The project suggested five general strategies of school efforts to support 

resilience.   

1. Providing opportunities for students to develop significant relationships with 

caring adults with the help of school personnel. 

2. Providing opportunities for children to experience mastery and success 

through its foundation of social competencies and academic skills. 

3. Offering opportunities for students to meaningful participation and perform 

responsible roles both within the schools and community. 

4. Concentrating on identification, collaboration and co-ordination of support 

services for children and youth. 

5. Ensuring that its structure, expectations, policies and procedures will not add 

risks to students’ life. 

These general strategies are broken down into specific steps for action.  For 

example: in the first strategy, significant relationships can be established with the 

introduction of a mentor programme, small class size and allowing students and 

teachers to stay together for extended periods of time. 

According to Oxley (1994), Wang, Haertel and Walberg (1994), Freiberg, 

Stein and Huang (1995), and Yancey and Saporito (1995) suggestions formulated by 
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Comprehensive Teaming to Assure Resiliency in children (1996) are very effective 

in promoting educational resilience. 

According to Gilligan (1998), Silva and Stanton (1996) and Siraj-Blatchford 

(1998) schools through the academic, sporting and social experiences provide 

children with many developmental opportunities.  Teachers can perform different 

roles of confidants, mentors, guarantors and the like for welfare of a child. Wehlage, 

Rutter, Smith, Lesko, and Fernandez (1989) opined that for a vulnerable child, a 

sense of ‘membership’ of a school may have great psychological and social value. 

Characteristics of Schools Fostering Resilience in Students 

Since mid 1970s, effective educational practices have become a major area 

of research.  Effective schools can provide powerful and nourishing environment for 

healthy development of a child.  From such environments, students can acquire 

resilience that foster competence and academic achievement. 

Lee, Winfield, and Wilson (1991), Masten (1994), and Wang et al., (1994) 

suggested that the effective schools model of 1970s and 1980s popularized by 

Edmonds (1979) focus on how schools affect resilience. Such schools promote 

academic success among traditionally low performing disadvantaged minority 

students by achieving a safe and orderly school environment in school which is 

closely linked to healthy social behaviour, a characteristic of resilient children. 

There are two dimensions for school effectiveness viz., macro-level and 

micro-level factors.  The macro level factors include total school environment and 

extra school variables.  Micro-level factors constitute the effectiveness of classroom 

instruction, replicable patterns of teacher behaviours and student achievement. 

The Carnegie Foundation for the Advancement of Teaching (1988) 

formulated fifteen criteria to assign a school as an effective one.  Criteria are given 

below. 
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i. Clearly defined goals formulated by the school.  

ii. Language proficiency evaluation of each student by school. 

iii. Judging the number and types of books being read by students.   

iv. Appropriate assessment of core curriculum and general knowledge of 

students by schools. 

v. Plan for the enrolment patterns among various educational programmes at 

the school.  

vi. Overcoming anonymity among students and provision of a close relationship 

between each student and a mentor by organizing school into small units. 

vii. Flexible schedules at school. 

viii. Organizing programmes to encourage the responsibility of students to help 

each other to make school into an orderly and friendly place. 

ix. Deciding a plan for renewal of teachers and administrators. 

x. Clean, attractive and well-equipped schools providing effective learning 

through adequate learning resources and its proper use. 

xi. Active parental participation in school and parent consultation sessions. 

xii. Maintaining connections with community organizations and outside agencies 

to enrich learning of students.   

xiii. Rule for attendance pattern and graduation rates at school. 

xiv. Opening of teaching innovations and reward system for teachers with good 

leadership. 

xv. Make changes in dropout rate, in students seeking post-secondary education 

and getting jobs after graduation.  

1. Fostering resilience through curriculum  

At any stages and level of education, curricula should be based on the age, 

capabilities and needs of children. Then, individuals can use their prior knowledge 

to assimilate new concepts, and theories. Wang, Haertel, and Walberg (1997) 

suggested some modification in curriculum to foster resilience.  Curriculum should 

be rich, rigorous and learner centered. Such curricula provide exposure to children to 
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various subjects like art, drama, community service, and sports activities, where 

opportunities to use their prior knowledge are evident. Exposure to these 

experiences is very beneficial for at-risk children who are lacking higher level 

thinking skills to master all aspects of curriculum.  In addition curriculum help 

establish connection between school, family and community. Further, curriculum 

has to provide life-related experiences that help solve complex problems. 

Curriculum based on the authentic, life-related learning experiences helps to develop 

confidence and self-esteem in at-risk children.  Essentially a curriculum that fosters 

resilience has to do the following.  

1) Promote extra-curricular activities and experiential learning to encourage 

creativity in students. 

2) Design a curriculum which considers the racial, ethnic and linguistic 

diversity and gender and cultural equity to develop a democratic society. 

3) Resist efforts to “dumb down” learning activities, ensuring all students 

higher levels of achievement.  

2. Fostering resilience through instructional strategies that facilitate 

diverse learners 

Teachers should combine powerful research based instructional practices 

with caring and high expectations to facilitate learning of at-risk children and 

developing educational resilience. Teachers who are performing the role of 

facilitator are more effective than the role of the transmitter of knowledge.  Teachers 

who are interested in delivering the content matter in classroom will hinder the self-

learning capacity of the children. According to Wang, Haertel, and Walberg (1998), 

students get more benefits from the classroom where teachers give greater autonomy 

to students and facilitate their active engagement with learning. By developing 

increased responsibility in students for their own learning with different practices 

like inquiry, experimentation, discussion, reflection, application and evaluation of 

self-constructed knowledge by students, teachers can increase the sense of personal 
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agency of students. It is a characteristic of educationally resilient students.  Semi 

dependent learners are more likely to become educationally resilient. 

Students who are able to plan, organize and monitor their learning will be 

more successful in life. Students having meta-cognitive skills are able to plan better, 

monitor their own progress, correct-faulty steps in problem-solving and reflect on 

their own skills, learning process and achievements (Wang, Haertel, & Walberg, 

1998). Developing these learning strategies and help-seeking behaviour in students 

make them more independent, and this significantly contributes to educational 

resilience in children. 

 Students in a classroom are different in various aspects like economic, 

ethnic, linguistic and racial backgrounds, gender, talents, interests and attitudes 

towards school, motivation, life standards, prior learning and school experience. 

Therefore, teachers should design most inclusive classroom environment and should 

use different but effective teaching strategies based on appropriate curriculum to 

cater needs of all children and develop their abilities. Therefore, every child has 

chance of success and expression in classrooms and they become resilient. Teachers 

who are effective in responding to academic difference of students use many 

strategies to provide instruction. Resilience promoting strategies that are effective to 

student diversity are (Wang, Haertel, & Walberg, 1998), 

1) Recognizing ways the students can differ, 

2) Building upon student's background and prior knowledge, 

3) Matching classroom instructional practices to abilities, interests and 

experience of students,  

4) Choosing appropriate assessment techniques based on student's background 

and prior learning, 

5) Promoting teachers to play the role of facilitator to develop self-learning and 

responsibility in students, 
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6) Individualized instructional practices to accommodate different learning 

styles, interests, life experiences and personal strengths of students that make 

learning meaningful for every child to experience success. 

3. Classroom designs promoting resilience  

Classrooms have significant impact on the development of children.  In 

addition to learning the subject matter, child internalizes many things from teachers 

and peers.  If teachers and peers are having good qualities, child will automatically 

get purified and achieve good standards. If teachers are willing to take some more 

responsibilities, every child will become emotionally healthy, demonstrate high 

academic achievement, becoming confident and optimistic to face the adversities 

confronted in life.  For that, teachers should focus on the aspirations, talents and 

resources of children than their deficits. 

In order to develop values like respect, tolerance, co-operation, love, and 

humanity classroom should be democratically organized. Well-organized classrooms 

have particular rules and regulations formulated by teachers and students together. 

Such classrooms offer opportunities for all students to contribute something to 

success of the classroom activities. Wang, Haertel, and Walberg (1998) who studied 

educational resilience emphasized the role of well-organized classrooms in 

prompting educational resilience observed the following.   

1) Flexible physical arrangement of the classroom is resilience promoting.  In 

such a type of arrangement, desks, tables and benches can easily be re-

arranged for easy communication between teachers and students.  Teacher 

can easily monitor the work of the students.  Students have the opportunity 

for self-learning and group learning in such flexible classrooms. 

2) Well managed classroom with correct rules and procedures determined by 

both teachers and students together will help students in self-governance. 

This will help develop social skills, autonomy and responsibility all of which 

promote learning, success and educational resilience. 
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3) Flexible classroom supports co-operative learning, small group work, peer-

tutoring, mixed and ability grouping for at-risk children. Through such 

techniques at-risk students improve their self-concept and acquire new 

problem solving strategies and accountability. 

4) In well-managed and well-organized classrooms, supreme priority is given to 

learning which is co-operative, inclusive, and democratic, leading to a 

climate that foster resilience. 

5)  Small group learning will benefit every student in the classroom.  

Inclusionary group practices like ability grouping, mainstreaming, co-

operative learning, and peer tutoring will help students to gain confidence 

and relationships. 

4. Fostering resilience through evaluation 

 Teachers using various strategies to provide instruction have to adopt 

different types of assessments like projects, exhibitions, portfolios, multiple-choice 

tests and performance tests (Mc Combs & Whisler, 1997). Hence, fostering 

resilience through evaluation requires the following.  

1) Use various types of performance assessments.  Assessment by portfolios 

and demonstration will provide opportunities to students to express what 

they have assimilated meaningfully. 

2) Encourage students to develop self-assessment skills.  It will inspire them to 

learn and become responsible to their learning. 

Fostering Resilience through Family, Peer Group, School and Community 

Relationships 

 According to Berliner and Benard (1995), presence of positive relationships 

in family, school or in community leads to the enhanced capacity to overcome 

adversities in children.  Research on resilience also revealed that positive 

relationships can make a greater difference in the life of an at-risk child.  Therefore, 
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intervention has to take account of what is going on in children’s home and 

community and arrange to foster their relationships in school and community. 

 In 1995, Berliner and Benard made a discussion on changing the schools 

from risk to resiliency.  They focused on relationships, curriculum, instruction, 

grouping practices and evaluation in schools.  Suggestions put forward by them are 

as follows. 

1) Provide support to teachers to collaborate their work with others for student 

achievement. 

2) Limit the class size.  It will help to make rapport between teachers and 

students. 

3) Increase the parent participation in schools.  It will help to control the 

behavioral problems of students and increase school family relationships, 

motivation and achievement of students. 

4) Promote peer learning activities.  It leads to the contribution of all students in 

learning in small groups.  It will increase co-operation between students. 

 After recognizing four important micro systems viz., family, peer group, 

school and community and its impact on development of children, Epstein (1984) 

developed a theory of family school connections. The greater the overlap among the 

four cultures and structures more fruitful will be the development of person.  Greater 

overlap among these four micro systems will have a consistent and joint impact on 

developing person. 

The role of teacher in fostering resilience 

Teacher, the second parent of child has to play a very significant role in 

reducing the stress and avoiding risks through the provision of positive supports and 

establishment of intimate relationships. In order to make the children resilient, some 

changes are needed in the teacher attitudes and expectations, instructional practices, 

classroom climate and organization, and curriculum.  While designing an 

intervention to promote resilience, one should focus on these features. Coleman and 
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Hoffer (1987) pointed out the role of caring and engaging teacher in helping high 

school students to develop the values and attitudes essential to carry out their school 

work and achievement of high grades. They emphasized personal relationship 

between teacher and students. 

 Effective teachers can reduce the vulnerability and stress through the use of 

variety of strategies to develop personal and academic competence of students.  

Teachers using maximum resources to teach their children will result in enhanced 

development and promotion of resilience. Oghu (1992) identified different ways that 

teachers can use to help at-risk children with cultural and language difficulties; 

requiring teachers to understand about the cultural backgrounds of students to 

organize their classrooms and instructional programmes effectively. Ways suggested 

to collect information about the cultural backgrounds of at-risk children are: 1) 

Observation of students’ behaviour, 2) Asking question to students and their families 

about their cultural practices, 3) Conducting research in school settings on ethnic 

groups, and 4) Reviewing the published research on children from diverse cultural 

groups. This information can be used by the teacher to design and implement 

instructional practices to promote maximum development in all students and to 

improve communication between teachers and parents. Recognition of this cultural 

diversity by teachers catering the needs of at-risk children will lead to the 

development of resilience in them. 

 While planning a lesson or interacting with students, teachers who are 

effective in responding to student diversity give much importance to individual 

difference. Effective teachers use a variety of strategies to create classroom learning 

environment which maximize the success of all students (Wang & Walberg, 1985; 

Corno & Snow, 1986; Wang, 1996). The role of teacher as a scaffolder enables 

students to carry out complex tasks.  Here the teacher provides guided practice 

(Collins, Brown & Newman, 1990). Expert scaffolding and mediated instructional 

technique are very effective for special or at-risk children (Corno & Snow, 1986; 

Means, Chelemer, & Knapp, 1991). 
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 Efficient teachers, can foster resilience in students by developing self-

concept and promoting self-responsibility for their learning (Wang & Palinscar, 

1989). Teachers can foster resilience through setting realistic expectations in 

students, helping them to master new experiences and developing students into 

active learners. When students become aware of their own role in their learning and 

success, they will work hard to overcome difficulties. 

 Teachers play a key role in providing empathetic support to pupils and 

helping them to set achievable goals. These are two behaviours involved in 

successful mentoring.  Effective school environment which encourages teachers and 

other care giving adults to establish frequent contact with students is very supportive 

in promoting resilience (Lefkowitz, 1986). 

Importance of teachers’ caring attitude and high expectations 

 A single teacher alone cannot improve the infrastructural facilities of 

classroom to promote learning and development of a child.  But teachers can bring 

about a significant and long-lasting positive impact on children through their caring 

and loving attitude and high expectations. 

 Attitude is a mental pre-disposition which cannot be taught but caught like 

values. Children are spending almost all the day time with their teachers and other 

care-givers in the school than with their parents.  This will provide teachers with 

opportunities to give caring and support to students.  Many educationally resilient 

children attributed their success to a caring and supportive teacher.  The most 

frequently encountered positive role model in the life of a child outside the family 

was a teacher (Werner & Smith, 1989).  According to them, a special teacher was 

not only an instructor of academic skills for a resilient student, but also a confidant 

and positive model for personal identification. 

 Effective resilience promoting teachers can express their caring by showing 

interest in student's activities and achievements, providing concern to students, 
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giving respect to students, and holding high expectations about students. Teachers 

who model and desire resilient behaviours from their students are often called 

turnaround teachers (Benard, 1997). Turnaround teachers or mentors provide and 

model the protective factors that buffer risk and enable positive development by 

meeting youth’s basic needs for safety, love and belonging, respect, power, 

accomplishment and learning, and ultimately for meaning ( Benard,1991 ). 

 Teachers have to realize that all students, including at-risk students, can also 

learn if taught using different and appropriate strategies.  Teachers’ faith in at-risk 

children is reflected in high expectations and helping them to fulfill these.  This will 

promote the engagement and responsibility of at-risk children with content and class 

room activity, which in turn develops self-esteem and ultimately resilience in at-risk 

children. 

The role of peer support in fostering resilience 

 Peer group has a very significant role in the healthy development of a child. 

Children and adolescents immediately share their feelings with their peers. Peers are 

the most important source of support after the family (Clark, 1991). Support 

provided by peer group to children and adolescents helps them to develop values of 

love, caring and co-operation. It also functions as  protective shield for children 

against risks.  Wang et al., (1990) provided evidence about the use of adaptive 

distancing by the children of divorced parents to keep themselves away from their 

parents.  Such children find love, companionship, and care from their peers. Peer 

group also have significant influence on self-perceived academic competence of 

student and their attitude towards school.  If peer group is positive in every aspect, 

the child will automatically develop good qualities. Attitude of peer group towards 

school is significant predictor of grades, achievement test scores, values related with 

good studentship and perceived competence (Cauce, 1986). Activities organized by 

the schools, like mentoring programme, peer tutoring,  small group learning, and 

extra-curricular activities  will help to develop positive peer relationship in students 
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which acts as protective factor for resilience. For example, co-operative learning 

strategies are the most effective school-based intervention for reducing alcohol and 

drug use. In co-operative learning strategies, peers can play a significant role. 

The role of family in fostering resilience 

 Researchers like Rutter (1979), Werner and Smith (1982), Rutter (1990) 

Masten, Best, and Garmezy (1990), and Benard (1991) have emphasized the 

importance of family in fostering resilience. 

Parents and families are the first protective agents in child's environment 

(Masten, Best, and Garmezy, 1990).  Parents provide opportunities to learn, to 

collect information, present role models and connect children with other resources. 

Caring by parents, structured family environments, holding high expectations for 

children's behaivour and encouraging children's participation in family life are 

protective factors of resilience (Benard, 1990). Benard (1991) also pointed out the 

importance of participation of children in family and household activities in 

fostering resilience. Rutter (1990) also reported that the importance of good parent-

child relationships and secure and supportive personal attachment provided in early 

stages of life in helping children to overcome adversities in later life. Children who 

are lacking positive relationship with parents exhibited conduct disorders than 

children maintaining good relationship with parents (Rutter, 1979). 

 Family related variables like family cohesion, family warmth and absence of 

discord will protect the child from adversity.  Garmezy (1974) and Werner and 

Smith (1982) emphasized the value of assigned chores, caring for brothers and 

sisters and undertaking part time work to support family and their role in enhancing 

self-esteem of children and ultimately fostering resilience. A structured family 

environment with consistent rules and regulation and discipline and holding high 

expectation about children will produce better outcomes among children from at-risk 

families (Bennet, Wolin, & Reiss, 1988). As the family becomes more resourceful 

and supportive, children's ability to face future challenges will be enhanced. 
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Importance of family involvement with schools 

 Since there is significant correlation between school achievement and 

features of home environment (Iverson & Walberg, 1982; Graue, Weinstein, & 

Walberg, 1983) positive interference of family in the functioning of school is 

essential for ensuring effectiveness of schools.  Educational intervention 

programmes incorporating family involvement are more effective than programmes 

aimed at students only (Weikart, Epstein, Schweinhart, & Bond, 1978; Walberg, 

1984). Epstein (1984) and Moles (1982) have documented positive effect of family 

involvement in enhancing performance of children in schools.  Active participation 

of family members in student's learning has improved student achievement, 

increased school attendance, and decreased student dropouts, delinquency and 

pregnancy rates (Peterson, 1989). Comer (1986) used parent involvement strategies 

like parent involvement in tutoring programmes, parent-developed workshops, 

assistance provided by parents to teachers in planning classroom activities for 

several years resulting in raising the rank of school to third out of twenty six. Thus, a 

number of family involvement programmes can be implemented to promote the 

healthy development of child (Wang, Haertel, and Walberg, 1994). Some 

programmes focus on families’ involvement in school management or their actual 

presence in schools.  Some other focuses on developing communication skills in 

parent and helping their children to follow good study habits and expectations.  

Others focus on family resources. Activities like home visits, job training, health 

care, mental health and social support services are undertaken to promote healthy 

development of children. 

The role of community in fostering resilience 

 Community based programmes provide more social support and adult aid, 

concrete help on tasks and opportunities to develop new interests and skills for 

students in order to foster resilience. Adverse chain reactions can be broken by 

finding ways to reduce risk and making opportunities and resources available in the 
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community to at-risk students (Swanson & Spencer, 1991). So while designing 

school improvement programmes educators should co-ordinate and integrate 

services and resources available in the community (Kirst & McLaughlin, 1990; 

National Centre in Education in the Inner cities, 1990). According to Wang, Haertel, 

and Walberg (1998) communities having well-developed and integrated networks of 

social organizations such as religious institutions, health care organizations, child-

care services, job training centers, and recreational facilities can promote resilience. 

The availability and proper discharge of services by these community organizations 

functions as the protective factors to overcome risks. Community can foster 

educational resilience through frequent and explicit reinforcement of positive social 

values. A collaboration of family, school and community will be more effective in 

developing resilience (Wang, Haertel, & Walberg, 1994). 

Presence of social organizations that promote healthy human development is 

an indication of a cohesive and supportive community (Garmezy, 1991). The 

abstract beliefs in religious protective figures and relationships with members of 

religious community serve as protective factors of resilience (Masten et al., 1990). 

Community having good standards of citizenship is a protective mechanism for 

residents (Long & Vaillant, 1984). Consistent social and cultural norms among 

community members and organizations are protective and resilience promoting.  

Such consistency in norms helps children and youth to develop desirable behaviour. 

Opportunities provided by community for children and youth to behave as valued 

members serve as another protective factor. 

 Benard (1991) has identified three characteristics of communities that foster 

resilience. They are, 1) Availability of social organizations providing resources to 

residents, 2) Consistency in social norms to inform members about desirable 

behaviour, and 3) Provision of opportunities for children and youth to perform the 

role of valued members in the life of community. In short, through the provision and 

integration of various human services community can foster educational resilience. 
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 After analyzing the role played by families, schools, and communities in 

fostering resilience it is clear that school-linked programmes designed with proper 

consideration of family and community is effective in improving the overall quality 

of student's life and in fostering academic resilience. A learning environment which 

supports the intimate relationships between teachers, students and parents, an 

activity oriented curriculum, facilitative instruction and individualized instructional 

techniques, grouping techniques in classrooms, and various types of evaluation 

including portfolios, and self-assessment by students will lead a school from risk to 

resilience.  

Educational Programmes and Reforms related with Resilience 

 With an ecological perspective Wang (1996) conducted a work on promotion 

of school success in connection with National Center on Education in the Inner 

Cities at Temple University, Philadelphia.  Ecological perspective views inner-city 

children and their families as a subsystem of a larger ecosystem.  It is supported by 

the Ecological systems theory put forward by Bronfenbrenner (1979).  This theory 

views the child as a developing one within a complex system of relationships 

affected by multiple levels of surrounding environment.  That complex system of 

environment includes micro system, mesosystem, exosystem, and macro system. 

Microsystems is the immediate environment of child; mesosystem, interactions 

among micro system factors; exosystem, factors in wider community and macro 

system is values, laws, customs in the community.  The National Center on 

Education in the Inner Cities is interested in promoting school success through 

establishing connections between families and community resources.  They studied 

how social and health services provided to the needy children be connected with 

such services provided by schools and other educational institutions.  After 

surveying a number of successful co-ordinated approaches, Wang (1996) opined that 

single component or practice cannot account for improvements, and combination of 

successful practices based on needs of students and site-specific strengths and 

constraints into an integrated system and its implementation is more effective. 
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Office of Educational Research and Improvement assigned National 

Research Center on Education in the Inner Cities to evaluate the reports related with 

Educational Resilience.  The study was undertaken by Wang, Haertel, and Walberg 

in 1998.   The study provided information regarding transformation of at-risk 

children to educationally resilient children. They identified eleven educational 

programmes and forty-one resilience promoting features.  These features were 

grouped into five categories.  The eleven educational programmes and reforms were 

Accelerated Schools, School Development Programmes, Core Knowledge Senses, 

Coalition of Essential Schools, 20/20 Analysis, Adaptive Learning Environments 

Model, Community for Learning, Head Start on Science, Reading Recovery, 

National Writing Projects and Higher order Thinking Skills.   

 Forty-one resilience promoting features were categorized into five groups 

viz., School Climate and Organization, Classroom Climate and Organization, 

Teacher Attitudes and Expectations, Instructional Practices and Curriculum. 

 Resilience promoting features corresponding to each of these five categories 

are as follows. 

I.   School Climate and Organization 

1.  Inclusive Schools 

2. Structured and Orderly schools 

3. Reduce effects of relocation 

4. Coordinated school-linked services 

5. Family involvement 

6. Community involvement/Mentoring 

7. Small schools 

8. Site-specific improvement plan 

9. Shared decision making (curriculum, instruction, governance) 

10. Research-based effective educational practices 

11. Academically oriented school culture 
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12. Incentives for student success 

13. Encourage  choice and completion of academically demanding 

programs 

14. Oriented to preventing problems.   

II.   Classroom Climate and Organization 

15. Inclusive classrooms/de-tracked 

16. Small class size 

17. Positive classroom climate 

18. Well managed classrooms 

III.   Teacher Attitudes and Expectations 

19. Caring teachers 

20. High expectations for student-learning 

IV.  Instructional practices 

21. Facilitating student learning 

22. Active learning (learner-centred classroom) 

23. Maximised learning time 

24. Direct instruction 

25. Adaptive learning strategies 

26. Whole-class instruction 

27. Small group instruction 

28. One-on-one instruction 

29. Peer-based learning activities 

30. Frequent, high quality academic and social interactions 

31. Metacognitive and student self-responsibility strategies 

V.   Curriculum 

32. Multicultural curriculum 

33. Appropriate to students’ cultural background 
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34. Appropriate to students’ academic background 

35. Challenging curriculum with rich content 

36. Attention to foundation of basic skills 

37. Multiple assessment strategies 

38. Individual learning plans 

39. Integration of content areas 

40. Relevant curriculum 

41. Alignment of curriculum and assessment 

Based on these programmes, different types of educational reforms were 

designed which include pre-K, elementary, middle school and secondary school 

programmes.  These programmes are related with science, reading, writing, higher 

orders thinking and self-directed learning skills. Analysis of reforms identified six 

dimensions of resilience promoting programmes.  These dimensions are: 1) 

Programmes Targeted at Children At-risk of School Failure, 2) Comprehensive 

School Reform vs. Narrower Interventions, 3) Direct Influences on Student 

Learning, 4) Meeting Children’s Basic Needs, 5) Student’s sense of Belonging and 

6) Adapting Curriculum and Instruction. 

1. Programmes Targeted at Children At-Risk of School Failure 

Such programmes addressed a range of student needs including academic 

attainment, social skills and physical and psychological well-being.  Programmes 

like Accelerated Schools, School Development Programme, 20/20 Analysis, 

Adaptive Learning, Head Start on Science, Reading Recovery, and Higher order 

Thinking Skills were designed for children at- risk of school failure. 

2. Comprehensive School Reform Vs. Narrower Interventions 

A programme can be assigned as resilience promoting in nature based on a 

careful examination of the programme components, the role and expectations of 

teachers, curriculum content, the delivery of services to students with greater than 
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usual instructional needs and the classroom and school organization and climate.  

Whole school reforms are more efficient than narrower interventions. These 

programmes addressed the school related and instructional problems faced by 

children at- risk of school failure.   

3. Direct Influences on Student Learning 

Psychological, physiological and environmental characteristics influence the 

learning and achievement of students.  According to Wang, Haertel, and Walberg 

(1994) psychological characteristics like ability and prior achievement and the 

features of home and classroom influence learning achievement of child.  One can 

infer that if home and classroom environments are educationally supportive and 

challenging, children will learn and achieve more.  Some resilience promoting 

programmes foster psychological attributes like self-regulated learning, 

interpersonal skills, problem solving, and other capabilities like literacy and 

numeracy which can directly influence student learning. 

4. Meeting Children’s Basic Needs 

 Resilience research findings emphasize the collaboration of home, 

classroom, school, peer group and community contexts for healthy development.  

The influence and support of all these resources will help children to overcome 

adversities encountered by them.  School linked, co-ordinated services, school wide 

orientation to problem prevention and inclusive practices are the three key 

programmes that directly meet needs of children.    

5. Students’ Sense of Belonging 

Sense of belongingness is essential for perfect life.   If children are provided 

with democratic schools, co-operative classrooms, caring teachers and opportunities 

for social interaction they will develop sense of belongingness more.  At school 

organization level, inclusive practices, small educational units, peer tutoring, 

mentoring, and collaborative learning activities will enhance sense of belonging in 
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students.  Opportunities for children to interact with teachers, care-givers and peers 

are one feature of programme that provides students with sense of belonging.  

6. Adapting Curriculum and Instruction 

According to Wang, Haertel, and Walberg (1998) to promote educational 

resilience, students must have opportunities to acquire advanced subject area 

knowledge and skills.  Individual learning plans, adaptive instructional strategies, 

multicultural and intellectually challenging curricula based on children’s cultural 

backgrounds and academic needs and use of frequent assessments in a variety 

formats promote resilience in students. 

 Resilience promoting school programmes and reforms which collaborate 

family, school and community should be strengthened and implemented to foster 

healthy development and academic success.  Educational resilience can be promoted 

by teachers adopting new perspective of their students, as individuals who can make 

choices, acquire knowledge and skills and achieve a fulfilling life.  Along with this, 

teacher’s caring attitude and high expectation will enhance resilience in students.   

 Practices related with fostering cognitive abilities, motivation and behaviour, 

classroom management, climate and student-teacher interactions and quality of 

instruction are the factors which differentiate effective and ineffective schools.  On 

these practices, class teachers have great control to make positive changes. The 

variables that are away from learning settings like school and district demographics, 

state and school policies have least influence on the effectiveness of school (Wang, 

Haertel & Walberg, 1994). 

Select Protective Factors in Present Study 

Based on the focus of various intervention programmes and indication of 

literature reviewed on the protective factors which acts as sources of resilience, the 

following protective factors were selected as variables in this study. The select 

protective factors are composite variables comprising of many less minor protective 
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factors. The select protective factors, components included in its measurement and 

the major works which site them as protective are presented below.  

Social competence 

Meaning: - Social competence denotes the social, emotional and cognitive 

skills and behaviours that a child needs for successful social adaptation. 

Components: Communication skills, responsiveness, flexibility, and 

empathy.  

Rutter (1980, 1984, 1985), Waters and Sroufe (1983), Garmezy (1985), 

Zigler and Glick (1986), Werner and Smith (1988), Masten, Best and Garmezy 

(1990), Consortium on the school - Based Promotion of Social Competence (1994), 

Gore and Eckenrode (1994),  Berliner and Benard (1995), and Grotberg (1996) 

studied about Social Competence as a within-child protective factor. 

Problem solving skill 

Meaning: Problem solving is a higher order cognitive and mental process and 

it considers all the intellectual functions. It is a movement from given state to 

desired goal. 

Components: Ability to plan, resourcefulness in seeking help from others, 

and think critically, creatively, and reflectively. 

Werner and Smith (1977), Parker et al., (1990), Nelson- Le Gall and Jones 

(1991), Grotberg (1996), Hart, Olsen, Robinson and Mandleco (1997), and 

Grantham (2004) studied about Problem Solving Skill as a within-child protective 

factor. 

Critical consciousness 

Meaning: Accomplishing a thorough understanding of the world, allowing 

the perceptions and exposure of perceived social and political contradictions and 
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taking actions against the oppressive elements in one's life that are illuminated by 

that understanding. 

Components: Reflective awareness of structure of oppressions and creating 

strategies for overcoming them. 

Benard (1995) and Garmezy (1991) studied about Critical Consciousness as 

a within-child protective factor. 

Autonomy 

Meaning: It is a sense of one’s own identity and a capacity to act 

independently, and to exert appropriate control over one’s environment. 

Components: Sense of task mastery, internal locus of control, self-esteem, 

and self-efficacy. 

Nelson-Le Gall and Jones (1991), Berliner and Benard (1995), and Grotberg 

(1996) studied about Autonomy as a within-child protective factor. 

Sense of purpose 

Meaning: Individuals’ ability to know what is important to self, to assess 

realistically one's abilities, to have energy for goal direction, to exercise emotional 

self-regulation, and to pursue inner directions over time, and having a definite 

purpose in life. 

Components: Goal direction, educational aspiration, achievement motivation, 

achievement oriented outlook, persistence, dedication, hopefulness, optimism, and 

spiritual connectedness. 

Berliner and Benard (1995) and Gizir and Aydin (2009) studied about Sense 

of Purpose as a within-child protective factor. 
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Peer support 

Meaning: Stepping-stone of healthy future development, it is the ability of 

children to perform different roles, viewing things from other person’s perspective, 

following the social norms and conventions, helping the child to imbibe reciprocity, 

co-operation and negotiation. 

Components: Presence of peer support,  caring towards students facing 

stressful life circumstances, engagement of peers in pro-social constructive 

behaviuors that foster good health, academic achievement, and responsible 

citizenship, co-operative learning programmes, and use of small learning groups. 

Alva (1991), Gonzalez and Padilla (1997), Wang, Haertel, and Walberg 

(1997), Deborah, Mary, and Adaline (2002), and Powers, J. D., Bowen, G. L., & 

Rose, R. A. (2005) studied about Peer Support as a protective factor. 

Family resources 

Meaning: It is the capacity of a family to meet the basic needs of children 

like housing, food, and clothing, provision of adequate time and family interactions, 

to make available social resources in meeting needs and achieving goals, physical 

presence of parents and attention provided by parents to child. 

Components: Food, shelter, basic needs, connections to other resources, 

transportation, physical growth, information, learning opportunities, and behavioural 

models. 

Masten, Garmezy, Tellegen, Pellegrini, Larkin, and Larsen (1988) and 

Wang, Haertel, and Walberg (1994) studied about this. 

Family psychological nurturance 

Meaning: It is the provision of opportunities, support, and confidence to 

children, and holding high expectations to enhance their abilities. This include direct 
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behaviours such as volunteering in classrooms and helping in homework, parents’ 

expectations and aspirations for their children's achievement, parent child 

communications about the school, parents support in educational experiences and in 

school based activities as meeting with teachers, and home based practices viz., 

monitoring and structuring children’s time, engaging children in learning stimulating 

activities, and discussing school related matters and education.  

Components: Academic, moral, and social expectations, nurturing self-

esteem, and self-efficacy, and involvement in programmes and courses that advance 

skill. 

Benson, Galbraith, and Espelad (1988), Masten, A. S., Garmezy, N., 

Tellegen, A., Pellegrini, D. S., Larkin, K., & Larsen, A. (1988), Masten, A. S., 

Coatsworth, J. D., Newmann, J., Gest, S. D., Tellegen, A., & Garmezy, N. (1995), 

Baldwin, Baldwin, and Cole (1990), Berliner and Benard (1995), Horn and Chen 

(1998), and Devlin and O’Brien (1999) have conducted research about the 

importance of Family Psychological Nurturance in fostering resilience. 

Family environment 

Meaning: Family environment refers to all objects, forces, and conditions in 

home which influence the physical, emotional, and intellectual development of 

child. Close parent-adolescent relationships, good parenting skills, shared family 

activities and positive parent role modeling are related with healthy development of 

adolescents. 

Components: Strong relationships with adults, family warmth, family 

cohesion, and children perform chores to family, orderly house hold environment, 

and absence of family discord. 

Iverson and Walberg (1982), Graue, Weinstein, and Walberg (1983), Bennet, 

Wolin, and Reiss (1988), and Wang, Haertel, and Walberg (1997), and Walsh (1998) 
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were the researchers studied the significance of Family Environment in developing 

resilience. 

Authoritative parenting 

Meaning: An authoritative parenting style is most closely aligned with 

consistent parenting philosophy. It encourages growth of strong inner discipline of  

children through treating children with respect. It is more democratic in nature. 

Authoritative parents express love and affection to their children, without fear that 

such expressions may affect their ability to discipline. 

Components: Establishment of rules and guidelines that their children are 

expected to follow, willing to listen to questions, more nurturing and forgiving 

rather than punishing, monitor and impart clear standards for their children’s 

conduct, and supportive rather than punitive. 

Masten, A. S., Garmezy, N., Tellegen, A., Pellegrini, D. S., Larkin, K., & 

Larsen, A. (1988), and Baldwin, Baldwin, and Cole (1990) studied about the 

importance of Authoritative Parenting and its relation to resilience. 

Curriculum adaptation to student diversity 

Meaning: Curriculum having the feature of diversity is ready for 

incorporating adaptation, goals and teaching methodologies. Curriculum should not 

be closed. It should allow imbibing new educational experiences. Such an adaptive 

curriculum can consider the participations of all learners in learning process.  

Classroom with diverse educational activities will increase interest of all students. 

Curricular adaptations should include organizational modifications in goals and 

contents, methodologies, and in evaluation philosophy and in strategies. 

Components: Teacher sensitivity to students’ cultural and intellectual 

diversity, adaptation of curriculum content and instructional strategies to ensure 
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students’ learning, and pre-requisite content instruction to overcome students’ 

knowledge benefits. 

Lee, Winfield, and Wilson (1991) and Wang, Haertel, and Walberg (1997), 

studied about Curriculum Adaptation to Student Diversity as a protective factor. 

Caring teachers 

Meaning: Caring is a process that includes getting to know each other, 

reflecting on prior behaviour, patience, honesty, and humility, and trust. Caring 

behaviour is critical, especially for students at-risk of cultural diversity and fear of 

failure. Caring in teacher-student relationship can be explained in terms of a role 

where the teacher is expected to extend care for students as  part of professional 

responsibility and addressing needs of students in a culturally responsive manner.   

Components: Committed relationship between students and teachers, high 

expectations for all students, promotion of student self-concept, student mastery of 

new experiences, and role modeling of pro-social behaviours. 

Alva (1991), Winfield and Manning (1992), Wang, Haertel, and Walberg 

(1997), Geary (1998), Benard (2004), and Knesting (2008) studied about the 

significance of Caring Teachers in fostering academic resilience. 

Emerging Directions in Interventions for Resilience  

1. Intervention and multiple protective processes. While designing intervention, 

one should effectively tie together empirically identified protective processes. 

Researchers like Jessor, Van Den Bos, Vanderryn, Costa, and Turbin (1995), 

Fergusson and Lynskey (1996), Furstenberg, Cook, Eccles, Elder, and Sameroff, 

(1999), and Jessor, Turbin, and Costa, (1998a, 1998b) have proved that multiple 

protective factors can increase the chances of positive outcomes among at-risk 

groups. 



 124   Fostering  Academic Resilience 

2. Flexible evaluation of interventions.  The new promising intervention 

demands flexible evaluation approaches. Appropriate control or comparison groups 

should be included in the intervention to assess its effectiveness (St. Pierre & 

Layzer, 1998). Multilayer, multi-component community-based intervention models 

are more effective in attaining sustainable change in both individuals and systems.  

It should be evaluated through descriptive, non-experimental strategies (Weissberg 

& Greenberg, 1998). Luthar and Cicchetti (2000) supported the view of Weissberg 

and Greenberg (1998) and opined that long-term, effective evaluations should 

integrate the quantitative experimental studies with more qualitative, process-

oriented approaches. 

3. Sensitive time and duration of intervention. According to Felsman and Vaillant 

(1987), Luthar (1999, 2000), Rutter (1990, 2000), and Werner (2000) an important 

point emerged from research on resilience is that each intervention has a particular 

value different at every developmental transitions.  Early childhood interventions 

have preventive value (Zigler & Styfco, 1996). According to Weissberg and 

Greenberg (1998) during the development children have different sensitive periods.  

In each period, children respond differently to different interventions. Educationally 

based interventions are more suitable to pre-schoolers than toddlers.  Interventions 

targeting attitudes towards deviant behaviours are effective with pre-adolescents and 

adolescents. Longer period of interventions generally found to be more effective 

than shorter ones (Zigler & Styfco, 1993; Weissberg & Greenberg, 1998). 

Intervention during the periods of transition such as entry into school, into 

adolescence or into the work force is common.  During these periods, children have 

to face normative developmental challenges (Felner, Brand, Adan, Mulhall, Flowers, 

Sartain, & Dubois, 1993; Eccles, Lord, & Roesser, 1996). 

4. Greater attention to mental health. Knitzer (2000a) noted that there is little 

awareness about the reality that child's emotional state also affect his or her ability to 

achieve the level of social and cognitive competence necessary to learn. The value 

of clear attention to mental health is evident in several empirical researches (Luthar, 
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2000). 1) Studies on resilience conducted by Luthar (1991), Radke-Yarrow and 

Brown (1993), Luthar, Doernberger, and Zigler (1993), and Cohler, Stott, and 

Musick, (1995)  revealed that even when the at-risk individuals demonstrate 

exemplary, socially conforming behaviour profiles, many of them struggles with 

inner distress. 2) Uncontrolled emotional distress can inhibit ability of the individual 

to display adequate functioning across various everyday roles (Hammen, 1990; 

Beckham & Leber, 1995; Brent, Mortiz, Bridge, Perper, and Canobbio, 1996).  3) In 

the absence of appropriate interventions, resilient individuals may develop a range 

of difficulties over time (Egeland, Carlson, Sroufe, 1993; Apfel & Seitz, 1997).  4) 

For many vulnerable low income individuals, provision of mental health services is 

an important agency to bring long term productivity and employability (Knitzer, 

2000a). So, policies and programmes should focus also on reducing the emotional 

distress of individuals and on retaining the positive adjustment outcomes. 

5. Broader perspective on at-risk individuals. Luthar and D'Avanzo (1999) stated 

that at-risk youth alone cannot find a solution for their emotional problems.  Parents 

who are aware of their children’s problems do seek help from others to solve it 

(Puura, Almqvist,  Tamminen,  Piha,  Kumpulainen,  Rasanen, 1998). So all policies 

and programmes aimed at fostering resilience should take all families and children 

into adequate consideration (Jessar et al., 1998b; Takanishi, 1996). Such a kind of 

approach will result in long lasting positive outcomes in both high-risk and low-risk 

individuals. Intervention should aim at vulnerability and protective factors at 

multiple levels and should formulate goals and use technique in accordance with life 

circumstances and ecologies of the individuals.   

In the field of educational research there are a variety of ways to address the 

achievement gap issue in students.  Some of them focus on failure and some others 

on success. According to Gardynik and Mc Donald (2005)   there is growing 

emphasis on the second category research i.e., academic resilience. It is a powerful 

educational tool to protect at-risk students. Researchers like Gardynik and 

McDonald (2005) and Milstein and Henry (2000) opined that research on academic 
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resilience is based on the idea that an effective and under utilized ways to lessen the 

achievement gap is attaining a thorough understanding of the success. Resilience 

studies focus on successful adaptation of specific at-risk populations and their 

achievements. According to Moote and Wodarski (1997) definition of at-risk is 

something different in the educational field and it refers to students from low-

socioeconomic status (SES) and disenfranchised backgrounds statistically less likely 

to achieve academically. So educationists should focus on helping at-risk students to 

achieve academically in presence of risks. A clear understanding of the types of 

protective factors is very much essential to save at-risk students. According to 

Masten and Coatsworth (1998), the way in which an individual acquire, maintain, 

and express strength in the middle of adversity vary depending on developmental 

stage, external expectations, family relationships, and life circumstances. The 

developmental stage of adolescence is very much delicate and adolescents 

experience multiple problems and are most at-risk for long term difficulties. So, 

educationists and practitioners should have a thorough understanding about both the 

risks and protective factors within-individual, within-family, within-school, and 

within-community to lessen the effects of risks on academic achievement by 

mobilizing the protective factors. Present study attempted to categorize the within-

individual, within-family, within-school, and within-community protective factors 

into clusters under specific heads which will enable educationists and counselors to 

design effective interventions focusing on at-risk students to gain confidence to 

demonstrate academic resilience. 

Studies on Risk in Academic Contexts 

Irvin (2012) conducted a study to determine whether behavioural and 

psychological engagement in middle school has any protective role, and thereby 

contributing anything to the resilience of African American youth from low-income 

rural communities. Teacher reports of adjustment viz., aggression, academic 

competence, and popularity in the sixth grade were collected. Data on behavioural 

and psychological engagement across the seventh and eighth grade were collected 
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from student self-reports. In the ninth grade, achievement data were obtained from 

school grades and aggression was measured by peer assessments. Early adjustment 

configurations were derived from sixth grade teacher reports to identify profiles 

across multiple behavioural measures that increase risk. Regression analyses 

indicated that youth with Troubled, Tough, and Disengaged profiles were at-risk for 

difficulties in subsequent achievement and aggression. In addition, behavioural and 

psychological engagement had a main effect relation with achievement and 

aggression. This indicated that engagement had a protective role in resilience 

development.  

Reyes and Elias (2011) identified that Latino youth confront significant 

challenges and engage in many risky behaviours that can hinder positive 

development and well-being such as attempted suicide, lifetime cocaine use, 

unprotected sex, and dropping out of school from National statistics. At the same 

time, many Latino youth are developing well despite exposure to significant 

adversity. A significant question before researchers, educators, and policy makers is 

how to progress the health, well-being, and achievement of more Latino youth. This 

article considers conceptual issues related to resilience and culture, risk, and 

protective factors relevant to Latinos and especially role of schools in fostering 

resilience. Special attention is paid to building of child-based resources such as 

social–emotional competencies, and social system resources such as a caring school 

climate. 

Alaska Division of Behavioural Health (2011) conducted a review of the 

research conducted by Prevention Research Committee for Behavioural Health 

(2006), Behavioural Health Epidemiological Outcomes Workgroup (2007), and 

SPF/SIG Epidemiological Influences Workgroup (2010) on risk and protective 

factors for adolescent substance use and other problem behaviour.   Extensive 

national research over fifty years has demonstrated a strong association between 

specific social conditions, personal characteristics, experiences and involvement in 

unhealthy behaviour. This research has identified these influences as risk and 
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protective factors. This paper provided an overview of the cross disciplinary 

research behind each of the factors. Risk factors are characteristics within the 

individual or conditions in the family, school or community that increase the 

likelihood of engaging in unhealthy behaviour like the use of alcohol, tobacco and 

other drugs, violence, suicide, or early sexual activity. The more risk factors present 

in a child’s life, the greater the likelihood of problems in adolescence. Protective 

factors are characteristics within the individual or conditions in the family, school or 

community that assist the individual cope successfully with life challenges. When 

people can successfully negotiate their problems and deal with pre-existing risk 

factors, they are less likely to engage in unhealthy behaviour. Protective factors are 

instrumental in healthy development; they build resiliency, skills and connections.  

Perez,  Espinoza,  Ramos,  Coronado, and Cortes (2009) examined academic 

resilience of 104 undocumented immigrant Latino students. Results from regression 

and cluster analyses indicated that despite specific risk factors like elevated feelings 

of societal rejection, low parental education, and high employment hours during 

school, undocumented students who have high levels of personal and environmental 

protective factors viz., supportive parents, friends, and participation in school 

activities reported higher levels of academic success than students with similar risk 

factors and lower levels of personal and environmental resources. The results also 

suggested inconsistency in risk exposure among undocumented students with some 

students reporting low levels of risk accompanied by high levels of personal and 

environmental protective factors.  

Shaw (2008) identified that students with borderline intellectual functioning 

are a large population at-risk for school failure. Educational trends like use of 

response to intervention models of special education eligibility, implementation of 

inclusive education, and the accountability components of No Child Left Behind, 

have increased awareness and served as a catalyst for improving the education of 

students with borderline intellectual functioning. However, students received few 

supportive educational services. This study emphasized that effective instructional 
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practices can build academic resilience skills to restructure the important, but often-

ignored, risk factor of borderline intellectual functioning.  

According to Shonkoff and Phillips (2008), development of children in very 

low resource or at-risk family contexts is a special area of interest to scientists, and 

practitioners.  Developmental researchers have conducted studies on the influence of 

poverty and other aspect of family resources on the development of children.  

Majority of the researches conducted on the effect of family resources have focused 

on children living just-below or above the poverty line.  In United States, poverty is 

highly correlated with parental education and is over represented among racial and 

ethnic minorities. 

 Plunkett, Henry, Benjamin, Houltberg, Sands, and  Abarca-Mortensen 

(2008) conducted a study which used dominance analysis to examine the relative 

importance of ninth grade, Mexican-origin adolescents' perceptions of academic 

support from significant others. Academic support from friends was least important 

in explaining academic outcomes. 

Hjemdal, Friborg, Stiles, Martinussen, and Rosenvinge (2006) constructed a 

scale named the Resilience Scale for Adolescents (READ) with confirmatory factor 

analysis and cross validated by factor model. The results showed that the READ has 

sound psychometric qualities and it measures all the central aspects of psychological 

construct of resiliency. 

Deborah, Mary, and Adaline (2002) examined 2600 sixth, eighth, and tenth 

graders from an urban public school who had participated in a comprehensive 

survey. The objective was to find the extent to which parent, school, and peer 

support affect the multiple domains of resilience. Peer support was negatively 

associated with resilience in the domains of substance abuse and school 

misconduct/delinquency.  
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In 1993, Reyes and Jason conducted a study on successful high school 

students to examine the factors that are responsible for success and failure among 

Latino students from an inner-city high school.  Based on four main areas viz., 

family background, family support, overall school satisfaction and gang pressures, 

students were interviewed individually by the researchers.  Both the high risk and 

low risk students were similar with regard to socio economic status and parental 

supervision.  But low risk students are more satisfied with their schools.  In this 

study, criteria used to differentiate high and low risk students were their ninth-grade 

attendance rate and academic achievement. 

Felner, Aber, Primavera, and Cauce (1985) conducted a study on at-risk 

populations and academic performance and concluded that higher levels of informal 

support like friends among high school students was negatively related to their 

academic adjustment.  Adolescents having strong informal support systems in 

school are subjected to higher levels of peer pressure leading to conformity and poor 

attitudes towards their academics. Others (Newman et al., 2000) have found that 

friends’ influence has a negative impact on the academic success. 

Studies on Protective Factors of Academic Resilience 

Thomas (2011) conducted a study to explore the protective factors related to 

the resilience of young adult children of divorce. Using Richardson’s Resilience 

Model, author examined protective factors identified by participants within the 

categories of individual, family, and community protective factors.   Richardson’s 

Resilience Model explains that a person is at a state of physical, mental and spiritual 

homeostasis. When a disruption occurred, after the disruption the person 

reintegrated in one of four ways: dysfunctional, with loss, back to homeostasis, or 

resilient. This study specifically researched resilient reintegration and protective 

factors that contributed to it, using multiple case study methodology. Sample was 

students enrolled in freshman level First Year Studies or English classes. They were 

given Demographic Survey and a resilience assessment to complete as a screening 
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tool to determine those who met inclusion criteria. The criteria included: a) parental 

divorce in the last 12 years; b) scores indicating resilience on the Healthy Kids 

Resilience Assessment; c) aged 18-19; d) enrollment in a First Year Studies class in 

the spring semester of 2009 or ENG 101 in the summer semester of 2009; and e) 

willingness to participate in the study. Of the five students selected to participate, 

three were males and two were females. Results of the study categorized protective 

factors into three groups viz., individual, family, and community. Individual 

protective factors included character traits, personal strategies, and individual 

abilities that helped the participants to be resilient. Family protective factors 

included both immediate and extended family members. Within the community, 

participants identified friends and activities as community protective factors. 

Weaver (2010) conducted a study to explore the relationship between 

cultural/ethnic identity and individual protective factors of academic resilience. 

Sample constituted two different ethnic groups i.e., African Americans and 

European Americans in one high school in Virginia. Correlational design and 

multiple regressions were employed to compare the students. Students’ ethnic 

identity scores were compared with their scores of resilience. The relationship 

between ethnic identity, resilience, and academic success also examined. A 

significant positive relationships existed between cultural/ethnic identity and 

resilience, and between cultural/ethnic identity and individual protective factors of 

resilience viz., optimism, self-efficacy, interpersonal sensitivity, and emotional 

control. Resilience predicted grade point average (GPA) and parents’ educational 

level was significantly correlated with their children’s GPA. There was no 

significant difference between Black and White students on measures of ethnic 

identity, resilience, and negative life events.  

Morales (2010) conducted qualitative interviews with 50 high-achieving 

low-socioeconomic students of colour, and identified and explored two clusters of 

important and symbiotic protective factors. Each cluster consisted of a series of 

interrelated protective factors identified by students as crucial to their statistically 
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exceptional academic achievement. Cluster 1 protective factors included 

willingness/desire to “class jump” (move up in social class), caring school 

personnel, sense of obligation to one’s race/ethnicity, and strong future orientation. 

Cluster 2 protective factors included strong work ethic, persistence, high self-

esteem, internal locus of control, attendance at out-of-zone school, high parental 

expectations supported by words and actions, and mother modeling strong work 

ethic.  

Gizir and Aydin (2009) examined the role of potential individual 

characteristics and environmental protective factors in promoting academic 

resilience among impoverished eighth-grade students in Turkey. Home high 

expectations, school caring relationships and high expectations, and peer caring 

relationships were the prominent external protective factors that predicted academic 

resilience. Among internal protective factors, having positive self-perceptions about 

one's academic abilities, high educational aspirations, empathic understanding, an 

internal locus of control, and hope for the future were positively related with 

academic resilience of adolescents in poverty. 

Wilks (2008) conducted a study to examine the relationship between 

academic stress and perceived resilience among social work students in order to 

identify the role of social support as a protective factor of resilience on the above 

mentioned relationship among 314 social work students (BSW=144; SW=170) from 

three accredited schools or programmes in the southern United States. A conceptual 

model of moderation was employed to test the role of social support as protective 

factor. Voluntary survey data were gathered on demographics and constructs of 

academic stress, family support, friend support, and resilience. To show the 

composite impact of demographic and model factors on resilience outcome 

hierarchical regression analysis was conducted. Moderation was tested using a 

traditional regression series as guidelines of moderation with continuous variables. 

Path analyses showed the main effects and moderation in the study’s conceptual 

model. The sample reported moderate levels of academic stress and social support, 
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and a fairly high level of resilience. Academic stress negatively related to social 

support and resilience but social support positively influenced resilience. Academic 

stress was the reason for most variation in resilience scores. Friend support 

significantly moderated the negative relationship between academic stress and 

resilience. The study demonstrated the role of friend support as a protective factor of 

resilience among an environment of academic stress. Author discussed about the 

implications for social work faculty and internship agency practitioners.  

Knesting (2008) interviewed African-American and white students at-risk of 

leaving school in grade 9-12. Findings proved that students were likely to obey in 

school when they perceived teachers as caring individuals. Teacher caring enhanced 

potential and self-esteem of students.   

 Plunkett, Henry, Benjamin, Houltberg, Sands, and  Abarca-Mortensen 

(2008) conducted a study which used dominance analysis to examine the relative 

importance of ninth grade, Mexican-origin adolescents' perceptions of academic 

support from significant others viz., mothers, fathers, teachers, and friends in 

relation to aspects of academic success. Data collection techniques were self-

reporting and school record data. Data were collected from 216 Mexican-origin 

adolescents living in intact families. The results proved that academic support by 

teachers was the most salient predictor of academic satisfaction and grade point 

average for both female and male students. Academic support fromopposite-sex 

parent explained variation in academic motivation. Academic support from friends 

was least important in explaining academic outcomes.  

Utsey, Bolden, Lanier, and Williams (2007) examined the role of culture- 

specific coping in relation to resilient outcomes. A survey questionnaire packet 

containing measures of culture-specific coping, and traditional resilience factors 

viz., cognitive ability, social support, and familial factors was administered on 385 

participants who were African-Americans from high risk urban communities. 

Resilient outcomes were physical, psychological, social, and environmental quality 
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of life. Structural equation modeling was used to test the degree to which culture –

specific coping would uniquely contribute to the prediction of quality of life above 

and beyond the traditional predictors of resilience. Findings indicated that spiritual 

and collective coping were statistically significant predictors of quality of life 

outcomes above and beyond the traditional predictive factors. Overall, the findings 

indicated that both traditional and cultural factors were predictors of resilient 

outcomes i.e., positive quality of life indicators. 

Ungar (2007) discussed that what one learns from children who survive and 

thrive or what one calls resilient is that both individual and environmental factors 

can protect them from the adversities. These factors vary from one culture to 

another. Resilience is not an individual quality. It is a condition of the community, 

the school, the family as much as the quality of the child. Educators need to show 

humility, to ask students about differences and to demonstrate flexibility in the 

educational environment in order to make school more comfortable for children of 

different ethnicities and help them along the path to resilience. 

Morrison, Brown, D’Incau, O’Farrell and Furlong (2006). opined that 

literature on risk and resilience, school engagement and positive psychology 

offers school psychologists a new perspective to consider students’ progress through 

school. Resilience literature emphasizes the importance of monitoring student’s 

internal and external assets. Authors reviewed a framework that highlights students’ 

strengths and contextual protective factors, moving beyond an exclusive focus on 

student deficits. This framework offers school psychologists a systematic set of 

empirically derived categories for thinking about student development and how 

schools can foster protective possibilities which help to focus protective factors, to 

facilitate a “developmental trajectory” perspective, and to recognize the role of 

school, peer, and family contexts. 

Condly (2006) found that in spite of the most adverse circumstances, some 

children manage to survive and even thrive academically and socially into 



 Review   135

adulthood. A complex array of individual, family, and community factors has been 

identified that best explains resilience and lays the foundation for programmes and 

interventions targeted at fostering the development and maintenance of resilience in 

at-risk youth. 

Brooks (2006) identified that children and youth are at-risk of some negative 

outcomes because of hazards in their environment. Resilience literature provides 

guidelines for minimizing risks and promoting positive outcomes for children and 

youth. The work provides a rationale for incorporating resilience building efforts in 

schools and explores ways in which school environment could be structured to 

strengthen resilience in children and youth. The work proposed that schools can 

strengthen resilience by developing social competence, increasing bonding between 

students and caring adults, communicating high expectations for students’ academic 

and social performance, maximizing opportunities for meaningful participation of 

students in school environment and creating partnership with families and 

community resources. Limitations of a school focused approach for enhancing 

resilience is demonstrated. 

Voisin and Neilands (2005) viewed caring relationships as a positive 

intervention approach for students who are at-risk of many behaviour. Supporting 

this, Ball (2003) opined that once teachers demonstrate caring, they can take 

teaching to the highest level: inspirational teaching and caring education can play a 

significant role in students' success. 

Stewart, Sun, Patterson, Lemerle, and Hardie (2004) reported the first phase 

of a multi-strategy health promotion project which used a whole-school approach to 

promote resilience in children of primary school age in domains like school, family 

and community in urban and rural locations in Queensland, Australia. Sample of the 

study comprised students from years 3, 5, and 7 (ages 8, 10, 12 years), their 

parents/care-givers and staff in 20 primary schools. Evidence emerged from this 

phase of the project confirmed that the school environment makes a major 
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contribution to the development of psychological resilience in children. Schools in 

which students reported higher self-ratings of resilience were associated with more 

positive adult and peer social networks and feelings of connectedness to adults and 

peers, and a strong sense of autonomy. There was also high agreement by parents 

and caregivers regarding perceptions of the school environment. These schools rated 

remarkably on ‘health promoting school’ (HPS) attributes and principles. 

Characteristics of such schools included shared decision-making and planning, 

community participation, a supportive physical and social environment, good 

school-community relations, clearly articulated health policies and access to 

appropriate health services. 

Buckner, Mezzacappa, and Beardslee (2003) conducted an investigation of 

very low income families and examined the characteristics that differentiate resilient 

and non-resilient school children. Study focused on the self-regulation skills of 

students, and effects of differences in the experience of negative life events and 

chronic strains were controlled. Self-regulatory skills, self-esteem, and active 

parental monitoring differentiated the resilient and non-resilient students.    

According to Orr (2003), parents having low SES may be unable to afford 

resources such as books, computers, or tutors to develop a positive literary 

environment in home. 

Julia, John, and Cicchetti (2002) conducted a study on the relationship 

between children’s personal attributes and peer competence in a sample of 

141African -American preschool children who participated in Head Start. Variable 

oriented analysis confirmed that dispositions of temperament, emotion regulation, 

autonomy, and language were related to children’s peer play competence in the 

classroom. Person oriented analysis showed distinctive profiles of personal attributes 

connected with adaptive preschool social functioning. This study emphasizes the 

profile approach in the identification of children who fail to flourish within an early 

intervention programme. Study recommends incorporating constructs of adaptability 



 Review   137

or flexibility into existing culturally specific theoretical frameworks for African-

American children. 

Deborah, Mary, and Adaline (2002) examined 2600 sixth, eighth, and tenth 

graders from an urban public school who had participated in a comprehensive 

survey. The objective was to find the extent to which parent, school, and peer 

support affect the multiple domains of resilience. Relation among seven domains of 

resilience and parent, school, and peer support among children who had been 

victimized by community violence, those who witnessed such violence and a no-

exposure control group was identified using structural equation modeling. Both 

parent and school support were significantly positively associated with resilience in 

children who had been exposed to community violence, and peer support was 

negatively associated with the resilience in the domains of substance abuse and 

school misconduct/delinquency.  

Fan and Chen (2001) and Keith, Troutman, Bickley, Trivette, and Singh 

(1993) identified that home based parental involvement including parental 

expectations and parent child communications about the school have strong 

connections to the positive   child outcomes. 

Several researchers like Reyes and Jason (1993), Gregory (1995), 

Smokowski, Reynolds and Bezruczko (1999), Newman, Myers, Lohman, and Smith 

(2000), found that resilient adolescents have ambivalent feelings and beliefs about 

friends and romantic relationships for their academic success.   

Studies conducted by CRESPAR were reviewed by Nettles, Mucherach, and 

Jones (2000).  All the studies examined the role of social resources like parents, 

teachers and schools on resilient outcomes of child and adolescent students.  Results 

revealed that presence of caring parents and supportive teachers’ participation in 

extra-curricular activities were most beneficial to the academic achievement of 

students. The importance of social resources and need for effective programmes of 

intervention were highlighted.  
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Fantuzzo, Tighe and Childs (2000) pointed out that parental involvement 

includes direct behaviours such as volunteering in classrooms and helping in 

homework, which contribute positively to students’ resilience.    

Wyman, Cowen, Work, Hoyt-Myers, Magnus, and Fagan (1999) conducted a 

study which tested hypotheses from an organizational-developmental model for 

childhood resilience. In this model, resilience is conceptualized as a child’s mastery 

of age-salient objectives in the face of adversity by drawing internal and external 

resources that enhance processes of adaptation specific to each developmental stage. 

122 parents of 7-9 year old urban children exposed to multiple risk factors were 

interviewed and 69 children were classified as resilient and 53 as maladjusted. Two 

aspects viz., characteristics of a child’s care giving system and early development 

differentiate the children with resilient and stress-affected adaptations. Children’s 

resilient status was predicted by emotionally responsive parenting attitudes and 

positive parental mental health. Results indicated that competent parenting and 

caregiver psychosocial resources are the predictors of resilience. 

In 1999, Read conducted an interview on fourth and fifth grade teachers 

about the concept of resilient and non-resilient students.  The teachers opined that 

resilience framework was very useful in understanding why certain students might 

be successful or unsuccessful in schools.  They also reported that many instructional 

strategies were effective for developing resilience in students. 

Ramey and Ramey (1998) opined that income and socio economic status are 

the two dimensions of family resources which influence the child directly. 

Wang, Haertel, and Walberg (1997) have identified several key 

competencies of resilient children including social and intellectual competence, 

ability to plan and set realistic goals and resourcefulness. These areas of competency 

are not predestined but can be learned from families, schools, and from 

communities. Educators can work with others to enhance conditions in families and 

communities that foster psychological well being. 
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In 1997, Waxman, Huang, and Padron made a comparison of the motivation 

and learning environment of resilient and non-resilient Latino middle school 

students belonging to the multiethnic, metropolitan city in the south central region of 

the United States.  Result indicated that there was significant difference on the 

academic aspiration of two groups of students. 

In 1997, Gonzalez and Padilla studied about the influencing factors of 

academic resilience and achievement of Mexican American high school students.  

Results revealed that resilient students possessed a treasure house of family and peer 

support, teacher feedback, positive ties to school, values placed on school and 

familism.  All of these factors were lacking in non-resilient students.  The only 

significant predictor of academic resilience was sense of belonging of students’ to 

school. 

A study conducted by Waxman, Huang, and Wang (1997) on resilient and 

non resilient elementary school students employed shadowing observation technique 

as a method of data collection. Narrative description of the physical environment of 

the classroom, teachers’ instructional approaches, behaviour and attitudes towards 

students and student’s observed attitudes, actions, mannerisms and interactions were 

included in the shadowing observations. Resilient students have higher academic 

self concept and aspirations, involvement, satisfaction, task orientation, 

organization, meeting the expectations of teachers than non-resilient students. 

 Katz and Mc Clellan (1997), Ladd and Pro Filet (1996) and Mc Clellan and 

Kinsly (1999) separately and contemporaneously conducted researches on elements 

of young children's social competence, and compared the behaviour of well-liked 

children with that of not well-liked.  A checklist helpful for teachers and care-givers 

to check whether a child's social competence is developing well namely, the social 

Attribute check list was developed. It includes individual, social skills, peer 

relationship and adult relationship attributes. 
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Rak and Patterson (1996) conducted a longitudinal study in Hawaii and 

identified several personality, familial, and environmental variables that promote 

resiliency in youth at-risk. This study provided counselors with an assessment 

technique and strategies to promote a sautogenesis perspective. 

Bandura (1997) analyzed the psychological influences through which 

efficacy beliefs affect academic achievement. He found that parent’s sense of 

academic efficacy and aspirations for their children, children’s belief in their 

efficacy to regulate their own learning and academic achievements, children’s 

perceived self-efficacy and ability to manage peer pressure, and children’s perceived 

self-regulatory efficacy were found to influence scholastic achievement. 

U.S. Department of Education National Research Centres; the center for 

Education in the Inner Cities (CEIC); and the Center for Research on Education 

Diversity and Excellence (CREDE) have conducted studies on resilience in children.  

In connection with these research centers, Waxman, Huang, and Wang (1997) 

analyzed the differences between resilient and non-resilient elementary and middle 

school students belong to urban districts.  Contemporaneously, Waxman and Huang 

(1996) examined and compared the motivation and classroom learning environment 

of resilient and non-resilient sixth, seventh and eighth grade inner-city middle school 

students of a major urban city in the south central region of the United States.  

Resilient students have higher perception of involvement, task orientation, rule 

clarity, satisfaction, pacing and feedback than non-resilient students.  Resilient 

students also possessed higher social self concept, achievement motivation and 

academic self concept than non-resilient students. 

Singh, Bickley, Trivette, Keith, Keith, and Anderson (1995) opined that 

parental involvement includes psychological dimensions like parent's expectations 

and aspirations for their children's achievement.  

A study conducted by Storer, Cychosz, and Licklider (1995) examined the 

role of schools in promoting resilience in students.  Schools can provide many 
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opportunities, establish good relationships, and develop many skills all of which 

foster resilience in children.   

 Mc Millan and Reed (1994) agreed that positive experiences in school 

provide students with a sense of belonging, bonding, and encouragement. 

In 1993, Reyes and Jason conducted a study on successful high school 

students to examine the factors that are responsible for success and failure among 

Latino students from an inner-city high school.  Criteria used to differentiate high and 

low risk students were their ninth-grade attendance rate and academic achievement. 

Based on four main areas viz., family background, family support, overall school 

satisfaction and gang pressures, students were interviewed individually by the 

researchers.  Both the high risk and low risk students were similar with regard to 

socio economic status and parental supervision.  But the low risk students were more 

satisfied with their schools.   

In 1991, Alva studied about characteristics of a group of tenth grade Mexican 

American students.  It was revealed that invulnerable students have received 

maximum educational support and scaffolding from their teachers and friends.  She 

coined the term ‘academic invulnerability’ to describe students who ‘sustain high 

levels of achievement, motivation and performance, despite the presence of stressful 

events and conditions that place them at-risk of doing poorly in school and 

ultimately dropping out of school.’ 

A research center named CRESPAR conducted many studies on educational 

resiliency.  In association with CRESPAR, Lee, Winfield, and Wilson (1991) 

compared high achieving and low achieving eighth grade African-American 

students.  High achieving students had good family background, belong to higher 

social class and their mothers were working.  All these characteristics were lacking 

in low-achieving students.  High achieving students had displayed good academic 

behaviors than low achieving students. 
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Geary (1988) conducted a study on Black inner city high school students and 

suggested that school success was facilitated by a teacher who was perceived as 

caring, available, understanding encouraging, respectful, listening and having a 

sense of humour.   

Cause (1986) identified the role of peer support in fostering resilience. Peer 

group factors like peer group’s attitude towards school is a significant predictor of 

grades, achievement test scores, value placed on being a good student and perceived 

competence. 

Corno and Snow (1986), Feurstein (1980), and Means, Chelemer, and Knapp 

(1991) studied about role of teachers in fostering resilience. Use of mediated 

instructional techniques and expert scaffolding are effective in students with special 

needs or in at-risk students. Effective teachers play an important mediating function 

in minimizing risk and maximizing resources that can serve to enhance student 

development and promote resilience. 

Lee, Winfield, and Wilson (1991), Masten (1994), and Wang, Haertel, and 

Walberg (1994) suggested that the effective schools model popularized by Edmonds 

(1979) focused on how schools affect resilience. Such schools promote academic 

success among traditionally low performing disadvantaged minority students by 

achieving a safe and orderly school environment in school which is closely linked to 

healthy social behaviour which is a characteristic of resilient children.  

Studies on Intervention for Resilience 

Masten and Narayan (2012) conducted a review on the progress over a 

period from 2000 to 2010 in research on the effects of mass trauma experiences on 

children and youth with main focus on natural disasters, war, and terrorism. 

Conceptual advances were reviewed in terms of prevailing risk and resilience. 

Recent evidence on common components of models is evaluated, including dose 

effects, mediators and moderators, and the individual or contextual differences that 
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predict risk or resilience. New research possibility with profound implications for 

health and well-being were discussed, particularly in relation to plausible models for 

biological implant of extreme stress. This study noted shortage of evidence on 

effective interventions for child and youth victims. Practical and theory-informative 

research on strategies to protect children and youth victims and promote their 

resilience is a global priority. 

  Toland and Carrigan (2011) observed that despite a growing literature on 

resilience in mainstream psychology, there has been very little discussion of 

resilience within educational psychology or how it is related to practice. Authors try 

to bring resilience into the educational psychology literature and to show its 

potential to enhance service delivery. Study argued that no paradigm shift is 

necessary for educational psychologists to begin a resilience perspective in their 

work.  There are separate advantages for both educational psychologists and their 

clients in accepting a resilience perspective.  

Langenkamp (2010) investigated what might protect academically vulnerable 

students during the transition to high school by exploring the potential effects of 

social relationships and changing context on academic outcomes in high school. 

Transition to high school is a critical stage in students’ academic course and can be 

especially difficult for middle school students who struggle academically. Starting 

high school on a low academic path and with low academic performance may leads 

to dropping out of high school. As students move from middle school to high school, 

their social relationships are transformed. Based on this, the results suggested that 

middle school social relationships are protective against low academic outcomes in 

the first year of high school, but not for low-achieving middle school students. In 

addition, a district context characterized by greater reconfiguration of peer social 

relationships is not associated with mathematics course placement but protects 

against course failure, especially among low-achieving middle school students. 

These results suggested implications for the districts to organize students and how 

school context transitions help to provide resilience in students.  



 144   Fostering  Academic Resilience 

  Campa (2010) conducted a qualitative study which added new dimensions to 

the traditional paradigm of resilience through the lives of five Mexican American 

community college students. From this study, term critical resilience emerged as a 

result of using ideology from a feminist critical perspective. Data collection 

techniques included in-depth interviews, classroom observations, and focus groups.  

These techniques were used to learn how this group of students overcame many 

obstacles and achieved success at Camino Real Community College. The findings 

demonstrated that the participants’ critical resilience was promoted by focusing on 

the cultivation of a larger purpose connected to the social uplift of their families and 

communities. Author described strategies situated within a socio-cultural context 

used by the participants to cultivate a larger purpose. The strategies of playing the 

game and showing respect throw light on the academic success of Mexican 

Americans who attended community colleges.  

Sinay (2009) conducted a study on 5,788 Grade 6 students looking at their 

EQAO junior assessment from 2007-2008 and their primary assessment from Grade 

3 in 2004-2005. Other data from the EQAO, the TDSB Parent Census, and the 

elementary report card was also used. The analysis identified how students 

performed on their sixth grade EQAO assessment (an average of reading, writing 

and mathematics raw scores combined) compared to their third grade EQAO 

composite score, and also looked at their family socio-economic status (SES). SES 

(family income) and previous achievement are strong predictors of future 

achievement. Students who performed better than expected in EQAO Grade 6 – 

considering low SES and low previous achievement in Grade 3 – were defined as 

“academically resilient”. Study looked at the relationship between several of these 

factors affecting achievement – both negative (risk factors) and positive (protective 

factors) – and the level of resiliency of students. For students at-risk because of low 

SES and low previous achievement, factors related to the interaction of family, 

school, peer and community influences predict resilience and academic 

achievement. Implications of the study are incorporating resilience skill-building 
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into school curriculum and teaching strategies, providing opportunities for students 

to experience academic resilience through developing learning skills in problem 

solving and use of information, completing homework, participating in class, and 

pursuing opportunities in arts, sports and recreational activities outside school, 

increasing awareness for parents, students, teachers and community about the 

academic resilience, and  assessing student needs and determining the appropriate 

supports that have an impact on resilience and academic achievement. 

Obradovic et al.,( 2009) conducted a longitudinal study of reading and math 

achievement in four primary school grade cohorts (GCs) of a large urban district to 

examine academic risk and resilience in homeless and highly mobile (H/HM) 

students. Initial achievement was assessed when student cohorts were in the second, 

third, fourth and fifth grades, and again 12 and 18 months later. Achievement 

trajectories of H/HM students were compared to low-income but non-mobile 

students and all other tested students in the district. Control variables in the study 

were four well-established covariates of achievement viz., sex, ethnicity, attendance, 

and English language skills. Both disadvantaged groups showed markedly lower 

initial achievement than their more advantaged peers. H/HM students manifested the 

greatest risk, consistently with an expected risk gradient. In some GCs, both 

disadvantaged groups showed slower growth than their relatively advantaged peers. 

Closer examination of H/HM students in relation to national test norms revealed 

remarkable variability, including cases of academic resilience as well as problems. 

H/HM students may represent a major component of achievement gap in urban 

districts, but these students also constitute a heterogeneous group of children likely 

to have markedly diverse educational needs. Study recommended that efforts to 

close gaps and enhance achievement in H/HM children require more differentiated 

knowledge of vulnerability and protective processes that may form individual 

development and achievement. 

Lee (2009) conducted a study to determine the relationship between 

resilience and academic achievement of at-risk students in the Upward Bound 
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Programme in Georgia. The researcher used a quantitative method to collect data -

the Healthy Kids Survey (Module B) instrument-to assesses the resilience of 

participants. Researcher collected data about the participants’ families, schools, 

GPAs, and SAT/ACT scores. All of the participants chosen for this study were at-

risk students due to their status as low-income and potential first - generation - to 

attend college, high school seniors in the Upward Bound Programme in both rural 

and urban communities in Georgia. There were 200 participants selected for this 

study and the final sample constituted 91. At-risk students in the Upward Bound 

Programme in Georgia were highly resilient and their resilience was positively 

related to their GPAs and the females in the study were more resilient than the males 

and had higher GPAs. Again, the urban participants were only slightly more resilient 

than their rural counterparts, and participants living with both parents were more 

resilient than students living with one parent.  

Angela (2009) conducted a review on resilience education in Hong Kong 

schools. She defined concept of resilience from the view of Western literature and 

from the Chinese perspective. The author reviewed two most commonly used 

resilience-based programmes for current school children viz., Positive Adolescent 

Training through Holistic Social Programs and Healthy Promoting Schools and 

emphasized the need for promoting resilience in school children.  Suggestions for 

teachers and school counsellors for enhancing resilience in school children and 

directions for educational researchers in refining current prevention and intervention 

programmes on mental health are highlighted. 

Nickolite and Doll (2008) recognized that despite the wide spread acceptance 

of ecological models of child development, the tools and strategies underlying 

school psychological practice emphasized individual characteristics of children. 

Authors described Class Maps Consultation, a consultation strategy that helped to 

assess the availability of protective factors and risk in school classrooms and 

supported interventions to strengthen these protective factors so that more students 

in the classroom become successful. Three underpinnings of Class Maps 
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Consultation are described which include (a) conceptual framework, (b) a strategy 

for describing and measuring the ecological characteristics of classrooms, and (c) 

intervention strategies that target the classroom in view of individual students. A 

case example is provided to illustrate the use of Class Maps Consultation in two 

classrooms and implications for school psychological practice that promotes 

children's resilience and psychological wellness are highlighted. 

Hsieh and Shek (2008) examined the responses of 291 Taiwanese 

adolescents living with single parents, based on the personal (gender and academic 

performance) and family (gender of parent living together and family type) 

correlates of resilience with reference to different psychosocial domains. Girls 

displayed higher resilience in some dimensions of personal and school resilience 

domains than boys, and boys experienced higher family resilience than girls. 

Effective coping, personal independence, global personal resilience, and parental 

expectation on academic performance were positively related to academic 

performance. Adolescents living with single mothers displayed higher personal 

independence and family resilience than the adolescents living with single fathers. 

Study compared the adolescents not living with any parent or those who lived with 

both parents after divorce.  Adolescents living in nuclear and stem families 

displayed higher positive orientation to older people and experienced higher family 

resilience. Study proved that maternal resilience is better than paternal. 

Worley (2007) examined the relationship between academic achievement 

and at-risk conditions of students.  Author emphasized that many issues today affect 

the achievement gap and ability for at-risk students to succeed. Sample constituted 

twelfth grade students from two high schools in an urban school district. Study 

investigated correlations between the dependent variable - grade point average 

(GPA), and the independent variables, teacher-student relationships, parent or 

caregiver-student relationships, motivation, SES, and peer influence. Data indicated 

that teacher-student relationships, parent or caregiver student relationships, 

motivation, SES, and peer influence can affect success for at- risk students. 
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 Poulou (2007) linked between social skills, problem solving, and resilience.  

It could be a helpful way forward to link the construct of social resilience to the 

social and emotional learning (SEL) framework. This study is on Greek teachers’ 

perceptions of skills and attributes of socially and emotionally competent students as 

well as the role of school in the cultivation and promotion of these skills. Teacher 

emphasize on resilience as one of the key features of a competent child in 

conjunction with a number of social, emotional, and cognitive skills. 

 Oi-man, Hughes, and Luo (2007) conducted a study on measurement model 

of personality resilience and the contribution of personality resilience to lower 

achieving first grade students’ academic achievement. Participants were 445 

ethnically diverse children. An individual achievement test was administered on 

participants in the first year and one year later. Confirmatory factor analysis 

confirmed a second order latent construct of resilient personality defined by teacher 

rated conscientiousness, agreeableness, and ego resiliency that was distinct from 

measures of externalizing behaviours and IQ. Using latent structural equation 

modeling for baseline economic adversity, IQ, and externalizing symptoms, resilient 

personality predicted children’s concurrent and future achievement. 

Martin and Marsh (2006) examined the educational and psychological 

correlates of academic resilience using within network and between network validity 

approaches. Based on a sample of 402 Australian high school students, a newly 

developed uni-dimensional academic resilience construct found within network 

validity by way of sound item and factor properties. In terms of between network 

validity, correlation path analysis and cluster analysis showed that five factors 

predict academic resilience viz., self-efficacy, control, planning, low anxiety, and 

persistence. Hence, they proposed a 5 C- model of academic resilience: confidence 

(self-efficacy), co-ordination (planning), control, composure (low anxiety), and 

commitment (persistence). 
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 Brooks (2006) identified that 70-80% young people raised in severe hardship 

develop social competence, personal coping skills, stability, and happiness by 

midlife. Once resilience is seen as a normative part of human development –a trait 

existing naturally to some degree in nearly all people - policies and programmes can 

focus on developing resilience as a skill in school as well as in classroom.   

Gayles (2005) examined the theme of academic resilience in the descriptions 

of academic achievement by three African-American male students. Through 

ethnographically informed interviews conducted during their senior year, the 

coherent theme emerged that provide insight into these students’ resilience. The 

students diminished the degree to which academic achievement separated from their 

peers, in addition to situating achievement in a utilitarian fashion. Ultimately, acting 

on the notion of academic achievement in this manner positively impacted their 

resilience.  

Fergus and Zimmerman (2005) identified that adolescent resilience research 

differs from risk research by focusing on the assets and resources that enable some 

adolescents to overcome the negative effects of risk exposure and discussed three 

models of resilience viz., the compensatory, protective, and challenge models and 

described how resilience differs from related concepts. Authors described issues and 

limitations related to resilience and provided an overview of recent resilience 

research related to adolescent substance use, violent behaviour, and sexual risk 

behaviour and also discussed implications of resilience research for intervention and 

described some resilience-based interventions. The main goal of this work was to 

provide a common language and understanding to conduct research and 

interventions that focuses on assets and resources. Parental factors like support, 

monitoring, and communication skills are consistent and critical resources for youth. 

Youth who have self-confidence and social skills are also resilient regardless of  risk 

or outcome. Resilience theory provided researchers and practitioners with a 

conceptual model that can help them understand how youth overcome adversity and 
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how can use that knowledge to enhance strengths and build the positive aspects of 

their lives. 

In connection with Center for Research on Education, Diversity and 

Excellence (CREDE), Padron, Waxman, Powers, and Brown (2002) conducted an 

experimental study to improve the resiliency of low achieving English language 

Learners (ELLS).  They developed and implemented a programme named the 

Pedagogy for Improving Resiliency Program (PIRP) in fourth, fifth and sixth grade 

classroom in an urban elementary school.  Experimental students had higher reading 

achievement than control groups. 

Masten (2001) recognized that study of resilience in child development has 

overturned many negative assumptions about children growing up in adverse 

conditions. An examination of findings from variable focused and person focused 

investigations suggested that resilience is common and usually arises from the 

normative functions of human adaptation systems with the greatest threats to human 

development being those that compromise these protective systems.  

In 2000, McClendon Nettles, and Wigfield conducted a quasi-experimental 

study on effect of Promoting Achievement in School through Sport (PASS).  

Classroom in this programme was characterized by caring and support, high 

expectations, encouragement and involvement.  Curriculum was self-paced, mastery 

- based and project-oriented.  PASS students had significantly higher grades than 

non-PASS students. 

Kumpfer (1999) identified resilience as an increasingly popular concept for 

research and application in the field of prevention. Information on low cost methods 

for increasing resilience to negative life events is critically needed because of 

reduced funding for services to help at-risk children and families. Author 

emphasized need for the better understanding of ways to increase resilience in all 

children for improving the effectiveness of preventive community, school, and 

family services. 
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Sagor (1996) identified resilience as a set of attributes providing people with 

strengths and fortitude to confront overwhelming obstacles. The best way to prepare 

resilient youth for an uncertain future is to help them develop feeling of competence, 

belongingness, usefulness, potency, and optimism via authentic, ongoing 

experiences and critical examination of outcomes. 

 Pisapia and Wesfall (1994) reviewed the research conducted by the 

Metropolitan Educational Research Consortium leading to the development of a 

resiliency model that helps explain why some at-risk students actually do well in the 

school. The recent investigations have determined that some students develop traits 

that enable them to be successful in schools. The model suggested that four 

environmental factors come together to form a psychological support system to 

reinforce the personal traits that lead to resilience. This support system is composed 

of significant relationship with adults, positive use of time, motivation through 

encouragement and high expectations, and acknowledgment through recognition and 

accomplishment. This support system enhances development of personal traits such 

as self-efficacy, goal orientation, personal responsibility, optimism, internal 

expectations and coping ability. This resiliency model can be operationalized in 

schools. There is no quick and easy answer to solve the problems of at-risk students, 

but putting the factors of the resiliency model into place is effective.  

Randolph, Eth, Glynn, Paz, Leong, Shaner, Strachan, Van Vort, Escobar, and 

Liberman (1994) conducted a study on the relationship between academic resilience 

and athletic involvement for African American males, particularly those at-risk, in 

the middle grades. Three broad dimensions of academic resilience examined in this 

study were educational aspirations, investments in pro-academic behaviours, and 

social status among their school peers. Data provided some supporting evidence of 

the association between athletic participation and academic resilience for both 

interscholastic and intramural sports activities among African-American male and 

female athletes. 
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In 1984, Garmezy, Masten, and Tellegen undertook a longer than 10 year 

longitudinal study to examine what is the role of resiliency in children who are 

experiencing stressful events. Results revealed that less competent children are 

disadvantaged in many aspects like lower IQ, low socio-economic status and 

negative family qualities.  These children are more susceptible to disruption.  But in 

the same situation, some children displayed competence.  This made the researchers 

to study more about the successful adaptation of some children. 

Conclusion  

This chapter presented reviewed studies in the field of resilience from 1979 

to 2012.  General trend about the sample, population, risk, protective factors, design 

of the study, indicator of resilience, analysis employed, and findings of the reviewed 

studies are summarized to draw conclusions. 

Sample studied has become diverse through years; it varies from preschools 

to college students. But the most frequent sample is high school going adolescents, 

with some social or familial disadvantage like minority status, poverty, and domestic 

discord. Most of the studies were from United States, especially on African-

American, and Latin American populations, with a few studies from other countries 

like Australia, Taiwan and Turkey.  

The reviewed studies considered an array of characteristics within the 

individual or conditions in family, school or community as risk.   The individual 

risks, academic and behavioural, included low previous achievement, academic 

stress, low attendance and dropping out of school, school failure, and school 

misconduct/delinquency.  Peer pressure leading to conformity and poor attitudes 

towards their academics were also considered risk.  The other individual risks 

studied were negative life events and chronic strains, borderline intellectual 

functioning, lower IQ attempted suicide, violence, substance use, use of alcohol, 

tobacco and other drugs, abuse and sexual risk behaviour. Less competent children 

are disadvantaged in many aspects like lower IQ, low socio-economic status and 
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negative family qualities.  These children are more susceptible to disruption 

(Garmezy, Masten, & Tellegen, 1984).The social and familial features of the 

populations studied for risk were low-income rural communities, community 

violence, poverty and other aspect of family resources, negative family qualities like 

low-income, low SES, homeless and highly mobile and living with single parents. 

Income and socio economic status are the two dimensions which influence the child 

directly (Ramey & Ramey, 1998). Girls displayed higher resilience in some 

dimensions of personal and school resilience domains than boys, and boys 

experienced higher family resilience than girls (Hsieh and Shek, 2008). A few 

studies have considered stressful events and conditions like natural disasters, war, 

and terrorism as well.  

Design of the resilience research continues to be survey with more than half 

the studies reviewed belonging to this category with techniques including interview, 

shadow observation, teacher observation and rating and self-reporting. Another 

major category of research in this area is longitudinal design. A few studies could be 

labeled as argumentative, correlation design, evaluative, reviews and meta-analysis, 

multiple case study, and qualitative interviews. Only very few studies attempted 

experimental and quasi-experimental design.  Statistical analyses employed include 

regression analysis, structural equation modeling, and variable focused and person 

focused analyses. The other techniques are cluster analysis, path analysis, and 

dominance analysis.  

Review of related studies identified number of protective factors and a 

detailed account of the major categories of the protective factors viz., within-child, 

within-family, within-school, and within-community and sub divisions of each 

major category were presented in tables 3, 4, 5, 6, 7, and 8. Among within-child 

category the most studied protective factors are self-efficacy, autonomy, social 

competence, personal traits, internal locus of control, motivation, and self-concept. 

Among within-family category the most studied protective factors are parental 

support, family support, parental expectations, parental involvement, and family 
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background. The most studied within-school protective factors include teacher 

caring, peer support, and school support. The studies on community protective 

factors did not reveal marked preference of any protective factor. 

At least 20 of the reviewed studies used academic achievement as the 

indication of resilience. The next most used indicator is resilience as such. Others 

used motivational factors as indicators of resilience viz., academic self concept and 

aspirations, involvement, satisfaction, task orientation, organization, meeting the 

expectations of teachers, motivation, and academic aspiration. The other indicators 

of resilience include child’s mastery of age-salient objectives, enhanced potential 

and self-esteem, peer play competence, adaptive preschool social functioning, 

physical, psychological, social, and environmental quality of life, social competence, 

student diversity, successful negotiation of problems and dealing with pre-existing 

risk factors.  Teacher reports of adjustment in terms of aggression, academic 

competence, popularity among peers, behavioural and psychological engagement 

were also considered as indicators of resilience.  

Resilience is an increasingly popular concept for research and application in 

the field of prevention (Kumpfer, 1999) and no paradigm shift is necessary for 

educational psychologists to begin a resilience perspective in their work (Toland & 

Carrigan, 2011). Resilience theory provided researchers and practitioners with a 

conceptual model that can help them understand how youth overcome adversity and 

how can one use that knowledge to enhance strengths and build positive aspects of 

their lives (Fergus & Zimmerman,2005). Julia, John, and Cicchetti (2002) 

emphasized the profile approach in the identification of children who fail to flourish 

within an early intervention programme. Many researchers emphasized the need for 

interventions (Nettles, Mucherach, & Jones, 2000; Fergus & Zimmerman, 2005) and 

suggestions for teachers and school counsellors to refine the current prevention and 

intervention programmes (Angela, 2009) to promote resilience. Best way to prepare 

resilient youth for an uncertain future is to help them develop feeling of competence, 

belongingness, usefulness, potency, and optimism via authentic, ongoing 
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experiences and critical examination of outcomes (Sagor, 1996).  Information on 

low cost methods for increasing resilience to negative life events is critically needed 

because of reduced funding for services to help at-risk children and families 

(Kumpfer, 1999).  

Literature on risk and resilience, school engagement and positive psychology 

offer school psychologists a new perspective to consider students’ progress through 

school (Morrison et al., 2006) and provides a rationale for incorporating resilience 

building efforts in schools and explores ways in which school environment could be 

structured to strengthen resilience in children and youth (Brooks, 2006). Findings of 

the reviewed studies indicate how to organize school to promote academic 

resilience, designs of the interventions and policies to strengthen resilience, and the 

importance of protective factors in fostering resilience. Achieving a safe and orderly 

school environment in school is closely linked to healthy social behavior required 

for resilience in children (Edmonds, 1979).  Effective teachers can minimize risk 

and maximize resources enhancing student development and resilience (Corno & 

Snow, 1986). Inspirational teaching and caring education can play a significant role 

in students' success.  Moreover, educators can work with others to enhance 

conditions in families and communities to foster psychological well being (Wang, 

Haertel, & Walberg, 1997).  

Age of students and stage of schooling are also to be considered. Resilience 

framework was very useful in understanding why certain students might be 

successful or unsuccessful in schools (Read, 1999).Transition to high school is a 

critical stage in students’ academic course and can be especially difficult for middle 

school students who struggle academically and starting high school on a low 

academic path and with low academic performance may lead to dropping out of high 

school (Langenkamp, 2010). Academic stress is negatively related to social support 

and resilience (Wilks, 2008).  But low risk students are more satisfied with their 

schools (Reyes and Jason, 1993).   
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Researchers have failed to demonstrate consistency on the role of peers in 

resilience. Many resilience researchers studied about friend support in academic 

resilience and resilient adolescents have ambivalent feelings and beliefs about 

friends and romantic relationships for their academic success Newman et al., 2000) 

and it was found to be negatively related to resilience Newman et al., 2000; 

Deborah, Mary, and Adaline, 2002).  

Reviewed literature demonstrates that academic resilience and its inculcation 

in students in impoverished contexts is still evolving, and hence, requires more 

attention. Educators need to show humility, to ask students about differences and to 

demonstrate flexibility in the educational environment in order to make school more 

comfortable (Ungar, 2007) and effective instructional practices build academic 

resilience skills (Shaw, 2008). There is no quick and easy answer to solve the 

problems of at-risk students, but putting the factors of resiliency model into place is 

effective (Pisapia & Wesfall, 1994). There is little discussion on resilience within 

educational psychology or how it is related to practice (Toland & Carrigan, 2011). 

Kumpfer (1999) emphasized the need for better understanding of ways to increase 

resilience in all children for improving the effectiveness of preventive community, 

school, and family services and emphasized the need for promoting resilience in 

school children (Angela, 2009). Sinay (2009) highlighted the need for increasing the 

awareness of parents, students, teachers and the community about academic 

resilience. According to Masten and Narayan (2012) there is a notable shortage of 

evidence on effective interventions for child and youth victims. Practical and theory-

informative research on strategies to protect children and youth victims and promote 

their resilience is a global priority. 



  
 

 Methodology   157

 

This chapter describes design of the study, variables, samples selected for the 

study, tools used, module for intervention, and the statistical analyses employed to 

analyze data. The present study was completed in two phases. For obtaining a 

summary view of the methodology at a glance, the outline of the total procedure is 

given in Figure1. 

 

                                 Figure 1.  Outline of Procedure of Study 
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 Phase 1of the study is for exploring the protective factors in academically at-

risk secondary school students, and finding the relation between risk factors and 

academic achievement through a survey. Phase 2 is for testing the effectiveness of 

an intervention for inculcating academic resilience via fostering the protective 

factors using a quasi-experimental design. Hence, the methodology of this study is 

described in detail in two phases. 

Phase 1: Explorative Survey of the Protective Factors and Academic 

Achievement in At-Risk Students 

 The survey was designed to find out answers to two questions; 1) which 

among the select protective factors viz., Social Competence, Problem Solving Skill, 

Critical Consciousness, Autonomy, Sense of Purpose, Peer Support, Family 

Resources, Family Psychological Nurturance, Family Environment, Authoritative 

Parenting, Curriculum Adaptation to Student Diversity, and Caring Teachers does 

significantly differ among the three levels (low, average, and high) of risks sourced 

from within-child, family, and school in secondary school students?, and 2) which 

school subjects viz., Mathematics, Basic Science, Social Science, and Information 

Technology demonstrate significant difference in achievement based on levels of 

risk sourced from within-child, family, and school in secondary school students? 

Explorative survey helped to find out the distribution of protective factors 

viz., Social Competence, Problem Solving Skill, Critical Consciousness, Autonomy, 

Sense of Purpose, Peer Support (within-child protective factors), Family Resources, 

Family Psychological Nurturance, Family Environment, and Authoritative Parenting 

(family protective factors), Curriculum Adaptation to Student Diversity, and Caring 

Teachers (school protective factors); and distribution of risk factors viz., child-risk, 

family-risk, and school-risk and their relations with the academic achievement in 

select subjects like Mathematics, Basic Science, Social Science, and Information 

Technology. It also helped to design the intervention to foster academic resilience in 

at-risk secondary school students. 
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 A detailed review of related literature was conducted as presented in chapter 

2. Resilience literature provided a robust theoretical basis for present study. This 

step helped the investigator to settle on the final list of protective factors and risk 

factors. These include three major categories of protective factors and three domains 

of risk. From the identified protective factors, six within-child, four family, and two 

school protective factors were selected by analyzing their individual importance in 

developing resilience in the life of an at-risk child. Three areas of risk domains viz., 

child, family, and school were selected because these are closely related (proximal) 

to the at-risk nature of the child in present study. These protective and risk factors 

constitute the variables in survey phase.  

Variables in the Survey Phase 

 Survey phase of study explored the influence of student attributes viz., risk 

conditions, on criterion variables viz., protective factors and achievement. The 

survey phase, thus, utilized three attribute variables. They are: 

i. Child-Risk 

ii. Family-Risk, and  

iii. School-Risk  

 The sixteen criterion variables in the survey phase of study include twelve 

protective factors and achievement in four school subjects. The twelve protective 

factors considered as criterion variables in this study are: 

i. Social Competence 

ii. Problem Solving Skill 

iii. Critical Consciousness 

iv. Autonomy 

v. Sense of Purpose 

vi. Peer Support 

vii. Family Resources 
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viii. Family Psychological Nurturance 

ix. Family Environment 

x. Authoritative Parenting 

xi. Curriculum Adaptation to Student Diversity, and  

xii. Caring Teachers  

Further, Academic achievement in subjects viz., 

i. Mathematics  

ii. Basic Science 

iii. Social Science, and  

iv. Information Technology are also considered as criterion variables. 

Design of Study in Phase1 

First phase of the study used a survey method. Survey was conducted among 

10 rural secondary schools of Malappuram district. Risk factors and protective 

factors were quantified, and school achievement test scores were also collected. The 

students were grouped into low, average and high on three domains of risk viz., 

child-risk, family-risk and school-risk, using one standard deviation distance above 

and below mean as the cut off points. The groups were compared on protective 

factors and academic achievement.  

Tools Used in the Study 

 Based on the identified protective and risk factors, tools were constructed to 

collect data. The tools developed and used for the study are 1) Scales of Risk Factors 

2) Scales of Within- Child Protective Factors, 3) Scales of Family Protective 

Factors, 4) Scales of School Protective Factors and 5) Battery of Teacher- Made 

Tests of Achievement. They are explained in the following section.   
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1.Scale of Risk Factors 

 This scale is a concurrent scale of three risk factors and assess the risks faced 

by secondary school students from three risk domains viz., child, family, and school, 

to provide three independent measures of risks.  

Planning  

 During planning nature of risk, its measurement, indicators, and scoring 

procedures were reviewed.  Risk factor is identified as a measurable characteristic in 

a group of individuals or their situation that predicts negative school outcome. Risk 

factors in three dimensions viz., within-child, family, and school causing academic 

risk are included in the scales of risk factors. Risk factors spread over within-child 

category include emotional distress, behavioural disorders and cognitive deficits 

(Werner and Smith, 1989; Capaldi & Patterson, 1994), feeling sick, being bored 

(Ryan et al., 1998), drug addiction, psychological problems of children related with 

their health and gender (Sameroff, Seifer, Barocas, Zax, & Greenspan, 1987; 

Brooks-Gunn, 1994).  

Risk factors sourced from family include not having enough money to spent, 

and pressure to get good grades (Ryan et al., 1998), low socio-economic status, 

marital discord, single parent family status, psychological history of the family, lack 

of social support, poverty , education, and well-being (Sameroff, Seifer, Barocas, 

Zax, & Greenspan, 1987; Brooks-Gunn, 1994), poverty (Garmezy, 1983; Natriello, 

Mc Dil, & Pallas, 1990), children of alcoholic parents (Benard ,1991), divorce, loss 

of a parent, birth of a sibling, war, and child abuse (Garmezy, 1983),  family 

structure (Costello, 1989), homelessness, and parental divorce (Boykin,1986; 

Taylor,1991; Gordon & Yowell,1994; Delpit,1995).   

Risk factors sourced from school which cause academic at-risk covered the 

aspects like daily experiences of discriminatory behaviour from individuals and 

institutions, political, occupational, and residential restrictions (Taylor,1991), 
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schools failing to provide a supportive climate by institutionalizing low academic 

expectations, inadequate serving of educational resources, discontinuity between the 

pattern and values of low income and mainstream families and communities and 

those expected in the mainstream classroom and school contexts, and natural 

disasters (Boykin,1986; Taylor,1991; Gordon & Yowell,1994; Delpit,1995), and 

feeling left out of the group (Ryan, Cowen, Wyman, Work, & Keith, 1998).   

Adequate consideration was given to the above areas while constructing the 

statements. These risk exposing conditions revealed that individual, familial, and 

school characteristics and interaction between these may contribute to the academic 

at-risk condition of the students. Sometimes all of these risk factors result in similar 

problems (Masten & Wright, 1998), so a shift was happened from studying single 

risk factor to cumulative risk. Cumulative risk is the total of multiple risk factors. 

While developing the tool, it was postulated that if a child is experiencing increased 

number of demographic and psychological risk factors, there will be an increased 

chance for developing adjustment problems in that child (Rutter, 1979).  All risk 

factors do not possess equivalent meaning and also present different levels of 

experience.  In such situations, multiple risk studies consider numerous risk factors 

together and the accumulation of risk affects negatively to children’s developmental 

outcomes (Sampson & Laub, 1994). 

Item writing 

 Statements under each scale were constructed with the help of reviewed 

theory on resilience.  

Scale of child-risk 

 Scale of child-risk in draft form comprised of 16 statements. The scale 

measures difficulties in academics due to the problems and deficits of students 

themselves. The statements are particularly related with health problems of students, 

problems related with the academic abilities, extent of fear about their future life, 
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and lack of belief of students about their abilities. So the statements can be included 

under the following aspects like physical, cognitive, metacognitive, personal, socio-

affective and academic difficulties of the student. All the statements are positive in 

nature.   

Example:  

• Inability to formulate clear goals leads me to new problems  

(statement 6). 

• I fear that the future life will be miserable (statement 8). 

Copies of the Malayalam and English versions of the draft scale are provided 

as Appendix A1 and A4 respectively. 

Scale of family-risk 

The scale of family-risk in draft form contained 19 statements.  Statements in 

the scale measure the problems faced by students in their personal and academic life 

in connection with adverse conditions in their home including the problems related 

with parents’ attitude towards them, specially the ineffective parenting, parental 

discord, diseases of parents, ill healthy home atmosphere, and, negative behaviours 

of parents which expose students to adversities. So the measures can be categorized 

under parental involvement, parental care and affection, facilities provided by 

parents, poverty, and home environmental aspects. All statements are positive in 

nature. 

Example:  

• Diseases of my parents mentally weaken me (statement 4). 

• I feel that I am not getting adequate love from my parents  

(statement 5). 

Copies of the Malayalam and English versions of the draft scale are provided 

as Appendix A2 and A5 respectively. 
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Scale of school-risk  

 Scale of school risk in draft form included 17 statements which measure the 

difficulties experienced by students in school. The scale especially measures 

behaviour of teachers and school atmosphere which mentally depress the students. 

The statements can be categorized as teacher behaviour, bullying nature of students, 

school environmental aspects, impact of low grades in the examination, and mode of 

conveyance of students to school. Scale includes 16 positive statements and a single 

negative statement (statement 5). 

Example:  

• My classmates tease me for lack of luxury things at my home (Statement 8). 

• I am isolated in public places and school due to some diseases of my 

relatives (Statement 17). 

Copies of the Malayalam and English versions of the draft scale are provided 

as Appendix A3 and A6 respectively. 

Scoring  

 All the statements are five-point Likert type.  The five responses are 

absolutely true, true, don’t know, false, and absolutely false. The scoring ranges 

from 5 to 1(absolutely true-5, true-4, don’t know- 3, false-2, and absolutely false- 

1for positive items and absolutely true-1, true-2, don’t know-3, false-4, and 

absolutely false- 5 for negative items). The item scores in each scale were added to 

get the total score on risk sourced from within-child, family and school. A copy of 

the response sheet of the Scale of Risk Factors is provided as Appendix A7. 

Item analysis 

 Conventional item analysis procedure was applied, separately for the scales 

on three risk domains. 370 students selected with due representation to locality of 

schools, and type of management of schools were used as try out sample. Responses 
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from the try out sample were scored, arranged in the ascending order of total score 

on the risk dimension, and discriminating power in terms of t-value were calculated. 

Statements having t-values ≥2.58 were selected, as follows.  

Number of Statements Selected after Try Out 
Scale 

+ve -ve Total 

Scale of Child-Risk  15 0 15 

Scale of Family-Risk 16 0 16 

Scale of School-Risk 16 0 16 

Details of statements selected, and discrimination power of items in the three 

scales on child, family, and school risks are given in Appendix A8.  

Reliability  

 Estimated Test –retest reliability (n=56) and index of internal consistency (α) 

(n=478) of the three risk-scales are as follows.  

Reliability Coefficient Name of Scale Test-Retest Cronbach α
Scale of Child-risk 0.80 0.87 
Scale of Family-risk 0.85 0.89 
Scale of School-risk 0.81 0.89 

Validity 

Items in the three risk scales were carefully chosen to reflect the different 

aspects of risk proposed by an array of researches in the field; and hence 

theoretically the scales of risk are considered valid. Scale of child-risk was 

constructed by putting together the elements identified and proposed by researchers 

like Sameroff, Seifer, Barocas, Zax, and Greenspan (1987), Ryan et al., (1998), 

Werner and Smith (1989), Capaldi and Patterson (1994), and Brooks Gunn (1994). 

Scale of family-risk was constructed by putting together the elements identified and 

proposed by researchers like Garmezy (1983), Boykin (1986), Sameroff, Seifer, 

Barocas, Zax, and Greenspan (1987), Ryan et al., (1998), Costello (1989), Natriello, 

Mc Dill, and Pallas (1990), Benard (1991), Taylor (1991), Brooks Gunn (1994); 
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Gordon and Yowell (1994), and Delpit (1995). Scale of school-risk was constructed 

by putting together the elements identified and proposed by researchers in the field 

of school-risk like Boykin (1986), Ryan et al., (1998), Taylor (1991),   Gordon and 

Yowell (1994), and Delpit (1995).  

  Further, empirical proof for validity of three scales of risk was obtained 

through Confirmatory factor analysis which demonstrated that statements in the 

three scales have high factor loading on the select risk domain. The result of 

Confirmatory factor analyses is given in Appendix A9.  Copies of the final versions 

of the scale of child-risk, scale of family-risk, and scale of school-risk are provided 

as Appendices A10, A11, and A12 respectively. 

2. Scale of Within- Child Protective Factors 

This scale is a concurrent scale of six within-child protective factors in 

secondary school students viz., social competence, problem solving skill, critical 

consciousness, autonomy, sense of purpose, and peer support to provide six 

independent measures. 

Planning  

The selected protective factors are closely related to the life skills needed by 

a person. Social competence is a personal, social, and life skill. In the field of 

resilience, many researchers studied about different aspects of social competence 

which include social, emotional, cognitive skills and behaviours that children need 

for successful social adaptation. These include social skills, social awareness, self-

confidence, capacity to inhibit egocentric, impulsive, or negative social behaviour, 

ability to understand others' emotions, social effectiveness, ability to take another 

person's perspective and develop an understanding of the social rules and 

conventions of their culture, cooperation and negotiation, diplomatic strategies, such 

as commenting upon the ongoing activity and asking permission to join in and  good 

standards of equity and good sportsmanship  (Welsh & Bierman, 2002). It involves 
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other socio-emotional competencies like  better mental health, stronger relationships, 

more success in school and work, playing, talking, working out disagreements, and 

collaborating with peers and adults (Ladd, 1999); usually in a positive mood,  

expressing interest in others, capacity to empathize, humour, and does not seem to 

be acutely lonely (Ladd & Profilet, 1996; Katz & McClellan, 1997; McClellan & 

Kinsey, 1999), self control, trust, respect for other people, or civic engagement 

(Schoon, 2009), tolerance, conscientiousness, and ability for cooperation 

(Sarason,1990), and responsiveness (ability to elicit positive responses from others), 

flexibility (ability to move between different cultures), and communication skills 

(Berliner, & Benard, 1995). 

 Problem solving skill includes steps viz., problem orientation, problem 

definitions, generation of alternative solutions, decision making, solution 

implementation and verification (MIRECC, Mental Illness Research, Education and 

Clinical Centers). The processes of problem solving include searching for 

information, structuring and integrating it into mental representations of the 

problem, reasoning, planning actions and other solution steps, executing and 

evaluating solution steps, and continuous processing of external information and 

feedback (Reaff, Zabal & Blech, 2006). Parker et al., (1990), Nelson-Le Gall and 

Jones (1991), Wilson-Sadberry, Winfield, and Royster (1991), Gonzalez, Cauce, 

Friedman and Mason (1996), Grotberg (1996), and Grantham (2004) studied about 

the problem solving skill as a protective factor. 

 The idea of critical consciousness consider life situations of learner as the 

starting point of education and its goals are raising consciousness and overcoming of 

obstacles (Friere, 1970). Critical consciousness emphasized accomplishing a 

thorough understanding of the world, allowing the perceptions and exposure of 

perceived social and political contradictions and taking actions against the 

oppressive elements in one's life that are illuminated by that understanding. 

Garmezy (1991) and Benard (1995) studied critical consciousness as a protective 

factor. 
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 Autonomy rests on a concern of general education which helps the students 

to become more independent in their work, learning and behaviour (Boud, 1988; 

Hammond & Collins, 1991). It is studied by various researchers. Autonomy is the 

ability to act independently and exert some control over one’s environment, having a 

sense of one’s own identity, and to be detached from others engaged in risk or 

dysfunctional behaviours (Berliner & Benard, 1995). Autonomy involves 

development of a sense of identity (Benard, 1995), the degree of access to and 

control over material and social resources within the family, in the community and 

in the society at large (Dixon-Mueller, 1978), the ability to influence and control 

one’s personal environment (Safilios-Rothschild, 1982), and the capacity to obtain 

information and make decisions about one’s private concerns and those of one’s 

intimates (Dyson & Moore, 1983). Nelson Le Gall and Jones (1991), Berliner and 

Benard (1995) and Grotberg (1996) had studied autonomy as a within-child 

protective factor.  

 Sense of purpose is related with leading a goal oriented and purposeful life. 

Many researchers studied about different aspects of sense of purpose which include 

sense of purpose (Berliner & Benard, 1995), ability to foresee a bright future for 

oneself, optimism, and aspiration towards educational and personal achievement 

(Berliner & Benard,1995), goal direction, educational aspirations, persistence, 

hopefulness, optimism, and spiritual connectedness (Benard,1995), goal direction 

and pursuit of goals (Klinger, 1998), principle-oriented and goal-directed activity, 

and achieving comfort (Kerr & Brown, 1988), pursuit of intrinsic goals and 

emotional and physical health (Brunstein, Schultheiss, & Graessman, 1998; Sheldon 

& Kasser, 1998), and achievement motivation (Harackiewicz, Barron, Carter, Lehto, 

& Elliot, 1997). 

 Studies on different dimensions of peer support include students’ 

engagement in variety games and plays that offer them a number of opportunities to 

perform different roles, an understanding of social norms and conventions of their 

culture, co-operation and negotiation, attempt on different social roles when they 
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interact with peers, reciprocity and intimacy (Welsh & Bierman, 2002).  Presence of 

peer support is reflected in  caring towards students facing life circumstances, 

positive attitude of peers toward educational activities, engagement of peers in pro-

social constructive behaviours that foster good health, academic achievement, 

responsible citizenship, co-operative learning programmes, use of small learning 

groups and extra-curricular activities (Horn & Chen, 1998; Nettles, Mucherach, & 

Jones, 2000),  overall cooperation, communication, social participation and 

validating or supporting others (Oden & Asher, 1977; Coie, Dodge & Kupersmidt, 

1990). Felner et al., (1985), Alva (1991), Gonzalez and Padilla (1997), Wang, 

Haertel, and Walberg, (1997), Deborah, Mary, and Adaline (2002); Powers et al., 

(2005) studied peer support as a protective factor. 

Item writing 

 Items under each scale were constructed by analyzing the components of 

each protective factor, and based on the theory of resilience.   

Scale of social competence 

 This scale consisted of 21 statements in draft form based on how competent 

the students are in eliciting positive responses from others including friends, parents 

and teachers, in carrying out their work systematically, in empathizing with others, 

in moving between different cultures and in communicating effectively with others. 

These abilities will help students to win over the adversities in both academic and 

day to day life. This scale includes 19 positive statements and 2 negative statements 

(statement 12 and 16 only). 
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Example: 

•  Skill to maximally manifest my special abilities in academics (statement 9). 

• Ability to speak out clearly to others about the things in my mind (statement 

19). 

Copies of the Malayalam and English versions of the draft scale are provided 

as Appendix B1 and B7 respectively. 

  Scale of problem solving skill 

           Scale of problem solving skill includes 17 statements in draft form which 

measures students’ ability to plan, resourcefulness in seeking help from others, 

critical thinking, creative thinking, and reflective thinking in dealing with academic 

problems.  Scale contains 16 positive statements and one negative statement 

(statement 16 only).  

Example: 

• The competency to think about my academic problems (statement 1). 

• The capacity to make use of novel ways to solve the problems (statement 

13). 

Copies of the Malayalam and English versions of the draft scale are provided 

as Appendix B2 and B8 respectively. 

Scale of critical consciousness 

 Scale of critical consciousness consists of 12 statements in draft form which 

measure students’ critical awareness of structures of oppression, and capacity to 

create strategies to overcome them. All the 12 statements are positive. 

Example: 

•  Awareness of the communicable diseases at my surroundings (statement 6). 
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• I sense the impact of revealing personal information to strangers (statement 

11). 

Copies of the Malayalam and English versions of the draft scale are provided 

as Appendix B3 and B9 respectively. 

Scale of autonomy 

 The scale of autonomy includes 20 statements  in draft form which measures 

how self-dependent the students are in carrying out their duties, how much students 

try to achieve success in academic life, how able students are to modify those around 

and their surroundings, and, how much the students attribute their success to luck 

factor. These abilities come under students’ sense of task mastery, internal locus of 

control, and self-efficacy. Scale is constituted by 13 positive (statement number 1, 2, 

3, 4, 5, 6, 8, 10, 11, 12, 13, 18, and 19) and 7 negative (statements 7, 9, 14, 15, 16, 

17, and 20) statements. 

Example: 

• Confidence to clearly understand the content by rightly involving in the 

learning activities (statement 2). 

• Lack of confidence to perform in the examination in spite of 

comprehending the topics  (statement 15). 

Copies of the Malayalam and English versions of the draft scale are provided 

as Appendix B4 and B10 respectively. 

Scale of sense of purpose 

 This scale includes 22 statements in draft form based on sense of purpose. 

The scale measures how conscious the students are about formulating goals related 

with their academic life, how much the students aspire to achieve through education, 

how persistent the students are in their works to achieve success, how positive is the 
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students’ beliefs and faith in God to win over difficulties.  Scale is constituted by 21 

positive statements and one negative statement (statement 19 only). 

Example: 

• Purpose of being good student for my teachers by my abilities in academic 

and non-academic attainments (statement 6). 

• Feel that content difficulty will affect my studies negatively (statement 19). 

Copies of the Malayalam and English versions of the draft scale are provided 

as Appendix B5 and B11 respectively. 

Scale of peer support 

 The scale of peer support contains 20 statements in draft form based on the 

sub-components under peer support. Specifically  the scale measures positive 

mentality of the students to help their friends, how sincere the student’s efforts with 

education is, how clear students’ conception of their role as citizen is, and the extent 

of students’ participation in extra-curricular activities. All the statements except 

statement number 4 are positive in nature. 

Example: 

• Habit of blaming and quarrelling with my peers for silly matters. (statement 

4). 

• I take effort to increase the standard of both academic and non-academic 

subjects (statement 19). 

Copies of the Malayalam and English versions of the draft scale are provided 

as Appendix B6 and B12 respectively. 

Scoring 

All the six scales in the concurrent scale of within-child protective factors are 

five point Likert type with five graded responses, viz; ‘have very much’, ‘have more 
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or less’, ‘have less’, ‘have very less’, and ‘not at all’. The value ranges from 5 to 

1(have very much -5, have more or less -4, have less – 3, have very less -2, and do 

not have – 1for positive statements).   Scoring is reversed for negative statements. 

Item analysis 

 Conventional likert procedure was applied, separately for each scale under 

the concurrent scale of within-child protective factors. 370 students selected with 

due representation to locality of the schools, and type of management of schools 

were used as try out sample. Response from the try out sample were scored, 

arranged in ascending order of total score on the protective factor, and 

discriminating power in terms of t-value was calculated. Statements having t-values 

≥2.58 were selected, as follows.  

Number of Statements Selected after Try Out  Scale +ve -ve Total 
Scale of Social Competence 18 0 18 
Scale of Problem Solving Skill 16 0 16 
Scale of Critical Consciousness 12 0 12 
Scale of Autonomy 10 0 10 
Scale of Sense of Purpose 20 0 20 
Scale of Peer Support 18 1 19 

 

Details of items selected, and discrimination power of statements in the six 

component scales are given in Appendix B13. 

Reliability  

 Estimated Test –retest reliability (n=57) and index of internal consistency (α) 

(n=478) of the scales of six within-child protective factors are as follows.  

Reliability coefficient Name of Scale 
Test-Retest Cronbach α 

Scale of Social Competence 0.86 0.84 
Scale of Problem Solving Skill 0.72 0.88 
Scale of Critical Consciousness 0.90 0.83 
Scale of Autonomy 0.71 0.82 
Scale of Sense Of Purpose 0.77 0.90 
Scale of Peer Support 0.95 0.87 
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Validity 

 The six scales of within-child protective factors were constructed by 

including statements on protective areas identified by previous researchers in 

relation to Social Competence, Problem Solving Skill, Critical Consciousness, 

Autonomy, Sense of Purpose and Peer Support. Hence, theoretically, the six scales 

of within-child protective factors are considered valid. Specifically, the scale of 

Social Competence bases on Sarason (1990), Berliner and  Benard (1995), Ladd and 

Profilet (1996), Katz and McClellan (1997), McClellan and Kinsey (1999), and 

Schoon (2009). Research conducted by Parker et al., (1990), Nelson-Le Gall and 

Jones (1991), Wilson-Sadberry, Winfield, and Royster (1991), Gonzalez, Cauce, 

Friedman and Mason (1996), Grotberg (1996), Grantham (2004), and Reaff, Zabal 

and Blech (2006) provided theoretical basis  for Problem Solving Skill.  Likewise  

Garmezy (1991), and Benard (1995) supported the item construction on Critical 

Consciousness. Dixon-Mueller (1978), Safilios-Rothschild (1982), Dyson and 

Moore (1983), Boud (1988), Hammond and Collins (1991), Le Gall and Jones 

(1991), Berliner and Benard(1995), Benard (1995), and Grotberg (1996) provided 

the component behaviours of Autonomy. Researches by Harackiewicz, Barron, 

Carter, Lehto, and Elliot (1997), Berliner and Benard (1995), Klinger (1998), Kerr 

and Bowen (1988), Kerr and Bowen (1988), Brunstein, Schultheiss, and Graessman 

(1998), Sheldon and Kasser (1998), are the base for Sense of Purpose. Felner et al 

(1985), Coie, Dodge and Kupersmidt (1990), Alva (1991), Oden and Asher (1977), 

Gonzalez and Padilla (1997), Wang, Haertel, and Walberg, (1997), Horn and Chen 

(1998), Nettles, Mucherach, and Jones (2000), Deborah, Mary, and Adaline (2002), 

Welsh and Bierman (2002), and Powers et al., (2005) provided the backing for items 

in scale of Peer Support.  

Further, empirical proof for validity of the six scales of within-child 

protective factors is obtained through confirmatory factor analyses which 

demonstrated that statements in the scales have high factor loading on the select 

within-child protective factor. The result of Confirmatory factor analysis is given in 
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Appendix B14.  Copies of final versions of the six concurrent scales of within-child 

protective factors are provided as Appendix B15 to B20. 

3. Scale of Family Protective Factors 

 This scale is a concurrent scale of four family protective factors to assess the 

mobilization of four family protective factors by the parents viz., family resources, 

family psychological nurturance, family environment, and authoritative parenting. 

The scales provide independent measures of four family protective factors.  

Planning  

According to Morris and Winter (1994) mobilization of family resources 

includes parental planning in using human and material resources available to the 

family to satisfy needs. Generally family resources include facilities provided by 

parents to children related to food, safety needs, study equipment, availability of 

both print and visual media, and parents’ concern in healthy habits. Family resources 

like provision of food, shelter and basic need, connections to other resources, 

transportation, physical growth, information, learning opportunities and behaviour 

models (Masten, et al., 1990) are vital to the development of child. 

 Family psychological nurturance depicts that parents should nurture the self-

esteem and self-efficacy of students and should motivate them. Parents must have 

positive academic, moral and social expectations about their children. Parents should 

involve in the programmes and courses for children to advance the skills. The 

statements in this scale gained support from self-esteem, self-efficacy, mastery 

motivation,  academic, moral and social expectations (Masten et al.,1990), 

involvement in programmes and courses that advance skills (Taylor,1991; Waxman 

& Huang,1996; Read, 1999), volunteering in classrooms and helping with 

homework (Fantuzzo, Tighe, & Childs, 2000), parents’ expectations and aspirations 

for their children’s achievement (Singh et al., 1995), parental expectations and 

parent-child communication about school (Keith et al., 1993; Fan & Chen, 2001), 
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and monitoring and structuring child’s time, engaging children in learning 

stimulating activities, discussing school and education, and holding educational 

expectations (Epstein et al., 2002; Fantuzzo, Tighe, & Childs, 2000).  

 Family environment describes the nature of atmosphere in home that is 

conducive to promote academic resilience in children. Different aspects of family 

environment are studied by many researchers which include the strong relationship 

with adults (Beardslee, 1989; Masten et al., 1990; Cowen et al., 1996), family 

warmth (Garmezy, 1983,1991; Aber et al.,1985; Felner et al., 1985), family 

cohesion (Garmezy, 1982,1991; Felner et al., 1985), children performing chores to 

help family (Masten et al., 1990; Benard, 1991), orderly household environment 

(Bennett, Wolin, & Reiss, 1988; Wang, Heartel, & Walberg,1997), absence of 

serious family discord (Garmezy,1985; Mc Millan & Reed, 1994), and  close 

relationships, healthy open communication, perceived parental support, structured 

family meal environment, and a positive atmosphere at family meals (Aufseeser, 

Jekielek, & Brown, 2006). 

  The authoritative parenting style measures the parenting nature, freedom 

provided by parents, emotional attachment of parents and children, how parents 

consider the needs of children, establishment of rules and guidelines that their 

children are expected to follow, democratic nature of parents, responsiveness to 

children and willingness to listen to questions, more nurturing and forgiving rather 

than punishing (Maccoby & Jacklin, 1983), parental monitoring and imparting clear 

standards for their children’s conduct, more assertive, but not intrusive and 

restrictive, supportive rather than punitive (Baumrind, 1991), make children to be 

assertive as well as responsible, and self-regulated as well as co-operative, try to 

make the children happy, capable and successful (Maccoby & Jacklin, 1983). This 

construct is studied as a protective factor by Garmezy, Masten and Tellegan (1984), 

Wilson-Sadberry, Winfield, and Royster (1991) and Mc Millan and Read (1994).  
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Item writing 

 Statements under each scale were constructed by analyzing the components 

of each protective factor and based on theory of resilience.   

Scale of family resources 

 The scale of family resources includes 17 statements in draft which 

specifically measures the mobilization of resources like food, shelter and basic 

needs, connections to other resources, transportation, physical growth, information, 

learning opportunities and behaviour models by the parents. All the statements are 

positive. 

Example: 

• My parents always focus on arranging the things for my life security, 

(Statement 2). 

• Parents advice me to model the good activities done by others, (Statement 

17). 

Copies of the Malayalam and English versions of the draft scale are given as 

Appendix C1 and C5 respectively.  

Scale of family psychological nurturance 

 The scale contains 30 statements in draft form which measures how parents 

nurture the personality of students, how parents improve the confidence, how 

parents inculcate morality, to what extent parents involve in the academic aspects of 

children and how parents help children to develop a responsible nature in children, 

and how the parents inculcate self-confidence and esteem. In this scale 24 statements 

are positive and 6 statements are negative (5, 15, 25, 26, 27, and 29). 

Example: 

• My parents convince me about the necessity of achieving high academic 
goals (statement 11). 
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• My parents try to find out only the faults in my actions (statement 29). 

Copies of the Malayalam and English versions of the draft scale are given as 

Appendix C2 and C6 respectively.  

Scale of family environment 

 Scale of Family Environment contains 18 statements in the draft form which 

measures emotional oneness of family members, freedom provided by parents to 

children, decision making nature in the family, systematic nature of family 

members, parental discord and its compromise, adjusting mentality of family 

members, and warm atmosphere in home which help children to manifest success in 

life. 14 positive statements and 4 negative statements (4, 8, 15, and 16) together 

constitute scale. 

Example: 

• Parents tell me about the dignity of labour (statement 11). 

• Conflict between my parents affects me and my studies (statement 16). 

Copies of the Malayalam and English versions of the draft scale are given as 

Appendix C3 and C7 respectively.  

Scale of authoritative parenting 

 The scale contains 13 statements in draft which includes 7 positive 

statements and 6 negative statements (3, 4, 6, 10, 11, and 12). The scale specifically 

measures parenting nature, freedom provided by parents, emotional attachment of 

parents and children, and how the parents consider the needs of children.  

Example: 

• I fear to open up many of my problems to my parents  

(statement 6). 

• I love my parents very much (statement 7). 
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Copies of the Malayalam and English versions of the draft scale are given as 

Appendix C4 and C8 respectively.  

Scoring 

All the statements are with five point Likert type responses. The five 

responses are ‘absolutely true’, ‘true’, ‘don’t know’, ‘false’, and ‘absolutely false’. 

The score ranges from 5 to 1 (absolutely true-5, true-4, don’t know- 3, false-2, and 

absolutely false- 1). The scoring is reversed for negative statements.  

A copy of the response sheet of the scales of family protective factors is 

given as Appendix C9.   

Item analysis 

 Conventional Likert procedure was applied separately for item analysis in 

the scales meant for four family protective factors. 370 students selected with due 

representation to locality of schools, and type of management of schools were used 

as try out sample. Responses from the try out sample were scored, arranged in 

ascending order of total score on the protective factor, and discriminating power in 

terms of t-value was calculated. Statements having t-values ≥2.58 were selected, as 

follows.  

Number of Statements Selected after Try Out 
Scale 

+ve -ve Total 
Scale of Family Resources 16 0 16 
Scale of Family Psychological 
Nurturance 

21 2 23 

Scale of Family Environment 13 2 15 
Scale of Authoritative Parenting 7 2 9 
 

Details of statements selected and discrimination power of items in the four 

scales on family protective factors are indicated in  in Appendix C10. 
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Reliability  

 Estimated Test –retest reliability (n=57) and index of internal consistency (α) 

(n= 478) of the four scales of family protective factors are as follows.  

Reliability coefficient 
Name of the Scale 

Test-Retest Cronbach α 
Scale of Family Resources 0.92 0.88 
Scale of Family Psychological Nurturance 0.80 0.87 
Scale of Family Environment 0.71 0.80 
Scale of Authoritative Parenting 0.70 0.87 
 

Validity 

 Theoretically, validity of the four scales of family protective factors was 

ensured by carefully choosing statements on the particular protective factor to reflect 

different aspects suggested by previous researches.  Masten, et al., (1990) and 

Morris and Winter (1994) were the base for Family Resources.  Masten et al., 

(1990), Taylor (1991), Keith et al., (1993), Singh et al., (1995), Waxman and Huang 

(1996), Read (1999), Fantuzzo, Tighe, and Childs (2000), Fan and Chen (2001), and 

Epstein et al., (2002) provided the bases for Family Psychological Nurturance scale. 

Aber et al., (1985), Felner et al., (1985),  Garmezy (1983,1985,1991), Bennett, 

Wolin and Reiss (1988), Beardslee (1989), Masten et al., (1990),  Benard (1991), 

Mc Millan and Reed (1994),  Cowen et al., (1996), Wang, Heartel and Walberg 

(1997), and Aufseeser, Jekielek, and Brown (2006) provided the source of 

statements in the scale of Family Environment. Statements in the scale Authoritative 

Parenting were suggested by Maccoby and Jacklin (1983), Garmezy, Masten and 

Tellegan (1984), Baumrind (1991), Wilson-Sadberry, Winfield, and Royster (1991), 

and Mc Millan and Read (1994).  

Further, empirical proof for validity of the four scales of family protective 

factors are obtained through Confirmatory factor analysis which demonstrated that 
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statements in the scales have high factor loading on the select family protective 

factor. The result of Confirmatory factor analysis is given in Appendix C11.  

Copies of final version of scale of family protective factors are provided as 

Appendix C12 to C15. 

4. Scale of School Protective Factors 

 This scale is a concurrent scale of two school protective factors. assessing the 

mobilization two school protective factors in secondary school level viz., curriculum 

adaptation to student diversity, and caring teachers, providing two independent 

measures. 

Planning  

 Curriculum adaptation to student diversity is a school protective factor 

included under the aspect curriculum and instruction. Many researchers focused on 

aspects of curriculum and its adaptation to students of diverse needs which include 

flexible and adaptable curriculum without loss of content (Eloiza da Silva Gomes de 

Oliveira,  2003), accessibility, adaptation of curriculum, pedagogical adaptation, 

changing way of teaching and adapting, what is going on the classroom to meet the 

needs of all students, and affective relationships that are established in classroom, 

the working of curriculum not with knowledge alone, but also with culture, identity, 

and subjectivity (Glat & Ferreira, 2003). In the context of resilience, curriculum 

adaptation to student diversity includes sub-components viz., teacher sensitivity to 

students’ cultural and intellectual diversity, adaptation of curriculum content and 

instructional strategies to ensure student learning, pre-requisite content instruction to 

overcome students’ knowledge limits, and opportunity to learn advanced content and 

higher order thinking skills (Wang, Haertel, & Walberg, 1997). 

 Caring by the teachers has resulted in adequate development of students. 

Previous researches studied, aspects of teacher behaviour viz., committed 

relationships between students and teachers (Benard, 1995, 1997; Wang, Haertel & 
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Walberg, 1998), and teachers’ caring (Thompson, 2006).  Students’ decision to 

remain in school is influenced by caring teachers and highly regarded relationships 

(McMillan & Reed, 1994; Lee & Burkham, 2003; Wilson, 2007; Knesting, 2008).  

Positive experiences in school provide students a sense of belonging, bonding, and 

encouragement (McMillan & Reed, 1994). Teacher caring - a factor in fostering 

relationships with students (Ladson-Billings, 1994) addresses among other things, 

student needs in a culturally responsive manner (Gay, 2000). This requires listening 

to students (Wentzel, 1997; Alder, 2002; Noddings, 2005) as well.   

Scale of curriculum adaptation to student diversity 

  The 12 statements in the scale specifically measure how teachers treat 

different cultural backgrounds of students while teaching, illustrations, previous 

knowledge, and teaching strategy used by teachers, and follow up work provided by 

teachers to further the classroom learning. All the 12 statements are positive in 

nature.  

Example: 

• Teachers understand and respect my cultural styles (statement 2). 

• Teachers relate content with previous knowledge to assimilate the idea 

clearly (statement 7). 

Copies of Malayalam and English version of the draft-scale are given in 

Appendix D1 and D3 respectively.  

Scale of caring teachers 

 The scale of caring teachers contains 26 statements based on committed 

relationships between students and teachers, high expectations for all students, 

student mastery of new experiences, promotion of student self-concept and self-

esteem, and role modeling of problem-solving and pro-social behaviours.  The scale 

specifically measures attachment between teachers and the student, freedom and 

guidance provided by teachers, expectations of teachers about the students, teaching 
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method, follow up provided, caring extended by teachers, and teachers, help in 

personal development of the student. All the 26 statements except one (statement 13) 

are positive. 

Example: 

• Teachers respect my qualities (statement 7). 

• Teachers avoid me (statement 13). 

Copies of Malayalam and English version of the draft-scale are given in 

Appendix D2 and D4 respectively.  

Scoring 

All the statements are five point Likert type and five responses are 

‘absolutely true’, ‘true’, ‘don’t know’, ‘false’, and ‘absolutely false’. The score 

ranges from 5 to 1(absolutely true-5, true-4, don’t know- 3, false-2, and absolutely 

false- 1for positive items). For negative statements, scoring was reversed. A model 

response sheet for the scales of school protective factors is given in Appendix D5.    

Item analysis 

 Conventional item analysis procedure was applied, separately for the scales 

of two school protective factors. 370 students selected with due representation to 

locality of the schools, and type of management were used as try out sample. 

Responses from the try out sample were scored, arranged in the ascending order of 

total score on protective factors, and discriminating power in terms of t-value were 

calculated.    

 Statements having t-values ≥2.58 were selected.  In scale of curriculum 

adaptation to student diversity all the 12 statements selected are positive. In scale of 

caring teachers all the 25 selected statements are positive. Statements selected and 

discrimination power of statements in the two scales on school protective factors are 

given indicated Appendix D6. 



 184  Fostering  Academic Resilience 

Reliability  

 Estimated Test –retest reliability (n= 58) and index of internal consistency 

(α) (n= 478) of the two scales of school protective factors are as follows.  

Reliability Coefficient 
Name of the Scale 

Test-Retest Cronbach α 
Scale of Curriculum Adaptation to Student Diversity 0.72 0.81 
Scale of Caring Teachers 0.87 0.91 
 

Validity 

 The two scales of school protective factors were constructed by including 

statements on the protective areas identified by previous researchers in relation to 

curriculum adaptation to student diversity and caring teachers. Hence, theoretically, 

the scales are considered valid. Curriculum adaptation to student diversity based on 

Eloiza da Silva Gomes de Oliveira (2003), and Glat and Ferreira (2003).  Ladson-

Billings (1994), McMillan and Reed (1994), Benard (1995, 1997), Wentzel (1997), 

Wang, Haertel, and Walberg (1998), Gay (2000), Lee and Burkham (2003), 

Noddings (2005), Thompson (2007), Wilson (2006), and Knesting (2008) provided 

elements of Caring Teachers.  

Validity of two scales of school protective factors was confirmed through 

Confirmatory factor analysis which demonstrated that statements in the scales have 

high factor loading on select school protective factor. The result of Confirmatory 

factor analysis is given in Appendix D7. Final version of the scales of two school 

protective factors are provided as Appendix D8 and D9. 

5. Battery of Teacher- Made Tests of Achievement  

 In present study, purpose of administering achievement test in Malayalam, 

English, Basic Science, Social Science, and Mathematics was to check the entry 

level of the experimental students and to compare the level of knowledge possessed 

by students in select classes in Phase 2 of the study. This was  to ensure that the four 

groups are not significantly different on academic achievement prior to intervention.  
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Planning for the achievement test battery  

 In each of the select subject, test was constructed based on the content in the 

standard VII curriculum in areas like Malayalam, English, Basic Science, Social 

Science, and Mathematics because the tests were administered in the starting phase 

of standard VIII.  

To define the scope and emphasis of test related to objectives of the content 

clearly, and to test how far the objectives are reflected in  instruction and to ensure 

that the tests validly  measure the knowledge, skills and other academic attributes of 

pupil that teacher designed specifically to teach; a table of specification was 

prepared. It includes weightage to objectives, content, and form of questions. Table 

of specification (blue print) was constructed by the investigator well in advance. 

Blue print is presented in Table 9. 

Table 9 

Blue Print for Battery of Teacher-made Tests of Achievement 

Objectives Knowledge Understanding Application 
Form of   
Question 

Content 
O SA O SA O SA 

Total 
Item 

Total 
Marks 

Malayalam 
1/2  

(15)  3(2) 
11/2 (1) 

 
5(1)    

19 
 

20 

English  
1(5)  2(2)  

2 (1) 
11/2 
(1) 
21/2 
(1) 

 
5(1) 

 
11 

 
20 

Basic Science ½ (14) ½(1)  2(4)  5(1) 19 20 

Social Science 1(5)   
3(2) 
2(2) 
5(1) 

  10 20 

Mathematics 4(1) 6(1)  3(1) 
2(1)  5(1) 5 20 

Total Item 40 1 5 12 3 3 64  
Total Marks 28 ½   41/2 111/2 33 6 15  100 
Grand total   341/2 441/2 21  100 

Note: Figure outside the bracket indicates the marks and figure within tbracket 
indicates number of questions.  O-Objective type, SA-short answer type, E-Essay 
type. 
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Item writing and editing  

Items were prepared based on the blue print in consultation with teachers in 

R.M.H.S.S. Melattur. A number of items were written, and then the number of items 

matched to the blue print by editing and choosing items with sufficient quality using 

the expertise of school teachers.  

Content validity  

In the test of Malayalam, items were based on content prescribed for 

Malayalam part II. In English, the test was based on the English grammar prescribed 

for grades upto standard VII was prepared. Basic Science test was constructed based 

on the content prescribed in Physics, Chemistry and Biology concepts in the Basic 

Science syllabus for standard VII. In Social Science and Mathematics as well, tests 

were based on the content prescribed in the syllabus for standard VII. As the items 

of constituent tests are  based on the content learnt in lower grades  and as the items 

are constructed and edited by the teachers who actually measure students’ 

achievement at standard VIII, the measure of achievement obtained from 

constituents tests within  the battery of tests and it considered valid.  

Administration  

Each test in the battery was separately administered. The time allotted for 

completion of each test was 40 minutes. Based on the scores of achievement tests in 

Malayalam, English, Basic Science, Social Science and  Mathematics, the selected 

classes were allocated to experimental treatment and control classes during the 

experimental phase.  

Scoring  

Scoring was done as per the scoring scheme. The Test-Battery, and scoring 

key and marking scheme are given in Appendix E1 and E2. 
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Sample for the Survey 

Population of the study was secondary school students. Sample was drawn 

from 10 rural secondary Schools of Malappuram district. All the 10 schools are in 

local Panchayat area, and thus are rural schools.   Six hundred and twenty students 

drawn from fifteen randomly selected standard VIII classes constitute the sample. 

For this, the study at first randomly drew two educational districts from the three in 

Malappuram District. In each educational district, five schools were randomly 

chosen. Then from the five schools in one educational district, eight classes were 

randomly selected. Seven classes were randomly selected from the second 

educational district.  Data from 478 students which were complete in all respects 

constituted by 251 boys and 227 girls, were used for analysis.  

Random selection of 2 educational districts (From 3) 
 

Random selection of 5 schools each from the selected educational districts 

             (10 Schools) 

 

      7 Government Schools                                                        3 Aided Schools 

 

478 Students (Total) 

 

                                         251(Boys)                       227 (Girls) 

Administration of scales and collection of achievement scores from school 

records 

 The scales of risk factors, scales of within-child, family, and school 

protective factors were administered in the select sample. Academic achievement 

scores in select subjects viz., Mathematics, Basic Science, Social Science, and 

Information Technology of selected sample were collected from school records. All 

schools had a common test pattern and they have a common standard in assigning 
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scores for formative assessments. The summative and formative scores added 

together were taken as the measure of achievement.  

Identification of school subjects and protective factors vulnerable to risk 

 From the analysis academic achievement of school subjects, and, within-

child, family, and school protective factors vulnerable to three risk domains became 

clear. 

Phase 2: Intervention for Enhancing Academic Resilience via Fostering the 

Protective Factors 

 After identifying the school subjects and protective factors vulnerable to 

risks in phase 1, Phase 2 of study is an experimental phase designed to answer the 

following questions. Can FAR (Family focused intervention for fostering Academic 

Resilience), CAR (Child focused intervention for fostering Academic Resilience), 

and FCAR (Family cum Child focused intervention for fostering Academic 

Resilience) separately enhance protective factors and student achievement? Do the 

levels of intervention (FAR, CAR, and FCAR) differ in their effect on gain in each 

of the select protective factors, and student achievement? If so, which level of 

intervention is more effective? Do the intervention groups (FAR, CAR, FCAR) have 

significantly higher achievement than control group after adjusting for the pre-

intervention differences if any in achievement, child-risk, and family-risk?  

Variables in the Experimental Phase 

 The experimental phase of study employs independent variable, dependent 

variables, and moderator variables. 

Independent variable 

  Independent variable in this study is treatment for fostering academic 

resilience. There are following levels of treatment for fostering academic resilience 

viz.,  
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1. FAR (Family focused intervention for fostering Academic Resilience) 

2. CAR (Child focused intervention for fostering Academic Resilience)  

3. FCAR (Family cum Child focused intervention for fostering Academic 

Resilience), and 

4. Control group  

Dependent variables 

 Nature and extent of risk encountered as well as the evidence of resilience 

vary among different populations depending on age group, culture, and socio-

economic factors. Accordingly the researchers have to choose the means to 

operationalize risk and resilience (Luthar, Cicchetti, & Becker, 2000).   Accordingly  

present study used child-risk, family-risk, and school -risk as the adverse condition 

necessary for resilience to happen and academic achievement as indication of 

resilience.         

 In this study, indicators of academic resilience viz., academic achievement 

and protective factors are considered as dependent variables. Specifically there are 

11 variables they are,  

1. Academic Achievement,  

There are 10 protective factors classified into two categories viz., within-

child protective factors and family protective factors. 

Six within child protective factors viz.,  

2. Social Competence 

3. Problem Solving Skill 

4. Critical Consciousness 

5. Autonomy 

6. Sense of Purpose 

7. Peer Support, and  
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Four family protective factors viz., 

8. Family Resources  

9. Family Psychological Nurturance  

10. Family Environment, and  

11. Authoritative Parenting 

 It may be noted that this list of protective factors in experimental phase 

excludes two school protective factors viz., Curriculum Adaptation to Student 

Diversity, and Caring Teachers which were considered during survey phase because 

the intervention focuses only on within-child and family protective factors and hence 

its effect on school protective factors are not investigated. 

Moderator variables 

 The effect of intervention on academic resilience is studied for two levels 

(low and high) of child-risk and family-risk. Hence Child-risk and Family-risk are 

moderator variables in this study. 

Experimental Design  

 There are three levels of collaborative intervention viz., FAR (Family 

focused intervention for fostering Academic Resilience), CAR (Child focused 

intervention for fostering Academic Resilience), and FCAR (Child cum Family 

focused intervention for fostering Academic Resilience). FAR was focused on 

fostering family protective factors for fostering resilience. CAR was mainly focused 

on fostering within-child protective factors for fostering resilience.  FCAR treatment 

was designed to find out the collaborative effect of enhancing both within-child and 

family protective factors, and hence received Part 1 and Part of the programme for 

fostering resilience. 
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 In order to test the effectiveness of three levels of intervention in fostering 

academic resilience an experimental procedure was used, with a Quasi-experimental 

design, as follows. 

Pre-test – Post-test Control Group Design 

O1         XFAR                O2 

O3         XCAR            O4 

O5            XFCAR               O6 

 

O7                                O8 

O1, O3, O5, and O7 are the pre-tests on the dependent variables viz., six within–

child protective factors (Social Competence, Problem Solving Skill, Critical 

Consciousness, Autonomy, Sense of Purpose, and Peer Support), and four family 

protective factors (Family Resources, Family Psychological Nurturance, Family 

Environment, and Authoritative Parenting) and Academic Achievement (on Battery 

of Tests of achievement in Malayalam, English, Basic Science, Social Science, and 

Mathematics).  

XFAR, XCAR, XFCAR are the experimental treatments viz.,  

FAR (Family focused intervention for fostering Academic Resilience) 

CAR (Child focused intervention for fostering Academic Resilience), and  

FCAR (Child cum Family focused intervention for fostering Academic 

Resilience).  

O2,  O4,  O6, and O8  are the two sets of post-tests (immediate and delayed) on 

the dependent variables viz.,   six within–child protective factors (Social 

Competence, Problem Solving Skill, Critical Consciousness, Autonomy, Sense of 

Purpose, and Peer Support), four family protective factors (Family Resources, 

Family Psychological Nurturance, Family Environment, and Authoritative 

Parenting), and Test of Achievement in Mathematics. 
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Tools Used in Experimental Phase   

The following tools developed during the survey phase of study were used to 

quantify the dependent and moderator variables.  

1. Scales of Risk Factors  

2. Scales of Within- Child Protective Factors  

3. Scales of Family Protective Factors  

4. Scales of School Protective Factors and  

5. Battery of Teacher- Made Tests of Achievement used as the measure of 

previous achievement (pretest).  

In addition to the above tools, score on test of achievement in mathematics 

administered by teachers for mid-term and annual examination after the treatment 

were treated as immediate and delayed test scores on achievement in mathematics.  

The other major device used in experimental phase was Programme for 

Fostering Academic Resilience  

Programme for Fostering Academic Resilience  

 As the first step in phase 2 of study a resilience fostering programme was 

designed to foster academic resilience in at-risk secondary school students. 

Resilience is an inside out process that begins with one person's belief and emanates 

outward to transform whole families, classrooms, schools and communities (Fullan, 

1993). The experimental treatment consisted of a collaborative intervention 

programme focusing on the development of within-child and family protective 

factors of academic resilience. Based on the findings from resilience literature, the 

present resilience fostering programme utilized a collaborative effort of students, 

parents, and community resources. The programme made use of both asset focused 

and process focused strategies. 
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 Collaborative intervention includes: 

• CAR (Child focused intervention for fostering Academic Resilience)    

• FAR (Family focused intervention for fostering Academic Resilience) 

• FCAR (Family cum Child focused intervention for fostering Academic 

Resilience). It was a combination of CAR and FAR. CAR (Child focused 

intervention for fostering Academic Resilience)  and FAR (Family focused 

intervention for fostering Academic Resilience) are described in the 

following two sections.   

FCAR (Family cum Child focused intervention for fostering Academic 

Resilience) group received  FAR (Family focused intervention for fostering 

Academic Resilience) and CAR (Child focused intervention for fostering Academic 

Resilience)   treatments in the same intensity, timing and sequence as they were 

imparted to the groups which received the latter two treatments in isolation.  

Child focused intervention for fostering Academic Resilience  

The resilience fostering programme consisted of 12 sections, two to four 

lessons under each of them, with 29 lessons in total plus personality development 

using community resources. The twelve sections of student activities in resilience 

fostering programme roughly correspond to the protective factors identified by the 

study. Each section of resilience fostering programme has activities that require 

group and individual work, and, activities within and outside the classroom. The 12 

sections, and the title of lessons included in them are as follows.  

Sections in resilience enhancing 
programme 

 Title of the lessons and 
duration in class period 

 

1 Education, Faith and Parents 1I A new beginning to  make 
oneself  flexible 2 Widening the horizons 1

3 Preparing Norms 1II Preparing norms-how can we 
direct our life 4 Finalizing and displaying the 

norms 
1

III Eliciting information from others 5 Identifying a local theme 1
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Sections in resilience enhancing 
programme 

 Title of the lessons and 
duration in class period 

 

6 Preparing the interview schedule   1
7 Eliciting information on how 

they adapt-interface                        
2

through interview 

8 Reporting the interview  1
9 Analysis of previous week’s 

work                                               
1

10 Preparing a plan of action for  
upcoming week 

1

IV Developing the abilities 
to plan the life 

11 Follow up and evaluation 1
     

12 Analyzing the situations 1V Understanding and considering 
others 13 Enacting/ role playing the 

situations 
1

14 Listing out the hopes and 
expectations  

1VI Developing hopefulness 

15 Presenting the hopes and  
expectations 

1

16 Listening to the story and 
finding the qualities 

1

17 Becoming a writer                          1

VII Developing competence to  
effectively communicate 
individual aspirations and 
personal factors 

18 Presenting the story 1
19 Whether I had set any goals in 

past and what are my future 
goals  

1VIII Starting a goal oriented life   for a 
better future 

20 Experiences in setting and 
attaining goals 

2

21 Try to understand parents and 
teachers 

1IX My caregivers’ expectations on 
me 

22 Analyzing the relationships 1
23 Identifying persons who can 

help me 
2X My resources 

24 Discussing the importance of 
identifying the resources in 
advance   

1

25 Identifying and presenting I 
HAVE factors                                 

1XI Grapes technique 

26 Identifying and presenting I 1
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Sections in resilience enhancing 
programme 

 Title of the lessons and 
duration in class period 

 

CAN activities 
27 Identifying and presenting I AM 

images 
1

28 Listing my own problems              1XII Forecasting and overcoming 
 problems 29 How I escape? 1

XIII A class on personality 
development using community 
resources 

30   Personal characteristics and their 
role in education  

3

 

Elements of a lesson in CAR (Child focused intervention for fostering 

Academic Resilience)    

As in any other programme, logical and sequential arrangement of phases 

was the heart of effective implementation of resilience fostering programme. As in 

other classroom instructional practices, lessons on resilience also has pre-teaching, 

teaching, and post-teaching phases. Each lesson was completed within forty minutes. 

In all lessons emphasis was given to one or more protective factors which led to the 

development of academic resilience in students. Both individual and group activities 

were employed according to select task in a lesson. However all the activities 

possess a common strategy which include different components like Title, Protective 

Factor, Focus, Orientation, Features, Readiness, Organization, Task, Reflections, 

and Post-Script. Among these components, Title, Protective Factor, Focus, and 

Features are the pre-intervention planning components, Readiness, Orientation, 

Organization, Task, and Reflections are the intervention activities,  and Post-Script 

is the self-evaluation component by the facilitator. A brief description of the 

components of each lesson is as follows.  
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Components of each lesson Description 
1 Title of the Lesson Self descriptive name of the lesson 
2 Name of the Protective 

factor 
Specifications of the protective factors to be 
developed 

3 Focus List of abilities that is going to be fostered by the 
lesson 

4 Features Characteristics of the activity 
5 Readiness Preparation to start a task 
6 Orientation Instructions to students on objectives, tasks and 

interaction patterns  
7 Organization Specifying either activity is a  group work or 

individual work 
8 Task Actual work of the student 
9 Reflections Discussion of students about the merits of completed 

task 
10 Post-script Teacher’s analysis and feedback on the completed 

task 
Objective evident with the title of lesson familiarizes learner about the 

protective factors that have to be inculcated in them to achieve general objective. 

Statement of objective also indicates the components that constitute the protective 

factor. In a single lesson, more than one protective factor is included. For e.g.; in a 

lesson, “Eliciting Information from Others through Interview” one objective was 

stated as, to develop social competence in students through improving their 

communication skills. Focus restates the specific objectives of lesson from a process 

perspective focusing the participants’ attention to the specific abilities and 

behaviours that the learners are going to acquire in order to develop protective 

factors. Feature indicates the special characteristics of given lesson. The most 

important observable aspects of classroom activity are highlighted. Characteristics 

of the students’ behaviour and that of learning activity may be different during a 

single lesson in order to achieve objective.  

Readiness stage creates the set. Although students are intrinsically motivated 

to learn and do the work related to their schooling an extrinsic motivation is 

necessary to maintain the energy level and aspirations to complete the actions. 
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Facilitator incorporates some interesting techniques to ignite both the mental and 

physical readiness in children, to make the students get ready to start work. 

Orientating students about activity is much significant in successful completion of 

activity, because they will get a direction and idea about the work they are going to 

do. Students become self-disciplined and start to plan something in their mind about 

how to behave during the lesson. Organization clarifies whether the activity is a 

group or individual work and also indicates whether the activity is an indoor or 

outdoor one. Task gives a detailed description of the activity that is to be carried out 

in classroom. It visualizes all the activities students are doing to secure the goal they 

formulated prior to starting of activity. Unique phases of each learning activity are 

described under self-descriptive headings. It also includes how teacher is positively 

interfering the students to promote their “I have; “I can”; and “I am” qualities that 

constitutes the language of resilience.  

Shared reflections give opportunity for self-evaluation and appraisal of 

students and are useful in assimilating the outcomes of activity. During shared 

reflections every student in the classroom will be benefitted from the understanding 

shared by other students. Students will realize that their “I am” qualities have 

improved, indicating their successful adaptation and improved self-image. Questions 

by teacher will be the platform for conducting shared reflections. Students in groups 

discuss and arrive at their own conclusions and record the same in the work book as 

the abilities gained by them. Post–script included in all lessons is a teacher 

perspective on shared reflections tracing how the students are walking along the path 

of resilience. This concluding element of lesson comment on the feasibility, practical 

problems, and teacher’s own reflection about activity operationally. Detailed lesson 

plans are provided in Appendix F1. 

Mobilizing community resources  

Effective utilization of community resources has its own significance in the 

development of academic resilience. Utilizing the expertise of community social 
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workers, a personality development programme was organized to sensitize the 

importance of developing good personal characteristics and its role in academic 

achievement. Students, teachers, head teacher, local self-government members, 

counselors and block resource person participated in the programme. Details of the 

programme for mobilizing community resources and gist of main events are given in 

Appendix F1. 

FAR (Family focused intervention for fostering Academic Resilience)    

With the permission of head of institution of experimental school, written 

communication were sent to \parents of students in experimental groups to invite 

them to school for an awareness programme on family protective factors. Awareness 

programme for the parents included importance of academic achievement of 

students, risks faced by their wards,  importance of family in protecting children and 

helping them achieve despite adversities, and ways and means of effective 

mobilization of select family protective factors viz., family resources, family 

psychological nurturance, family environment and authoritative parenting. After 

conducting the awareness programme, feedback were collected from students about 

how their parents are mobilizing the family protective factors for their improvement. 

After two weeks, a letter containing aspects like effective mobilization of family 

protective factors and its significance in academic resilience was sent to parents who 

had undergone the awareness programme. Again the feedback was collected from 

the students about their parents’ role in developing academic resilience. The family 

focused intervention has four important stages. 

1. Collecting information from students on home conditions through diary 

writing. 

2. Sensitizing the parents about the importance of nurturing and mobilizing 

family protective factors through parents meet at school. 

3. Sending communication to parents about the family protective factors. 

4. Collecting feedback from the students. 
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Sensitizing the parents about the importance of nurturing and mobilizing 

family protective factors focused on  

• The nature of adolescents 

• Importance of academic achievement of students 

• Risks faced by students 

• Influence of risk on achievement 

• Importance of family protective factors on academic resilience 

• Effective mobilization of select family protective factors viz., family resources, 

family psychological nurturance, family environment, and authoritative 

parenting. 

Written communication was sent to the parents, with the permission of head 

of institution of experimental school. Role of effective communication and 

importance of arranging appropriate psychological environment, facilities and 

opportunities were emphasized. Face to face contact with parents was limited to two 

hours. In addition, there were two written communication, telephonic conversation 

that ensued from written communication and / or face to face meeting, and indirect 

communication generated via four classroom meetings with students in the FAR 

group in as many weeks. Sample of the correspondence with parents, and the events 

of the programme day are given in Appendix G1. 

Sample Used in Experimental Phase 

            For experimental treatment one among the school sampled for the survey 

having an average educational and social status was selected randomly. This school 

is located in a village named Pattikkad 8 kilometers away from Perintalmanna, 

nearby municipal area, in Malappuram District which is a socially and educationally 

backward area identified by the Government of India. Headmistress and senior 

assistant of school were consulted. Four divisions were selected randomly from the 

total of 8 divisions of standard VIII in this school.   
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Personal information blank was used to find out the features of control and 

experimental groups. Name of the student, age, whether a fresh student of standard 

VIII, subjects that are easy to learn, difficult subjects, cause of adversity, name of 

guardian, relationship with guardian, occupation of guardian, siblings, distance to 

school from home, mode of transportation, lunch style, utilization of vacation, help 

done to parents in household activities, and media facilities in home were obtained 

from the four groups. The relevant information is summarized.. The obtained 

information show that groups are approximately similar on the select school related 

and family related factors which may have impact on student adversity and thus 

achievement.  Malayalam and English versions of Personal Information Blank and 

the summary of comparison of groups are presented in Appendix H1, H2 and H3. 

Matching the groups on size, child-risk, family-risk, and achievement 

 The four groups (three experimental plus one control group) were matched 

on relevant variables viz., child-risk, family-risk, total pre-achievement, and 

mathematics pre-achievement. For this, Scale of Child-Risk, Scale of Family-Risk, 

and Battery of Teacher-Made Tests of Achievement were administered to the 

subjects in the four groups.  The two risk scales provided scores on child and family 

risk factors. Since all four groups of students are from same school and experimental 

treatments are especially focusing on fostering child protective factors and family 

protective factors, excluding school protective factors, measure of school risk was 

not taken. Battery of tests of achievement provided measures of aggregate academic 

achievement (total score) and achievement in mathematics of four groups. Based on 

scores obtained on above measures, students with extreme scores in anyone of the 

four groups, without a near match in the other groups, were excluded from the data 

considered for analysis and derivation of findings. Thus, in each of four groups, the 

number of subjects considered for analysis of data is 30.  
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Experimental and control groups 

 The experimental and control treatments were randomly allotted to the four 

groups (intact classes). After excluding extreme cases from the analyzed sample, the 

differences among four groups on achievement in mathematics, academic 

achievement, child-risk, and family-risk were not significant. Results of comparison 

among the four groups for equality on pretest scores of achievement in mathematics, 

academic achievement, child-risk, and family-risk are provided in Chapter IV, 

Analysis.  

Low and high risk groups   

For analysis purpose, the treatment groups were divided into low and high 

risk groups based on scores on child-risk and family-risk. Based on Median value of 

child-risk score for total group, the total group was divided into low child-risk 

(below median) and high child-risk (above median) groups. Likewise the total group 

was divided into low family-risk and high family-risk groups. 

Pre-Testing on Protective Factors, Treatment and Post Testing  

 Scales of six within-child protective factors and four family protective 

factors were administered in all four groups. As per design, treatment was given to 

experimental classes. Both immediate and delayed post-tests on select protective 

factors were conducted, and both immediate and delayed post treatment achievement 

scores in Mathematics were collected from school records. As it was not viable to 

equate the four groups, the effect of treatment on protective factors is measured in 

terms of post treatment gain (Pretest score subtracted from Post test score).   

Statistical Analyses 

The techniques of analysis of data employed in this study are the following. 

All the analysis were carried out with Statistical Programme for Social Sciences 

(SPSS).  
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1. Analysis of Variance 

 One way Analysis of Variance was employed in this study to,  

i. analyze group differences of three risk groups (viz., low, average, and high) 

sourced from child-risk, family-risk, and school risk on twelve protective 

factors and achievement in subjects viz., Mathematics, Basic Science, Social 

Science, and Information Technology 

ii. test equality of treatment groups prior to intervention  

iii. compare the post test scores of achievement and protective factors in FAR, 

CAR, FCAR, and control groups.  

 In order to employ ANOVA, the data must satisfy some basic assumptions. 

The basic assumptions underlying the use and interpretation of ANOVA (Wiersma, 

1986) are the following: 

1)  Measurement of the dependent variable, the variable whose data are being 

analyzed is on at least interval scale. 

2)  The score (criterion or dependent variable) are selected from a population 

that is normally distributed. 

3)  When two or more populations are being studied, they must have 

homogenous variance. 

4)  The observations or scores are independent, which means that the score of 

one individual is not influenced by score of any other. 

  Survey phase of present study utilized 16 criterion variables. Out of this, 12 

protective factor variables were measured using Likert type scales, and academic 

achievement in four subjects were measured by the achievement tests constructed in 

such a way that scores of test possess the characteristics viz., equality, magnitude, 

and equal interval. Hence the first assumption was satisfied in use of ANOVA. 

 In order to verify the second assumption, the investigator calculated  

statistics like mean, median, mode, standard deviation, skewness, and kurtosis of the 

criterion variables in the survey and dependent variables in  experimentation phase. 
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The results presented in Analysis chapter demonstrate that the second assumption is 

also satisfied.  

 Third assumption for ANOVA is the homogeneity of variance across the 

different groups or samples of study. Studies with large samples have sufficient 

reason for statistical acceptance of homogeneity of variance. In the present study, in 

survey phase the total sample is 478 and in experimental phase total sample is 120. 

So the third assumption was satisfied. 

 Fourth assumption of ANOVA is that the samples drawn should be 

independent. In the present study, three risk groups viz., low, average, and high 

sourced from child-risk, family-risk, and school-risk in the survey phase, and FAR, 

CAR, FCAR, and Control groups were framed following the conventional procedure 

of “σ” distance from mean. This means that the three groups subjected to study in 

survey phase and four groups subjected to study in experimentation phase were 

independent. With this fourth assumption is also satisfied. 

2. Analysis of Covariance 

 Being a quasi experimental study, the present study utilized Analysis of 

Covariance to statistically equate the initial differences of the three interventions and 

control groups.  

 As a requirement to employ ANCOVA, the investigator scrutinized data used 

for analysis with a view to check whether the data are sufficient to satisfy the major 

assumptions suggested by Winer (1971), Wildt and Ahtola (1978), and Ferguson 

(1976) to carry out the ANCOVA procedure. ANCOVA has two important 

additional consideration than ANOVA, viz.,   

1.  Independence of the covariate and treatment effect, and,  

2.  Homogeneity of regression slops.  

 The basic assumptions of ANCOVA mentioned above were examined by 

analyzing the collected data. The results are presented below. 
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 The intervention and control groups do not differ on child-risk, family-risk 

and mathematics pre-achievement (see Table 37) and hence these variables  can be 

considered covariates without violating assumpution1.      

a)  Linear Relationship between the Dependent Variable and the Covariates 

 The nature of relationship between dependent variable and covariates was 

studied using scatter plots. Visual examination of the scatter plots revealed that the 

relationship between dependent variable (immediate post-treatment achievement in 

Mathematics) and the covariates viz., child-risk, family-risk, and mathematics pre-

achievement did not depart greatly from the line of goodness of fit. Through this, the 

assumptions of linear relationship between the dependent variable and the covariates 

were fulfilled. 

 Scatter plots of three covariates against dependent variable are presented as 

Appendix J1. 

3. One tailed test of significance of difference between means. 

 In order to compare the means of intervention and control groups, One tailed 

test of significance of difference between means was employed. 

4. Two tailed test of significance of difference between means. 

 In order to compare between the means on variables in survey and compare 

between the means of intervention groups two tailed test of significance of 

difference between means was employed. 

Findings are presented in chapter IV.  
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Present study employed three major statistical techniques for analyzing the 

data and for testing the hypotheses viz., mean difference analysis, and one-way 

ANOVA for analyzing the data collected from survey, and, mean difference 

analysis, one-way ANOVA, and ANCOVA for analyzing the experimental data. 

One-way ANOVA was employed to find out whether the three risk groups viz., low, 

average, and high differ significantly in protective factors and academic 

achievement and also to check whether the control and experimental groups differ 

significantly in academic resilience. Mean difference analysis was conducted to 

compare two groups if the results of ANOVA were significant in respect to the 

comparison groups. ANCOVA was used in the analysis of experimental data to 

examine whether the three experimental groups and control group differ 

significantly in post-treatment achievement, after controlling the effect of covariates. 

Influence of child-, family-, and school risks on protective factors and 

academic achievement 

The analysis of data from survey phase and the results thereof the survey are 

presented first, followed by analysis and results of the data from experimental phase. 

Before proceeding into the testing of hypotheses, the distribution of scores on the 

relevant variables was studied.  

Distribution of scores on criterion variables and attribute variables  

 Essential descriptive statistics like Mean, Median, Mode, Standard 

Deviation, Skewness, and Kurtosis of all the select variables for the total sample in 

the survey phase of the study were calculated. This data are presented in the Table 

10. 
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Table 10 

Descriptive Statistics of the Select Variables in the Survey Phase 

Variables Mean Median Mode SD Skewness Kurtosis
Criterion Variables       
Social Competence          74.97 76 77 7.11 -0.63 0.95
Problem Solving Skill 65.66 66 67 7.09 -0.58 0.48
Critical Consciousness 51.92 53 56 5.78 -2.44 13.20
Autonomy 47.57 48 49 4.75 -1.02 1.01
Sense of Purpose 89.79 91 95 7.25 -0.97 0.97
Peer Support 83.57 84 84 7.42 -0.83 1.97
Family Resources 69.50 72 79 9.16 -1.54 2.91
Family Psychological 
Nurturance 99.89 101.5 106 10.32 -0.94 1.76
Family Environment 65.81 67 72 7.04 -1.17 1.86
Authoritative Parenting 38.25 40 45 7.25 -1.92 3.36
Curriculum Adaptation to 
Student Diversity 54.21 55 57 6.70 -0.61 0.65
Caring Teachers 102.49 105 114 14.63 -0.84 0.81
Mathematics 38.89 33.3 30 13.43 0.73 1.24
Basic Science 48.66 47.6 47.6 13.33 0.09 1.68
Social Science 43.80 40 30 15.22 0.81 1.17
Information Technology 63.50 65 70 15.19 -0.59 1.76
Attribute Variables  
Child-Risk 46.35 47.5 53 11.76 -0.32 -0.59
Family-Risk 32.33 30 32 12.77 1.39 2.25
School-Risk 37.72 36 41 12.89 0.81 0.75
 

From table 10 it can be seen that the three measures of central tendency viz., 

Mean, Median, and Mode of the criterion variables like Social Competence, 

Problem Solving Skill, Critical Consciousness, Autonomy, Sense of Purpose, Peer 

Support, Family Resources, Family Environment, Authoritative Parenting, 

Curriculum Adaptation to Student Diversity, and Basic Science and attribute 

variables like Child-Risk, Family-Risk, and School-Risk are approximate to one 
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another. In case of Family Psychological Nurturance, Caring Teachers, 

Mathematics, Social Science, and Information Technology the values show slight 

variation. Indices of kurtosis of all criterion variables and two attribute variables 

(Family-Risk, and School-Risk) are greater than zero. So the distribution is 

leptokurtic. Indices of skewness of all criterion variables except Mathematics, Basic 

Science, and Social Science, and one attribute variable (Child-Risk) are slightly 

negatively skewed and the distribution is negatively skewed. To have a summary 

view of the nature of distribution, the smoothened frequency curves of the 

distribution of the scores on the criterion variables (within child, family and school 

protective factors, and achievement in school subjects) and attribute variables (child, 

family and school risks) in the survey phase of the study  are provided in Appendix 

I1.  

Since the criterion variables do not vary seriously from the normal 

distribution, it was decided to proceed with analysis of variance. Results of the 

analysis of survey data are presented in the following session under appropriate 

heads. 

Difference among Low, Average, and High Child Risk Groups  

in Protective Factors 

 In order to answer the question ‘which among the select twelve protective 

factors does significantly differ by the levels (low, average, and high) of risks 

sourced from within-child in secondary school students?’ analysis of variance of 

each protective factor at three levels of risk were carried out. Results are presented 

under separate headings for within-child, family and school protective factors.  

Comparison of Within-child Protective Factors by Child-Risk 

This section presents the results of testing the hypotheses that, “Mean scores 

of protective factors viz., i) Social Competence, ii)  Problem Solving Skill, iii) 

Critical Consciousness, iv) Autonomy, v) Sense of Purpose, and vi) Peer Support, in 
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secondary school students differ significantly based on their level (low, average, and 

high)  of risk from within-child source”. For a summary view of the within-child 

protective factors in the three levels of child-risk, mean and standard deviation of 

them are presented in Table 11.  

Table 11 

Means and Standard Deviations of the Within-Child Protective Factors by Three 
Levels of Child-Risk 

Groups 
Low Child-

Riska 
Average Child-

Riskb 
High Child-

Riskc 
Within Child Protective 

Factors 
Mean SD Mean SD Mean SD 

Social Competence 76.17 6.96 74.43 7.18 75.89 6.79 
Problem Solving Skill 65.80 7.38 65.43 7.02 66.46 7.11 
Critical Consciousness 51.63 8.14 51.93 4.69 52.17 6.82 
Autonomy 47.84 5.04 47.26 4.84 48.54 3.88 
Sense of Purpose 90.74 6.87 89.31 7.33 90.79 7.22 
Peer Support 84.11 6.95 82.91 7.60 85.65 6.77 

an=82, bn=318, cn=78         
 

Social Competence, Problem Solving Skill, Critical Consciousness, 

Autonomy, Sense of Purpose, and Peer Support were compared, first using one-way 

ANOVA, and subsequently via, post hoc comparison with test of significance of 

difference between means. Results of one-way ANOVA of the six within-child 

protective factors are given in Table 12.  
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Table 12 

ANOVA of Within-Child Protective Factors by Child-Risk among Secondary School 
Pupils  

Within-child 
Protective Factors 

Source of 
variance SS df MS F 

 Between groups 277.37 2 138.68 
Social Competence Within groups 23809.99 475 50.13 
 Total 24087.36 477  

2.77

Between groups 68.08 2 34.04 
Within groups 23943.16 475 50.41 Problem Solving Skill 
Total 24011.24 477  

0.68

Between groups 11.46 2 5.73 
Within groups 15907.39 475 33.49 Critical Consciousness 
Total 15918.85 477  

0.17

Between groups 109.56 2 54.78 
Within groups 10651.66 475 22.42 Autonomy 
Total 10761.22 477  

2.44

 Between groups 228.16 2 114.08 
Sense of Purpose Within groups 24857.83 475 52.33 
 Total 25085.99 477  

2.18

Between groups 499.64 2 249.82 
Within groups 25760.54 475 54.23 Peer Support 
Total 26260.17 477  

4.61**

**p < .01   
  

Table 12 shows the following results regarding the within-child protective 

factors among the three child-risk groups, viz., Low, Average, and High. The main 

effect of child-risk on Social Competence is not significant, F (2,475) = 2.77, p > 

.05. Low, Average, and High child-risk groups do not differ significantly on Social 

Competence.  
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 The main effect of child-risk on Problem Solving Skill is not significant, F 

(2,475) = 0.68, p > .05. Low, Average, and High child-risk groups do not differ 

significantly on Problem Solving Skill.  

The main effect of child-risk on Critical Consciousness is not significant, F 

(2,475) = 0.17, p > .05. Low, Average, and High child-risk groups do not differ 

significantly on Critical Consciousness.  

 The main effect of child-risk on Autonomy is not significant, F (2,475) 

=2.44, p > .05. Low, Average, and High child-risk groups do not differ significantly 

on Autonomy.  

 The main effect of child-risk on Sense of Purpose is not significant, F 

(2,475) =2.18, p >.05. Low, Average, and High child-risk groups do not differ 

significantly on Sense of Purpose.  

 The main effect of child-risk on Peer Support is significant, F (2,475) =4.61, 

p < .01. Follow up test of significance of difference between the means of Peer 

Support of the child-risk groups revealed the following results. There is no 

significant difference between mean scores of Peer Support of low (M=84.11, 

SD=6.95) and average (M=82.91, SD=7.60) child-risk groups, t=1.37, p > .05; and, 

between low (M=84.11, SD=6.95) and high (M=85.65, SD=6.77) child-risk groups, 

t=-1.42, p > .05. There is significant difference between the mean scores of peer 

support in average (M=82.91, SD=7.60) and high (M=85.65, SD=6.77) child-risk 

groups, t=-3.12, p < .01.  

Discussion  

 Results of one-way ANOVAs of six within-child protective factors by child-

risk showed that low, average, and high child-risk groups do not differ significantly 

(p > .05) in social competence, problem solving skill, critical consciousness, 

autonomy, and sense of purpose. The level of child-risk does not make difference in 

these protective factors. However, peer support, does significantly differ (p < .01) by 
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child-risk.  There is significantly higher peer support in high-risk students than that 

in average child-risk group.  

Comparison of Family Protective Factors by Child-Risk 

This section presents the results of testing the hypotheses that, “Mean scores 

of protective factors viz., vii) Family Resources, Viii) Family Psychological 

Nurturance, ix) Family Environment, and, x) Authoritative Parenting, in secondary 

school students differ significantly based on their level (low, average, and high)  of 

risk from within-child source”. For a summary view of the family protective factors 

in the three levels of child-risk, mean and standard deviation of them are presented 

in Table 13.  

Table 13 

Means and Standard Deviations of Family Protective Factors by Three Levels of 
Child-Risk 

Groups 
Low Child-

Riska 
Average Child 

Riskb 
High Child 

Riskc Family Protective Factors 

Mean SD Mean SD Mean SD 
Family Resources 71.99 6.89 69.52 9.18 66.78 10.45
Family Psychological 
Nurturance 101.21 9.84 99.25 10.22 101.12 11.08

Family Environment 67.73 6.79 65.50 6.97 65.03 7.32
Authoritative Parenting 37.69 8.19 38.29 7.27 38.65 6.08
an=82, bn=318, cn=78         

Family Resources, Family Psychological Nurturance, Family Environment, 

and, Authoritative Parenting were compared among the groups,  first using one-way 

ANOVA, and subsequently via, post hoc comparison with test of significance of 

difference between means. The results are presented in Table 14. 



 

 

212   Fostering  Academic Resilience

Table 14 

ANOVA of Family Protective Factors by Child-Risk among Secondary School Pupils  

Family  
protective factors 

Source of 
variation 

Sum of 
Squares df Mean 

Square F 

Between Groups 1084.41 2 542.21 6.61** 

Within Groups 38956.59 475 82.01  Family Resources 

Total 40041.01 477   

Between Groups 392.08 2 196.04 1.85 

Within Groups 50403.59 475 106.11  
Family  
Psychological 
Nurturance 

Total 50795.66 477   

Between Groups 379.84 2 189.92 3.88** 

Within Groups 23262.15 475 48.97  
Family  
Environment 

Total 23641.99 477   

Between Groups 39.32 2 19.66 0.37 

Within Groups 25038.09 475 52.71  
Authoritative 
Parenting 

Total 25077.41 477  
**p < .01 

 Table 14 shows following results regarding the family protective factors 

among three child-risk groups, viz., Low, Average, and High. The main effect of 

child-risk on Family Resources is significant, F (2,475) = 6.61, p < .01. Family 

Resources of low child-risk group (M=71.99, SD=6.89) is significantly more in 

comparison to average child-risk group (M=69.52, SD=9.18), t=2.69, p < .05; and 

high child-risk group (M = 66.78, SD=10.45), t=3.70, p < .01.  Average child-risk 

group has more Family Resources (M=69.52, SD=9.18) than   high child-risk group 

(M =66.78, SD=10.45) t=-2.12, p < .05. Evidently, there is significant decrease in 

the Family Resources with increase in the level of child-risk.  
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  The main effect of child-risk on Family Psychological Nurturance is not 

significant, F (2,475) =1.85, p > .05. Low, Average, and High child-risk groups do 

not differ significantly on Family Psychological Nurturance.  

 The main effect of child-risk on Family Environment is significant, F (2,475) 

=3.88, p < .01. Family Environment of low child-risk group (M=67.73, SD=6.79) is 

significantly superior to that of average child-risk group (M=65.50, SD=6.97), 

t=2.64, p < .05, and, high child-risk group (M=65.03, SD=7.32), t= 2.42, p < .05. 

There is no significant difference in Family Resources of average (M=65.50, 

SD=6.97) and high (M=65.03, SD=7.32) child-risk groups, t=0.51, p > .05. 

  The main effect of child-risk on Authoritative Parenting is not significant, F 

(2,475) =0.37, p > .05. Low, Average, and High child-risk groups do not differ 

significantly on Authoritative Parenting.  

Discussion  

 Family Psychological Nurturance and Authoritative Parenting do not 

significantly differ by the level of child-risk. Family Resources and Family 

Environment are better (p < .05) among low child-risk group than among average 

and high child-risk groups. 

Comparison of School Protective Factors by Child-Risk 

This section presents the results of testing the hypotheses that, “Mean scores 

of protective factors viz., xi) Curriculum Adaptation to Student Diversity, and xii) 

Caring Teachers, in secondary school students differ significantly based on their 

level (low, average, and high)  of risk from within-child source”. For a summary 

view of the school protective factors in the three levels of child-risk, mean and 

standard deviation of them are presented in Table 15.  
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Table 15 

Means and Standard Deviations of School Protective Factors by Three Levels of 
Child-Risk 

                                    Groups 
Low Child-

Riska 
Average Child-

Riskb High Child-Riskc School Protective 
Factors Mean SD Mean SD Mean SD 

Curriculum Adaptation 
to Student Diversity 55.85 7.50 53.99 6.47 53.40 6.51

Caring Teachers 101.95 16.61 103.20 13.93 100.18 15.14
an=82, bn=318, cn=78       

 

Curriculum Adaptation to Student Diversity and Caring Teachers were 

compared among the groups, first using one-way ANOVA, and subsequently via, 

post hoc comparison with test of significance of difference between means. The 

results are presented in Table 16. 

 Table 16 

 ANOVA of School Protective Factors by Child-Risk among Secondary School 
Pupils 

School Protective  
Factors 

Source of 
variance SS df MS F 

Between Groups 288.34 2 144.17 
Within groups 21093.90 475 44.41 Curriculum Adaptation 

to Student Diversity 
Total 21382.23 477  

3.25* 

Between Groups 599.72 2 299.86 
Within groups 101328.53 475 213.77 Caring Teachers 
Total 101928.25 476  

1.40 

*p < .05  

Table 16 shows the following results regarding the school protective factors 

among the three child-risk groups, viz., Low, Average, and High. The main effect of 

child-risk on Curriculum Adaptation to Student Diversity is significant, F (2,475) = 

3.25, p < .05. Curriculum Adaptation to Student Diversity of low child-risk group 

(M=55.85, SD=7.50) is significantly high in comparison to average child-risk group 
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(M=53.99, SD=6.47), t=2.06, p < .05; and high child-risk group (M=53.40, 

SD=6.51), t=2.21, p < .05. There is no significant difference in Curriculum 

Adaptation to Student Diversity of average (M=53.99, SD=6.47) and high 

(M=53.40, SD=6.51) child-risk groups, t=0.72, p >.05. 

 The main effect of child-risk on Caring Teachers is not significant, F (2,475) 

= 1.40, p > .05. Low, Average, and High child-risk groups do not differ significantly 

on Caring Teachers.  

Discussion  

 Results of one-way ANOVAs of two school protective factors by child-risk 

showed that low, average, and high child-risk groups differ significantly (p < .01) in 

Curriculum Adaptation to Student Diversity, and do not differ (p > .05) significantly 

in Caring Teachers.   The level of child-risk does not make a difference in Caring 

Teachers. There is significantly higher Curriculum Adaptation to Student Diversity 

in low-risk students than that in average and high child-risk groups.  

Difference among Low, Average, and High Child Risk Groups in  

Achievement in School 

 Which among the school subjects does significantly differ among the three 

child-risk groups, viz., low, average, and high?  To answer this, mean scores of four 

school subjects viz., Mathematics, Basic Science, Social Science, and Information 

Technology were compared, first using one-way ANOVA, and subsequently via, 

post hoc comparison with test of significance of difference between means. For a 

summary view of students’ achievement in school subjects viz., Mathematics, Basic 

Science, Social Science, and Information Technology, at three levels of child-risk, 

mean and standard deviation of scores of the four subjects are presented in Table 17.  
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Table 17 

Means and Standard Deviations of Academic Achievement in Select Subjects by 
Three Levels Child-Risk 

 Groups  
Low Child-

Riska 
Average Child-

Riskb High Child-Riskc Academic 
Achievement  

Mean SD Mean SD Mean SD 
Mathematics 46.04 14.15 37.80 13.50 38.58 11.80
Basic Science 52.05 14.25 47.84 12.96 49.45 13.83
Social Science 50.51 16.06 42.48 15.32 44.42 13.61
Information 
Technology 63.99 12.42 62.43 16.07 66.58 13.28
an=37, bn=221, cn=71 

Results of testing the hypotheses that, “Mean achievement scores of each 

secondary school subject viz., i) Mathematics, ii) Basic Science, iii) Social Science, 

and iv) Information Technology, significantly differ by the levels (low, average, and 

high) of risk sourced from within-child” are presented in Table 18. 

Table 18 

ANOVA of Academic Achievement by Child-Risk among Secondary School Pupils    

Academic achievement Source of variance SS df MS F 
Between groups 2161.94 2 1080.97 
Within groups 57021.83 326 174.91 Mathematics 
Total 59183.77 328  

6.18**

Between groups 617.76 2 308.88 
Within groups 57630.69 326 176.78 Basic Science 
Total 58248.45 328  

1.75

Between groups 2080.82 2 1040.41 
Within groups 73892.40 326 226.66 Social Science 
Total 75973.22 328  

 
4.59**

Between groups 936.28 2 468.14 
Within groups 74732.72 326 229.24 Information Technology 
Total 75669.00 328  

2.04

*p < .05; **p < .01 

 Table 18 shows the following results regarding the academic achievement of 

the four school subjects among the three child-risk groups, viz., Low, Average, and 
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High. The main effect of child-risk on Mathematics is significant, F (2, 326) = 6.18, 

p < .01. Follow up test of significance of difference between the means of 

Mathematics of child-risk revealed the following results. Mathematics achievement 

of low child-risk group (M=46.04, SD=14.15) is significantly higher than that of 

average child-risk group (M=37.80, SD=13.50), t= 3.30, p < .01; and high child-risk 

group (M=38.58, SD=11.80), t= 2.75, p < .05. There is no significant difference in 

the Mathematics achievement of average (M=37.80, SD=13.50) and high (M=38.58, 

SD=11.80), t= -0.47, p > .05 child-risk groups.    

 The main effect of child-risk on Basic Science achievement is not 

significant, F (2,326) = 1.75, p > .05. Low, Average, and High child-risk groups do 

not differ significantly on Basic Science achievement.  

 The main effect of child-risk on Social Science achievement is significant, F 

(2, 326) = 4.59, p < .01. Social Science achievement of low child-risk group 

(M=50.51, SD=16.06) is significantly higher than that of the average child-risk 

group (M=42.48, SD=15.32), t=2.83, p < .05; and, high child-risk group (M=44.42, 

SD=13.61), t =1.97, p < .05. There is no significant difference between the mean 

scores of average (M=42.48, SD=15.32) and high (M=44.42, SD=13.61) child-risk 

groups, t=-1.01, p > .05. 

 The main effect of child-risk on Information Technology achievement is not 

significant, F (2,326) = 2.04, p > .05. Low, Average, and High child-risk groups do 

not differ significantly on Basic Science achievement.  

Discussion  

Results of one-way ANOVAs of academic achievement of four school 

subjects by child-risk showed that low, average, and high child-risk groups do not 

differ significantly (p > .05) in Basic Science, and Information Technology. The 

level of child-risk does not make a difference in academic achievement of these 

school subjects. But Mathematics and Social Science does significantly differ (p < 
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.01) by child-risk. There is significantly higher academic achievement in 

Mathematics and Social Science in low child-risk group than that in average child-

risk group. It means that high child-risk level lowers the Mathematics and Social 

Science achievement.  

Difference among Low, Average, and High Family Risk Groups  

in Protective Factors 

In order to answer the question ‘which among the select twelve protective 

factors does significantly differ by the levels (low, average, and high) of risks 

sourced from family in secondary school students?’ analysis of variance of each 

protective factor at three levels of risk were carried out. Results are presented under 

separate headings for within child, family and school protective factors.  

Comparison of Within-Child Protective Factors by Family-Risk 

This section presents the resuls of testing the hypotheses that, “Mean scores 

of protective factors viz., i) Social Competence, ii)  Problem Solving Skill, iii) 

Critical Consciousness, iv) Autonomy, v) Sense of Purpose, and vi) Peer Support, in 

secondary school students differ significantly based on their level (low, average, and 

high)  of risk from family source”. For a summary view of the within-child 

protective factors in the three levels of family-risk, means and standard deviations of 

them are presented in Table 19. 
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Table 19 
Means and Standard Deviations of Within-Child Protective Factors by Three Levels 
of Family-Risk 

  Groups  
Within-child  

Protective 
Factors 

Low  
Family-Riska 

Average  
Family- Riskb 

High  
Family- Riskc 

 Mean SD Mean SD Mean SD 
Social Competence 77.80 6.55 74.82 7.19 73.27 6.47 
Problem Solving Skill 68.20 6.64 65.73 7.12 63.02 6.50 
Critical Consciousness 53.68 4.52 51.86 5.95 50.65 5.47 
Autonomy 49.25 4.03 47.42 4.85 46.90 4.46 
Sense of Purpose 92.79 5.19 89.78 7.22 87.24 8.08 
Peer Support 87.20 5.56 83.45 7.49 80.98 7.34 
an=56, bn=359, cn=63 

 

Social Competence, Problem Solving Skill, Critical Consciousness, 

Autonomy, Sense of Purpose, and Peer Support were compared among the groups, 

first using one-way ANOVA, and subsequently via, post hoc comparison with test of 

significance of difference between means. The results are presented in Table 20. 
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Table 20 

ANOVA of Within-Child Protective Factors by Family-Risk among Secondary 
School Pupils  

Within-child Protective 
Factors 

Source of 
variance SS df MS F 

 Between groups 638.69 2 319.34 
Social Competence Within groups 23448.67 475 49.37 
 Total 24087.36 477  

6.47** 

Between groups 802.45 2 401.22 
Within groups 23208.79 475 48.86 Problem Solving Skill 
Total 24011.24 477  

8.21** 

Between groups 275.82 2 137.91 
Within groups 15643.03 475 32.93 Critical Consciousness 
Total 15918.85 477  

4.19** 

Between groups 193.65 2 96.82 
Within groups 10567.57 475 22.25 Autonomy 
Total 10761.22 477  

4.35** 

 Between groups 911.86 2 455.93 
Sense of Purpose Within groups 24174.12 475 50.89 
 Total 25085.99 477  

8.96** 

Between groups 1162.66 2 581.33 
Within groups 25097.52 475 52.84 Peer Support 
Total 26260.17 477  

11.00**

**p < .01   
 

Table 20 shows the following results regarding the within-child protective 

factors among three family-risk groups, viz., Low, Average, and High. The main 

effect of family-risk on Social Competence is significant, F (2,475) = 6.47, p < .01. 

Low, Average, and High family-risk groups do differ significantly on Social 

Competence. Social Competence of low family-risk group (M=77.80, SD=6.55) is 

significantly higher than average family-risk group (M=74.82, SD=7.19), t= 3.12, p 

< .01; and high family-risk group (M=73.27, SD=6.47), t = 3.79, p < .01. There is no 
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significant difference between the mean scores of average (M=74.82, SD=7.19) and 

high (M=73.27, SD=6.47) family risk groups, t=1.72, p > .05. 

 The main effect of family-risk on Problem Solving Skill is significant, F 

(2,475) = 8.21, p < .01. Low, Average, and High family-risk groups do differ 

significantly on Problem Solving Skill. Problem Solving Skill of low family-risk 

group (M=68.20, SD=6.64) is significantly higher than that of average (M=65.73, 

SD=7.12) family-risk group, t = 2.56, p < .05; and high family-risk group (M=63.02, 

SD= 6.50), t=4.29, p < .01. Problem Solving Skill of average family-risk group 

(M=65.73, SD=7.12) is significantly higher than that of high family-risk group 

(M=63.02, SD= 6.50), t=3.01, p < .01. 

 The main effect of family-risk on Critical Consciousness is significant, F 

(2,475) = 4.19, p < .01. Low, Average, and High family-risk groups do differ 

significantly on Critical Consciousness. Critical Consciousness of low family-risk 

group (M=53.68, SD=4.52) is significantly higher than that of average (M=51.86, 

SD=5.95, t=2.67, p < .01) and high (M= 50.65, SD= 5.47, t=3.31, p < .01) family 

risk groups. Critical Consciousness of average (M=51.86, SD=5.95) and high (M= 

50.65, SD= 5.47) family-risk groups do not differ significantly, t=1.60, p > .05. 

 The main effect of family-risk on Autonomy is significant, F (2,475) =4.35, 

p < .05. Low, Average, and High family-risk groups do differ significantly on 

Autonomy. Autonomy of low family-risk group (M=49.25, SD=4.03) is 

significantly higher than that of average (M=47.42, SD=4.85) family-risk group, 

t=3.07, p < .01; and high family-risk group (M=46.90, SD=4.46), t=3.02, p < .01. 

Autonomy of average (M=47.42, SD=4.85) and high (M=46.90, SD=4.46) family-

risk groups do not differ significantly, t=0.84, p > .05. 

 The main effect of family-risk on Sense of Purpose is significant, F (2,475) 

=8.96, p < .01. Low, Average, and High family-risk groups do differ significantly on 

Sense of Purpose. Sense of Purpose of low family-risk group (M=92.79, SD=5.19) is 

significantly higher than average (M=89.78, SD=7.22) family-risk group, t=3.80, p 
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< .01; and high family-risk group (M=87.24, SD= 8.08), t=4.51, p < .01. Sense of 

Purpose of average (M=89.78, SD=7.22) family-risk group is significantly higher 

than high (M=87.24, SD= 8.08) family-risk group, t=2.34, p < .05. 

 The main effect of family-risk on Peer Support is significant, F (2,475) 

=11.00, p < .01. Peer Support of low family-risk group (M=87.20, SD=5.56)  is 

significantly higher than average (M=83.45, SD=7.49) family-risk group, t=4.46, p 

< .01; and high family-risk group (M=80.98, SD= 7.34), t=5.24, p < .01.There is 

significantly higher  Peer Support in average (M=83.45, SD=7.49) family-risk group 

than high (M=80.98, SD=7.34)  family-risk group, t= 2.46, p < .05.  

Discussion  

 Results of one-way ANOVAs of six within-child protective factors by 

family-risk showed that low, average, and high family-risk groups do differ 

significantly (p < .01) in Social Competence, Problem Solving Skill, Critical 

Consciousness, Autonomy, Sense of Purpose, and Peer Support. The level of family-

risk does make a difference in these protective factors. The within-child protective 

factors are less in average and high family-risk groups than low family-risk group. 

As the level of family-risk increases the within-child protective factors become less. 

Comparison of Family Protective Factors by Family-Risk 

This section presents the results of testing the hypotheses that, “Mean scores 

of protective factors viz., vii) Family Resources, Viii) Family Psychological 

Nurturance, ix) Family Environment, and, x) Authoritative Parenting in secondary 

school students differ significantly based on their level (low, average, and high)  of 

risk from family source”. For a summary view of the family protective factors in 

three levels of family-risk, means and standard deviations of them are presented in 

Table 21.  
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Table 21 

Means and Standard Deviations of Family Protective Factors by Three Levels of 
Family-Risk 

Groups 
Low Family-

Riska 
Average Family 

Riskb 
High Family 

Riskc Family Protective Factors 

Mean SD Mean SD Mean SD 
Family Resources 74.86 6.23 69.24 9.12 66.18 9.67 
Family Psychological 
Nurturance 105.57 8.43 99.44 10.25 97.40 10.62 

Family Environment 70.08 4.66 65.48 7.08 63.87 7.16 
Authoritative Parenting 39.11 8.55 38.25 7.25 37.46 5.93 
an=56, bn=359, cn=63         

 

Family Resources, Family Psychological Nurturance, Family Environment, 

and Authoritative Parenting were compared among the groups, first using one-way 

ANOVA, and subsequently via, post hoc comparison with test of significance of 

difference between means. The results are presented in Table 22. 

Table 22 

ANOVA of Family Protective Factors by Family-Risk among Secondary School 
Pupils  

Family  
protective factors 

Source of 
variation 

Sum of 
Squares df Mean 

Square F 

Between Groups 2327.18 2 1163.59 14.66**

Within Groups 37713.82 475 79.40 Family Resources 

Total 40041.01 477  
Between Groups 2272.32 2 1136.16 11.12** 

Within Groups 48523.35 475 102.15 
Family  
Psychological 
Nurturance 

Total 50795.66 477  
Between Groups 1298.86 2 649.43 13.81** 
Within Groups 22343.14 475 47.04 Family  

Environment 
Total 23641.99 477  
Between Groups 80.94 2 40.47 0.77 
Within Groups 24996.47 475 52.62  Authoritative 

Parenting 
Total 25077.41 477  

**p < .01 
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 Table 22 shows the following results regarding the family protective factors 

among three family-risk groups, viz., Low, Average, and High. The main effect of 

family-risk on Family Resources is significant, F (2,475) = 14.66, p < .01. Low, 

Average, and High family-risk groups do differ significantly on Family Resources. 

Family Resources of low family-risk group (M=74.86, SD=6.23) is significantly 

higher than average family-risk group (M=69.24, SD=9.12), t= 5.84, p < .01; and 

high family-risk group (M=66.18, SD=9.67), t = 5.88, p < .01. Family resources of 

average risk group (M=69.24, SD=9.12) is greater than high family-risk group 

(M=66.18, SD=9.67), t = 2.34,  p < .05. 

 The main effect of family-risk on Family Psychological Nurturance is 

significant, F (2,475) =11.12, p < .01. Low, Average, and High family-risk groups 

do differ significantly on Family Psychological Nurturance. Family Psychological 

Nurturance of low family-risk group (M=105.57, SD=8.43) is significantly high in 

comparison to average family-risk group (M=99.44, SD=10.25), t=4.91, p < .01; and 

high family-risk group (M=97.40, SD= 10.62), t=4.67, p < .01.  Average (M=99.44, 

SD=10.25) family-risk and high (M=97.40, SD= 10.62) family-risk groups do not 

differ in Family Psychological Nurturance, t= 1.41, p > .05.  

 The main effect of family-risk on Family Environment is significant, F 

(2,475) =13.81, p < .01. Family Environment of low family-risk group (M=70.08, 

SD=4.66) is significantly superior to that of average family-risk group (M=65.48, 

SD=7.08), t=6.33, p < .01; and, high family-risk group (M=63.87, SD= 7.16), t= 

5.67, p < .01. There is no significant difference in Family Environment of average 

(M=65.48, SD=7.08) and high (M=63.87, SD= 7.16) family-risk groups, t=1.65, p > 

.05. 

  The main effect of family-risk on Authoritative Parenting is not significant, F 

(2,475) =0.77, p > .05. Low, Average, and High family-risk groups do not differ 

significantly on Authoritative Parenting.  
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Discussion  

 Authoritative Parenting does not significantly differ by the level of family-

risk. Family Resources, Family Psychological Nurturance and Family Environment 

are better (p < .05) among low family-risk group than among average and high 

family-risk groups. 

Comparison of School Protective Factors by Family-Risk 

This section presents the results of testing the hypotheses that, “Mean scores 

of protective factors viz., xi) Curriculum Adaptation to Student Diversity, and xii) 

Caring Teachers, in secondary school students differ significantly based on their 

level (low, average, and high)  of risk from family source”. For a summary view of 

the school protective factors in the three levels of family-risk, means and standard 

deviations of them are presented in Table 23.   

Table 23  

Means and Standard Deviations of School Protective Factors by Three Levels of 
Family-Risk 

                                    Groups 
Low Child-

Riska 
Average Child-

Riskb 
High Child-

Riskc School Protective Factors 
Mean SD Mean SD Mean SD 

Curriculum Adaptation to 
Student Diversity 57.95 5.48 53.72 6.88 53.71 5.56 

Caring Teachers 109.48 12.17 101.59 14.74 101.38 14.52 
an=56, bn=359, cn=63 

 

Curriculum Adaptation to Student Diversity and Caring Teachers were 

compared by the level of family-risk, first using one-way ANOVA, and 

subsequently via, post hoc comparison with test of significance of difference 

between means. The results are presented in Table 24. 
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Table 24 

ANOVA of School Protective Factors by Family-Risk among Secondary School 
Pupils  

School Protective  
Factors 

Source of 
variance SS df MS F 

Between Groups 883.95 2 441.98 
Within groups 20498.28 475 43.15 Curriculum Adaptation 

to Student Diversity 
Total 21382.23 477  

10.24**

Between Groups 3103.47 2 1551.73 
Within groups 98824.78 474 208.49 Caring Teachers 
Total 101928.25 476  

7.44** 

**p < .01 

 Table 24 shows the following results regarding the school protective factors 

among three family-risk groups, viz., Low, Average, and High. The main effect of 

family-risk on Curriculum Adaptation to Student Diversity is significant, F (2,475) = 

10.24, p < .01. Curriculum Adaptation to Student Diversity of low family-risk group 

(M=57.95, SD=5.48) is significantly high in comparison to average family-risk 

group (M=53.72, SD=6.88), t=5.18, p < .01; and high family-risk group (M=53.71, 

SD= 5.56), t=4.18, p < .01. There is no significant difference in Curriculum 

Adaptation to Student Diversity of average (M=53.72, SD=6.88) and high 

(M=53.71, SD= 5.55) family-risk groups, t=0.01, p > .05. 

 The main effect of family-risk on Caring Teachers is significant, F (2,475) = 

7.44, p < .01. Low, Average, and High family-risk groups do differ significantly on 

Caring Teachers. Caring Teachers for low family-risk group (M=109.48, SD=12.17) 

is significantly high in comparison to average family-risk group (M=101.59, 

SD=14.74), t=4.38, p < .01; and high family-risk group (M=101.38, SD= 14.52), 

t=3.31, p < .01. There is no significant difference in Caring Teachers of average 

(M=101.59, SD=14.74) and high (M=101.38, SD= 14.52) family-risk groups, 

t=0.11, p > .05. 
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Discussion 

 Results of one-way ANOVAs of two school protective factors by family-risk 

showed that low, average, and high family-risk groups differ significantly (p < .01) 

in Curriculum Adaptation to Student Diversity, and Caring Teachers. There is 

significantly higher Curriculum Adaptation to Student Diversity and Caring 

Teachers in low-risk group than that in average and high family-risk groups.  

Difference among Low, Average, and High Family Risk Groups 

in Achievement in School 

 Which among the school subjects does significantly differ among three 

family-risk groups, viz., Low, Average, and High?  To answer this, mean scores of 

Low, Average, and High family-risk groups on four school subjects viz., 

Mathematics, Basic Science, Social Science, and Information Technology were 

compared, first using one-way ANOVA, and subsequently via, post hoc comparison 

with test of significance of difference between means. For a summary view of 

students’ achievement in school subjects viz., Mathematics, Basic Science, Social 

Science, and Information Technology, at three levels of family-risk, mean and 

standard deviation of scores of four subjects are presented in Table 25.  

Table 25 

Means and Standard Deviations of Academic Achievement in Select Subjects by 
Three Levels of Family-Risk 

Groups  
Low student-

riska 
Average student 

riskb 
High student 

riskc 
Academic 

Achievement  
Mean SD Mean SD Mean SD 

Mathematics 38.81 13.93 39.80 13.70 35.03 11.28 
Basic Science 46.46 13.77 49.06 13.53 48.40 12.18 
Social Science 44.02 14.74 42.86 15.25 47.72 15.01 
Information 
Technology 60.35 16.68 64.98 15.50 59.18 11.44 
an=36, bn=238, cn=55 
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Results of testing the hypotheses that, “Mean achievement scores of each 

secondary school subject viz., i) Mathematics, ii) Basic Science, iii) Social Science, 

and iv) Information Technology, significantly differ by the levels (low, average, and 

high) of risk sourced from family” are presented in Table 26. 

Table 26 

ANOVA of School Subjects by Family-Risk among Secondary School Pupils 

Academic achievement Source of variance SS df MS F 
Between groups 1016.60 2 508.30 
Within groups 58167.17 326 178.43 Mathematics 
Total 59183.77 328  

3.01**

Between groups 216.80 2 108.40 
Within groups 58031.65 326 178.01 Basic Science 
Total 58248.45 328  

0.61 

Between groups 1056.98 2 528.49 
Within groups 74916.24 326 229.80 Social Science 
Total 75973 328  

2.30 

Between groups 1904.01 2 952.01 
Within groups 73764.99 326 226.27 Information Technology 
Total 75669.00 328  

4.21**

**p < .01  

Table 26 shows the following results regarding the academic achievement of 

four school subjects among three family-risk groups, viz., Low, Average, and High. 

The main effect of family-risk on Mathematics is significant, F (2, 326) = 3.01, p < 

.01. Low (M=38.81, SD=13.93) and average (M=39.80, SD=13.70) family-risk 

groups do not differ significantly in Mathematics achievement, t= -0.40, p > .05; and 

average (M=39.80, SD=13.70) and high (M=35.03, SD= 11.28) family-risk groups 

do not differ significantly in Mathematics achievement, t= 1.36, p > .05. Average 

(M=39.80, SD=13.70) family-risk group is superior to high (M=35.03, SD= 11.28) 

family-risk group in Mathematics achievement, t=2.71, p < .01.  
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 The main effect of family-risk on Basic Science achievement is not 

significant, F (2,326) = 0.61, p > .05. Low, Average, and High family-risk groups do 

not differ significantly in Basic Science achievement.  

 The main effect of family-risk on Social Science achievement is not 

significant, F (2, 326) = 2.30, p > .05. Low, Average, and High family-risk groups 

do not differ significantly in Social Science achievement.  

 The main effect of family-risk on Information Technology achievement is 

significant, F (2,326) = 4.21, p < .01. Low (M=60.35, SD=16.68) and average 

(M=64.98, SD=15.50) family-risk groups do not differ significantly in Information 

Technology achievement, t= -1.57, p > .05; and average (M=64.98, SD=15.50) and 

high (M=59.18, SD= 11.44) family-risk groups do not differ significantly in 

Information Technology achievement, t= 0.37, p > .05. Average (M=64.98, 

SD=15.50) family-risk group is superior to high (M=59.18, SD= 11.44) family-risk 

group in Information Technology achievement, t= 3.15, p < .05. 

Discussion   

 Results of one-way ANOVAs of academic achievement of four school 

subjects by family-risk showed that low, average, and high family-risk groups do not 

differ significantly (p > .05) in Basic Science, and Social Science. The level of 

family-risk does not make a difference in academic achievement of these school 

subjects. But, Mathematics and Information Technology does significantly differ (p 

< .01) by family-risk.  There is significantly higher academic achievement in 

Mathematics and Information Technology in low family-risk group than that in high 

family-risk group. It means that high family-risk level lowers the Mathematics and 

Information Technology achievement.  
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Difference among Low, Average, and High School Risk Groups 

in Protective Factors 

In order to answer the question ‘which among the select twelve protective 

factors does significantly differ by the levels (low, average, and high) of risks 

sourced from school in secondary school students?’ analysis of variance of each 

protective factor at three levels of school-risk were carried out. Results are presented 

under separate headings for within child, family and school protective factors.  

Comparison of Within-child Protective Factors by School-Risk 

This section presents the results of testing the hypotheses that, “Mean scores 

of protective factors viz., i) Social Competence, ii)  Problem Solving Skill, iii) 

Critical Consciousness, iv) Autonomy, v) Sense of Purpose, and vi) Peer Support, in 

secondary school students differ significantly based on their level (low, average, and 

high)  of risk from school source”. For a summary view of the within-child 

protective factors in the three levels of school-risk, mean and standard deviation of 

them are presented in Table 27.  

Table 27  

Means and Standard Deviations of Within-Child Protective Factors by Three Levels 
of School-Risk 

Groups  
Within child Protective 

Factors Low School -
riska 

Average School- 
riskb 

High School- 
riskc 

 Mean SD Mean SD Mean SD 
Social Competence 78.34 6.00 74.44 7.22 73.76 6.61 
Problem Solving Skill 68.89 6.31 65.24 7.25 64.25 6.21 
Critical Consciousness 54.26 4.08 51.84 5.31 49.72 8.18 
Autonomy 49.74 3.79 47.11 4.82 47.46 4.76 
Sense of Purpose 93.45 4.67 89.11 7.44 89.09 7.52 
Peer Support 87.51 5.60 82.95 7.48 82.33 7.61 
an=74, bn=334, cn=69 
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Social Competence, Problem Solving Skill, Critical Consciousness, 

Autonomy, Sense of Purpose, and Peer Support were compared among the groups, 

first using one-way ANOVA, and subsequently via, post hoc comparison with test of 

significance of difference between means. The results are presented in Table 28. 

Table 28 

ANOVA of Within-Child Protective Factors by School-Risk among Secondary 
School Pupils 

Within-child 
Protective Factors 

Source of 
variance SS df MS F 

 Between groups 1032.53 2 516.26 
Social Competence Within groups 22973.08 474 48.47 
 Total 24005.60 476  

10.65**

Between groups 969.24 2 484.62 
Within groups 23039.24 474 48.61 Problem Solving Skill 
Total 24008.48 476  

9.97** 

Between groups 738.66 2 369.33 
Within groups 15170.66 474 32.01 Critical Consciousness 
Total 15909.32 476  

11.54**

Between groups 421.63 2 210.82 
Within groups 10339.40 474 21.81 Autonomy 
Total 10761.04 476  

9.66** 

 Between groups 1175.88 2 587.94 
Sense of Purpose Within groups 23871.53 474 50.36 
 Total 25047.40 476  

11.67**

Between groups 1386.32 2 693.16 
Within groups 24873.53 474 52.48 Peer Support 
Total 26259.85 476  

13.21**

**p < .01 

 Table 28 shows the following results regarding the within-child protective 

factors among the three school-risk groups, viz., Low, Average, and High. The main 

effect of school-risk on Social Competence is significant, F (2,474) = 10.65, p < .01. 

Social Competence of low school-risk group (M=78.34, SD=6.00) is significantly 
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higher than average school-risk group (M=74.44, SD=7.22), t= 4.87, p < .01; and 

high school-risk group (M=73.76, SD= 6.61), t = 4.33, p < .01. There is no 

significant difference between the mean scores of average (M=74.44, SD=7.22) and 

high (M=73.76, SD= 6.61) school-risk groups, t= 0.77, p > .05. 

 The main effect of school-risk on Problem Solving Skill is significant, F 

(2,474) = 9.97, p < .01. Problem Solving Skill of low school-risk group (M=68.89, 

SD=6.31) is significantly higher than average (M=65.24, SD=7.25) school-risk 

group, t = 4.38, p < .01; and high school-risk group (M=64.25, SD= 6.21), t=4.43, p 

< .01. There is no significant difference between the mean scores of average 

(M=65.24, SD=7.25) and high (M=64.25, SD= 6.21) school-risk groups, t=1.17, p > 

.05. 

 The main effect of school-risk on Critical Consciousness is significant, F 

(2,474) = 11.54, p < .01. Low, Average, and High school-risk groups do differ 

significantly on Critical Consciousness. Critical Consciousness of low school-risk 

group (M=54.26, SD=4.08) is significantly higher than average (M=51.84, 

SD=5.31) school-risk group, t=4.35, p < .01; and high school-risk group (M=49.72, 

SD= 8.18), t=4.15, p < .01. Critical Consciousness of average (M=51.84, SD=5.31) 

school-risk group is higher than that of high (M=49.72, SD= 8.18) school-risk 

group, t=2.06, p < .05. 

 The main effect of school-risk on Autonomy is significant, F (2,474) =9.66, 

p < .01. Autonomy of low school-risk group (M=49.74, SD=3.79) is significantly 

higher than average (M=47.11, SD=4.82) school-risk group, t=5.12, p < .01; and 

high school-risk group (M=47.46, SD= 4.76), t=3.15, p < .01. Autonomy of average 

(M=47.11, SD=4.82) and high (M=47.46, SD= 4.76) school-risk groups do not 

differ significantly, t= -0.55, p > .05. 

 The main effect of school-risk on Sense of Purpose is significant, F (2,474) 

=11.67, p < .01. Sense of Purpose of low school-risk group (M=93.45, SD=4.67) is 

significantly higher than average (M=89.11, SD=7.44) school-risk group, t=6.40, p 
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< .01; and high school-risk group (M=89.09, SD= 7.52), t=4.13, p < .01. There is no 

significant difference between the mean scores of average (M=89.11, SD=7.44) and 

high (M=89.09, SD= 7.52) school-risk groups, t=0.02, p > .05. 

 The main effect of school-risk on Peer Support is significant F (2,474) 

=13.21, p < .01. Peer Support of low school-risk group (M=87.51, SD=5.60) is 

significantly higher than average (M=82.95, SD=7.48) school-risk group, t=5.93, p 

< .01; and high school-risk group (M=82.33, SD= 7.61), t=4.61, p < .01. There is no 

significant difference between the mean Peer Support scores of average (M=82.95, 

SD=7.48) and high (M=82.33, SD= 7.61) school-risk groups, t=0.62, p > .05. 

Discussion  

 Results of one-way ANOVAs of six within-child protective factors by 

school-risk showed that low, average, and high school-risk groups do differ 

significantly (p < .01) in Social Competence, Problem Solving Skill, Critical 

Consciousness, Autonomy, Sense of Purpose, and Peer Support. The level of school-

risk does make a difference in these protective factors. The within-child protective 

factors are less in average and high school-risk groups than in low school-risk group. 

When the school-risk increases the within-child protective factors become less in at-

risk students. 

Comparison of Family Protective Factors by School-Risk 

This section presents the results of testing the hypotheses that, “Mean scores 

of protective factors viz., vii) Family Resources, viii) Family Psychological 

Nurturance, ix) Family Environment, and, x) Authoritative Parenting, in secondary 

school students differ significantly based on their level (low, average, and high)  of 

risk from school source”. For a summary view of the scores of the family protective 

factors in the three levels of school-risk, mean and standard deviation of them are 

presented in Table 29.  



 

 

234   Fostering  Academic Resilience

Table 29 

Means and Standard Deviations of Family Protective Factors by Three Levels of 
School-Risk 

Groups 
Low School-

Riska 
Average School 

Riskb 
High School 

Riskc Family Protective Factors 

Mean SD Mean SD Mean SD 
Family Resources 74.84 5.43 70.37 7.02 59.46 13.36 
Family Psychological 
Nurturance 105.69 8.03 99.20 10.09 96.82 11.33 

Family Environment 69.23 6.13 65.63 6.74 62.99 7.98 
Authoritative Parenting 41.40 4.63 37.96 7.39 36.28 7.92 
an=74, bn=334, cn=69         

Family Resources, Family Psychological Nurturance, Family Environment, 

and Authoritative Parenting were compared among the groups first using one-way 

ANOVA and subsequently via post hoc comparison with test of significance of 

difference between means. The results are presented in Table 30. 

Table 30 

ANOVA of Family Protective Factors by School-Risk among Secondary School 
Pupils 

Family  
protective factors 

Source of 
variation 

Sum of 
Squares df Mean 

Square F 

Between Groups 9311.81 2 4655.90 71.89** 
Within Groups 30698.86 474 64.77  Family Resources 
Total 40010.67 476   
Between Groups 3304.86 2 1652.43 16.55** 
Within Groups 47318.52 474 99.83  

Family  
Psychological 
Nurturance Total 50623.38 476   

Between Groups 1427.07 2 713.54 15.23** 
Within Groups 22213.49 474 46.86  Family  

Environment 
Total 23640.56 476   
Between Groups 1028.72 2 514.36 10.14** 
Within Groups 24043.63 474 50.72  Authoritative 

Parenting Total 25072.35 476   
**p < .01 
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 Table 30 shows the following results regarding the family protective factors 

among three school-risk groups, viz., Low, Average, and High. The main effect of 

school-risk on Family Resources is significant, F (2,474) = 71.89, p < .01. Family 

Resources of low school-risk group (M=74.84, SD=5.43) is significantly high in 

comparison to average school-risk group (M=70.37, SD=7.02), t=6.05, p < .01; and 

high school-risk group (M=59.46, SD= 13.36), t=8.90, p < .01.  Average school-risk 

group has more Family Resources (M=70.37, SD=7.02) than   high school-risk 

group (M=59.46, SD= 13.36), t= 6.60, p < .01. Evidently, there is significant 

decrease in the Family Resources with increase in the level of school-risk. 

  The main effect of school-risk on Family Psychological Nurturance is 

significant, F (2,475) =16.55, p < .01. Low, Average, and High school-risk groups 

do differ significantly on Family Psychological Nurturance. Family Psychological 

Nurturance of low school-risk group (M=105.69, SD=8.03) is significantly high in 

comparison to average school-risk group (M=99.20, SD=10.09), t=5.98, p < .01; and 

high school-risk group (M=96.82, SD= 11.33), t=5.37, p < .01.  Average (M=99.20, 

SD=10.09) and high (M=96.82, SD= 11.33) school-risk groups do not differ in 

Family Psychological Nurturance, t= 1.62, p > .05.  

 The main effect of school-risk on Family Environment is significant, F 

(2,475) =15.23, p < .01. Family Environment of low school-risk group (M=69.23, 

SD=6.13) is significantly superior to that of average school-risk group (M=65.63, 

SD=6.74), t=4.49, p < .01; and high school-risk group (M=62.99, SD= 7.98), t= 

5.22, p < .01. Family Environment of average school-risk group (M=65.63, 

SD=6.74) is significantly higher than that of the high (M=62.99, SD= 7.98) school-

risk group, t=2.57, p < .05. 

  The main effect of school-risk on Authoritative Parenting is significant, F 

(2,475) =10.14, p < .01. Low, Average, and High school-risk groups do differ 

significantly on Authoritative Parenting. Authoritative Parenting of low school-risk 

group (M=41.40, SD=4.63) is significantly high in comparison to average school-
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risk group (M=37.96, SD=7.39), t=5.11, p < .01; and high school-risk group 

(M=36.28, SD= 7.92), t=4.68, p < .01.  Average (M=37.96, SD=7.39) school-risk 

and high (M=36.28, SD= 7.92) school-risk groups do not differ in Authoritative 

Parenting, t= 1.62, p > .05.  

Discussion  

 One-way ANOVAs of family protective factors revealed that Family 

Resources, Family Psychological Nurturance, Family Environment and 

Authoritative Parenting are better (p < .01) among low school-risk group, than 

among average and high school-risk groups. With the increase in school-risk, the 

level of family protective factors decreases. 

Comparison of School Protective Factors by School-Risk 

This section presents the results of testing the hypotheses that, “Mean scores 

of protective factors viz., xi) Curriculum Adaptation to Student Diversity, and xii) 

Caring Teachers, in secondary school students differ significantly based on their 

level (low, average, and high)  of risk from school source”. For a summary view of 

the school protective factors in the three levels of school-risk, mean and standard 

deviation of them are presented in Table 31.  

Table 31 

Means and Standard Deviations of School Protective Factors by Three Levels of 
School-Risk 

                                    Groups 
Low Child-

Riska 
Average Child-

Riskb 
High Child-

Riskc School Protective Factors 
Mean SD Mean SD Mean SD 

Curriculum Adaptation to 
Student Diversity 56.91 5.20 54.16 6.61 51.57 7.52 

Caring Teachers 108.24 13.53 102.18 14.38 97.77 15.29 
an=74,  bn=334, cn=69 
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Curriculum Adaptation to Student Diversity, and Caring Teachers were 

compared among the groups, first using one-way ANOVA, and subsequently via, 

post hoc comparison with test of significance of difference between means. The 

results are presented in Table 32. 

Table 32 

ANOVA of School Protective Factors by School-Risk among Secondary School 
Pupils 

School Protective  
Factors 

Source of 
variance SS df MS F 

Between Groups 1021.05 2 510.53 
Within groups 20360.56 474 42.95 Curriculum Adaptation 

to Student Diversity 
Total 21381.61 476  

11.89**

Between Groups 4017.27 2 2008.64 
Within groups 97904.67 473 206.99 Caring Teachers 
Total 101921.94 475  

9.70** 

**p < .01 

 Table 32 shows the following results regarding the school protective factors 

among three school-risk groups, viz., Low, Average, and High. The main effect of 

school-risk on Curriculum Adaptation to Student Diversity is significant, F (2,474) = 

11.89, p < .01. Curriculum Adaptation to Student Diversity of low school-risk group 

(M=56.91, SD=5.20) is significantly high in comparison to average school-risk 

group (M=54.16, SD=6.61), t=3.90, p < .01; and high school-risk group (M=51.57, 

SD= 7.52), t=4.91, p < .01. Curriculum Adaptation to Student Diversity of average 

(M=54.16, SD=6.61) school-risk group is higher than that of high (M=51.57, SD= 

7.52) school-risk group, t=2.66, p < .01. 

 The main effect of school-risk on Caring Teachers is significant, F (2,475) = 

9.70, p < .01. Low, Average, and High school-risk groups do differ significantly on 

Caring Teachers. Caring Teachers of low school-risk group (M=108.24, SD=13.53) 

is significantly high in comparison to average school-risk group (M=102.18, 

SD=14.38), t=3.45, p < .01; and high school-risk group (M=97.77, SD= 15.29), 
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t=4.32, p < .01. Caring Teachers of average (M=102.18, SD=14.38) school-risk 

group is higher than that of high (M=97.77, SD= 15.29) school-risk group, t=2.20, p 

< .01. 

Discussion 

 Results of one-way ANOVAs of two school protective factors by school-risk 

showed that low, average, and high school-risk groups differ significantly (p < .01) 

in Curriculum Adaptation to Student Diversity, and Caring Teachers. There is 

significantly higher Curriculum Adaptation to Student Diversity and Caring 

Teachers in low-risk group than that in average and high School-risk groups.  

Difference among Low, Average, and High School Risk Groups in  

Achievement in School 

In order to answer the question “which school subjects viz., Mathematics, 

Basic Science, Social Science, and Information Technology demonstrate significant 

difference in achievement, based on levels of risk sourced from school in secondary 

students?”, means and standard deviations of the subjects were compared, first using 

one-way ANOVA, and subsequently via post hoc comparison with test of 

significance of difference between means. For a summary view of students’ 

achievement in school subjects viz., Mathematics, Basic Science, Social Science, 

and Information Technology, at three levels of school-risk, mean and standard 

deviation of scores of four subjects are presented in Table 33.  

Table 33 

Means and Standard Deviations of Academic Achievement in Select Subjects by 
Three Levels of School-Risk 

Groups  
Low school -riska Average school- riskb High school- riskc Academic Achievement 

Mean   SD Mean   SD Mean  SD 
Mathematics 40.65 13.34 36.90 12.51 44.61 15.13 
Basic Science 50.51 15.60 47.24 12.94 52.30 11.66 
Social Science 46.32 16.63 43.01 14.84 44.52 15.24 
Information Technology 62.00 16.75 64.24 15.42 62.67 12.38 
an=55, bn=214, cn=59 
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Results of testing the hypotheses that, “Mean achievement scores of each 

secondary school subject viz., i) Mathematics, ii) Basic Science, iii) Social Science, 

and iv) Information Technology, significantly differ by levels (low, average, and 

high) of risk sourced from school” are presented in Table 34. 

Table 34 

ANOVA of Academic Achievement in Select Subjects by School-Risk among 
Secondary School Pupils 

Academic achievement Source of variance SS df MS F 
Between groups 2953.11 2 1476.56 
Within groups 56194.61 325 172.91 Mathematics 
Total 59147.73 327  

8.54** 
 

Between groups 1397.50 2 698.75 
Within groups 56716.81 325 174.51 Basic Science 
Total 58114.31 327  

4.00**

Between groups 513.56 2 256.78 
Within groups 75340.43 325 231.82 Social Science 
Total 75853.99 327  

1.11 

Between groups 279.62 2 139.81 
Within groups 74711.16 325 229.88 Information Technology 
Total 74990.78 327  

0.61 

**p < .01 

 Table 34 shows the following results regarding the academic achievement of 

the four school subjects among the three school-risk groups, viz., Low, Average, and 

High. The main effect of school-risk on Mathematics is significant, F (2, 325) = 

8.54, p < .01. Mathematics achievement of low (M=40.65, SD=13.34) school-risk 

group and that of average (M=36.90, SD=12.51) school-risk group do not differ 

significantly, t= 1.88, p < .05. Average (M=36.90, SD=12.51) and high (M=44.61, 

SD= 15.13) school-risk groups do not differ significantly in Mathematics 

achievement, t= -1.48, p > .05. Average (M=36.90, SD=12.51) school-risk group is 

inferior to high (M=44.61, SD= 15.13) school-risk group in Mathematics 

achievement, t=-3.59, p < .01.  
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 The main effect of school-risk on Basic Science achievement is significant, F 

(2,325) = 4.00, p < .01. There is no significant difference between mean scores of 

Basic Science achievement of low (M=50.51, SD=15.60) and average (M=47.24, 

SD=12.94) school-risk groups, t=1.43, p > .05; and those between low (M=50.51, 

SD=15.60) and high (M=52.30, SD= 11.66) school-risk groups, t=-0.69, p > .05. 

The mean scores of Basic Science achievement of average (M=47.24, SD=12.94) 

school-risk group is inferior to high (M=52.30, SD= 11.66) school-risk group, t=-

2.88, p < .01. 

 The main effect of school-risk on Social Science achievement is not 

significant, F (2, 325) = 1.11, p > .05. Low, Average, and High school-risk groups 

do not differ significantly in Social Science achievement.  

 The main effect of school-risk on Information Technology achievement is 

not significant, F (2,325) = 0.61, p < .05. Low, Average, and High school-risk 

groups do not differ significantly in Information Technology achievement.  

Discussion  

 Results of one-way ANOVAs of academic achievement of four school 

subjects by school-risk showed that low-, average-, and high-, school-risk groups do 

not differ significantly (p > .05) in Social Science, and Information Technology 

achievement. The level of school-risk does not make a difference in academic 

achievement of these school subjects. But, Mathematics and Basic Science do 

significantly differ (p < .01) by school-risk.  There is significantly higher academic 

achievement in Basic Science in high school-risk group than that in average school-

risk group. Achievement in Mathematics of high risk group is superior to average 

risk group. 

Concluding remarks on analysis of survey phase 

 The survey was conducted to find out how risk dimensions viz., child-risk, 

family-risk, and school-risk affect the distribution of within-child protective factors 
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viz., Social Competence, Problem Solving Skill, Critical Consciousness, Autonomy, 

Sense of Purpose, and Peer Support; family protective factors viz., Family 

Resources, Family Psychological Nurturance, Family Environment, and 

Authoritative Parenting; and school protective factors viz., Curriculum Adaptation to 

Student Diversity, and Caring Teachers and how these risk dimensions affect the 

achievement of Mathematics, Basic Science, Social Science, and Information 

Technology. Child-risk does not severely affect the protective factors. High child-

risk group possess high peer support. When the child-risk increases, the students 

utilize peer support to demonstrate success in presence of adversity. In case of 

achievement, high child-risk group achieve low scores. Family-risk negatively 

affects within-child protective factors, family protective factors, and school 

protective factors, and achievement of Mathematics, and Information Technology. 

Students facing risks from parents and family have lesser achievement. The school-

risk negatively affect the degree of possession of within-child protective factors, 

family protective factors, and school protective factors, and achievement of 

Mathematics and Basic Science.  

Effectiveness of Collaborative Intervention  

in Fostering Academic Resilience 

This phase of the analysis tests the effectiveness of the programme in 

fostering academic resilience among at-risk secondary school students by comparing 

the effectiveness of FAR (Family focused intervention for fostering Academic 

Resilience), CAR (Child focused intervention for fostering Academic Resilience), 

and FCAR (Family and Child focused intervention for fostering Academic 

Resilience) in developing academic resilience in terms of protective factors and 

student achievement. This section answers the following questions. 1) Can FAR 

(Family focused intervention for fostering Academic Resilience) enhance protective 

factors and student achievement? 2) Can CAR (Child focused intervention for 

fostering Academic Resilience) enhance protective factors and student achievement? 

3) Can FCAR (Family cum Child focused intervention for fostering Academic 

Resilience) enhance protective factors and student achievement? 4) Do the level of 

interventions (FAR, CAR, and FCAR) differ in their effect on gain in each of the 
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select protective factors? If so, which level of intervention is more effective in 

enhancing each of the protective factors? 5) Do the level of interventions (FAR, 

CAR, and FCAR) differ in their effect on enhancing student achievement? If so, 

which level of intervention is more effective in enhancing student achievement? 

Before proceeding into the testing of hypotheses, the distributions of scores 

on the relevant variables were studied. Equivalence of the experimental and control 

groups in terms of the mean scores of the relevant variables viz., child-risk, family-

risk, total pre-achievement, and mathematics pre-achievement were tested. 

Distribution of dependent variables and moderator variables  

 Essential descriptive statistics like Mean, Median, Mode, Standard 
Deviation, Skewness, and Kurtosis of all the select variables for the total sample in 
the experimental phase of the study were calculated, and presented in the Table 35.  

Table 35 

Descriptive Statistics of the Pre-Test Scores of the Select Variables in the 
Experimental Phase 

Variables Mean Median Mode SD Skewness Kurtosis 
Dependent Variables       

Social Competence          72.68 72 70 6.91 -0.27 0.02 
Problem Solving Skill 60.92 62 62 7.43 -0.92 0.83 
Critical Consciousness 50.16 50 51 4.66 -0.19 -0.5 
Autonomy 47.01 46 46 9.05 1.21 1.52 
Sense of Purpose 85.05 86 90 7.83 -0.59 0.13 
Peer Support 79.14 79 77 7.51 1.25 5.19 
Family Resources 69.17 70 76 8.04 -1.81 6.24 
Family Psychological 
Nurturance 

98.03 96 90 12.54 1.14 2.26 

Family Environment 63.83 64 62 6.36 -0.28 -0.57 
Authoritative Parenting 36.76 39 42 12.27 -0.20 -2.20` 

Achievement in 
Mathematics  

4.43 4 4 3.18 0.36 -0.86 

Moderator Variables       

Child-Risk 41.24 41 40 10.42 -0.008 -0.22 
Family-Risk 31.04 30 30 8.95 0.89 2.30 
N=120 
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 From table 35 it can be seen that mean, median, and mode of the pre-test 

scores of dependent variables like Social Competence, Problem Solving Skill, 

Critical Consciousness, Autonomy, Peer Support, Family Environment, and 

achievement test scores of mathematics and moderator variables viz., Child-Risk 

and Family-Risk do not show much variation in their values. Family Resources, 

Family Psychological Nurturance, Authoritative Parenting, and Sense of Purpose 

show slight variation. Distributions of the dependent variables like Critical 

Consciousness, Family Environment, Authoritative Parenting, Achievement in 

Mathematics, and Child-Risk are platykurtic and all others are leptokurtic. 

Distributions of Autonomy, Peer Support, Family Psychological Nurturance, and 

achievement test scores of Mathematics, and Family-Risk are positively skewed and 

all others are negatively skewed.  Since the dependent variables do not vary 

seriously from the normal distribution, it was decided to proceed with analysis of 

variance.  

Equivalence of the Groups Prior to Intervention  

 According to Best and Kahn (2006), ANCOVA permits statistical control for 

differences on the Pre-test so that differences in the post-test would not be due to 

initial differences prior to intervention. So investigator used ANCOVA to compare 

the immediate post-intervention scores of Mathematics. Hence, the differences in the 

control variables viz., Child-Risk, Family-Risk, Total Pre-Achievement, and 

Mathematics Pre-Achievement can be statistically controlled, such that post-

intervention differences would not be due to initial differences prior to intervention. 

Equivalence of the experimental and control groups on the dependent and moderator 

variables prior to intervention were tested.   
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Mean scores of Child-Risk, Family-Risk, Mathematics pre-achievement, and 

Total Pre-Achievement among four groups (FAR, CAR, FCAR and control) were 

compared using one-way ANOVA. For a summary view of the scores of the Child-

Risk and Family-Risk, Mathematics Pre-achievement, and Total Pre-achievement, 

means and standard deviations of them are presented in Table 36. 

Table 36 
Means and Standard Deviations of Equating Variables 

Group 

Control a FARb CARc FCARd Equating Variables 

Mean SD Mean SD Mean SD Mean SD 
Child-Risk  38.50 10.88 41.87 11.71 44.77 9.12 39.83 9.14 
Family-Risk  33.90 8.57 27.90 8.77 31.53 7.35 30.84 10.28 
Mathematics  
pre-achievement 3.87 2.67 3.90 3.27 4.73 2.88 5.20 3.75 

Total   
Pre- Achievement 20.40 10.44 19.60 6.91 22.63 8.38 20.20 7.17 
an=30, bn=30, cn=30, dn=30 

 Child-Risk, Family-Risk, Mathematics Pre-Achievement, and Total Pre-

Achievement were compared among control, FAR, CAR, and FCAR groups using 

one-way ANOVA to check whether there is any difference exists among the groups 

on equating variables prior to intervention. Results are presented in Table 37. 

Table 37 
 Results of ANOVA of Variables Used to Equate Groups in Experimental Phase  
Equating Variables Source of variance SS df MS F 

Between groups 669.49 3 223.16 
Within groups 12244.50 116 105.56 Child-Risk 
Total 12913.99 119  

2.11 

Between groups 549.68 3 183.23 
Within groups 8991.06 116 77.51 Family-Risk 
Total 9540.73 119  

2.36 

Between groups 38.49 3 12.83 
Within groups 1164.83 116 10.04 Mathematics Pre-

achievement Total 1203.33 119  

1.28 
 
 

Between groups 158.63 3 52.88 
Within groups 8076.17 116 69.62 Total Pre-

achievement Total 8234.79 119  
0.76 

*p < .05 
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 Table 37 shows the following. Mean scores of Child-Risk does not differ 

significantly among the control and intervention groups, F (3, 116) =2.11, p > .05. 

Mean scores of Family-Risk does not differ significantly among the control and 

intervention groups, F (3, 116) =2.36, p > .05. Mean scores of Mathematics pre-

achievement does not differ significantly among the control and intervention groups, 

F (3, 116) =1.28, p > .05. Mean scores of Total Pre-achievement does not differ 

significantly among the control and intervention groups, F (3, 116) =0.76, p > .05. 

Discussion  

 Results of one-way ANOVA of Child-Risk and Family-Risk, Mathematics 

Pre-achievement, and Total Pre-achievement revealed that control and intervention 

groups are experiencing same degree of student risk and family risk, and are equal in 

their status of mathematics pre-achievement, and total pre-achievement.  Hence, the 

FAR, CAR, FCAR, and Control groups do not show any significant differences 

before intervention. Raise in achievement in mathematics can be attributed to the 

intervention for fostering resilience by inculcating protective factors.  

Gain in Protective Factors by Intervention 

To answer the questions ‘Can FAR, CAR and FCAR enhance protective 

factors and student achievement?’ and “Do the level of intervention (FAR, CAR, 

and FCAR) differ in their effect on gain in each of the select protective factors? If 

so, which level of intervention is more effective in enhancing each of the protective 

factors?” analysis of variance of each protective factor were carried out. Results are 

presented under separate headings for within child and family protective factors.  

Gain in within-child protective factors by intervention 

This section presents the results of testing the hypotheses that, ‘Mean gain 

score of each of the protective factor viz., i) Social Competence, ii) Problem Solving 

Skill, iii) Critical Consciousness, iv) Autonomy, v) Sense of Purpose and vi) Peer 

Support  is significantly higher in 1) FAR, 2) CAR and 3) FCAR groups than in the 
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control group’. For a summary view of the gain in within-child protective factors in 

the four groups, means and standard deviations of them are presented in Table 38.  

Table 38 

Means and Standard Deviations of Gain in Within-Child Protective Factors in the 
Control, FAR, CAR, and FCAR Groups 

  Groups   
Within-child  

Protective Factors 
Controla FARb CARc FCARd 

 Mean SD Mean SD Mean SD Mean SD 
Social Competence 14.63 5.27 14.70 6.34 17.48 6.87 21.00 7.70
Problem Solving Skill 20.27 9.35 17.07 6.55 19.93 7.77 23.63 8.61
Critical Consciousness 14.93 5.82 17.47 6.39 18.00 5.57 21.77 4.45
Autonomy 12.83 4.56 11.50 4.15 12.41 5.31 17.47 4.98
Sense of Purpose 17.55 6.56 16.00 6.73 23.48 7.07 22.67 5.40
Peer Support 16.10 5.54 14.60 5.27 19.66 6.65 21.40 8.14
an=30, bn=30, cn=30, dn=30 

Gain in Social Competence, Problem Solving Skill, Critical Consciousness, 

Autonomy, Sense of Purpose, and Peer Support were compared among the groups, 

first using one-way ANOVA, and subsequently via, post hoc comparison with test of 

significance of difference between means. The results are presented in Table 39. 
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Table 39 

ANOVA of Gain Scores of Within-Child Protective Factors by Intervention 

Within-child 
Protective Factors 

Source of 
variance SS df MS F 

 Between groups 813.19 3 271.06 
Social Competence Within groups 5010.51 115 43.57 
 Total 5823.70 118  

6.22**

Between groups 650.31 3 216.77 
Within groups 7620.56 115 66.27 Problem Solving Skill 
Total 8270.87 118  

3.27**

Between groups 716.09 3 238.70 
Within groups 3610.70 115 31.40 Critical Consciousness 
Total 4326.79 118  

7.60**

Between groups 639.11 3 213.04 
Within groups 2610.17 115 22.70 Autonomy 
Total 3249.28 118  

9.39**

 Between groups 1218.07 3 406.02 
Sense of Purpose Within groups 4763.08 115 41.78 
 Total 5981.15 118  

9.72**

Between groups 880.67 3 293.56 
Within groups 4853.65 115 42.21 Peer Support 
Total 5734.32 118  

6.96**

**p < .01 

 Table 39 shows the following results regarding the effect of intervention on 

within-child protective factors in total sample. The main effect of intervention on 

Social Competence is significant, F (3,115) = 6.22, p < .01. Social Competence of 

FAR group (M= 14.70, SD= 6.34) and control group (M=14.63, SD=5.27) do not 

differ significantly in the mean gain scores, t= -0.05, p > .05. Mean gain score of 

Social Competence of CAR group (M= 17.48, SD= 6.87) is significantly higher than 

that of the control group (M=14.63, SD=5.27), t= -1.80, p < .05. Mean gain score of 

Social Competence of FCAR group (M= 21.00, SD= 7.70) is significantly higher 

than that of the control group (M=14.63, SD=5.27), t= -3.74, p < .01. Mean gain 

score of Social Competence of the FAR group (M= 14.70, SD= 6.34) and CAR 

group (M= 17.48, SD= 6.87), t= -1.63, p > .05 do not differ significantly.  Mean 

gain score of Social Competence of FCAR group (M= 21.00, SD= 7.70) is 

significantly higher than that of the FAR group (M= 14.70, SD= 6.34), t= -3.46, p < 
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.01. There is no significant difference between mean gain scores of Social 

Competence of FCAR group (M= 21.00, SD= 7.70) and CAR group (M= 17.48, 

SD= 6.87) and, t= -1.85, p > .05. 

 The main effect of intervention on Problem Solving Skill is significant, F 

(3,115) = 3.27, p < .01. Mean gain scores of Problem Solving Skill of FAR group 

(M= 17.07, SD= 6.55) and control group (M=20.27, SD=9.35), t= 1.54, p > .05; 

CAR group (M= 19.93, SD= 7.77) and control group (M=20.27, SD=9.35), t= 0.15, 

p > .05; and FCAR group (M= 23.63, SD= 8.61) and control group (M=20.27, 

SD=9.35), t= -1.45, p > .05 do not differ significantly. Problem Solving Skill of the 

FAR group (M= 17.07, SD= 6.55) and CAR group (M= 19.93, SD= 7.77), t= -1.54, 

p > .05 do not differ significantly in the mean gain scores. Mean gain score of 

Problem Solving Skill of FCAR group (M= 23.63, SD= 8.61) is significantly higher 

than FAR group (M= 17.07, SD= 6.55), t= -3.32, p < .01.  There is no significant 

difference between mean gain scores of Problem Solving Skill of FCAR group (M= 

23.63, SD= 8.61) and CAR group (M= 19.93, SD= 7.77), t= -1.75, p > .05. 

 The main effect of intervention on Critical Consciousness is significant, F 

(3,115) = 7.60, p < .01. There is no significant difference between the mean gain 

score of Critical Consciousness of FAR (M=   17.47, SD= 6.39) group and that of 

control (M=   14.93, SD= 5.82) group, t=   -1.61, p > .05. The mean gain score of 

Critical Consciousness of CAR (M= 18.00, SD= 5.57) group is significantly higher 

than that of control (M=   14.93, SD= 5.82) group, t= -2.09, p < .05. Mean gain 

score of Critical Consciousness of FCAR (M= 21.77, SD= 4.45) group is 

significantly higher than that of control (M=   14.93, SD= 5.82) group, t= -5.11, p < 

.01. There is no significant difference between the mean gain scores of Critical 

Consciousness of FAR (M=   17.47, SD= 6.39) and CAR (M= 18.00, SD= 5.57) 

groups, t= -0.34, p > .05. Mean gain score of Critical Consciousness of FCAR (M= 

21.77, SD= 4.45) group is significantly higher than that of the FAR (M=   17.47, 

SD= 6.39),   t= -3.02, p < .01; and mean gain score of Critical Consciousness of 
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FCAR (M= 21.77, SD= 4.45) group is significantly higher than that of the CAR (M= 

18.00, SD= 5.57) group t= -2.90, p < .05.           

 The main effect of intervention on Autonomy is significant, F (3,115) =9.39, 

p < .01. There is no significant difference between the mean gain score of Autonomy 

of FAR (M=   11.50, SD= 4.15) group and that of control (M=   12.83, SD= 4.56) 

group, t=   1.18, p >.05. There is no significant difference between the mean gain 

score of Autonomy of CAR (M= 12.41, SD= 5.31) group and control (M= 12.83, 

SD= 4.56) group, t= 0.33, p > .05.  The mean gain score of Autonomy of FCAR 

(M= 17.47, SD= 4.98) group is significantly higher than that of the control (M= 

12.83, SD= 4.56) group, t= -3.76, p < .01. There is no significant difference between 

the mean gain scores of Autonomy of FAR (M=   11.50, SD= 4.15) and CAR (M= 

12.41, SD= 5.31) groups, t=-0.74, p > .05.  The mean gain score of Autonomy of 

FCAR (M= 17.47, SD= 4.98) group is significantly higher than that of the FAR (M=   

11.50, SD= 4.15) group,   t= -5.04, p < .05.   Mean gain score of Autonomy of 

FCAR (M= 17.47, SD= 4.98) group is significantly higher than that of the CAR (M= 

12.41, SD= 5.31) group, t= -3.81, p < .01.           

 The main effect of intervention on Sense of Purpose is significant, F (3,115) 

=9.72, p < .01. There is no significant difference between the mean gain score of 

Sense of Purpose of FAR (M=   16.00, SD= 6.73) group and control (M=   17.55, 

SD= 6.56) group, t=   0.90, p > .05.  The mean gain score of Sense of Purpose of 

CAR (M= 23.48, SD= 7.07) group is significantly higher than that of the control 

(M=   17.55, SD= 6.56) group, t= -3.37, p < .01. The mean gain score of   Sense of 

Purpose of FCAR (M= 22.67, SD= 5.40) group is significantly higher than that of 

the control (M=   17.55, SD= 6.56) group, t= -3.30, p < .01. The mean gain score of 

Sense of Purpose of CAR (M= 23.48, SD= 7.07) group is significantly higher than 

that of FAR (M=   16.00, SD= 6.73) group, t= -4.20, p < .01, and mean gain score of 

Sense of Purpose of FCAR (M= 22.67, SD= 5.40) group is significantly higher than 

that of FAR (M=   16.00, SD= 6.73) group,   t=   -4.23, p < .01. There is no 
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significant difference between mean gain scores of Sense of Purpose of   CAR (M= 

23.48, SD= 7.07) group and FCAR (M=22.67, SD= 5.40) group, t= 0.50, p > .05.           

  The main effect of intervention on Peer Support is significant, F (3,115) 

=6.96, p < .01. There is no significant difference between the mean gain score of 

Peer Support of FAR (M= 14.60, SD= 5.27) group and control (M=   16.10, SD= 

5.54) group, t= 1.07, p > .05.  The mean gain score of Peer Support of CAR (M= 

19.66, SD= 6.65) group is significantly higher than that of control (M=   16.10, SD= 

5.54) group, t= -2.25, p < .05. Mean gain score of   Peer Support of FCAR (M= 

21.40, SD= 8.14) group is significantly higher than that of control (M=   16.10, SD= 

5.54) group, t= -2.95, p < .05. The mean gain score of Peer Support of CAR (M= 

19.66, SD= 6.65) group is significantly higher than that of FAR (M=   14.60, SD= 

5.27), t= -3.27, p < .05.  Mean gain score of Peer Support of FCAR (M= 21.40, SD= 

8.14) group is significantly higher than that of FAR (M=   14.60, SD= 5.27) group,   

t=   -3.84, p < .05. There is no significant difference between the mean gain scores 

of Peer Support of CAR (M= 19.66, SD= 6.65) group and    FCAR (M= 21.40, SD= 

8.14) group,   t= -0.91, p > .05.  

Discussion  

 All the six protective factors viz., Social Competence, Problem Solving Skill, 

Critical Consciousness, Autonomy, Sense of Purpose, and Peer Support differ 

significantly (p < .01) among FAR, CAR,FCAR and control groups i.e., intervention 

made significant gain in the protective factors. FAR and control groups do not differ 

in any of the six within-child protective factors i.e., FAR has no significant effect on 

fostering the within-child protective factors. CAR is effective in fostering protective 

factors viz., Social Competence, Critical Consciousness, Sense of Purpose, and Peer 

Support. CAR has no significant effect on fostering Problem Solving Skill and 

Autonomy. FCAR has significant effect on fostering Social Competence, Critical 

Consciousness, Autonomy, Sense of Purpose, and Peer Support, and has no effect on 

fostering Problem Solving Skill. CAR is more effective in fostering protective 

factors viz., Sense of Purpose, and Peer Support than FAR. FCAR is more effective 
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in fostering all the six within-child protective factors than FAR. FCAR is more 

effective in fostering Critical Consciousness and Autonomy than CAR. A summary 

view of the gain in within-child protective factors is presented in Figure 2.  

  

a. Social Competence b. Problem-solving skill 

 
c. Critical Consciousness 

 
d. Autonomy 

 
e. Sense of Purpose f. Peer Support 

 
□= Pretest Score(mean), О = Post test score(mean) 

Figure 2: Pretest-Posttest differences in mean scores of within-child protective 
factors in FAR-, CAR- and FCAR- intervention and control groups 
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Gain in family protective factors by intervention 

 This section presents the results of testing the hypotheses that, ‘Mean gain 

score of each of the protective factor viz., vii) Family Resources, Viii) Family 

Psychological Nurturance, ix) Family Environment, and  x) Authoritative Parenting, 

are significantly higher in 1) FAR, 2) CAR and 3) FCAR groups than in control 

group’. For a summary view of the gain in family protective factors in the four 

groups, mean and standard deviation of them are presented in Table 40.  

Table 40 

Means and Standard Deviations of Gain in Family Protective Factors in the 
Control, FAR, CAR, and FCAR Groups 

 Group 

Controla FARb CARc FCARd 

Family Protective Factors 
Mean SD Mean SD Mean SD Mean SD 

Family  
Resources 

16.67 7.08 20.87 4.75 23.86 10.24 25.07 6.56 

Family  
Psychological  
Nurturance 

17.17 8.77 25.10 7.95 27.39 14.38 30.00 7.01 

Family  
Environment 

12.94 4.72 14.54 5.00 23.46 9.32 15.17 4.11 

Authoritative  
Parenting 

9.27 3.08 8.27 3.35 7.43 4.20 27.77 9.54 

an=30, bn=30, cn=30, dn=30 

 Gain in Family Resources, Family Psychological Nurturance, Family 

Environment, and   Authoritative Parenting were compared among the groups, first 

using one-way ANOVA, and subsequently via, post hoc comparison with test of 

significance of difference between means. The results are presented in Table 41.  
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Table  41 

ANOVA of Gain Scores of Family Protective Factors by Intervention 

Family  
Protective Factors 

Source of 
variation 

Sum of 
Squares df Mean 

Square F 

Between Groups 1249.38 3 416.46 

Within Groups 6191.43 114 54.31 Family Resources 

Total 7440.81 117  

7.67** 
 
 

Between Groups 2749.04 3 916.35 

Within Groups 11071.83 114 97.12 
Family  
Psychological 
Nurturance 

Total 13820.88 117  

9.44** 
 
 

Between Groups 1904.81 3 634.94 

Within Groups 4204.56 114 36.88 
Family  
Environment 

Total 6109.36 117  

17.22** 
 
 

Between Groups 8491.81 3 2830.60 

Within Groups 3717.96 114 32.61 
Authoritative 
Parenting 

Total 12209.77 117  

86.79** 
 
 

**p < .01 

 Table 41 shows the following results regarding the effect of intervention on 

family protective factors in total sample.  The main effect of intervention on Family 

Resources is significant, F (3,114) = 7.67, p < .01. The mean gain score of Family 

Resources of FAR (M= 20.87, SD= 4.75) group is significantly higher than that of 

control (M=16.67, SD=7.08) group, t= -2.70, p < .05. Mean gain score of CAR (M= 

23.86, SD= 10.24) group is significantly higher than that of control (M=16.67, 

SD=7.08) group, t= -3.16, p < .01.  Mean gain score of FCAR (M= 25.07, SD= 6.56) 

group is significantly higher than that of control (M=16.67, SD=7.08) group, t= -

4.77, p < .01. There is no significant difference between the mean gain scores of 

Family Resources of FAR (M= 20.87, SD= 4.75) and CAR (M= 23.86, SD= 10.24) 

groups, t= -1.45, p > .05. Mean gain score of Family Resources of FCAR (M= 
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25.07, SD= 6.56) group is significantly higher than that of FAR (M= 20.87, SD= 

4.75) group, t= -2.84, p < .05. On gain in Family Resources, there is no significant 

difference between   CAR (M= 23.86, SD= 10.24) group and    FCAR (M= 25.07, 

SD= 6.56) group,   t= -0.54, p > .05.           

 The main effect of intervention on Family Psychological Nurturance is 

significant, F (3,114) = 9.44, p < .01. The mean gain score of Family Psychological 

Nurturance of FAR (M=   25.10, SD= 7.95) group is significantly higher than that of 

control (M=   17.17, SD= 8.77) group, t=   -3.67, p < .01. Mean gain score of CAR 

(M= 27.39, SD= 14.38) group is significantly higher than that of control (M=   

17.17, SD= 8.77) group, t= -3.32, p < .01. Mean gain score of FCAR (M= 30.00, 

SD= 7.01) group is significantly higher than that of control (M=   17.17, SD= 8.77) 

group, t= -6.26, p < .01. There is no significant difference between the mean gain 

scores of Family Psychological Nurturance of FAR (M=   25.10, SD= 7.95) and 

CAR (M= 27.39, SD= 14.38) groups, t= -0.76, p > .05. Mean gain score of Family 

Psychological Nurturance of FCAR (M= 30.00, SD= 7.01) group is significantly 

higher than that of FAR (M=   25.10, SD= 7.95) group,   t= -2.53, p < .05. There is 

no significant difference between mean gain scores of Family Psychological 

Nurturance of CAR (M= 27.39, SD= 14.38) group and    FCAR (M= 30.00, SD= 

7.01) group,   t= -0.89, p > .05.           

 The main effect of intervention on Family Environment is significant, F 

(3,114) = 17.22, p < .01. There is no significant difference between the mean gain 

score of Family Environment of FAR (M=   14.54, SD= 5.00) group and that of 

control (M=   12.94, SD= 4.72) group, t= -1.27, p > .05. Mean gain score of Family 

Environment of CAR (M= 23.46, SD= 9.32) group is significantly higher than that 

of control (M=   12.94, SD= 4.72) group, t= -5.52, p < .05. Mean gain score of 

FCAR (M= 15.17, SD= 4.11) group is significantly higher than that of control (M=   

12.94, SD= 4.72) group, t= -1.95, p < .05. The mean gain scores of Family 

Environment of CAR (M= 23.46, SD= 9.32) group is significantly higher than that 

of FAR (M=14.54, SD= 5.00) group, t= -4.62, p < .05. There is no significant 
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difference between mean gain scores of Family Environment of FAR (M=   14.54, 

SD= 5.00) and FCAR (M= 15.17, SD= 4.11) groups,   t= -0.53, p >. 05. The mean 

gain score of Family Environment of CAR (M= 23.46, SD= 9.32) group is 

significantly higher than that of   FCAR (M= 15.17, SD= 4.11) group,   t= 4.46, p < 

.05.   

 The main effect of intervention on Authoritative Parenting is significant, F 

(3,114) = 86.79, p < .01. There is no significant difference between the mean gain 

score of Authoritative Parenting of FAR (M=   8.27, SD= 3.35) group and that of 

control (M=   9.27, SD= 3.08) group, t=   1.20, p > .05. There is no significant gain 

in the mean score of Authoritative Parenting of CAR (M= 7.43, SD= 4.20) group 

than that of control (M=   9.27, SD= 3.08) group, t= 1.94, p > .05. The mean gain 

score of FCAR (M= 27.77, SD= 9.54) group is significantly higher than that of 

control (M=   9.27, SD= 3.08) group, t= -10.11, p < .01. There is no significant 

difference between the mean gain scores of Authoritative Parenting of FAR (M=   

8.27, SD= 3.35) and CAR (M= 7.43, SD= 4.20) groups, t= 0.86, p > .05. Mean gain 

score of Authoritative Parenting of FCAR (M= 27.77, SD= 9.54) group is 

significantly higher than that of FAR (M=   8.27, SD= 3.35) group,   t=   -10.56, p < 

.01. Mean gain score of Authoritative Parenting of FCAR (M= 27.77, SD= 9.54) 

group is significantly higher than that of CAR (M= 7.43, SD= 4.20) group,   t= -

10.69, p < .01.    

Discussion   

 ANOVAs of mean gain scores of family protective factors revealed that all 

the four family protective factors viz., Family Resources, Family Psychological 

Nurturance, Family Environment, and Authoritative Parenting differ significantly (p 

< .01) among the FAR, CAR, FCAR and control groups i.e., the intervention has a 

significant effect on fostering the family protective factors. FAR and control groups 

differ in two family protective factors viz., Family Resources and Family 

Psychological Nurturance i.e., FAR has significant effect on fostering these family 

protective factors; it has no effect on fostering Family Environment and 

Authoritative Parenting. CAR is effective in fostering protective factors viz., Family 
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Resources, Family Psychological Nurturance, and Family Environment. FCAR and 

control groups differ in all the four family protective factors viz., Family Resources 

and Family Psychological Nurturance, Family Environment, and Authoritative 

Parenting i.e., FCAR has significant effect in fostering these family protective 

factors. CAR is more effective in fostering the protective factor, Family 

Environment, than FAR and FCAR. FCAR is more effective in fostering the 

protective factors viz., Family Resources, Family Psychological Nurturance, and 

Authoritative Parenting FAR. FCAR is more effective in fostering the protective 

factor, Authoritative Parenting, and CAR is more effective in fostering the protective 

factor, Family Environment. A summary view of the gain in family protective 

factors is presented in Figure 3. 

a. Family Resources  
 

b.  Family Psychological Nurturance 

c. Family Environment d. Authoritative Parenting 
□= Pretest Score(mean), О = Post test score(mean) 

Figure 3: Pretest-Posttest differences in mean scores of family protective factors by 
treatment( FAR, CAR and FCAR interventions and control)  
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Gain in achievement by intervention 

To answer the questions, ‘Can FAR, CAR and FCAR enhance student 

achievement?’ ‘Do the level of interventions (FAR, CAR, and FCAR) differ in their 

effect on enhancing student achievement? If so, which level of intervention is more 

effective in enhancing student achievement?’, analysis of variance of immediate and 

delayed post test achievement scores were carried out. For a summary view of the 

scores of the immediate and delayed post-intervention achievement in the control, 

FAR, CAR, and FCAR groups, mean and standard deviation of them are presented 

in Table 42.  

Table 42 

Means and Standard Deviations of Post-Intervention Achievement Scores of 
Mathematics among Control, FAR, CAR, and FCAR Groups 

Group 
Controla FARb CARc FCARd Academic  

Achievement 
Mean SD Mean SD Mean SD Mean SD 

Immediate   
Achievement  
in Mathematics  

24.97 4.74 27.10 6.52 28.07 7.11 31.87 7.31 

Delayed   
Achievement  
in Mathematics  

31.70 2.72 44.70 2.76 34.31 6.77 37.23 9.51 

an=30, bn=30, cn=30, dn=30 

 Results of one-way ANOVA of immediate and delayed post-intervention 

achievement in Mathematics of control, FAR, CAR, and FCAR groups are given in 

Table 43. 
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Table 43 

ANOVA of Immediate and Delayed Post-Intervention Achievement in Mathematics 

Academic  
achievement 

Source of 
variance SS df MS F 

Between groups 749.00 3 249.67 
Within groups 4901.00 116 42.25 

Immediate  
Achievement in 
Mathematics  Total 5650.00 119  

5.91** 
 
 

Between groups 2832.82 3 944.27 
Within groups 4342.17 115 37.76 

Delayed  
Achievement in 
Mathematics  Total 7174.99 118  

25.01**
 
 

**p < .01 

 Table 43 shows the following results regarding the effect of intervention on 

Mathematics achievement in total sample. The main effect of intervention on 

immediate achievement in Mathematics is significant, F (3, 116) =5.91, p < .01. 

There is no significant difference between the mean immediate post-intervention 

score (immediate post-test scores) of Mathematics Achievement of FAR (M=   

27.10, SD= 6.52) group and that of control (M=   24.97, SD= 4.74) group, t=   -1.45, 

p > .05.  Immediate post-test score of Mathematics Achievement CAR (M= 28.07, 

SD= 7.11) group is significantly higher than that of the control (M=   24.97, SD= 

4.74) group, t= -1.99, p < .05. Mean immediate post-test score of Mathematics 

Achievement of FCAR (M= 31.87, SD= 7.31) group is significantly higher than that 

of control (M=   24.97, SD= 4.74) group, t= -4.34, p < .01. There is no significant 

difference between the mean immediate post-intervention scores of Mathematics 

Achievement of FAR (M=   27.10, SD= 6.52) and CAR (M= 28.07, SD= 7.11) 

groups, t = -0.55, p > .05. Mean immediate post-test score of Mathematics 

Achievement of FCAR (M= 31.87, SD= 7.31) group is significantly higher than that 

of FAR (M=   27.10, SD= 6.52)   t=   -2.67, p < .05.  Mean immediate post-test score 

of Mathematics Achievement of FCAR (M= 31.87, SD= 7.31) group is significantly 

higher than that of CAR (M= 28.07, SD= 7.11) group,   t= -2.04, p < .05.           
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 The main effect of intervention on delayed achievement in Mathematics is 

significant, F (3, 115) =25.01, p < .01.  Mean delayed post-test score of Mathematics 

Achievement of FAR (M=   44.70, SD= 2.76) group is significantly higher than that 

of control (M= 31.70, SD= 2.72) group, t= -18.37, p < .01. Delayed post-test score 

of Mathematics Achievement of CAR (M= 34.31, SD= 6.77) group is significantly 

higher than that of control (M=   31.70, SD= 2.72) group, t= -1.96, p < .05. Delayed 

post-test score of Mathematics Achievement of FCAR (M= 37.23, SD= 9.51) group 

is significantly higher than that of control (M=   31.70, SD= 2.72) group, t= -3.06, p 

< .01. Mean delayed post-test score of Mathematics Achievement of FAR (M=   

44.70, SD= 2.76) group is significantly higher than that of CAR (M= 34.31, SD= 

6.77) group, t= 7.78, p < .01. Mean delayed post-test score of Mathematics 

Achievement of FAR (M=   44.70, SD= 2.76) is significantly higher than that of 

FCAR (M= 37.23, SD= 9.51) group,   t=   4.13, p < .01. There is no significant 

difference between mean delayed post-test score of Mathematics Achievement of  

CAR (M= 34.31, SD= 6.77) group and    FCAR (M= 37.23, SD= 9.51) group,   t= -

1.37, p > .05.      

Discussion  

 Control and intervention groups differ in their mean immediate post-

intervention scores of Mathematics Achievement. FAR has no effect on enhancing 

the immediate Mathematics Achievement. CAR and FCAR have significant effect 

on enhancing immediate Mathematics Achievement. FAR and CAR do not differ in 

their effect on enhancing the immediate Mathematics Achievement. FCAR is more 

effective in promoting immediate Mathematics Achievement.  

 Control and intervention groups differ in their delayed post-intervention 

scores of Mathematics Achievement. FAR, CAR, and FCAR have significant effect 

on enhancing the delayed Mathematics Achievement. FAR is most effective on 

enhancing the delayed Mathematics Achievement than CAR and FCAR. CAR and 

FCAR do not differ in promoting delayed Mathematics Achievement. 
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Effectiveness of Collaborative Intervention in Fostering Academic Resilience 

 by Levels of Child and Family Risk 

This phase of the analysis tests the effectiveness of the programme in 

fostering academic resilience among secondary school students at High and Low 

levels of Child-Risk and at High and Low levels of Family-Risk. This is done by 

comparing the effectiveness of FAR (Family focused intervention for fostering 

Academic Resilience), CAR (Child focused intervention for fostering Academic 

Resilience), and FCAR (Family cum Child focused intervention for fostering 

Academic Resilience) in developing academic resilience in terms of protective 

factors and student achievement in the four risk groups. Separate ANOVA and test 

of significance difference between means were conducted to find out the effect FAR, 

CAR, and FCAR on fostering academic resilience in low child-risk level, high child-

risk level, low family-risk level, and high family-risk level.   

Gain in Protective Factors by Intervention at Low Child-Risk Level 

To answer the questions ‘Can FAR , CAR and FCAR enhance protective 

factors among students at Low Child-Risk Level?’ and “Do the level of intervention 

(FAR, CAR, and FCAR) differ in their effect on gain in each of the select protective 

factors among students at Low Child-Risk Level? If so, which level of intervention 

is more effective in enhancing each of the protective factors?”, analysis of variance 

of each protective factor was carried out. Results are presented under separate 

headings for within-child, and family protective factors.  

Gain in within-child protective factors by intervention at low child-risk level 

This section presents the results of testing the hypotheses that, ‘In low child-

risk group, mean gain score of each of the protective factor viz., i) Social 

Competence, ii) Problem Solving Skill, iii) Critical Consciousness, iv) Autonomy, 

v) Sense of Purpose and vi) Peer Support is significantly higher in 1) FAR, 2) CAR 

and 3) FCAR groups than in the control group’. For a summary view of the gain in 
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within-child protective factors in four groups, means and standard deviations of 

them in low child-risk group are presented in Table 44.  

Table 44 

Means and Standard Deviations of Gain Scores of the Within-Child Protective 
Factors in Control, FAR, CAR, and FCAR Groups at Low Child- Risk Level 

  Groups   
Within-child  

Protective Factors 
Controla FARb CARc FCARd 

 Mean SD Mean SD Mean SD Mean SD 
Social Competence 14.60 4.48 14.60 5.96 17.57 6.21 17.87 6.21 
Problem Solving Skill 22.07 5.43 14.33 5.49 19.07 8.45 19.87 7.44 
Critical Consciousness 15.33 5.64 16.47 8.07 18.07 5.73 20.13 3.98 
Autonomy 14.47 4.31 12.67 3.81 12.86 5.13 14.73 4.45 
Sense of Purpose 18.61 6.32 16.00 7.06 23.07 7.10 21.27 4.91 
Peer Support 16.13 5.22 14.40 5.84 20.65 6.82 20.93 10.11
an=15, bn=15, cn=14, dn=15 
 

 Gain in Social Competence, Problem Solving Skill, Critical Consciousness, 

Autonomy, Sense of Purpose, and Peer Support were compared among the groups, 

first using one-way ANOVA, and subsequently via, post hoc comparison with test of 

significance of difference between means. The results are presented in Table 45. 
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Table 45 

ANOVA of Gain Scores of Within-Child Protective Factors by Intervention at Low 
Child-Risk Level 

Within-child 
Protective Factors 

Source of 
variance SS df MS F 

 Between groups 144.55 3 48.18 
Social Competence Within groups 1820.36 55 33.10 
 Total 1964.92 58  

1.46 
 

Between groups 477.38 3 159.126 
Within groups 2538.93 55 46.16 Problem Solving Skill 
Total 3016.31 58  

3.45** 
 

Between groups 195.02 3 65.01 
Within groups 2005.73 55 36.47 Critical Consciousness 
Total 2200.75 58  

1.78 
 

Between groups 50.79 3 16.93 
Within groups 1081.71 55 19.67 Autonomy 
Total 1132.51 58  

0.86 
 

 Between groups 416.94 3 138.98 
Sense of Purpose Within groups 2209.08 54 40.91 
 Total 2626.02 57  

3.40** 
 

Between groups 468.24 3 156.08 
Within groups 2895.70 55 52.65 Peer Support 
Total 3363.94 58  

2.97** 

**p < .01 

Table 45 shows the following results regarding the effect of intervention on 

within-child protective factors at low child-risk level. 

The main effect of intervention on Social Competence is not significant, F 

(3, 55) = 1.46, p > .05.  

 Main effect of intervention on Problem Solving Skill is significant, F (3, 55) 

= 3.45, p < .01. There is no significant gain in mean score of Problem Solving Skill 

of FAR group (M= 14.33, SD= 5.49) than that of control group (M=22.07, 

SD=5.43), t=3.88, p > .05. Problem Solving Skill of CAR group (M= 19.07, SD= 

8.45) and that of the control group (M=22.07, SD=5.43) do not differ significantly in 

the mean gain scores, t= 1.13, p > .05. Problem Solving Skill of FCAR group (M= 

19.87, SD= 7.44) and that of the control group (M=22.07, SD=5.43) do not differ 
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significantly in the mean gain scores, t= 0.93, p > .05. Problem Solving Skill of the 

FAR group (M= 14.33, SD= 5.49) and CAR group (M= 19.07, SD= 8.45) do not 

differ significantly in the mean gain scores, t= -1.78, p > .05. The mean gain score of 

FCAR group (M= 19.87, SD= 7.44) is significantly higher than that of FAR (M= 

14.33, SD= 5.49) group, t= -2.32, p < .05. Mean gain score of Problem Solving Skill 

of CAR group (M= 19.07, SD= 8.45) and FCAR group (M= 19.87, SD= 7.44) do 

not differ significantly, t= -0.27, p > .05. 

 The main effect of intervention on Critical Consciousness is not significant, 

F (3.55) = 1.78, p > .05.  

 The main effect of intervention on Autonomy is not significant, F (3, 55) 

=0.86, p > .05.  

 The main effect of intervention on Sense of Purpose is significant F (3, 55) 

=3.40, p < .01. There is no significant difference between the mean gain score of 

Sense of Purpose of FAR (M=   16.00, SD= 7.06) group and control (M=   18.61, 

SD= 6.32) group, t= 1.07, p > .05.  The mean gain score of Sense of Purpose of 

CAR (M= 23.07, SD= 7.10) group is significantly higher than that of control (M=   

18.61, SD= 6.32) group, t= -1.78, p < .05. The mean gain scores of   Sense of 

Purpose of FCAR (M= 21.27, SD= 4.91) group and control (M=   18.61, SD= 6.32) 

group do not differ significantly in mean gain scores, t= -1.29, p > .05. The mean 

gain scores of Sense of Purpose of CAR (M= 23.07, SD= 7.10) group is 

significantly higher than that of FAR (M=   16.00, SD= 7.06) group, t= -2.69, p < 

.01.  Mean gain scores of Sense of Purpose of FCAR (M= 21.27, SD= 4.91) group is 

significantly higher than that of FAR (M=   16.00, SD= 7.06) group,   t=   -2.37, p < 

.05. There is no significant difference between   CAR (M= 23.07, SD= 7.10) group 

and    FCAR (M= 21.27, SD= 4.91) group in the mean gain scores, t= 0.79, p  

> .05.           

The main effect of intervention on Peer Support is significant, F (3, 55) 

=2.97, p < .01. There is no significant difference between the mean gain score of 
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Peer Support of FAR (M=   14.40, SD= 5.48) group and control (M=   16.13, SD= 

5.22) group, t=0.86, p > .05.  The mean gain score of Peer Support of CAR (M= 

20.65, SD= 6.82) group is significantly higher than that of control (M=   16.13, SD= 

5.22) group, t= -1.99, p < .05. There is no significant difference between mean gain 

scores of   Peer Support of FCAR (M= 20.93, SD= 10.11) and control (M=   16.13, 

SD= 5.22) groups, t= -1.63, p > .05. The mean gain score of Peer Support of CAR 

(M= 20.65, SD= 6.82) group is significantly higher than that of FAR (M=   14.40, 

SD= 5.48), t= -2.64, p < .01.  Mean gain scores of Peer Support of FCAR (M= 

20.93, SD= 10.11) group is significantly higher than that of FAR (M=   14.40, SD= 

5.48) group,   t=   -2.17, p < .05. There is no significant difference in gain scores of 

Peer Support between   CAR (M= 20.65, SD= 6.82) group and    FCAR (M= 20.93, 

SD= 10.11) group,   t= -0.09, p >. 05.  

 Discussion  

 At low child-risk level, three within-child protective factors viz., Problem 

Solving Skill, Sense of Purpose, and Peer Support differ significantly (p < .01) 

among control,  FAR , CAR and FCAR groups i.e., the intervention made a 

significant difference in the protective factors of intervention groups. FAR and 

control groups do not differ in any of the six within-child protective factors i.e., FAR 

has no significant effect on fostering the within-child protective factors, at low child-

risk level. At low child-risk level, CAR is effective in fostering the protective 

factors, Sense of Purpose and Peer Support only. CAR has no significant effect on 

fostering the other four protective factors. At low child-risk level, FCAR has no 

significant effect on fostering any of the six within child protective factors. At low 

child risk level, CAR is more effective than FAR, in fostering protective factors viz., 

Sense of Purpose, and Peer Support. In all other protective factors the CAR and 

FAR interventions do not differ significantly. At low child-risk level, FCAR is more 

effective than FAR, in fostering protective factors viz., Problem Solving Skill, Sense 

of Purpose, and Peer Support. At low child-risk level, CAR and FCAR do not differ 

significantly in fostering the within-child protective factors.  
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Gain in family protective factors by intervention at low child-risk level 

This section presents the result of testing the hypotheses that, ‘among low 

child-risk level, mean gain score of each of the protective factor viz., vii) Family 

Resources, viii) Family Psychological Nurturance, ix) Family Environment, and  x) 

Authoritative Parenting is significantly higher in 1) FAR, 2) CAR and 3) FCAR 

groups than in the control group’. For a summary view of the gain in family 

protective factors in four groups, mean and standard deviation of them are presented 

in Table 46.  

Table 46 

Means and Standard Deviations of Family Protective Factors in Control, FAR, 
CAR, and FCAR Groups at Low Child-Risk Level 

Group 

Controla FARb CARc FCARd Family  
Protective Factors 

Mean SD Mean SD Mean SD Mean SD 
Family  
Resources 

18.27 6.34 20.67 5.68 20.65 6.58 24.13 6.92 

Family  
Psychological  
Nurturance 

17.80 6.69 24.27 6.41 24.45 12.37 27.00 5.17 

Family  
Environment 

13.00 4.16 13.15 4.72 22.55 8.92 14.13 3.56 

Authoritative  
Parenting 

9.40 1.92 8.40 4.08 6.38 4.31 27.60 10.45 
an=15, bn=15, cn=13, dn=15 

 At low child risk level, gain in Family Resources, Family Psychological 

Nurturance, Family Environment, and   Authoritative Parenting were compared 

among the groups, first using one-way ANOVA, and subsequently via, post hoc 

comparison with test of significance of difference between means. The results are 

presented in Table 47.  
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Table 47 

ANOVA of Gain Scores of Family Protective Factors by Intervention at Low Child-
Risk Level 

Family  
protective factors 

Source of 
variation 

Sum of 
Squares df Mean 

Square F 

Between Groups 266.13 3 88.71 

Within Groups 2202.77 54 40.79 Family Resources 

Total 2468.90 57  

2.18 
 

Between Groups 690.32 3 230.11 

Within Groups 3412.27 54 63.19 
Family  
Psychological 
Nurturance 

Total 4102.58 57  

3.64** 
 

Between Groups 848.34 3 282.78 

Within Groups 1687.10 54 31.24 
Family  
Environment 

Total 2535.44 57  

9.05** 
 

Between Groups 4276.40 3 1425.47 

Within Groups 2035.88 54 37.70 
Authoritative 
Parenting 

Total 6312.28 57  

37.81** 

**p < .01 

 Table 47 shows the following results regarding the effect of intervention on 

family protective factors of low child-risk students.  

The main effect of intervention on Family Resources is not significant, F (3, 

54) = 2.18, p > .05.  

 The main effect of intervention on Family Psychological Nurturance is 

significant, F (3, 54) = 3.64, p < .01. Mean gain score of Family Psychological 

Nurturance of FAR (M=   24.27, SD= 6.41) group is significantly higher than that of 

control (M=   17.80, SD= 6.69) group, t= -2.70, p < .01.  The mean gain score of 

CAR (M= 24.45, SD= 12.37) group is significantly higher than control (M=   17.80, 

SD= 6.69) group, t= -1.73, p < .01. Mean gain score of FCAR (M= 27.00, SD= 5.17) 

group is significantly higher than that of control (M=   17.80, SD= 6.69) group, t= -
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4.21, p < .01. There is no significant difference between the mean gain scores of 

Family Psychological Nurturance of FAR (M=   24.27, SD= 6.41) and CAR (M= 

24.45, SD= 12.37) groups, t = -0.05, p > .05; between FAR (M=   24.27, SD= 6.41) 

group and FCAR (M= 27.00, SD= 5.17) group,   t=   -1.28, p > .05; and also 

between   CAR (M= 24.45, SD= 12.37) group and    FCAR (M= 27.00, SD= 5.17) 

group,   t= -0.69, p > .05.           

 The main effect of intervention on Family Environment is significant, F (3, 

54) = 9.05, p < .01. There is no significant difference between the mean gain score 

of Family Environment of FAR (M=   13.15, SD= 4.72) group and that of control 

(M=   13.00, SD= 4.16) group, t=   -0.09, p > .05. Mean gain score of Family 

Environment of CAR (M= 22.55, SD= 8.92) group is significantly higher than that 

of control (M=   13.00, SD= 4.16) group, t= -3.54, p < .01. There is no significance 

difference between the mean gain score of FCAR (M= 14.13, SD= 3.56) group and 

control (M=   13.00, SD= 4.16) group, t= -0.80, p > .05. Mean gain score of Family 

Environment of CAR (M= 22.55, SD= 8.92) group is significantly higher than that 

of FAR (M=   13.15, SD= 4.72) group, t= -3.40, p < .01. There is no significant 

difference between mean gain scores of Family Environment of FAR (M=   13.15, 

SD= 4.72) and FCAR (M= 14.13, SD= 3.56) groups,   t=   -0.64, p >. 05. Mean gain 

score of Family Environment of CAR (M= 22.55, SD= 8.92) group is significantly 

higher than that of   FCAR (M= 14.13, SD= 3.56) group,   t= 3.19, p < .01.   

 Main effect of intervention on Authoritative Parenting is significant, F (3, 

54) = 37.81, p < .01. There is no significant difference between the mean gain score 

of Authoritative Parenting of FAR (M=   8.40, SD= 4.08) group and that of control 

(M=   9.40, SD= 1.92) group, t=   0.86, p > .05. There is no significant gain in mean 

score of Authoritative Parenting of CAR (M= 6.38, SD= 4.31) group than that of 

control (M=   9.40, SD= 1.92) group, t= 2.33, p < .05; and the mean gain score of 

Authoritative Parenting of FCAR (M= 27.60, SD= 10.45) group is significantly 

higher than that of control (M= 9.40, SD= 1.92) group, t= -6.63, p < .01. There is no 

significant difference between the mean gain scores of Authoritative Parenting of 

FAR (M=   8.40, SD= 4.08) and CAR (M= 6.38, SD= 4.31) groups, t= 1.27, p > .05. 
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Mean gain score of Authoritative Parenting of FCAR (M= 27.60, SD= 10.45) group 

is significantly higher than that of FAR (M=   8.40, SD= 4.08) group t= -6.63, p < 

.01, and also mean gain score of Authoritative Parenting of FCAR (M= 27.60, SD= 

10.45) group is significantly higher than that of CAR (M= 6.38, SD= 4.31) group,   

t= -7.19, p < .01.   

Discussion   

 At low child-risk level, three family protective factors viz., Family 

Psychological Nurturance, Family Environment, and Authoritative Parenting differ 

significantly (p < .01) among control,  FAR , CAR and FCAR groups i.e., 

intervention has significant effect on fostering these family protective factors. At 

low child-risk level, three levels of intervention could not make any change in 

Family Resources. At low child-risk level, FAR has significant effect on fostering 

Family Psychological Nurturance, and has no effect on fostering Family 

Environment and Authoritative Parenting. At low child-risk level, CAR is effective 

in fostering two protective factors viz., Family Psychological Nurturance and Family 

Environment. At low child-risk level, FCAR has significant effect on fostering 

Family Psychological Nurturance, and Authoritative Parenting. At low child-risk 

level, CAR is more effective than FAR and FCAR in fostering Family Environment. 

At low child-risk level, FCAR is more effective than FAR in fostering the protective 

factor viz., Authoritative Parenting. Comparing CAR and FCAR at low child-risk 

level, FCAR is more effective in fostering Authoritative Parenting, and CAR is more 

effective in fostering Family Environment. 

Gain in achievement by intervention at low child-risk level 

To answer the questions, ‘Can FAR, CAR and FCAR enhance student 

achievement, at low child-risk level?’ ‘Do the level of interventions (FAR, CAR, 

and FCAR) differ in their effect on enhancing student achievement? If so, which 

level of intervention is more effective in enhancing student achievement at low 

child-risk level?’ analysis of variance of immediate and delayed post test 

achievement scores were carried out. For a summary view of the scores of the 
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immediate and delayed post-intervention achievement in the control, FAR, CAR, 

and FCAR groups, mean and standard deviation of them are presented in Table 48.  

Table 48 

Means and Standard Deviations of Post-Intervention Achievement Scores of 
Mathematics among Control, FAR, CAR, and FCAR Groups at Low Child-Risk 
Level 

  Groups   
Controla FARb CARc FCARd Academic  

   Achievement Mean SD Mean SD Mean SD Mean SD 
Immediate   
Achievement in 
Mathematics  

25.07 4.99 26.27 6.19 30.80 8.46 33.73 4.13 

Delayed   
Achievement in 
Mathematics  

32.20 3.12 44.20 2.37 34.36 3.46 37.00 11.17 

an=15, bn=15, cn=15, dn=15 

 Results of one-way ANOVA of immediate and delayed post-intervention 

achievement in Mathematics of control, FAR, CAR, and FCAR groups are given in 

Table 49. 

Table 49 

ANOVA of Immediate and Delayed Post-Intervention Achievements in Mathematics 
by Interventions at Low Child-Risk Level 

Academic 
achievement 

Source of 
Variance 

Sum of 
Squares df Mean 

Square F 

Between Groups 728.73 3.00 242.91 

Within Groups 2127.20 56.00 37.99 
Immediate 
achievement 

Total 2855.93 59.00  

6.40** 

Between Groups 1220.97 3.00 406.99 

Within Groups 2118.01 55.00 38.51 
Delayed 
achievement 

Total 3338.98 58.00  

10.57**

**p < .01 
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 Table 49 shows the following results on effect of intervention on immediate 

and delayed post-intervention achievement of Mathematics in low child-risk group.  

The main effect of intervention on immediate achievement in Mathematics is 

significant, F (3, 56) =6.40, p < .01. There is no significant difference between the 

mean immediate post-intervention score of Mathematics Achievement of FAR (M=   

26.27, SD= 6.19) group and that of control (M=   25.07, SD= 4.99) group, t=   -0.58, 

p > .05. Mean immediate Mathematics Achievement of CAR group (M= 30.80, SD= 

8.46) is significantly higher than control (M=   25.07, SD= 4.99) group, t=-2.26, p < 

.05. Mean immediate Mathematics Achievement of FCAR (M= 33.73, SD= 4.13) 

group is significantly higher than control (M=   25.07, SD= 4.99) group, t= -5.18, p 

< .01. Mean immediate Mathematics Achievement of CAR (M= 30.80, SD= 8.46) 

and FAR (M=   26.27, SD= 6.19) groups do not differ significantly, t= -1.67, p > 

.05. Mean immediate Mathematics Achievement of FCAR (M= 33.73, SD= 4.13) 

group is significantly higher than that of FAR (M=   26.27, SD= 6.19) group,   t=   -

3.88, p < .01. Mean immediate Mathematics Achievement of FCAR (M= 33.73, 

SD= 4.13) and CAR (M= 30.80, SD= 8.46) groups do not differ significantly,   t= -

1.21, p > .05.           

 The main effect of intervention on delayed achievement in Mathematics is 

significant, F (3, 55) =10.57, p < .01. The mean delayed post-intervention score of 

Mathematics Achievement of FAR (M=   44.20, SD= 2.37) group is significantly 

higher than that of control (M=   32.20, SD= 3.12) group, t=   -11.86, p < .01. Mean 

delayed Mathematics Achievement of CAR (M= 34.36, SD= 3.46) group is 

significantly higher than that of control (M=   32.20, SD= 3.12) group, t= -1.80, p < 

.05.  There is no significant difference between FCAR (M= 37.00, SD= 11.17) group 

and control (M=   32.20, SD= 3.12) group in delayed Mathematics Achievement, t= 

-1.60, p > .05. Mean delayed Mathematics Achievement of FAR (M=   44.20, SD= 

2.37) group is significantly higher than that of CAR (M= 34.36, SD= 3.46) group, t= 

9.09, p < .01; and that of FAR (M=   44.20, SD= 2.37) group is significantly higher 

than that of FCAR (M= 37.00, SD= 11.17) group,   t=   2.44, p < .05. There is no 
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significant difference between mean delayed Mathematics Achievement CAR (M= 

34.36, SD= 3.46) and FCAR (M= 37.00, SD= 11.17) groups,   t= -0.87, p > .05.      

Discussion  

 At low child-risk level, control and intervention groups differ in their effect 

on immediate Mathematics Achievement. FAR has no significant effect on 

enhancing immediate Mathematics Achievement.  CAR and FCAR have significant 

effect on enhancing immediate Mathematics Achievement. CAR and FAR groups do 

not differ in enhancing immediate Mathematics Achievement. FCAR is more 

effective than FAR in promoting immediate Mathematics Achievement. CAR and 

FCAR groups do not differ in promoting immediate post-intervention scores of 

Mathematics Achievement. 

 At low child-risk level, control and intervention groups differ in their effect 

on delayed Mathematics Achievement. FAR and CAR groups significantly promote 

delayed Mathematics achievement. FCAR has no significant effect on delayed 

Mathematics achievement. FAR significantly promote delayed Mathematics 

achievement than FCAR and CAR. CAR and FCAR do not differ significantly on 

this count.  

Gain in Protective Factors by Intervention at High Child-Risk Level 

To answer the questions ‘Can FAR, CAR and FCAR enhance protective 

factors among students at High Child-Risk Level?’ and “Do the level of intervention 

(FAR, CAR, and FCAR) differ in their effect on gain in each of the select protective 

factors among students at High Child-Risk Level? If so, which level of intervention 

is more effective in enhancing each of the protective factors?” analysis of variance 

of each protective factor were carried out. Results are presented under separate 

headings for within-child and family protective factors.  
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Gain in within-child protective factors by intervention in high child-risk level 

This section presents the results of testing the hypotheses that, ‘At high 

child-risk level, mean gain score of each of the protective factor viz., i) Social 

Competence, ii) Problem Solving Skill, iii) Critical Consciousness, iv) Autonomy, 

v) Sense of Purpose and vi) Peer Support is significantly higher in 1) FAR, 2) CAR 

and 3) FCAR groups than in the control group’. For a summary view of the gain in 

within-child protective factors in four groups, mean and standard deviation of them 

are presented in Table 50.  

Table 50 

Means and Standard Deviations of Gain Scores of the Within-Child Protective 
Factors in Control, FAR, CAR, and FCAR Groups at High Child-Risk Level 

  Groups   
Within-child  

Protective Factors 
Controla FARb CARc FCARd 

 Mean SD Mean SD Mean SD Mean SD 
Social Competence 14.67 6.11 14.80 6.90 17.40 7.65 24.13 7.95
Problem Solving Skill 18.47 12.02 19.80 6.54 20.75 7.28 27.40 8.24
Critical Consciousness 14.53 6.16 18.47 4.17 17.93 5.61 23.40 4.42
Autonomy 11.20 4.33 10.33 4.27 12.00 5.62 20.20 3.95
Sense of Purpose 16.51 6.82 16.00 6.63 23.87 7.27 24.07 5.68
Peer Support 16.07 6.02 14.80 4.83 18.80 6.59 21.87 5.89
an=15, bn=15, cn=15, dn=15 

 Gain in Social Competence, Problem Solving Skill, Critical Consciousness, 

Autonomy, Sense of Purpose, and Peer Support were compared among the groups, 

first using one-way ANOVA, and subsequently via, post hoc comparison with test of 

significance of difference between means. The results are presented in Table 51. 
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Table 51 

ANOVA of Gain Scores of Within-Child Protective Factors by Intervention at High 
Child-Risk Level 

Within-child 
Protective Factors 

Source of 
variance SS df MS F 

 Between groups 886.18 3 295.39 
Social Competence Within groups 2895.07 56 51.70 
 Total 3781.25 59  

5.71** 

Between groups 711.73 3 237.24 
Within groups 4314.68 56 77.05 Problem Solving Skill 
Total 5026.40 59  

3.08** 

Between groups 600.58 3 200.19 
Within groups 1490.00 56 26.61 Critical Consciousness 
Total 2090.58 59  

7.52** 

Between groups 936.60 3 312.20 
Within groups 1178.13 56 21.34 Autonomy 
Total 2114.73 59  

14.84** 

 Between groups 891.78 3 297.26 
Sense of Purpose Within groups 2458.40 56 43.90 
 Total 3350.18 59  

6.78** 

Between groups 442.72 3 147.57 
Within groups 1927.47 56 34.42 Peer Support 
Total 2370.18 59  

4.29** 

**p < .01 

 Table 51 shows the results on the effect of intervention on within-chilld 

protective factors of high child-risk group.  

The main effect of intervention on Social Competence is significant, F (3, 

56) = 5.71, p < .01. Mean gain score of Social Competence of FAR group (M= 

14.80, SD= 6.90) and control group (M=14.67, SD=6.11) do not differ significantly, 

t= -0.05, p > .05. Social Competence of CAR group (M= 17.40, SD= 7.65) and 

control group (M=14.67, SD=6.11) do not differ significantly, t= -1.08, p > .05. 

Social Competence of FCAR group (M= 24.13, SD= 7.95) is significantly higher 
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than that of the control group (M=14.67, SD=6.11), t= -3.65, p < .01. Social 

Competence of FAR group (M= 14.80, SD= 6.90) and CAR group (M= 17.40, SD= 

7.65) do not differ significantly, t= -0.98, p > .05. Social Competence of the FCAR 

group (M= 24.13, SD= 7.95) is significantly higher than that of FAR group (M= 

14.80, SD= 6.90), t= -3.43, p < .01. Mean gain score of Social Competence of 

FCAR group (M= 24.13, SD= 7.95) is significantly higher than that of the CAR 

group (M= 17.40, SD= 7.65), t= -2.36, p < .01. 

 The main effect of intervention on Problem Solving Skill is significant, F (3, 

56) = 3.08, p < .01. Mean gain score of Problem Solving Skill of FAR group (M= 

19.80, SD= 6.54) and control group (M=18.47, SD=12.02) do not differ 

significantly, t= -0.38, p > .05. Mean gain score of Problem Solving Skill of CAR 

group (M= 20.75, SD= 7.28) and control group (M=18.47, SD=12.02) do not differ 

significantly, t= -0.63, p > .05. Problem Solving Skill of FCAR group (M= 27.40, 

SD= 8.24) is significantly higher than that of the control group (M=18.47, 

SD=12.02), t= -2.37, p < .05. Problem Solving Skill of the FAR group (M= 19.80, 

SD= 6.54) and CAR group (M= 20.75, SD= 7.28) do not differ significantly in the 

mean gain score of Problem Solving Skill, t= -0.38, p > .05. Mean gain score of 

Problem Solving Skill of FCAR group (M= 27.40, SD= 8.24) is significantly higher 

than that of the FAR group (M= 19.80, SD= 6.54), t= -2.80, p < .05. Mean gain 

score of Problem Solving Skill of FCAR group (M= 27.40, SD= 8.24) is 

significantly higher than that of the CAR group (M= 20.75, SD= 7.28), t= -2.34, p < 

.05. 

 The main effect of intervention on Critical Consciousness is significant, F (3, 

56) = 7.52, p < .01. Mean gain score of Critical Consciousness of FAR group (M= 

18.47, SD= 4.17) is significantly higher than that of control group (M=14.53, 

SD=6.16), t= -2.05, p < .05. Critical Consciousness of CAR group (M= 17.93, SD= 

5.61) and that of the control group (M=14.53, SD=6.16) do not differ significantly, 

t= -1.58, p > .05. Critical Consciousness of FCAR group (M= 23.40, SD= 4.42) is 

significantly higher than that of the control group (M=14.53, SD=6.16), t= -4.53, p < 

.01. Critical Consciousness of the FAR group (M= 18.47, SD= 4.17) and CAR group 
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(M= 17.93, SD= 5.61) do not differ significantly, t= 0.30, p > .05. Mean gain score 

of Critical Consciousness FCAR group (M= 23.40, SD= 4.42) is significantly higher 

than that of FAR group (M= 18.47, SD= 4.17), t= -3.14, p < .01. Mean gain score of 

Critical Consciousness of FCAR group (M= 23.40, SD= 4.42) is significantly higher 

than that of the CAR group (M= 17.93, SD= 5.61), t= -2.97, p < .01. 

 The main effect of intervention on Autonomy is significant, F (3, 56) =14.84, 

p < .05. Mean gain scores of Autonomy of FAR group (M= 10.33, SD= 4.27) and 

control group (M=11.20, SD=4.33) do not differ significantly in the mean gain 

scores, t= 0.55, p > .05. Autonomy of CAR group (M= 12.00, SD= 5.62) and the 

control group (M=11.20, SD=4.33) do not differ significantly in the mean gain 

scores, t= -0.44, p > .05. Autonomy of FCAR group (M= 20.20, SD= 3.95) is 

significantly higher than that of the control group (M=11.20, SD=4.33), t= -5.95, p < 

.01. Autonomy of the FAR group (M= 10.33, SD= 4.27) and CAR group (M= 12.00, 

SD= 5.62) do not differ significantly in the mean gain scores, t= -0.92, p > .05. 

Mean gain score of Autonomy of FCAR group (M= 20.20, SD= 3.95) is 

significantly higher than that of FAR group (M= 10.33, SD= 4.27), t= -6.57, p < .01. 

Mean gain score of Autonomy of FCAR group (M= 20.20, SD= 3.95) is 

significantly higher than that of the CAR group (M= 12.00, SD= 5.62), t= -4.62, p < 

.01. 

The main effect of intervention on Sense of Purpose is significant, F (3, 56) 

=6.78, p < .01. There is no significant difference between the mean gain score of 

Sense of Purpose of FAR (M=   16.00, SD= 6.63) group and control (M=   16.51, 

SD= 6.82) group, t= 0.21, p > .05.  The mean gain score of Sense of Purpose of 

CAR (M= 23.87, SD= 7.27) group is significantly higher than that of the control 

(M=   16.51, SD= 6.82) group, t= -2.86, p < .05. The mean gain score of Sense of 

Purpose of FCAR (M= 24.07, SD= 5.68) group is significantly higher than that of 

the control (M=   16.51, SD= 6.82) group, t= -3.30, p < .01. The mean gain score of 

Sense of Purpose of CAR (M= 23.87, SD= 7.27) group is significantly higher than 

that of FAR (M=   16.00, SD= 6.63) group, t= -3.10, p < .01. The mean gain score of 

Sense of Purpose of FCAR (M= 24.07, SD= 5.68) group is significantly higher than 
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that of FAR (M=   16.00, SD= 6.63) group,   t=   -3.58, p < .01. There is no 

significant difference in the mean gain score of Sense of Purpose between   CAR 

(M= 23.87, SD= 7.27) group and    FCAR (M= 24.07, SD= 5.68) group, t= -0.08, p 

> .05.           

  The main effect of intervention on Peer Support is significant, F (3, 56) 

=4.29, p < .01. There is no significant difference between the mean gain score of 

Peer Support of FAR (M=   14.80, SD= 4.83) group and control (M=   16.07, SD= 

6.02) group, t= 0.64, p > .05.  There is no significant difference between mean gain 

score of Peer Support of CAR (M= 18.80, SD= 6.59) group and control (M=   16.07, 

SD= 6.02) group, t= -1.18, p > .05.   Peer Support of FCAR (M= 21.87, SD= 5.89) 

group is significantly higher than that of control (M=   16.07, SD= 6.02) group, t= -

2.67, p < .05. There is no significant difference between Peer Support of CAR ((M= 

18.80, SD= 6.59) group and FAR (M=   14.80, SD= 4.83), t= -1.90, p > .05. Mean 

gain score of Peer Support of FCAR (M= 21.87, SD= 5.89) group is significantly 

higher than that of FAR (M=   14.80, SD= 4.83) group,   t=   -3.59, p < .01. There is 

no significant difference in the mean gain score of Peer Support between   CAR (M= 

18.80, SD= 6.59) group and    FCAR (M= 21.87, SD= 5.89) group,   t= -1.35, p > 

.05.  

 Discussion  

 At high child-risk level, all the six within-child protective factors viz., Social 

Competence, Problem Solving Skill, Critical Consciousness, Autonomy, Sense of 

Purpose, and Peer Support differ significantly (p < .01) among FAR, CAR, FCAR 

and control groups, i.e., the intervention made significant differences in the 

protective factors of intervention groups. FAR and control groups do not differ in 

five within-child protective factors, except Critical Consciousness i.e., at high child-

risk level, FAR has no significant effect on fostering the within-child protective 

factors other than Critical Consciousness. At high child-risk level, CAR is effective 

in fostering within-child protective factor viz., Sense of Purpose only. At high child-

risk level, FCAR has significant effect on fostering Social Competence, Problem 

Solving Skill, Critical Consciousness, Autonomy, Sense of Purpose, and Peer 
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Support. At high child-risk level, CAR is more effective in fostering Sense of 

Purpose than FAR. At high child-risk level, FCAR is more effective in fostering all 

the six within-child protective factors than FAR. At high child-risk level, FCAR is 

more effective in fostering the protective factors except Sense of Purpose and Peer 

Support than CAR. A summary view of the comparative post- experimental gain in 

within-child protective factors by the level of child-risk is presented in figure 4.  

 
 

a. Social Competence b. Problem-solving skill 

  
c. Critical Consciousness 

 
d. Autonomy 

  
e. Sense of Purpose f. Peer Support 

□=Low child-risk, О = High child-risk 
Figure 4: Differences between high- and low- child-risk groups in gain in within-
child protective factors by treatment (FAR, CAR and FCAR interventions and 
control) 
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Gain in family protective factors by intervention at high child-risk level 

This section presents the results of testing the hypotheses that, ‘at high child-

risk level, mean gain score of each of the protective factor viz., vii) Family 

Resources, viii) Family Psychological Nurturance, ix) Family Environment, and  x) 

Authoritative Parenting is significantly higher in 1) FAR, 2) CAR and 3) FCAR 

groups than in the control group’. For a summary view of the gain in family 

protective factors in four groups, mean and standard deviation of them are presented 

in Table 52.  

Table 52 

Means and Standard Deviations of Gain Scores of the Family Protective Factors in 
Control, FAR, CAR, and FCAR Groups at High Child-Risk Level 

Group 

Controla FARb CARc FCARd Family  
Protective Factors 

Mean SD Mean SD Mean SD Mean SD 
Family  
Resources 15.07 7.62 21.07 3.81 26.99 11.98 26.00 6.29 

Family  
Psychological  
Nurturance 

16.53 10.66 25.93 9.40 30.31 15.89 33.00 7.47 

Family  
Environment 12.89 5.37 15.93 5.04 24.33 9.88 16.20 4.48 

Authoritative  
Parenting 9.13 4.00 8.13 2.56 8.33 4.03 27.93 8.91 
an=15, bn=15, cn=15, dn=15 

 At high child-risk level, gain in Family Resources, Family Psychological 

Nurturance, Family Environment, and   Authoritative Parenting were compared 

among the groups, first using one-way ANOVA, and subsequently via, post hoc 

comparison with test of significance of difference between means. The results are 

presented in Table 53.  
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Table 53 

ANOVA of Gain Scores of Family Protective Factors by Intervention at High Child-
Risk Level 

Family  
protective factors 

Source of 
variation 

Sum of 
Squares df Mean 

Square F 

Between Groups 1334.93 3 444.98 6.96**

Within Groups 3578.80 56 63.91 Family Resources 

Total 4913.73 59  

Between Groups 2304.05 3 768.02 6.02**

Within Groups 7147.60 56 127.64 
Family  
Psychological 
Nurturance 

Total 9451.65 59  

Between Groups 1066.32 3 355.44 8.27**

Within Groups 2406.56 56 42.97 
Family  
Environment 

Total 3472.88 59  

Between Groups 4242.45 3 1414.15 47.89**

Within Groups 1653.73 56 29.53 
Authoritative 
Parenting 

Total 5896.18 59  
**p < .01 

 Table 53 shows the following results regarding the effect of intervention on 

family protective factors in high child-risk group. 

 The main effect of intervention on Family Resources is significant, F (3, 56) 

= 6.96, p < .01. The mean gain score of Family Resources of FAR (M= 21.07, SD= 

3.81) group is significantly higher than that of control (M=15.07, SD=7.62) group, 

t=   -2.73, p < .01.Mean gain score of Family Resources in CAR (M= 26.99, SD= 

11.98) group is significantly higher than that of control (M=15.07, SD=7.62) group, 

t= -3.25, p < .01.  Mean gain score of Family Resources in FCAR (M= 26.00, SD= 

6.29) group is significantly higher than that of control (M=15.07, SD=7.62) group, 

t= -4.28, p < .01. There is no significant difference between the mean gain scores of 
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Family Resources of FAR (M= 21.07, SD= 3.81) and CAR (M= 26.99, SD= 11.98) 

groups, t= -1.82, p > .05. Mean gain score of Family Resources of FCAR (M= 

26.00, SD= 6.29) group is significantly higher than that of FAR (M= 21.07, SD= 

3.81) group, t=   -2.60, p < .01. There is no significant difference between   CAR 

(M= 26.99, SD= 11.98) group and    FCAR (M= 26.00, SD= 6.29) group on mean 

gain score of Family Resources,   t= 0.28, p > .05.           

The main effect of intervention on Family Psychological Nurturance in high 

child-risk students is significant, F (3, 56) = 6.02, p < .01. The mean gain score of 

Family Psychological Nurturance of FAR (M=   25.93, SD= 9.40) group is 

significantly higher than that of control (M=   16.53, SD= 10.66) group, t=   -2.56, p 

< .05. Mean gain score of Family Psychological Nurturance of CAR (M= 30.31, 

SD= 15.89) group is significantly higher than that of control (M=   16.53, SD= 

10.66) group, t= -2.79, p < .01. Mean gain score of Family Psychological 

Nurturance of FCAR (M= 33.00, SD= 7.47) group is significantly higher than that of 

control (M=   16.53, SD= 10.66) group, t= -4.90, p < .01. There is no significant 

difference between the mean gain scores of Family Psychological Nurturance of 

FAR (M=   25.93, SD= 9.40) and CAR (M= 30.31, SD= 15.89) groups= -0.92, p > 

.05. Mean gain score of Family Psychological Nurturance of FCAR (M= 33.00, SD= 

7.47) group is significantly higher than that of FAR (M=   25.93, SD= 9.40) group,   

t=   -2.28, p < .05. There is no significant difference in the gain scores of Family 

Psychological Nurturance between   CAR (M= 30.31, SD= 15.89) group and    

FCAR (M= 33.00, SD= 7.47) group,   t= -0.59, p > .05.    

The main effect of intervention on Family Environment is significant, F (3, 

56) = 8.27, p < .01. There is no significant difference between the mean gain score 

of Family Environment of FAR (M=   15.93, SD= 5.04) group and that of control 

(M=   12.89, SD= 5.37) group, t=   -1.60, p > .05. Mean gain score of Family 

Environment of CAR (M= 24.33, SD= 9.88) group is significantly higher than that 

of control (M=   12.89, SD= 5.37) group, t= -3.94, p < .01. Mean gain score of 

Family Environment of FCAR (M= 16.20, SD= 4.48) is significantly higher than 
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that of control (M=   12.89, SD= 5.37) group, t= -1.83, p < .05. Mean gain score of 

Family Environment of CAR (M= 24.33, SD= 9.88) group is significantly higher 

than that of FAR (M=   15.93, SD= 5.04) and group, t= -2.93, p < .01. There is no 

significant difference between mean gain scores of Family Environment of FAR 

(M=   15.93, SD= 5.04) and FCAR (M= 16.20, SD= 4.48) groups,   t=   -0.16, p >. 

05. Mean gain scores of Family Environment of CAR (M= 24.33, SD= 9.88) group 

is significantly higher than that of   FCAR (M= 16.20, SD= 4.48) group,   t= 2.90, p 

< .01.   

The main effect of intervention on Authoritative Parenting is significant in 

high child-risk group, F (3, 56) = 47.89, p < .01. There is no significant difference 

between the mean gain scores of Authoritative Parenting of FAR (M=   8.13, SD= 

2.56) group and that of control (M=   9.13, SD= 4.00) group, t=   0.82, p > .05; and, 

also between CAR (M= 8.33, SD= 4.03) group and control (M=   9.13, SD= 4.00) 

group, t= 0.55, p > .05. Mean gain score of Authoritative Parenting of FCAR (M= 

27.93, SD= 8.91) group is significantly higher than that of control (M=   9.13, SD= 

4.00) group, t= -7.46, p < .01. There is no significant difference between the mean 

gain scores of Authoritative Parenting of FAR (M=   8.13, SD= 2.56) and CAR (M= 

8.33, SD= 4.03) groups, t = -0.16, p > .05. Mean gain score of Authoritative 

Parenting of FCAR (M= 27.93, SD= 8.91) group is significantly higher than that of 

FAR (M=   8.13, SD= 2.56) group,   t=   -8.27, p < .01. Mean gain score of  

Authoritative Parenting of FCAR (M= 27.93, SD= 8.91) group is significantly 

higher than that of CAR (M= 8.33, SD= 4.03) group,   t= -7.76, p < .01. 

Discussion  

 At high child-risk level,  all the four family protective factors viz., Family 

Resources, Family Psychological Nurturance, Family Environment, and 

Authoritative Parenting differ significantly (p < .01) ) among control,  FAR , CAR 

and FCAR groups i.e., the intervention has a significant effect on fostering the 

family protective factors. At high child-risk level, FAR has significant effect on 
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fostering two family protective factors, viz., Family Resources and Family 

Psychological Nurturance. CAR is effective in fostering all the protective factors 

except Authoritative Parenting. FCAR has significant effect on fostering all the four 

family protective factors in high child-risk group. CAR is more effective than FAR 

in fostering the protective factor, Family Environment. FCAR is more effective than 

FAR in fostering the protective factors viz., Family Resources, Family 

Psychological Nurturance, and Authoritative Parenting. FCAR is more effective than 

CAR in fostering the protective factor, Authoritative Parenting, and CAR is more 

effective in fostering the protective factor, Family Environment. A summary view of 

the comparative post- experimental gain in family protective factors by the level of 

child-risk is presented in figure 5.  

  
a. Family Resources 

  
c. Family Psychological Nurturance 

 
 

c. Family Environment d. Authoritative Parenting 
□= Low child-risk group, О = High child-risk group 

Figure 5: Differences between high- and low- child-risk groups in gain in family 
protective factors by treatment (FAR, CAR and FCAR interventions and control) 
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Gain in achievement by intervention at high child-risk level 

To answer the questions, ‘can FAR, CAR and FCAR enhance student 

achievement, at high child-risk level?’ ‘Do the level of interventions (FAR, CAR, 

and FCAR) differ in their effect on enhancing student achievement? If so, which 

level of intervention is more effective in enhancing student achievement at high 

child-risk level?’ analysis of variance of immediate and delayed post test 

achievement scores were carried out. For a summary view of the scores of the 

immediate and delayed post-intervention achievement in the control, FAR, CAR, 

and FCAR groups, mean and standard deviation of them are presented in Table 54.  

Table 54 

Means and Standard Deviations of Post-Intervention Achievement Scores of 
Mathematics among Control, FAR, CAR, and FCAR Groups at High Child-Risk 
Level 

  Groups   
Controla FARb CARc FCARd Academic  

Achievement Mean SD Mean SD Mean SD Mean SD 
Immediate   
Achievement in 
Mathematics  

24.86 4.64 27.93 6.94 25.33 4.13 30.00 9.29 

Delayed   
Achievement in 
Mathematics  

31.20 2.42 45.20 3.10 34.26 8.97 37.46 7.91 

an=15, bn=15, cn=15, dn=15 

 Results of one-way ANOVA of immediate and delayed post-intervention 

achievement in Mathematics of control, FAR, CAR, and FCAR groups are given in 

Table 55. 
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Table 55 

ANOVAs of Immediate- and Delayed Post-Intervention Achievement in Mathematics 
among High Child-Risk Group by Interventions  

Academic 
Achievement 

Source of 
Variance 

Sum of 
Squares df Mean 

Square F 

Between Groups 257.93 3 85.98 1.97 

Within Groups 2424.00 56 43.29  
Immediate  
Achievement in 
Mathematics  

Total 2681.93 59   

Between Groups 1628.47 3 542.82 13.77**

Within Groups 2207.47 56 39.42  
Delayed  
Achievement in 
Mathematics 

Total 3835.93 59   
**p < .01 

 Table 55 shows the following results. Main effect of intervention on 

immediate achievement in Mathematics is not significant, F (3, 56) =1.97, p > .05.  

Main effect of intervention on delayed achievement in Mathematics is 

significant, F (3, 56) =13.77, p < .01. Mean delayed post-intervention scores of 

Mathematics Achievement of FAR (M=   45.20, SD= 3.10) group is significantly 

higher than that of control (M=   31.20, SD= 2.42) group, t=   -13.79, p < .01.  There 

is no significant difference in the mean delayed Mathematics Achievement between 

CAR (M= 34.26, SD= 8.97) group and control (M=   31.20, SD= 2.42) group, t= -

1.28, p > .05. Mean delayed Mathematics Achievement of FCAR (M= 37.46, SD= 

7.91) group is significantly higher than that of control (M= 31.20, SD= 2.42) group, 

t= -2.93, p < .05. Mean delayed Mathematics Achievement of FAR (M=   45.20, 

SD= 3.10) group is significantly higher than that of CAR (M= 34.26, SD= 8.97) 

group, t= 4.46, p < .01. The mean delayed Mathematics Achievement of FAR (M=   

45.20, SD= 3.10) is significantly higher than that of FCAR (M= 37.46, SD= 7.91) 

group,   t=   3.53, p < .01. There is no significant difference in the mean delayed 

Mathematics Achievement between CAR (M= 34.26, SD= 8.97) group and    FCAR 

(M= 37.46, SD= 7.91) group, t=   -1.04, p > .05.      
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Discussion  

 At high child-risk level, control and intervention groups do not differ in their 

immediate Mathematics Achievement. FAR, CAR and FCAR have no significant 

effect on enhancing immediate Mathematics Achievement.   In case of delayed 

achievement in Mathematics, intervention and control groups differ significantly.  

FAR and FCAR groups have significant effect in promoting delayed achievement in 

Mathematics. CAR has no effect in promoting achievement in Mathematics. FAR is 

more effective than CAR and FCAR in promoting delayed Mathematics 

Achievement. CAR and FCAR do not differ in promoting delayed Mathematics 

Achievement. 

Gain in Protective Factors by Intervention at Low Family-Risk Level 

To answer the questions ‘Can FAR , CAR and FCAR enhance protective 

factors among students at Low Family-Risk Level?’ and “Do the level of 

interventions (FAR, CAR, and FCAR) differ in their effect on gain in each of the 

select protective factors among students at Low Family-Risk Level? If so, which 

level of intervention is more effective in enhancing each of the protective factors?”, 

analysis of variance of each protective factor were carried out. Results are presented 

under separate headings for within-child, and family protective factors.  

Gain in within-child protective factors by intervention at low family-risk level 

This section presents the results of testing the hypotheses that, ‘At low 

family-risk level, mean gain score of each of the protective factor viz., i) Social 

Competence, ii) Problem Solving Skill, iii) Critical Consciousness, iv) Autonomy, 

v) Sense of Purpose and vi) Peer Support is significantly higher in 1) FAR, 2) CAR 

and 3) FCAR groups than in the control group’. For a summary view of the gain in 

within-child protective factors in four groups, mean and standard deviation of them 

are presented in Table 56.  
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Table 56 

Means and Standard Deviations of Gain Scores of the Within-Child Protective 
Factors in Control, FAR, CAR, and FCAR Groups at Low Family-Risk Level 

  Groups   

Within-child  
Protective Factors 

Controla FARb CARc FCARd 

 Mean SD Mean SD Mean SD Mean SD 

Social Competence 13.58 4.07 16.33 6.01 16.80 5.88 22.47 9.46 

Problem Solving Skill 21.93 5.82 19.27 7.52 18.89 7.86 25.20 10.12 

Critical Consciousness 15.33 5.58 17.73 5.10 19.62 5.78 22.46 5.01 

Autonomy 13.13 4.90 10.87 4.66 12.60 4.95 17.93 6.13 

Sense of Purpose 16.50 5.24 17.93 7.47 21.70 5.97 24.00 5.35 

Peer Support 16.20 5.00 16.00 4.89 19.53 5.71 22.60 6.16 
an=15, bn=15, cn=15, dn=15 

 Gain in Social Competence, Problem Solving Skill, Critical Consciousness, 

Autonomy, Sense of Purpose, and Peer Support were compared among the groups, 

first using one-way ANOVA, and subsequently via, post hoc comparison with test of 

significance of difference between means. The results are presented in Table 57. 



 

 

Analysis  287

Table 57 

ANOVA of Gain Scores of Within-Child Protective Factors by Interventions at Low 
Family-Risk Level 

 Within-Child 
Protective Factors 

Source of 
variance SS df MS F 

 Between groups 623.53 3 207.84 
Social Competence Within groups 2475.07 56 44.20 
 Total 3098.60 59  

4.70** 
 

Between groups  3  
Within groups 380.13 56 126.71 Problem Solving Skill 
Total 3561.20 59 63.59 

 
1.99 

 

Between groups 3941.33 3  
Within groups 408.58 56 136.19 Critical Consciousness 
Total 1757.60 59 31.39 

 
4.34** 

 

Between groups 2166.18 3  
Within groups 411.93 56 137.31 Autonomy 
Total 1510.00 59 26.96 

 
5.09** 

 

 Between groups 1921.93 3  
Sense of Purpose Within groups 520.02 56 173.34 
 Total 2095.37 59 38.10 

 
4.55** 

 

Between groups 2615.39 3  
Within groups 440.85 56 146.95 Peer Support 
Total 1619.73 59 28.92 

 
5.08** 

 

**p < .01 

 Table 57 shows the following results regarding the effect of intervention on 

within-child protective factors in low family-risk group. 

The main effect of intervention on Social Competence is significant, F (3, 

56) = 4.70, p < .01. There is no significant difference in the mean gain scores of 

Social Competence of FAR group (M= 16.33, SD= 6.01) and control group 

(M=13.58, SD=4.07), t= -1.47, p > .05. Mean gain score of Social Competence of 

CAR group (M= 16.80, SD= 5.88) is significantly higher than that of the control 

group (M=13. 58, SD=4.07), t= -1.74, p < .05. Gain in Social Competence of FCAR 
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group (M= 22.47, SD= 9.46) is significantly higher than that of the control group 

(M=13. 58, SD=4.07), t= -3.34, p < .01. Gain in Social Competence of FAR group 

(M= 16.33, SD= 6.01) and CAR group (M= 16.80, SD= 5.88) do not differ 

significantly, t= -0.22, p > .05. Gain in Social Competence of the FCAR group (M= 

22.47, SD= 9.46) is significantly higher than that of FAR group (M= 16.33, SD= 

6.01), t= -2.12, p < .05. There is no significant difference in the mean gain scores of 

Social Competence of FCAR group (M= 22.47, SD= 9.46) and CAR group (M= 

16.80, SD= 5.88), t= -1.97, p > .05. 

 The main effect of intervention on Gain in Problem Solving Skill is not 

significant, F (3, 56) = 1.99, p > .05.  

  The main effect of intervention on Critical Consciousness is significant, F 

(3, 56) = 4.34, p < .01. There is no significant difference between the mean gain 

scores of Critical Consciousness of FAR group (M= 17.73, SD= 5.10) and control 

group (M=15.33, SD=5.78), t= -1.23, p > .05. Mean gain score of Critical 

Consciousness of CAR group (M= 19.62, SD= 5.78) is significantly higher than that 

of control group (M=15.33, SD=5.78), t= -2.07, p < .05. Critical Consciousness of 

FCAR group (M= 22.46, SD= 5.01) is significantly higher than that of the control 

group (M=15.33, SD=5.78), t= -3.68, p < .01. Gain in Critical Consciousness of the 

FAR group (M= 17.73, SD= 5.10) and CAR group (M= 19.62, SD= 5.78) do not 

differ significantly, t= -0.95, p > .05. Mean gain score of Critical Consciousness 

FCAR group (M= 22.46, SD= 5.01) is significantly higher than that of FAR group 

(M= 17.73, SD= 5.10), t= -2.56, p < .05. Mean gain score of Critical Consciousness 

of FCAR group (M= 22.46, SD= 5.01) and CAR group (M= 19.62, SD= 5.78) do 

not differ significantly in the mean gain scores, t= -1.44, p > .05. 

The main effect of intervention on Autonomy is significant, F (3, 56) =5.09, 

p < .01. There is no significant difference in the mean gain scores of Autonomy of 

FAR group (M= 10.87, SD= 4.66) and control group (M=13.13, SD=4.90), t= 1.29, 

p > .05; and those between CAR group (M= 12.60, SD= 4.95) and the control group 
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(M=13.13, SD=4.90), t= 0.29, p > .05. Gain in Autonomy of FCAR group (M= 

17.93, SD= 6.13) is significantly higher than that of the control group (M=13.13, 

SD=4.90), t= -2.37, p < .05. Autonomy of the FAR group (M= 10.87, SD= 4.66) and 

CAR group (M= 12.60, SD= 4.95) do not differ significantly in the mean gain 

scores, t= -0.99, p > .05. Mean gain score of Autonomy of FCAR group (M= 17.93, 

SD= 6.13) is significantly higher than that of FAR group (M= 10.87, SD= 4.66), t= -

3.55, p < .01. Mean gain score of Autonomy of FCAR (M= 17.93, SD= 6.13) is 

significantly higher than that of the CAR group (M= 12.60, SD= 4.95), t= -2.62, p < 

.01. 

The main effect of intervention on Sense of Purpose is significant, F (3, 56) 

=4.55, p < .01. There is no significant difference between the mean gain scores of 

Sense of Purpose of FAR (M=   17.93, SD= 7.47) group and control (M=   16.50, 

SD= 5.24) group, t= -0.61, p > .05.  Mean gain score of Sense of Purpose of CAR 

(M= 21.70, SD= 5.97) group is significantly higher than that of the control (M=   

16.50, SD= 5.24) group, t= -2.54, p < .05. The mean gain score of   Sense of Purpose 

of FCAR (M= 24.00, SD= 5.35) group is significantly higher than that of the control 

(M=   16.50, SD= 5.24) group, t= -3.88, p < .01. Mean gain score of Sense of 

Purpose of FAR (M=   17.93, SD= 7.47) and CAR (M= 21.70, SD= 5.97) groups do 

not differ significantly, t= -1.53, p > .05. Mean gain score of Sense of Purpose of 

FCAR (M= 24.00, SD= 5.35) group is significantly higher than that of FAR (M=   

17.93, SD= 7.47) group,   t=   -2.56, p < .05. There is no significant difference 

between gain in Sense of Purpose of CAR (M= 21.70, SD= 5.97) group and    FCAR 

(M= 24.00, SD= 5.35) group, t= -1.11, p > .05.           

  The main effect of intervention on Peer Support is significant, F (3, 56) 

=5.08, p < .01. There is no significant difference between the mean gain scores of 

Peer Support of FAR (M=16.00, SD= 4.89) group and control (M= 16.20, SD= 5.00) 

group, t= 0.11, p > .05. Mean gain score of Peer Support of CAR (M= 19.53, SD= 

5.71) group is significantly higher than that of control (M=   16.20, SD= 5.00) 

group, t= -1.70, p < .05.   Gain in Peer Support of FCAR (M= 22.60, SD= 6.16) 
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group is significantly higher than that of control (M=   16.20, SD= 5.00) group, t= -

3.12, p < .01. There is no significant difference between the gain in Peer Support of 

CAR (M= 19.53, SD= 5.71) group and FAR (M=   16.00, SD= 4.89), t= -1.82, p > 

.05. Mean gain score of Peer Support of FCAR (M= 22.60, SD= 6.16) group is 

significantly higher than that of FAR (M=   16.00, SD= 4.89) group,   t=   -3.25, p < 

.01. There is no significant difference between mean gain score of Peer Support of   

CAR (M= 19.53, SD= 5.71) group and    FCAR (M= 22.60, SD= 6.16) group,   t= -

1.42, p >. 05.  

  Discussion  

 At low family-risk level, five within-child protective factors viz., Social 

Competence, Critical Consciousness, Autonomy, Sense of Purpose, and Peer 

Support differ significantly (p < .01) among control,  FAR , CAR and FCAR groups 

i.e., the intervention made a significant difference in these protective factors of 

intervention groups. At low family-risk level, FAR has no significant effect on 

fostering the within-child protective factors. CAR is effective in fostering protective 

factors viz., Social Competence, Critical Consciousness, Sense of Purpose and Peer 

Support. FCAR has significant effect on fostering Social Competence, Critical 

Consciousness, Autonomy, Sense of Purpose, and Peer Support. At low family-risk 

level, FAR and CAR interventions do not differ in their effectiveness in fostering 

protective factors. At low family-risk level, FCAR is more effective than FAR in 

fostering all the five within-child protective factors except Problem Solving Skill. 

FCAR is more effective in fostering the protective factor Autonomy than CAR.  

Gain in family protective factors by intervention in low family-risk level 

This section presents the results of testing the hypotheses that, ‘at low 

family-risk level, mean gain score of each of the protective factor viz., vii) Family 

Resources, Viii) Family Psychological Nurturance, ix) Family Environment, and  x) 

Authoritative Parenting is significantly higher in 1) FAR, 2) CAR and 3) FCAR 

groups than in the control group’. For a summary view of the gain in family 
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protective factors in four groups, means and standard deviations of them are 

presented in Table 58.  

Table 58 

Means and Standard Deviations of Gain Scores of the Family Protective Factors in 

Control, FAR, CAR, and FCAR Groups at Low Family-Risk Level 

Group 

Controla FARb CARc FCARd Family  
Protective Factors 

Mean SD Mean SD Mean SD Mean SD 
Family  
Resources 

15.27 7.15 20.53 4.24 23.73 12.54 24.87 6.59 

Family  
Psychological  
Nurturance 

17.67 6.42 23.60 8.33 24.86 12.66 30.33 8.13 

Family  
Environment 

12.55 4.21 14.15 4.48 20.00 5.64 13.67 3.04 

Authoritative  
Parenting 

8.27 3.26 7.87 3.04 7.20 4.03 26.93 10.55 
an=15, bn=15, cn=15, dn=15 

At low family-risk level, gain in Family Resources, Family Psychological 

Nurturance, Family Environment, and   Authoritative Parenting were compared 

among the groups, first using one-way ANOVA, and subsequently via, post hoc 

comparison with test of significance of difference between means. The results are 

presented in Table 59.  
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Table 59 

ANOVA of Gain Scores of Family Protective Factors by Interventions at Low 
Family-Risk Level  

Family  
Protective Factors 

Source of 
variation 

Sum of 
Squares df Mean 

Square F 

Between Groups 832.07 3 277.36 

Within Groups 3775.33 56 67.42 Family Resources 

Total 4607.40 59  

4.11** 

Between Groups 1216.03 3 405.35 

Within Groups 4719.78 56 84.28 
Family  
Psychological 
Nurturance 

Total 5935.82 59  

4.81** 

Between Groups 562.37 3 187.46 

Within Groups 1104.97 56 19.73 
Family  
Environment 

Total 1667.34 59  

9.50** 

Between Groups 4136.73 3 1378.91 

Within Groups 2064.00 56 36.86 
Authoritative 
Parenting 

Total 6200.73 59  

37.41** 

**p < .01 

Table 59 shows the following results regarding the effect of intervention on 

family protective factors in low family-risk group. 

 The main effect of intervention on Family Resources is significant, F (3, 56) 

= 4.11, p < .01. The mean gain score of Family Resources of FAR (M= 20.53, SD= 

4.24) group is significantly higher than that of control (M=15.27, SD=7.15) group, 

t=   -2.45, p < .05. Mean gain score of CAR (M= 23.73, SD= 12.54) group is 

significantly higher than that of control (M=15.27, SD=7.15) group, t= -2.27, p < 

.05. Mean gain score of FCAR (M= 24.87, SD= 6.59) group is significantly higher 

than that of control (M=15.27, SD=7.15) group, t= -3.82, p < .01. There is no 

significant difference between the mean gain scores of Family Resources of FAR 
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(M= 20.53, SD= 4.24) and CAR (M= 23.73, SD= 12.54) groups,t= -0.94, p > .05. 

Mean gain score of Family Resources of FCAR (M= 24.87, SD= 6.59) group is 

significantly higher than that of FAR (M= 20.53, SD= 4.24) group, t=   -2.15, p < 

.05. There is no significant difference between mean gain score of Family Resources 

of CAR (M= 23.73, SD= 12.54) group and    FCAR (M= 24.87, SD= 6.59) group,   

t= -0.31, p > .05.           

The main effect of intervention on Family Psychological Nurturance is 

significant, F (3, 56) = 4.81, p < .01. The mean gain score of Family Psychological 

Nurturance of FAR (M=   23.60, SD= 8.33) group is significantly higher than that of 

control (M=   17.67, SD= 6.42) group, t=   -2.18, p < .05. Mean gain score of CAR 

(M= 24.86, SD= 12.66) group is significantly higher than that of control (M=   

17.67, SD= 6.42) group, t= -1.96, p < .05. Mean gain score of FCAR (M= 30.33, 

SD= 8.13) group is significantly higher than that of control (M=   17.67, SD= 6.42) 

group, t= -4.73, p < .01. There is no significant difference between the mean gain 

scores of Family Psychological Nurturance of FAR (M=   23.60, SD= 8.33) and 

CAR (M= 24.86, SD= 12.66) groups, t= -0.32, p > .05. Mean gain score of Family 

Psychological Nurturance of FCAR (M= 30.33, SD= 8.13) group is significantly 

higher than that of FAR (M=   23.60, SD= 8.33) group,   t=   -2.24, p < .05. There is 

no significant difference between mean gain scores of Family Psychological 

Nurturance of CAR (M= 24.86, SD= 12.66) group and    FCAR (M= 30.33, SD= 

8.13) group,   t= -1.41, p > .05.    

 The main effect of intervention on Family Environment is significant, F (3, 

56) = 9.50, p < .01. There is no significant difference between the mean gain score 

of Family Environment of FAR (M=   14.15, SD= 4.48) group and that of control 

(M=   12.55, SD= 4.21) group, t=   -1.01, p > .05. Mean gain score of Family 

Environment of CAR (M= 20.00, SD= 5.64) group is significantly higher than that 

of control (M=   12.55, SD= 4.21) group, t= -4.10, p < .01. There is no significant 

difference between mean gain score of FCAR (M= 13.67, SD= 3.04) and control 

(M=   12.55, SD= 4.21) group, t= -0.84, p > .05. Mean gain score of Family 
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Environment of CAR (M= 20.00, SD= 5.64) group is significantly higher than that 

of FAR (M=   14.15, SD= 4.48) group, t= -3.15, p < .01. There is no significant 

difference between mean gain score of Family Environment of FAR (M=   14.15, 

SD= 4.48) and FCAR (M= 13.67, SD= 3.04) group,   t=   0.34, p > .05. Mean gain 

scores of Family Environment of CAR (M= 20.00, SD= 5.64) group is significantly 

higher than that of   FCAR (M= 13.67, SD= 3.04) group,   t= 3.83, p < .01.   

The main effect of intervention on Authoritative Parenting is significant, F 

(3, 56) = 37.41, p < .01. There is no significant difference between the mean gain 

score of Authoritative Parenting of FAR (M=   7.87, SD= 3.04) group and that of 

control (M=   8.27, SD= 3.26) group, t=   0.35, p > .05; and between that of CAR 

(M= 7.20, SD= 4.03) and control (M=   8.27, SD= 3.26) group, t= 0.80, p > .05. 

Mean gain score of FCAR (M= 26.93, SD= 10.55) group is significantly higher than 

that of control (M=   8.27, SD= 3.26) group, t= -6.54, p < .01. There is no significant 

difference between the mean gain scores of Authoritative Parenting of FAR (M=   

7.87, SD= 3.04) and CAR (M= 7.20, SD= 4.03) groups, t= 0.51, p > .05. Mean gain 

scores of Authoritative Parenting of FCAR (M= 26.93, SD= 10.55) group is 

significantly higher than that of FAR (M=   7.87, SD= 3.04) group,   t= -6.72, p < 

.01. Mean gain score of Authoritative Parenting of  FCAR (M= 26.93, SD= 10.55) 

group is significantly higher than that of CAR (M= 7.20, SD= 4.03) group,   t= -

6.77, p < .01. 

Discussion  

 At low family-risk level, all the four family protective factors viz., Family 

Resources, Family Psychological Nurturance, Family Environment, and 

Authoritative Parenting differ significantly (p < .01) among control,  FAR, CAR and 

FCAR groups i.e., the intervention has significant effect on fostering the family 

protective factors. At low family-risk level, FAR has significant effect on fostering 

Family Resources, and Family Psychological Nurturance. At low family-risk level, 

CAR is effective in fostering all the protective factors except Authoritative 

Parenting. At low family-risk level, FCAR has significant effect on fostering three 
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family protective factors and could not foster Family Environment. CAR is more 

effective than FAR in fostering the protective factor, Family Environment. At low 

family-risk level, FCAR is more effective than FAR in fostering the protective 

factors viz., Family Resources, Family Psychological Nurturance, and Authoritative 

Parenting. Comparing CAR and FCAR groups one another, FCAR is more effective 

in fostering the protective factor, Authoritative Parenting, and CAR is more effective 

in fostering the protective factor, Family Environment. 

Gain in achievement by intervention at low family-risk level 

To answer the questions, ‘Can FAR, CAR and FCAR enhance student 

achievement, at low family-risk level?’ ‘Do the level of interventions (FAR, CAR, 

and FCAR) differ in their effect on enhancing student achievement? If so, which 

level of intervention is more effective in enhancing student achievement at low 

family-risk level?’, analysis of variance of immediate and delayed post test 

achievement scores of Mathematics were carried out. For a summary view of the 

scores of the immediate and delayed post-intervention achievement in the control, 

FAR, CAR, and FCAR groups, mean and standard deviation of them are presented 

in Table 60.  

Table 60 

Means and Standard Deviations of Scores of Post-Intervention Achievement in 
Mathematics among Control, FAR, CAR, and FCAR Groups at Low Family-Risk 
Level 

  Groups   
Controla FARb CARc FCARd Academic  

Achievement Mean SD Mean SD Mean SD Mean SD 
Immediate   
Achievement in 
Mathematics  

25.73 5.09 29.73 7.43 28.20 6.77 34.87 4.67 

Delayed   
Achievement in 
Mathematics  

32.00 3.14 45.00 2.73 34.33 3.96 40.13 12.51 

an=15, bn=15, cn=15, dn=15 
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Results of one-way ANOVA of immediate and delayed post-intervention 

achievement in Mathematics of control, FAR, CAR, and FCAR groups are given in 

Table 61. 

Table 61 

ANOVA of Immediate- and Delayed Post-Intervention Achievements in Mathematics 
by Interventions 

Academic 
Achievement 

Source of 
variation 

Sum of 
Squares df Mean 

Square F 

Between Groups 669.93 3 223.31 6.00** 
Within Groups 2084.00 56 37.21  

Immediate 
Achievement in 
Mathematics  Total 2753.93 59   

Between Groups 1543.87 3 514.62 10.87**

Within Groups 2651.07 56 47.34  
Delayed Achievement 
in Mathematics  

Total 4194.93 59   
**p < .01 

 Table 61 shows the following results regarding the effect of intervention on 

Mathematics Achievement at low family-risk level.  

Main effect of intervention on immediate achievement in Mathematics is 

significant, F (3, 56) =6.00, p < .05. Mean immediate Mathematics Achievement of 

FAR (M=   29.73, SD= 7.43) group is significantly higher than that of control (M=   

25.73, SD= 5.09) group, t=   -1.72, p < .05.  There is no significant difference in 

immediate Mathematics Achievement between CAR (M= 28.20, SD= 6.77) group 

and control (M=   25.73, SD= 5.09) group, t= -1.13, p > .05.  Mean immediate 

Mathematics Achievement of FCAR (M= 34.87, SD= 4.67) group is significantly 

higher than that of control (M=   25.73, SD= 5.09) group, t= -5.12, p < .01. There is 

no significant difference between mean immediate Mathematics Achievement of 

FAR (M=   29.73, SD= 7.43) group and CAR (M= 28.20, SD= 6.77) group, t= 0.59, 

p > .05. Mean immediate Mathematics Achievement of FCAR (M= 34.87, SD= 

4.67) group is significantly higher than that of FAR (M=   29.73, SD= 7.43) group,   
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t=   -2.27, p < .05; and, mean immediate Mathematics Achievement of FCAR (M= 

34.87, SD= 4.67) group is significantly higher than CAR (M= 28.20, SD= 6.77) 

group,   t= -3.14, p < .01. 

 Main effect of intervention on delayed achievement in Mathematics is 

significant, F (3, 56) =10.87, p < .01. Mean delayed post-intervention score of 

Mathematics Achievement of FAR (M=   45.00, SD= 2.73) group is significantly 

higher than that of control (M=   32.00, SD= 3.14) group, t=   -12.10, p < .01. Mean 

delayed Mathematics Achievement of CAR (M= 34.33, SD= 3.96) group is 

significantly higher than that of control (M=   32.00, SD= 3.14) group, t= -1.79, p < 

.05.  Mean delayed Mathematics Achievement of FCAR (M= 40.13, SD= 12.51) 

group is significantly higher than that of control (M=   32.00, SD= 3.14) group, t= -

2.44, p < .05. Mean delayed Mathematics Achievement of FAR (M=   45.00, SD= 

2.73) group is significantly higher than that of CAR (M= 34.33, SD= 3.96) group, t= 

8.59, p < .01. There is no significant difference between the FAR (M=   45.00, SD= 

2.73) and FCAR ((M= 40.13, SD= 12.51) group,   t=   1.47, p > .05; and, between   

CAR (M= 34.33, SD= 3.96) group and    FCAR (M= 40.13, SD= 12.51) group,   t= -

1.71, p > .05 in delayed Mathematics Achievement.      

Discussion  

 At low family-risk level, results of one-way ANOVAs of mean immediate 

post-intervention scores of Mathematics Achievement revealed that control and 

intervention groups do differ in their effect on immediate Mathematics 

Achievement. FAR and FCAR have significant effect on enhancing immediate 

Mathematics Achievement. CAR has no significant effect on enhancing immediate 

Mathematics Achievement. FAR and CAR groups do not show any difference in 

promoting immediate Mathematics Achievement. FCAR group is significantly more 

effective than FAR and CAR in enhancing immediate Mathematics Achievement. 

 At low family-risk level, control and intervention groups differ in their effect 

on delayed post-intervention scores of Mathematics Achievement. FAR, CAR, and 
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FCAR groups have significant effect on enhancing the delayed Mathematics 

Achievement. FAR is better than CAR in promoting delayed Mathematics 

Achievement. FAR and FCAR groups do not show any difference in promoting 

delayed post-intervention scores of Mathematics Achievement. CAR and FCAR do 

not differ in promoting delayed post-intervention scores of Mathematics 

Achievement. 

Gain in Protective Factors by Intervention at High Family-Risk Level 

To answer the questions ‘Can FAR, CAR and FCAR enhance protective 

factors among students at High family-Risk Level?’ and “Do the level of 

interventions (FAR, CAR, and FCAR) differ in their effect on gain in each of the 

select protective factors among students at High family-Risk Level? If so, which 

level of intervention is more effective in enhancing each of the protective factors?”, 

analysis of variance of each protective factor were carried out. Results are presented 

under separate headings for within child, and family protective factors.  

Gain in within-child protective factors by intervention at high family-risk level 

This section presents the results of testing the hypotheses that, ‘At high 

family-risk level, mean gain score of each of the protective factor viz., i) Social 

Competence, ii) Problem Solving Skill, iii) Critical Consciousness, iv) Autonomy, 

v) Sense of Purpose and vi) Peer Support is significantly higher in 1) FAR, 2) CAR 

and 3) FCAR groups than in the control group’. For a summary view of the gain in 

within-child protective factors in four groups, means and standard deviations of 

them are presented in Table 62.  
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Table 62 

Means and Standard Deviations of Gain Scores of the Within-Child Protective 
Factors in Control, FAR, CAR, and FCAR Groups at High Family-Risk Level 

  Groups   
Within-child  

Protective Factors Controla FARb CARc FCARd 

 Mean SD Mean SD Mean SD Mean SD 
Social Competence 15.66 6.22 13.07 6.43 18.21 7.95 19.53 5.36 
Problem Solving Skill 18.60 11.88 14.87 4.67 21.00 7.83 22.07 6.79 
Critical Consciousness 14.53 6.22 17.20 6.97 16.32 4.97 21.07 3.86 
Autonomy 12.53 4.34 12.13 3.62 12.21 5.85 17.00 3.64 
Sense of Purpose 18.55 7.63 14.07 5.09 25.30 7.87 21.33 5.30 
Peer Support 16.00 6.20 13.20 5.76 18.79 7.75 20.20 9.81 
an=15, bn=15, cn=15, dn=15 

 Gain in Social Competence, Problem Solving Skill, Critical Consciousness, 

Autonomy, Sense of Purpose, and Peer Support were compared among the groups, 

first using one-way ANOVA, and subsequently via, post hoc comparison with test of 

significance of difference between means. The results are presented in Table 63. 

Table 63 

ANOVA of Gain Scores of Within-Child Protective Factors by Interventions at High 
Family-Risk Level 

 Source of variance SS df MS F 
 Between groups 365.88 3 121.96 
Social Competence Within groups 2344.36 55 42.63 
 Total 2710.24 58  

2.86** 

Between groups 455.12 3 151.71 
Within groups 3726.27 55 67.75 Problem Solving Skill 
Total 4181.39 58  

2.24 

Between groups 342.18 3 114.06 
Within groups 1751.92 55 31.85 Critical Consciousness 
Total 2094.10 58  

3.58** 

Between groups 248.92 3 82.97 
Within groups 1077.82 55 19.60 Autonomy 
Total 1326.75 58  

4.23** 

 Between groups 984.45 3 328.15 
Sense of Purpose Within groups 2377.21 55 43.22 
 Total 3361.66 58  

7.59** 

Between groups 490.03 3 163.34 
Within groups 3131.16 55 56.93 Peer Support 
Total 3621.19 58  

2.87** 

**p < .01 
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 Table 63 shows the following results regarding the mean gain scores of 

within-child protective factors among the control, FAR, CAR, and FCAR groups at 

high family-risk level.  

 The main effect of intervention on Social Competence is significant, F (3, 

55) = 2.86, p < .01. Mean gain scores of Social Competence of FAR group (M= 

13.07, SD= 6.43) and control group (M=15.67, SD=6.22) do not differ significantly, 

t= 1.13, p > .05. Gain in Social Competence of CAR group (M= 18.21, SD= 7.95) 

and control group (M=15.67, SD=6.22) do not differ significantly, t= -0.97, p > .05. 

Gain in Social Competence of FCAR group (M= 19.53, SD= 5.36) is significantly 

higher than that of the control group (M=15.67, SD=6.22), t= -1.82, p < .01. Gain in 

Social Competence of the FAR group (M= 13.07, SD= 6.43) and CAR group (M= 

18.21, SD= 7.95) do not differ significantly, t= -1.95, p > .05. Gain in Social 

Competence of the FCAR group (M= 19.53, SD= 5.36) is significantly higher than 

that of FAR group (M= 13.07, SD= 6.43), t= -2.99, p < .05. Mean gain scores of 

Social Competence of FCAR group (M= 19.53, SD= 5.36) and that of the CAR 

group (M= 18.21, SD= 7.95) do not differ significantly, t= -0.53, p > .05. 

 At high family-risk level, main effect of intervention on gain in Problem 

Solving Skill is not significant, F (3, 55) = 2.24, p > .05.  

 The main effect of intervention on Critical Consciousness is significant, F (3, 

55) = 3.58, p < .01. There is no significant difference between the mean gain scores 

of Critical Consciousness of FAR group (M= 17.20, SD= 6.97) and control group 

(M=14.53, SD=6.22), t= -1.11, p > .05; and between those of CAR group (M= 

16.32, SD= 4.97) and control group (M=14.53, SD=6.22), t= -0.87, p > .05. Gain in 

Critical Consciousness of FCAR group (M= 21.07, SD= 3.86) is significantly higher 

than that of the control group (M=14.53, SD=6.22), t= -3.46, p < .01. Gain in 

Critical Consciousness of the FAR group (M= 17.20, SD= 6.97) and CAR group 

(M= 16. 32, SD= 4.97) do not differ significantly, t= -0.40, p > .05; and that of 

FCAR group (M= 21.07, SD= 3.86) and FAR group (M= 17.20, SD= 6.97) do not 
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differ significantly, t= -1.88, p > .05. Mean gain scores of Critical Consciousness of 

FCAR group (M= 21.07, SD= 3.86) is significantly higher than that of the CAR 

group (M= 16. 32, SD= 4.97), t= -2.92, p < .05. 

The main effect of intervention on Autonomy is significant, F (3, 55) =4.23, 

p < .01. There is no significant difference in the mean gain scores of Autonomy of 

FAR group (M= 12.13, SD= 3.62) and control group (M=12.53, SD=4.34), t= 0.27, 

p > .05; and between that of CAR group (M= 12.21, SD= 5.85) and the control 

group (M=12.53, SD=4.34), t= 0.17, p > .05. Autonomy of FCAR group (M= 17.00, 

SD= 3.64) is significantly higher than that of the control group (M=12.53, 

SD=4.34), t= -3.06, p < .05. Autonomy of the FAR group (M= 12.13, SD= 3.62) and 

CAR group (M= 12.21, SD= 5.85) do not differ significantly in the mean gain 

scores, t= -0.05, p > .05. Mean gain score of Autonomy of FCAR group (M= 17.00, 

SD= 3.64) is significantly higher than that of FAR group (M= 12.13, SD= 3.62), t= -

3.67, p < .01. Mean gain score of Autonomy of FCAR (M= 17.00, SD= 3.64) is 

significantly higher than that of the CAR group (M= 12.21, SD= 5.85), t= -2.69, p < 

.01. 

 The main effect of intervention on Sense of Purpose is significant, F (3, 55) 

=7.59, p < .01. The mean gain score of Sense of Purpose of FAR (M=   14.07, SD= 

5.09) group is not significantly higher than that of the control (M=   18.55, SD= 

7.63) group, t= 1.89, p > .05.  The mean gain score of Sense of Purpose of CAR (M= 

25.30, SD= 7.87) group is significantly higher than that of the control (M=18.55, 

SD= 7.63) group, t= -2.38, p < .05. There is no significant difference between the 

mean gain scores of   Sense of Purpose of FCAR (M= 21.33, SD= 5.30) group and 

that of the control (M=   18.55, SD= 7.63) group, t= -1.16, p > .05. The mean gain 

score of Sense of Purpose of CAR (M= 25.30, SD= 7.87) group is significantly 

higher than that of FAR (M=   14.07, SD= 5.09) group, t= -4.64, p < .05.  Mean gain 

score of Sense of Purpose of FCAR (M= 21.33, SD= 5.30) group is significantly 

higher than that of FAR (M=   14.07, SD= 5.09) group,   t=   -3.83, p < .05. There is 

no significant difference between   mean gain scores of   Sense of Purpose of CAR 
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(M= 25.30, SD= 7.87) group and    FCAR (M= 21.33, SD= 5.30) group, t= 1.62, p > 

.05.           

  The main effect of intervention on Peer Support is significant, F (3, 55) 

=2.87, p < .01. There is no significant difference between the mean gain scores of 

Peer Support of FAR (M=13.20, SD= 5.76) group and control (M=   16.00, SD= 

6.20) group, t= 1.28, p > .05; and those between CAR (M= 18.79, SD= 7.75) group 

and control (M=   16.00, SD= 6.20) group, t= -1.09, p > .05; and also those between    

FCAR (M= 20.20, SD= 9.81) and control (M=   16.00, SD= 6.20) group, t= -1.40, p 

> .01. Mean gain score of Peer Support of CAR (M= 18.79, SD= 7.75) group is 

significantly higher than that of FAR (M=   13.20, SD= 5.76), t= -2.24, p < .05. 

Mean gain score of Peer Support of FCAR (M= 20.20, SD= 9.81) group is 

significantly higher than that of FAR (M=   13.20, SD= 5.76) group,   t= -2.38, p < 

.05. There is no significant difference between gain in Peer Support of CAR (M= 

18.79, SD= 7.75) group and    FCAR (M= 20.20, SD= 9.81) group,   t= -0.44, p > 

.05.  

Discussion  

 At high family-risk level,  five protective factors viz., Social Competence, 

Critical Consciousness, Autonomy, Sense of Purpose, and Peer Support differ 

significantly (p < .01) among FAR, CAR, FCAR and control groups i.e., the 

intervention made significant difference in these protective factors of intervention 

groups. At high family-risk level, FAR has no significant effect on fostering the 

within-child protective factors. At high family-risk level, CAR is effective in 

fostering within-child protective factor, Sense of Purpose only. At high family-risk 

level, FCAR has significant effect on fostering Social Competence, Critical 

Consciousness, and Autonomy. At high family-risk level, CAR is more effective 

than FAR in fostering Sense of Purpose, and Peer Support. At high family-risk level, 

FCAR is more effective than FAR in fostering all the four within-child protective 

factors except Problem Solving Skill and Critical Consciousness. At high family-

risk level, FCAR is more effective than CAR in fostering the protective factors 

Critical Consciousness and Autonomy. A summary view of the comparative post- 
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experimental gain in within-child protective factors by the level of family-risk is 

presented in figure 6.  

 
 

a. Social Competence 
 

b. Problem-solving skill 

  
c. Critical Consciousness 

 
d. Autonomy 

  
e. Sense of Purpose f. Peer Support 

□=Low family-risk, О = High family-risk 
Figure 6: Differences between high- and low- family-risk groups in gain in 
within-child protective factors by treatment (FAR, CAR and FCAR interventions 
and control) 
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Gain in family protective factors by intervention in high family-risk level 

This section presents the results of testing the hypotheses that, ‘at high 

family-risk level, mean gain score of each of the protective factor viz., vii) Family 

Resources, viii) Family Psychological Nurturance, ix) Family Environment, and  x) 

Authoritative Parenting is significantly higher in 1) FAR, 2) CAR and 3) FCAR 

groups than in the control group’. For a summary view of the gain in family 

protective factors in four groups, mean and standard deviation of them are presented 

in table 64.  

Table 64 

Means and Standard Deviations of Gain Scores of the Family Protective Factors in 
Control, FAR, CAR, and FCAR Groups at High Family-Risk Level 

Group 

Controla FARb CARc FCARd Family  
Protective Factors 

Mean SD Mean SD Mean SD Mean SD 
Family  
Resources 18.07 6.96 21.20 5.35 24.00 7.26 25.27 6.77 

Family  
Psychological  
Nurturance 

16.67 10.84 26.60 7.53 29.93 16.15 29.67 5.96 

Family  
Environment 13.33 5.30 14.93 5.60 26.95 11.53 16.67 4.58 

Authoritative  
Parenting 10.27 2.63 8.67 3.70 7.69 4.53 28.60 8.71 
an=15, bn=15, cn=13, dn=15 

In high family risk level, gain in Family Resources, Family Psychological 

Nurturance, Family Environment, and   Authoritative Parenting were compared 

among the groups, first using one-way ANOVA, and subsequently via, post hoc 

comparison with test of significance of difference between means. The results are 

presented in Table 65.  
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Table 65 

ANOVA of Gain Scores of Family Protective Factors by Interventions at High 
Family-Risk Level  

Family  
Protective Factors 

Source of 
variation 

Sum of 
Squares df Mean 

Square F 

Between Groups 453.46 3 151.15 

Within Groups 2352.27 54 43.56 Family Resources 

Total 2805.72 57  

3.47** 

Between Groups 1748.07 3 582.69 

Within Groups 6067.04 54 112.35 
Family  
Psychological 
Nurturance 

Total 7815.10 57  

5.19** 

Between Groups 1541.18 3 513.73 

Within Groups 2719.60 54 50.36 
Family  
Environment 

Total 4260.78 57  

10.20** 

Between Groups 4350.35 3 1450.12 

Within Groups 1596.64 54 29.57 
Authoritative 
Parenting 

Total 5946.98 57  

49.05** 

**p < .01 

 Table 65 shows the following results regarding the mean gain scores of 

family protective factors among the control, FAR, CAR, and FCAR groups at high 

family-risk level.  

The main effect of intervention on Family Resources is significant, F (3, 54) 

= 3.47, p < .01. There is no significant difference in the mean gain score of Family 

Resources of FAR (M= 21.20, SD= 5.35) group and control (M=18.07, SD=6.96) 

group, t=   -1.38, p > .05. Mean gain score of CAR (M= 24.00, SD= 7.26) is 

significantly higher than that of control (M=18.07, SD=6.96) group, t= -2.20, p < 

.05. Mean gain score of FCAR (M= 25.27, SD= 6.77) group is significantly higher 

than that of control (M=18.07, SD=6.96) group, t= -2.87, p < .05. There is no 
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significant difference between the mean gain scores of Family Resources of FAR 

(M= 21.20, SD= 5.35) and CAR (M= 24.00, SD= 7.26) groups, t= -1.15, p > .05; 

between those of FCAR (M= 25.27, SD= 6.77) and FAR (M= 21.20, SD= 5.35) 

groups, t=   -1.83, p > .05; and between those of  CAR (M= 24.00, SD= 7.26) group 

and    FCAR (M= 25.27, SD= 6.77) group,   t= -0.48, p > .05.           

The main effect of intervention on Family Psychological Nurturance is 

significant, F (3, 54) = 5.19, p < .01. Mean gain score of Family Psychological 

Nurturance of FAR (M=   26.60, SD= 7.53) group is significantly higher than that of 

control (M=   16.67, SD= 10.84) group, t=   -2.91, p < .05. Mean gain score of CAR 

(M= 29.93, SD= 16.15) group is significantly higher than that of control (M=   

16.67, SD= 10.84) group, t= -2.51, p < .05.  Mean gain score of FCAR (M= 29.67, 

SD= 5.96) group is significantly higher than that of control (M=   16.67, SD= 10.84) 

group, t= -4.07, p < .01. There is no significant difference between the mean gain 

scores of Family Psychological Nurturance of FAR (M=   26.60, SD= 7.53) and 

CAR (M= 29.93, SD= 16.15) groups, t= -0.68, p > .05; between those of FCAR (M= 

29.67, SD= 5.96) and FAR (M=   26.60, SD= 7.53) groups,   t=   -1.24, p > .05; and 

between those of CAR (M= 29.93, SD= 16.15) group and    FCAR (M= 29.67, SD= 

5.96) group,   t= 0.05, p > .05.    

The main effect of intervention on Family Environment is significant, F (3, 

54) = 10.20, p < .01. There is no significant difference between the mean gain score 

of Family Environment of FAR (M=   14.93, SD= 5.60) group and that of control 

(M=   13.33, SD= 5.30) group, t=   -0.80, p > .05. Mean gain score of Family 

Environment of CAR (M= 26.95, SD= 11.53) group is significantly higher than that 

of control (M=   13.33, SD= 5.30) group, t= -3.92, p < .01. Mean gain score of 

FCAR (M= 16.67, SD= 4.58) is significantly higher than that of control (M= 13.33, 

SD= 5.30) group, t= -1.85, p < .05. The mean gain score of Family Environment of 

CAR (M= 26.95, SD= 11.53) group is significantly higher than that of FAR (M= 

14.93, SD= 5.60) group, t= -3.42, p < .01. There is no significant difference between 

mean gain scores of Family Environment of FAR (M= 14.93, SD= 5.60) and FCAR 
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(M= 16.67, SD= 4.58) groups,   t=   0.93, p > .05. The mean gain score of Family 

Environment of CAR (M= 26.95, SD= 11.53) group is significantly higher than that 

of   FCAR (M= 16.67, SD= 4.58) group,   t= 3.02, p < .01.   

 The main effect of intervention on Authoritative Parenting is significant, F 

(3, 54) = 49.05, p < .01. There is no significant difference between the mean gain 

score of Authoritative Parenting of FAR (M= 8.67, SD= 3.70) group and that of 

control (M=   10.27, SD= 2.63) group, t=   1.37, p > .05. Mean gain score of 

Authoritative Parenting of CAR (M= 7.69, SD= 4.53) group is not significantly 

higher than that of control (M= 10.27, SD= 2.63) group, t= 1.81, p > .05. Mean gain 

score of FCAR (M= 28.60, SD= 8.71) group is significantly higher than that of 

control (M= 10.27, SD= 2.63) group, t= -7.80, p < .01. There is no significant 

difference between the mean gain scores of Authoritative Parenting of FAR (M= 

8.67, SD= 3.70) and CAR (M= 7.69, SD= 4.53) groups, t= 0.62, p > .05. Mean gain 

score of Authoritative Parenting of FCAR (M= 28.60, SD= 8.71) group is 

significantly higher than that of FAR (M= 8.67, SD= 3.70) group,   t=   -8.16, p < 

.01. Mean gain score of   Authoritative Parenting of FCAR (M= 28.60, SD= 8.71) 

group is significantly higher than that of CAR (M= 7.69, SD= 4.53) group,   t= -

8.12, p < .01. 

Discussion  

 At high family-risk level,  all the four family protective factors viz., Family 

Resources, Family Psychological Nurturance, Family Environment, and 

Authoritative Parenting differ significantly (p < .01) among FAR, CAR, FCAR and 

control groups  i.e., the intervention has significant effect on fostering family 

protective factors. At high family-risk level, FAR has significant effect on fostering 

Family Psychological Nurturance. At high family-risk level, CAR is effective in 

fostering Family Resources, Family Psychological Nurturance, and Family 

Environment. FCAR has significant effect on fostering all the four family protective 

factors. At high family-risk level, CAR is more effective than FAR in fostering the 
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protective factor, Family Environment. At high family-risk level, FCAR is more 

effective than FAR in fostering the protective factor, Authoritative Parenting. A 

summary view of the comparative post experimental gain in family protective 

factors by the level of family-risk is presented in figure 7. 

  
a. Family Resources  

 
b. Family Psychological Nurturance 

 
 

c. Family Environment d. Authoritative Parenting 
 

□= Low Family-risk group, О = High Family-risk group 
 

Figure 7: Differences between high- and low- family-risk groups in gain in family 
protective factors by treatment (FAR, CAR and FCAR interventions and control). 
 

Gain in achievement by intervention at high family-risk level 

To answer the questions, ‘can FAR, CAR and FCAR enhance student 

achievement, at high family-risk level?’ ‘Do the level of interventions (FAR, CAR, 

and FCAR) differ in their effect on enhancing student achievement? If so, which 

level of intervention is more effective in enhancing student achievement at high 
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family-risk level?’ analysis of variance of immediate and delayed post test 

achievement scores of Mathematics were carried out. For a summary view of the 

scores of the immediate and delayed post-intervention achievement in the control, 

FAR, CAR, and FCAR groups, means and standard deviations of them are presented 

in Table 66.  

Table 66 

Means and Standard Deviations of Scores of Post-Intervention Achievement in 
Mathematics among Control, FAR, CAR, and FCAR Groups at High Family-Risk 
Level 

  Groups   
Controla FARb CARc FCARd Academic  

Achievement Mean SD Mean SD Mean SD Mean SD 
Immediate   
Achievement in 
Mathematics  

24.20 4.39 24.47 4.24 27.93 7.67 28.87 8.35 

Delayed   
Achievement in 
Mathematics  

31.40 2.29 44.40 2.85 34.29 9.04 34.33 3.62 

an=15, bn=15, cn=14, dn=15 

Results of one-way ANOVA of immediate and delayed post-intervention 
achievement in Mathematics of control, FAR, CAR, and FCAR groups are given in 
Table 67. 

Table 67 

ANOVA of Immediate- and Delayed Post-Intervention Achievement in Mathematics 
at High Family-Risk Level.  

Academic 
achievement 

Source of 
Variance 

Sum of 
Squares df Mean 

Square F 

Between Groups 255.13 3 85.04 

Within Groups 2320.80 56 41.44 
Immediate 
Achievement 

Total 2575.93 59  

2.05 

Between Groups 1457.53 3 485.84 
Within Groups 1433.39 55 26.06 Delayed Achievement 
Total 2890.92 58  

18.64**

**p < .01 
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 Table 67 shows the results regarding the effect of intervention on 

Mathematics Achievement at high family-risk level. 

 Main effect of intervention on immediate achievement in Mathematics is not 

significant, F (3, 56) =2.05, p > .05.  

 Main effect of intervention on delayed achievement in Mathematics is 

significant, F (3, 56) = 18.64, p < .01. Mean delayed Mathematics Achievement of 

FAR (M=   44.40, SD= 2.85) group is significantly higher than that of control (M=   

31.40, SD= 2.29) group, t=   -13.77, p < .01. There is no significant difference in 

mean delayed Mathematics Achievement between CAR (M= 34.29, SD= 9.04) 

group and control (M=   31.40, SD= 2.29) group, t= -1.16, p > .05. Mean delayed 

Mathematics Achievement of FCAR (M= 34.33, SD= 3.62) is significantly higher 

than that of control (M=   31.40, SD= 2.29) group, t= -2.65, p < .05. Mean delayed 

Mathematics Achievement of FAR (M=   44.40, SD= 2.85) group is significantly 

higher than that of CAR (M= 34.29, SD= 9.04) group, t= 4.00, p < .01. Mean 

delayed Mathematics Achievement of FAR (M=   44.40, SD= 2.85) is significantly 

higher than that of FCAR (M= 34.33, SD= 3.62) group,   t=   8.47, p < .01. There is 

no significant difference between delayed Mathematics Achievement of CAR (M= 

34.29, SD= 9.04) group and    FCAR (M= 34.33, SD= 3.62) group,   t= -0.02, p > 

.05.      

Discussion  

 At high family-risk level, control and intervention groups do not differ in 

their effect on immediate post-intervention scores of Mathematics Achievement.  

At high family-risk level, control and intervention groups differ in their 

effect on delayed post-intervention scores of Mathematics Achievement. FAR, and 

FCAR have significant effect on enhancing delayed Mathematics Achievement. 

CAR group has no significant effect on enhancing delayed Mathematics 

Achievement. FAR is more effective than CAR and FCAR in promoting delayed 
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Mathematics Achievement. CAR and FCAR do not differ in delayed Mathematics 

Achievement. A summary view of the comparative post- experimental achievement 

in mathematics in total sample and by the levels of child-risk and family-risk are 

presented in figure 8 and 9.  

a 

□=mean  
b

 

c 

 

Figure 8: Effects of treatments (FAR, CAR, and 
FCAR interventions and control) on mathematics 
achievement  in a. Total-, b. high- and low- child-risk, 
and c. high- and low- family-risk  samples 
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a 

 

b 

c 

 
Figure 9 : Effects of treatments (FAR, CAR, and FCAR interventions and control) 
on mathematics achievement  in a. Total, b. low- and high- child-risk, and c. low- 
and high- family-risk  samples 
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Effect of Interventions on Achievement after Adjusting the Pre-Intervention 

Differences among the Experimental Groups 

 ANCOVA was employed to find out the effect of intervention on fostering 

academic resilience in terms of achievement after adjusting for the pre-intervention 

differences if any in child-risk, family-risk, and mathematics pre-achievement. The 

index of achievement is immediate post-treatment score of achievement in 

Mathematics. Results are presented in Table 68. 

Table 68 

ANCOVA of Immediate Post-Intervention Achievement in Mathematics with 
Mathematics Pre-achievement, Child-Risk, and Family-Risk as Covariates 

a- R squared = .213 (Adjusted R squared) = .171 

b- Computed using alpha = .05 

From the table 68 it is evident that there is significant effect of intervention 

on achievement in Mathematics when the pre-experimental level of previous 

Mathematics achievement, child-risk, and family-risk were covariates, F (3, 113) 

=5.09, p < .05. The test of significance of difference between the adjusted means of 

immediate achievement test scores of Mathematics was conducted as a follow up to 

reveal which groups have significantly higher /lower scores on Mathematics 

achievement. 

Source 
Type III      
Sum of 
Squares 

df Mean      
Square F Partial Eta 

Squared 

Corrected Model 1201.67a 6 200.28 5.09 .213 
Intercept 94080.00 1 94080.00 2389.90 .955 
Level of experiment 565.36 3 188.45 4.79 .113 
Mathematics pre-
achievement 451.39 1 451.39 11.47 .092 

Child-risk 33.62 1 33.62 .85 .008 
Family-risk  151.31 1 151.31 3.84 .033 
Error 4448.33 113 39.37   
Total 99730.00 120    
Corrected Total 5650.00 119    
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Means and adjusted means of post-intervention achievement scores of 

Mathematics among Control, FAR, CAR, and FCAR groups are given in Table 69. 

Table 69 

Means and Adjusted Means of Post-Intervention Achievement Scores of 
Mathematics among Control, FAR, CAR, and FCAR Groups  

Controla FARb CARc FCARd 

Mean Adjusted 
Mean 

Mean Adjusted 
Mean 

Mean Adjusted 
Mean 

Mean Adjusted 
Mean 

24.97 25.48 27.10 26.97 28.07 28.09 31.87 31.47 

an=30, bn=30, cn=30, dn=30 

 Critical ratios obtained for the difference between adjusted means of post 

intervention achievement scores of mathematics of control group with experimental 

groups are given in Table 70.   

Table 70 

Test of Significance of Difference between Adjusted Means of Post-Intervention 
Achievement in Mathematics among Control, FAR, CAR, and FCAR Groups 

Groups Compared 

Group 1 Group 2 
Mean* 

Difference 
Standard 

Error t 
FAR -1.49 1.71 -0.87 
CAR -2.62 1.70 -1.54 Control 

Group 
FCAR -5.99 1.66 -3.62 
CAR -1.13 1.65 -0.68 FAR 

FCAR -4.50 1.66 -2.71 
CAR FCAR -3.37 1.65 -2.05 
*Based on estimated marginal means 
 

 There is no significant difference between the adjusted mean of immediate 

achievement score of Mathematics of FAR (Adjusted Mean = 26.97) group and that 

of control (Adjusted Mean =25.48) group, t=-0.87, p > .05; and also between the 

adjusted mean of immediate post-test score of Mathematics of CAR (Adjusted Mean 
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= 28.09) and that of control (Adjusted Mean =25.48) groups, t =-1.54, p > .05. There 

is significantly high score in FCAR (Adjusted Mean =31.47) group than that of 

control (Adjusted Mean =25.48) group, t=-3.62, p < .05. There is no significant 

difference between the adjusted mean of immediate achievement score of 

Mathematics of FAR (Adjusted Mean = 26.97) and that of CAR (Adjusted Mean = 

28.09) groups, t=-0.68, p > .05. There is significantly higher score in FCAR 

(M=31.87, SD=7.31) group than that of the FAR (Adjusted Mean = 26.97), t= -2.71, 

p < .05; and also significantly higher score in FCAR (Adjusted Mean =31.47) group 

than that of the CAR (Adjusted Mean = 28.09) group, t=-2.05, p < .05.   

 The effect of interventions on academic resilience indicated by adjusted 

means of achievement in Mathematics is depicted in figure 10. 

 

Figure 10 Effects of interventions on academic resilience indicated by adjusted 

means of achievement in Mathematics 
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Discussion  

 Effect of FAR and CAR interventions on academic resilience after adjusting 

for the pre-intervention differences in child-risk, family-risk, and mathematics pre-

achievement are not significant. But FCAR intervention could foster the academic 

resilience even after adjusting for the pre-intervention differences in child-risk, 

family-risk, total pre-achievement, and mathematics pre-achievement. FCAR is 

better than FAR and CAR in promoting Mathematics achievement after adjusting for 

the pre-initial differences. 

Delayed Post-Test Scores of Select Protective Factors 

 After completing the experimental intervention, the same scales of both 

within-child and family protective factors were administered after three months from 

the completion of intervention to check the retention of gain in protective factors. 

The results are presented in the Table 71. 
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Table 71 

ANOVA of Delayed Post-test Scores of Within-child and Family Protective Factors 
by Treatments  

Protective Factors Source of Variation Sum of 
Squares df Mean     

Square F 

Between Groups 509.91 3 169.97 6.35* 
Within Groups 2917.95 109 26.77  Social Competence 
Total 3427.86 112   
Between Groups 903.99 3 301.33 9.21* 
Within Groups 3567.08 109 32.73  

Problem Solving 
Skill 

Total 4471.06 112   
Between Groups 185.03 3 61.08 2.56 
Within Groups 2628.07 109 24.11  

Critical 
Consciousness 

Total 2813.10 112   
Between Groups 684.55 3 228.18 16.10* 
Within Groups 1531.12 108 14.18  Autonomy 
Total 2215.68 111   
Between Groups 578.61 3 192.87 5.76* 
Within Groups 3582.98 107 33.49  Sense of Purpose 
Total 4161.59 110   
Between Groups 631.09 3 210.36 5.06* 
Within Groups 4529.47 109 41.55  Peer Support 
Total 5160.57 112   
Between Groups 1044.88 3 348.29 9.48* 
Within Groups 4006.57 109 36.76  Family Resources 
Total 5051.45 112   
Between Groups 858.32 3 286.11 4.42* 
Within Groups 7062.00 109 64.79  

Family 
Psychological 
Nurturance Total 7920.00 112   

Between Groups 858.66 3 286.22 9.72* 
Within Groups 3209.73 109 29.45  

Family 
Environment 

Total 4068.39 112   
Between Groups 176.31 3 58.77 5.07* 
Within Groups 1252.80 108 11.60  

Authoritative 
Parenting 

Total 1429.11 111   
*p < .05 
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 Table 71 shows that mean delayed post-test scores of within-child and family 

protective factors by treatment in intervention and control groups differ significantly 

among the  intervention and control groups on  social competence,  F (3, 109) =6.35, 

p < .05; Problem Solving Skill, F (3, 109) =9.21, p < .05; Autonomy, F (3, 108) 

=16.10, p < .05; Sense of Purpose, F (3, 107) =5.76, p < .05; Peer Support, F (3, 

109) =5.06, p < .05; Family Resources, F (3, 109) =9.48, p < .05; Family 

Psychological Nurturance, F (3, 109) =4.42, p < .05; Family Environment, F (3, 108) 

=9.72, p < .05; and Authoritative Parenting, F (3, 109) =5.07, p < .05). 

 Hence, one tailed test of significance of difference between means of delayed 

post-test scores of within-child and family protective factors by intervention in 

FCAR and control groups was conducted as a follow up to reveal which group has 

significantly higher scores in both within-child and family protective factors. t-

values obtained for the comparison of FCAR and Control groups is presented in 

Table 72.  
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Table 72 

Means and Standard Deviations of Delayed Post-test Scores of the Within-Child and 
Family Protective Factors in Control and FCAR Groups 

 Groups 

Protective Factors Controla FCARb 

 Mean SD        Mean   SD 

Critical 
Ratio 

t* 

Social Competence 72.33 5.00 77.23 4.25 -4.09* 

Problem Solving Skill 68.00 5.43 73.30 5.51 -3.75* 

Autonomy 37.34 3.92 43.87 4.38 -6.02* 

Sense of Purpose 86.28 5.30 90.86 5.04 -3.38* 

Peer Support 82.60 6.90 87.73 6.10 -3.05* 

Family Resources 70.30 7.47 75.53 4.01 -3.38* 

Family Psychological Nurturance 102.37 8.92 107.60 6.67 -2.57* 

Family Environment                    63.67 7.10 71.07 4.08 -4.95* 

Authoritative Parenting          39.77 3.64 41.62 3.20 -2.08* 

an=30, bn=30 
*p < .05 
  

Comparison of means of delayed post-test scores of FCAR and control 

groups revealed that FCAR group have significantly higher means than the control 

group in  within-child protective factors viz., social competence, problem solving 

skill, autonomy, sense of purpose, peer support, and in family protective factors viz., 

family resources, family psychological  nurturance, family environment, and 

authoritative parenting. It was found that FCAR is the powerful intervention because 

it is a combination of both FAR and CAR.  
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Conclusion 

 From the analysis of the data obtained from pre-intervention phase it can be 

concluded that experimental and control group students were equivalent in relation 

to the total pre-achievement, achievement in mathematics, family-risk, and child- 

risk. Within-child protective factors viz., Social Competence, Problem Solving Skill, 

Critical Consciousness, Autonomy, Sense of Purpose, and Peer Support; and family 

protective factors viz., Family Resources, Family Psychological Nurturance, Family 

Environment, and Authoritative Parenting scores could not be equated among the 

intervention and control groups. FAR couldn’t foster any of the within-child 

protective factors, and two of the family protective factors viz., Family Environment 

and Authoritative Parenting. CAR and FCAR were more effective in fostering both 

within-child and family protective factors. FCAR was more effective in fostering 

both within-child and family protective factors, except one family protective factor 

viz., family environment. CAR is more effective in fostering family environment, 

i.e., students having adequate within-child protective factors can modify their family 

environment in order to manifest success in presence of adversities. 

 Among the low child-risk group, the intervention and control groups do not 

differ in within-child protective factors viz., Social Competence, Critical 

Consciousness, Autonomy, and family protective factors viz., Family Resources i.e., 

the intervention need some more improvement to include the low risk students to 

further enhance their academic resilience. CAR is more effective in fostering Sense 

of Purpose, Peer Support, Family Psychological Nurturance, and Family 

Environment when compared with FAR. FCAR is more effective in fostering Sense 

of Purpose, Peer Support, and Authoritative Parenting when compared with FAR. 

FCAR is more effective in fostering Authoritative Parenting when compared with 

CAR, and CAR is more effective in fostering Family Environment when compared 

with FCAR. Intervention and control groups differ in promoting Mathematics 

achievement. 
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 Among high child-risk group, intervention was effective in fostering both 

within-child and family protective factors, and delayed achievement. Here, FCAR 

was most effective in fostering all the six within-child protective factors and four 

family protective factors. Here, CAR is better than FAR in fostering family 

environment. 

 In case of low family-risk group, intervention was effective in fostering all 

the within-child protective factors except problem solving skill, and all the four 

family protective factors, and Mathematics achievement. Here also CAR is better 

than FAR in fostering family environment. In the case of other within-child and 

family protective factors, FCAR is more effective in fostering academic resilience 

than CAR and FAR. 

 In high family-risk group, intervention was effective in fostering all the 

within-child protective factors except problem solving skill and all the four family 

protective factors. In high family risk group, FCAR is more successful in fostering 

majority of the select protective factors including social competence, critical 

consciousness, autonomy, family resources, family psychological nurturance, family 

environment, and authoritative parenting.   

 From these findings it can be concluded that collaborative intervention is 

effective in fostering academic resilience and partial intervention is effective in 

enhancing family environment. The family protective factor viz., family 

environment is fostered by CAR than FAR and FCAR. This means that within-child 

protective factors are powerful in fostering academic resilience, by effectively 

manipulating the within-child and family resources.   

Tenability of Hypotheses 

Tenability of the hypotheses formulated for the study were verified in view 

of the findings and commented below.  
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1. Hypotheses 1(i) to 1(xii) states that “mean scores of protective factors viz., i) 

Social Competence, ii)  Problem Solving Skill, iii) Critical Consciousness, 

iv) Autonomy, v) Sense of Purpose, and vi) Peer Support, vii) Family 

Resources, viii) Family Psychological Nurturance, ix) Family Environment, 

x) Authoritative Parenting, xi) Curriculum Adaptation to Student Diversity, 

and xii) Caring Teachers in secondary school students differ significantly 

based on their level (low, average, and high)  of risk from within-child 

source”. 

Analysis of data revealed that difference in the mean scores of 

protective factors, viz., vi) Peer Support, vii) Family Resources, ix) Family 

Environment, xi) Curriculum Adaptation to Student Diversity by the level of 

child risk is significant (p < .05) among secondary school students. 

Difference in the mean scores of protective factors, viz., i) Social 

Competence, ii)  Problem Solving Skill, iii) Critical Consciousness, iv) 

Autonomy, v) Sense of Purpose, viii) Family Psychological Nurturance, x) 

Authoritative Parenting, and xii) Caring Teachers are not significant by 

child-risk.  

Hence, the hypotheses that “mean scores of protective factors vi) Peer 

Support, vii) Family Resources, ix) Family Environment, xi) Curriculum 

Adaptation to Student Diversity in secondary school students differ 

significantly based on their level (low, average, and high)  of risk from 

within-child source” is accepted. The hypotheses that mean scores of 

protective factors, viz., i) Social Competence, ii) Problem Solving Skill, iii) 

Critical Consciousness, iv) Autonomy, v) Sense of Purpose, viii) Family 

Psychological Nurturance, x) Authoritative Parenting, and xii) Caring 

Teachers in secondary school students differ significantly based on their 

level (low, average, and high) of risk from within-child source” is not 

accepted.  
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2. Hypotheses 2(i) to 2(xii) states that “mean scores of protective factors viz.,  

i) Social Competence, ii)  Problem Solving Skill, iii) Critical Consciousness, 

iv) Autonomy, v) Sense of Purpose, and vi) Peer Support, vii) Family 

Resources, viii) Family Psychological Nurturance, ix) Family Environment, 

x) Authoritative Parenting, xi) Curriculum Adaptation to Student Diversity, 

and xii) Caring Teachers in secondary school students differ significantly 

based on their level(low, average, and high)  of risk from family source”. 

Analysis of data revealed that difference in the mean scores of each 

protective factor, viz., i) Social Competence, ii)  Problem Solving Skill, iii) 

Critical Consciousness, iv) Autonomy, v) Sense of Purpose, and vi) Peer 

Support, vii) Family Resources, Viii) Family Psychological Nurturance, ix) 

Family Environment, xi) Curriculum Adaptation to Student Diversity, and 

xii) Caring Teachers by the level of family  risk is significant(p  < .05) 

among  secondary school students. Difference in the mean scores of 

protective factor x) Authoritative Parenting is not significant by family-risk. 

Hence, the hypotheses that “mean scores of protective factors i) 

Social Competence, ii)  Problem Solving Skill, iii) Critical Consciousness, 

iv) Autonomy, v) Sense of Purpose, and vi) Peer Support, vii) Family 

Resources, Viii) Family Psychological Nurturance, ix) Family Environment, 

xi) Curriculum Adaptation to Student Diversity, and xii) Caring Teachers in 

secondary school students differ significantly based on their level (low, 

average, and high)  of risk from family source” is accepted. The hypothesis 

that mean score of protective factor x) Authoritative Parenting in secondary 

school students differ significantly based on their level (low, average, and 

high) of risk from family source” is not accepted.  

3. Hypotheses 3(i) to 3(xii) states that “mean scores of protective factors viz., i) 

Social Competence, ii)  Problem Solving Skill, iii) Critical Consciousness, 

iv) Autonomy, v) Sense of Purpose, and vi) Peer Support, vii) Family 
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Resources, viii) Family Psychological Nurturance, ix) Family Environment, 

x) Authoritative Parenting, xi) Curriculum Adaptation to Student Diversity, 

and xii) Caring Teachers in secondary school students differ significantly 

based on their level (low, average, and high) of risk from school source”. 

 Analysis of data revealed that difference in the mean scores of each 

protective factor, viz., (i) Social Competence, (ii) Problem Solving Skill, (iii) 

Critical Consciousness, (iv) Autonomy, (v) Sense of Purpose, (vi) Peer 

Support, (vii) Family Resources, (viii) Family Psychological Nurturance, (ix) 

Family Environment, (x) Authoritative Parenting, (xi)  Curriculum 

Adaptation to Student Diversity, and (xii) Caring Teachers  by the level of 

school-risk is significant (p < .05) among  secondary school students. 

 Hence, the hypotheses that “mean scores of protective factors i) 

Social Competence, ii)  Problem Solving Skill, iii) Critical Consciousness, 

iv) Autonomy, v) Sense of Purpose, and vi) Peer Support, vii) Family 

Resources, viii) Family Psychological Nurturance, ix) Family Environment, 

x) Authoritative Parenting, xi) Curriculum Adaptation to Student Diversity, 

and xii) Caring Teachers in secondary school students differ significantly 

based on their level (low, average, and high) of risk from school source” is 

accepted.  

4.  Hypotheses 4a(i) to 4c(iv) “mean achievement scores of each secondary 

school subjects viz., i) Mathematics,  ii) Basic Science,  iii) Social Science, 

and  iv) Information Technology significantly differ by the levels (low, 

average, and high) of risk sourced from (a) within-child, (b) family, and (c) 

school”. 

Analysis of data revealed that difference in the mean achievement in 

subjects viz., i) Mathematics and iii) Social Science, by the level of child-risk 

is significant (p < .05) among secondary school students; but it is not 

significant in ii) Basic Science, and iv) Information technology (p > .05). 
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Hence, the hypotheses 4(a) that “mean scores of achievement in 

subjects viz., i) Mathematics and iii) Social Science, in secondary school 

students differ significantly based on their level (low, average, and high)  of 

risk from child source” is accepted. The hypothesis that mean score of 

achievement in subjects viz., ii) Basic Science, and iv) Information 

Technology in secondary school students differ significantly based on their 

level (low, average, and high) of risk from child source” is not accepted.  

Analysis of data revealed that difference in the mean achievement 

scores of subjects viz., i) Mathematics, and iv) Information technology by 

the level of family risk is significant (p < .05) among  secondary school 

students;  but it is not significant in ii) Basic Science and iii) Social science, 

(p > .05). 

Hence, the hypotheses 4(b) that “mean scores of achievement in 

subjects viz., i) Mathematics, and iv) Information technology in secondary 

school students differ significantly based on their level (low, average, and 

high) of risk from family source” is accepted. The hypothesis that mean 

score of achievement in subjects viz., ii) Basic Science and iii) Social science 

in secondary school students differ significantly based on their level (low, 

average, and high) of risk from family source” is not accepted.  

Analysis of data revealed that difference in the mean achievement 

scores of subjects viz., i) Mathematics, and ii)  Basic Science by the level of 

school-risk is significant (p < .05) among  secondary school students; but it is 

not significant in iii)  Social Science, and iv) Information Technology (p > 

.05). 

Hence, the hypotheses 4(c) that “mean scores of achievement in 

subjects viz., i) Mathematics, and ii)  Basic Science in secondary school 

students differ significantly based on their level (low, average, and high)  of 

risk from school source” is accepted. The hypothesis that mean score of 
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achievement in subjects viz., iii)  Social Science, and iv) Information 

Technology in secondary school students differ significantly based on their 

level (low, average, and high) of risk from school source” is not accepted.  

5. Hypotheses 5(i) to 5(x) states that “mean gain score of each of the protective 

factor viz., i) Social Competence, ii)  Problem Solving Skill, iii) Critical 

Consciousness, iv) Autonomy, v) Sense of Purpose, and vi) Peer Support, 

vii) Family Resources, viii) Family Psychological Nurturance, ix) Family 

Environment, x) Authoritative Parenting, is significantly higher in FAR 

group than in the control group”. 

 Analysis of data revealed that FAR group has significantly higher 

gain scores than the control group on two protective factors viz., vii) Family 

Resources, viii) Family Psychological Nurturance (p < .05); but the groups 

do not differ significantly in i) Social Competence, ii)  Problem Solving 

Skill, iii) Critical Consciousness, iv) Autonomy, v) Sense of Purpose, vi) 

Peer Support, ix) Family Environment and  x) Authoritative Parenting (p > 

.05). 

Hence, the hypotheses that “mean gain score of the protective factors 

vii) Family Resources, and viii) Family Psychological Nurturance, in 

secondary school students is significantly higher in FAR group than in the 

control group” is accepted. The hypothesis that “mean gain score of 

protective factors i) Social Competence, ii)  Problem Solving Skill, iii) 

Critical Consciousness, iv) Autonomy, v) Sense of Purpose, and vi) Peer 

Support, ix) Family Environment, x) Authoritative Parenting in secondary 

school students is significantly higher in FAR group than in the control 

group” is not accepted.  

6.  Hypothesis 6 states that “mean post-test scores of achievement in select 

subject(s) is significantly higher in FAR (Family focused intervention for 

fostering Academic Resilience) group than that in the control group”. 
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Analysis of data revealed that FAR group do not differ significantly 

from the control group in the mean of immediate post–test scores of 

achievement in Mathematics (p >.05). 

Hence, the hypothesis that “mean post-test scores of achievement in 

Mathematics is significantly higher in the FAR (Family focused intervention 

for fostering Academic Resilience) group than that in the control group” is 

not accepted. 

7.  Hypotheses 7(i) to 7(x) states that “mean gain  score of each of the protective 

factor viz., i) Social Competence, ii)  Problem Solving Skill, iii) Critical 

Consciousness, iv) Autonomy, v) Sense of Purpose, and vi) Peer Support, 

vii) Family Resources, viii) Family Psychological Nurturance, ix) Family 

Environment, and x) Authoritative Parenting  is significantly higher in CAR 

group than in the control group”. 

 Analysis of data revealed that CAR group has significantly higher 

gain scores than the  control group on seven protective factors viz., i) Social 

Competence, iii) Critical Consciousness, v) Sense of Purpose, and vi) Peer 

Support, vii) Family Resources, viii) Family Psychological Nurturance, ix) 

Family Environment (p < .05); but the groups do not differ significantly on  

the remaining three protective factors viz., i) Problem Solving Skill, iv) 

Autonomy,(iii), and  x)Authoritative Parenting (p > .05).  

Hence, the hypothesis that “mean gain score of the protective factors 

i) Social Competence, iii) Critical Consciousness, v) Sense of Purpose, and 

vi) Peer Support, vii) Family Resources, viii) Family Psychological 

Nurturance, ix) Family Environment, in secondary school students is 

significantly higher in CAR group than in the control group is accepted. The 

hypothesis that “mean gain score of protective factors Problem Solving Skill, 

iv) Autonomy, and x) Authoritative Parenting in secondary school students is 

significantly higher in CAR group than in the control group” is not accepted.  
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8.  Hypothesis 8 states that “mean post-test scores of achievement in select 

subject(s) is significantly higher in CAR (Child focused intervention for 

fostering Academic Resilience) group than that in the control group”. 

Analysis of data revealed that CAR group is significantly higher than 

the control group on both the immediate and delayed post-test scores of 

achievement   in Mathematics (p < .05). 

Hence, the hypothesis that “mean immediate and delayed post-test 

scores of achievement in Mathematics is significantly higher in the CAR 

(Child focused intervention for fostering Academic Resilience) group than 

that in the control group” is accepted. 

9.  Hypotheses 9(i) to 9(x) states that “mean gain  score of each of the protective 

factor viz., i) Social Competence, ii)  Problem Solving Skill, iii) Critical 

Consciousness, iv) Autonomy, v) Sense of Purpose, and vi) Peer Support, 

vii) Family Resources, Viii) Family Psychological Nurturance, ix) Family 

Environment, and x) Authoritative Parenting  is significantly higher in 

FCAR group than in the control group”. 

 Analysis of data revealed that FCAR group has significantly higher 

gain scores than the control group on nine protective factors viz., i) Social 

Competence, iii) Critical Consciousness, iv) Autonomy, v) Sense of Purpose, 

and vi) Peer Support, vii) Family Resources, viii) Family Psychological 

Nurturance, ix) Family Environment, and x) Authoritative Parenting  (p < 

.05); but the groups do not differ significantly on the protective factor, 

Problem Solving Skill (p > .05).  

Hence, the hypothesis that “mean gain score of the protective factors 

viz i) Social Competence, iii) Critical Consciousness, iv) Autonomy, v) 

Sense of Purpose, and vi) Peer Support, vii) Family Resources, viii) Family 

Psychological Nurturance, ix) Family Environment, x) Authoritative 

Parenting, in secondary school students is significantly higher in FCAR 
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group than in the control group” is accepted. The hypothesis that “mean gain 

score of protective factor ii) Problem Solving Skill in secondary school 

students in secondary school students is significantly higher in FCAR group 

than in the control group” is not accepted.  

10.  Hypothesis 10 states that “mean post-test scores of achievement in select 

subject(s) are significantly higher in FCAR (Family cum Child focused 

intervention for fostering Academic Resilience) group than that in the control 

group”. 

Analysis of data revealed that FCAR group is significantly higher 

than the control group on both the immediate and delayed post-test scores of 

achievement in Mathematics (p < .05). 

Hence, the hypothesis that “mean immediate and delayed post-test 

scores of achievement in Mathematics is significantly higher in the FCAR 

(Family cum Child focused intervention for fostering Academic Resilience) 

group than that in the control group” is accepted. 

11.  Hypothesis 11 states that “immediate post-test scores of student achievement 

in select subject(s) are significantly higher in FAR group in comparison to 

that of the control group after adjusting for the pre-intervention differences in 

achievement and risks if any”. 

In comparison to the control group, FAR group do not have 

significantly higher adjusted mean scores of immediate post-test of 

achievement in Mathematics. 

Hence, the hypothesis “immediate post-test scores of student 

achievement in Mathematics is significantly higher in the FAR (Family 

focused intervention for fostering Academic Resilience) group than that in 

the control group” is not accepted. 

12.  Hypothesis 12 states that “immediate post –test scores of student 

achievement in select subject(s) are significantly higher in CAR group in 
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comparison to that of the control group after adjusting for the pre-

intervention differences in achievement and risks if any”. 

  In comparison to the control group, CAR group do not have 

significantly higher adjusted mean scores of immediate post-test of 

achievement in Mathematics. 

Hence, the hypothesis that “immediate post-test scores of student 

achievement in Mathematics is significantly higher in the CAR (Child 

focused intervention for fostering Academic Resilience) group than that in 

the control group” is not accepted. 

13.  Hypothesis 13 states that “immediate post –test scores of student 

achievement in select subject(s) are significantly higher in FCAR group in 

comparison to that of the control group after adjusting for the pre-

intervention differences in achievement and risks if any”. 

In comparison to the control group, FCAR group have significantly 

higher adjusted mean scores of immediate post-test of achievement in 

Mathematics. 

Hence, the hypothesis that “immediate post-test scores of student 

achievement in Mathematics are significantly higher in the FCAR (Family 

and Child focused intervention for fostering Academic Resilience) group 

than that in the control group” is accepted. 
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This chapter is the study in nutshell. It includes various aspects of the study 

like variables, objectives, hypotheses and methodology in brief.  

Restatement of the problem  

 “Fostering Academic Resilience in At-Risk Secondary School Students 

through a Collaborative Intervention” 

Variables in the survey phase 

 Survey phase has attribute variables, viz., Child-Risk, Family-Risk, and 

School-Risk.  

 The criterion variables in the survey phase were the following protective 

factors and indices of academic achievement, viz., Social Competence, Problem 

Solving Skill, Critical Consciousness, Autonomy, Sense of Purpose, Peer Support, 

Family Resources, Family Psychological Nurturance, Family Environment, 

Authoritative Parenting, Curriculum Adaptation to Student Diversity, Caring 

Teachers, Achievement in Mathematics, Achievement in Basic Science, 

Achievement in Social Science, and Achievement in Information Technology 

Variables in the experimental phase 

  The experimental phase of the study took up independent variable, dependent 

variables, and moderator variables. 

Independent variable 

 Independent variable in this study is treatments for fostering academic 

resilience with following levels viz., FAR (Family focused intervention for fostering 

Academic Resilience), CAR (Child focused intervention for fostering Academic 

Resilience), FCAR (Family and Child focused intervention for fostering Academic 

Resilience), and Control group (no treatment). 
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Dependent variables 

 Indicators of academic resilience viz., academic achievement and protective 

factors are the dependent variables. Specifically, there were 11 variables viz., 

Academic Achievement in Mathematics, plus 10 protective factors viz., Social 

Competence, Problem Solving Skill, Critical Consciousness, Autonomy, Sense of 

Purpose, Peer Support, Family Resources, Family Psychological Nurturance, Family 

Environment, and Authoritative Parenting. 

Moderator variables 

 The effect of the intervention on the academic resilience is studied for two 

levels (low and high) of child-risk and family-risk. Hence, i) Child-risk, and ii) 

Family-risk are moderator variables in this study. 

Hypotheses tested 

This study tested the following hypotheses: 

1. Mean scores of protective factors viz., i) Social Competence, ii)  Problem 

Solving Skill, iii) Critical Consciousness, iv) Autonomy, v) Sense of 

Purpose, and vi) Peer Support, vii) Family Resources, viii) Family 

Psychological Nurturance, ix) Family Environment, x) Authoritative 

Parenting, xi) Curriculum Adaptation to Student Diversity, and xii) Caring 

Teachers in secondary school students differ significantly based on their 

level (low, average, and high)  of risk from within-child source. 

2.   Mean scores of protective factors viz., Social Competence, ii)  Problem 

Solving Skill, iii) Critical Consciousness, iv) Autonomy, v) Sense of 

Purpose, and vi) Peer Support, vii) Family Resources, viii) Family 

Psychological Nurturance, ix) Family Environment, x) Authoritative 

Parenting, xi) Curriculum Adaptation to Student Diversity, and xii) Caring 

Teachers in secondary school students differ significantly based on their 

level(low, average, and high)  of risk from family source. 
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3. Mean scores of protective factors viz., i) Social Competence, ii)  Problem 

Solving Skill, iii) Critical Consciousness, iv) Autonomy, v) Sense of 

Purpose, and vi) Peer Support, vii) Family Resources, viii) Family 

Psychological Nurturance, ix) Family Environment, x) Authoritative 

Parenting, xi) Curriculum Adaptation to Student Diversity, and xii) Caring 

Teachers  in secondary school students differ significantly based on their 

level(low, average, and high)  of risk from school source. 

4.   Mean achievement scores of each secondary school subject viz., i) 

Mathematics, ii) Basic Science iii) Social Science, and iv) Information 

Technology,   significantly differ by the levels (low, average, and high) of 

risk sourced from (a) within-child, (b) family, and (c) school. 

5. Mean gain score of each of the protective factor viz., i) Social Competence, 

ii)  Problem Solving Skill iii) Critical Consciousness, iv) Autonomy, v) 

Sense of Purpose, vi) Peer Support, vii) Family Resources, viii) Family 

Psychological Nurturance, ix) Family Environment, and x) Authoritative 

Parenting is significantly higher in FAR group than in the control group. 

6. Mean post-test scores of achievement in select subject(s) is significantly 

higher in FAR (Family focused intervention for fostering Academic 

Resilience) group than that in the control group. 

7. Mean gain score of each of the protective factor viz., i) Social Competence, 

ii) Problem Solving Skill, iii) Critical Consciousness, iv) Autonomy, v) 

Sense of Purpose, (vi) Peer Support, vii) Family Resources, viii) Family 

Psychological Nurturance, ix) Family Environment, and x) Authoritative 

Parenting is significantly higher in CAR group than in the control group. 

8. Mean post-test scores of achievement in select subject(s) are significantly 

higher in CAR (Child focused intervention for fostering Academic 

Resilience) group than that in the control group. 

9. Mean gain score of each of the protective factor viz., i) Social Competence, 

ii) Problem Solving Skill, iii) Critical Consciousness, iv) Autonomy, v) 

Sense of Purpose. vi) Peer Support, vii) Family Resources, viii) Family 
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Psychological Nurturance, ix) Family Environment, and x) Authoritative 

Parenting is significantly higher in FCAR group than in the control group. 

10. Mean post-test scores of achievement in select subject(s) are significantly 

higher in FCAR (Family cum Child focused intervention for fostering 

Academic Resilience) group than that in the control group. 

11. Immediate post-test scores of student achievement in select subject(s) are 

significantly higher in FAR group in comparison to that of the control group 

after adjusting for the pre-intervention differences in achievement and risks 

if any. 

12. Immediate post-test scores of student achievement in select subject(s) are 

significantly higher in CAR group in comparison to that of the control group 

after adjusting for the pre-intervention differences in achievement and risks 

if any. 

13.  Immediate post-test scores of student achievement in select subject(s) are 

significantly higher in FCAR group in comparison to that of the control 

group after adjusting for the pre-intervention differences in achievement and 

risks if any. 

Methodology 

This study was completed in two phases, a survey phase which in part 

suggested the variables, measures and interventions for the subsequent    

experimental phase. 

Design of the study 

 First phase utilized a survey design and the second experimental phase 

utilized specifically pretest-post-test control group design (quasi-experimental 

design). 
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Sample Used 

 Survey was conducted among secondary school students of Malappuram 

district. Six hundred and twenty students drawn from 15 randomly selected standard 

VIII classes constitute the sample. Data from 478 students that were complete in all 

respects were used for analysis.  

 For experimental treatment, one among the 10 schools sampled for the 

survey was randomly selected. In this school, four classes of standard VIII, from 

eight classes, approximately matching on child-risk, family-risk, and academic 

achievement (total and mathematics) were used in the experimental phase. In each 

class, data from 30 students, purposefully drawn to statistically match the four 

experimental groups on pre-experimental risks and achievement measures, only 

were used in analyzing the effectiveness of intervention.  

Tools Used 

 The study employed three categories of instruments for measuring (1) risk 

factors, (2) protective factors, and (3) academic achievement. Specifically the study 

developed and used the following sets of tools viz.,  

i. Scales of risk factors 

ii. Scales of within-child protective factors 

iii. Scales of family protective factors, and  

iv. Scales of school protective factors 

Measures of the achievement were from teacher made tests.    

Apart from the above tools, a programme for fostering academic resilience 

by inculcating protective factors, with three distinct levels, was prepared and 

implemented in the experimental phase.  

Statistical Analyses    

The techniques of analysis of data employed in this study are the following. 
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1. Analysis of Variance (one-way) 

2. Analysis of Covariance 

3. Two tailed test of significance of difference between means 

4. One tailed test of significance of difference between means 

Major Findings 

The major findings of the study, derived as answers for the set research 

questions, are listed below with appropriate explanatory headlines.   

Within-child protective factors are significantly less, especially in high family-risk 

and high school-risk groups. 

1. Low, average, and high child-risk groups do not differ significantly (p > .05) 

one another, on five of the six within-child protective factors viz., Social 

Competence, Problem Solving Skill, Critical Consciousness, Autonomy, and 

Sense of Purpose.  

a. Peer support, does significantly differ (p < .01) by child-risk; with 

significantly higher peer support in high-risk students than that in 

average child-risk students.  

2. Low, average, and high family-risk groups do differ significantly (p < .01) 

one another, on all the six select within-child protective factors viz., Social 

Competence, Problem Solving Skill, Critical Consciousness, Autonomy, 

Sense of Purpose, and Peer Support. When the family-risk increases the 

within-child protective factors become less in at-risk students. 

3. Low, average, and high school-risk groups do differ significantly (p < .01) 

one another, on all the six within-child protective factors viz., Social 

Competence, Problem Solving Skill, Critical Consciousness, Autonomy, 

Sense of Purpose, and Peer Support. Within-child protective factors are less 

in average and high school-risk groups than low school-risk group.  

 



 

 

Summary  337

Family protective factors are significantly less, not only in high family-risk group, 

but also in high school-risk and high child-risk groups. 

4. Family Resources and Family Environment are better (p < .05) among low 

child-risk group, than among average and high child-risk groups.  

a. Family Psychological Nurturance and Authoritative Parenting do not 

differ significantly by the level of child-risk.  

5. Family Resources, Family Psychological Nurturance and Family 

Environment are better (p < .05) among low family-risk group, than among 

average and high family-risk groups. 

a. Authoritative Parenting does not significantly differ by the level of 

family-risk.  

6. Family Resources, Family Psychological Nurturance, Family Environment 

and Authoritative Parenting are better (p < .05) among low school-risk 

group, than among average and high school-risk groups.  

Curriculum Adaptation to Student Diversity and Caring Teachers are significantly 

less for high family-risk and high school-risk groups. 

7. Low, average, and high child-risk groups differ significantly (p < .01) one 

another, in Curriculum Adaptation to Student Diversity.  There is 

significantly higher Curriculum Adaptation to Student Diversity in low 

child-risk group than that in average and high child-risk group.   

a. The level of child-risk does not make a difference in Caring Teachers 

(p > .05).  

8. Low, average, and high family-risk groups differ significantly (p < .05) one 

another, in Curriculum Adaptation to Student Diversity, and Caring 

Teachers. There is significantly higher Curriculum Adaptation to Student 

Diversity and Caring Teachers in low-risk group than that in average and 

high family-risk groups.  
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9. Low, average, and high school-risk groups differ significantly (p < .01) one 

another, in Curriculum Adaptation to Student Diversity, and Caring 

Teachers. There is significantly higher Curriculum Adaptation to Student 

Diversity and Caring Teachers in low-risk group than that in average and 

high family-risk groups.  

Achievement in mathematics affected by risk from all three domains, achievement 

in social science affected by child and family risks only, that in science affected by 

family and school-risks. 

10. Achievement in Mathematics and Social Science does significantly differ (p 

< .01) by child-risk.  There is significantly higher academic achievement in 

Mathematics and Social Science in low child-risk group than in average 

child-risk group.  

a. Low, average, and high child-risk groups do not differ significantly 

(p > .05) one another, in achievement in Basic Science, and 

Information Technology.  

11. Achievement in Mathematics and Information Technology do significantly 

differ (p < .01) by family-risk.  There is significantly higher academic 

achievement in Mathematics in low family-risk group than that in high 

family-risk group. There is significantly higher academic achievement in 

Information Technology in average family-risk group than that in high 

family-risk group. 

a. Low, average, and high family-risk groups do not differ significantly 

(p > .05) one another, in Basic Science, and Social Science. 

12. Achievement in Mathematics and Basic Science do significantly differ (p < 

.01) by school-risk.  There is significantly higher academic achievement in 

Social Science in low school-risk group than that in high school-risk group. 
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In case of Mathematics, high-risk group demonstrates higher achievement 

than low-and average-risk groups. 

a. Low, average, and high school-risk groups do not differ significantly 

(p > .05) one another, in Social Science and Information Technology 

achievement.  

Child-focused intervention and family cum child focused intervention effectively 

fosters within-child protective factors in secondary school students, with latter 

being more effective, especially with high child-risk students. 

1. Effect of Family focused intervention (FAR) on fostering none of the six 

within-child protective factors is significant, in the total group of secondary 

school students and in the risk-based sub-groups namely low child-risk, high 

child-risk, low family-risk and high family-risk. FAR is effective in fostering 

Critical Consciousness among high child-risk students. 

2. Child-focused intervention (CAR) is effective in fostering 4/6 within-child 

protective factors viz., Social Competence, Critical Consciousness, Sense of 

Purpose, and Peer Support in total group of secondary school students.  

a. Child-focused intervention (CAR) has no significant effect on 

fostering 2/6 within-child protective factors viz., Problem Solving 

Skill and Autonomy.  

b. CAR is most effective among low family-risk students in whom it 

fosters 4/6 within-child protective factors viz., Social Competence, 

Critical Consciousness, Sense of Purpose, and Peer Support.  

c. CAR is effective in fostering protective factor viz., Sense of Purpose 

only in students with high child-risk, and high-family risk.  

d. Among low-child risk students CAR is effective in fostering 

protective factors, Sense of Purpose and Peer Support only. Here, 

CAR and FCAR interventions do not differ significantly.  
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3. Family cum child focused intervention (FCAR) has significant effect on 

fostering 5/6 within-child protective factors viz., Social Competence, Critical 

Consciousness, Autonomy, Sense of Purpose, and Peer Support, and has no 

effect on fostering Problem Solving Skill.  

a. FCAR is more effective than CAR as well in fostering Critical 

Consciousness and Autonomy.  

b. FCAR is most effective in high child-risk students where it can foster 

within-child protective factors viz., Social Competence, Problem 

Solving Skill, Critical Consciousness, Autonomy, Sense of Purpose, 

and Peer Support. Here, FCAR is more effective in fostering the 

protective factors except Sense of Purpose and Peer Support than 

CAR.  

c. In high family-risk students as well, FCAR has significant effect on 

fostering Social Competence, Critical Consciousness, and Autonomy. 

FCAR is more effective than CAR in fostering the protective factors, 

Critical Consciousness and Autonomy.  

d. In low family-risk students also, FCAR has significant effect on 

fostering Social Competence, Critical Consciousness, Autonomy, 

Sense of Purpose, and Peer Support. Here, FCAR is more effective 

than CAR, in fostering the protective factor, Autonomy.  

e. FCAR is least effective in low child-risk students where it has no 

significant effect on fostering any of the protective factors. Here, 

CAR and FCAR interventions do not differ significantly in fostering 

the within-child protective factors.  
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All three levels of intervention fosters family protective factors, with FAR most 

effective with high child-risk students and less effective in high family-risk 

students, CAR being especially good for fostering family environment irrespective 

of level and source of risk, and FCAR being most effective of the three, and in 

especially fostering authoritative parenting.  

4 In the total sample, FAR significantly fosters Family Resources and Family 

Psychological Nurturance, and has no effect on fostering Family 

Environment and Authoritative Parenting.  

a. FAR significantly fosters two family protective factors in high child-

risk students viz., Family Resources, and Family Psychological 

Nurturance. 

b. FAR significantly fosters Family Resources and Family 

Psychological Nurturance in low family-risk students. 

c. FAR is less effective with low child-risk students; FAR has 

significant effect on fostering Family Psychological Nurturance, and 

has no effect on fostering Family Resources, Family Environment 

and Authoritative Parenting.  

d. FAR is less effective with high family-risk students, where FAR has 

significant effect on fostering Family Psychological Nurturance only.  

5. CAR is effective in fostering 3/4 family-protective factors viz., Family 

Resources, Family Psychological Nurturance, and Family Environment in 

total sample, in high child-risk students, high family-risk students and in low 

family-risk students. 

e. In low child-risk students CAR is effective in fostering two family 

protective factors viz., Family Psychological Nurturance and Family 

Environment.  
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f. CAR is more effective than FAR in fostering the protective factor, 

Family Environment in high as well as low groups on child-risk and 

family-risk. 

g. CAR is more effective than FCAR in fostering the protective factor, 

Family Environment, in total sample and in high as well as low 

groups on child-risk and family-risk. 

6 FCAR has significant effect on fostering all the family protective factors viz., 

Family Resources, Family Psychological Nurturance, Family Environment, 

and Authoritative Parenting, in total sample, high child-risk students, low 

family-risk students, and high family-risk students (i.e., except in low child-

risk students).  

h. In low child-risk level, FCAR has significant effect on fostering 2/4 

of family protective factors viz., Family Psychological Nurturance, 

and Authoritative Parenting.  

i. In low child-risk level, FAR and CAR could not make any change in 

Authoritative parenting; FCAR is effective in fostering  Authoritative 

parenting. 

j. FCAR is more effective than FAR in fostering the protective factors 

viz., Family Resources, Family Psychological Nurturance, and 

Authoritative Parenting, in total sample, in high child-risk group and 

low family-risk groups.   

k. In high family-risk group, however, FCAR is more effective than 

FAR in fostering the protective factor, Authoritative Parenting only.  

l. FCAR is more effective than CAR in fostering the protective factor, 

Authoritative Parenting in high as well as low groups of child-risk 

and family-risk. 
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CAR and FCAR significantly fosters academic resilience (Mathematics 

Achievement) in the total sample, which is retained after one year; with FCAR 

being more effective than CAR, this advantage not being retained after one year. 

7 FAR has no effect on enhancing the Mathematics Achievement, in total 

group and in low child-risk, high child-risk, and high family-risk groups. 

8 In high child-risk and high family-risk students, none of the interventions 

(FAR, CAR, and FCAR) had significant effect on immediate Mathematics 

achievement. However, in high risk students (sourced from child and 

family), FAR and FCAR treatment groups had significantly higher 

Mathematics achievement one year after treatment. These effects observed in 

FAR and FCAR groups in high risk students are not attributable to 

treatments only, because of lack of control over post-interventional factors 

that could have affected the delayed Mathematics achievement.  

9 In total sample, CAR has significant effect on enhancing the Mathematics 

Achievement, and this was retained after one year, but this is largely from 

the effect in low child-risk group. 

a. CAR has retainable significant effect on enhancing the Mathematics 

Achievement, in low-child risk students. 

10 In total sample, FCAR has significant effect on enhancing the Mathematics 

Achievement, and this effect is retained after one year.  

a. In low child-risk students, FCAR has significant effect on enhancing 

the Mathematics Achievement, but is not retainable after one year. 

b. In low child-risk and low family-risk students, FCAR have 

significantly higher Mathematics Achievement than FAR but it is not 

retained after one year.  
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c. In low family-risk group, FAR and FCAR have significant and 

retainable effect on Mathematics Achievement. Here, FCAR had a 

significant, but not retainable, advantage over FAR. 

d. FCAR is more effective than CAR in improving Mathematics 

Achievement in total sample and in low family-risk students, but 

these could not be retained after one year.  

Enhanced academic resilience (mathematics achievement) of students who 

received FCAR intervention is independent of their risk and pre-achievement. 

11 FCAR intervention could foster the academic resilience even after adjusting 

for the pre-intervention differences in child-risk, family-risk, and 

mathematics pre-achievement. 

a. Effects of FAR and CAR interventions on academic resilience after 

adjusting for the pre-intervention differences in child-risk, family-

risk, and mathematics pre-achievement are not significant.  

Gain in protective factors achieved through family cum child focused intervention 

is retainable, except for critical consciousness.  

12 FCAR group have significantly higher means of delayed post-test scores than 

the control group in within-child protective factors viz., Social Competence, 

Problem Solving Skill, Autonomy, Sense of Purpose, Peer Support, and 

family protective factors viz., Family Resources, Family Psychological 

Nurturance, Family Environment, and Authoritative Parenting. 

a. FCAR intervention, which is a combination of FAR and CAR could 

not retain the Critical Consciousness in at-risk students.  

A summary of effects of interventions on gain in within-child protective 

factors, gain in family protective factors and academic achievement in Mathematics 

(immediate and delayed) in total sample, and in risk based sub samples is depicted in 

figure 11.  
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Figure 11: Summary of effectiveness of FAR (Family focused intervention for 
fostering Academic Resilience), CAR (Child focused intervention for fostering 
Academic Resilience), and FCAR (Family cum Child focused intervention for 
fostering Academic Resilience) in fostering academic resilience in terms of 
enhanced within-child and family protective factors and achievement in mathematics 
among high and low risk groups of secondary school students (Note:↑indicates 
significant gain or increase in the variable; and shaded cells indicate no significant 
change) 
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Conclusion  

 It was found that among the within-child protective factors (viz., social 

competence, problem solving skill, critical consciousness, autonomy, sense of 

purpose, and peer support); only peer support varies by child-risk. However, 

autonomy and peer support are significantly high in high child-risk group. High 

family-risk and high school-risk groups have significantly less within-child 

protective factors.  Sense of purpose, peer support and problem solving skill are less 

among average family-risk also.  

Among the family protective factors (viz., family resources, family 

psychological nurturance, family environment, and authoritative parenting), family 

resource significantly decreases as the level of risk from within-child, family and 

school increases from low through average to high. Likewise, family environment is 

significantly high among low child-risk, low family-risk, and low school-risk 

groups. Family environment decreases as the family-risk level get higher.  Level of 

child-risk does not affect family psychological nurturance and authoritative 

parenting. Family psychological nurturance is significantly high among low school-

risk and low family-risk groups, than average and high risk groups. Authoritative 

parenting is significantly high among low family-risk, but it does not vary by child-

risk or school-risk level.  

Among the school related protective factors, curriculum adaptation to student 

diversity is seen high among low risk groups of child-risk, family-risk and school-

risk. Caring teachers does not vary by child-risk level, but it is significantly more 

among low family-risk and low school-risk than the average and high categories.  

Achievement in mathematics is significantly less among students high on 

child-risk, and family-risk. Achievement in basic science is significantly less among 

high school-risk group, and it does not vary by child-risk or family-risk. 

Achievement in social science varies by child-risk only, that in information 

technology vary by family-risk only.  
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Since mathematics achievement was found highly susceptible to be 

influenced by all three risk-domains in children’s environment, increased 

achievement in mathematics was considered as the indicator of heightened resilience 

after the resilience fostering intervention.  

Among the within-child protective factors, social competence could be 

fostered, especially through child-focused intervention and family cum child focused 

intervention (but not family-focused intervention) in all groups; however in general, 

and among high child-risk and low family-risk groups, family cum child focused 

intervention is more powerful; but in high family-risk, child-focused intervention is 

more powerful. Problem solving could be fostered only with family cum child 

focused intervention, that too in high child-risk and low family-risk. Again, in high 

family-risk, child-focused intervention is more effective than family cum child 

focused intervention. Effect of treatment on critical consciousness increases as the 

rigour of treatment increases from family-focused through child-focused to family 

cum child focused, especially in low child-risk and low family-risk groups, but in 

high child-risk and high family-risk, child-focused intervention only has no effect at 

all. Autonomy can be fostered with family cum child focused intervention only, 

though in high child-risk and low family-risk, child focused intervention could also 

foster it to some extent. Sense of purpose is less susceptible to intervention, in 

comparison to other within-child protective factors, and child focused intervention is 

better in this regard, especially in high child-risk, low family-risk and high family-

risk. Intervention could not further add to sense of purpose in low child-risk.  For 

improving sense of purpose in high family-risk, child focused intervention is 

counterproductive. Peer support could be enhanced to a moderate extent only in all 

groups, equally through child focused intervention and family cum child focused 

intervention, except in high family-risk, where only child focused intervention is 

more effective than family cum child focused intervention.  

Like autonomy in students, authoritative parenting can be fostered in all 

groups only through family cum child-focused intervention and not by family 
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focused intervention or child focused intervention alone. Family resources are also 

reacting to the intervention only to a moderate extent. Generally child focused 

intervention and family cum child focused intervention have effect. But in high 

child-risk and low family-risk, family focused intervention also is effective. Family 

psychological nurturance was the most susceptible to intervention, with all 

treatments effective, especially in low risk groups. In high family-risk, family cum 

child focused intervention is counterproductive. Family environment could be 

significantly bettered through child focused intervention only; and, in high risk 

groups combining parents in this effort, through family cum child focused 

intervention proved counterproductive.  

Academic resilience in terms of enhanced achievement could be inculcated 

through the intervention, only to a moderate extent, especially through family cum 

child focused intervention. Generally, collaborative intervention with family cum 

child focus is more effective in causing academic resilience, than partial 

interventions in terms of enhanced Mathematics achievement, especially in low-risk 

groups. In low child-risk group, child focused intervention (CAR) is also effective; 

in low family-risk group, family focused intervention (FAR) too is effective. In high 

risk groups, none of the treatments can immediately foster academic resilience in 

terms of Mathematics achievement. But long-term effects of such treatments on 

academic outcomes of high risk students have to be further verified. 

What one learns from children who survive and thrive or what one calls 

resilient is that both individual and environmental factors can protect them from the 

adversities (Ungar, 2007). These factors vary from one culture to another. Resilience 

is not an individual quality. It is a condition of the community, the school, the family 

as much as the quality of the child. Educators need to show humility, to ask students 

about differences and to demonstrate flexibility in the educational environment in 

order to make school more comfortable for children of different cultures and help 

them to walk along the path of resilience. Present study attempted to foster academic 

resilience in at-risk secondary school students, and ended with some valuable 



 

 

Summary  349

findings. Both the survey and experimental phases throw light into the significance 

of protective factors in the healthy development of all children, especially those at-

risk. Teachers, parents, and community can provide a good platform for at-risk 

students to utilize their within protective factors effectively and to demonstrate 

academic resilience. 

Educational Implications of the Study 

This study has demonstrated that secondary school students face 

considerable risk from personal, familial, school and community domains. These 

challenges from environment affect their academic performance. By developing a 

programme and testing it, this study has further demonstrated the usefulness of some 

strategies to help students perform well despite difficulties. The suggestions made 

here are broad recommendations based on findings from the two phases of study, the 

experiences derived by the researcher during the intervention programme and based 

on reviewed literature.  

1. It is clear that children face risks from different domains. Hence, educational 

workers have to device and invent practices and strategies to help students 

meet the challenges from around successfully.  

i. In order to empower students to find ways to meet challenges, 

teachers and other educational practitioners may get equipped with 

language of resilience. Literature on risk and resilience, school 

engagement and positive psychology offers school psychologists a 

new perspective to consider students’ progress through school 

(Morrison et al., 2006) and provides a rationale for incorporating 

resilience building efforts in schools and explores ways in which the 

school environment could be structured to strengthen resilience in 

children and youth (Brooks, 2006).  

2. Personal and societal abilities like Social Competence, Problem Solving 

Skill, Critical Consciousness, Autonomy, Sense of Purpose, and Peer 
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Support can be inculcated in at-risk students with short-term interventions 

specifically in classrooms designed and executed in classrooms by teachers. 

As risk conditions from different domains overlap such interventions are 

effective with all students, though high risk groups benefit more, 

academically as well as other individual and societal competencies. 

3. This study has demonstrated advantages of asset focused strategies in 

building up resilience in students. Schools may take up these ideas and 

incorporate following characteristics of resilience fostering schools into their 

institution.  

i. Clearly defined goals formulated by the school.  

ii. Active parental participation in the school and parent consultation 

sessions. 

iii. Maintaining connections with community organizations and outside 

agencies to enrich the learning of students. 

4. Curriculum transaction is the way for schools to meet challenges faced by 

diverse learners from multiple domains. The following may be considered in 

this regard.  

i. Diversify curriculum transaction strategies to ensure participation of 

students at-risk from within, home, and community. 

ii. Curriculum should be rich, rigorous and learner centered. Such 

curricula provide exposure to children to various subjects like art, 

drama, community service, and sports activities, where opportunities 

to use their prior knowledge are evident. Exposure to these 

experiences is very beneficial for at-risk children who are lacking 

higher level thinking skills to master all aspects of curriculum.   
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iii. Curriculum has to establish connection between school, family and 

community. 

iv. Curriculum has to provide life-related experiences that help solve 

complex problems. 

v. Curriculum based on authentic, life-related learning experiences 

helps to develop confidence and self-esteem in at-risk children. 

vi. Present the contents in consideration with culture and behaviours of 

student population. 

vii. Encourage and facilitate participation of all students in co-scholastic 

activities as well. 

5. Teachers may combine the powerful research based instructional practices 

for fostering resilience through instructional strategies, and consider the 

following.  

i. Combine the powerful research based instructional practices with 

caring and high expectations to facilitate learning of at-risk children 

and developing educational resilience. 

ii. Teachers have to perform the role of facilitators, beyond the role of 

the transmitters of knowledge. 

iii. Classroom strategies should be selected such that they are developing 

increased responsibility in students for their own learning with 

different practices like inquiry, experimentation, discussion, 

reflection, application and evaluation and thereby increase the sense 

of personal agency of students. 

iv. Enable students with meta-cognitive skills to plan, organize and 

monitor their learning to be more successful in life. 

v. Developing help-seeking behaviour in students to make them more 

independent. 
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vi. Individualize instructional practices to accommodate different 

learning styles, interests, life experiences and personal strengths of 

students that make learning meaningful for every child to experience 

success. 

vii. Encourage to carry out the responsibilities assigned by teachers and 

family members, especially encouraging independence in doing 

seminars, and assignments related with studies. 

6. Flexible classroom organization can also contribute to help students learn 

how to tackle difficulties around.  

i. Classroom should be democratically organized. Well-organized 

classrooms have particular rules and regulations formulated by the 

teachers and students together. Such classrooms offer opportunities 

for all students to contribute something to the success of all. 

ii. Flexible physical arrangement of classroom is resilience promoting.  

Desks, tables and benches can easily be re-arranged for easy 

communication between teachers and students.  Teacher can easily 

monitor the work of students.  In such flexible classrooms students 

have the opportunity for self-learning and group learning. 

iii. Well managed classroom with correct rules and procedures 

determined by both teachers and students together will help the 

students in self-governance. This will help develop social skills, 

autonomy and responsibility, all of which promote learning, success 

and educational resilience. 

7. Teachers using maximum resources to teach their children will result in 

enhanced development and promotion of resilience. For this to happen 

teachers be equipped in the following.  

i. First, teachers have to understand about the cultural backgrounds of 

the students to organize their classrooms and instructional 
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programmes effectively. Ways suggested to collect information about 

the cultural backgrounds of the at-risk children are:  

a) Observation of students’ behaviour,  

b) Asking question to students and their families about their cultural 

practices, 

c) Conducting research in school settings on various groups. 

ii. Enquire about difficulties, personal and academic problems, assign 

responsibilities, sharing expectation that all of us will perform well, 

and understand and respect cultural styles. 

iii. Teachers can foster resilience through setting realistic expectations in 

students, helping them to master new experiences and developing 

students into active learners. When students become aware of their 

own role in their learning success, they will work hard to overcome 

difficulties. 

iv. Teachers can play a key role in providing empathetic support to 

pupils and helping them to set achievable goals. These are two 

behaviours involved in successful mentoring. 

v. Teachers can bring about a significant and long-lasting positive 

impact on children through their caring and loving attitude and high 

expectations. 

8. The study has demonstrated that the most successful way to help students 

face difficulties successfully is to make the efforts of the children, teachers, 

and school in tandem with parents and family. So schools and teachers may 

take initiative to help parents equip themselves in the following.  

i. Caring by the parents, structured family environments, holding high 

expectations for children's behaivour and encouraging children's 

participation in the family life are the protective factors for resilience. 

ii. Parents may be helped on how to rear children with freedom, not 

imposing things on them. Parents may be encouraged to satisfy 

reasonable needs of their wards, and avoiding unwanted control. 
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Parents need to consider children’s opinion, and let opportunity to 

open up problems, by talking together during free time. 

iii. Give assurance to discharge responsibilities effectively, make the 

children do domestic help to parents after studies and convince the 

importance of dignity of labour. 

9. Schools can be most successful in their efforts to build up resilient citizens, 

only when they can make the community collaborate in these efforts.  

i. Communities having well-developed and integrated networks of 

social organizations such as religious institutions, health care 

organizations, child-care services, job training centers, and 

recreational facilities can promote resilience. Ensuring and 

facilitating the availability, development and proper discharge of the 

services by these community organizations function as the protective 

factors to overcome risks.  

ii. Community can foster educational resilience through frequent and 

explicit reinforcement of positive social values.  

iii. Collaboration of family, school and community will be more 

effective in developing resilience. 

10. Further researches need to be taken up to increase the understanding of risk 

sources and mobilizing protective factors accordingly in their contexts.  

Suggestions for Further Research 

1. Though explorative phase of this study found that school-protective factors 

are also influential on academic resilience in terms of student outcomes in 

learning different subjects, the intervention phase focused on within-child 

and family protective factors only, for practical reasons. Hence, future 

researches may attempt fostering academic resilience in at-risk secondary 

school students through intervention focused on school protective factors. 



 

 

Summary  355

2.   Protective factors may vary with age and development of the child and the 

stage of schooling. Hence further exploration of protective factors for 

vulnerable student population at other stages of schooling namely primary, 

senior secondary and even higher education will be helpful to enhance 

quality of education at all stages. 

3.  Being an early one in the local context, this study adopted explorative cross-

sectional and intervention approaches to improve the understanding of 

factors that can contribute to resilient academic outcomes in Kerala context. 

Other designs, especially longitudinal and case studies, among specific at-

risk population in the local context may add to the understandings derived 

from this study. 

4.  Building upon the understanding derived from this study, further researches 

may design and test better focussed interventions to foster social 

competence, sense of purpose and goal orientation, problem-solving skills, 

and preferable parenting styles, as per specific requirements of the risk group 

under spotlight.  

5.  Peer support and autonomy though cited by many researches as protective 

factors, the exploration in this study derived findings supported by a very 

few other researches (Deborah, Mary, & Adaline 2002) that at least at  high 

child-risk level, having high level of peer support and autonomy are 

negatively impacting school outcomes. This aspect of the findings requires 

further exploration.  

6.  Critical study of the negative and positive influence of peer group and 

autonomy as protective factor among different age groups and socio-

economic conditions may be taken up. 

7.  This study being conducted by one who officially was not equipped to 

intervene with school practices and policies was primarily focused on 
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classroom based interventions, and hence family focused intervention was 

limited in scope. Teachers and school administrators better equipped to do 

long term intervention with family and parental practices may expand upon 

the family focused intervention in this study.  

8.  The broad range intervention conducted in the whole classrooms of a school 

catering to students from socio-economically and educationally poorer strata 

of population, by design, was not fine-tuned to the   special requirements of 

specific risk populations. Future studies may pinpoint their attention to 

specific target groups for elevated effect sizes. 

9. Though this study initially planned to take up influence of protective factors 

in all high school subjects including languages, for making the study handy 

enough, later on the exploration considered achievement in mathematics, 

Basic science, social science, and Information technology only. Early 

explorations have provided enough hint that at least achievement in English 

and Hindi also are debilitated by risk sourced from different domains. Hence, 

influence of the within-child, family, and school protective factors in the 

language achievement at school has to be further explored. 

10. The resilience factors are usually studied in connection with the individual, 

family, community, and school risk domains of students and other groups in 

general population. By now well-trenched inclusive educational principles 

call for protective factors peculiar to specially-abled children too are 

explored with required seriousness.  
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Ifpw {]tXy-I-ambn Af-¡p-¶-X-c-¯n-emWv CXv cq]-s¸-Sp-¯n-bn-«p-Å-Xv.  

AXn-\-\p-tbm-Py-amb D¯c kqNn-I-Ifpw DÄs¸-Sp-¯n-bn-«p-−v.  Hmtcm taJ-e-

bn-sebpw _p²n-ap-«p-IÄ Adn-bp-¶-Xn\v Ip«n-I-fnse hyàn-{]-iv\-§Ä, 

KmÀlo-I-amb {]iv\-§Ä, hnZym-e-b-hp-ambn _Ô-s¸« {]iv\-§Ä F¶nh 

Af-¡m³ {]tXyIw {]tXy-I-amtbm, Ch aq¶pw H¶nt¨m D]-tbm-Kn-¡m-hp-

¶-Xm-Wv.  Hmtcm taJ-e-bn-sebpw {]iv\-§Ä¡v {]tXyIw amÀ¡v \ÂtI-− -

Xm-Wv.  Ch ¢mknÂ \S-̄ p-¶-Xn\v 15 apXÂ 20 an\p«v hsc \ÂIm-hp-¶-Xm-

Wv.   

 

 Scale of risk factors is meant for measuring the negative interference of 

personal, familial, and school related problems in academic matters of 

students.  The scale is designed to measure each difficulty separately. 

Appropriate response sheets are provided along with it.  In order to measure 

the difficulties in each domain viz., personal, familial and school related, one 

can administer the scales separately or in combination.  Care should be taken 

to assign separate score to problems in each domain.  15 to 20 minutes can be 

provided for class administration. 
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--APPENDIX A1 

SCALE OF CHILD RISK (Draft) 
 

\n¿t±-i-ßƒ 

\nß-fpsS hy‡n-]-c-amb {]iv\-ßfpw Ign-hn-√m-bva-Ifpw \nß-fpsS ]T-\sØ F{X-

am{Xw {]Xn-Iq-e-ambn _m[n-°p∂p F∂-Xns\ Ipdn-®p≈ {]kvXm-h-\-I-fmWv Xmsg 

X∂n-cn-°p-∂-Xv. Hmtcm {]kvXm-h-\bv°pw DØ-c-kq-Nn-I-bn¬ 5 DØ-c-ßƒ X∂n-

´p- .v  {]kvXm-h-\-I-tfm-tcm∂pw {i≤m-]q¿∆w hmbn®v Ah \nßsf kw_-

‘n®nStØmfw F{X-am{Xw icn-bm-sW-∂Xv DØ-c-kq-Nn-I-bn¬ (X) ASbmfw D]-

tbm-Kn®v tcJ-s∏-Sp-Øp-I. 

t]cv  :............................................................................................................... ¢mÊv :..................... 

 

1. Fsâ Akp-J-§fpw imco-cnI {]iv\-§fpw Fsâ ]T-\s¯ XS-Ê-s¸-Sp-
¯p-¶p. 

2. hyà-ambn kwkm-cn-¡m-\p-ff Ign-hn-Ãmbva F\n¡v ]e {]iv\-§fpw D−m-
¡p-¶p. 

3. ]T-\-]-c-amb {]iv\-§Ä ]cn-l-cn-¡m-\p-ff Ign-hn-Ãmbva Fsâ ]T-\s¯ 
{]Xn-Iq-e-ambn _m[n-¡p-¶p. 

4. \ncmi Fsâ hyàn, kvIqÄ Pohn-Xs¯ hf-sc -tam-i-ambn _m[n-¡p-¶p. 

5. F\n¡v {]iv\-§-fp-−m-Ip-t¼mÄ klmbn-¡m³ Bcp-anÃ F¶ tXm¶Â 
Fs¶ XfÀ¯p-¶p. 

6. hyà-am-b -e-£y-§Ä cq]o-I-cn-¡m-\p-ff Ign-hn-Ãmbva F\n¡v {]iv\-§-Ä 
D−m¡p-¶p. 

7. {]iv\-§sf a\-Ên-em-¡m-\p-ff Ign-hn-Ãmbva Fs¶ ]pXnb {]iv\-§-fn-
te¡v \bn-¡p-¶p. 

8. `mhn PohnXw Zpcn-X-]qÀ®amsW¶ Nn´ Fs¶ `b-s¸-Sp-¯p-¶p. 

9. FÃm-h-cp-sS-IqsS Ccn-¡p-t¼mgpw Rm³ Hä-¡m-sW¶v tXm¶p-¶p. 

10. ]cn-{`aw -sIm−v ]e- Im-cy-§fpw Adn-ªn«pw Rm³ sXämbn sN¿p-¶p. 

11. FXnÀ enwK-¯n-ep-ff Bfp-I-fp-ambn kwkm-cn-¡m\pw CS-s]-Sm\pw F\n¡v 
t]Sn-bp-−v. 

12. AIm-c-W-amb `bw- Fsâ Pohn-Xs¯ {]Xn-Iq-e-ambn _m[n-¡p-¶p. 

13. Imcy-§Ä IrXy-ambn Bkq-{XWw sN¿m-\p-ff Ign-hn-Ãmbva Fsâ t\«-
§Ä¡v XS-Ê-am-Ip-¶p. 

14. kz´-am-bn- Hcp Imcyhpw sN¿m³ Ign-hnÃ F¶ tXm¶Â Fsâ PohnXw 
{]Xn-k-Ôn-bn-em-¡p-¶p. 

15. ITn\ {]b-Xv\w- sN-¿m³ F\n¡v CjvS-aÃ. 

16. Aip-`m]vXn hnizmkw Fsâ ]T-\s¯ tZmj-Icambn _m[n-¡p-¶p. 
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-- APPENDIX  A2 

SCALE OF FAMILY RISK (Draft) 
 
\n¿t±-i-ßƒ 

Krlm-¥-co-£hpw amXm-]n-Xm-°-fpsS kz`m-h-co-Xn-Ifpw ]T-\-Øn¬ \nßƒ°v F{X-

am{Xw _p≤n-ap-´p-- -m°p∂p F∂-Xn-s\-∏-‰n-bp≈ {]kvXm-h-\-I-fmWv Xmsg X∂n-cn-

°p-∂-Xv. Hmtcm {]kvXm-h-\bv°pw DØ-c-kq-Nn-I-bn¬ 5 DØ-c-ßƒ X∂n-´p- v.   

{]kvXm-h-\-I-tfm-tcm∂pw {i≤m-]q¿∆w hmbn®v Ah \nßsf kw_-‘n®nStØmfw 

F{X-am{Xw icn-bm-sW-∂Xv DØ-c-kq-Nn-I-bn¬ (X) ASbmfw D]-tbm-Kn®v tcJ-s∏-Sp-

Øp-I. 

t]cv  :............................................................................................................... ¢mÊv :..................... 

1. amXm-]n-Xm-¡Ä Fsâ Imcy-§Ä {i²n-¡m-¯Xv Fs¶ am\-kn-I-ambn 
XfÀ¯p-¶p. 

2. amXm-]n-Xm-¡Ä X½n-ep-ff hg¡v Fs¶ hf-sc-b-[n-Iw thZ-\n-¸n-¡p-¶p. 

3. hoSn-\-I¯pw F\n¡v kpc-£n-X-Xz-t_m[w A\p-`-h-s¸-Sm-dn-Ã. 

4. c£n-Xm-¡Ä¡p-−m-Ip¶ Akp-J-§Ä Fs¶ am\-kn-I-ambn XfÀ¯p-¶p. 

5. c£n-Xm-¡-fnÂ \n¶v th−{X kvt\lw In«p-¶nÃ F¶v F\n¡v tXm¶m-dp-
−v. 

6. amXm-]n-Xm-¡Ä F\n¡v ]T-\-kuI-cy-§Ä Hcp¡n XcmdnÃ 

7. Zmcn{Zyw Fsâ ]T-\s¯ {]Xn-Iq-e-ambn _m[n-¡p-¶p. 

8. Fsâ IpSpw-_mw-K-§Ä X½nÂ am\-knI sFIy-ap-s−¶v F\n¡v tXm¶m-
dn-Ã. 

9. KmÀlnI Imcy-§-fnÂ klmbw sNbvXv sImSp-¯-Xn-\p-ti-jta  F\n¡v 
kvIqfn-se-¯m³ km[n-¡m-dp-f-fq. 

10. kvIqÄ hn«v ho«n-se-¯nb tijw c£n-Xm-¡Ä GÂ¸n-¡p¶ tPmen-IÄ 
sNbvX-Xn-\p-tijw hfsc sshInsb F\n¡v ]Tn-¡m³ ]äm-dp-f-fq. 

11. Fsâ ISpw-_-¯nse Nne AwK-§Ä¡p-ff Nne tcmK-§Ä F\n¡v am\-
knI {]iv\-§Ä D−m-¡p-¶p. 

12. Fsâ Pohn-X-¯nÂ A\m-h-iy-amb \nb-{´-W-§Ä GÀs¸-Sp-¯p¶ c£n-
Xm-¡sf Rm³ CjvS-s¸-Sp-¶n-Ã. 

13. hfsc tami-amb Hcp Krlm- -́co-£-amWv Ftâ-sX¶ Nn´ Fsâ ]T-\s¯ 
kmc-ambn _m[n-¡p-¶p. 

14. Fsâ amXm-]n-Xm-¡-fp-ambn ZrV-amb am\-knI _Ôw F\n-¡n-Ã. 

15. amXm-]n-Xm-¡Ä R§Ä a¡-tfmSv ]£-]mXw ImWn-¡m-dp-−v. 

16. Fsâ IpSpw_mwK§-fpsS Nne ZpÈo-e-§Ä Fsâ ]T-\s¯ {]Xn-Iq-e-ambn 
_m[n-¡p-¶p. 

17. \sÃmcp hoSnÃ F¶ Nn´ Fs¶ thZ-\n-¸n-¡p-¶p. 

18. aZy-]m-\n-bmb ]nXmhv F\n¡v \nc-h[n {]iv\-§-fp-−m-¡p-¶p. 

19 hnhml_Ôw thÀs¸-Sp-¯nb amXm-]n-Xm-¡Ä Fsâ henb thZ-\-bm-Wv. 
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--APPENDIX A3 

SCALE OF SCHOOL RISK (Draft) 
 

\n¿t±-i-ßƒ 

A[ym-]-I-cp-sSbpw kl-]m-Tn-I-fp-sSbpw s]cp-am-‰-co-Xn-Ifpw kvIqƒ A¥-co-£hpw 

\nß-fpsS ]T-\sØ {]Xn-Iq-e-ambn _m[n-°p-∂pt- m F∂-Xn-s\-°p-dn-®p≈ {]kvXm-

h-\-I-fmWv Xmsg X∂n-cn-°p-∂-Xv. Hmtcm {]kvXm-h-\bv°pw DØ-c-kq-Nn-I-bn¬ 5 

DØ-c-ßƒ X∂n-´p- v. {]kvXm-h-\-I-tfm-tcm∂pw {i≤m-]q¿∆w hmbn®v Ah \nßsf 

kw_-‘n®nStØmfw F{X-am{Xw icn-bm-sW-∂Xv DØ-c-kq-Nn-I-bn¬ (X) ASbmfw 

D]-tbm-Kn®v tcJ-s∏-Sp-Øp-I. 
t]cv  :............................................................................................................... ¢mÊv :..................... 

 
1. A[ym-]-IÀ Fs¶ {i²n-¡p-¶nÃ F¶ Nn´ Fsâ ]T-\s¯ {]Xn-Iq-e-

ambn _m[n-¡p-¶p. 

2. A[ym-]-IÀ¡v Fs¶-¡p-dn¨v \Ã {]Xo-£-bnÃ Fs¶-\n¡v tXm¶m-dp-−v. 

3. kvIqÄ PohnXw F\n¡v Zp:Êl-am-Wv. 

4. kwi-b-§Ä A[ym-]-ItcmSv tNmZn-¡p-¶-Xv sIm−v Ft¶mSv A[ym-]-IÀ¡v 
hntcm-[-ap-−v. 

5. kvIqÄ ka-b¯v Ft¸mÄ thW-sa-¦nepw A[ym-]-Isc kao-]n-¡m³ 
F\n¡v kzmX-{´y-ap-−v. 

6. Fsâ kl-]m-Tn-IÄ Fs¶ Hä-s¸-Sp-¯m-dp-−v. 

7. kl-]m-Tn-Isf At]-£n¨v ]mTy-]m-tTy-Xc hnj-b-§-fnÂ Rm³ ]n¶n-em-
sW¶ t_m[w Fs¶ hnj-an-¸n-¡p-¶p. 

8. Fsâ ho«nÂ BVw-_c hkvXp-¡-fn-Ã F¶-Xv sIm−v Fs¶ kl-]m-Tn-
IÄ Ifn-bm-¡m-dp-−v. 

9. Fsâ imco-cnI sshI-ey-§sf kl-]m-Tn-IÄ Ifn-bm-¡p-¶Xv F\n¡v thZ-
\-bp-−m-¡p-¶p. 

10. kvIqÄ A´-co£w F\n¡v thZ-\m-P-\-Ihpw shdp-¸p-−m-¡p-¶-Xp-amb 
A\p-`-h-§Ä Xcp-¶p. 

11. Fsâ A[ym-]-IÀ Fs¶ Ah-K-Wn-¡m-dp-−v. 

12. ¢mÊnÂ A`n-{]m-b-§Ä ]d-bm³ F\n¡v kzmX-{´y-an-Ã. 

13. ]co-£-I-fnÂ e`n-¡p¶ Xmgv¶ t{KUp-IÄ Fsâ ]n¶o-Sp-ff ]T-\s¯ 
{]Xn-Iq-e-ambn _m[n-¡p-¶p. 

14. kvIqfnÂ Fsâ {]iv\-§Ä Xpd¶v ]d-bm³ Bcp-an-Ã. 

15. Fsâ ho«nÂ \n¶pw- kvIq-fn-te-¡p-ff bm{X F\n¡v {]bm-k-ap-−m-¡p-¶p. 

16. Rm³ Pohn-¡p¶ Npäp]m-Sp-I-fnÂ \n¶v F\n¡v ]e {]iv\-§fpw D−m-Ip-
¶p. 

17. Fsâ _Ôp-¡Ä¡p-ff Nne tcmK-§Ä aqew s]mXp Øe-§-fnepw 
kvIqfnepw ad-dp-f-f-hÀ Fs¶ Hä-s¸-Sp-¯p-¶p. 
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-APPENDIX A4 
SCALE OF CHILD RISK (Draft) 
 
Instructions  

The following statements are on negative influence of your personal problems and 
lack of abilities in your studies. Each statement is provided with five answers in the 
response sheet.  Read the statements carefully to decide to what extent they appear 
right to you and mark your answer using (X) sign in the appropriate column 
provided in the response sheet. 

 

1. My diseases and health problems impede my studies. 
2. Inability to speak with clarity creates many problems to me. 
3. Lack of ability to solve the academic problems affects my studies negatively. 
4. Disappointment affects my personal and academic life badly. 
5. Feeling of helplessness while facing problems weakens me. 
6. Inability to formulate clear goals creates problems to me. 
7. Lack of ability to understand the problems lead me to new problems. 
8. I fear that future life will be miserable. 
9. Even with companions I feel lonely. 
10. Nervousness err me even on familiar things 
11. I fear to interact with opposite sex. 
12. Unreasonable fear affects my life negatively. 
13. Lack of ability for proper planning blocks my achievements. 
14. Lack of self confidence makes my life miserable. 
15. I do not like to work hard. 
16. Pessimism affects my studies badly. 
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APPENDIX A5 

SCALE OF FAMILY RISK (Draft) 
 
Instructions  

The following statements are related on negative influence of your home atmosphere 
and parental attitudes in your studies. Each statement is provided with 5 answers in 
the response sheet.  Read the statements carefully to decide to what extent they 
appear right to you and mark your answer using (X) sign in the appropriate column 
provided in the response sheet. 
 
1. Carelessness of my parents with me mentally pains me. 

2. Quarrel between my parents pains me badly. 

3. I do not feel security even at my home. 

4. Diseases of my parents mentally weaken me. 

5. I feel that I am not getting adequate love from my parents. 

6. My parents do not arrange learning facilities for me. 

7. Poverty affects my studies negatively. 

8. I do not feel that my family members have emotional unity. 

9. I have to complete the household chores before starting to school. 

10. After the school, I can study only after completing the domestic works 
assigned by parents. 

11. Diseases of my family members cause some mental disturbances in me. 

12. I do not like my parents who impose unnecessary control on me. 

13. Feeling my home atmosphere as bad affects my studies. 

14. I do not have strong emotional bonding with my parents. 

15. My parents show partiality among their children. 

16. Bad habits of my family members affect my studies negatively. 

17. Feeling that I have no good home pains me. 

18. My drunkard parent creates many problems to me. 

19. My divorced parents pains me. 
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-APPENDIX A6 

SCALE OF SCHOOL RISK (Draft) 
 

Instructions  

The following statements are on negative influence of the behaviour patterns of 
teachers and peers and school atmosphere in your studies. Each statement is 
provided with 5 answers in the response sheet.  Read the statements carefully to 
decide to what extent they appear right to you and mark your answer using (X) sign 
in the appropriate column provided in the response sheet. 

 

1. I feel my teachers have no high expectation on me. 

2. I feel that teachers do not have good expectations on me.  

3. My school life is unbearable. 

4. My teachers have ill feeling towards me for raising doubts to them. 

5. I have the freedom to approach my teachers any time during school time. 

6. My classmates isolate me. 

7. Feeling weaker than classmates in both academic and non-academic matters 
worry me. 

8. My classmates tease me for lack of luxury things at my home. 

9. I feel sad as my classmates laugh at my physical disabilities. 

10. School atmosphere provides me painful and bitter experiences. 

11. My teachers avoid me. 

12. I have no freedom to express in the classroom. 

13. Low grades in the examinations negatively affect my further studies. 

14. There is no one in the school to open up my problems. 

15. Journey from my home to school is risky. 

16. My surroundings pose many problems to me.  

17. I am isolated in public places and school due to some diseases of my 
relatives. 
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APPENDIX  A7 
 

SCALE OF RISK FACTORS 
 

RESPONSE SHEET  

t]cv  :................................................................................................... ¢m v :............................... 

Sl. No. 
]q¿Æ-

ambpw icn-

bmWv 

icnbmWv 
Adn-™p-

IqSm 
sX‰mWv 

]q¿Æ-

ambpw 

sX‰mWv 

1      
2      
3      
4      
5      
6      
7      
8      
9      

10      
11      
12      
13      
14      
15      
16      
17      
18      
19      
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APPENDIX  A8 
 
ITEM DISCRIMINATION VALUES OF 
SELECTED ITEMS IN SCALES OF ACADEMIC 
RISK FACTORS  

CHILD               
RISK 

FAMILY                
RISK 

SCHOOL            
RISK 

1 9.04 1 13.59 1 16.58
2 15.18 2 12.31 2 16.73
3 9.72 3 11.28 3 16.66
4 11.06 *4 0.09 4 16.38
5 15.65 5 10.88 *5 6.90
6 16.37 6 9.65 6 14.78
7 10.58 7 15.73 7 17.69
8 9.41 8 12.87 8 11.90
9 11.19 9 12.77 9 11.94

10 10.29 10 10.48 10 22.00
11 7.45 *11 6.06 11 17.24
12 12.67 *12 4.74 12 15.34
13 13.35 13 14.36 13 14.59
14 12.78 14 10.70 14 13.47
*15 8.11 15 10.36 15 12.02
16 12.06 16 13.71 16 11.41

  17 13.27 17 15.61
  18 10.05   
  19 8.85   
 
Note : Items with ‘*’ marks are deleted from the final scale after try out  
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APPENDIX 9 
 
FACTORIAL VALIDITY OF SCALE OF RISK 
FACTORS 
 
Scale of child risk  Scale of Family risk  Scale of School risk

  Item 
No. 

Factor 
loading*  Item No. Factor 

loading*  Item No. Factor 
loading*

1 .488  1 .690  1 .686 
2 .642  2 .477  2 .656 
3 .628  3 .612  3 .705 

 4 .710  4 .689  5 .759  4 .716 

5 .633  6 .667  5 .668 
6 .690  7 .668  6 .572 
7 .650  8 .443  7 .729 
8 .562  9 .519  8 .519 
9 .532  10 .606  9 .690 

10 .562  11 .704  10 .692 
11 .404  12 .626  11 .684 
12 .613  13 .627  12 .541 
13 .656  14 .637  13 .600 
14 .632  15 .708  14 .461 
15 .611  16 .577  15 .472 

      16 .746 
 

*Extraction method principal component analysis; only one component 
extracted; N=478 
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APPENDIX A10 
 

SCALE OF CHILD RISK (Final) 
 

\n¿t±-i-ßƒ 

\nß-fpsS hy‡n-]-c-amb {]iv\-ßfpw Ign-hn-√m-bva-Ifpw \nß-fpsS ]T-\sØ F{X-

am{Xw {]Xn-Iq-e-ambn _m[n-°p∂p F∂-Xns\ Ipdn-®p≈ {]kvXm-h-\-I-fmWv Xmsg 

X∂n-cn-°p-∂-Xv. Hmtcm {]kvXm-h-\bv°pw DØ-c-kq-Nn-I-bn¬ 5 DØ-c-ßƒ X∂n-

´p- v.  {]kvXm-h-\-I-tfm-tcm∂pw {i≤m-]q¿∆w hmbn®v Ah \nßsf kw_-

‘n®nStØmfw F{X-am{Xw icn-bm-sW-∂Xv DØ-c-kq-Nn-I-bn¬ (X) ASbmfw D]-

tbm-Kn®v tcJ-s∏-Sp-Øp-I. 

t]cv  :............................................................................................................... ¢mÊv :..................... 

 
1. Fsâ Akp-J-§fpw imco-cnI {]iv\-§fpw Fsâ ]T-\s¯ XS-Ê-s¸-Sp-

¯p-¶p. 

2. hyà-ambn kwkm-cn-¡m-\p-ff Ign-hn-Ãmbva F\n¡v ]e {]iv\-§fpw D−m-
¡p-¶p. 

3. ]T-\-]-c-amb {]iv\-§Ä ]cn-l-cn-¡m-\p-ff Ign-hn-Ãmbva Fsâ ]T-\s¯ 
{]Xn-Iq-e-ambn _m[n-¡p-¶p. 

4. \ncmi Fsâ hyàn, kvIqÄ Pohn-Xs¯ hf-sc -tam-i-ambn _m[n-¡p-¶p. 

5. F\n¡v {]iv\-§-fp-−m-Ip-t¼mÄ klmbn-¡m³ Bcp-anÃ F¶ tXm¶Â 
Fs¶ XfÀ¯p-¶p. 

6. hyà-am-b -e-£y-§Ä cq]o-I-cn-¡m-\p-ff Ign-hn-Ãmbva F\n¡v {]iv\-§-Ä 
D−m-¡p-¶p. 

7. {]iv\-§sf a\-Ên-em-¡m-\p-ff Ign-hn-Ãmbva Fs¶ ]pXnb {]iv\-§-fn-
te¡v \bn-¡p-¶p. 

8. `mhn PohnXw Zpcn-X-]qÀ®amsW¶ Nn´ Fs¶ `b-s¸-Sp-¯p-¶p. 

9. FÃm-h-cp-sS-IqsS Ccn-¡p-t¼mgpw Rm³ Hä-¡m-sW¶v tXm¶p-¶p. 

10. ]cn-{`aw -sIm−v ]e- Im-cy-§fpw Adn-ªn«pw Rm³ sXämbn sN¿p-¶p. 

11. FXnÀ enwK-¯n-ep-ff Bfp-I-fp-ambn kwkm-cn-¡m\pw CS-s]-Sm\pw F\n¡v 
t]Sn-bp-−v. 

12. AIm-c-W-amb `bw- Fsâ Pohn-Xs¯ {]Xn-Iq-e-ambn _m[n-¡p-¶p. 

13. Imcy-§Ä IrXy-ambn Bkq-{XWw sN¿m-\p-ff Ign-hn-Ãmbva Fsâ t\«-
§Ä¡v XS-Ê-am-Ip-¶p. 

14. kz´-am-bn- Hcp Imcyhpw sN¿m³ Ign-hnÃ F¶ tXm¶Â Fsâ PohnXw 
{]Xn-kÔn-bn-em-¡p-¶p. 
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15. Aip-`m]vXn hnizmkw Fsâ ]T-\s¯ tZmj-Icambn _m[n-¡p-¶p. 

APPENDIX A11 
 

SCALE OF FAMILY RISK (Final) 
 

\n¿t±-i-ßƒ 

Krlm-¥-co-£hpw amXm-]n-Xm-°-fpsS kz`m-h-co-Xn-Ifpw ]T-\-Øn¬ \nßƒ°v 

F{X-am{Xw _p≤n-ap-́ p-- -m°p∂p F∂-Xn-s\-∏-‰n-bp≈ {]kvXm-h-\-I-fmWv 

Xmsg X∂n-cn-°p-∂-Xv. Hmtcm {]kvXm-h-\bv°pw DØ-c-kq-Nn-I-bn¬ 5 DØ-c-

ßƒ X∂n-́ p- v. {]kvXm-h-\-I-tfm-tcm∂pw {i≤m-]q¿∆w hmbn®v Ah \nßsf 

kw_-‘n®nStØmfw F{X-am{Xw icn-bm-sW-∂Xv DØ-c-kq-Nn-I-bn¬ (X) 

ASbmfw D]-tbm-Kn®v tcJ-s∏-Sp-Øp-I. 
 
t]cv  :............................................................................................................... ¢m v :..................... 

 
1. amXm-]n-Xm-¡Ä Fsâ Imcy-§Ä {i²n-¡m-¯Xv Fs¶ am\-kn-I-ambn 

XfÀ¯p-¶p. 

2. amXm-]n-Xm-¡Ä X½n-ep-ff hg¡v Fs¶ hf-sc-b-[n-Iw thZ-\n-̧ n-¡p-
¶p. 

3. hoSn-\-I¯pw F\n¡v kpc-£n-X-Xz-t_m[w A\p-`-h-s -̧Sm-dn-Ã. 

4. c£n-Xm-¡-fnÂ \n¶v th−{X kvt\lw In«p-¶nÃ F¶v F\n¡v 
tXm¶m-dp-−v. 

5. amXm-]n-Xm-¡Ä F\n¡v ]T-\- ku-I-cy-§Ä Hcp¡n XcmdnÃ 

6. Zmcn{Zyw Fsâ ]T-\s¯ {]Xn-Iq-e-ambn _m[n-¡p-¶p. 

7. Fsâ IpSpw-_mw-K-§Ä X½nÂ am\-knI sFIy-ap-s−¶v F\n¡v 
tXm¶m-dn-Ã. 

8. KmÀlnI Imcy-§-fnÂ klmbw sNbvXv sImSp-¯-Xn-\p-ti-jta  
F\n¡v kvIqfn-se-¯m³ km[n-¡m-dp-f-fq. 

9. kvIqÄ hn«v ho«n-se-̄ nb tijw c£n-Xm-¡Ä GÂ¸n-¡p¶ tPmen-
IÄ sNbvX-Xn-\p-tijw hfsc sshInsb F\n¡v ]Tn-¡m³ ]äm-dp-f-
fq. 

10. hfsc tami-amb Hcp Krlm-´-co-£-amWv Ftâ-sX¶ Nn´ Fsâ ]T-
\s¯ kmc-ambn _m[n-¡p-¶p. 

11. Fsâ amXm-]n-Xm-¡-fp-ambn ZrV-amb am\-knI _Ôw F\n-¡n-Ã. 

12. amXm-]n-Xm-¡Ä R§Ä a¡-tfmSv ]£-]mXw ImWn-¡m-dp-−v. 

13. Fsâ IpSpw_mwK§-fpsS Nne ZpÈo-e-§Ä Fsâ ]T-\s¯ {]Xn-Iq-
e-ambn _m[n-¡p-¶p. 

14. \sÃmcp hoSnÃ F¶ Nn´ Fs¶ thZ-\n-¸n-¡p-¶p. 

15. aZy-]m-\n-bmb ]nXmhv F\n¡v \nc-h[n {]iv\-§-fp-−m-¡p-¶p. 
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16 hnhml_Ôw thÀs¸-Sp-¯nb amXm-]n-Xm-¡Ä Fsâ henb thZ-\-
bm-Wv. 

 



 413  Fostering  Academic Resilience 

APPENDIX A12 
 

SCALE OF SCHOOL RISK (Final) 
 

\n¿t±-i-ßƒ 

A[ym-]-I-cp-sSbpw kl-]m-Tn-I-fp-sSbpw s]cp-am-‰-co-Xn-Ifpw kvIqƒ A¥-co-£hpw 

\nß-fpsS ]T-\sØ {]Xn-Iq-e-ambn _m[n-°p-∂pt- m F∂-Xn-s\-°p-dn-®p≈ {]kvXm-

h-\-I-fmWv Xmsg X∂n-cn-°p-∂-Xv. Hmtcm {]kvXm-h-\bv°pw DØ-c-kq-Nn-I-bn¬ 5 

DØ-c-ßƒ X∂n-´p- v. {]kvXm-h-\-I-tfm-tcm∂pw {i≤m-]q¿∆w hmbn®v Ah \nßsf 

kw_-‘n®nStØmfw F{X-am{Xw icn-bm-sW-∂Xv DØ-c-kq-Nn-I-bn¬ (X) ASbmfw 

D]-tbm-Kn®v tcJ-s∏-Sp-Øp-I. 
t]cv  :............................................................................................................... ¢mÊv :..................... 

 
1. A[ym-]-IÀ Fs¶ {i²n-¡p-¶nÃ F¶ Nn´ Fsâ ]T-\s¯ {]Xn-Iq-e-

ambn _m[n-¡p-¶p. 

2. A[ym-]-IÀ¡v Fs¶-¡p-dn¨v \Ã {]Xo-£-bnÃ Fs¶-\n¡v tXm¶m-dp-−v. 

3. kvIqÄ PohnXw F\n¡v Zp:Êl-am-Wv. 

4. kwi-b-§Ä A[ym-]-ItcmSv tNmZn-¡p-¶-Xv sIm−v Ft¶mSv A[ym-]-IÀ¡v 
hntcm-[-ap-−v. 

5. Fsâ kl-]m-Tn-IÄ F¶ Hä-s¸-Sp-¯m-dp-−v. 

6. kl-]m-Tn-Isf At]-£n¨v ]mTy-]m-tTy-Xc hnj-b-§-fnÂ Rm³ ]n¶n-em-
sW¶ t_m[w Fs¶ hnj-an-¸n-¡p-¶p. 

7. Fsâ ho«nÂ BVw-_c hkvXp-¡-fn-Ã F¶-Xv sIm−v Fs¶ kl-]m-Tn-
IÄ Ifn-bm-¡m-dp-−v. 

8. Fsâ imco-cnI sshI-ey-§sf kl-]m-Tn-IÄ Ifn-bm-¡p-¶Xv F\n¡v thZ-
\-bp-−m-¡p-¶p. 

9. kvIqÄ A´-co£w F\n¡v thZ-\m-P-\-Ihpw shdp-¸p-−m-¡p-¶-Xp-amb 
A\p-`-h-§Ä Xcp-¶p. 

10. Fsâ A[ym-]-IÀ Fs¶ Ah-K-Wn-¡m-dp-−v. 

11. ¢mÊnÂ A`n-{]m-b-§Ä ]d-bm³ F\n¡v kzmX-{´y-an-Ã. 

12. ]co-£-I-fnÂ e`n-¡p¶ Xmgv¶ t{KUp-IÄ Fsâ ]n¶o-Sp-ff ]T-\s¯ 
{]Xn-Iq-e-ambn _m[n-¡p-¶p. 

13. kvIqfnÂ Fsâ {]iv\-§Ä Xpd¶v ]d-bm³ Bcp-an-Ã. 

14. Fsâ ho«nÂ \n¶pw- kvIq-fn-te-¡p-ff bm{X F\n¡v {]bm-k-ap-−m-¡p-¶p. 

15. Rm³ Pohn-¡p¶ Npäp]m-Sp-I-fnÂ \n¶v F\n¡v ]e {]iv\-§fpw D−m-Ip-
¶p. 

16. Fsâ _Ôp-¡Ä¡p-ff Nne tcmK-§Ä aqew s]mXp Øe-§-fnepw 
kvIqfnepw ad-dp-f-f-hÀ Fs¶ Hä-s¸-Sp-¯p-¶p. 



 Appendices 414



 415  Fostering  Academic Resilience 

DEPARTMENT OF EDUCATION 
UNIVERSITY OF CALICUT 

 
SCALE OF WITHIN-CHILD PROTECTIVE 

FACTORS 

 
Dr. Abdul Gafoor, K.        Neena. K Kottalil 
Associate Professor in Education      Research Scholar 
 
 
 Ip«n-I-fpsS ]T-\-s¯bpw Pohn-X-s¯bpw _m[n-¡p¶ Bdp-Xcw Ign-

hp-Isf Af-¡p¶ Hcp am\-I-am-Wn-Xv.  tkmjyÂ tImw]o-ä³kv, t{]m_vfw 

tkmÄhnwKv kvInÂ, {In«n-¡Â tIm¬jy-kvs\-Êv, Hmt«m-W-an, sk³kv 

Hm^v ]À]-kv, ]nbÀ kt]mÀ«v F¶n-h-bmWv taÂ]-dª Bdp Ign-hp-IÄ.  

Hmtcm Xc-¯n-epÅ Ign-hp-Ifpw kz`m-h-§fpw {]tXy-I-ambn Af-¡p-¶-Xn-

\pÅ D]-am-\-I-§Ä CXnÂ DÄs¸-Sp-¶p.  Hmtcm Xc-¯n-epÅ Ign-hp-IÄ 

Adn-bp-¶-Xn\v Hmtcm D]-am-\-Ihpw {]tXyIw {]tXy-I-amtbm, Ch Bdpw 

H¶nt¨m D]-tbm-Kn-¡m-hp-¶-Xm-Wv.  Hmtcm Xc-̄ nÂs¸« Ign-hp-IÄ¡pw 

{]tXyIw amÀ¡v \ÂtI-−-Xm-Wv.  15 apXÂ 30 an\p«v hsc \ÂIm-hp-¶-Xm-

Wv.   

 

 Scale of within-child protective factors is meant to measure six types 

of competencies viz., Social Competence, Problem Solving Skill, Critical 

Consciousness, Autonomy, Sence of Purpose and Peer Support which affect 

the learning and life (academic life) of the students.  The scale is designed to 

measure the six competencies separetely.  In order to measure the 

competencies, one can administer each scale separately or in combination.  

Care should be taken to assign separate score to each competent area.  15 to 

30 minutes can be provided for classroom administration.   
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-APPENDIX B1 

SCALE OF SOCIAL COMPETENCE (Draft) 
 
\n¿t±-i-ßƒ 

kvIqfnsebpw ho´n-sebpw {]h¿Ø-\-ß-fn¬ icn-bmbn CS-s]-´p-sIm- v hnPbw 

t\Sm-\p≈ \nß-fpsS Ign-hp-ambn _‘-s∏´ {]kvXm-h\IfmWv Xmsg sImSp-Øn-cn-

°p-∂-Xv.  Ah-bn-tem-tcm∂pw {i≤m-]q¿∆w hmbn®v AXn\p t\sc sImSp-Øn-cn-°p∂ 

DØ-c-ß-fn¬ \nßƒ°v G‰hpw A\p-tbm-Py-am-b-Xn\v apI-fn¬ "icn' ( ) AS-bmfw 

tcJ-s∏-Sp-Øp-I. 

 

t]cv  :............................................................................................................... ¢mÊv :..................... 

1 ]-T-\-Im-cy-§-fnÂ kplr-¯p-¡-fpsS Adn-hpw 
an-Ihpw Bh-iy-¯n\v D]-tbm-K-s¸-Sp-¯m-\p-ff 
Ignhv 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

2 A[ym-]-I-cpsS Adn-hp-IÄ ¢mÊv ka-b¯pw 
AÃm-¯-t¸mgpw D]-tbm-K-s¸-Sp-¯m-\p-ff 
{]m]vXn 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

3 Hmtcm Imcyhpw AXmXv ka-b¯v sNbvX 
XoÀ¡m³ IpSpw-_mw-K-§-fpsS klmbw tXSm-
\p-ff Ignhv 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

4 ¢mÊnÂ F\n-¡p-−m-Ip¶ kwi-b-§Ä  
At¸mÄ Xs¶ A[ym-]-I-tcmSv tNmZn¨v a\-kn-
em-¡m-\p-ff tijn. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc Ipd-
hmWv/CÃ  

5 ]T\ hkvXp-¡Ä (Nn-{X-§Ä, ]{X I«n-§p-IÄ, 
aäp tiJ-c-W-§Ä) Is−-¯p-¶-XnÂ aäp-f-f-
h-cpsS klmbw e`y-am-¡m-\p-ff-- I-gnhv 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

6 hoSpw ¢mkv apdnbpw {Ia-ambpw hr¯n-bmbpw 
kq£n-¡m-\p-ff {]m]vXn 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

7 ¢mkv dqanepw ho«nepw Fsâ {]hÀ¯-\-§Ä 
ASp¡pw Nn«bp-ambn sIm−v t]mIm-\p-ff 
tijn 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

8 IpSpw-_mw-K-§-tfmSv ]T\ kw_-Ô-amb Imcy-
§Ä Xpd¶v ]dbm\p-ff Ignhv.  

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

9 Fsâ {]tXyI Ign-hp-IÄ ]T\ kw_-Ô-amb 
Imcy-§-fnÂ ]c-am-h[n {]I-Sn-¸n-¡m-\p-ff 
tijn  

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

10 kaq-l-¯nÂ \S-¡p¶ Imcy-§Ä hni-I-e\w 
sN¿m-\p-ff Ignhv. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

11 s]s«¶v Hcp {]iv\w t\cn-tS−n hcp-t¼mÄ 
IqsS-bp-f-f-h-cpsS klm-b-t¯msS AXv ]cn-
lcn¡m\p-ff {]m]vXn. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  
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12 A]cn-Nn-X-tcmSv kwkm-cn-¡m\pw CS-]-g-Im-\p-ap-
ff `bw 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

13 kvIqÄ thZn-I-fnÂ Fsâ {]mhoWyw {]I-
Sn¸n¡m\p-ff Ignhv. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

14 aäp-f-f-h-cpsS {]iv\-§-f-dn-ªmÂ F¶mÂ 
Ignbpw hn[w ]cn-lm-c -amÀ¤-§Ä \nÀt±-in-
¡m-\p-ff {]m]vXn. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

15 aäp-f-f-h-cpsS hnP-b-§-fnÂ Ahsc A`n-\µn-
¡m-\p-ff Ignhv. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

16 aäp-f-f-h-cpsS {]iv\-§sf Ah-K-Wn-¡m-\p-ff 
Ignhv. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

17 ¢mkvdqw NÀ¨-IÄ, skan-\m-dp-IÄ, s{]mPIvSv 
hÀ¡p-IÄ F¶n-h-bnÂ th−{X ]s¦-Sp-¡m-\p-
ff tijn. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

18 \nXyhpw ]{Xw hmbn-¡p¶ ioew.   : \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc Ipd-
hmWv/CÃ 

19 a\-kn-ep-ff Imcy-§Ä hyà-ambn aäp-f-f 
htcmSv ]d-bm-\p-ff Ignhv. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

20 skan-\m-dp-IÄ Ah-X-cn-¸n-¡p-t¼mÄ `mj  DNn-
X-ambn D]-tbm-Kn-¡m-\p-ff Ignhv. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc Ipd-
hmWv/CÃ 

21 hyà-ambn kwkm-cn-¡m-\p-ff Ignhv.  : \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 
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APPENDIX B2 
 

SCALE OF PROBLEM SOLVING SKILL (Draft) 
 

\n¿t±-i-ßƒ 

]mTy-]mtTy-X-c-{]-h¿Ø-\-ß-fp-ambn _‘-s∏´v t\cn-tS-- n-h-cp∂ {]iv\-ßsf hy‡-

ambn a\- n-em°n Ah ]cn-l-cn-°m-\p≈ \nß-fpsS Ign-hp-I-sf-°p-dn-®p≈ {]kvXm-

h-\-I-fmWv Xmsg X∂n-cn-°p-∂-Xv. Ah-bn-tem-tcm∂pw {i≤m-]q¿∆w hmbn®v AXn\p 

t\sc sImSp-Øn-cn-°p∂ DØ-c-ß-fn¬ \nßƒ°v G‰hpw A\p-tbm-Py-am-b-Xn\v apI-

fn¬ "icn' ( ) AS-bmfw tcJ-s∏-Sp-Øp-I. 

 

t]cv  :............................................................................................................... ¢mÊv :..................... 

1 ]T-\-]-c-ambn F\n-¡p-−m-hp¶ {]iv\ 
§sf¡pdn¨v Nn´n-¡m-\p-ff tijn. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

2 ¢mkvdq-anÂ sh¨v ]mTyhpw ]mtTy-X-c-hp-amb 
{]iv\-§Ä t\cn-tS−n hcp-t¼mÄ AXv hyà-
ambn a\-kn-em-¡m-\p-ff Ignhv. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

3 Hmtcm ]mTy-hn-j-bhpw ]Tn-¡m³ F\n-¡p-ff 
Gähpw {][m-\s¸« {]iv\-sa-´m-sW¶v a\-kn-
em¡m\pff {]m]vXn. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

4 ]co-£-I-fnÂ amÀ¡v Ipd-bp-t¼mÄ F´p-sIm-
−mWv A§-s\ -kw-`-hn-¨-sX¶v Nn´n-¡m-\p-ff 
tijn. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

5 {]iv\-]-cn-lm-c-¯n-\mbn Nn«-bmb Hcp ¹m³ X¿m-
dm-¡m-\p-ff {]m]vXn. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

6 ]T-\-]-c-ambn ap³Iq«n Xocp-am-\n-¡p¶ Imcy-
§Ä {]mhÀ¯n-I-am-¡m-\p-ff Ignhv. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

7 ]T-\-]-c-amb henb {]iv\-§Ä ]cn-l-cn-¡m³ 
bmYmÀ°y t_m[-t¯m-sS-bp-ff Hcp cq]tcJ 
a\-ÊnÂ ImWm-\p-ff tijn. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

8 ]T-\-]-c-ambn F\n-¡p-−m-hp¶  _p²n-ap-«p-IÄ
 Hgn-hm-¡m³ AXmXv ka-b¯v A[ym-]-I-
cpsS klmbw tXSm-\p-ff Ignhv. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

9 ]T-\-]-c-amb kwi-b-§Ä Zqco-I-cn-¡m³ hnhn[ 
am[y-a-§Ä D]-tbm-Kn-¡m-\p-ff tijn. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
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 hmWv/Xosc Ipd-
hmWv/CÃ  

10 ]T-\-]-c-ambn F\n-¡p-−m-Ip¶ {]iv\-§Ä ]cn-
l-cn-¡m³ IpSpw-_mw-K-§-fpsS klmbw D]-tbm-
K-s¸-Sp-¯m-\p-ff Ignhv. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

11 {]iv\-]-cn-lm-c-¯n-\mbn ]e hgn-I-sf-¸än Nn´n-
¡m-\p-ff tijn. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

12 kaq-l-¯nse \· Xn·-I-sf-¸än Nn´n-¡m-\p-ff 
tijn. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ 

13 {]iv\ ]cn-lm-c-¯n-\mbn ]pXp-a-bmÀ¶ hgn-IÄ 
kzoI-cn-¡m-\p-ff {]m]vXn. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ 

14 kvIqfnÂ t\cn-Sp¶ {]iv\-§sf hnaÀi\mß-I-
ambn kao-]n-¡m-\p-ff Ignhv. 
 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ 

15 kÀKm-ß-I-amb Fsâ Ign-hp-Isf ]T-\-¯nÂ 
D]-tbm-K-s¸-Sp-¯m-\p-ff tijn 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ 

16 Xocp-am-\-§Ä FSp-t¡− kµÀ`-§-fnÂ Ahsb 
hyà-ambpw IWn-i-ambpw hni-I-e\w sN¿msX 
At¸mÄ tXm¶p¶  Hcp Xocp-am\w ssIs¡m-f-
fp¶ ioew. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ 

17 ]T-\-¯nsâ `mK-ambn kÀKm-ß-I-amb Ign-hp-IÄ 
hfÀ¯n-sb-Sp-¡m-\p-ff tijn. 
 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ 
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- APPENDIX B3 

SCALE OF CRITICAL CONSCIOUSNESS (Draft) 
 

\n¿t±-i-ßƒ 

kvIqfnepw s]mXp-ÿ-e-ß-fnepw sh®v kw`-hn-°m-\n-S-bp≈ {]iv\-ßsf ap≥Iq´n 

a\- n-em-°m-\p≈ \nß-f-psS [mc-W-bp-ambn _‘-s∏´ {]kvXm-h-\-I-fmWv Xmsg 

X∂n-´p-≈-Xv. Ah-bn-tem-tcm∂pw {i≤m-]q¿∆w hmbn®v AXn\p t\sc sImSp-Øn-cn-

°p∂ DØ-c-ß-fn¬ \nßƒ°v G‰hpw A\p-tbm-Py-am-b-Xn\v apI-fn¬ "icn' ( ) 
AS-bmfw tcJ-s∏-Sp-Øp-I. 

t]cv  :............................................................................................................... ¢mÊv :..................... 

1 ]T-\-]-c-ambn Rm³ t\cn-Sp-¶ -{]-iv\-§-sf- Ip-dn-
¨p-ff [mc-W. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

2 kvIq-fnÂ sh¨v GsXÃmw Xc-¯n-ep-ff {]bm-k-
§Ä kw`-hn-¡m-sa-¶-Xn-s\-¡p-dn-¨p-ff Ah-
t_m[w. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

3 kvIqfn-te-¡p-ff bm{X-¡n-S-bnÂ aäp-f-f-h-cnÂ 
\n¶pw D−m-Im-\n-S-bp-ff iey-§-sf-¸-än-bpff 
t_m[w. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

4 kvIqfnepw s]mXp-Ø-e-§-fnepw Hfn-ªn-cn-¡p¶ 
A]-I-S-§-sf-¸-än-bp-ff [mcW. 
 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

5 Fsâ Ign-hp-I-sfbpw Ign-hn-Ãm-bva-I-sfbpw Ipdn-
¨p-ff Adnhv. 
 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

6 Npäp-]m-Sp-I-fnÂ \n¶v hcm-\n-S-bp-ff tcmK-
§sf¡pdn-¨p-ff [mcW. 
 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

7 Rm³ ]men-t¡− BtcmKy ioe-§-sf-¸-än-bp-
ff Ah-t_m[w. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

8 Ifn-IÄ¡n--S-bnÂ A]-I-S-§Ä kw`-hn-¡m-Xn-cn-
¡m-\p-ff ap³Icp-X-ep-IÄ FSp-t¡-−-Xns\¸än-
bp-ff t_m[w. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

9 A]-cn-Nn-X-cmb Bfp-I-tfmSv F§s\ CS-s]-
SWsa¶-Xn-s\-¡p-dn-¨p-ff [mcW. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

10 Fsâ _Ôp-¡fpw AbÂ¡mcpw F¶nÂ AanX : \¶mbn D−v/Gsd-
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kzmX{´yw FSp-¯m-ep-−m-hp¶ ^e-s¯-¸-än-bp-
ff t_m[w. 

¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

11 A]-cn-Nn-X-tcmSv kwkm-cn-¡p-t¼mÄ hyàn-]-c-
amb Imcy-§Ä Xpd¶p ]d-ªm-ep-−m-hp¶ 
Imcy-§sf ]än-bp-ff Adnhv. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

12 Fsâ c£n-Xm-¡sf Adn-bm-sa¶v ]dªv hcp¶ 
A]-cn-Nn-Xsc ]qÀ®-ambn hniz-kn-¨mÂ 
AsXs¶ F§s\ _m[n¡psa-¶-Xns\ Ipdn-¨p-
ff  Ah-t_m[w. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ 

-APPENDIX B4 

SCALE OF AUTONOMY  (Draft) 

\n¿t±-i-ßƒ 

]T-\-{]-h¿Ø-\-ßƒ kzbw sNbvXp-Xo¿°m-\p≈ \nß-fpsS hnizm-k-hp-ambn _‘-

s∏´ {]kvXm-h-\-I-fmWv Xmsg sImSp-Øn-´p-≈-Xv. Ah-bn-tem-tcm∂pw {i≤m-]q¿∆w 

hmbn®v AXn\p t\sc sImSp-Øn-cn-°p∂ DØ-c-ß-fn¬ \nßƒ°v G‰hpw A\p-tbm-

Py-am-b-Xn\v apI-fn¬ "icn' ( ) AS-bmfw tcJ-s∏-Sp-Øp-I. 

 

t]cv  :............................................................................................................... ¢mÊv :..................... 

 

1 ]T-\hpambn _Ô-s¸« skan-\m-dp-IÄ, 
Assk³saâp-IÄ F¶nh aäp-f-f-h-cpsS 
klm-b-an-ÃmsX sN¿m-sa¶ tXm¶Â. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

2 ]T\ {]hÀ¯-\-§-fnÂ icn-bmbn CS-s]-«p-
sIm−v ]mTy-hkvXp hyàambn a\-kn-em-¡-W-
sa¶ hnNm-cw. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

3 ¢mknÂ \n¶v ]Tn¨ Imcy-§sf¡pdn¨v ]co-
£W§Ä sN¿m-sa¶ hnizmkw. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

4 ]T\ {]h-À-¯-\-§-fpsS {]m[m\yw a\-kn-em¡n 
Fsâ _p²n-]-c-amb Ign-hp-IÄ ]c-am-h[n D]-
tbm-Kn-¡-W-sa¶ tXm¶Â. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

5 \ntXy\ ¢mknÂ ]Tn-¸n-¡p¶ Imcy-§Ä kz{]-
b-Xv\-t¯msS kzmb-¯-am-¡-W-sa¶ hnNmcw. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

6 ZpÈo-e-§-fnÂ \n¶pw t_m[-]qÀÆw Hgnªp 
\nÂ¡-W-sa¶ tXm¶Â. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

7 aäp-f-f-h-cpsS tami-amb {]hÀ¯-\-§Ä Fs¶ 
hÃmsX _m[n-¡p-sa¶ hnNm-cw. 

 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

8 ]T\ e£y-§Ä kzbw Xoc-p-am\n¡m³ Ign-bp- : \¶mbn D−v/Gsd-¡psd 
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sa¶ hnizmkw. D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

9 {]-bmk-ta-dnb ]mT-`m-K-§Ä ]Tn-¡msX Hgn-
hm¡Wsa¶ tXm¶Â.  

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

10 Iq«pIm-cp-sam¯v Ifn-¡pt¼mÄ D−m-Ip¶ 
XÀ¡-§Ä ]cn-l-cn-¡m-\p-ff Fsâ {iaw hnP-
bn-¡p-sa¶ hnNm-cw. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  
 
 
 

11 ITn\ {]bXv\w \s½ hnP-b-¯n-te¡v \bn-¡p-
sa¶ hnizmkw. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

12 ¢mknÂ \n¶pw ]Tn¨ Imcy-§sf¡pdn¨v  
IqSp-XÂ hnh-c-§Ä tiJ-cn-¡-W-sa¶ 
tXm¶Â. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

13 k¦oÀ®-amb ]mT-`m-K-§Ä ]Tn-¡m³ {ian-¡-
Wsa¶ hnNmcw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

14 F{X Xs¶ {ian-¨mepw `mKy-an-sÃ-¦nÂ H¶pw 
t\Sm³ Ign-bnÃ F¶ tXm¶Â. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

15 ]mT-`m-K-§Ä hyà-ambn ]Tn-¨n-«p-s−-¦nepw 
]co£ \¶mbn Fgp-Xm³ Ign-b-W-sa-¶nÃ 
F¶ tXm¶Â. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

16 ]T\ {]hÀ¯-\-§fnÂ \¶mbn ]s¦-Sp-¡m³ 
B{K-ln-¡p-t¼mÄ A\p-Iqe kml-N-cy-§Ä 
D−m-h-W-sa-¶nÃ F¶ hnNm-cw. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

17 skan-\m-dp-IÄ \¶mbn X¿m-dm¡n h¶mepw 
FtâX-Ãm¯ ImcW-§Ä sIm−v \Ã coXn-
bnÂ A-hX-cn-¸n-¡m³ km[n-¡n-sÃ¶ hnNmcw. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

18 Fsâ Npäp-]m-Sp-I-fnÂ Bh-iym-\p-k-cWw 
amäw hcp-¯m³ Ign-bp-sa¶ tXm¶Â. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

19 A[ym-]-Icpw IpSpw-_mw-K-§fpw GÂ¸n-¡p¶ 
IS-a-IÄ kzbw sN¿m-\p-ff {]m]vXn-bp-s−¶ 
hnizm-kw. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

20 CjvS-ap-ff ]e Imcy-§fpw sN¿m³ Ign-hnÃ 
F¶ tXm¶Â. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 
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- APPENDIX  B5 

SCALE OF SENSE OF PURPOSE (Draft) 
\n¿t±-i-ßƒ 

 

hnZym-`ym-k-hp-ambn _‘-s∏´ e£y-ßƒ cq]o-I-cn-°m\pw Ah t\Sn-sb-Sp-°p-hm-\p-

ap≈ \nß-fpsS A`n-em-j-hp-ambn _‘-s∏´ {]kvXm-h-\-I-fmWv Xmsg X∂n-´p-≈-Xv. 

Ah-bn-tem-tcm∂pw {i≤m-]q¿∆w hmbn®v AXn\p t\sc sImSp-Øn-cn-°p∂ DØ-c-ß-

fn¬ \nßƒ°v G‰hpw A\p-tbm-Py-am-b-Xn\v apI-fn¬ "icn' ( ) AS-bmfw tcJ-s∏-

Sp-Øp-I. 

t]cv  :............................................................................................................... ¢mÊv :..................... 

1 Fsâ kvIqÄ Pohn-X-hp-ambn _Ô-s¸«v IrXy-
amb e£y-§Ä cq]o-I-cn-¡-W-sa¶ t_m[w. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

2 Fsâ ]T\ {]hÀ¯-\-§Ä Xzcn-X-s¸-Sp-
¯m\pw ]qÀW-X-bn-se-¯n-¡m-\p-ap-ff e£y-
§Ä X¿m-dm-¡m-\p-ff Adn-hv. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

3 ]mTy-hn-jbw GXm-bmepw A[ym-]-IÀ ¢msk-Sp-
¡p-t¼mÄ Rm³ t\tS− e£y-§Ä a\-knÂ 
ImWm-\p-ff t_m[w. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

4 ]co-£-I-fnÂ \Ã t{KUpIÄ t\S-W-sa¶ Dt±-
iyw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

5 kl-]m-Tn-I-tf-¡mÄ anI¨ {]I-S\w Imgv¨ 
sh¡-W-sa¶ A`nemjw  
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

6 ]mTy-]m-tTy-Xc hnj-b-§-fn-ep-ff Fsâ  Ign-hp-
Isf ap³ \nÀ¯n A[ym-]-IÀ CjvS-s¸-Sp¶
  Hcp hnZymÀ°n-bm-hm-\p-ff at\m-`mhw. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

7 hnZym-`ym-k-]-c-ambn DbÀ¶ Øm\-s¯-¯m-\p-
ff AXn-bmb tamlw. 

 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

8 ]Tn¨v \sÃmcp tPmen-bn-se-¯m-\p-ff A`n-
emjw.  
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

9 hnZym-`ym-k-¯n-eqsS kaq-l-¯nse am\y-amb 
Hcp ]Z-hn-bn-se-¯m-\p-ff AXn-bmb B{Klw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

10 ]T-\-hp-ambn _Ô-s¸«v cq]o-I-cn-¡p¶ e£y-
§Ä kzmb¯am¡m³ ]cn-{i-an-¡p¶ kz`mhw 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

11 hnZym-`ym-k-]-c-ambn apt¶-dm-\p-ff kzbw 
t{]cW    
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  
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12 hnZym-`ym-k-¯n-eqsS DbÀ¶ aqey-§Ä 
kzmb¯am¡m³ ]cn-{i-an-¡p¶ kz`mhw .
   

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

13 A[ym-]-IÀ \ÂIp¶ ]mTm-\p-_Ô 
{]hÀ¯\§Ä anI-hp-ä-Xm-¡m³ ]cn-{i-an-¡-
W-sa¶ t_m[w. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

14 ]mTy-h-kvXp-¡Ä BZy-hm-b-\-bnÂ a\-kn-
embnsÃ¦nÂ AXv a\-kn-em-¡m³ IqSp-XÂ 
kabw sNe-h-gn-¡m-\p-ff at\m-`m-hw. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

15 F\n¡v _p²n-ap-«p-ff ]mT-`m-K-§Ä Ønc {]b-
Xv\-¯n-eqsS a\-kn-em-¡m-\p-ff hnth-Iw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

16 hnZym-`ymkw Fsâ PohnX \ne-hmcw 
DbÀ¯psa¶ {]Xo£. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

17 Hmtcm Znh-khpw kvIqfnÂ \n¶v ]pXnb Imcy-
§Ä ]Tn-¡m-sa¶ {]Xo£. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

18 Hmtcm ]T\ {]hÀ¯-\hpw Fsâ Adnhv hÀ²n-
¸n¡pw F¶ ip`m]vXn hnizmkw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

19 _p²n-ap-«p-ff ]mT-`m-K-§Ä Fsâ ]T-\s¯ 
{]Xn-Iq-e-ambn _m[n¡psa¶ at\m-`mhw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

20 Fsâ hnZym-`ym-k-¯n-eqsS Fsâbpw IpSpw-
_mw-K-§-fp-sSbpw PohnX \ne-hmcw Dbcpsa¶ 
ip`{]-Xo£. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

21 ]co-£-IÄ¡v t]mIp-t¼mÄ {]mÀ°n-¡p¶ 
ioew. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

22 ]Tn¨v \Ã \ne-bn-se-¯m-sa¶ Fsâ {]Xo-
£¡v {]mÀ°\ Dd¸p Iq«p-sa¶ at\m-`mhw. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 
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-- APPENDIX  B6 
 

SCALE OF PEER SUPPORT (Draft) 
 

\n¿t±-i-ßƒ 

kl-]m-Tn-I-fp-ambpw hnZym-̀ ym-k-{]-h¿Ø-\-ß-fp-ambpw kl-I-cn®v Hcp \√ 

hnZym¿∞n-bm-hm-\p≈ \nß-fpsS XmXv]-cy-hp-ambn _‘-s∏´ {]kvXm-h-\-I-fmWv 

Xmsg sImSp-Øn-´p-≈-Xv. Ah-bn-tem-tcm∂pw {i≤m-]q¿∆w hmbn®v AXn\p t\sc 

sImSp-Øn-cn-°p∂ DØ-c-ß-fn¬ \nßƒ°v G‰hpw A\p-tbm-Py-am-b-Xn\v apI-fn¬ 

"icn' ( ) AS-bmfw tcJ-s∏-Sp-Øp-I. 

 

t]cv  :............................................................................................................... ¢mÊv :..................... 

 

1 Fsâ kl-]m-Tn-Isf GXv ka-b¯pw klm-
bn-¡m-\p-ff at\m-`mhw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

2 ¢mkv t\cn-Sp¶ {]iv\w ]cn-l-cn-¡p-¶-Xn\v 
Ftâ-Xmb kw`m-h\ \ÂIm-\p-ff 
XmÂ]cyw. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

3 kl-]m-Tn-I-fp-ambn kl-I-cn¨v t]mIm-\p-ff 
k¶-²X. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

4 \nkm-c-Im-cy-§Ä¡v kl-]m-Tn-I-fp-ambn hg-
¡nSpIbpw Ipäw ]d-bp-Ibpw sN¿p¶ 
ioew. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

5 kl-]m-Tn-IÄ¡p-−m-Ip¶ {]Xn-Iqe PohnX 
kml-N-cy-§sf XcWw sN¿m³ klm-bn-¡-
W-sa¶ at\m-`mhw. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

6 kl-]m-Tn-I-fpsS {]iv\-§Ä Ftâ-sX¶ 
t]mse ImWm\pw ]cn-l-cn-¡m\pw 
BßmÀ°-ambn {ian-¡p¶ ioew. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

7 hnZym-`ym-k-]-c-amb {]hÀ¯-\-§-fnÂ ]s¦-
Sp-¡m-\p-ff Xmev]cyw. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

8 ipNnXz Imcy-§-fn-ep-ff {i².  : \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

9 IrXy-\njvT ]men-¡p¶ ioew.  : \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

10 kl-]m-Tn-I-fpsS KpW-§sf _lp-am-\n-¡m-
\p-Å at\m-`mhw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  
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11 hnZym-`ymk Imcy-§-fnÂ BßmÀ°-ambn 
]s¦-Sp-¡p¶ ioew. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

12 kaql \·-¡mbn ]e Imcy-§fpw sN¿-W-
sa¶ B{K-lw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

13 Hcp ]uc-s\¶ \ne-bnÂ Fsâ Ah-Im-i-
§sfIpdn-¨p-ff Ah-t_m[w. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

14 kvIqfnsâ \·-¡mbn \S-¯p¶ ]cn-]m-Sn-I-
fnÂ  ]s¦-Sp-¡m-\p-ff k¶-²-X. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

15 F\n¡v {]mho-Wy-ap-ff hnj-b-§Ä aäp-f-f-
hÀ¡v ]Tn-¸n¨p sImSp-¡m-\p-ff XmXv]cyw. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

16 {Kq¸p-I-fmbncp¶v ]Tn-¡m-\p-ff XmXv]cyw. : \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

17 ]T\ {]hÀ¯-\-§-fnÂ kl-]m-Tn-I-tfmSv 
]c-am-h[n kl-I-cn-¡p¶ ioew. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

18 Iem-Im-bnI aÕ-c-§-fnÂ ]s¦-Sp-¡m-\p-ff 
XmXv]cyw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

19 ]mTy-]m-tTy-Xc hnj-b-§-fnÂ \Ã \ne-hmcw 
]peÀ¯m-\p-ff ]cn{iaw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

20 Nn{Xw hc-¡m\pw IYbpw Ihn-Xbpw Fgp-
Xm-\p-ap-ff XmXv]cyw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 
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-APPENDIX B7 
SCALE OF SOCIAL COMPETENCE (Draft) 

Instructions  

The following statements are on your competence to achieve success by adequately 
involving in the activities in school and home.  Read all the statements carefully and 
put tick ( ) mark on the most suitable answer for you, by choosing from those 
provided along with the statements. 

Name: ................................................................................... Class: ............................. 

1 The ability to utilize the knowledge and 
competencies of friends in my learning 
processes. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

2 The capacity to utilize the expertise of 
teachers in and out of the class time. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

3 The ability to seek the help of family 
members to complete my works timely. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

4 The ability to clear my doubts on the spot in 
the class. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

5 The ability to utilize help of others to find 
out learning aids like pictures, news paper 
cuttings and others. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

6 The capacity to keep the home and 
classroom ordered and neat. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

7 The capability to systematically carry out my 
works in classroom and home. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

8 The ability to freely open up the academic 
matters to family members. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

9 Skill to maximally manifest my special 
abilities in academics. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 
 

10 The ability to analyze the social issues. : Have very much/more or 
less/ have less/have very 
less/ do not have 

11 The competency to solve the unexpected 
problems with the help of others. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

12 The fear to talk and interact with strangers. : Have very much/more or 
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less/ have less/have very 
less/ do not have 

13 The capacity to manifest my talents on 
school stage. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

14 The ability to suggest the remedial measures 
to others when they open up their problems. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

15 The ability to appreciate others on their 
achievements. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

16 The ability to neglect the problems of others 
if need be. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

17 The ability to properly participate in 
classroom discussions, seminars, and project 
works. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

18 The habit of reading the news papers daily. : Have very much/more or 
less/ have less/have very 
less/ do not have 

19 Ability to speak out clearly to others about 
the things in my mind. 

: Have very much/more or 
less/have less/have very less/ 
do not have 

20  The ability to use language appropriately 
while presenting the seminars. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

21 The ability to speak clearly.   : Have very much/more or 
less/ have less/have very 
less/ do not have 
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-APPENDIX B8 
SCALE OF PROBLEM SOLVING SKILL (Draft) 
 

Instructions  

The following statements are related with your skill in comprehending and solving 
the problems both in the academic and non-academic matters. Read all the 
statements carefully and put tick ( ) mark on the most suitable answer for you, by 
choosing from those provided along with the statements. 

Name  :................................................................................Class :..................... 

1 The competency to think about my academic 
problems. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

2 The ability to clearly understand both the 
academic and non-academic problems 
confronted in the class. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

3 The ability to understand my most important 
problem in learning each subject. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

4 The ability to analyze the reason for securing 
low scores in exams. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

5 The competency to prepare a systematic plan 
to solve a problem. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

6 The ability to implement academic plants. : Have very much/more or 
less/ have less/have very 
less/ do not have 

7 The ability to formulate a realistic mental 
sketch to solve major academic problems. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 
 

8 The ability to seek timely help from teachers 
to avoid my academic difficulties. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

9 The competency to utilize media to clarify 
academic doubts. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

10 The ability to utilize the familial help to 
solve my academic problems. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 
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11 The competency to think multiple ways for 
problem solution. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

12 The competency to think about societal 
virtues and vices. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

13 The capacity to make use of novel ways to 
solve the problems. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

14 The ability to critically approach the 
problems at school. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

15 The competency to utilize my creative 
abilities in studies. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

16 Habit of unscrupulous decision making. : Have very much/more or 
less/ have less/have very 
less/ do not have 

17 The competency to nurture creative 
competencies related to academics. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 
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APPENDIX  B9 
SCALE OF CRITICAL CONSCIOUSNESS (Draft) 
Instructions 

The given statements are related with your awareness of the problems in 
school and other public places. Read all the statements carefully and put tick ( ) 
mark on the most suitable answer for you, by choosing from those provided along 
with the statements. 
Name :................................................................................Class :..................... 
1 Awareness about my academic problems. : Have very much/more or 

less/ have less/have very 
less/ do not have 

2 Awareness about possible problems that 
may happen in school. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

3 Consciousness about the possible annoyance 
from others on the way to school. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

4 Awareness about the hidden dangers in 
school and public places. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

5 Awareness  about my potentialities and 
weaknesses. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

6 Awareness of the communicable diseases at 
my surroundings. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

7 Sense about the health habits and routine. : Have very much/more or 
less/ have less/have very 
less/ do not have 

8 Consciousness about the precautions to be 
taken during the games. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 
 

9 Awareness about how to interact with 
strangers. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

10 Consciousness about the impact of over 
freedom taken by relatives and neighbours 
with me. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

11 I sense the impact of revealing personal 
information to strangers. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

12 Awareness about the impact of blindly 
believing strangers who are trying to 
convince me that they are familiar to my 
parents. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 



 Appendices 432

 
APPENDIX B10 
 
SCALE OF AUTONOMY (Draft) 
 

Instructions  

The following statements are on your self belief to carry out the academic activities 
independently. Read all the statements carefully and put tick ( ) mark on the most 
suitable answer for you, by choosing from those provided along with the statements. 
 
Name  :................................................................................Class :..................... 
 

1 Feeling of independence in doing seminars, 
assignments related with studies. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

2  Confidence to clearly understand the 
content by rightly involving in the learning 
activities. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

3 Belief in experimenting on the concepts 
studied from the class. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

4 Feeling to maximally invest my intellectual 
abilities in learning activities based on its 
importance. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

5 Confidence to comprehend every day 
classroom content with myself. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

6 Feeling to keep away from bad habits. : Have very much/more or 
less/ have less/have very 
less/ do not have 

7 Feeling that the others’ actions will affect 
me badly. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

8 Confidence in formulating learning 
objectives oneself. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

9 Tendency to skip the difficult contents. : Have very much/more or 
less/ have less/have very 
less/ do not have 

10 Confidence in my ability to resolve issues 
among the friends while playing. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

11 Belief that hard work will lead to success. : Have very much/more or 
less/ have less/have very 
less/ do not have 
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12 Tendency to collect more information about 
the content learned from the class. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

13 Self-belief to learn the difficult contents. : Have very much/more or 
less/ have less/have very 
less/ do not have 

14 Feeling that nothing can be achieved without 
luck. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

15 Lack of confidence to perform in the 
examination in spite of comprehending the 
topics. 
 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

16 Feeling that the circumstances will not be 
conducive while longing to participate 
effectively in learning activities. 
 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

17 Lack of confidence to present seminars 
irrespective preparation. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

18 Self-belief to cause changes in my 
surroundings. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

19 Belief that I can carry out the responsibilities 
assigned by teachers and family members 
independently. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

20 Lack of confidence to do most of the things 
that I like. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

 



 Appendices 434

APPENDIX B11 
 
SCALE OF SENSE OF PURPOSE (Draft) 
 
Instructions  

The following statements are related with your aspiration to formulate and 
accomplish the goals related with education. Read all the statements carefully and 
put tick ( ) mark on the most suitable answer for you, by choosing from those 
provided along with the statements. 
 
Name  :................................................................................Class :..................... 

1. Sense to formulate clear objectives related 
with my school life. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

2. Ability to formulate objectives to speed up 
and complete my learning activities. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

3. Alertness to visualize the achievable goals 
related with any subjects while the class. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

4. Intention to achieve better grades in the 
examinations. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

5. Ambition to manifest better performance than 
that of peers. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

6. Purpose of being good student for my teachers 
by my abilities in academic and non-academic 
attainments. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

7. Ambition to reach higher positions  through 
education. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

8. Ambition to secure a good job through my 
studies. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

9. Strong desire to accomplish a dignified 
position in society through education 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

10. Habit of working hard to achieve the goals 
formulated in relation with studies. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 
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11. Self-prompt to go ahead educationally. : Have very much/more or 
less/ have less/have very 
less/ do not have 

12. Motive to achieve educationally  : Have very much/more or 
less/ have less/have very 
less/ do not have 

13. Conscious effort to make the follow up 
activities assigned by teachers fruitful. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

14. Purposefully spending more time on the 
content which is not assimilated in the first 
reading. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

15. Constant effort to assimilate the difficult 
contents. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

16. Expectation that education will develop my 
standard of living. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

17. Expectation that everyday in school brings 
novel experiences. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

18. Optimistic feeling that every learning activity 
will enhance my knowledge. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

19. Feel that content difficulty will affect my 
studies negatively. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

20. Optimism that standard of living of mine and 
my family members will go high through my 
education. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 

21. Habit of praying while examinations. : Have very much/more or 
less/ have less/have very 
less/ do not have 

22. Expectation that my prayers will strengthen 
my ambition to secure a better position 
through studies. 

: Have very much/more or 
less/ have less/have very 
less/ do not have 
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APPENDIX  B12 
 
SCALE OF PEER SUPPORT (Draft) 

Instructions  

The following statements are related with your attitude to become a good student by 
effectively cooperating with your peers and involving and positively in academic 
activities. Read all the statements carefully and put tick ( ) mark on the most 
suitable answer for you, by choosing from those provided along with the statements. 
 

Name :................................................................................Class :..................... 

 

1 Attitude to help my friends any time. : Have very much/more or less/ 
have less/have very less/ do 
not have 

2 Interest to provide my own contribution to 
solve the problem faced by class. 

: Have very much/more or less/ 
have less/have very less/ do 
not have 

3 Readiness to co-operate with my friends. : Have very much/more or less/ 
have less/have very less/ do 
not have 

4 Habit of blaming and quarrelling with my 
peers for silly matters. 

: Have very much/more or less/ 
have less/have very less/ do 
not have 

5 Attitude to help needy friends to overcome 
difficulties. 

: Have very much/more or less/ 
have less/have very less/ do 
not have 

6 Habit of taking sincere efforts in 
understanding and solving the problems of 
friends as that of mine. 

: Have very much/more or less/ 
have less/have very less/ do 
not have 

7 Interest to participate in academic 
activities. 

: Have very much/more or less/ 
have less/have very less/ do 
not have 

8 Care in sanitation. : Have very much/more or less/ 
have less/have very less/ do 
not have 

9 Habit of punctuality. : Have very much/more or less/ 
have less/have very less/ do 
not have 
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10 Attitude to respect the qualities of friends. : Have very much/more or less/ 

have less/have very less/ do 
not have 

11 Habit of whole-hearted participation in 
academic matters. 

: Have very much/more or less/ 
have less/have very less/ do 
not have 

12 Wish to do many good things for social 
welfare. 

: Have very much/more or less/ 
have less/have very less/ do 
not have 

13 Consciousness about my rights as a 
citizen. 

: Have very much/more or less/ 
have less/have very less/ do 
not have 

14 Readiness to take part in the programmes 
for welfare of school. 

: Have very much/more or less/ 
have less/have very less/ do 
not have 

15 Interest to teach others the subjects in 
which I have expertise. 

: Have very much/more or less/ 
have less/have very less/ do 
not have 

16 Interest to study in groups. : Have very much/more or less/ 
have less/have very less/ do 
not have 

17 Habit of maximum co-operation with 
friends in learning activities. 

: Have very much/more or less/ 
have less/have very less/ do 
not have 

18 Interest to participate in arts and sports 
festivals. 

: Have very much/more or less/ 
have less/have very less/ do 
not have 

19  I take effort to increase the standard of 
both academic and non-academic subjects. 

: Have very much/more or less/ 
have less/have very less/ do 
not have 

20 Interest to draw diagrams and write stories 
and poems. 

: Have very much/more or less/ 
have less/have very less/ do 
not have 
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APPENDIX  B13 
 
ITEM DISCRIMINATION VALUES (t) OF SELECTED ITEMS IN 
SCALES OF WITHIN-CHILD PROTECTIVE FACTORS 
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APPENDIX B14 
FACTORIAL VALIDITY OF SCALES OF 
WITHIN-CHILD PROTECTIVE FACTORS 

 
Scale of Social 

competence 
Scale of Problem-

solving skill 
Scale of Sense of 

purpose 
Scale of Peer 

support 
Item 
no. 

Factor 
Loading* 

  Item 
no. 

Factor 
Loading* 

  

1 .549 13 .677 1 .533 10 .624 
2 .515 14 .567 2 .543 11 .691 
3 .528 15 .612 3 .655 12 .438 
4 .549 16 .530 4 .495 13 .586 
5 .477 Scale of Critical 

consciousness 
5 .524 14 .672 

6 .495 Item no. Factor 
Loading* 

6 .662 15 .591 

7 .516 1 .523 7 .606 16 .625 
8 .448 2 .572 8 .605 17 .497 
9 .643 3 .527 9 .663 18 .660 
10 .535 4 .642 10 .651 19 .429 
11 .561 5 .610 11 .641   
12 .470 6 .656 12 .659   
13 .580 7 .608 13 .627   
14 .539 8 .597 14 .554   
15 .422 9 .559 15 .593   
16 .524 10 .594 16 .634   
17 .635 11 .653 17 .618   
18 .477 12 .546 18 .585   

Scale of Problem-
solving skill 

Scale of Autonomy 19 .526   

Item 
no. 

Factor 
Loading* 

Item no. Factor 
Loading* 

20 .463   

1 .668 1 .390 Scale of peer 
support 

  

2 .638 2 .702 Item 
no. 

Factor 
Loading* 

  

3 .615 3 .564 1 .423   
4 .556 4 .645 2 .552   
5 .635 5 .688 3 .500   
6 .528 6 .468 4 .464   
7 .629 7 .600 5 .495   
8 .550 8 .625 6 .628   
9 .637 9 .694 7 .598   
10 .446 10 .683 8 .522   
11 .628   9 .529   
12 .530      

*Extraction method principal component analysis; only one component 
extracted; N=478 
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APPENDIX B15 
SCALE OF SOCIAL COMPETENCE (Final) 
 

\n¿t±-i-ßƒ 

kvIqfnsebpw ho´n-sebpw {]h¿Ø-\-ß-fn¬ icn-bmbn CS-s]-´p-sIm- v hnPbw 

t\Sm-\p≈ \nß-fpsS Ign-hp-ambn _‘-s∏´ {]kvXm-h\IfmWv Xmsg sImSp-Øn-cn-

°p-∂-Xv.  Ah-bn-tem-tcm∂pw {i≤m-]q¿∆w hmbn®v AXn\p t\sc sImSp-Øn-cn-°p∂ 

DØ-c-ß-fn¬ \nßƒ°v G‰hpw A\p-tbm-Py-am-b-Xn\v apI-fn¬ "icn' ( ) AS-bmfw 

tcJ-s∏-Sp-Øp-I. 

t]cv  :............................................................................................................... ¢mÊv :................................ 

1 ]-T-\-Im-cy-§-fnÂ kplr-¯p-¡-fpsS Adn-hpw 
an-Ihpw Bh-iy-¯n\v D]-tbm-K-s¸-Sp-¯m-\p-ff 
Ignhv 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

2 A[ym-]-I-cpsS Adn-hp-IÄ ¢mÊv ka-b¯pw 
AÃm-¯-t¸mgpw D]-tbm-K-s¸-Sp-¯m-\p-ff 
{]m]vXn 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

3 Hmtcm Imcyhpw AXmXv ka-b¯v sNbvX 
XoÀ¡m³ IpSpw-_mw-K-§-fpsS klmbw tXSm-
\p-ff Ignhv 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

4 ¢mÊnÂ F\n-¡p-−m-Ip¶ kwi-b-§Ä  
At¸mÄ Xs¶ A[ym-]-I-tcmSv tNmZn¨v a\-kn-
em-¡m-\p-ff tijn. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

5 ]T\ hkvXp-¡Ä (Nn-{X-§Ä, ]{X I«n-§p-
IÄ, aäp tiJ-c-W-§Ä) Is−-¯p-¶-XnÂ 
aäp-f-f-h-cpsS klmbw e`y-am-¡m-\p-ff-- I-gnhv

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

6 hoSpw ¢mkv apdnbpw {Ia-ambpw hr¯n-bmbpw 
kq£n-¡m-\p-ff {]m]vXn 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

7 ¢mkv dqanepw ho«nepw Fsâ {]hÀ¯-\-§Ä 
ASp¡pw Nn«bp-ambn sIm−v t]mIm-\p-ff 
tijn 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

8 IpSpw-_mw-K-§-tfmSv ]T\ kw_-Ô-amb Imcy-
§Ä Xpd¶v ]dbm\p-ff Ignhv.  

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

9 Fsâ {]tXyI Ign-hp-IÄ ]T\ kw_-Ô-
ambImcy-§-fnÂ ]c-am-h[n {]I-Sn-¸n-¡m-\p-ff 
tijn  

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

10 kaq-l-¯nÂ \S-¡p¶ Imcy-§Ä hni-I-e\w 
sN¿m-\p-ff Ignhv. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

11 s]s«¶v Hcp {]iv\w t\cn-tS−n hcp-t¼mÄ 
IqsS-bp-f-f-h-cpsS klm-b-t¯msS AXv ]cn-
lcn¡m\p-ff {]m]vXn. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

12 kvIqÄ thZn-I-fnÂ Fsâ {]mhoWyw {]I-
Sn¸n¡m\p-ff Ignhv. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 
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13 aäp-f-f-h-cpsS {]iv\-§-f-dn-ªmÂ F¶mÂ 
Ignbpw hn[w ]cn-lm-c -amÀ¤-§Ä \nÀt±-in-
¡m-\p-ff {]m]vXn. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

14 ¢mkvdqw NÀ¨-IÄ, skan-\m-dp-IÄ, s{]mPIvSv 
hÀ¡p-IÄ F¶n-h-bnÂ th−{X ]s¦-Sp-¡m-
\p-ff tijn. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

15 \nXyhpw ]{Xw hmbn-¡p¶ ioew.   : \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

16 a\-kn-ep-ff Imcy-§Ä hyà-ambn aäp-f-f 
htcmSv ]d-bm-\p-ff Ignhv. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

17 skan-\m-dp-IÄ Ah-X-cn-¸n-¡p-t¼mÄ `mj DNn-
X-ambn D]-tbm-Kn-¡m-\p-ff Ignhv. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

18 hyà-ambn kwkm-cn-¡m-\p-ff Ignhv.  : \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 
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APPENDIX B16 
SCALE OF PROBLEM SOLVING SKILL (Final) 
 

\n¿t±-i-ßƒ 

]mTy]mtTy-X-c-{]-h¿Ø-\-ß-fp-ambn _‘-s∏´v t\cn-tS-- n-h-cp∂ {]iv\-ßsf hy‡-

ambn a\- n-em°n Ah ]cn-l-cn-°m-\p≈ \nß-fpsS Ign-hp-I-sf-°p-dn-®p≈ {]kvXm-

h-\-I-fmWv Xmsg X∂n-cn-°p-∂-Xv. Ah-bn-tem-tcm∂pw {i≤m-]q¿∆w hmbn®v AXn\p 

t\sc sImSp-Øn-cn-°p∂ DØ-c-ß-fn¬ \nßƒ°v G‰hpw A\p-tbm-Py-am-b-Xn\v apI-

fn¬ "icn' ( ) AS-bmfw tcJ-s∏-Sp-Øp-I. 

 

t]cv  :............................................................................................................... ¢mÊv :..................... 

1 ]T-\-]-c-ambn F\n-¡p-−m-hp¶ {]iv\-
§sf¡pdn¨v Nn´n-¡m-\p-ff tijn. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

2 ¢mkvdq-anÂ sh¨v ]mTyhpw ]mtTy-X-c-hp-amb 
{]iv\-§Ä t\cn-tS−n hcp-t¼mÄ AXv hyà-
ambn a\-kn-em-¡m-\p-ff Ignhv. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

3 Hmtcm ]mTy-hn-j-bhpw ]Tn-¡m³ F\n-¡p-ff 
Gähpw {][m-\s¸« {]iv\-sa-´m-sW¶v a\-kn-
em¡m\pff {]m]vXn. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

4 ]co-£-I-fnÂ amÀ¡v Ipd-bp-t¼mÄ F´p-sIm-
−mWv A§-s\ -kw-`-hn-¨-sX¶v Nn´n-¡m-\p-ff 
tijn. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

5 {]iv\-]-cn-lm-c-¯n-\mbn Nn«-bmb Hcp ¹m³ X¿m-
dm-¡m-\p-ff {]m]vXn. 
 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

6 ]T-\-]-c-ambn ap³Iq«n Xocp-am-\n-¡p¶ Imcy-
§Ä {]mhÀ¯n-I-am-¡m-\p-ff Ignhv. 
 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

7 ]T-\-]-c-amb henb {]iv\-§Ä ]cn-l-cn-¡m³ 
bmYmÀ°y t_m[-t¯m-sS-bp-ff Hcp cq]tcJ 
a\-ÊnÂ ImWm-\p-ff tijn. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

8 ]T-\-]-c-ambn F\n-¡p-−m-hp¶  _p²n-ap-«p-IÄ 
Hgn-hm-¡m³ AXmXv ka-b¯v A[ym-]-I-cpsS 
klmbw tXSm-\p-ff Ignhv. 
 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

9 ]T-\-]-c-amb kwi-b-§Ä Zqco-I-cn-¡m³ hnhn[  
am[y-a-§Ä D]-tbm-Kn-¡m-\p-ff tijn. 
 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
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hmWv/CÃ  

10 ]T-\-]-c-ambn F\n-¡p-−m-Ip¶ {]iv\-§Ä ]cn-
l-cn-¡m³ IpSpw-_mw-K-§-fpsS klmbw D]-tbm-
K-s¸-Sp-¯m-\p-ff Ignhv. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

11 {]iv\-]-cn-lm-c-¯n-\mbn ]e hgn-I-sf-¸än Nn´n-
¡m-\p-ff tijn. 
 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

12 kaq-l-¯nse \· Xn·-I-sf-¸än Nn´n-¡m-\p-ff 
tijn. 
 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ 

13 {]iv\ ]cn-lm-c-¯n-\mbn ]pXp-a-bmÀ¶ hgn-IÄ 
kzoI-cn-¡m-\p-ff {]m]vXn. 
 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ 

14 kvIqfnÂ \n¶v t\cn-Sp¶ {]iv\-§sf 
hnaÀi\mß-I-ambn kao-]n-¡m-\p-ff Ignhv. 
 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ 

15 kÀKm-ß-I-amb Fsâ Ign-hp-Isf ]T-\-¯nÂ 
D]-tbm-K-s¸-Sp-¯m-\p-ff tijn 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ 

16 ]T-\-¯nsâ `mK-ambn kÀKm-ß-I-amb Ign-hp-IÄ 
hfÀ¯n-sb-Sp-¡m-\p-ff tijn. 
 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ 
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APPENDIX  B17 
SCALE OF CRITICAL CONSCIOUSNESS  (Final) 
 

\n¿t±-i-ßƒ 

kvIqfnepw s]mXp-ÿ-e-ß-fnepw sh®v kw`-hn-°m-\n-S-bp≈ {]iv\-ßsf ap≥Iq´n 

a\- n-em-°m-\p≈ \nß-f-psS [mc-W-bp-ambn _‘-s∏´ {]kvXm-h-\-I-fmWv Xmsg 

X∂n-´p-≈-Xv. Ah-bn-tem-tcm∂pw {i≤m-]q¿∆w hmbn®v AXn\p t\sc sImSp-Øn-cn-

°p∂ DØ-c-ß-fn¬ \nßƒ°v G‰hpw A\p-tbm-Py-am-b-Xn\v apI-fn¬ "icn' ( ) 
AS-bmfw tcJ-s∏-Sp-Øp-I. 

t]cv  :............................................................................................................... ¢mÊv :..................... 

1 ]T-\-]-c-ambn Rm³ t\cn-Sp-¶ -{]-iv\-§-sf- Ip-dn-
¨p-ff [mc-W. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

2 kvIq-fnÂ sh¨v GsXÃmw Xc-¯n-ep-ff {]bm-k-
§Ä kw`-hn-¡m-sa-¶-Xn-s\-¡p-dn-¨p-ff Ah-
t_m[w. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

3 kvIqfn-te-¡p-ff bm{X-¡n-S-bnÂ aäp-f-f-h-cnÂ 
\n¶pw D−m-Im-\n-S-bp-ff iey-§-sf-¸-än-bpff 
t_m[w. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

4 kvIqfnepw s]mXp-Ø-e-§-fnepw Hfn-ªn-cn-¡p¶ 
A]-I-S-§-sf-¸-än-bp-ff [mcW. 
 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

5 Fsâ Ign-hp-I-sfbpw Ign-hn-Ãm-bva-I-sfbpw Ipdn-
¨p-ff Adnhv. 
 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

6 Npäp-]m-Sp-I-fnÂ \n¶v hcm-\n-S-bp-ff tcmK-
§sf¡pdn-¨p-ff [mcW. 
 

: \¶mbn 
D−v/Gsd¡psd 
D−v/Ipd-hmWv/Xosc 
Ipd-hmWv/CÃ  

7 Rm³ ]men-t¡− BtcmKy ioe-§-sf-¸-än-bp-
ff Ah-t_m[w. 
 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

8 Ifn-IÄ¡n--S-bnÂ A]-I-S-§Ä kw`-hn-¡m-Xn-cn-
¡m-\p-ff ap³Icp-X-ep-IÄ FSp-t¡-−-Xns\¸än-
bp-ff t_m[w. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  
 

9 A]-cn-Nn-X-cmb Bfp-I-tfmSv F§s\ CS-s]-
SWsa¶-Xn-s\-¡p-dn-¨p-ff [mcW. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

10 Fsâ _Ôp-¡fpw AbÂ¡mcpw F¶nÂ AanX 
kzmX{´yw FSp-¯m-ep-−m-hp¶ ^e-s¯-¸-än-bp-

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
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ff t_m[w. hmWv/Xosc Ipd-
hmWv/CÃ  

11 A]-cn-Nn-X-tcmSv kwkm-cn-¡p-t¼mÄ hyàn-]-c-
amb Imcy-§Ä Xpd¶p ]d-ªm-ep-−m-hp¶ 
Imcy-§sf ]än-bp-ff Adnhv. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ  

12 Fsâ c£n-Xm-¡sf Adn-bm-sa¶v ]dªv hcp¶ 
A]-cn-Nn-Xsc ]qÀ®-ambn hniz-kn-¨mÂ 
AsXs¶ F§s\ _m[n¡psa-¶-Xns\ Ipdn-¨p-
ff  Ah-t_m[w. 

: \¶mbn D−v/Gsd-
¡psd D−v/Ipd-
hmWv/Xosc Ipd-
hmWv/CÃ 

 

APPENDIX B18 
SCALE OF AUTONOMY (Final) 
 

\n¿t±-i-ßƒ 

]T-\-{]-h¿Ø-\-ßƒ kzbw sNbvXp-Xo¿°m-\p≈ \nß-fpsS hnizm-k-hp-ambn _‘-

s∏´ {]kvXm-h-\-I-fmWv Xmsg sImSp-Øn-´p-≈-Xv. Ah-bn-tem-tcm∂pw {i≤m-]q¿∆w 

hmbn®v AXn\p t\sc sImSp-Øn-cn-°p∂ DØ-c-ß-fn¬ \nßƒ°v G‰hpw A\p-tbm-

Py-am-b-Xn\v apI-fn¬ "icn' ( ) AS-bmfw tcJ-s∏-Sp-Øp-I. 

 

t]cv  :............................................................................................................... ¢mÊv :..................... 

1 ]T-\hpambn _Ô-s¸« skan-\m-dp-IÄ, 
Assk³saâp-IÄ F¶nh aäp-f-f-h-cpsS 
klm-b-an-ÃmsX sN¿m-sa¶ tXm¶Â. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

2 ]T\ {]hÀ¯-\-§-fnÂ icn-bmbn CS-s]-«p-
sIm−v ]mTy-hkvXp hyàambn a\-kn-em-¡-W-
sa¶ hnNm-cw. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

3 ¢mknÂ \n¶v ]Tn¨ Imcy-§sf¡pdn¨v ]co-
£W§Ä sN¿m-sa¶ hnizmkw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

4 ]T\ {]h-À-¯-\-§-fpsS {]m[m\yw a\-kn-em¡n 
Fsâ _p²n-]-c-amb Ign-hp-IÄ ]c-am-h[n D]-
tbm-Kn-¡-W-sa¶ tXm¶Â. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

5 \ntXy\ ¢mknÂ ]Tn-¸n-¡p¶ Imcy-§Ä kz{]-
b-Xv\-t¯msS kzmb-¯-am-¡-W-sa¶ hnNmcw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

6 ZpÈo-e-§-fnÂ \n¶pw t_m[-]qÀÆw Hgnªp 
\nÂ¡-W-sa¶ tXm¶Â. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

7 ]T\ e£y-§Ä kzbw Xoc-p-am\n¡m³ Ign-bp-
sa¶ hnizmkw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

8. ITn-\-{]-bXv\w \s½ hnP-b-¯n-te¡v \bn-¡p-
sa¶ hnizm-kw. 

\¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

9 ¢mknÂ \n¶pw ]Tn¨ Imcy-§sf¡pdn¨v  
IqSp-XÂ hnh-c-§Ä tiJ-cn-¡-W-sa¶ 
tXm¶Â. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 
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10 k¦oÀ®-amb ]mT-`m-K-§Ä ]Tn-¡m³ {ian-¡-

Wsa¶ hnNmcw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 
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APPENDIX  B19 
SCALE OF SENSE OF PURPOSE (Final) 
 

\n¿t±-i-ßƒ 

hnZym-`ym-k-hp-ambn _‘-s∏´ e£y-ßƒ cq]o-I-cn-°m\pw Ah t\Sn-sb-Sp-°p-hm-\p-

ap≈ \nß-fpsS A`n-em-j-hp-ambn _‘-s∏´ {]kvXm-h-\-I-fmWv Xmsg X∂n-´p-≈-Xv. 

Ah-bn-tem-tcm∂pw {i≤m-]q¿∆w hmbn®v AXn\p t\sc sImSp-Øn-cn-°p∂ DØ-c-ß-

fn¬ \nßƒ°v G‰hpw A\p-tbm-Py-am-b-Xn\v apI-fn¬ "icn' ( ) AS-bmfw tcJ-s∏-

Sp-Øp-I. 

 

t]cv  :............................................................................................................... ¢mÊv :..................... 

 

1 Fsâ kvIqÄ Pohn-X-hp-ambn _Ô-s¸«v IrXy-
amb e£y-§Ä cq]o-I-cn-¡-W-sa¶ t_m[w. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

2 Fsâ ]T\ {]hÀ¯-\-§Ä Xzcn-X-s¸-Sp-
¯m\pw ]qÀW-X-bn-se-¯n-¡m-\p-ap-ff e£y-
§Ä X¿m-dm-¡m-\p-ff Adn-hv. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

3 ]mTy-hn-jbw GXm-bmepw A[ym-]-IÀ ¢msk-Sp-
¡p-t¼mÄ Rm³ t\tS− e£y-§Ä a\-knÂ 
ImWm-\p-ff t_m[w. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

4 ]co-£-I-fnÂ \Ã t{KUpIÄ t\S-W-sa¶ Dt±-
iyw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

5 kl-]m-Tn-I-tf-¡mÄ anI¨ {]I-S\w Imgv¨ 
sh¡-W-sa¶ A`nemjw  
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

6 ]mTy-]m-tTy-Xc hnj-b-§-fn-ep-ff Fsâ  Ign-hp-
Isf ap³ \nÀ¯n A[ym-]-IÀ CjvS-s¸-Sp¶
  Hcp hnZymÀ°n-bm-hm-\p-ff at\m-`mhw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

7 hnZym-`ym-k-]-c-ambn DbÀ¶ Øm\-s¯-¯m-\p-
ff AXn-bmb tamlw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

8 ]Tn¨v \sÃmcp tPmen-bn-se-¯m-\p-ff A`n-
emjw.  
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

9 hnZym-`ym-k-¯n-eqsS kaq-l-¯nse am\y-amb 
Hcp ]Z-hn-bn-se-¯m-\p-ff AXn-bmb B{Klw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

10 ]T-\-hp-ambn _Ô-s¸«v cq]o-I-cn-¡p¶ e£y-
§Ä kzmb-¯-am-¡m-³ ]cn-{i-an-¡p¶ kz`mhw
   
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  
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11 hnZym-`ym-k-]-c-ambn apt¶-dm-\p-ff kzbw 

t{]cW   
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

12 hnZym-`ym-k-¯n-eqsS DbÀ¶ aqey-§Ä 
kzmb¯am¡m³ ]cn-{i-an-¡p¶ kz`mhw .
   
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

13 A[ym-]-IÀ \ÂIp¶ ]mTm-\p-_Ô 
{]hÀ¯\§Ä anI-hp-ä-Xm-¡m³ ]cn-{i-an-¡-
W-sa¶ t_m[w. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

14 ]mTy-h-kvXp-¡Ä BZy-hm-b-\-bnÂ a\-kn-
embnsÃ¦nÂ AXv a\-kn-em-¡m³ IqSp-XÂ 
kabw sNe-h-gn-¡m-\p-ff at\m-`m-hw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

15 F\n¡v _p²n-ap-«p-ff ]mT-`m-K-§Ä Ønc {]b-
Xv\-¯n-eqsS a\-kn-em-¡m-\p-ff hnth-Iw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

16 hnZym-`ymkw Fsâ PohnX \ne-hmcw 
DbÀ¯psa¶ {]Xo£. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

17 Hmtcm Znh-khpw kvIqfnÂ \n¶v ]pXnb Imcy-
§Ä ]Tn-¡m-sa¶ {]Xo£. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

18 Hmtcm ]T\ {]hÀ¯-\hpw Fsâ Adnhv hÀ²n-
¸n¡pw F¶ ip`m]vXn hnizmkw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

19 Fsâ hnZym-`ym-k-¯n-eqsS Fsâbpw IpSpw-
_mw-K-§-fp-sSbpw PohnX \ne-hmcw Dbcpsa¶ 
ip`{]-Xo£. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

20 ]Tn¨v \Ã \ne-bn-se-¯m-sa¶ Fsâ {]Xo-
£¡v {]mÀ°\ Dd¸p Iq«p-sa¶ at\m-`mhw 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 
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APPENDIX  B20 
SCALE OF PEER SUPPORT (Final) 
 

\n¿t±-i-ßƒ 

kl-]m-Tn-I-fp-ambpw hnZym-̀ ym-k-{]-h¿Ø-\-ß-fp-ambpw kl-I-cn®v Hcp \√ 

hnZym¿∞n-bm-hm-\p≈ \nß-fpsS XmXv]-cy-hp-ambn _‘-s∏´ {]kvXm-h-\-I-fmWv 

Xmsg sImSp-Øn-´p-≈-Xv. Ah-bn-tem-tcm∂pw {i≤m-]q¿∆w hmbn®v AXn\p t\sc 

sImSp-Øn-cn-°p∂ DØ-c-ß-fn¬ \nßƒ°v G‰hpw A\p-tbm-Py-am-b-Xn\v apI-fn¬ 

"icn' ( ) AS-bmfw tcJ-s∏-Sp-Øp-I. 

t]cv  :............................................................................................................... ¢mÊv :..................... 

 

1 Fsâ kl-]m-Tn-Isf GXv ka-b¯pw klm-
bn-¡m-\p-ff at\m-`mhw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

2 ¢mkv t\cn-Sp¶ {]iv\w ]cn-l-cn-¡p-¶-Xn\v 
Ftâ-Xmb kw`m-h\ \ÂIm-\p-ff 
XmÂ]cyw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

3 kl-]m-Tn-I-fp-ambn kl-I-cn¨v t]mIm-\p-ff 
k¶-²X. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

4 \nkm-c-Im-cy-§Ä¡v kl-]m-Tn-I-fp-ambn hg-
¡nSpIbpw Ipäw ]d-bp-Ibpw sN¿p¶ 
ioew. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

5 kl-]m-Tn-IÄ¡p-−m-Ip¶ {]Xn-Iqe PohnX 
kml-N-cy-§sf XcWw sN¿m³ klm-bn-¡-
W-sa¶ at\m-`mhw. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

6 kl-]m-Tn-I-fpsS {]iv\-§Ä Ftâ-sX¶ 
t]mse ImWm\pw ]cn-l-cn-¡m\pw 
BßmÀ°-ambn {ian-¡p¶ ioew. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

7 hnZym-`ym-k-]-c-amb {]hÀ¯-\-§-fnÂ ]s¦-
Sp-¡m-\p-ff Xmev]cyw. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

8 ipNnXz Imcy-§-fn-ep-ff {i².  : \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

9 IrXy-\njvT ]men-¡p¶ ioew.  : \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

10 kl-]m-Tn-I-fpsS KpW-§sf _lp-am-\n-¡m-
\p-Å at\m-`mhw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

11 hnZym-`ymk Imcy-§-fnÂ BßmÀ°-ambn 
]s¦-Sp-¡p¶ ioew. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ  

12 kaql \·-¡mbn ]e Imcy-§fpw sN¿-W-
sa¶ B{K-lw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 
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13 Hcp ]uc-s\¶ \ne-bnÂ Fsâ Ah-Im-i-
§sfIpdn-¨p-ff Ah-t_m[w. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

14 kvIqfnsâ \·-¡mbn \S-¯p¶ ]cn-]m-Sn-I-
fnÂ  ]s¦-Sp-¡m-\p-ff k¶-²-X. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

15 F\n¡v {]mho-Wy-ap-ff hnj-b-§Ä aäp-f-f-
hÀ¡v ]Tn-¸n¨p sImSp-¡m-\p-ff XmXv]cyw. 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

16 ]T\ {]hÀ¯-\-§-fnÂ kl-]m-Tn-I-tfmSv 
]c-am-h[n kl-I-cn-¡p¶ ioew. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

17 Iem-Im-bnI aÕ-c-§-fnÂ ]s¦-Sp-¡m-\p-ff 
XmXv]cyw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

18 ]mTy-]m-tTy-Xc hnj-b-§-fnÂ \Ã \ne-hmcw 
]peÀ¯m-\p-ff ]cn{iaw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 

19 Nn{Xw hc-¡m\pw IYbpw Ihn-Xbpw Fgp-
Xm-\p-ap-ff XmXv]cyw. 
 

: \¶mbn D−v/Gsd-¡psd 
D−v/Ipd-hmWv/Xosc  
Ipd-hmWv/CÃ 
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DEPARTMENT OF EDUCATION 
UNIVERSITY OF CALICUT 

 
SCALE OF FAMILY PROTECTIVE 

FACTORS 

 
Dr. Abdul Gafoor, K.        Neena. K Kottalil 
Associate Professor in Education      Research Scholar 
 
 
 Ip«n-I-fpsS ]T-\-\n-e-hmcw hÀ²n-¸n-¡m\pw Ah-cpsS hyànXz hnIm-

k-̄ n-\p-ambn amXm-]n-Xm-¡Ä Hcp-¡n-s¡m-Sp-¡p¶ kml-N-cy-§-fp-ambpw 

amXm-]n-Xm-¡-fpsS kz`m-h-co-Xn-I-fp-ambpw _Ô-s¸« Imcy-§Ä Af-¡p-¶-

Xn\pÅ Hcp am\-I-am-Wn-Xv.  amXm-]n-Xm-¡Ä Hcp-¡n-sIm-Sp-¡p¶ kml-N-cy-

§Ä, Ip«n-I-fpsS hyàn-Xz-]-cn-t]m-j-Ww, Krlm-´-co-£w, Ip«n-Isf 

hfÀ¯p¶ coXn F¶o taJ-e-Isf {]tXy-I-ambn Af-¡m-\pÅ \mev D]-am-\-

I-§Ä CXnÂ DÄs¸-Sp-¯n-bn-«p-−v.  Hmtcm D]-am-\-I-¯n\pw A\p-tbm-Py-

amb D¯-c-kq-Nn-I-Ifpw \evIn-bn-«p-−v.  taÂ]-dª \mev taJ-e-Ifpw Af-

¡p-¶-Xn\v D]-am-\-I-§Ä {]tXyIw {]tXy-I-am-tbm, Ch \mepw H¶nt¨m 

D]-tbm-Kn-¡m-hp-¶-Xm-Wv.  Hmtcm taJ-e-bn-sebpw {]iv\-§Ä¡v {]tXyIw 

amÀ¡v \evtI-−-Xm-Wv.  Ch ¢mknÂ \S-¯p-¶-Xn\v 20 apXÂ 40 an\p«v hsc 

\ÂIm-hp-¶-Xm-Wv.   

 

 The scale of family protective factors is meant to measure the 

conditions arranged by parents and their behavioural patters to improve the 

academic standards and personality development of students.  The four scales 

coming under this measure are family resources, family psychological 

nurturance, family environment and authentitative parenting. Appropriate 

response sheets are provided along with this.  In order to measure the above 

mentioned four areas, one can administer the four scales separately or in 

combination.  Care should be taken to assign separate score to each area.  20 

to 40 minutes can be given for classroom administration. 
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-- APPENDIX C1 

SCALE OF FAMILY RESOURCES (Draft) 
 

\n¿t±-i-ßƒ 

\nß-fpsS icn-bmb hf¿®°pw hnIm-k-Øn\pw Bh-iy-amb kuI-cy-ßƒ amXm-]n-

Xm-°ƒ F{X-am{Xw Hcp-°n-Ø-cp∂p F∂-Xp-ambn _‘-s∏´ {]kvXm-h-\-I-fmWv 

Xmsg X∂n-´p-≈-Xv.  Hmtcm {]kvXm-h-\bv°pw DØ-c-kq-Nn-Ibn¬ A©v DØ-c-ßƒ 

X∂n-´p-- v.  {]kvXm-h-\-I-tfm-tcm∂pw {i≤m-]q¿∆w hmbn®v \nßsf kw_-‘n-®n-S-

tØmfw F{X-am{Xw icn-bm-sW∂Xv DØ-c-kq-Nn-I-bn¬ (X) AS-bmfw D]-tbm-Kn®v 

tcJ-s∏-Sp-Øp-I. 

 
t]cv  :............................................................................................................... ¢mÊv :..................... 

 
1. F\n¡v CjvS-ap-ff t]mjI kar-²-amb `£-W-§Ä ho«nÂ \n¶pw 

Ft¸mgpw e`n-¡m-dp-−v. 
2. Fsâ PohnX kpc-£¡v th− Imcy-§Ä Hcp¡n Xcp-¶-XnÂ amXm-]n-Xm-

¡Ä Ft¸mgpw {i²n-¡m-dp-−v. 
3. Fsâ \ymb-amb Bh-iy-§Ä amXm-]n-Xm-¡Ä Ft¸mgpw t\Sn-¯-cm-dp-−v. 
4. amXm-]n-Xm-¡Ä Fsâ XmÂ]cyw At\z-jn-¡m-dp-−v. 
5. Rm³ ]{Xw hmbn-¡p-¶pt−m F¶v amXm-]n-Xm-¡Ä {i²n-¡m-dp−v. 
6. Fsâ kwi-b-§Ä Zqco-I-cn-¡m³ klm-bn-¡p¶ hyàn-Isf amXm-]n-Xm-

¡Ä ]cn-N-b-s¸-Sp-¯n- X-cm-dp-−v. 
7. hmbn-¡m³ \Ã ]pkvX-I-§Ä (]m-T-]p-kvX-I-a-Ãm-¯-h) amXm-]n-Xm-¡Ä 

hm§n-¯-cm-dp-−v. 
8. Rm³ kpc-£n-X-amb hgn-bn-eqsS¯s¶-btÃ kvIqfn-se-¯p-¶Xv F¶v 

amXm-]n-Xm-¡Ä At\z-jn-¡m-dp-−v. 
9. Btcm-Ky-I-c-amb ioe-§Ä ]men-¡m³ amXm-]n-Xm-¡Ä Fs¶ t{]cn-¸n-¡m-

dp-−v. 
10. AkpJw hcp-t¼mÄ F\n¡v NnInÕ In«m-dp-−v. 
11. Adnhv hÀ²n-¸n-¡m-\mbn hnhn[ am[y-a-§Ä amXm-]n-Xm-¡Ä e`y-am-¡n-  X-

cm-dp-−v. 
12. sSen-hn-j-\nse hnZym-`ymk ]cn-]m-Sn-IÄ ImWm³ Fs¶ amXm-]n-Xm-¡Ä 

t{]mÕm-ln-¸n-¡m-dp-−v. 
13. F\n¡v \Ã ]T\ kml-N-cy-§Ä amXm-]n-Xm-¡Ä Hcp¡n Xcm-dp-−v. 
14. tai, Itk-c, XpS-§nb ]T\ kuI-cy-§Ä amXm-]n-Xm-¡Ä F\n¡v 

{]tXyIw Hcp¡n Xcm-dp-−v. 
15. Imäpw shfn-¨-hp-ap-ff Øew ]Tn-¡m-\mbn amXm-]n-Xm¡Ä F\n¡v e`y-

am¡n X¶n-«p-−v. 
16. \Ã hyàn-Isf amXr-I-bm-¡m³ amXm-]n-Xm-¡Ä Fs¶ klm-bn-¡m-dp-−v. 
17. aäp-f-f-hÀ sN¿p¶ \Ã {]hr-¯n-IÄ I−p-a-\-Ên-em-¡m³ amXm-]n-Xm-¡Ä 

]d-bm-dp-−v. 
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-- APPENDIX C2 
SCALE OF FAMILY PSYCHOLOGICAL 
NURTURANCE (Draft) 
 

\n¿t±-i-ßƒ 

hy‡n-Xz-Øns‚ ]cn-t]m-j-W-Øn\pw \√ ioe-ßƒ hf¿Øn-sb-Sp-°p-∂-Xn\pw 

th- n amXm-]n-Xm-°ƒ \nßsf F{X-am{Xw klm-bn-°p-Ibpw Ah-kcw \¬Ip-

Ibpw sNøp∂p F∂-Xns\ kw_-‘n® {]kvXm-h-\-I-fmWv Xmsg X∂n-´p-≈-Xv. 

Hmtcm {]kvXm-h-\bv°pw DØ-c-kq-Nn-I-bn¬ 5 DØ-c-ßƒ X∂n-´p- v.  {]kvXm-h-\-I-

tfm-tcm∂pw {i≤m-]q¿∆w hmbn®v Ah \nßsf kw_-‘n®nStØmfw F{X-am{Xw 

icn-bm-sW-∂Xv DØ-c-kq-Nn-I-bn¬ (X) ASbmfw D]-tbm-Kn®v tcJ-s∏-Sp-Øp-I. 

 
t]cv  :............................................................................................................... ¢mÊv :..................... 
 

1. hyànXzw Im¯p-kq-£n-¡-W-sa¶v amXm-]n-Xm-¡Ä Fs¶- D-]-tZ-in-¡m-dp-
−v. 

2. aäp-f-f-h-cpsS \ymb-amb Bh-iy-§Ä AwKo-I-cn-¡m³ amXm-]n-Xm-¡Ä 
Fs¶ t{]cn-¸n-¡m-dp-−v. 

3. aäp-f-f-h-cpsS kt´m-jhpw k¦-Shpw Ftâ-sX-¶t]mse ImWm³ amXm-]n-
Xm-¡Ä Fs¶ ]cn-io-en-¸n-¡m-dp-−v. 

4. Fsâ hyàn-Xz-¯nsâ \ÃXpw No¯-bp-amb hi-§Ä amXm-]n-Xm-¡Ä 
Nq−n-¡m-Wn-¡m-dp-−v. 

5. Fsâ A`n-{]m-b-§sf amXm-]n-Xm-¡Ä Ah-K-Wn-¡m-dp-−v. 

6. ]T-\-¯nÂ \Ã \ne-hmcw ]peÀ¯m³ Ign-bp-sa¶ hnizmkw amXm-]n-Xm-
¡Ä F¶n-ep-−m-¡n-bn-«p-−v. 

7. IS-a-IÄ \¶mbn sN¿m³ Ign-bp-sa¶ Dd¸v amXm-]n-Xm-¡Ä F\n¡v 
\ÂIm-dp-−v. 

8. KmÀln-I-amb Nne tPmen-IÄ kzbw sN¿n-¡p-¶-Xn-eqsS Fsâ Bß-hn-
izmkw amXm-]n-Xm-¡Ä hÀ²n-¸n-¡m-dp-−v. 

9. ]T-\-¯nÂ hnP-bw -t\-Sm-\p-ff t{]cW Fsâ amXm-]n-Xm-¡Ä Ft¸mgpw 
\ÂIm-dp-−v. 

10. ]mtTy-X-c-Im-cy-§-fnÂ Rm³ ]s¦-Sp-¡p-¶-Xn-s\ amXm-]n-Xm-¡Ä t{]mÕm-
ln-¸n-¡m-dp−v. 

11. hnZym-`ym-k-]-c-amb \Ã e£y-§Ä ssIh-cn-t¡-−-Xnsâ Bh-iy-IX amXm-
]n-Xm-¡Ä ]d-ªp-X-cm-dp-−v. 

12. ¢mÊnÂ \Ã \ne-hmcw ]peÀ¯-Wsa¶v amXm-]n-Xm-¡Ä Ft¶mSv ]d-bm-dp-
−v. 

13. ]co-£-I-fnÂ DbÀ¶ hnPbw t\Sp-¶-Xnsâ KpWw amXm-]n-Xm-¡Ä ]d-ªp 
-X-cm-dp-−v. 

14. A[ym-]-IÀ CjvS-s¸-Sp¶ hnZymÀ°n-bmbn Xocm-\p-ff KpW§Ä amXm-]n-Xm-
¡Ä ]dªp X¶n-«p-−v. 

15. ]T-\-¯nÂ \Ã \ne-hmcw ]peÀ¯-W-sa-¶v am-Xm-]n-Xm-¡Ä ]d-bm-dn-Ã. 

16. k³amÀKn-I-Xbpw kZm-Nm-c-t_m-[hpw ]men-t¡-−-Xnsâ Bh-iy-IX amXm-
]n-Xm-¡Ä a\-Ên-em¡n X¶n-«p-−v. 

17. kaq-l-¯nÂ ad-ªn-cn-¡p¶ NXn-I-sfbpw Ah-bnÂ AI-s¸-Sm-Xn-cn-¡p-hm-
\p-ff ap³I-cp-X-ep-I-sfbpw ]än amXm-]n-Xm-¡Ä ]dªp Xcm-dp-−v. 
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18. kZm-Nm-c-t_m-[-an-Ãm¯ hyàn-I-tfmSv CS-s]-Sp-¶Xv amXm-]n-Xm-¡Ä hne-¡m-
dp-−v. 

19. \Ã hyIv-Xn-Isf amXr-I-bm-¡m³ amXm-]n-Xm-¡Ä t{]cn-¸n-¡m-dp-−v. 

20. kaq-l-¯nÂ Rm³ sNt¿− IS-a-I-sf-¸än amXm-]n-Xm-¡Ä ]d-ªp-  
X-cm-dp-−v. 

21. hnZym-`ym-k-]-c-amb hmÀ¯-Ifpw ]pXnb Adn-hp-Ifpw F\n¡v th−n amXm-
]n-Xm-¡Ä tiJ-cn-¡m-dp-−v. 

22. Sn.-hn.-bnÂ hcp¶ hnZym-`ym-k-]-chpw BtcmKy]c-hp-amb ]cn-]m-Sn-IÄ 
ImWm³ amXm-]n-Xm-¡Ä t{]cn-¸n-¡m-d-p−v. 

23. k¶² kwL-S-\-IÄ kwL-Sn-¸n-¡p¶ skan-\m-dp-Ifpw hnZym-`ymk ]cn-]m-
Sn-Ifpw tIÄ¡m³ amXm-]n-Xm-¡Ä Fs¶ sIm−p t]mIm-dp-−v. 

24. ho«nÂ sh¨v Xs¶ Ign-hp-IÄ hfÀ¯n-sb-Sp-¡m-\m-h-iy-amb Ah-k-chpw 
t{]mÕm-l-\hpw amXm-]n-Xm-¡Ä \ÂIm-dp-−v. 

25. Hcp {]hr-¯nbpw \¶mbn sN¿m³ F\n¡v Ign-hnÃ F¶v amXm-]n-Xm-¡Ä 
]d-bm-dp-−v. 

26. Fsâ Bß-hn-izmkw \jvS-s¸-Sp-¯p¶ coXn-bnemWv Ft¶mSv amXm-]n-Xm-
¡Ä s]cp-am-dp-¶-Xv.  

27. Rm³ GXv {]hr¯n sN¿p-t¼mgpw Xam-i-tbm-Sp-IqSn am{Xta amXm-]n-Xm-
¡Ä AXv ho£n-¡m-dp-f-fq. 

28. kaq-l-¯nse \· Xn·-IÄ Xncn-¨-dn-bm³ amXm-]n-Xm-¡Ä klm-bn-¡m-dp-−v. 

29. Fsâ {]hr-¯n-I-fnse sXäp-IÄ am{Xw I−p-]n-Sn-¡m-\mWv amXm-]n-Xm-¡Ä 
{ian-¡m-dp-f-f-Xv. 

30. Ah-[n-Im-e-§-fnÂ lrkz-Ime tImgvkp-IÄ ]Tn-¡m³ amXm-]n-Xm-¡Ä 
Fs¶ t{]mÕm-ln-¸m-¡m-dp-−v. 
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APPENDIX C3 
SCALE OF FAMILY ENVIRONMENT (Draft) 
 
\n¿t±-i-ßƒ 

]mTy-]m-tTy-X-c-{]-h¿Ø-\-ßƒ \∂mbn sIm- p-t]m-Ip-∂-Xn¬ amXm-]n-Xm-°-fpsS 

kz`m-hhpw Krlm-¥-co-£hpw \nßƒ°v F{X-am{Xw A\p-Iq-e-am-sW-∂-Xn-s\-°p-dn-

®p≈ Nne {]kvXm-h-\-I-fmWv Xmsg sImSp-Øn-cn-°p-∂-Xv. Hmtcm {]kvXm-h-\bv°pw 

DØ-c-kq-Nn-I-bn¬ 5 DØ-c-ßƒ X∂n-´p- v.  {]kvXm-h-\-I-tfm-tcm∂pw {i≤m-]q¿∆w 

hmbn®v Ah \nßsf kw_-‘n®nStØmfw F{X-am{Xw icn-bm-sW-∂Xv DØ-c-kq-Nn-

I-bn¬ (X) ASbmfw D]-tbm-Kn®v tcJ-s∏-Sp-Øp-I. 

t]cv  :............................................................................................................... ¢mÊv :..................... 

  
1. Fsâ IpSpw-_-§Ä FÃm-hcpw X½nÂ \Ã am\-knI sFIy-ap-−v. 

2. amXm-]n-Xm-¡Ä Fsâ Gähpw \Ã Iq«p-Im-cm-Wv. 

3. GXp Imcyhpw amXm-]n-Xm-¡-tfmSv Xpd¶v ]d-bm³ F\n¡v kzmX-{´y-ap-−v. 

4. F\n-¡n-jvS-an-Ãm¯ ]e Imcy-§-fpw -am-Xm-]n-Xm-¡Ä F¶nÂ ASn-t¨Â¸n-
¡m-dp-−v. 

5. ho«nÂ R§-sf-Ãm-hcpw Hcp t\c-sa-¦nepw H¶n-¨n-cp¶v `£Ww Ign-¡m-dp-
−v. 

6. GXp Imcy-¯nse Xocp-am-\hpw R§Ä IpSpw-_mw-K-§-sfÃmhcpw NÀ¨-  
sN-bvX-Xn\p tijta FSp-¡-mdp-f-fq. 

7. Fsâ amXm-]n-Xm-¡Ä Fs¶ a\-Ên-em-¡p-¶-h-cm-Wv. 

8. sNdnb Imcy-§Ä¡v t]mepw Fsâ IpSpw-_mw-K-§Ä X½nÂ Ie-ln-¡m-dp-
−v. 

9. hfsc Dujva-f-amb A´-co-£-amWv Fsâ ho«n-ep-f-f-Xv. 

10. Fsâ ]T\w Ign-ª-Xn-\p-tijw KmÀlnI Imcy-§-f-nÂ Rm³ amXm-]n-Xm-
¡sf klm-bn-¡m-dp-−v. 

11. GXp sXmgn-en\pw al-Xz-ap-s−¶v amXm-]n-Xm-¡Ä ]dªp Xcm-dp-−v. 

12. Fsâ IpSpw-_mw-K-§-Ä FÃm-hcpw Nn«-tbm-Sp-Iq-Sn-bmWv Ah-c-h-cpsS 
tPmen-IÄ sN¿p-¶-Xv. 

13. hfsc Nn«-bm-b -Po-hnXcoXn Df-f-XpsIm-−v ka-b-anÃ F¶ ]cmXn Fsâ 
ho«n-emcpw ]d-bm-dn-Ã. 

14. hg-¡p-IÄ D−m-bmÂ Fsâ IpSpw-_mw-K-§Ä H¶n-¨n-cp¶v AXv ]cn-l-cn-
¡m-dp-−v. 

15. Fsâbpw amXm-]n-Xm-¡-fp-sSbpw XmÂ]-cy-§Ä hyXy-kvX-am-b-XpsIm−v 
R§Ä X½nÂ Ft¸mgpw hg-¡p-−m-¡m-dp-−v. 

16. amXm-]n-Xm-¡Ä X½n-ep-ff Ielw Fsâ a\-Ên-s\bpw ]T-\-s¯bpw {]Xn-
Iq-e-ambn _m[n-¡m-dp-−v. 

17. {]iv\ ]cn-lm-c-¯n-\mbn Fsâ IpSpw-_-§Ä hn«p-hogv¨ sN¿m-dp-−v. 

18. Fsâ ]mTy-]m-tTy-Xc hnj-b-§-sf-¸än amXm-]n-Xm--¡Ä Ielw D−m-¡m-dn-
Ã. 
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-- APPENDIX C4 
SCALE OF AUTHORITATIVE PARENTING (Draft) 
 

\n¿t±-i-ßƒ 

amXm-]n-Xm-°ƒ \nßsf hf¿Øp∂ coXn-bp-ambn _‘-s∏´ {]kvXm-h-\-I-fmWv 

Xmsg sImSp-Øn-cn-°p-∂-Xv. Hmtcm {]kvXm-h-\bv°pw DØ-c-kq-Nn-I-bn¬ 5 DØ-c-

ßƒ X∂n-´p- v.  {]kvXm-h-\-I-tfm-tcm∂pw {i≤m-]q¿∆w hmbn®v Ah \nßsf 

kw_-‘n®nStØmfw F{X-am{Xw icn-bm-sW-∂Xv DØ-c-kq-Nn-I-bn¬ (X) ASbmfw 

D]-tbm-Kn®v tcJ-s∏-Sp-Øp-I. 

t]cv  :............................................................................................................... ¢m v :..................... 

1. hfsc kzmX-{¥y-tØm-Sp -Iq-Sn-bmWv amXm-]n-Xm-°ƒ Fs∂ hf¿Øp-∂-Xv. 

2. F\n°v CjvS-an-√mØ Imcy-ßƒ amXm-]n-Xm-°ƒ F∂n¬ ASn-t®¬∏n-°m-dn-

√. 

3. \ymb-amb Fs‚ B{K-lßƒ t]mepw amXm-]n-Xm-°ƒ F\n°v km[n®v Xcm-

dn-√. 

4. amXm-]n-Xm-°ƒ F∂n¬ A\m-hiy \nb-{¥-W-ßƒ G¿s∏-Sp-Øm-dp-- v. 

5. Fs‚ A`n-{]m-b-ßƒ amXm-]n-Xm-°ƒ ]cn-K-Wn-°m-dp-- v. 

6. Fs‚ ]e {]iv\-ßfpw amXm-]n-Xm-°-tfmSv Xpd∂v ]d-bm≥ F\n°v t]Sn-bm-

Wv. 

7. Fs‚ amXm-]n-Xm-°sf Rm≥ hf-sc-b-[nIw kvt\ln-°p-∂p. 

8. ]Tn-°m-\m-h-iy-amb \√ A¥-co£w amXm-]n-Xm-°ƒ Hcp°n Xcm-dp-- v. 

9. amXm-]n-Xm-°-fpsS B{K-l-ßƒ \nd-th-‰m≥ Rm≥ {ian-°m-dp- v. 

10 Fs‚ Hcp Imcy-ß-fnepw amXm-]n-Xm-°ƒ {i≤n-°m-dn-√. 

11. Rm≥ ]d-bp∂ Bh-iy-ß-sf√w amXm-]n-Xm-°ƒ \nc-kn-°p-I-bmWv ]Xn-hv. 

12. amXm-]n-Xm-°-fpsS AanX \nb-{¥Ww Fs‚ ]T-\sØ {]Xn-Iq-e-ambn _m[n-

°p-∂p. 

13. Hgnhp ka-b-ß-fn¬ Rm\pw amXm-]n-Xm-°fpw Hcp-an-®n-cp∂v kwkm-cn-°m-dp-

- v. 
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APPENDIX C5 
SCALE OF FAMILY RESOURCES (Draft) 
 

Instructions  

The following statements are related with how your parents are providing facilities 
for you to study. Each statement is provided with 5 answers in the response sheet.  
Read the statements carefully to decide to what extent they appear true for you and 
mark your answer using (X) sign in the appropriate column provided in the response 
sheet.  

Name:.......................................................................................... Class: ....................... 

1. I am always provided with delicious food that I like from home. 
2. My parents always focus on arranging the things for my life security. 
3. My parents always satisfy my reasonable needs. 
4. My parents enquire about my interests. 
5. Parents take care that I read news paper daily. 
6. My parents connect me with persons who can clarify my doubts. 
7. Parents buy good books for me (not text books) to read. 
8. Parents enquire about safety during my journey to school. 
9. My parents prompt me to follow good health habits. 
10. I get treatment while sick. 
11. My parents arrange media for updating my knowledge. 
12. Parents encourage me to watch the educational programmes in television. 
13. My parents arrange good learning conditions for me. 
14. Parents have arranged separate table and chair for me to study. 
15. Parents have to made available a space with fresh air and light for me to 

study. 
16. Parents help me to model good persons. 
17. Parents advice me to model the good activities done by others. 
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APPENDIX C6 
SCALE OF FAMILY PSYCHOLOGICAL 
NURTURANCE (Draft) 
 
Instructions  

The following statements are related with how you are provided with parental 
support, help and opportunities to nurture the personality and good habits in you. 
Each statement is provided with 5 answers in the response sheet.  Read the 
statements carefully to decide to what extent they appear right to you and mark your 
answer using (X) sign in the appropriate column provided in the response sheet. 

 

1. My parents advice me to develop my personality. 
2. Parents prompt me to consider the reasonable needs of others. 
3. My parents train me to empathize with others. 
4. My parents pinpoint strengths and weaknesses of my personality. 
5. Parents neglect my opinions. 
6. My parents inculcated self-belief in me to perform well in studies. 
7. My parents assure me that I can discharge my responsibilities effectively. 
8. My parents nurture my self confidence by encouraging me to do some 

domestic works independently. 
9. My parents prompt me to achieve success in studies. 
10. My parents encourage me participating in co-scholastic activities. 
11. My parents convince me about the necessity of achieving high academic 

goals. 
12. My parents prompt me to manifest good standards in class. 
13. Parents demonstrate me merit of securing high score in examinations. 
14. Parents provided me with knack of being a good student of my teachers. 
15. Parents are silent on me keeping good standards in studies. 
16. My parents convince me about the necessity of following moral values. 
17. My parents warn and prepare me against hidden traps in society. 
18. Control my contact with antisocial persons. 
19. Parents prompt me to model good persons. 
20. Parents tell my social responsibilities to be carried out. 
21. Parents collect educational news and new information for me. 
22. My parents prompt me to watch educational and health related programmes 

in television. 
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23. Parents take me to attend seminars and educational programmes conducted 
by various organizations. 

24. Parents provide opportunities and encouragement to develop my abilities 
from home itself. 

25. My parents repeat that I am incapable of doing any activities properly. 
26. My parents dealing with me make me less confident. 
27. My parents see all my actions in a funny way. 
28. Parents help me to discriminate social virtues and vices. 
29. My parents try to find out only the faults in my actions. 
30. My parents encourage me to attend the short term courses during vacation.   
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APPENDIX C7 
SCALE OF FAMILY ENVIRONMENT (Draft) 
 

Instructions  

The following statements are related with to what extent the character of your 
parents and home environment help you to successfully carryout the curricular and 
co-curricular activities. Each statement is provided with 5 answers in the response 
sheet.  Read the statements carefully to decide to what extent they appear right to 
you and mark your answer using (X) sign in the appropriate column provided in the 
response sheet. 

1. Members of my family have emotional oneness. 

2. My parents are my best friends. 

3. I am free to talk everything to my parents. 

4. My parents impose many things on me. 

5. All family members dine together at least for a single time everyday. 

6. All my family members discuss the matter together before crucial decisions.  

7. My parents understand me. 

8. My family members quarrel even on silly matters. 

9. My home atmosphere is very warm. 

10. I render domestic help after my studies. 

11. Parents tell me about the dignity of labour. 

12. All my family members carry out their duties systematically. 

13. None of my family members complain on time because of having systematic 

life style. 

14. All my family members sit together to solve the quarrels and conflicts. 

15. Often me and my parents quarrel due to differences in our tastes. 

16. Conflict between my parents affects me and my studies. 

17. My family members adjust one another to solve family problems. 

18. My academic and non-academic matters is not a subject for family problems. 



 Appendices 462

APPENDIX C8 
SCALE OF AUTHORITATIVE PARENTING (Draft) 
 

Instructions  

The following statements are related with how your parents are rearing you.  Each 
statement is provided with 5 answers in the response sheet.  Read the statements 
carefully to decide to what extent they appear right to you and mark your answer 
using (X) sign in the appropriate column provided in the response sheet. 

 

1. My parents rear me with maximum freedom. 

2. My parents do not impose things that I do not like on me. 

3. My parents neglect even reasonable needs of me. 

4. My parents impose unwanted control on me. 

5. Parents do consider my opinions. 

6. I fear to open up many of my problems to my parents. 

7. I love my parents very much. 

8. My parents arrange a good atmosphere for me to study. 

9. I try to satisfy the desires of my parents.  

10. My parents do not care on any of my activities. 

11. My parents refuse my needs. 

12. Over control of my parents affects my studies negatively. 

13. Me and my parents talk together during free time. 
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APPENDIX C9 

SCALE OF FAMILY PROTECTIVE FACTORS  
RESPONSE SHEET  
t]cv  :..................................................................................................... ¢mÊv :............................... 

Sl. No. 
]q¿Æ-

ambpw icn-

bmWv 

icnbmWv 
Adn-™p-

IqSm 
sX‰mWv 

]q¿Æ-

ambpw 

sX‰mWv 

1      
2      
3      
4      
5      
6      
7      
8      
9      

10      
11      
12      
13      
14      
15      
16      
17      
18      
19      
20      
21      
22      
23      
24      
25      
26      
27      
28      
29      
30      
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APPENDIX  C10 
ITEM DISCRIMINATION VALUES (t) OF SELECTED ITEMS IN 
SCALES OF FAMILY PROTECTIVE FACTORS 

FAMILY 
RESOURCES 

FAMILY 
PSYCHOLOGICAL 

NURTURANCE 

FAMILY 
ENVIRONMENT 

AUTHORITATIVE 
PARENTING 

1 8.26 1 7.16 1 6.18 1 5.50 

2 10.37 2 8.24 2 7.82 2 9.12 

3 11.87 3 10.06 3 7.74 *3 12.16 

4 12.77 *4 7.15 4 13.67 *4 9.17 

*5 10.57 *5 10.40 5 6.99 5 8.69 

6 14.96 6 6.63 6 9.17 *6 13.12 

7 12.18 7 8.01 7 8.49 7 3.55 

8 12.00 8 7.26 8 11.06 8 5.45 

9 9.80 9 6.91 9 9.69 9 5.49 

10 7.39 *10 5.75 10 6.46 10 9.82 

11 14.57 11 10.95 11 9.15 11 10.98 

12 16.05 12 7.29 12 8.52 *12 10.87 

13 9.50 13 7.30 13 10.68 13 8.43 

14 18.99 14 8.13 14 10.51   
15 9.44 15 9.34 *15 8.39   
16 9.06 16 7.86 *16 7.28   
17 9.38 17 7.53 17 7.97   

  *18 4.71 *18 7.48   
  19 5.06     
  20 9.08     

  21 12.70     

  22 9.62     

  23 9.30     

  24 9.38     

  25 9.98     

  *26 7.45     

  *27 7.40     

  28 9.16     

  *29 10.19     
  30 7.84     
Note : Items with ‘*’ marks are deleted from the final scale after try out 
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APPENDIX C11 
FACTORIAL VALIDITY OF SCALE OF FAMILY PROTECTIVE 
FACTORS 
 

Scale 
of Family 
Resources 

 Scale of family 
psychological 
nurturance 

 Scale of family 
environment 

 Scale of 
authoritative 

parenting 

Item 
No. 

Factor 
loading* Item No. Factor 

loading* Item No. Factor 
loading* Item No. Factor 

loading* 

1 .478 1 .601 1 .502 1 .702 
2 .740 2 .424 2 .470 2 .652 
3 .655 3 .566 3 .554 3 .716 
4 .661 4 .558 4 .468 4 .849 
5 .609 5 .588 5 .574 5 .845 
6 .638 6 .441 6 .548 6 .763 
7 .677 7 .524 7 .507 7 .436 
8 .642 8 .679 8 .481 8 .515 
9 .677 9 .524 9 .585 9 .756 

10 .648 10 .510 10 .510   

11 .656 11 .576 11 .618   

12 .662 12 .392 12 .566   

13 .403 13 .443 13 .539   

14 .486 14 .456 14 .610   

15 .644 15 .459 15 .426   

16 .709 16 .600     

17  17 .639     

  18 .612     

  19 .554     

  20 .627     

  21 .393     

  22 .515     

  

 

23 .448 

 

  

 

  

*Extraction method principal component analysis; only one component 
extracted; N=478 
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- APPENDIX C12 
SCALE OF FAMILY RESOURCES (Final) 
 

\n¿t±-i-ßƒ 

\nß-fpsS icn-bmb hf¿®°pw hnIm-k-Øn\pw Bh-iy-amb kuI-cy-ßƒ amXm-]n-

Xm-°ƒ F{X-am{Xw Hcp-°n-Ø-cp∂p F∂-Xp-ambn _‘-s∏´ {]kvXm-h-\-I-fmWv 

Xmsg X∂n-´p-≈-Xv.  Hmtcm {]kvXm-h-\bv°pw DØ-c-kq-Nn-Ibn¬ A©v DØ-c-ßƒ 

X∂n-´p-- v.  {]kvXm-h-\-I-tfm-tcm∂pw {i≤m-]q¿∆w hmbn®v Ah \nßsf kw_-‘n-

®n-S-tØmfw F{X-am{Xw icn-bm-sW∂Xv DØ-c-kq-Nn-I-bn¬ (X) AS-bmfw tcJ-s∏-Sp-

Øp-I. 

 
t]cv  :............................................................................................................... ¢mÊv :..................... 

 

1. F\n¡v CjvS-ap-ff t]mjIkar-²-amb `£-W-§Ä ho«nÂ \n¶pw 
Ft¸mgpw e`n-¡m-dp-−v. 

2. Fsâ PohnX kpc-£¡v th− Imcy-§Ä Hcp¡n Xcp-¶-XnÂ amXm-]n-Xm-
¡Ä Ft¸mgpw {i²n-¡m-dp-−v. 

3. Fsâ \ymb-amb Bh-iy-§Ä amXm-]n-Xm-¡Ä Ft¸mgpw t\Sn-¯-cm-dp-−v. 
4. amXm-]n-Xm-¡Ä Fsâ XmÂ]cyw At\z-jn-¡m-dp-−v. 
5. Fsâ kwi-b-§Ä Zqco-I-cn-¡m³ klm-bn-¡p¶ hyàn-Isf amXm-]n-Xm-

¡Ä ]cn-N-b-s¸-Sp-¯n- X-cm-dp-−v. 
6. hmbn-¡m³ \Ã ]pkvX-I-§Ä (]m-T-]p-kvX-I-a-Ãm-¯-h) amXm-]n-Xm-¡Ä 

hm§n-¯-cm-dp-−v. 
7. Rm³ kpc-£n-X-amb hgn-bn-eqsS¯s¶-btÃ kvIqfn-se-¯p-¶Xv F¶v 

amXm-]n-Xm-¡Ä At\-jn-¡m-dp−v. 
8. Btcm-Ky-I-c-amb ioe-§Ä ]men-¡m³ amXm-]n-Xm-¡Ä Fs¶ t{]cn-¸n-¡m-

dp-−v. 
9. AkpJw hcp-t¼mÄ F\n¡v NnInÕ In«m-dp-−v. 
10. Adnhv hÀ²n-¸n-¡m-\mbn hnhn[ am[y-a-§Ä amXm-]n-Xm-¡Ä e`y-am-¡n- X-cm-

dp-−v. 
11. sSen-hn-j-\nse hnZym-`ymk ]cn-]m-Sn-IÄ ImWm³ Fs¶ amXm-]n-Xm-¡Ä 

t{]mÕm-ln-¸n-¡m-dp-−v. 
12. F\n¡v \Ã ]T\ kml-N-cy-§Ä amXm-]n-Xm-¡Ä Hcp¡n Xcm-dp-−v. 
13. tai, Itk-c, XpS-§nb ]T\ kuI-cy-§Ä amXm-]n-Xm-¡Ä F\n¡v 

{]tXyIw Hcp¡n Xcm-dp-−v. 
14. Imäpw shfn-¨-hp-ap-ff Øew ]Tn-¡m-\mbn amXm-]n-Xm¡Ä F\n¡v e`y-

am¡n X¶n-«p-−v. 
15. \Ã hyàn-Isf amXr-I-bm-¡m³ amXm-]n-Xm-¡Ä Fs¶ klm-bn-¡m-dp-−v. 
16. aäp-f-f-hÀ sN¿p¶ \Ã {]hr-¯n-IÄ I−p- a-\-Ên-em-¡m³ amXm-]n-Xm-¡Ä 

]d-bm-dp-−v. 
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APPENDIX C 13 
SCALE OF FAMILY PSYCHOLOGICAL 
NURTURANCE (Final) 
 

\n¿t±-i-ßƒ 

hy‡n-Xz-Øns‚ ]cn-t]m-j-W-Øn\pw \√ ioe-ßƒ hf¿Øn-sb-Sp-°p-∂-Xn\pw 

th- n amXm-]n-Xm-°ƒ \nßsf F{X-am{Xw klm-bn-°p-Ibpw Ah-kcw \¬Ip-

Ibpw sNøp∂p F∂-Xns\ kw_-‘n® {]kvXm-h-\-I-fmWv Xmsg X∂n-´p-≈-Xv. 

Hmtcm {]kvXm-h-\bv°pw DØ-c-kq-Nn-I-bn¬ 5 DØ-c-ßƒ X∂n-´p- v.  {]kvXm-h-\-I-

tfm-tcm∂pw {i≤m-]q¿∆w hmbn®v Ah \nßsf kw_-‘n®nStØmfw F{X-am{Xw 

icn-bm-sW-∂Xv DØ-c-kq-Nn-I-bn¬ (X) ASbmfw D]-tbm-Kn®v tcJ-s∏-Sp-Øp-I. 
t]cv  :............................................................................................................... ¢mÊv :..................... 

 

1. hyànXzw Im¯p-kq-£n-¡-W-sa¶v amXm-]n-Xm-¡Ä Fs¶- D-]-tZ-in-¡m-dp-
−v. 

2. aäp-f-f-h-cpsS \ymb-amb Bh-iy-§Ä AwKo-I-cn-¡m³ amXm-]n-Xm-¡Ä 
Fs¶ t{]cn-¸n-¡m-dp-−v. 

3. aäp-f-f-h-cpsS kt´m-jhpw k¦-Shpw Ftâ-sX-¶- t]mse ImWm³ amXm-]n-
Xm-¡Ä Fs¶ ]cn-io-en-¸n-¡m-dp-−v. 

4. ]T-\-¯nÂ \Ã \ne-hmcw ]peÀ¯m³ Ign-bp-sa¶ hnizmkw amXm-]n-Xm-
¡Ä F¶n-ep-−m-¡n-bn-«p-−v. 

5. IS-a-IÄ \¶mbn sN¿m³ Ign-bp-sa¶ Dd¸v amXm-]n-Xm-¡Ä F\n¡v 
\ÂIm-dp-−v. 

6. KmÀln-I-amb Nne tPmen-IÄ kzbw sN¿n-¡p-¶-Xn-eqsS Fsâ Bß-hn-
izmkw amXm-]n-Xm-¡Ä hÀ²n-¸n-¡m-dp-−v. 

7. ]T-\-¯nÂ hnP-bw-t\-Sm-\p-ff t{]cW Fsâ amXm-]n-Xm-¡Ä Ft¸mgpw 
\ÂIm-dp-−v. 

8. hnZym-`ym-k-]-c-amb \Ã e£y-§Ä ssIh-cn-t¡-−-Xnsâ Bh-iy-IX amXm-
]n-Xm-¡Ä ]d-ªp-X-cm-dp-−v. 

9. ¢mÊnÂ \Ã \ne-hmcw ]peÀ¯-Wsa¶v amXm-]n-Xm-¡Ä Ft¶mSv ]d-bm-dp-
−v. 

10. ]co-£-I-fnÂ DbÀ¶ hnPbw t\Sp-¶-Xnsâ KpWw amXm-]n-Xm-¡Ä ]d-ªp-
X-cm-dp-−v. 

11. A[ym-]-IÀ CjvS-s¸-Sp¶ hnZymÀ°n-bmbn Xocm-\p-ff KpW§Ä amXm-]n-Xm-
¡Ä ]dªp X¶n-«p-−v. 

12. ]T-\-¯nÂ \Ã \ne-hmcw ]peÀ¯-W-sa-¶vam-Xm-]n-Xm-¡Ä ]d-bm-dn-Ã. 

13. kmÂamÀKn-I-Xbpw kZm-Nm-c-t_m-[hpw ]men-t¡-−-Xnsâ Bh-iy-IX 
amXm-]n-Xm-¡Ä a\-Ên-em¡n X¶n-«p-−v. 

14. kaq-l-¯nÂ ad-ªn-cn-¡p¶ NXn-I-sfbpw Ah-bnÂ AI-s¸-Sm-Xn-cn-¡p-hm-
\p-ff ap³I-cp-X-ep-I-sfbpw ]än amXm-]n-Xm-¡Ä ]dªp Xcm-dp-−v. 

15. \Ã hyàn-Isf amXr-I-bm-¡m³ amXm-]n-Xm-¡Ä t{]cn-¸n-¡m-dp-−v. 

16. kaq-l-¯nÂ Rm³ sNt¿− ISa-I-sf-¸än amXm-]n-Xm-¡Ä ]d-ªp-X-cm-dp-
−v. 
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17. hnZym-`ym-k-]-c-amb hmÀ-¯-Ifpw ]pXnb Adn-hp-Ifpw 

F\n¡v th−n amXm-]n-Xm-¡Ä tiJ-cn-¡m-dp-−v. 

18. Sn.-hn.-bnÂ hcp¶ hnZym-`ym-k-]-chpw BtcmKy]c-hp-amb ]cn-]m-Sn-IÄ 
ImWm³ amXm-]n-Xm-¡Ä t{]cn-¸n-¡m-d-p−v. 

19. k¶² kwL-S-\-IÄ kwL-Sn-¸n-¡p¶ skan-\m-dp-Ifpw hnZym-`ymk ]cn-]m-
Sn-Ifpw tIÄ¡m³ amXm-]n-Xm-¡Ä Fs¶ sIm−pt]mIm-dp-−v. 

20. ho«nÂ sh¨v Xs¶ Ign-hp-IÄ hfÀ¯n-sb-Sp-¡m-\m-h-iy-amb Ah-k-chpw 
t{]mÕm-l-\hpw amXm-]n-Xm-¡Ä \ÂIm-dp-−v. 

21. Hcp {]hr-¯nbpw \¶mbn sN¿m³ F\n¡v Ign-hnÃ F¶v amXm-]n-Xm-¡Ä 
]d-bm-dp-−v. 

22. kaq-l-¯nse \· Xn·-IÄ Xncn-¨-dn-bm³ amXm-]n-Xm-¡Ä klm-bn-¡m-dp-−v. 

23. Ah-[n-Im-e-§-fnÂ lrkz-Ime tImgvkp-IÄ ]Tn-¡m³ amXm-]n-Xm-¡Ä 
Fs¶ t{]mÕm-ln-¸m-¡m-dp-−v. 
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APPENDIX C14 
SCALE OF FAMILY ENVIRONMENT (Final) 
 

\n¿t±-i-ßƒ 

]mTy-]m-tTy-X-c-{]-h¿Ø-\-ßƒ \∂mbn sIm- p-t]m-Ip-∂-Xn¬ amXm-]n-Xm-°-fpsS 

kz`m-hhpw Krlm-¥-co-£hpw \nßƒ°v F{X-am{Xw A\p-Iq-e-am-sW-∂-Xn-s\-°p-dn-

®p≈ Nne {]kvXm-h-\-I-fmWv Xmsg sImSp-Øn-cn-°p-∂-Xv. Hmtcm {]kvXm-h-\bv°pw 

DØ-c-kq-Nn-I-bn¬ 5 DØ-c-ßƒ X∂n-´p- v.  {]kvXm-h-\-I-tfm-tcm∂pw {i≤m-]q¿∆w 

hmbn®v Ah \nßsf kw_-‘n®nStØmfw F{X-am{Xw icn-bm-sW-∂Xv DØ-c-kq-Nn-

I-bn¬ (X) ASbmfw D]-tbm-Kn®v tcJ-s∏-Sp-Øp-I. 

 
t]cv  :............................................................................................................... ¢mÊv :..................... 
  

1. Fsâ IpSpw-_-§Ä FÃm-hcpw X½nÂ \Ã am\-knI sFIy-ap-−v. 

2. amXm-]n-Xm-¡Ä Fsâ Gähpw \Ã Iq«p-Im-cm-Wv. 

3. GXp Imcyhpw amXm-]n-Xm-¡-tfmSv Xpd¶v ]d-bm³ F\n¡v kzmX-{´y-ap-−v. 

4. F\n-¡n-jvS-an-Ãm¯ ]e Imcy-§-fpw- am-Xm-]n-Xm-¡Ä F¶nÂ ASn-t¨Â¸n-
¡m-dp-−v. 

5. ho«nÂ R§-sf-Ãm-hcpw Hcp t\c-sa-¦nepw H¶n-¨n-cp¶v `£Ww Ign-¡m-dp-
−v. 

6. GXp Imcy-¯nse Xocp-am-\hpw R§Ä IpSpw-_mw-K-§-sfÃmhcpw NÀ¨-sN-
bvX-Xn\p tijta FSp-¡-dp-f-fq. 

7. Fsâ amXm-]n-Xm-¡Ä Fs¶ a\-Ên-em-¡p-¶-h-cm-Wv. 

8. sNdnb Imcy-§Ä¡vt]mepw Fsâ IpSpw-_mw-K-§Ä X½nÂ Ie-ln-¡m-dp-
−v. 

9. hfsc Dujva-f-amb A´-co-£-amWv Fsâ ho«n-ep-f-f-Xv. 

10. Fsâ ]T\w Ign-ª-Xn-\p-tijw KmÀlnI Imcy-§-fnÂ Rm³ amXm-]n-Xm-
¡sf klm-bn-¡m-dp-−v. 

11. GXp sXmgn-en\pw al-Xz-ap-s−¶v amXm-]n-Xm-¡Ä ]dªp Xcm-dp-−v. 

12. Fsâ IpSpw-_mw-K-§-Ä FÃm-hcpw Nn«-tbm-Sp-Iq-Sn-bmWv Ah-c-h-cpsS 
tPmen-IÄ sN¿p-¶-Xv. 

13. hfsc Nn«-bm-b- Po-hnXcoXn Df-f-XpsIm-−v ka-b-anÃ F¶ ]cmXn Fsâ 
ho«n-emcpw ]d-bm-dn-Ã. 

14. hg-¡p-IÄ D−m-bmÂ Fsâ IpSpw-_mw-K-§Ä H¶n-¨n-cp¶v AXv ]cn-l-cn-
¡m-dp-−v. 

15. {]iv\ ]cn-lm-c-¯n-\mbn Fsâ IpSpw-_-§Ä hn«p-hogv¨ sN¿m-dp-−v. 
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APPENDIX C15 

 
SCALE OF AUTHORITATIVE PARENTING (Final) 
 

\n¿t±-i-ßƒ 

amXm-]n-Xm-°ƒ \nßsf hf¿Øp∂ coXn-bp-ambn _‘-s∏´ {]kvXm-h-\-I-fmWv 

Xmsg sImSp-Øn-cn-°p-∂-Xv. Hmtcm {]kvXm-h-\bv°pw DØ-c-kq-Nn-I-bn¬ 5 DØ-c-

ßƒ X∂n-´p- v.  {]kvXm-h-\-I-tfm-tcm∂pw {i≤m-]q¿∆w hmbn®v Ah \nßsf 

kw_-‘n®nStØmfw F{X-am{Xw icn-bm-sW-∂Xv DØ-c-kq-Nn-I-bn¬ (X) ASbmfw 

D]-tbm-Kn®v tcJ-s∏-Sp-Øp-I. 

t]cv  :............................................................................................................... ¢mÊv :..................... 

 

1. hfsc kzX-{´y-t¯m-Sp-Iq-Sn-bmWv amXm-]n-Xm-¡Ä Fs¶ hfÀ¯p-¶-Xv. 

2. F\n¡v CjvS-an-Ãm¯ Imcy-§Ä amXm-]n-Xm-¡Ä F¶nÂ ASn-t¨Â¸n-¡m-dn-
Ã. 

3. Fsâ A`n-{]m-b-§Ä amXm-]n-Xm-¡Ä ]cn-K-Wn-¡m-dp-−v. 

4. Fsâ amXm-]n-Xm-¡sf Rm³ hf-sc-b-[nIw kvt\ln-¡p-¶p. 

5. ]Tn-¡m-\m-h-iy-amb \Ã A´-co£w amXm-]n-Xm-¡Ä Hcp¡n Xcm-dp-−v. 

6. amXm-]n-Xm-¡-fpsS B{K-l-§Ä \nd-th-äm³ Rm³ {ian-¡m-dp-−v. 

7 Fsâ Hcp Imcy-§-fnepw amXm-]n-Xm-¡Ä {i²n-¡m-dn-Ã. 

8. Rm³ ]d-bp¶ Bh-iy-§-sfÃmw amXm-]n-Xm-¡Ä \nc-kn-¡p-I-bmWv ]Xn-hv. 

9. Hgnhp ka-b-§-fnÂ Rm\pw amXm-]n-Xm-¡fpw Hcp-an-¨n-cp¶v kwkm-cn-¡m-dp-
−v. 
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DEPARTMENT OF EDUCATION 

UNIVERSITY OF CALICUT 
 

SCALE OF SCHOOL PROTECTIVE 

FACTORS 

 
Dr. Abdul Gafoor, K.        Neena. K Kottalil 
Associate Professor in Education      Research Scholar 
 
 
 Ip«n-I-fpsS hyXy-kvX-§-fmbn Bh-iy-§sf F{X-am{Xw Xr]vXn-s¸-Sp-

¯p-¶-XmWv ]mTy-]-²Xn F¶pw A[ym-]-IÀ Ip«n-I-fpsS ]mtTy-Xc Imcy-§-

fnÂ F{X-am{Xw {i²n-¡p¶p F¶p-apÅ Imcy-§Ä Af-¡p-¶-Xn-\pÅ Hcp 

am\IamWn-Xv.  taÂ]-dª c−v taJ-e-IÄ¡pw {]tXyIw D]-am-\-I-§fpw 

D -̄c-kq-Nn-I-Ifpw \evInbn«p−v.  Hmtcm taJ-e-sbbpw Af-¡p-¶-Xn\v D]-

am-\-I-§Ä {]tXyIw {]tXy-I-am-tbm, Ch c−pw H¶nt¨m D]-tbm-Kn-¡m-hp-

¶-Xm-Wv.  Hmtcm taJ-e-bn-sebpw Imcy-§Ä¡v {]tXyIw amÀ¡v \ÂtI-−-

Xm-Wv.  Ch ¢mknÂ \S-¯p-¶-Xn\v 10 apXÂ 20 an\p«v hsc \ÂIm-hp-¶-Xm-

Wv.  

 

 Scale of school protective factors is meant for measuring the 

‘curriculum adaptation to student diversity’ and ‘caring teachers’.  In order to 

measure each area, separate scale is provided with appropriate response 

sheets.  To measure each area, one can administer the scale separately or in 

combination and should provide separate score to each area.  10 to 20 minutes 

can be given for classroom administration.   
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APPENDIX D1 
SCALE OF CURRICULUM ADAPTATION TO 
STUDENT DIVERSITY (Draft) 
 

\n¿t±-i-ßƒ 

\nßƒ Hmtcm-cp-Ø-cp-sSbpw kz`m-h-sØbpw kwkv°m-c-sØbpw F{X-am{Xw ]cn-K-

Wn-®p-sIm-- mWv A[ym-]-I¿ ]Tn-∏n-°p-∂Xv F∂-Xns\ kw_-‘n® {]kvXm-h-\-I-

fmWv Xmsg X∂n-´p-≈-Xv. Hmtcm {]kvXm-h-\bv°pw DØ-c-kq-Nn-I-bn¬ 5 DØ-c-ßƒ 

X∂n-´p- v.  {]kvXm-h-\-I-tfm-tcm∂pw {i≤m-]q¿∆w hmbn®v Ah \nßsf kw_-

‘n®nStØmfw F{X-am{Xw icn-bm-sW-∂Xv DØ-c-kq-Nn-I-bn¬ (X) ASbmfw D]-

tbm-Kn®v tcJ-s∏-Sp-Øp-I. 

 
t]cv  :............................................................................................................... ¢mÊv :..................... 

 
1. Fsâ kwkv¡m-c-s¯bpw kz`m-h-s¯bpw ]cn-K-Wn-¨p-sIm-−mWv A[ym-

]IÀ ]mT-`m-K-§Ä Ah-X-cn-¸n-¡m-dp-f-f-Xv. 

2. Fsâ kwkv¡mc coXnsb A[ym-]-IÀ a\-Ên-em-¡p-Ibpw _lp-am-\n-¡p-

Ibpw sN¿p-¶p. 

3. ]mT-`m-K-§-fnÂ {]Xn-]m-Zn-¡p¶ kwkvIm-ccoXn-Isf Ftâ-Xp-ambn Xmc-

Xayw sN¿m³ A[ym-]-IÀ Ah-kcw \ÂIm-dp-−v. 

4. R§-fpsS kwkvIm-c coXn-Isf A[ym-]-IÀ ]cn-l-kn-¡m-dn-Ã. 

5. F\n¡v a\-Ên-em-¡m³ ]äp¶ Xc-¯nÂ  A[ym-]-IÀ ]mT-`m-K-§Ä 

]dªp Xcm-dp-−v. 

6. ]mT-`m-K-§Ä hyI-ßmbn a\-Ên-em-hm³ th−n \nc-h[n DZm-l-c-W-§-fpw 

hni-Zo-I-c-W-§fpw  A[ym-]-IÀ \ÂIm-dp-−v. 

7. ]mT-`mKw \¶mbn a\-Ên-em-¡m-\m-h-iy-amb ap¶-dn-hp-IÄ  A[ym-]-IÀ 

]dªp Xcm-dp-−v. 

8. F\n¡v A\p-tbm-Py-amb ]T\ X{´w D]tbm-Kn-¨mWv  A[ym-]-IÀ ¢msÊ-

Sp--¡m-dp-f-f-Xv. 

9. ]mT-`m-Kw ]Tn-¡m-\m-h-iy-amb ap¶-dnhv F\n-¡p-s−¶v  A[ym-]-IÀ Dd¸p 

hcp-¯m-dp-−v. 

10. ]mT-`m-K-hp-ambn _Ô-s¸«v hnZymÀ°n-IsfsIm−v  A[ym-]-IÀ kwL-Sn-¸n-

¡p¶ {]ivt\m-¯-cn-I-fnÂ ]s¦-Sp-¡m³ F\n¡v Ah-kcw e`n-¡m-dp−v. 

11. ]mT-`m-K-hp-ambn _Ô-s¸« IqSp-XÂ hnh-c-§Ä tiJ-cn-¡m³  A[ym-]-IÀ 

Bh-iy-s¸-Sm-dp-−v. 

12. ]{X-am-[y-a-§-fnÂ hcp¶ ]pXnb Adn-hp-IÄ ¢mÊnÂ {]ZÀin-¸n-¡m³  

A[ym-]-IÀ ]d-bm-dp-−v. 
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-APPENDIX D2 
SCALE OF CARING TEACHERS (Draft) 
\n¿t±-i-ßƒ 

\nß-fpsS ]mTy-]m-tTy-Xc {]h¿Ø-\-ß-fn¬ A[ym-]-I¿ F{X-am{Xw {i≤bpw 

Xm¬]-cyhpw ImWn-°p∂p F∂-Xn-s\-°p-dn-®p≈ {]kvXm-h-\-I-fmWv Xmsg X∂n-cn-

°p-∂-Xv. Hmtcm {]kvXm-h-\bv°pw DØ-c-kq-Nn-I-bn¬ 5 DØ-c-ßƒ X∂n-´p- .v  

{]kvXm-h-\-I-tfm-tcm∂pw {i≤m-]q¿∆w hmbn®v Ah \nßsf kw_-‘n®nStØmfw 

F{X-am{Xw icn-bm-sW-∂Xv DØ-c-kq-Nn-I-bn¬ (X) ASbmfw D]-tbm-Kn®v tcJ-s∏-Sp-

Øp-I. 

 
t]cv  :............................................................................................................... ¢mÊv :..................... 
 
1. Fsâ A[ym-]-Icpw Rm\pw X½nÂ hf-sc- \Ã _Ô-ap-−v. 
2. kvIqfn-te-¡p-ff bm{X-bnÂ F\n¡v Fs´-¦n-epw -_p-²n-ap-«p-IÄ D−m-

Imdpt−m F¶v A[ym-]-IÀ At\z-jn-¡m-dp-−v.  
3. Fsâ `£W Imcy-§-sf-¸än A[ym-]-IÀ tNmZn-¡m-dp-−v. 
4. hyàn-]-chpw ]T-\-]-c-hp-amb {]iv\-§Ä A[ym-]-I-tcmSv ]d-bm³ F\n¡v 

kzmX-{´y-ap-−v. 
5. Fsâ {]iv\-§Ä a\-Ên-em¡n A\p-tbm-Py-amb D]-tZ-i-§Ä A[ym-]-IÀ 

\ÂIm-dp-−v. 
6. Fsâ A[ym-]-Isc IpSpw-_-¯nse Hcw-K-s¯-t¸mse Rm³ kvt\ln-¡p-

¶p. 
7. Fsâ \Ã KpW-§sf A[ym-]-IÀ am\n-¡m-dp-−v. 
8. Fsâ Ign-hp-Isf A[ym-]-IÀ t{]mÕm-ln-¸n-¡m-dp-−v. 
9. Fsâ IpSpw-_mw-K-§-fpsS t£a-s¯-¸än A[ym-]-IÀ At\z-jn-¡m-dp-−v. 
10. A[ym-]-IÀ Fs¶ D¯-c-hmZnXz-§Ä GÂ¸n-¡m-dp-−v. 
11. F\n¡v imco-cn-Itam am\-kn-Itam Bb _p²n-ap-«p-IÄ Df-f-t¸mÄ A[ym-]-

IÀ Fs¶ {]tXyIw {i²n-¡m-dp-−v. 
12. Fsâ A[ym-]-IÀ ]£-]mXw ImWn-¡m-dn-Ã. 
13. Fs¶ A[ym-]-IÀ  Ah-K-Wn-¡m-dp-−v. 
14. Rm³ GXv Npäp-]m-SnÂ \n¶v hcp¶p F¶-Xns\ B{i-bn-¡msX A[ym-]-

IÀ  Fs¶ kvt\ln-¡p-¶p. 
15. R§-sf-Ãm-hcpw \Ã Ip«n-IfmsW¶v A[ym-]-IÀ A`n-{]m-b-s¸-Sm-dp-−v. 
16. ]co-£-I-fnÂ R§-sf-Ãm-hcpw \Ã \ne-hmcw ]peÀ¯p-sa¶ {]Xo£ 

A[ym-]-IÀ¡p−v. 
17. ]mTy-]m-tTy-Xc hnj-b-§-fn-ep-ff Fsâ hnP-b-§sf A[ym-]-IÀ t{]mÕm-

ln-¸n-¡m-dp-−v. 
18. ]mT-`m-K-hp-ambn _Ô-s¸« A\p-_Ô hnh-c-§Ä A[ym-]-IÀ \ÂIm-dp-−v. 
19. ]mT-`m-K-§Ä ]Tn-¸n¨tijw AXn-s\-¡p-dn¨v IqSp-XÂ hnh-c-§Ä tiJ-cn-

¡m³ A[ym-]-IÀ  Bh-iy-s¸-Sm-dp-−v. 
20. ]mTy-hkvXp a\-Ên-em-¡m-\m-h-iy-amb \nc-h[n ]mTm-\p- -̀h-§Ä A[ym-]-IÀ  

\ÂIm-dp-−v. 
21. imkv{X hnj-b-§-fnÂ ]co-£-W-§Ä sN¿m-\m-h-iy-amb \nÀt±-i-§Ä 

A[ym-]-IÀ \ÂIm-dp-−v. 
22. imkv{X ]co-£-W-§Ä A[ym-]-IÀ ¢mÊnÂ sNbvXv ImWn-¡m-dp-−v. 
23. ]mT-`m-K-s¯-¡p-dn¨v hnhn[ t{kmX-Êp-I-fnÂ \n¶v hnh-c-§Ä tiJ-cn¨v 

¢mÊnÂ Ah-X-cn-¸n-¡m³ A[ym-]-IÀ klm-bn-¡m-dp-−v. 
24. ]mT-`m-K-hp-ambn _Ô-ap-ff {]Ir-Xn-bnse {]Xn-`m-k-§Ä \nco-£n-¡m\pw 

Ipdn¸v X¿m-dm-¡m\pw A[ym-]-IÀ  \nÀt±-in-¡m-dp-−v. 
25. ]mT-`m-K-s¯-¡p-dn¨v ]pXnb Adn-hp-IÄ tiJ-cn-¡p-¶-Xnsâ {]tbm-P-\-s -̄

¡p-dn¨v A[ym-]-IÀ  ]d-ªp-X-cm-dp-−v. 
26. Fsâ Ign-hp-Ifpw Ign-hn-Ãm-bva-Ifpw Xncn-¨-dn-bm³ A[ym-]-IÀ  klm-bn-

¡m-dp-−v. 
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-APPENDIX D3 
 

SCALE OF CURRICULUM ADAPTATION TO 
STUDENT DIVERSITY (Draft) 
 
Instructions  
The following statements are related with extent your teachers consider your 
character and culture while teaching. Each statement is provided with 5 answers in 
the response sheet.  Read the statements carefully to decide to what extent they 
appear right to you and mark your answer using (X) sign in the appropriate column 
provided in the response sheet. 
 

1. Teachers present the contents with due consideration to my culture and 
behaviuors. 

2. Teachers understand and respect my cultural styles. 

3. Teachers provide opportunities to compare my culture to that prescribed in 
the text book. 

4. Teachers do not tease our cultural styles. 

5. Teachers transact the contents in a way which can be assimilated by me 
easily. 

6. Teachers provide a number of examples and explanations to clearly 
understand the content area. 

7. Teachers relate the content with the previous knowledge to assimilate the 
idea clearly. 

8. Teachers use the teaching strategies suitable to me. 

9. Teachers provide pre-requisites essential for learning the given content. 

10. I get opportunities to participate in the quiz programmes organized by 
students under the supervision of teachers. 

11. Teachers instruct to collect further information connected with given content. 

12. Teachers encourage exhibiting news reports in the class. 
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-APPENDIX D4 
SCALE OF CARING TEACHERS (Draft) 
 

Instructions  
 
The following statements are related with the care and interest extended by your 
teachers in your curricular and co-curricular activities. Each statement is provided 
with 5 answers in the response sheet.  Read the statements carefully to decide to 
what extent they appear right to you and mark your answer using (X) sign in the 
appropriate column provided in the response sheet. 
 
1. There is a very good relationship between me and my teachers. 
2. Teachers do enquire about difficulties in my journey to school. 
3. Teachers do enquire about my diet. 
4. I have the freedom to open up my personal and academic problems to my 

teachers. 
5. Teachers suitably advice me by understanding my problems. 
6. I love my teachers as I do my family members. 
7. Teachers respect my qualities. 
8. Teachers encourage my abilities. 
9. Teachers enquire about the welfare of my family members. 
10. Teachers assign responsibilities to me. 
11. Teachers provide special care when I suffer physically or mentally.  
12. My teachers do not practice partiality. 
13. Teachers avoid me. 
14. My teachers love me irrespective of my background. 
15. Teachers have an opinion that we all are good children. 
16. My teachers have expectation that all of us will perform well in the 

examinations. 
17. Teachers encourage my success on both academic and non-academic 

subjects. 
18. Teachers provide additional knowledge connected on the topic. 
19. Teacher’s advice to collect more information related with the topic. 
20. Teachers provide a number of learning experiences in order to assimilate the 

content. 
21. Teachers provide proper instructions for experiments in science subjects. 
22. Teachers demonstrate scientific experiments in the classroom. 
23. Teachers help to collect the information from different sources and present 

the same in the class room. 
24. Teachers instruct to observe and make notes on the natural phenomena 

related with the content.  
25. Teachers exhort collecting new information related with the learning content. 
26. Teachers help to realize my potentialities and weaknesses. 
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APPENDIX D5 

SCALE OF SCHOOL PROTECTIVE FACTORS  
 

RESPONSE SHEET  

t]cv  :............................................................................................................... ¢mÊv :..................... 

\º¿ 

]q¿Æ-

ambpw icn-

bmWv 

Gsd-Ipsd 

icn-bmWv 

Adn-™p-

IqS 
sX‰mWv 

]q¿Æ-

ambp 

sX‰mWv 

1      
2      
3      
4      
5      
6      
7      
8      
9      

10      
11      
12      
13      
14      
15      
16      
17      
18      
19      
20      
21      
22      
23      
24      
25      
26      
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APPENDIX D6 
ITEM DISCRIMINATION VALUES (t) OF SELECTED 
ITEMS IN SCALE OF SCHOOL PROTECTIVE FACTORS 
 

Curriculum Adaptation 
to Student Diversity Caring Teachers 

1 11.47 1 9.09

2 11.67 2 11.19

3 11.00 3 11.44

4 8.33 4 11.14

5 11.98 5 12.92

6 10.02 6 11.71

7 10.34 7 13.03

8 11.13 8 11.54

9 12.19 9 10.28

10 11.60 10 13.06

11 9.76 11 12.75

12 11.07 12 10.05

   *13 6.33

  14 12.97

  15 9.13

  16 8.78

  17 10.54

  18 11.14

  19 8.73

  20 9.35

  21 8.43

  22 6.87

  23 8.94

  24 8.51

  25 9.21

  26 12.79

Note : Items with ‘*’ marks are deleted from the final scale after try out  
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APPENDIX D7  
 
FACTORIAL VALIDITY OF SCALES OF 
SCHOOL PROTECTIVE FACTORS 
 

Scale of curriculum adaptation 
of student diversity 

Factor 
loading* 

Scale of caring 
teachers 

Factor 
loading* 

1 .461 1 .516 
2 .664 2 .531 
3 .569 3 .507 
4 .489 4 .594 
5 .610 5 .643 
6 .606 6 .542 
7 .611 7 .687 
8 .586 8 .637 

 9 .540 
9 .597 10 .634 
10 .423 11 .660 
11 .588 12 .550 
12 .535 13 .633 

14 .498 
15 .499 
16 .672 
17 .626 
18 .533 
19 .609 
20 .599 
21 .441 
22 .593 
23 .467 
24 .566 

  

25 .655 
*Extraction method principal component analysis; only one component 
extracted; N=478 
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APPENDIX D8 
SCALE OF CURRICULUM ADAPTATION TO 
STUDENT DIVERSITY (Final) 
 

\n¿t±-i-ßƒ 

\nßƒ Hmtcm-cp-Ø-cp-sSbpw kz`m-h-sØbpw kwkv°m-c-sØbpw F{X-am{Xw ]cn-K-

Wn-®p-sIm-- mWv A[ym-]-I¿ ]Tn-∏n-°p-∂Xv F∂-Xns\ kw_-‘n® {]kvXm-h-\-I-

fmWv Xmsg X∂n-´p-≈-Xv. Hmtcm {]kvXm-h-\bv°pw DØ-c-kq-Nn-I-bn¬ 5 DØ-c-ßƒ 

X∂n-´p- v.  {]kvXm-h-\-I-tfm-tcm∂pw {i≤m-]q¿∆w hmbn®v Ah \nßsf kw_-

‘n®nStØmfw F{X-am{Xw icn-bm-sW-∂Xv DØ-c-kq-Nn-I-bn¬ (X) ASbmfw D]-

tbm-Kn®v tcJ-s∏-Sp-Øp-I. 
 
t]cv  :............................................................................................................... ¢mÊv :..................... 

 

1. Fsâ kwkv¡m-c-s¯bpw kz`m-h-s¯bpw ]cn-K-Wn-¨p-sIm-−mWv A[ym-
]IÀ ]mT-`m-K-§Ä Ah-X-cn-¸n-¡m-dp-f-f-Xv. 

2. Fsâ kwkv¡mc coXnsb A[ym-]-IÀ a\-Ên-em-¡p-Ibpw _lp-am-\n-¡p-
Ibpw sN¿p-¶p. 

3. ]mT-`m-K-§-fnÂ {]Xn-]m-Zn-¡p¶ kwkvIm-c coXn-Isf Ftâ-Xp-ambn Xmc-
Xayw sN¿m³ A[ym-]-IÀ Ah-kcw \ÂIm-dp-−v. 

4. R§-fpsS kwkvIm-c coXn-Isf A[ym-]-IÀ ]cn-l-kn-¡m-dn-Ã. 

5. F\n¡v a\-Ên-em-¡m³ ]äp¶ Xc-¯nÂ  A[ym-]-IÀ ]mT-`m-K-§Ä 
]dªp Xcm-dp-−v. 

6. ]mT-`m-K-§Ä hyI-ßmbn a\-Ên-em-hm³ th−n \nc-h[n DZm-l-c-W-§-fpw 
hni-Zo-I-c-W-§fpw  A[ym-]-IÀ \ÂIm-dp-−v. 

7. ]mT-`mKw \¶mbn a\-Ên-em-¡m-\m-h-iy-amb ap¶-dn-hp-IÄ  A[ym-]-IÀ 
]dªp Xcm-dp-−v. 

8. F\n¡v A\p-tbm-Py-amb ]T\X{´w D]tbm-Kn-¨mWv  A[ym-]-IÀ ¢msÊ-Sp--
¡m-dp-f-f-Xv. 

9. ]mT-`m-Kw ]Tn-¡m-\m-h-iy-amb ap¶-dnhv F\n-¡p-s−¶v  A[ym-]-IÀ Dd¸p 
hcp-¯m-dpD-−v. 

10. ]mT-`m-K-hp-ambn _Ô-s¸«v hnZymÀ°n-IsfsIm−v  A[ym-]-IÀ kwL-Sn-¸n-
¡p¶ {]ivt\m-¯-cn-I-fnÂ ]s¦-Sp-¡m³ F\n¡v Ah-kcw e`n-¡m-dp−v 

11. ]mT-`m-K-hp-ambn _Ô-s¸« IqSp-XÂ hnh-c-§Ä tiJ-cn-¡m³  A[ym-]-IÀ 
Bh-iy-s¸-Sm-dp-−v. 

12. ]{X-am-[y-a-§-fnÂ hcp¶ ]pXnb Adn-hp-IÄ ¢mÊnÂ {]ZÀin-¸n-¡m³  
A[ym-]-IÀ ]d-bm-dp-−v. 
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APPENDIX  D9 
SCALE OF CARING TEACHERS (Final) 
 

\n¿t±-i-ßƒ 

\nß-fpsS ]mTy-]m-tTy-Xc {]h¿Ø-\-ß-fn¬ A[ym-]-I¿ F{X-am{Xw {i≤bpw 

Xm¬]-cyhpw ImWn-°p∂p F∂-Xn-s\-°p-dn-®p≈ {]kvXm-h-\-I-fmWv Xmsg X∂n-cn-

°p-∂-Xv.   Hmtcm {]kvXm-h-\bv°pw DØ-c-kq-Nn-I-bn¬ 5 DØ-c-ßƒ X∂n-́ p- v.  

{]kvXm-h-\-I-tfm-tcm∂pw {i≤m-]q¿∆w hmbn®v Ah \nßsf kw_-‘n®nStØmfw 

F{X-am{Xw icn-bm-sW-∂Xv DØ-c-kq-Nn-I-bn¬ (X) ASbmfw D]-tbm-Kn®v tcJ-s∏-Sp-

Øp-I. 
 
t]cv  :............................................................................................................... ¢mÊv :..................... 
 
1. Fsâ A[ym-]-Icpw Rm\pw X½nÂ hf-sc- \Ã _Ô-ap-−v. 
2. kvIqfn-te-¡p-ff bm{X-bnÂ F\n¡v Fs´-¦n-epw- _p-²n-ap-«p-IÄ D−m-

Imdpt−m F¶v A[ym-]-IÀ At\z-jn-¡m-dp-−v.  
3. Fsâ `£W Imcy-§-sf-¸än A[ym-]-IÀ tNmZn-¡m-dp-−v. 
4. hyàn-]-chpw ]T-\-]-c-hp-amb {]iv\-§Ä A[ym-]-I-tcmSv ]d-bm³ F\n¡v 

kzmX-{´y-ap-−v. 
5. Fsâ {]iv\-§Ä a\-Ên-em¡n A\p-tbm-Py-amb D]-tZ-i-§Ä A[ym-]-IÀ 

\ÂIm-dp-−v. 
6. Fsâ A[ym-]-Isc IpSpw-_-¯nse Hcw-K-s¯-t¸mse Rm³ kvt\ln-¡p-

¶p. 
7. Fsâ \Ã KpW-§sf A[ym-]-IÀ am\n-¡m-dp-−v. 
8. Fsâ Ign-hp-Isf A[ym-]-IÀ t{]mÕm-ln-¸n-¡m-dp-−v. 
9. Fsâ IpSpw-_mw-K-§-fpsS t£a-s¯-¸än A[ym-]-IÀ At\z-jn-¡m-dp-−v. 
10. A[ym-]-IÀ Fs¶ D¯-c-hmZnXz-§Ä GÂ¸n-¡m-dp-−v. 
11. F\n¡v imco-cn-Itam am\-kn-Itam Bb _p²n-ap-«p-IÄ Df-f-t¸mÄ A[ym-]-

IÀ Fs¶ {]tXyIw {i²n-¡m-dp-−v. 
12. Fsâ A[ym-]-IÀ ]£-]mXw ImWn-¡m-dn-Ã. 
13. Rm³ GXv Npäp-]m-SnÂ \n¶v hcp¶p F¶-Xns\ B{i-bn-¡msX A[ym-]-

IÀ  Fs¶ kvt\ln-¡p-¶p. 
14. R§-sf-Ãm-hcpw \Ã Ip«n-IfmsW¶v A[ym-]-IÀ A`n-{]m-b-s¸-Sm-dp-−v. 
15. ]co-£-I-fnÂ R§-sf-Ãm-hcpw \Ã \ne-hmcw ]peÀ¯p-sa¶ {]Xo£ 

A[ym-]-IÀ¡p−v. 
16. ]mTy-]m-tTy-Xc hnj-b-§-fn-ep-ff Fsâ hnP-b-§sf A[ym-]-IÀ t{]mÕm-

ln-¸n-¡m-dp-−v. 
17. ]mT-`m-K-hp-ambn _Ô-s¸« A\p-_Ô hnh-c-§Ä A[ym-]-IÀ \ÂIm-dp-−v. 
18. ]mT-`m-K-§Ä ]Tn-¸n¨tijw AXn-s\-¡p-dn¨v IqSp-XÂ hnh-c-§Ä tiJ-cn-

¡m³ A[ym-]-IÀ  Bh-iy-s¸-Sm-dp-−v. 
19. ]mTy-hkvXp a\-Ên-em-¡m-\m-h-iy-amb \nc-h[n ]mTm-\p- -̀h-§Ä A[ym-]-IÀ  

\ÂIm-dp-−v. 
20. imkv{X hnj-b-§-fnÂ ]co-£-W-§Ä sN¿m-\m-h-iy-amb \nÀt±-i-§Ä 

A[ym-]-IÀ \ÂIm-dp-−v. 
21. imkv{X ]co-£-W-§Ä A[ym-]-IÀ ¢mÊnÂ sNbvXv ImWn-¡m-dp-−v. 
22. ]mT-`m-K-s¯-¡p-dn¨v hnhn[ t{kmX-Êp-I-fnÂ \n¶v hnh-c-§Ä tiJ-cn¨v 

¢mÊnÂ Ah-X-cn-¸n-¡m³ A[ym-]-IÀ klm-bn-¡m-dp-−v. 
23. ]mT-`m-K-hp-ambn _Ô-ap-ff {]Ir-Xn-bnse {]Xn-`m-k-§Ä \nco-£n-¡m\pw 

Ipdn¸v X¿m-dm-¡m\pw A[ym-]-IÀ  \nÀt±-in-¡m-dp-−v. 
24. ]mT-`m-K-s¯-¡p-dn¨v ]pXnb Adn-hp-IÄ tiJ-cn-¡p-¶-Xnsâ {]tbm-P-\-s -̄

¡p-dn¨v A[ym-]-IÀ  ]d-ªp-X-cm-dp-−v. 
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25. Fsâ Ign-hp-Ifpw Ign-hn-Ãm-bva-Ifpw Xncn-¨-dn-bm³ A[ym-]-IÀ  klm-bn-
¡m-dp-−v. 
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APPENDIX E1 
BATTERY OF TEACHER MADE TESTS OF 
ACHIEVEMENT 
 
 
 
 
 
 
 
F«mw ¢mÊnsâ Bcw-`-¯nÂ hnZymÀ°n-IÄ¡v ae-bmfw, Cw¥o-jv, ASn-Øm-

\-im-kv{Xw, kmaq-ly-im-kv{Xw, KWnXw F¶o hnj-b-§-fnÂ \ne-hn-epÅ 

Adnhv ]cn-tim-[n-¡p-¶-Xn-\pÅ Hcp tim[-I-am-Wn-Xv.  taÂ ]dª Hmtcm 

hnj-b-̄ n\qw shtÆ-sd-bmbn `mK-§Ä \evIn-bn-«p-−v.  Cu Hmtcm `mKhpw 

Hcp ¢mÊv ]oco-b-UnÂ (45 an\p-«v) Ip«n-IÄ¡v ]qÀ¯n-bm-¡m-hp-¶-Xm-Wv.   

\nÀt±iw \ÂIp-¶-Xn\v 5 an\p«v D]-tbm-Kn-¡mw.  Hmtcm `mK-¯n-sâbpw 

amÀ¡v AXm-Xp-`m-K¯v kqNn-¸n-¨n-«p-−v.   

 
 
 

`mKw 1 þ ae-bmfw 

`mKw 2 þ Cw¥ojv 

`mKw 3 þ ASn-Øm-\-imkv{Xw 

`mKw 4 þ kmaq-ly-imkv{Xw 

`mKw 5 þ KWnXw 
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APPENDIX E1 
 
ACHIEVEMENT TEST IN MALAYALAM 

 
Time : 45 Minutes Total Marks : 20 
 
\nÀt±iw:  1 apXÂ 14 hsc-bpÅ tNmZy-§Ä¡v Hä hm¡nÂ D -̄c-sa-gp-Xp-I.  
16, 17 tNmZy-§-fnÂ 3 Ihn-I-fp-sSbpw t]cv DÄs¸-Sp-t¯-−-Xm-Wv.   ]Xn-s\-«m-
as¯ tNmZy-¯nÂ 4 kmlnXy-Im-c-·m-cpsS t]cv DÄs -̧Sp-̄ -Ww.  
]s¯m³]-Xm-as¯ tNmZy-̄ n\v Hcp JWvUn-I-bnÂ HmW-s¯-¡p-dn¨v hnh-
cWw X¿m-dm-¡p-I. 
 

1. temI ^pSvt_m-fnsâ CXn-lmkw? 

2. ]t¿mfn FIvkv{]kv? 

3. IptN-e-hr¯w h©n-¸m«v Fgp-Xn-b-Xmcv? 

4. `mK-hXw Zi-a-kvI-Ôs¯ Bkv]-Z-am¡n sNdp-tÈcn cNn¨ IrXn? 

5. ag-ap-InÂ s]¬sImSn Fgp-Xn-b-Xmcv? 

6. im´-bpsS IÀ¯mhv? 

7. \oÀam-Xfw ]q¯-Imew BcpsS IrXn? 

8. `ph-\¡v H¶mw Øm\w t\Sn-s¡m-Sp¯ Nn{X-¯nsâ t]cv? 

9. s]m¡-an-Ãm-bva-bm-sWsâ s]m¡w F¶v ]mSnb Ihn? 

10. temIs¯ ImWm³ aq¶p-Zn-\-§Ä BcpsS Bß-I-Y-bnse `mK-amWv? 

11. ]n. F¶ Npcp-¡-t¸-cn-e-dn-b-s¸-Sp¶ alm-Ihn? 

12. alm-Im-hy-sa-gp-XmsX alm-I-hn-bmbn Adn-b-s¸-Sp-¶-Xmcv? 

13. `qan-bpsS Ah-Im-in-IÄ Fgp-Xn-b-Xmcv? 

14. ]co-¡p«n GXv IrXn-bnse IYm-]m-{X-amWv? 

15. `oas\ tI{µ-I-Ym-]m-{X-am¡n Fgp-Xnb t\mhÂ? (½ x 15 = 7½) 

16. B[p-\nI Ihn-{Xbw BscÃmw? (3 x 1 = 3) 

17. {]mNo\ Ihn-{Xbw BscÃmw? (3 x 1 = 3) 

18. Úm\-]o-T-]p-c-kv¡mcw t\Snb kmln-Xy-Im-c-·mÀ? (1½ x 1 = 1½) 

19. HmW-s¯-¡p-dn¨v sNdp-hn-h-cWw X¿m-dm-¡p-I. (5 x 1 = 5) 
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ACHIEVEMENT TEST IN ENGLISH 
 

Time : 45 Minutes Total Marks : 20 
 
Instructions:  Read the questions carefully and fill up the blanks using 
the correct word provided in brackets.  For 11th question prepare a self 
description in 5 sentences 
 

1. The police questioned many people 
Begin the sentence with ‘many people’   

2. There was a quarrel ................... Raju and Ramu 
(with, between, among). Fill up the blank with the correct one.  

3. You can read this ................. 
(easy, easily, easier). Complete the sentence with correct word.(1 x 3 = 3) 

4. Sajith is ten year old. Vijay is eight year old.  
Combine the sentence using ‘young’.  (2 x 1 = 2) 

5. Principal ordered.  You must pay the fees tomorrow.  So we _______ 
pay it tomorrow.  (2 x 1 = 2) 
(should, must, have to) 

6. Mahatma Gandhi ........................... in 1869. 
(was born, born, had born).  (1 ½ x 1 = 1 ½ )  
Use the correct verb form to fill up the blank. (2 x 1 = 2) 

7. There are two ................... in bag. One knife is sharper than the other.  
Complete the sentence with plural form of knife.  (1 x 1 = 1) 

8. a/ vast/ India/ country/ is 
Make a meaningful sentence  (2 x 1 = 2) 

9. Ravi got a lottery. He wish to buy a new car.  
Change the sentence using ‘going to’.  (2½ x 1 = 2½) 

10. He cries. They .................. 
Use the correct form of verb in the blank space.  (1 x 1 = 1) 

11. Write five sentences about yourself. (5 x 1 = 5) 
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ACHIEVEMENT TEST IN BASIC SCIENCE 
 
Time 45 minutes       Total Marks: 20 
 
\nÀt±iw:  1 apXÂ 8 hsc-bpÅ tNmZy-§Ä¡v A\p-tbm-Py-amb ]Zw D]-
tbm-Kn¨v hn«-̀ mKw ]qcn-̧ n-¡p-I.   

 

1. SmÂIw ]uU-dnÂ AS-§n-bn-cn-¡p¶ {][m\ LSIw ________  BWv. 

2. kzÀ®-¯nsâ ip²X Af-¡p¶ bqWnäv ________    

3. hnäm-an³ A bpsS A`mhw aqe-ap-−m-Ip¶ tcmKw ________ BWv 

4. ip²-P-e-̄ nsâ pH aqeyw ________ 

5. Hcp hkvXp-hnsâ Ne-\s¯ {]Xn-tcm-[n-¡p¶ _e-amWv ________ 

6. Ir{Xn-a-ambn ]g-§Ä ]gp-¸n-¡m³ D]-tbm-Kn-¡p¶ ]ZmÀ°w ________ 
BIp-¶p. 

7. Nph¶ enäva-kns\ \oe-\n-d-am-¡p¶ hgp-h-gp-¸pÅ ]ZmÀ°w  

________ BWv. 

8. \½psS ico-c-¯nse Gähpw henb PRm-t\{µnbw  ________ BWv.   

(1/2 x 8 = 4) 
9 apXÂ 14 hsc-bpÅ tNmZy-§Ä¡v Hä-hm-¡nÂ D¯cw Fgp-XpI 

 
9. ssl{U-P³ I−p-]n-Sn-¨-Xmcv? 

10. hnk-cWw F¶m-se´v? 

11. ]mense shÅ-¯nsâ km¶n[yw I−p-]n-Sn-¡m-\p-]-tbm-Kn-¡p¶ D]-I-
cWw GXv? 

12. hnäm-an³  B bpsS Ipdhv sIm−p-−m-Ip¶ Hcp tcmKw? 

13. DuÀÖw Af-¡p¶ bqWnäv GXv? 

14. kqcy-{]-Im-i-¯nsâ km¶n-[y-̄ nÂ Xz¡nÂ DÂ]m-Zn-¸n-¡-s¸-Sp¶ 
hnäm-an³ GXv? 

(1/2 x 6 = 3) 
15 apXÂ 18 hscbpÅ tNmZy-§Ä¡v Ipdn¸v X¿m-dm-¡p-I. 

15. hnäm-an³  A, B, C, K F¶n-h-bpsS Hmtcm [À½w Fgp-Xp-I. 

16. PUXzw F¶m-se´v?  DZm-l-cWw Fgp-Xp-I. 

17. CeIvt{Sm t¹änwKv F¶m-se´v? 

18. D¸n-en« am§ Npfp-§p-¶p.  ImcWw F´v? 

(2 x 4 = 8) 
hni-Z-am-¡pI 
19.   Nme-\w, kwh-l-\w, hnIn-cWw F¶nh DZm-l-cW klnXw  

hni-Z-am-¡p-I.  

(5 x 1 = 5) 
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ACHIEVEMENT TEST IN SOCIAL SCIENCE 
 

Time : 45 Minutes Total Marks : 20 
 

\n¿t±iw:  1 apX¬ 5 hsc-bp≈ tNmZy-ßƒ°v H‰-hm-°n¬ DØ-c-sa-gp-Xp-I.  

6 apX¬ 10 hsc-bp≈ tNmZy-ßƒ°v A\p-tbm-Py-amb Ipdn∏v Xøm-dm-°p-I. 

 

1. kzmX-{´-k-a-c-¯nÂ ]s¦-Sp¯v hoc-N-caw {]m]n¨ h\nX? 

2. tIc-f-KmÔn F¶-dn-b-s¸-Sp-¶-Xmcv? 

3. KmÔnPn P\n¨ hÀjw GXv? 

4. km£-c-X-bnÂ Gähpw ]nt¶m¡w \nÂ¡p¶ cmPyw GXv? 

5. ss\ensâ Zm\w F¶-dn-b-s¸-Sp¶ cmPyw GXv? (1 x 5 = 5) 

6. P·n-þ-Ip-Sn-bm³ _Ôw hni-Z-am-¡p-I.  (3 x 1 = 3) 

7. \Zn-IÄ t\cn-Sp¶ `oj-Wn-IÄ Fs´Ãmw? (2 x 1 = 2) 

8. cmP-`-c-Whpw P\m-[n-]-Xy-`-c-Whpw Xmc-Xayw sN¿p-I.  (3 x 1 = 3) 

9. Pe-K-Xm-K-X-¯n\v Ic-amÀK-t¯-¡mÄ sa¨-apt−m? Ds−-¦nÂ  

      Fs´-Ãmw.? 

 (2 x 1 = 2) 

10. ISÂ¡mäpw Ic-¡mäpw Xmc-Xayw sN¿p-I. (5 x 1 = 5) 
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ACHIEVEMENT TEST IN MATHEMATICS  
 

Time : 45 Minutes Total Marks : 20 
\nÀt±iw:  Xmsg-X-¶n-«pÅ tNmZy-§Ä {i²-tbmsS hmbn¨v X¶n«pÅ DZm-l-
c-W-§-fpsS klm-b-t¯m-Sp-IqSn D¯-c-§Ä Is−-¯p-I. 

1. I x I = 1 
II x II = 121 
III x III = ............. 
IIII x IIII = ........... 
IIIII x IIIII = .........  

 X¶n-«pÅ DZm-l-cWw {i²n¨v hn«-`mKw ]qcn-¸n-¡p-I. KpW-\-^-e-

¯nsâ {]tXy-IX F´v? (4x1=4) 
2. 21   22   23   24   25    26    27      28      29      210     211 

2     4    8   16   32   64   128   256   512   1024   2048 
 apI-fnÂ X¶n-«pÅ ]«nI D]-tbm-Kn¨v Xmsg X¶n-cn-¡p¶hbpsS 

D¯cw I−p-]n-Sn-¡pI 

 1. 4 x 32 4. 512 ÷ 32 
 2. 8 x 256 5. 2048 ÷ 256 
 3. 32 x 64 6. 1024 ÷ 28 (6x1=6) 
3. c−v tPmSn FXnÀtIm-Wp-IÄ Is−-¯pI 

DZml-cWw ∠ COA = ∠ BOD 
 
 
 
 
 
 
 
 
 
 
 
  
 

 

 (3x1=3) 

A

C E

O

F D

B
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4. Xmsg X¶n-«pÅ _oP-K-WnX hmN-Is¯ `mjm-hm-N-I-ambpw `mjm-hm-
N-Is¯ _oP-K-Wn-X-hm-N-I-ambpw amän Fgp-Xp-I. 

1. 5x + 3 
2. Hcp kwJy-bpsS Ggv aS-§nÂ \n¶v c−v Ipd-¨Xv (2x1=2) 

5. A\o-jn\v So¨À sImSp¯ Krl-]m-T-¯nsâ ]IpXn `mKw Ah³ 

sNbvXp. _m¡n ]IpXn \n§Ä¡v Is−-̄ mtam? (5x1=5) 
 
  

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  

1400

1? 

350

2?

600

3?

5?

1450

250 

4? 
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APPENDIX E2 
BATTERY OF TEACHER MADE TESTS OF 
ACHIEVEMENT 
 
ANSWER KEY AND MARKING SCHEME 
 
MALAYALAM 

 
1. s]se 

2. ]n.-Sn. Dj 

3. cma-]q-c-¯p-hm-cn-bÀ 

4. IrjvW-KmY 

5. IS-½-\n« cma-Ir-jvW³ 

6. ]n. `mkvI-c³ 

7. Ia-em-kp-c¿ 

8. A½- sIm-¿p¶p 

9. Ipªp-®n-amjv 

10. sle³ sIÃÀ 

11. ]n. Ipªn-cm-a³ \mbÀ 

12. Ipam-c-\m-im³ 

13. ssh¡w- ap-l-½Zv _joÀ 

14. sN½o³ 

15. c−mw-aqgw 

16. Bim³, DÅqÀ, hÅ-t¯mÄ 

17. sNdp-tÈ-cn, Fgp-¯-Ñ³, Ip©³ \¼ymÀ 

18. Pn. i¦-c-Ip-dp¸v, Fkv. sI. s]mä-¡m-Sv, XIgn inh-i-¦-c-]n-Å,  
Fw. Sn. hmkp-tZ-h³ \mbÀ 

19. tZio-tbm-Õ-hw, alm-_-enbpw hma-\-\pw, A¯-N-a-bw, ]q¡-fw, 
kZy, Iem-]-cn-]m-Sn-IÄ. 

 

ANSWER KEY AND MARKING SCHEME 
ENGLISH 
 
1. Many people were questioned by the police. 
2. between 
3. easily 
4. Vijay is younger than Sajith 
5. have to  
6. was born 
7. Knives 
8. India is a vast country 
9. Ravi got a lottery and he is going to buy a car. 
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10. Cried 
11. Name, family members, occupation, hobbies 
 

ANSWER KEY AND MARKING SCHEME 
BASIC SCIENCE  
1. a·ojyw knen-t°‰v 

2. Imc‰v 

3. \nim-‘X 

4. 7 

5. L¿jWw 

6. Im¬kyw Im¿ss_Uv 

7. B¬°en 

8. Xz°v 

9. Imh≥Unjv 

10. {]Imiw hkvXp-°-fn¬ X´n NnX-dn-sØ-dn-°p-∂Xv 

11. emIvtSm-ao-‰¿ 

12. s_dn-s_dn 

13. Pqƒ/Itemdn 

14. hn‰m-an≥ D 

15. hn‰m-an≥ A -˛  ImgvN-i‡n  

 hn‰m-an≥ B ˛ tcmK-{]-Xn-tcm-[-tijn 

 hn‰m-an≥ C ˛ Xz°ns‚ kwc-£Ww 

 hn‰m-an≥ D ˛ c‡w I´-]n-Sn-°¬ 

16. Ak-¥p-en-X-amb _mly-_ew {]tbm-Kn-°p∂Xvhsc ÿncm-h-ÿ-bn-ep-

f-f hkvXp ÿncm-h-ÿ-bnepw t\¿tc-J-bn¬ Nen-°p∂ hkvXp t\¿tc-

J-bnepw XpS-cp∂ Ah-ÿ. 

  DZm: HmSn-s°m-- n-cn-°p∂ _kn¬ \n¬°p-∂-bmƒ _kv 

\n¿Øp-tºmƒ apt∂m-´m-bp-∂-Xv. 

17. sshZyp-Xn-bpsS klm-b-tØmsS Hcp hkvXp-hn¬ as‰mcp temlw ]qip-

∂-Xv. 

18. FIvtkm-kvtam-knkv, Pew, AXns‚ KmV-X- Iq-Snb `mKØv \n∂pw 

KmVX Ipd™ `mKtØ°v A¿≤-Xmcy kvXc-Øn-eqsS {]h-ln-°p-∂p. 

19. Nme\w ˛ X∑m{Xm Ne-\-an-√m-sX Xm]-{]-hmlw 

  DZm: ˛ Ccp-ºv Zfiv NqSm-°p-∂Xv 

 kwh-l\w ˛ X∑m-{Xm-N-e-\-tØmsS Xm]-{]-hmlw 

  DZm: ˛ sh≈w Xnf-°p-∂Xv 

 hnIn-cWw ˛ am[y-a-Øns‚ klm-b-an-√msX Xm]-{]-hmlw  

  DZm: ˛ kqcy-{]-Imiw `qan-bn-se-Øp-∂Xv  
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ANSWER KEY AND MARKING SCHEME 
SOCIAL SCIENCE 
 
1. Qm≥ko dmWn 

2. Km‘nPn 

3. 1869 

4. CuPn]vXv 

5. _olm¿ 

6. P∑n-am¿ 

 A°m-eØv P∑n-am¿ BVw-_-c-]q¿Æ-amb Pohn-X-amWv \bn-®n-cp-∂-Xv.  

`qan-bpsS DS-a-ÿm-h-Imiw P∑n-am¿°m-bn-cp-∂p.  ]m´w, an®-hmcw XpS-

ßnb \nIp-Xn-Iƒ I¿j-I-cn¬ \n∂pw ]ncn-s®-Sp-Øn-cp-∂p. 

 I¿j-I≥ 

 Zmcn-{Zy-]q¿Æ-amb Pohn-X-amWv \bn-®n-cp-∂-Xv.  ]I-e-¥n-tbmfw ]mSØv 

]Wn-sb-Sp-°p∂ I¿j-I\v Ib-dn-°n-S-°m≥ kz¥-ambn Hcp Iqc 

t]mepw D- m-bn-cp-∂n-√.  P∑n-am-cn¬ \n∂v ISpØ in£m-\-S-]-Sn-Isf 

t\cn-tS- n h∂n-cp-∂p. 

7. Pe-a-en-\o-I-cWw, \n¿ΩmW {]h¿Ø-\-ßƒ, aW¬hm-c¬ 

8. P\-ßƒ°v ]cn-]q¿Æ A[n-Im-c-ap≈ `c-W-kw-hn-[m-\-amWv P\m-[n-

]Xyw.  `c-Wm-[n-Im-cn-Isf Xnc-s™-Sp-°m-\p≈ kzmX{¥yw P\-

ßƒ°m-Wv.  P\m-[n-]-Xy-Øn¬ P\-ß-fpsS A`n-{]m-b-ßsf am\n-°p-

∂p. 

 cmP-̀ -c-W-Øn¬ ]q¿W A[n-Imcw cmPm-hn-\m-Wv.  P\-ß-fpsS A`n-{]m-

b-ßsf am\n-°p-∂n-√.  cmP-`-cWw ]c-º-cm-K-X-am-Wv. 

9. 1.  sNehv Ipdhv 

 2.  IqSp-X¬ Nc-°p-Iƒ (`m-cw) Ib‰mw 

 3.  Xmc-X-tay\ aen-\o-I-cWw Ipd™ kwhn-[m-\-amWv Pe-K-Xm-KXw 

10. ]I¬ Ic- th-K-Øn¬ NqSm-Ip-∂p.  AXn-\m¬ Ic-bnse hmbp NqSv 

]nSn®v hnI-kn-°p-∂p.  At∏mƒ IS-en\v apI-fnse hmbp-a¿±w Ic-bn-ep-

≈-Xn-t\-°mƒ IqSp-X-em-bn-cn-°pw.  ISen¬ \n∂pw Ic-bn-te°v 

hoip∂ Im‰mWv IS¬°m-‰v. 

 cm{Xn-k-a-bØv Ic thKw XWp-°p-∂p.  Ic°v apI-fn-ep≈ hmbpa¿±w 

ISen-\p-ap-Ifnep≈-Xn-t\-°mƒ IqSp-X-em-bn-cn-°pw.  Ic-bn¬ \n∂v IS-

en-te°v hoip∂ Im‰v Ic-°m-‰v. 



 493  Fostering  Academic Resilience 

ANSWER KEY AND MARKING SCHEME 
MATHEMATICS 

 

 

1.   {]h¿Ø\w I            XpI 

111 x 111 = 12321      9  

1111 x 1111 = 1234321     16  

 1111  x 11111 = 123454321     25 

KpW-\-̂ -e-Øns‚ A°-ß-fpsS XpI KpW-\-̂ -e-Øns‚ \Sp-hn¬ 

hcp∂ kwJy-bpsS h¿§-am-Wv. 

2.   {]h¿Ø\w II  
(a) 4x32 =  22 x 25 = 27 = 128 
(b) 8x256 = 23x28 = 211 = 2048 
(c)  32x64 = 25x26 = 211 = 2048 
(d) 512÷32 = 29÷ 25 = 29-5 = 24 = 16 
(e) 2048÷256 = 211 ÷ 28 = 211-8 = 23 = 8 
(f) 1024 ÷ 128 = 210 ÷ 27 = 210-7 = 23 = 8 
3.  {]h¿Ø\w III 
(a) < AOE, < BOF 
(b) < COF, < EOD 
4.  {]h¿Ø\w IV 
 Hcp kwJy-bpsS 5 aS-ßnt\mSv 3 Iq´n-b-Xv. 
  7x - 2 

5.  {]h¿Ø\w V 
1) 1800 – 1400 = 400 
2) 1800 – 350 = 1450 
3) 1800 – 600 = 1200 
4) 1800 – 250 = 1550 
5) 1800 – 1450 = 350 
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Introduction  

The programme consisted of twelve activity units and two to four lessons 

under each of them. As in any other programme, logical and sequential arrangement 

of phases was heart of effective implementation of the resilience fostering 

programme. As in other classroom instructional practices, lessons on resilience also 

has pre-teaching, teaching, and post-teaching phases. Each lesson was completed 

within forty minutes. In all lessons, emphasis was given to one or more protective 

factors which led to the development of academic resilience in students.  

Organization of the lesson 

Objective familiarizes the learner about the protective factors that have to be 

inculcated in them to achieve the general objective. Statement of objective also 

indicates the components that constitute the protective factor. In a single lesson, 

more than one protective factor is included. For e.g.; in a lesson, “Eliciting 

Information from Others through Interview” one objective was stated as, to develop” 

social competence” in students through improving their communication skills. Focus 

restates the specific objectives of the lesson from a process perspective; focusing the 

participants attention to the specific abilities and behaviours that the learners are 

going to acquire in order to develop the protective factors. Feature indicates the 

special characteristics of the given learning activity. The most important observable 

aspects of the classroom activity are highlighted. Characteristics of the student’s 

behaviour and that of learning activity may be different during a single lesson in 

order to achieve the objective.  

Readiness stage creates the set. Although students are intrinsically motivated 

to learn and do the work related to their schooling, an extrinsic motivation is 

necessary to maintain the energy level and aspirations to complete the actions. 

Facilitator incorporates some interesting techniques to ignite both the mental and 

physical readiness in children, to make the students get ready to start the work. 

Orientating students about the activity is much significant in successful completion 

of the activity, because they will get a direction and idea about the work they are 

going to do. Students become self-disciplined and start to plan something in their 

mind about how to behave during the lesson. Organization clarifies whether the 
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activity is a group work or individual work and also indicates whether the activity is 

an indoor or outdoor one. Task gives a detailed description of the activity that is to 

be carried out in the classroom. It visualizes all the activities the students are doing 

to secure the goal they formulated prior to starting of the activity. Unique phases of 

each learning activity are described under self-descriptive headings. It also includes 

how the Facilitator is positively interfering the students to promote their “I have”; “I 

can”; and “I am” qualities that constitutes the language of resilience.  

Shared reflections give opportunity for self-evaluation and appraisal of the 

students and are useful in assimilating the outcomes of the activity. During shared 

reflections every student in the classroom will be benefitted from the understanding 

shared by other students. Students will realize that their “I am” qualities have 

improved; indicating their successful adaptation and improved self-image. Questions 

by the Facilitator will be the platform for conducting shared reflections. Students in 

groups discuss and arrive at their own conclusions and record the same in work book 

as the abilities gained by them. Post–script included in all lessons is a Facilitator 

perspective on shared reflections; tracing how the students are walking along the 

path of resilience. This concluding element of the lesson comment on the feasibility, 

practical problems, and Facilitator’s own reflection about the activity operationally. 

Physical arrangement of the classroom was changed into horse shoe shape in 

order to attain maximum flexibility which is a characteristic of resilience promoting 

classrooms. 
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1. A NEW BEGINNING TO MAKE THE STUDENTS FLEXIBLE 

Objectives  

1. To develop social competence in students by improving their flexibility, 

empathy and communication skills. 

2. To develop problem solving skill in students by helping them to think 

critically and reflectively. 

3. To develop autonomy in students through improving their internal locus of 

control and self-efficacy beliefs. 

4. To develop sense of purpose in students by promoting their goal direction, 

educational aspiration, achievement motivation and spiritual connectedness. 

Features 

1.  Organisation of groups in class. 

2.  Selection of a recorder in each group. 

3.  Conduction of discussion on the points provided by Facilitator. 

4.  Presentation of findings by each group. 

5.  Consolidation of the findings. 

Organization 

1.  Organization of group work in the class to conduct discussions on the 

provided points. 

2.  Consolidation of the findings as a whole class activity. 
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Lesson 1. Education, Faith and Parents 
Specific objectives 

1. To develop the ability to move between cultures. 

2. To develop an ability to empathize with others. 

3. To promote the communication skill in students. 

4. To develop an ability to view things critically and creatively. 

5. To develop an ability to modify the situations and persons to meet the needs. 

6. To foster self-efficacy in students. 

7. To develop a positive attitude towards goal direction, educational aspiration, 

achievement motivation and spiritual connectedness. 

Focus 

1. Development of an ability to move between sub-cultures in order to foster 

social competence in students. 

2. Development of an ability to understand the emotions and feelings of other 

persons to boost social competence in students. 

3. Development of an ability to analyze things critically and reflectively to 

promote problem solving skill in students. 

4. Development of an ability to modify the situations and behavior of the 

persons to satisfy one’s needs and the development of self-efficacy beliefs in 

students to instill autonomy in students. 

5. Development of a positive outlook about educational aspiration, achievement 

motivation, and spiritual connectedness in students to promote sense of 

purpose in students. 

Orientation to students 

After a general introduction about the programme, its goals and activities 

facilaltor came to the specefic lesson.  

Today we are going to do an valuable and interesting activity.. For the 

fruitful completion of the activity we have to show patience and co - operation. We 

have to be respectful to our friends’ response and behaviours while doing the job. It 

may be good to understand the emotions of our friends. Please try to avoid 
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unnecessary talks. Doing this job will help you to widen your thoughts about studies 

and about your beliefs. Also you will be informed about the essence of all religions 

in the world. 

Creating the set 

 Facilitator conducted a quiz competition in class based on Indian history. 

Students were very much enthusiastic and co-operated well during the competition. 

Each bench of students in class was considered as a group and Facilitator herself 

played the role of quiz master. With these activity students was intellectually 

motivated to do an activity. 

In presence of Facilitator, students divided themselves into different groups 

by counting 1 to 5. All the students who count one were assembled in one group and 

two in the second group and like that. Each group gathered at different places in the 

classroom. In each group with the help of the Facilitator, students selected a recorder 

to record their views. Then Facilitator provided some questions to all groups for 

discussion. 

Questions are given below.  

What is the significance of education? 

What is the attitude of your parents on education? 

What is my religious belief? 

Students wrote the goals of their activity in advance in relation with the 

questions provided by Facilitator. Students started discussion. In groups, every 

student expressed their views about different aspects under discussion. Facilitator 

encouraged and helped students to carry out the activity effectively. Recorder in 

each group also expressed their views and recorded all the points. 

Significance of Education 

Ideas presented by students for the first question i.e., what is the significance 

of education? are presented below. 

 It will help to improve our life standards. We can learn different 

languages. Education is necessary to carry out the jobs in foreign countries. 

Through education we can acquire a lot of knowledge about which we are 

ignorant. We can reach heights. Education is an important part of our life. 
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Without education we cannot live in this era. Education helps us to go ahead. 

Education helps to discriminate virtues and evils, and right and wrong. 

Education improves our awareness about the world. To acquire a good job 

education is necessary. Education helps to understand the social issues. We can 

avoid bad habits with education. Education helps to teach others. Conceive the 

concept of education as our mother. We can develop good habits. We can 

understand how to behave in the society. We can acquire general knowledge. We 

can develop fine arts and sports abilities. Good habits like punctuality, discipline, 

and good character can be acquired through schooling. Education is the 

foundation of our development. Education helps to understand the world. 

Education helps to familiar with how to behave in society and about the way of 

living. We can become good human beings with the help of education. Education 

is the sea of knowledge.  

Attitude of Parents’ on Education 

Ideas presented by students for the second question i.e., what is the attitude 

of your parents on education? are presented below. 

Parents provide all facilities for learning without considering their 

financial problems. They enquire about our studies and encourage us properly. 

Parents have good expectations about us. We will consider our parents. Parents 

suffer a lot for our well being. They will be happy if we reach at heights. Parents 

have a desire that we should learn than that of our parents. Parents expect that 

I will be provided with a good job in future. Parents always pray for our 

welfare. Parents buy good books for me to develop my knowledge. Parents 

arrange transportation facilities for us to reach school. Parents are happy about 

our studies. Parents positively interfere with our studies. 
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My Religious Belief 

Ideas presented by students for the third question i.e., what is my religious 

belief? are presented below. 

We have strong faith in all religious beliefs. Religious belief helps us to 

go ahead through education. In our class, students are from different religions. 

But we know that e should not show any discrimination on the basis of caste and 

religion. We will pray to God before starting any activity. Religions direct us to 

right way. We should follow the rituals of our religion. We are following the 

habit of daily prayer. Religious beliefs help us to overcome the difficulties. We 

should go to Mosque or to Temple once in a month. Essence of all religions is 

same. We should pray for everyone. Mere outward expressions are not the right 

belief, but it is the strong faith in God. Virtues, truth, patience, and purity are 

closely related to faith in God. We should respect all religions. We should pray 

for the welfare of the world.  
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Important points emerged out of the discussion on religious faith was that “if 

we have faith in religion we can extend our support to poor people, and can live with co-

operation”, Students concluded the discussion by highlighting the following dictums.  
Matha Pitha Guru Daivam, and Mathamethayalum manushyan nanayal mathi 

 
Lesson 2. Widening the horizons 

 
Focus 

1. Development of an ability to understand the emotions and feelings of other 

persons to boost social competence in students. 

2. Development of an ability to analyze things critically and reflectively to 

promote problem solving skill in students. 

3. Development of an ability to modify the situations and behavior of the 

persons to satisfy one’s needs and the development of self-efficacy beliefs in 

students to instill autonomy in students. 

4. Development of an ability to formulate a goal before starting an activity in 

order to foster sense of purpose in students. 

5. Development of a positive outlook about educational aspiration, achievement 

motivation, and spiritual connectedness in students to promote sense of 

purpose in students. 

Following completion of the discussion in lesson 1, each recorder read the 

collected points in class. All other students interacted with the recorder and with 

other group members on what is being read. After the presentation of findings by all 

groups, students analyzed the commonalities of their views. These common features 

also were recorded. Each recorder read cloud their conclusions to the whole class. 

Facilitator recorded these common features. If there was any controversy Facilitator 

helped them to negotiate this. 

Shared reflections 

Each student is encouraged to make a self evaluation based on the common 

points they have identified after the activity. They analyzed whether they have 

achieved their pre formulated goals or not and reported that they have identified the 
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significance of education, attitude of parents towards their education, and religious 

belief.  

Facilitator gives some questions for reflections. Questions are the following.  

What is the importance of respecting other person’s beliefs and emotions in 

leading a good life? 

Explain the significance of such an attitude in life? 
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Students discussed these questions in groups and recorded their views in the 

work book and a model of the product of discussion is exhibited above. Facilitator 

moderated their discussion. All students were welcomed to express their views to the 

whole class.  

Considering the feelings and beliefs of others will help to develop 

understanding mentality, love, affection, service mindedness, good habits, 

cooperation, unity, and humility. Society became good with this. We can avoid 

conflicts in the society. We can lead a peaceful life. We should follow the fact, 

give respect and take respect. We should behave in a way that we expect from 

others. It will help to avoid the problems.  Students reported that if we are 

respecting other persons’ beliefs and emotions we can avoid problems and conflicts 

in life, and this attitude will help to adjust with the difficulties in life. 

Students quoted the words of Sree Narayana Guru i.e., Oru Jathi, Oru 

Matham, Oru Daivam Manushyanu  and they quoted Holy Bible with the 

words Sanmanasullavark samadanam  while presenting their views. 

Facilitator consolidated views of students using the points viz., through education 

we can learn a number of languages, we will be able to acquire good jobs, we can 

help others with our knowledge, parents arrange all the facilities for learning, 

parents support in the learning processes, and all students have faith in religion,to 

wind up the lesson. Students are encouraged to practice the common aspects emerged 

out of discussion.  

Post-script 

The activity was very effective and really widened the views of students 
about education and religious faith. They have got a chance to analyze their parents’ 
attitude towards their studies. This activity helped them to experience the happiness 
and satisfaction in accomplishing the pre-determined goal of an activity. Some of the 
responses regarding the religious belief were appreciated in the P.T.A meeting 
conducted in the school. This provided positive feedback to me and to my students. 
The activity was really fruitful. 
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 2. PREPARING NORMS-HOW CAN WE DIRECT OUR LIFE? 

Objectives 

1. To develop social competence in students by giving them a chance to 

communicate with their friends. 

2. To develop problem solving skill in students by encouraging them to think 

critically. 

3. To develop autonomy in students by improving their self-efficacy. 

4. To develop sense of purpose in students by building up their goal direction. 

5. To develop personal characteristics in students to lead a good life. 

Features 

1. Organization of dynamic groups in class. 

2. Organization of group work to prepare norms. 

3. Selection of recorder in each group. 

4. Whole class activity to finalize the norms prepared by students. 

5. Facilitator and students unanimously select a student to write the finalized 

norms on a paper and display in the class. 

6. Discussion of the merits of following norms in life. 

Organization 

Group activity meant for preparing norms. 

Class activity for finalizing the norms prepared by students. 
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Lesson  3. Preparing Norms 
Specific objectives 

1. To develop ability in preparing norms for their life. 

2. To develop ability to communicate effectively in groups. 

3. To develop ability to think critically about their life. 

4. To improve the self-efficacy belief of students. 

5. To develop an ability to direct the life. 

6. To develop sense of responsibility, dedication, and self-discipline in 

students. 

Focus 

1. Improving the social competence in students by development of skill of 

effective communication to deal unfamiliar situations smoothly.  

2. Fostering problem solving skill in students by development of critical 

thinking in students to find out something valuable to them. 

3. Inculcating autonomy in students by development of self-efficacy in students 

to make aware them about their abilities. 

4. Improving the sense of purpose in students by development of goal oriented 

outlook in students. 

Orientation to students 

 If we observe some persons and their life, we can see that they are very 

systematic, good tempered, punctual, and dedicated and so on in their life. Such 

good qualities help them to reduce their tensions and to lead a successful life. We 

can model them through out our life. This is not only the capability of the so called 

good people but we can also become like that. For that we have to follow some good 

qualities and values in our life. Today we are going to prepare the norms that we 

should follow in our life. Get ready to become law makers. 

Creating the set   

 Facilitator gave a news paper cutting to one of the students in class and asked 

him to read it aloud in the class. The report was about Mr. Padmanabhan who used 
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to provide awareness classes about Gandhism with particular emphasis on 

punctuality, respect, truth, love, non-violence, sacrifice, and prayer. 

After reading the paper cutting, facilitator gave a brief description about the 

service rendered by the person and the importance of the values in life. Through this 

Facilitator conveyed the importance of following values and norms in life. 

 Facilitator divides the students into different groups based on mode of 

travelling to school. From the primary groups, secondary groups were formed 

through counting numbers from 1 to 5. Facilitator addressed the law makers and 

encouraged them to prepare norms that they have to follow in their classroom and at 

home. Students discussed in groups and clarified their doubts from Facilitator while 

preparing norms. Students raised a doubt that whether they can include the norms 

related to their personal and familial life in addition to academic life. Facilitator 

accepted the suggestion. Recorders in each group note down the norms prepared by 

their group members.  

Lesson 4. Finalizing and displaying the norms 
Focus  

1. Improving the sense of purpose in students by developing goal oriented 

outlook in them. 

2. Nurturing good personal characteristics in students by developing some 

personal factors in them. 

After completing the preparation of norms, each group presents the prepared 

norms in class. Unanimously the students selected a recorder to write all the norms 

presented by the groups. Duplicated items were removed with the help of Facilitator. 

Students finalized the norms and recorder with the help of others, wrote down the 

finalized norms on two A4 sheets and displayed the same on the wall. 

The following is the list of finalized norms 

Be disciplined 

Clean the classroom and premises 

Behave properly to Facilitators and friends 

Concentrate on studies 
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Try our level best to improve the standard of curricular and extra-

curricular activities 

Do the home work properly and regularly 

Keep the learning aids neatly 

Be at the school on time 

Follow the policies of school 

Wear uniform neatly 

Clarify the doubts  

  Extend our help to peers in learning subjects in which we have expertise 

Attend the class regularly 

Avoid the nuisance in the classroom 

Follow truthfulness in life 

Stay inside the compound wall of the school during interval 

Help others 

Respect elder people 

Clean the hands before and after food 

Drink boiled water only 

Do not go to outside of the school without the permission of Facilitators 

Go  home without any delay after school time 

 The whole class decided to follow the prepared norms in their daily life. 

Shared reflections 

Facilitator provided questions for analyzing the completed activity. 

Is this activity a valuable one? 

What is the role of norms in reducing our risks in day to day life? 

Students reported that they have achieved one goal of the activity viz., 

to find out the norms to be followed.  The second goal i.e., to provide 

awareness to others will be carried out in coming days. Students reported that 

the activity was very much useful to them because following these norms will help 
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them to lead a successful life.  Some of these norms were familiar to them even 

before writing in the work book, but this activity helped them to realize the 

importance of these norms in life. 

Post script 

The activity was very useful to the students. They opined that they will be able to do 

their work more systematically than before. The activity was appreciated in the 

school general body meeting too. Now, the whole school is following it. Willingness 

to follow the rules and being systematic is an indication of developing resilient 

characteristics in students. 
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 3. ELICITING INFORMATION FROM OTHERS THROUGH INTERVIEW 

Objectives 

1.   To develop social competence in students by improving their communication 

skills and responsiveness. 

2.  To develop autonomy in students by enhancing their self-esteem and self-

efficacy. 

3.   To inculcate personal and academic behaviours in students by encouraging 

them to do the activities. 

Features 

1. Organization of dynamic groups in the class. 

2. Preparation of interview schedule by students themselves in groups. 

3. Conduction of interview by students in real social settings. 

4. Presentation and discussion of the collected information in the class. 

5. Discussion of merits of the activity and the abilities gained by the students. 

Organization 

Group work in the classroom for selecting the theme and for preparing 

interview schedules. 

 Individual activity for conducting interview in real social settings. 
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Lesson 5. Identifying the local theme 
Specific objectives 

1. To develop the skill in conducting an interview. 

2. To develop ability to communicate clearly and effectively. 

3. To develop ability to change the persons to meet and satisfy one’s needs. 

4. To develop self-dependence in students to carry out the activities. 

5. To develop self-confidence in students by conducting an activity in the real 

social setting. 

6. To develop desirable personal and academic behaviours by conducting an 

activity independently. 

7. To develop responsiveness in students. 

Focus 

1. Development of ability to communicate clearly and effectively, to foster 

social competence in students. 

2. Development of ability to change the persons to meet the demands required 

by students. 

3. Development of self-dependence and self-confidence to foster autonomy in 

students. 

4. Development of dedication, determination, hard work and time management. 

Orientation to the students 

Friends, in our day to day life, we are speaking and communicating a lot in 

very many situations. Sometimes, knowingly or unknowingly we create problems 

due to the lack of ability of effective communication. All of us should develop the 

ability to communicate effectively and to elicit information from others. When we 

are facing unfamiliar situations in life, ability of effective communication will help 

us to handle the situation smoothly and to satisfy our needs. Correctly framed 

questions and good language are essential requirements to elicit information from 

others. Right information at the right time is very much useful to lead a successful 

life. Today, let us have training in eliciting information from others. 
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Creating the set 

 Facilitator and students discussed about interviews students have witnessed 

from the television and radio. Facilitator elicited features of the interview from the 

students. Facilitator motivated students to conduct a mock interview. Two students 

came forward, one student acted as the interviewer and other student as the 

interviewee. They demonstrated an interview on some familial issues. 

 After winding up the interview, the class discussed how to conduct an 

interview and how to draw out the information from others.  Facilitator explained 

that this ability is very much important in our daily and academic life, and when we 

are facing problems or unfamiliar situations. Facilitator prompted the students to 

conduct an interview in real social settings. 

Facilitator : We all are enjoying the television and radio programmes in our  

daily life. What programmes are you interested in? 

Students : Cinema, serials, songs, and cartoons. 

Facilitator  : OK, all these programmes provide enjoyment and entertainment. 

We are watching television and radio programmes with a motive of 

enriching our knowledge as well. 

Students : Yes, we used to watch news programmes 

Facilitator : Very good. Have you ever watched a person coming as a guest 

during the news programme and news reader asking questions to 

them to know something about the person and his/her activities? 

Students : Yes. We have watched it many times. 

Facilitator : What name can be given to such a programme in which one person 

asking questions to another one and eliciting information from the 

latter? 

Students : Interview. We have watched the interview of film stars. 

Facilitator  : OK. I too am interested in watching such programmes. Now you 

think about an interview that you have watched and speak about its 

features.  

Students : Two persons will be there. One person will ask questions and other 

one will reply to the questions. 
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Facilitator  : Correct. What is the purpose of asking questions? 

Students : To know about the person. 

Facilitator : Good. If I am interested to know about Shahala and her whereabouts 

I should ask questions to Shahala Isn’t it?  

Students : Yes. 

Facilitator  : We can ask questions to persons to collect information from them. 

What will be the nature of the questions? 

Students : We should ask good questions. 

Facilitator : Very good. We should ask good questions. I will explain what 

“good” stands for in the context of an interview. I think all of you are 

familiar with some of them. 

Questions should be well structured. It should be specific and precise. 

Questions should be well worded in order to get the answer that we 

want. Do you follow such things in daily life? 

Students : Yes. We have used such questions while talking to Facilitators and 

friends. 

Facilitator  : We have completed a discussion on how to conduct an interview. 

Now, is any one of you  interested to demonstrate a mock interview 

in our class?  

Two students come forward and conducted an interview. Questions were 

based on family matters. 

Facilitator : Good. You have conducted the interview well. 

Like this, we are talking lot about and communicate many things in 

our routine life. We are creating lot of problems in our life due to lack 

of ability to communicate effectively. Have you ever faced such 

situations in your life? 

Students : Yes. Parents will scold us due to our absurd questions. 

Facilitator  : So all of us should develop an ability to communicate effectively 

and elicit information that we want from others. This will help us to 

easily manage the unfamiliar situations. Like your suggestion, we 

should ask well structured questions using appropriate language. 
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Right information at the right time is a bless and this will help to win 

our life both in smooth and tough situations.  It is an inevitable 

capacity that all of should acquire during our life. Today we are going 

to train ourselves in eliciting information from others. 

 Facilitator told the students that before starting training in eliciting 

information from others, we have to divide the whole class members into different 

groups. Students divided into five groups based on their membership in various 

clubs organized in the school. 

 Facilitator addressed all the groups and helped them recollect how their 

friends have conducted an interview and how one person elicited information from 

the other. Facilitator is provided with the answer that “good “questions and language 

are essential to elicit correct information. Facilitator asked the students about their 

interesting area on which they ready to conduct the interview. Students indicated the 

names of different areas. 

Name of the themes   

1. Farmers and agriculture 

2. Construction workers and their problems 

3. Electricians and misuse of electricity 

4. Military  persons and their service 

5. Youth co-ordinators and their work 

6. Personal details of any one person in their village and his or her views about 

education and environmental pollution. 

Facilitator accepted the answers and asked them to think about the 

practicability of interviewing those persons. Each group discussed the theme they 

have selected and arrived at the conclusion given below. 
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Sl 
No. 

Theme Interview hints 

1 Farmers  Agronomic practices, types of fertilizers, type of 
seeds. 

2 Construction 
workers 

Risks faced by construction workers and types of 
building units. 

3 Electricians Tools used by electricians, and misuse of electricity. 
4 Military persons Service rendered by military persons and risks in their 

life. 
5 Youth co-ordinator Duties performed by youth co-ordinators.  
6 A person in the 

village 
Personal details, opinion about agriculture, education, 
and environmental pollution. 

 

Lesson 6. Preparing the interview schedule 
Focus 

1. Fostering social competence in students by developing ability to 

communicate clearly and effectively. 

Facilitator encouraged all the groups to prepare the interview schedule based 

on the theme they have selected. Students discussed in groups and prepared the 

questions suitable to elicit information from their target group. Facilitator provided 

positive suggestions and helped them to prepare well structured questions. All the 

questions were recorded in the work book. All groups prepared sufficient number of 

questions. Facilitator checked the schedule prepared by each group. A model of the 

interview shedule prepared by students is presented below 
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 In the following lesson, the students conducted interview with various 

persons in the community using the prepared interview schedule. 

Lesson 7. Eliciting information on how they adapt-interface 
Focus  

1. Fostering social competence in students by developing ability to communicate 

clearly and effectively. 

2. Development of an ability to modify the persons to meet the demands required 

by students, and development of self-dependence and self-confidence in order 

to foster autonomy in students. 

3. Development of dedication, determination, hard work and time management. 

 One week was allotted to all groups to conduct interview. Facilitator 

instructed the students that everyone should conduct the interview and bring their 

findings. 
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The products and conclusions from the interview, illustrated above, shows 

that students have conducted the interview with commitment and it helped them to 

gain self-confidence self-dependence, determination and time management. 

Lesson 8. Reporting the interview 
Focus  

1. Fostering social competence in students by development of ability to 

communicate clearly and effectively.  

One week after the planning phase, students bought their findings and 

presented the same in the class. Findings of one group are given below for a model. 

Sl 
No. 

Theme Collected information 

1 Farmers  Both ordinary and modern equipments, mostly biofertilizers, 
seeds like Jaya Annapoorna, Aryan, Chempav, 
Thavalakkannan, Vellari, Vellakkoli, and Chama, used to 
sing song for entertainment while working, and educational 
status is low. 

2 Construction 
workers 

Students reported that construction workers are suffering a 
lot of problems while working. They focused the falling off 
workers from buildings. Materials used are different types of 
stones, sand, and cement. 
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Sl 
No. 

Theme Collected information 

 
3 Electricians Here also students focused the hazards to life during work. 

We should conserve electricity by keeping modesty in its 
use. Emphasized switching off lights and fans when not 
needed. 

4 Military 
person 

Student reported that military persons are suffering a lot for 
our country and we should respect them. 

5 Youth co-
ordinator 

Students reported that  youth co-ordinators are doing a 
number of activities for the welfare of the panchayath. 

6 Person around Students interviewed house wives, madrassa Facilitator, and 
aged persons in their village and collected information on 
education, and environmental pollution. All the persons have 
positive attitude towards education and everyone was against 
pollution. 

 

Whole class and Facilitator discussed about the information presented by the 

students. Students clarified their doubts while presenting the findings. 

Shared reflections 

Facilitator provided questions to students for analysis. 

How do you feel now after conducting an interview independently? 

Is there any merit in achieving self-confidence in life? 

Is there any merit in eliciting information from others? 

Each group analyzed these questions and discussed it and recorded the points 

in the work book. All students were encouraged by the Facilitator to present their 

views. Students reported that  

they could realize and develop their communication skill and self-

confidence after conducting interview and they got a chance to use appropriate 

questions to elicit the information from others. Increased self-confidence will help 

to lead a good life. If we have acquired an ability to elicit information from 

others it will help to handle unfamiliar situations and can clear doubts from 
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Facilitators. They also reported that it was a novel experience for them to realize 

their abilities by conducting the interview. 

Post-script 

 Transaction of the lesson “Eliciting Information from Others through 

Interview” was a fruitful and commendable activity. Students were very good at 

preparing interview schedules and conducting interface. Information gathered from 

different groups was very much useful to others in the class. Students were very 

much enthusiastic while presenting their collected information. These were 

indication of their improved communication skills, confidence, dedication and hard 

work. Four periods and an outdoor activity was required to complete the lesson. In 

routine school schedules, time allotment was a constraint. 
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4.  DEVELOPING THE ABILITIES TO PLAN THE LIFE 

Objectives 

1. To develop ability to plan the activities in order to inculcate problem solving 

skill in students. 

2. To develop ability of critical thinking in students to promote problem solving 

skill. 

3. To develop a sense of task mastery and self-efficacy to promote autonomy in 

students. 

4. To inculcate goal direction in students to develop sense of purpose in 

students. 

5. To develop sense of responsibility, achievement oriented outlook, 

determination, self-discipline, and time management in students to pound 

personal and academic behaviours in students. 

Features 

1. Analysis of the previous week’s work. 

2. Discussion about the problem related with lack of planning. 

3. Planning curricular, extra-curricular and domestic work one week in 

advance. 

4.  Evaluation of the scheduled programme for upcoming week. 

5. Discussion and reflection about the merits of effective planning. 

Organization 

1. Individual work for analyzing the previous day’s work. 

2. Group work to discuss about the merits of planning. 

3. Group work to prepare the plan for coming week. 

4. Group work for analyzing the work completed in scheduled week. 

5. Whole class activity for reflections. 
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Lesson 9. Analysis of previous week’s work 
Specific objectives  

1. To develop an ability to plan the curricular, extra-curricular and domestic 

activities for leading a smooth life. 

2. To develop an ability to critically analyze the merits of systematic planning 

and demerits of unordered activities. 

3. To promote self-efficacy beliefs of students through planning and evaluating 

a task up to 100% independently. 

4. To develop a positive attitude in students towards goal direction by setting 

and achieving a goal related to their work. 

5. To develop responsibility, achievement oriented outlook, determination, self-

discipline, and time management in students by planning their life by 

themselves. 

Focus 

1. Development of the ability to plan the activities promote to problem solving 

skill in students. 

2. Development of the ability to critically analyze the things to foster problem 

solving skill in students. 

3. Development of self-efficacy in students by encouraging them to plan, 

implement and evaluate a programme independently in order to boost 

autonomy in them. 

4. Development of the ability of goal setting and accomplishment to foster 

sense of purpose in students. 

5. Development of an ability of planning and executing a programme 

independently to inculcate good personal and academic behaviours in 

students. 
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Orientation to students 

 Friends, we are familiar with persons who frequently complain that "I am 

busy, I have no time to complete my work, oh God, what can I do?”  Such kinds of 

people are always at-risk and they have no time to relax. What is the root reason 

behind this complaint? When we are observing such a person, we can understand 

that they are very poor in planning their work. Without proper thinking and 

planning, they will start many works and will not be able to complete any one 

effectively. It will trouble their life and inhibit their development. So everyone must 

learn to plan our life, academic works and other activities effectively. It will lead us 

to success. Today we are going to learn the usefulness of effective planning. You 

have the freedom to discuss, think and analyze your activities. Record your products 

in your work book. 

Creating the set 

Facilitator energized the students by providing different Malayalam word 

puzzles to students. Facilitator motivated the students to solve the puzzle. Students 

very interestingly tried to complete the puzzle in groups. 

Students co-operatively divided into five groups by themselves. Facilitator 

encouraged students to analyze their curricular, extra curricular and household 

activities in the previous week. In case of curricular and extra-curricular activities 

they can discuss and check their time table. Each student recorded it in the work 

book. Students are encouraged to discuss the time they had allotted for each activity.  

Facilitator provided questions to all groups for analysis. 

Have you felt any problem or hurry because of the absence of planning? 

Any proposed activity left incomplete due to lack of planning? 

 Each group conducted a discussion the questions and recorded their answers 

whatever it may be in the workbook. All students were welcomed to present their 

views. Students reported that they had to face lot of problems due to lack of 

planning in life, particularly in academics like problem with half completed 

homework, inadequate time to prepare for test papers, scolding by Facilitators and 

like that. During such situations they were very much tensed and sad. Facilitator 
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consolidated the views by focusing on the problems of lack of planning in day to day 

life and invited the attention of students to prepare a plan. 

 

Lesson 10. Preparing a plan of action for upcoming week 
Focus  

1. Development of the abilities to plan the activities to promote problem 

solving skill in students. 

2. Development of the ability to critically analyze the things to foster problem 

solving skill in students. 

3. Development of self-efficacy in students by encouraging them to plan, 

implement and evaluate a programme independently to boost autonomy in 

them. 

4. Development of the ability of goal setting and accomplishment to foster 

sense of purpose in students. 

5. Development of ability to plan and execute a programme independently to 

inculcate good personal and academic behaviours in students. 

After discussion Facilitator motivated each group to prepare a time schedule 

for their next week's activities including curricular, extra curricular and household 

activities with date and time.  

Format is provided by Facilitator. 

Day Time Activities Evaluation 
  Curricular Extra-

curricular 
Domestic  

 
 

     

 

Students in groups prepared the plan from the class with the help of their 

school time table. Follow up of the activity will be continued in next week.  

Examples of worked out sheets prepared by students are given below. 
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 Students decided to implement the prepared plan in their daily life and to 

modify it after 1 week.. 

 

Lesson 11.  Follow up and evaluation  
Focus  

1. Development of the ability to critically personal behaviours to foster problem 

solving skill in students. 

2. Development of self-efficacy in students by encouraging them to plan, 

implement and evaluate a programme independently to boost autonomy in 

them. 

3. Development of the ability of goal setting and accomplishment to foster 

sense of purpose in students. 

4. Development of an ability of planning and executing a programme 

independently to inculcate good personal and academic behaviours in 

students. 

For evaluating the plan same groups were reconstituted. Each group member 

evaluated how much they are successful in following the prepared schedule. 

Students were encouraged to compare the difference between their activities in the 

unplanned previous week and that in the very last week with a plan. Students in 
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groups discussed about these points. Findings were recorded in the work book. 

Every student was provided with chance to present their views. 

Students reported that after completing the activity they became realized that 

lack of planning have caused lots of problems in their life especially in academics. 

They had to leave the activities incomplete due to the absence of planning in life.  

Shared reflections 

Students were motivated to evaluate the significance of planning in their life.  

Is there any merit in such planning? 

What is the importance of planning in day to day life? 

Are you able to save your time and energy and reduce your tension due to the    

planning? 

Students discussed the questions in group. After that each student presented 

own views before the whole class. The class concluded that acquiring the ability of 

planning is very much useful in leading a successful life. Students discovered that 

planning has vital role in day to day life. They have  

got a chance to plan the activities in advance and this ignited punctuality 

in them. Unanimously the students opined that they can avoid tensions in life 

with the help of planning.  

Students commented that we will be able to complete our activities 

systematically with perfection. We avoid the blame on time. We will have a 

tendency to complete each activity in time. We will get peace in life with the 

ability of planning. Planning will help to save valuable time in life. We will be 

able to develop the ability to do things independently. We can increase our 

accuracy in doing things.  

 

Post-script 

The activity was very effective. Students really assimilated the usefulness of 

planning in leading a smooth life. Many students started to prepare time table to 

study their subjects. Feedback collected after one year from the students revealed 

that students are very effectively using the planning in their academic life. 
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 An interin self-evaluation of the activities for preparing norms – how can be 

direct our life,  a new begining to make the students flexible, and developing the 

abilities to plan the life was conducted by students with the help of the guidance 

provided by the facilitator. 
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5. UNDERSTANDING AND CONSIDERING OTHERS 

Objectives 

1. To develop empathy and flexibility in students in order to boost social 

competence.  

Features 

1. Students individually analyzing the situations provided by the Facilitator. 

2. Students giving justifications for their classification of situations. 

3. Students enacting the situations in class. 

4. Students make reflections on the activity. 

Organization 

1. Individual activity for classifying the events. 

2. Group work for enacting the situations. 

3. Group work for analyzing the activity. 
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Lesson 12. Analyzing the situations 
Specific objectives 

1. To understand how to consider other peoples’ emotions as ours. 

2. To develop ability to move between sub-cultures. 

3. To develop skill in enacting the situations. 

Focus 

 Development of an ability to understand others’ feelings and emotions and to 

make aware the students about the need for moving between sub-cultures in life in 

order to foster social competence in students. 

Orientation to the students 

Friends, today we are assimilating this value of understanding and 

considering the emotions of others for a better living of everyone in the society. All 

of us are susceptible to problems in life and we should develop an attitude to help 

others while they are in trouble. Many times all of us thought that if my parents or 

my friends understand me, I can solve that problem or I will be able to lead a better 

life. It will have immense value in your future life. If you are assimilating this value, 

you will be the curators of other's problems. After learning this lesson, a chance is 

waiting for you to become a director of a drama. 

Creating the set 

Facilitator invited one student to sing a song. One student came forward and 

sang a song. After the song, Facilitator appreciated the student who sang the song 

and asked the students what was going on in your mind while she sang? Students 

replied that they were thinking about the scene in the film to which the song belongs 

to. Facilitator told that the scene was very touching to our mind. What kind of 

feeling that song evoked in your mind?  Students replied that they felt sad about the 

girl. Facilitator replied that if everyone is behaving like, this our society will become 

a peaceful one. 

Facilitator provided some situations for students to classify. Students take 

down the situations in their work book. After analyzing the situations, classification 

title is elicited from the students. Situations are provided below.   
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1. I feel happy when my friend score high marks in examination. 

2. I avoid my friend when he / she is sad.  

3. I wish to present a gift to my friends when they secure first place in 

competitive examination.  

4. I hear the problems of my friends when they open it up. 

5. I feel happy when others are sad. 

6. I share drinking water with my friends. 

7. I avoid my friends when they approach me to tell something very happily. 

8. I help my neighbours when they are in trouble.  

Students analyzed all the situations and classified them. Facilitator 

encouraged the students to propose titles to their classified groups. Students name 

their classified groups.  The suggestion to have good and bad habits was accepted 

unanimously. 

Each student presented their classification. Facilitator asked the students to 

give justifications for their classification while presenting the same. Students 

clarified the criterion of their classification. Facilitator checked whether there is any 

odd one in any one’s findings. 

Lesson  13. Enacting/ role playing the situations 
Focus 

 Development of an ability to understand other’s feelings and emotions and to 

make aware the students about the need for moving between sub-cultures in life by 

role playing the situations in order to foster social competence in students. 

Facilitator encouraged students to enact the situations that contain the 

element of empathy and flexibility. Students in groups discussed about how to select 

the theme and how to enact it. Facilitator gave appropriate suggestions to students. 

From different groups two or more students came forward and presented a skit based 

on theme of empathy. After seeing the skit, Facilitator motivated the students to 

critically evaluate the situations. Students in groups analyzed the situations and 

presented their findings. One skit was about the conversation between two friends. 

One boy very happily approaching the other one and says that my father came from 

gulf yesterday. The boy who is hearing the words replied that it is none of my 
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business. The boy whose father reached from gulf became sad by hearing this.  

Students watched it and commented that we should share the happiness and pains of 

others.   

Shared reflections 

Facilitator prompted the students to give reflections about the activity 

conducted by them. Facilitator provided some questions for analysis. 

Is this activity useful to you? 

What is the significance of empathy and flexibility in our life?  

Is enacting the situations helped you to follow these values in life? 

Students discussed the questions in groups and presented their findings. 

After presentation both Facilitator and students made a discussion on how the values 

like empathy and flexibility help to build a peaceful society.  

The situations provided for the students to analyze the importance of 

considering the feelings and emotions of others were comprehended by students and 

restated by them in their own language.  An illustration is given below. 
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 Students conducted analysis and discussion based on the situations provided 

by the facilitator.  A model of the product of analysis and discussion is presented 

below. 

 
Suggestions raised from the discussion were  

we should show kindness to others, help the people when they are in 

trouble, and extend our help to needy people. They reported that if we are 

following the values like empathy and flexibility our society will be free from 

many problems. Students reported that enacting the situations helped them to 

concretize the idea and could develop helping mentality and good characters and 

helped to avoid bad characters. The activity helped to develop an ability to 

behave in accordance with other persons’ feelings and also helped to discriminate 

virtues and evils.  It will increase our ability to handle problems, thinking 

ability, helping mentality, and cooperation.  

 

Post-script  

 Students were interested to enact the situations. Enacting the situations 

helped them more to imbibe the values. Students whole heartedly participated in the 

concluding discussion and presented their personal experiences. They assured that 

they will follow these values throughout their life. It was a very good output of the 

activity. 
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 6. DEVELOPING HOPEFULNESS 
Objectives 

1. To develop social competence in students by promoting communication 

skills. 

2. To inculcate sense of purpose in students by developing their hopes and 

expectations. 

3. To develop sense of purpose in students by instilling persistence and 

optimism. 

4. To inculcate personal and academic behaviours in students by helping them 

to develop dedication, determination, hard work and studying hard. 

Features 

1. Students listing their hopes and expectations. 

2. Students presenting their hopes and expectations. 

3. Discussing about the importance of hopes and expectations in life. 

Organization 

1. Individual activity to list out the hopes and expectations. 

2. Individual activity to present the listed hopes and expectations. 

3. Group activity to discuss about the role of hopes and expectations in life. 
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Lesson 14. Listing out the hopes and expectations 
Specific objectives 

1. To list out the future expectations and hopes. 

2. To speak about the expectations and hopes. 

3. To discuss about how to accomplish the expectations in life. 

4.  To discuss about how these hopes and expectations guide our life. 

Focus 

1. Development of sense of purpose in students by listing, communicating and 

discussing about their future expectations and hopes. 

2. Development of personal and academic behaviours in students by helping 

them to think about their present and future life. 

Orientation to the students 

 Dear friends, all of us have only one life. We have to lead this life smoothly, 

without hurting others’ hopes and expectations and at the same time fulfilling our 

own hopes and ambitions. Each one should have hopes and expectations about 

future. This will make our life more fruitful and systematic. So, today all of you are 

going to write down your hopes and expectations in your work book. All of you 

should think clearly about yourself and make real and truthful hopes about your life 

and about your future.  

Creating the set 

 By playing a song (aadi vaa kaate, paadi vaa kate- a Malayalam film song) in 

the class, Facilitator made the students happy and energetic. After listening to song, 

Facilitator and students discussed about the theme of the song. Students identified 

that it’s only an expectation of a person and this expectations have some role to play 

in our life. Students became ready to do something with their expectations.  

 After discussing the theme of the song, Facilitator encouraged students to 

write down their hopes and expectations in the workbook. All students sat in their 

own positions. After understanding the instructions, they started to think about their 
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future hopes and expectations. Students were encouraged to write down all their 

hopes and expectations whatever it may be. Facilitator monitored the work of the 

students. 

Lesson 15. Presenting the hopes and expectations 
Focus  

1. Development of social competence in students by communicating and 

sharing their hopes and expectations to their classmates. 

2. Development of sense of purpose in students by communicating and 

discussing about their future expectations and hopes. 

After completing their work, all students presented their hopes and 

expectations in the class. While one student presenting the hopes and expectations, 

all others listened to that student and appreciated his or her views. If necessary, 

Facilitator helped them to correct their views. All students were encouraged to 

analyze and evaluate their hopes and expectations.  

Children variously opined that they have an ambition to become a 

Facilitator, doctor, police officer etc.  According to them parents of all of them 

have expectation that their children will secure a good job in future and arrange 

all earning conditions for them.  Facilitators expect that their students will 

become good persons in future.  If we have expectation we can go ahead in 

accordance with our expectation. We can concentrate on studies. Expectations 

will prompt and encourage us to study well. It will help to lead a good family 

life and to discharge the societal functions properly. If we keep an expectation 

that we will get a good job in future, we will try to achieve it.  Securing the 

dream job will be easier. If students realized that an expectation will be able to 

go ahead in presence of hurdles. We have developed an ability to keep an 

expectation in mind and satisfy it.  
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Shared reflections 

After the presentations, Facilitator provided some questions to the students to 

discuss. 

What is the importance of hopefulness in life? 

Do you feel any difference in your thoughts before and after this activity? 

How do hopes and expectations help a person to lead a happy life? 

Students sitting in the same bench constituted a group and conducted 

discussion on the questions and constructed their own answers. Each group 

presented their views. Based on their conclusions, Facilitator emphasized the 

importance of having hopefulness in life and encouraged them to fulfill their hopes. 

  

Students reported that keeping good hopes in mind have some positive 

effect in life; we will become motivated to achieve it. If the hopes are about the 

studies we can achieve high scores in examinations. If we have good expectations 

about the future we will work hard to achieve it. This hard working will help to 

lead our life successfully. Students opined that expectations will help to 

overcome the negative life situations. 

Post-script 

This activity helped the students to hold some good expectations in their life. 

This will help them to concentrate on their studies. Such a kind of activity will help 

the students to wholeheartedly carryout their work and to lead a successful life. 

 

. 
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7. DEVELOPING COMPETENCE IN STUDENTS TO EFFECTIVELY 

COMMUNICATE THEIR INDIVIDUAL ASPIRATIONS AND PERSONAL 

FACTORS 

Objectives 

1.  To develop social competence in students by fostering their communication 
skills. 

2.  To develop problem solving skill in students by promoting their 
resourcefulness in seeking help from others and the ability to think 
creatively. 

3.  To develop autonomy in students by helping them to realize their self-
efficacy. 

4.  To develop personal characteristics in students by inculcating aspirations and 
personal factors.  

Features 
1. Students listening to the story read by their classmate. 
2. Students thinking about the characters in the story to find out their qualities, 

values and aspirations. 
3. Recorder records the qualities, values and aspirations of the characters found 

out by the students. 
4. Students thinking about their own qualities and aspirations in life and listing 

them in the workbook. 
5. Students writing story based on the qualities, values and aspirations recorded 

on the black board and based on their own qualities and aspirations. 
6. Students presenting their qualities and aspirations and the stories written by 

them in the class. 
7. Students discuss about keeping good values and aspirations in both day to 

day and academic life. 
Organization 
1. Whole class activity for reading and listing the qualities, values and 

aspirations exhibited by the characters in the story. 
2. Individual activity for listing their own qualities and aspirations. 
3. Individual activity for writing stories and presenting the qualities and values 

in class. 
4. Group activity for discussion. 
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Lesson 16. Listening to the story and finding the qualities 
Specific objectives 

1. To develop skill in writing stories. 

2. To develop skill in narrating stories. 

3. To develop skill in seeking help from others. 

4. To develop skill in imagination. 

5. To develop an awareness about one’s own abilities through doing a task 

independently. 

6. To develop a positive attitude towards good aspirations and personal factors. 

Focus 

1. Development of an ability to communicate effectively to foster social 

competence in students. 

2. Development of help seeking behaviour and power of imagination in 

students to inculcate problem solving skill. 

3. Development of awareness in students about their own self-efficacy to instill 

autonomy in students. 

4. Inculcation of individual aspirations and personal factors. 

Orientation to the students 

Friends, today we are going to do an interesting activity. All of you can 

freely interact each other and share your ideas. It will be better if you follow self 

control and self discipline during the activity. It will be more helpful to you, if you 

recollect the good stories that you have read from the books or heard from parents. 

This activity will help you to realize that you are a good writer. 

Creating the set 

Facilitator made the students to hear a part of the interview in English 

between a novelist and an interviewer using a tape recorder. They were very fluently 
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communicating with each other. Novelist was very metaphorically talking about his 

novel. Through this Facilitator ignited the students’ desire to imagine, speak and 

communicate well. 

  One student read aloud a story in the class depicting individual aspirations 

and good personal values (collected from magazine, Vanitha). All students carefully 

listened to the story. After hearing the story, students organized themselves as circle 

in the class. One student voluntarily took the position of a recorder. The whole class 

appreciated the student who took the position of recorder for his willingness to 

accept the duty. Facilitator encouraged students to think about the characters in the 

story and to find out the qualities and aspirations exhibited by the characters. When 

students find out qualities and values, recorder records it on the black board. Most of 

the students found out the qualities and values shown by the characters in the story. 

Repeated ones were avoided. Students copied the matter on the black board in their 

workbook. After recording many good values and aspirations of the characters in the 

story, students are encouraged to find out their own individual aspirations and 

personal factors. The identified qualities ad negative behaviours are presented 

below. 

Qualities identified by students Negative behaviours identified by 
students 

Love, friendship, compassion, patience, 
humility, service mindedness. 

Teasing, cheating, jealousy, pride, violence 

 

 

Lesson 17. Becoming a writer 
Focus  

1. Development of help seeking behaviour and power of imagination in student 

to inculcate problem solving skill. 

2. Development of awareness in students about their own self-efficacy to instill 

autonomy in students. 

 Students thought about their own qualities and aspirations in life and wrote 

down in the workbook. Facilitator encouraged students to write stories based the 

qualities, values, and aspirations they have identified from the story and also based 
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on their own qualities and aspirations. Students started to write stories (students 

completed the story as a homework). 
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 Most students wrote stories and some of them prepared a brief description 

based on the identified qualities. 

Lesson 18. Presenting the story 
Focus 

1. Development of an ability to communicate effectively in order to foster 

social competence in students. 

2. Inculcation of individual aspirations and personal factors. 

 Class assembled to hear the stories and to share the qualities and aspirations. 

Facilitator invited all students to present their views and aspirations. Each student 

came forward and talked about their views and narrated the story written by them. 
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Facilitator motivated the students speak well and to narrate the story melodiously. 

Students got chance to positively criticize the views of their friends. Facilitator 

appreciated the creative nature of the students. 

Shared reflections   

Students assembled themselves into small groups under the supervision of 

the Facilitator. Facilitator provided some questions for analysis. 

What is the importance of effective communication in life? 

Have you ever realized that lack of effective communication has put you in 

trouble? 

Explain the importance of keeping individual aspirations and good personal 

values in your day to day life and academic life? 

Each group discussed about the aspects in the questions and found out the 

answers. Each group presented their reflections in the class. Students displayed 

values on the bulletin board. Students reported that writing stories based on the 

qualities recorded on the blackboard was a new experience to them, and many of 

them reported that they are unaware of their ability of story writing till then.  

Story writing and its narration helped them to use the language 

effectively and appropriately and narrating the story helped them to reduce the 

stage fear. They opined that healthy communication is very much important in 

life. Some students reported that inability to speak well and fear was a problem 

when Facilitators ask questions. Students reported that keeping aspirations and 

following values will help them to lead a better life, and it will help them to keep 

away from harmful activities. Students reported that they realized their ability 

to think and imagine. They have developed a tendency to do things 

independently. Students reported that they could understand that not to tease 

others while others are doing faults instead we should help them to correct it. 

Students opined that story writing and listening to stories helped them to 

inculcate good habits in them.   
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Post-script 

 Hearing stories have some impact in all people especially in children. If the 

Facilitators are transacting the contents through stories children can assimilate it 

well and also they will show more dedication and commitment to the work assigned 

by the Facilitator. There are very creative students in our school population and 

Facilitators should find out time to identify and promote it. This activity helped the 

students to find out the hidden values and qualities in them and they are encouraged 

to follow these in life. Story writing and reading helped them to use the language 

beautifully. While reading the story they got an opportunity to face the whole class. 

This helped many students to reduce their stage fear. 
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 8. STARTING A GOAL ORIENTED LIFE FOR A BETTER FUTURE 

Objectives 

1. To develop social competence in students by improving their communication 

skills and responsiveness. 

2. To develop problem solving skill in students by improving their ability to 

plan and the ability to think critically and reflectively. 

3. To develop sense of purpose in students by inculcating goal direction, 

educational aspirations, achievement motivation, persistence, hopefulness, 

and optimism. 

4. To develop personal and academic behaviuors in students by instilling sense 

of responsibility, achievement oriented outlook, dedication, determination, 

hard work, self-discipline, time-management, and studying hard.  

Features 

1. Students thinking about goals they had set in the past. 

2. Students thinking about whether they had achieved the same. 

3. Students setting goals in both day to day and academic life. 

4. Students discussing about the importance of having a goal in life. 

Organization 

1. Group activity for thinking about goals set in past and its accomplishment. 

2. Both individual and group activity for setting goals related with academic 

and day to day life. 
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Lesson 19. Whether I had set any goals in past and what are  

my future goals 
Specific objectives 

1. To develop skill in writing, reading and transacting ideas. 

2. To develop skill in eliciting suitable responses from others. 

3. To develop ability to plan things. 

4. To develop ability to think about the goals formulated in the past and about 

the same in future. 

5. To develop skill in formulating goals in daily and academic life. 

6. To create a positive attitude towards the significance of educational 

achievement in life. 

7. To develop ability to continuously engaging in an activity. 

8.  To develop ability to think positively about the future. 

9. To develop a positive attitude towards fruitful completion of a work 

sincerely and wholeheartedly. 

10. To create an awareness about the effective use of time in life. 

Focus 

1. Development of ability to communicate effectively and the skill in eliciting 

positive responses from others to promote social competence in students. 

2. Development of ability to plan the future and critical and reflective thinking 

to advance problem solving skill in students. 

3. Development of goal direction, educational aspirations, achievement 

motivation, persistence, hopefulness, and optimism to inculcate sense of 

purpose in students. 
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Orientation to students 

Dear students, with our life we have to contribute a lot of good things to the 

society and to the nation. You are the citizens of tomorrow. You have to face lots of 

problems in your academic and day to day life but you have to withstand and win 

over this. For that all of us should have clear goals and aims in our life. Our today’s 

activity will help you to realize the importance of goal setting in both academic and 

day to day life. You have the freedom to discuss in your group. You have to 

consciously think about your past and future life. Check yourselves whether you 

have set any goals in your past life. Think about your future academic and day to 

day life and set appropriate goals.  

Creating the set 

  Facilitator realized the students about the importance of a having a goal in 

life  and the  effort of a person to achieve it through the story of a person having 

clear goals in his life and his achievements and that of lazy, aimless person and his 

failures( story of appu and achu). Through the story Facilitator made the students 

aware about the importance goals and hard work in life. 

Based on their interest in different sports and games, students were divided 

into different groups. Each group sat at different places in classroom. Facilitator 

encouraged them to think about their past life and goals they had formulated and 

attained during that time. In groups students thought about whether they had set any 

goals and attained it. But majority of the students were not aware of setting a goal in 

life. When Facilitator asked whether they had an ambition to score more marks in 

examinations, many students replied positively. Positive remarks were appreciated 

by the Facilitator. Then Facilitator encouraged them to formulate goals about their 

academic and day to day life.  

 They thought individually and discussed in groups and set goals. Each 

student presented their goals before the class and others analyzed the relevance of 

the formulated goals.  

Goals formulated by students include become a good person in the society, love 

all human beings, secure a good job to help my parents, do hard work to score 

high in exams, whatever problems may happen to my studies, i will suffer all of 
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them and study well,  I will secure good grades,  I have a goal to do agriculture,  

I have a goal to rear birds and animals,  secure A+ in all subjects,  look after 

my parents and make my life a success. 

A model product of the goals identified by the students is illustrated below. 
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 The identification of goals helped the students to formulate clear goals in 

relation with their life. 

Lesson 20. Experiences in setting and attaining goals 
Focus 

1. Development of ability to communicate effectively and the skill in eliciting 

positive responses from others to promote social competence in students. 

2. Development of ability to plan the future and critical and reflective thinking 

to advance problem solving skill in students. 

3. Development of goal direction, educational aspirations, achievement 

motivation, persistence, hopefulness, and optimism to inculcate sense of 

purpose in students. 

4. Development of sense of responsibility, achievement oriented outlook, 

dedication, determination, hard work, self-discipline, time-management, and 

studying hard to inculcate personal and academic behaviours in students. 

Students are again motivated to formulate academic goals that have to be 

attained in the present week itself, both individually and group wise. For setting 

goals Facilitator gave freedom to students to check their subject notes and allowed 

them to consult with their group members. Attainment of this goal will be evaluated. 

All students recorded their goals in their own work book. Facilitator monitored the 

work and checked the goals formulated by students. After three days, all students 

conducted self-evaluation to find out whether they have achieved the pre-determined 

goals using their work book and subject notes. Facilitator appreciated the 

commitment, hard work and dedication manifested by the students in accomplishing 

the self-set goals.  

  Whole class discussed about the socially relevant goals which can be 

completed by them. Students identified many areas and goals like cleaning the 

public places, giving awareness to their neighbours about communicable diseases, 

and helping their friends. Facilitator appreciated all suggestions and motivated them 
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to carry out the goals. Follow up was conducted by enquiring to the students about 

the accomplishment of goals. 

Shared reflections  

 Students were encouraged to conduct a discussion on the questions provided 

by Facilitator related with importance of goal direction in all fields of their life.  

Explain the importance of goal direction in the academic life? 

Goals will improve the standard of our life. Critically evaluate.  

Students reassembled into their basic groups and discussed about the 

questions. All groups recorded their conclusions and presented in the class.  

Students reported that having a goal in life has significant effect in life, 

especially in academic life. We can live in accordance with the set goals. We will 

have a mentality o help others. They opined that if we set a goal to secure high 

marks in examination, the goal will motivate us to study hard. Setting goals 

related with all aspects of life will improve the quality of our life.  

 Students reported that we have developed an attitude to secure the goal 

set in advance. If we secure our dream job, it will help to achieve the goals 

related with that job. Goals will encourage and prompt to do the work properly. 

Each stage of our life has its own goals. If these goals are unaccomplished; we 

cannot go ahead in our life. It is a very good character to try hard for achieving 

a pre-set goal. Goals and expectations provide a direction to a successful life. 

Future will be bright.  

Nervazhiyilude sancharikuka, Aadarsam mathram pora, yadharthyavm venam 
 

Post-script 

 Secondary school children are unaware of the importance of goal direction 

and factors associated with accomplishing the set goals. If the Facilitators are 

providing guidance in connection with this, students will follow it easily.  Setting 

and attainment of goals formulated by the students themselves in this activity had 

ignited a lamp of goal oriented life in them;  it was clear to me from their feed back 

after completing the activity. 
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9. MY CAREGIVERS’ EXPECTATIONS ON ME 
Objectives 

1. To develop sense of purpose in students through inculcating goal direction, 

achievement motivation, persistence, hopefulness, optimism in students. 

2. To strengthen the personal and academic behaviours in students by instilling 

sense of responsibility, achievement oriented outlook, dedication, 

determination, hard work, self-discipline, studying hard, doing home work 

and attending classes. 

3. To develop social competence in students by fostering empathy and 

flexibility. 

Features  

1. Students listing the expectations of their parents and Facilitators about them. 

2. Students analyzing the written matter individually. 

Organization 

1. Individual activity for listing the expectations of parents and Facilitators 

about them. 

2. Group activity for discussing the use of knowing the expectations of others 

about them. 
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Lesson 21. Try to understand the parents and Teachers 
Specific objectives 

1. To identify the expectations of their parents and Facilitators about their 

children. 

2. To develop goal oriented behaviour in students. 

3. To develop good characters related with academic life. 

4. To develop positive attitude towards emotional oneness.  

Focus 

1. Development of a positive feeling in students towards the expectations and 

hopes of parents and Teacher about them in order to infuse sense of purpose 

in students. 

2. Inculcation of good characteristics and academic behaviours in students in 

order to develop personal and academic behaviours in them. 

3. Development of an ability to understand the emotions and feelings of other 

persons in order to boost social competence in students. 

Orientation to students  

 Friends, today you are going to understand your parents and teachers and 

their hopes and expectations about you.  You have to recollect the conversations and 

interactions between you and your parents and teachers, and draw out the 

expectations of them about you. Discussion is not needed for this activity.  In order 

to analyze the merits of this activity, we have to conduct whole class discussion at 

the end of the lesson. 

Creating the set 

Facilitator invited the national anthem singers in the school who are studying 

in the select class to sing a song (thaamarakannanurangenam-a Malayalam film 

song) in the class. Facilitator instructed students to carefully listen to song. 

After hearing song, the class discussed the meaning of song. Facilitator said 

that few years back, we all are depended on our parents for each and every need 
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satisfaction. Likewise, when a child is born, from that moment itself the parents 

dream and expect a lot of good behaviours from their children and when the child 

enters to the school, teacher also have high expectations about their students. From 

this discussion students realized that the parents and teachers have good expectations 

about their children. Facilitator advised students that it is your duty to fulfill the 

expectations of your parents and teachers and through this your life become more 

worthy.  

Facilitator clearly explained features of the work and encouraged all students 

to list out their parents’ and teachers’ expectations and hopes about them. Each one 

should recollect the experiences and sayings of your parents and teachers and list 

those in your book. Here discussion is not needed. Let us examine to what extent 

your parents and teacher consider you and guide you to the future. Now your duty is 

to list out the expectations and hopes of your parents and teachers about you.  

Facilitator instructed students to write the expectations of parents in one column and 

those of teachers in the second column.  

Regarding the expectations and hopes of parents, students should write the 

things under two headings, i.e., as a son/ daughter and as a student. 

Regarding the teachers’ expectations the headings are as a student and as a 

responsible citizen. 

Students started to think, recollect and record the hopes and expectations of 

their parents and teachers about them.  



 559  Fostering  Academic Resilience 

 

 



 Appendices 560

 
  

Students completed the work with maximum commitment. 

Lesson 22. Analyzing the relationships 
Focus 

1. Development of a positive feeling in students towards the expectations and 

hopes of parents and Facilitators about them to infuse sense of purpose in 

students. 

2. Inculcation of good characteristics and academic behaviours in students to 

develop personal and academic behaviours in them. 

3. Development of an ability to understand the emotions and feelings of other 

persons to boost social competence in students. 

After completing the work, Facilitator instructed students to analyze the 

relationship existing between them and their parents and Facilitators based on their 

findings. Students analyzed whether there is any relation between expectations of 

their findings and that of their parents and Facilitators. Facilitator advised students to 

conduct a self-evaluation to find out whether their behaviour and activities are in 

tune with the expectations of their parents and Facilitators. Students conducted self-

evaluation and recorded it in the work book. 
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Students found out that they have to work more to keep a harmony 

between expectations of them and their parents and Facilitators. But the 

students are conscious about the expectations of their parents and Facilitators. 

They reported that if there is harmony it will provide peace and happiness to 

them. 

Shared reflections  

 Facilitator provided some questions for discussion. 

What is the importance of knowing the expectations and hopes of parents 

and Facilitators about them? 

Did this activity help you to develop any good qualities in you? 

Students and Facilitator discussed about the questions. Also students 

discussed in groups, and presented their conclusion. Based on their conclusion 

Facilitator inferred a spirit of responsibility, hard work, and dedication in students.  

Students opined that their parents and Facilitators have good 

expectations about them. If they are clearly conveying it to them it will motivate 

them to satisfy the expectations of parents and Facilitators. Students opined 

that obeying parents and Facilitators have some good impact in their life. 

Students assured that they will try hard to satisfy the expectations of their 

Facilitators and parents. 

Post-script 

This activity helped the students to realize that their parents and Facilitators 

are really supporting them to be a good person. Students understood that irrespective 

of anything, all parents and Facilitators are expecting only good behaviour from 

them. Every student got an opportunity to examine their relationship with parents 

and Facilitators. Realization of the expectation of parents and Facilitators developed 

a sense of dedication in them to satisfy the expectations. Activity also ignited a spirit 

of responsibility and hard work in students. 
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10. MY RESOURCES 
Objectives 

1. To develop problem solving skill in students by improving the 

resourcefulness of students in seeking help from others. 

Features 

1. Students identifying the persons in school, family and community who can 

help them. 

2. Students discussing about the importance of identifying the resources in their 

surroundings. 

Organization 

1. Individual activity for identifying the persons in their surroundings who can 

help them. 

2. Whole class activity for discussing about the importance of identifying the 

persons who can support them. 
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Lesson 23. Identifying the persons who can help me 
Specific objective 

1. To develop an awareness about the significant role played by other persons 

in one’s life. 

Focus 

1. Development of resourcefulness in seeking help from others in students to 

strengthen problem solving skill. 

Orientation to students 

 Dear students, all of us are aware that all the living beings in this world are 

depend up on each other to lead a happy life. All the plants, animals and human 

beings are examples of this interdependence. When we face any familial, academic 

or societal problems all of us seek the help of somebody to solve this. All of you 

should be aware of members in your family, school and community who can extend 

their hands to support you. This will make you more resourceful in solving your 

problems and achieving success.  

Creating the set 

Facilitator encouraged students to conduct a quiz competition in class. For 

that each bench of students prepared questions and Facilitator played the role of 

scorer. Questions were asked by students themselves. This competition energized 

and motivated students to start another activity.  

 Facilitator gave the format for writing the things that are identified by 

students. Students take down it in the work book. Facilitator encouraged students to 

think and recollect the names and importance of persons in their home, school and 

community who can make your life more successful. Whenever there is a difficulty, 

freedom was provided to students to discuss with Facilitator.  

 Facilitator also encouraged students to think about the persons in their 

family, school and community who are helpful to them whenever they face any 

academic and personal problems.  
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 Facilitator also motivated the students to write the names of the persons, their 

relationship to students, and how they are helpful in solving the academic and 

personal problems faced by students.  

Personal 

problems 

Family School Society 

    

  

All students completed the chart. Facilitator observed each student's chart 

and appreciated them.   Model of the chart prepared by students is presented below. 



 565  Fostering  Academic Resilience 

 



 Appendices 566

 



 567  Fostering  Academic Resilience 

 

 



 Appendices 568

 

 
 

 

 The work sheets demonstrate that students attained the goals of the activity 

and located the persons to whom they can approach in solving problems cofronted in 

various situations.   
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Lesson 24. Discussing the importance of identifying the persons 
Focus  

1. Development of communication skill in students in order to boost social 

competence in students. 

 Facilitator asked students to select their own support star from among the 

listed persons and to speak about them. Students identified the support star from 

their chart and talked about how that person is helpful to them.  Students reported 

the importance of identifying the persons as given below. 

Develop attitude to remember the persons who help me.  

Develop attitude of respect the persons who helped us.  

Develop attitude to behave properly to those who helped us.  

Develop ability to locate the persons who can help us in advance.  

Locate the persons to whom we can open up our problems. 

 

 

 

 

vannavazhi marakkathirikkuka 
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Students identified the importance of locating the persons in their life who 

can support them in manifesting success in presence of problems and they attained 

the goals formulated before starting the activity. 

Shared reflections 

 The class discussed about the importance of identifying the persons in 

family, school and community to help them whenever necessary. 

What is the importance in identifying the significant persons in your life? 

How does this identification help one to lead a successful life? 

Students discussed these questions in groups. Each group presented their 

conclusion.  

Students reported that this activity was very much useful to them because 

knowing the persons who can help and support them will help them avoid risks in 

their life. They opined that the activity helped to find out many persons in their 

life who are close to them but they are not aware of such persons’ importance in 

their life.  If we have any problem in life, the identified persons in our life will 

help us. We clarify our doubts from the identified persons. We can avoid a feeling 

that we are alone. Our life will become a success.  

Post-script 

Being in the teenage, secondary school students have a view that they are very much 

self-dependent and they are enough grown up to do everything. This activity 

provided an opportunity to analyze the importance of other persons in their life. This 

activity also helped students to seek and demand help from appropriate persons. 

Activity developed awareness in students that to what extent they are resourceful in 

seeking help from others, how much they are dependent on others and how other 

persons can make their life more successful. 
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An interin self-evaluation of the activities for preparing norms – how can be direct 

our life,  a new begining to make the students flexible, and developing the abilities 

to plan the life, my resources, and my caregivers’ expectations on me was conducted 

by students with the help of the guidance provided by the facilitator. 
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11. GRAPES TECHNIQUE 
Objectives 

1. To develop social competence in students by improving the communication 

skills. 

2. To develop problem solving skill in students by boosting the ability to think 

critically and creatively. 

3. To develop autonomy in students by helping them to understand about their 

self-efficacy. 

4. To develop sense of purpose in students by improving the goal direction and 

optimism. 

5. To develop personal and academic behaviours in students by inculcating 

personal factors and academic behaviours. 

Features 

1. Students identifying I HAVE factors. 

2. Students identifying I CAN activities. 

3. Students identifying I AM images. 

4. Students presenting the findings about themselves. 

5. Students discussing about the importance of activity done by them. 

Organization 

1. Individual activity for listing the things and presenting it before the class. 

2. Group activity for discussion. 
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Lesson 25. Identifying and presenting I HAVE factors 
Specific objectives 

1. To develop an ability to identify the resources available to students. 

2. To develop awareness in students about the duties and activities that can be 

done by them independently. 

3. To develop an awareness in students about their own self-image. 

4. To develop the skill to communicate effectively. 

5. To develop an awareness in students about one’s own efficacy. 

6. To develop goal oriented behaviours in students. 

7. To develop good personal and academic behaviours in students. 

8. To reduce the stage fear of students. 

Focus 

1. Development of communication skills in students to improve social 

competence in students. 

2. Development of critical and creative thinking ability in students to foster 

problem solving skill. 

3. Development of self-efficacy beliefs in students to strengthen autonomy. 

4. Development of goal directive behaviour and optimism in students to 

inculcate sense of purpose. 

5. Inculcation of good personal and study related characters in students to 

strengthen personal and academic behaviours.  

Orientation to students 

Dear friends, today we are going to play a new game. But this is not a simple 

game. This game will help you to understand how many persons, materials and 

resources are available to you directly or indirectly, how many activities can be 

completed by you alone, and what is your self-image from your own perspective. 

This will help you to win over adversities and to go ahead more fruitfully.  
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Like other games, it has also some guidelines that you should strictly follow. 

In this game, each one of you is going to talk to the whole class.  

First of all, you should get ready to talk. You should use language of 

resilience, i.e., each of your sentences must start with either IHAVE, I CAN or I 

AM.  

Your sentences should be authentic and credible. Your own experiences are 

also essential. Your Facilitator will encourage you to talk and communicate your 

ideas to whole class and your friends support you. 

Get ready to talk. 

Resilience language is necessary. 

Authenticity is needed. 

Personal experience is a must. 

Encouragement by the Facilitator. 

Students’ support and involvement 

Creating the set 

 Facilitator asked students to tell the names of different fruits. While students 

are telling the names, one student recorded the same on black board. After writing 

the names of 15 fruits, Facilitator told to students that she is going to explain some 

aspects of a fruit and students should try to identify the fruit. Facilitator gave the 

clues and finally students identified that the fruit is grape. Facilitator invited the 

recorder to write Grapes technique on black board. After identifying the name of 

fruit, Facilitator and students discussed about the importance of fruits in healthy diet. 

After giving clear instructions to the students, Facilitator provided examples 

on how to write this. 

 I have very caring and loving parents. 

 I have a good collection of books. 

Facilitator provided adequate time to students to understand the nature of 

examples. Facilitator encouraged the students to think and write like this.  Facilitator 
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randomly selected the students to share his/ her resources to the whole class. 

Facilitator encouraged and appreciated the ability of students to face the class and 

communicate. Facilitator encouraged other students to support the student who is 

communicating and also to clear the doubts if any regarding the resources. 

Systematically all students communicated to the class. Examples of I HAVE 

sentences are presented below. 

I have a lot of friends to share my experiences and problems. 
 I have loving parents and family members. 
 I have good Facilitators to clarify my doubts. 
 I have parents to satisfy my reasonable needs. 
 I have books to read. 
  I have television to watch various programmes. 
 
Students were good at finding the resources available to them. 

 

Lesson 26. Identifying and presenting I CAN activities 
Focus 

1. Development of communication skills in students to improve social 
competence in students. 

2. Development of critical and creative thinking ability in students to foster 
problem solving skill. 

3. Development of self-efficacy beliefs in students to strengthen autonomy. 

4. Development of goal directive behaviour and optimism in students to 
inculcate sense of purpose. 

5. Inculcation of good personal and study related characters in students to 
strengthen personal and academic behaviours.  

Facilitator explained about I CAN aspect and provided examples to this. 

 I can cook the food.  

 I can dance. 
 Facilitator motivated students to find out the activities that can be completed 

by them independently. 
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Students started to think and record their abilities in the work book. After 

completing it, all students presented an account on their abilities before the class. 

Facilitator appreciated their abilities. Examples of I CAN sentences are presented 

below. 

I can draw. 
I can cycle. 
I can sing. 
I can think. 
I can come forward and do the things. 
I can foster my abilities. 
I can transfer my abilities to other fields and to other persons. 
I can invest my abilities in studies. 
I can make a good garden. 
I can swim. 
I can do fabric painting. 
 
Writing the I CAN sentences provided an opportunity for students to 

realise their abilities.   
 

Lesson  27. Identifying and presenting I AM images 
Focus 
1. Development of communication skills in students to improve social 

competence in students. 

2. Development of critical and creative thinking ability in students to foster 
problem solving skill. 

3. Development of self-efficacy beliefs in students to strengthen autonomy. 

4. Development of goal directive behaviour and optimism in students to 
inculcate sense of purpose. 

5. Inculcation of good personal and study related characters in students to 
strengthen personal and academic behaviours.  

Like the above activities, Facilitator provided examples on I AM images. 

I am a teacher. 

 I am a post-graduate. 

Students were familiar with how to write the things. They started to find out 

their own concepts about them. Facilitator asked students to present their views 

about them before the class. All students presented their own concepts about them. 
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Facilitator appreciated their ability to draw out the images about them 

independently. Examples of I AM sentences are presented below. 

I am a person who fights against injustice. 
 I am a disciplined student. 
 I am person who respect the freedom fighters.  
 I am person who tells truth. 
 I am punctual.  
 I am person seeking the friendship of good students.  
 I am person believe in all religions.  
 

Through the activities students identified their images in various fields like 
personal life, school and society. 
 
Shared reflections 

 Facilitator and students discussed the importance of GRAPES technique.  

Was this activity useful to you? 

Is there any significance in identifying these I HAVE, I CAN or I AM factors?  

Students discussed and found out the answers to these questions in groups 

and presented before the class. Facilitator emphasized the importance of GRAPES 

technique.  

Students reported that they have gained self confidence and improved self-image 

by writing these I HAVE, I CAN or I AM aspects. It helped them to understand 

their potentialities and weaknesses. They opined that they became aware of the resources 

available to them.  

We could understand our resources, our abilities and who I am.  We have 

developed an ability to think about our role in society in future. We have developed an 

ability to boost our strength to overcome the hurdles in life. 

 

Post-script 
 This activity helped the students to find out their abilities and resources 
themselves. A clear image about us is very much important in leading a realistic life. 
Students got the chance to understand about their weaknesses and potentialities. 
Students got an opportunity to face the whole class and communicate. When a 
person is able to think and write about these sources of resilience, it is the indication 
that the person is on the path of resilience. 
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12. FORECASTING AND OVERCOMING THE PROBLEMS 
Objectives 

1. To develop critical consciousness in students through making them aware 

about the structures of oppression and helping them to create strategies for 

overcoming it. 

2. To develop problem solving skill in students through inculcating the ability 

of planning and fostering critical and reflective thinking. 

Features 

1. Students thinking and listing the problems they had to face in the society. 

2. Students find out the strategies to overcome their own problems. 

3. Students conduct discussion about the merits of foreseeing the problems. 

Organization 

1. Individual activity for listing the problems and finding the remedies. 

2. Group activity for discussing the activity. 
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Lesson 28. Listing my own problems 
Specific objectives  

1. To develop awareness in students about the problems they have to face. 

2. To develop tact in students to overcome the problems. 

3. To develop an ability of planning in students. 

4. To develop critical and reflective thinking in students. 

Focus 

1. Development of ability of planning and skill in critical and reflective 

thinking in students to strengthen the problem solving skill. 

Orientation to the students    

 Friends, now you are only the children having 13 or 14 years. But sometimes 

you may also shocked by hearing or reading some news about the anti-social 

behaviours, cheating, and bribery happening in the society. Perhaps we are simply 

helpless in those situations. But we should foresee such happenings to us and should 

respond against it. If we are bold and conscious others will not cheat us. Developing 

such ability is very important in present scenario. Today we are going to study 

something about it. 

Creating the set 

 Facilitator and students discussed about some movies and about some real 

events happened in the society. From this discussion students arrived at the 

conclusion that if we are not aware of the things happening in society, others may 

take advantage of it to cheat us. Discussion also conducted about the anti-social 

behaviours going on in the society.  

 Facilitator asked the students to think about the problem they had and have to 

face in their life. Students thought about it and started to write those in the work 

book. Facilitator monitored the work. Facilitator gave the freedom to students to 

consult with her if there are any doubts. Students completed the activity.  

Students identified the problems from school include  
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problem of mosquitoes, broken floor, cancer causing asbestos sheets for 

roofing, foul smell from nearby toilet and inadequate furniture, bringing mobile 

phone to school and taking photographs and playing game on it, nuisance and 

unwanted comments from boys towards girls, bullying, absence of learning aids, 

facing academic problems, and inability to handle personal problems that may 

happen during school time. 

Identified social problems are fanaticism, drug addiction, use of plastics, 

diseases, dumping of wastes in river, exploitation, curtailing the justice, and 

problems during traveling. 

Lesson 29. How I escape? 
Focus 

1. Development of awareness about the structures of oppression in students and 

helping them to create strategies for overcoming it in order to instill critical 

consciousness. 

 Facilitator encouraged the students to think about their own problems they 

have listed yesterday and to think critically to find out the measures to overcome 

these. Students started to do the assigned work. After completing the work, 

Facilitator checked and gave guidance to students individually about the importance 

of having such a consciousness in life based on their problems. Students did not 

reveal their personal problems before whole class. Students identified remedial 

measures for some problems like complaining to teachers, police, to health 

minister, use eco-friendly bags for reducing the plastic wastes, make compost 

in the school compound and clean it properly, and keep the toilet clean. 

 A model work sheet prepared by studnets about the problems faced and 

remedial measures identified by them is illustrated below.  
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 This activity helped the students in finetunning their competence in 

identifying the ways is solve the problems faced by them in life. 

Shared reflections 

 Facilitator and students conducted discussion on some common problems 

like misbehavior of persons while travelling, and dirty environment and diseases 

caused due to it.  

Facilitator provided some questions for analysis. 

How do you benefit from this activity? 

What is the significance of foreseeing the problems that we have to face in 

our life? 

Students conducted group discussion based on it and presented their 

findings. Many students showed courage to fight against the evils in the society. 

Facilitator congratulated their boldness. Students reported that they have got a 

chance to think about the problems faced by us and they could find out strategies to 
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overcome them. Many students are aware of negative happenings but some of them 

did not possess courage to respond against it. Students opined that foreseeing the 

problems in life has much significance in life because they will become equipped to 

handle such problems effectively.  

 

Post-script 

 Our students are aware about the problems they have to face in their life 

from different sectors of the society. They are good at finding the strategies to 

overcome these. But many students especially girls manifested fear about 

implementing these in the real situations. So our schools and Facilitators should 

inculcate courage in our students through sharing the personal experiences of the 

Facilitators or presenting the models before them. 
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Lesson 30. MOBILIZING COMMUNITY RESOURCES 
 Effective utilization of community resources has its own significance in the 

development of academic resilience. In order to make available the resources in the 

community, with the permission of the head of the institution a class on personality 

development was arranged. The resource persons were counselors of Suraksha 

Project, Malappuram District Panchayat. Duration of the programme was two hours. 

This programme was given to CAR and FCAR groups. 

Inaugural session: 

 Session started with a prayer by the students in the CAR group. Investigator 

moderated the session. Head of the institution inaugurated the session by focusing 

on the importance of personality development. One student in the group welcomed 

the resource persons to the programme. 

Class on personality development: 

 Personality development programme focused on the importance of 

developing good personal characteristics and its role in academic achievement. 

Resource persons focused on the importance of keeping a good personality in life. 

Asked some simple puzzles to the students and helped them to solve it. They 

focused on the importance of keeping a tension free mind in life, and importance of 

good grades in schooling. Resource persons provided many examples about how to 

behave in different situations. They provide opportunities to students to sing the 

songs, and encouraged the students to appreciate the students who sung the songs. 

They invited maximum participation of the students. Encouraged the students to ask 

questions and clarified their doubts on dealing with strangers. Students positively 

commented on the programme. Specifically the resource persons concentrated on the 

following aspects. 

I am okay and you are okay. 

Keep our personality. 

Imbibe good characters and avoid bad ones. 

Keep eye contact while talking.  

Smile well. 

Address the person using name while talking. 
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Don’t tease others. 

Don’t make disturbances to public. 

Whenever we are congratulating a person do it in front of others. 

Conclusion 

 The programme ended with the vote of thanks by one of the student in CAR 

group.  
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APPENDIX G1 

ORIENTING PARENTS TO FAMILY PROTECTIVE 

FACTORS 

 

Planning 

With the permission of the head of institution of the experimental school, 

written communication were sent to the parents of the students in FAR and FCAR 

groups to organize an orientation programme. The main focus of the orientation was 

to sensitize the parents about the importance of nurturing and mobilizing the family 

protective factors to foster academic resilience in their children.  

Orientation programme also included the nature of adolescents, importance 

of academic achievement of the students, risks faced by the students, influence of 

risk on achievement, importance of family protective factors on academic resilience, 

and effective mobilization of select family protective factors viz., family resources, 

family psychological nurturance, family environment, and authoritative parenting.  

Duration of the orientation programme was two hours. Besides the parents, 

class teachers of the select groups and president of PTA of the school, also attended 

the programme.  

Inaugural session: Class teacher of FAR group inaugurated the orientation 

programme. After delivering the welcome speech, the investigator started the 

orientation programme.  

Introduction to the orientation: This session focused on the very delicate nature of 

the adolescents and about the importance of extending caring to them. Issues like 

committing suicide and leaving home were focused. Parents have lots of ambition 

about their children. It is the strong desire of all parents that their children should 

become a person having enough recognition in the society through their education. 

Keeping mere ambition in mind and doing nothing will contribute anything to the 

development of the child. So, parents should communicate effectively with their 

children and arrange appropriate facilities and opportunities to them.  
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Session 1-Importance of providing the resources to the children 

Parents should arrange the learning opportunities and facilities to the 

children. It includes the provision of apt study place at home getting fresh air and 

light. If possible make available a separate table and chair for the children to study. 

This will make them more comfortable while studying. Examples like the nuisance 

of television and radio were focused. Another important aspect is that the provision 

of healthy and balanced diet to the children. It is essential for the proper 

development and physiological functioning. Our children show more affinity to the 

non-vegetarian and modern food habits. It causes harm to the body if they are 

consuming it regularly and avoiding other healthy diets. So it should be the 

responsibility of parents especially the mothers to provide them the food containing 

adequate vitamins, minerals, and proteins. Being the residents of rural area we can 

easily get leafy vegetables from our own home premises (for eg: moringa, spinach 

and colocasia). It will increase the hemoglobin count of the children and helps to 

proper functioning of eyes. Include enough cereals and pulses in the menu and 

prompt the children to eat it.  

To update the knowledge of the children, parents should make available the 

quality books and learning materials to them. For eg: balarama includes lots of 

general knowledge and sasthrakeralam includes valuable information on different 

aspects of science. If possible try to subscribe any daily and prompt children to read 

it regularly to develop reading habits in students. 

Help the children to clear their doubts. If we are not able to clear the doubts, 

we should take care to connect our children to apt persons to clear their doubts. For 

eg: teachers and college students residing near to our home. Prompt our children to 

watch the telecast of educational programmes in television.  

Parents should enquire about whether our children are facing any difficulties 

during their journey to school. Especially our girls are suffering a lot of nuisance 

during their journey in line buses. We should enquire about it and take appropriate 

strategies to save our children from such risks.  

For the healthy physical development of the children, parents should 

encourage them to do the exercise properly. Healthy body is essential for keeping a 
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healthy mind which is vital for proper cognitive functioning. Parents should 

encourage the children to model the good persons in the society. 

Session 2- How to nurture our children psychologically 

 Parents should help the children to keep their personality. Provision of 

enough opportunities is essential to recognize and aware about one’s abilities. 

Provide opportunities to do some household works appropriate to their age under the 

supervision of parents will add up the self-confidence of the children. We should 

congratulate the children on their abilities and success and encourage them to walk 

on the path of success. Always encourage the children affectionately to manifest 

high standards in both curricular and co-curricular activities. Then children will be 

aware about our expectations about them. They will get motivated through the 

academic, moral, and social expectations of their parents.  It will help the children to 

keep good standards in life in future also. 

Another important point is not comparing our children with others. It will 

discourage the children and they think that their parents do not love them. This will 

increase the risk of our children. They will deviate from the studies. So we should 

understand the potentialities of our children and keep our expectations in tune with 

that knowledge. Simultaneously attention should take to provide the apt 

opportunities to nurture their abilities. Take care not to impose our desire on our 

children.  

An important aspect of improving the standards of children is that how much 

we intervene in the curricular and co-curricular activities of our children. Such 

interventions include show interest in study matters, discuss about the studies, 

enquire about the problems in studies, and help them to solve it. Such involvement 

and communication will develop a healthy mind in children and it promotes 

academic achievement.  

Session 3- Importance of family environment  

The place at which we are living has a significant role in our healthy 

development, especially in the case of children. Always they expect affection and 

caring from the family members, particularly from the parents. So attention should 

be given to maintain our family environment warm and healthy. It is the duty of the 
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parents to create emotional oneness and understanding mentality among all the 

members in the family. Such an understanding attitude in parents toward their 

children will keep them mentally healthy. We should try to dine together at least 

once in a day. This will provide ample opportunities to share the problems, needs, 

and wishes among the members in the family. This sharing will help develop an 

adjusting mentality in children.  

Encourage the children to help their parents in domestic activities during 

their leisure time. Such an attitude has very much importance in life. It will create 

service mindedness in children. Parents should keep a systematic life style and 

encourage children to follow it. It will help the children to devote enough time for 

all activities in life. This will help to avoid risks and hurry burry in day to day life.  

Parents should try to avoid quarrels in presence of children. It will negatively 

affect the healthy development of the children. Take care not to make quarrels about 

the different aspects related with the children.  Quarrels and conflicts are common in 

our life.  During such situations, try to solve it properly, and try to understand 

others’ point of view. It will help the children to imbibe such qualities in life.  

Session 4- Rearing the children  

Development of a child is closely related with how we are rearing them. 

Parents should create a democratic atmosphere in the home. Such an atmosphere 

will create a free mind in the children and they will be able share all their problems 

with their parents. If parents have no time to listen their children they will seek other 

person’s help and it will create problems sometimes. For eg: different kind of 

harassments from others for helping the children as a return. Parents consider the 

opinions of the children and accept it if it is valuable.  

Do not impose unwanted control on the children and should avoid corporal 

punishments. Try not to tease our children in front of others. This will weaken them 

psychologically. All of these create a negative attitude towards the parents in 

children.  

Parents should provide enough opportunities to children to learn and play. 

Check the text and note books of our children regularly. Advise the children 
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lovingly whenever necessary. Rearing the children with love and freedom will 

improve their maturity and responsibility.  

Session 5- Comments of the parents  

All the participants recognized the importance of the orientation programme. 

One of them commented that all the points covered are essential for the proper 

development of the children. One parent shared his views about keeping a warm 

environment and about dining together by quoting the Holy Quran. Many parents 

enquired about the academic standards of their children and requested for special 

care of their children. Another comment was that some of these points are familiar to 

us but we have not recognized the importance of it in the development of our 

children. One parent appreciated the classroom activities of the students especially 

about preparing the norms to be followed in life.  

Conclusion 

If a child is satisfied with all the protective factors from their parents, 

definitely they will achieve good standard in life. Effective mobilization of the 

protective factors by the parents will help the children minimize their risks and 

demonstrate success in presence of difficulties. 

Collecting feedback from the students: 

After conducting the orientation programme, feedback were collected from 

the students about how their parents are mobilizing the family protective factors for 

their improvement. Students reported that their parents are concentrating on the 

effective mobilization of the protective factors. For eg: including leafy vegetables in 

menu, encouraging to do exercises, giving money to buy instrument box, and 

providing opportunities  to do domestic works when they are free. 

Sending communication to parents about the family protective factors: 

After two weeks, a letter containing the aspects like effective mobilization of 

family protective factors and its significance in academic resilience was sent to the 

parents of the students in FAR and FCAR groups who had undergone the awareness 

programme. Again the feedback was collected from the students about their parents’ 

role in developing academic resilience. A copy of the letter to parents is given 

below. 
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Collecting feedback from students  

After sending letter to the parents feedback was again collected from 

students about the effective mobilization of family protective factors by their parents  
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A copy of the invitation sent to the parents is exhibited below. 
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APPENDIX  H1 
 

DEPARTMENT OF EDUCATION  
UNIVERSITY OF CALICUT  
PERSONAL INFORMATION BLANK  
(for experimental sample) 

 
Dr. Abdul Gafoor, K.  Neena. K. Kottalil
Associate Professor in Education  
  

Research Scholar

hyàn hnh-cWw 

1 hnZymÀ°n/hnZymÀ°n-\n-bpsS 
t]cv 

:  

2 hb-Êv, P\-\-Xn-¿Xn :  
3 ]Tn-¡p¶ ¢mÊv  :  
4 F«mw ¢mÊnse BZy-hÀj ]Tn-

Xm-hmtWm 
: AsX /AÃ 

5 ]Tn-¡m³ Gähpw Ffp-¸-ap-ff 
H¶m-as¯ hnjbw 

:  

6 ]Tn-¡m³ Gähpw Ffp-¸-ap-ff 
c−m-as¯ hnjbw 

:  

7 ]Tn-¡m³ {]bm-k-ap-f-f- hn-
jbw, hnj-b-§Ä 

:  

8 {]bmkw t\cn-Sp-¶Xv GXv 
LSIhpambn _Ôs¸«n-cn-¡p-
¶p. 

: Fsâ Ignhv Ipdhv/A[ym-]-IÀ ]Tn-¸n-
¡p¶ coXn/ ¢mÊnÂ Ccn-¡p¶ 
Øew/kvIqfnse  \nb-a-§Ä/ Krlm- -́
co£w/hnhn[ Imc-W-§Ä 

9 c£n-Xm-hnsâ t]cv   :  
10 c£n-Xm-hp-am-bp-ff _Ôw :  
11 c£n-Xm-hnsâ tPmen  :  
12 ktlm-Z-c-§Ä Dt−m  : D−v/ CÃ 
13 Xmak Øe¯p \n¶pw hnZym-

eb¯nte-¡p-ff Zqcw F{X  
:  

14 bm{Xm coXn  : \S¶p hcp¶p/ kzImcy _Êp-I-fnÂ 
hcp¶p/ kvIqÄ _ÊnÂ hcp¶p/kz´w 
hml-\-¯nÂ hcp-¶p/ hyXykvX co-Xn-
IÄ D]-tbm-Kn-¡p-¶p. 

15 D¨-`-£W coXn : ho«nÂ \n¶v sIm−p hcp¶p/ ]pdsa 
\n¶vI-gn-¡p-¶p/ kvIqfnÂ \n¶v e`y-
amWv/ Ign-¡m-dn-Ã/hyXykvX co-Xn-IÄ 

16 Ah-[n-Imew \n§Ä F§s\ 
{]tbm-P-\-s¸-Sp-¯p¶p 

: ]T-\-¯n\v/hnt\m-Z-¯n\v/hcp-am-\-k-¼m-Z-
\-¯n\v/asä-s´-¦nepw 

17 KmÀlnI Imcy-§-fnÂ \n§Ä 
c£n-Xm-¡sf klm-bn-¡m-
dpt−m 

: D−v/CÃ 

18 ho«nÂ e`y-amb hmÀ¯m-hn-\n-
ab am[y-a-§Ä GsXÃmw  

: ]{Xw/tdUntbm/sSen-hn-j³/ 
t^m¬/CâÀs\äv/hnhn[ am[y-a-§Ä 

19 `mhn-bnÂ \n§Ä Bcm-bn-¯o-
cm³ B{K-ln-¡p-¶p. 

:  
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APPENDIX  H2 
 

DEPARTMENT OF EDUCATION  
UNIVERSITY OF CALICUT  
PERSONAL INFORMATION BLANK (English 
Translation for experimental sample) 

 
Dr. Abdul Gafoor, K.  Neena. K. Kottalil
Associate Professor in Education  
  

Research Scholar

 
1 Name of the Student :  
2 Age/Date of Birth  :  
3 Class :  
4 Class repeaters  :  
5 First easy subject to 

study 
:  

6 Second easy subject 
to study 

:  

7 Major cause for 
adversity  

: Lack of ability/ teaching method/ seating/school 
policy/home environment/ multiple reasons  

8 Name of Guardian  :  
9 Relationship with 

Guardian  
:  

10 Occupation of 
Guardian 

:  

11 Do you have any 
siblings  

: Yes/No 

12 Distance from home 
to school 

:  

13 Transport to school : By feet/public transport / school arrangement/ own 
vehicle/ multimode  

14 Source of noon meal : Homely/hotel/mid-day meal/ no lunch/ Varying   
15 Thrust during 

vaccation  
: Study/entertainment /earning/varying  

16 Domestic help to 
parents  

: Yes/No 

17 Media at Home  : Daily news 
paper/radio/television/telephone/internet/multiple 
media 

18 My ambition :  
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APPENDIX H3 
MATCH AMONG CONTROL AND 
EXPERIMENTAL GROUPS ON RELEVANT 
HOME AND SCHOOL INDICES  
Percentage of students (rounded) in each group belonging to the category 
mentioned under the index of comparison, as evidence of comparability of the 
control and experimental (FAR, CAR, FCAR) groups on relevant home and 
school indices  

Indices of comparison Group 4 
(n=49) 

Group 2 
(n=40) 

Group 3 
(n=46) 

Group 4 
(n=45) 

Finally allotted treatment  Control FAR CAR FCAR 
Boys: Girl  61:39 50: 50 54:46 49:51 
Relevant Achievement Indices      

Maths as difficult  96 100 87 82 
Other difficult subjects   Hindi,English English,Hindi Hindi Hindi 

Class Repeaters  2 0 4 4 
Self-Report of Major Cause for 
Adversity     

Lack of ability 86 75 70 78 
Teaching method 14 25 4 9 
School policy 0 15 17 2 
Seating  18 15 11 7 
Home environment 2 5 4 13 
Multiple reasons  24 28 17 16 

Transport to School     
By feet  39 15 63 53 
Public transport  35 48 15 18 
Own vehicle 8 8 2 9 
School arrangement 20 48 13 27 
Multi mode  6 10 0 9 

Source of Noon Meal     
Homely  59 78 67 53 
Hotel  0 13 0 9 
Mid day meal  45 25 28 51 
Varying  8 18 0 11 
No lunch  0 3 0 0 

Thrust during Vacation      
Study  57 55 35 69 
Entertainment  69 93 91 73 
Earning 8 3 33 7 
Varying 43 55 65 71 

Media at Home      
Daily news paper 33 53 35 29 
Radio  51 28 46 51 
Television 45 78 76 62 
Telephone 84 85 85 91 
Internet  10 0 4 0 
Multiple media 69 90 83 78 
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APPENDIX I1 

SMOOTHED FREQUENCY CURVES OF THE SCORES OBTAINED 

ON CRITERION AND ATTRIBUTE VARIABLES IN SURVEY 

PHASE  

Smoothed frequency distribution of the six within child protective factors  
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Smoothed frequency distribution of the four family protective factors 

and two school protective factors  
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Smoothed frequency distribution of the achievement in four school 

subjects and the scores obtained on scales of child, family and school 

risks.  
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APPENDIX J1 
SCATTER PLOTS OF THREE COVARIATES AGAINST 
DEPENDENT VARIABLE (POST-TEST IN MATHEMATICS) 
 

a 

 

b 

 

c 

a. Scatter plot of Mathamatuics pre achivemnt against post test in 
mathamatics  

b. Scatter plot of Child-Risk against post test in mathamatics  
c.  Scatter plot of Family-Risk against post test in mathamatics  


