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Forward

The impetus to initiate a statewide evaluation of Title 1 in California came
from scveral sources: the desire expressed by the Coordinating Council’s Title |
staff for an outside, objective assessiment of the program, the concerns of both
the Title 1 Advisory Committee and of the Council members for specific in-
formation on the accomplishments of this federal program, and the observation
of the Legislative Analyst in his A nalysis of the Budget, 1971-72.

With these concerns in mind, the Council staff drew up a Request for P’ro-
posal (RFP) in the spring of 1971, with the intent of soliciting from competent
rescarchers in California institutions of higher education proposals for an evalu-
ative study of the Title | program in California from 1966 to 1971. The RFFP
indicated that.$23,500 in Title I program funds would be devoted to this study.
On May 4, 1971, the Council approved the RFP, which subsequently was dis-
tributed throughout the four scgments of higher education in California. Five
competilive proposals were received in response to this RIFP. Following a careful
evaluation of these proposals by the Council staff and the Title | Advisory
Committee, the proposal submitted by Dr. James Farmer and Dr. Paul Sheats of
the Graduate School of Education, UCLA, was selected for funding.

The RFP sct forth the essential details regarding the administration of “litle |
in California by the Coordinating Council and the need for evaluating this
federal program at this point in its history. The primary objectives of the evalu-
ation project were detailed as follows:

The central mission of the evaluator is to detenmine to what extent the sclection,
funding, and implementation of Title 1 projects in California during the past five
ycars have been successful in achieving the national, State, and local objectives set for
Title 1. This mission will require at the outset the very difficult task of delincating
what the objectives of Title I have been at each level of administration and to what
degree these objectives have changed over time. Evaluation will be required at a

. minimum of three levels of participztion: the State level, the institntional level (in-
cluding both the institutions of higher education and commmunity agencies), and the
individual or primary beneficiary level.

At cach of these levels of analysis, four general questions will require an answer:

What has been the quality of the effects of Title 1?

What has been the magnitude of the cffects of Tide I?

What has been the persistence of the effect of Title 1?

flow is the quality, magnitude, and persistence (or lack of persistence) of the
cffects of Title | related to federal and State administrative policies?

In sceking to answer these questions the cvaluator should bear in mind that the social
neceds toward which Title | is directed are continuing ones which edncators, clected
officials, and commnunity workers will be grappling with long into the foresecable
future. It is important then to recognize that the product of this evaluative effort
must look both backward and forward: backward in its assessent of the results of
Tide 1 programs but forward in its translation of this assessment into nsable policy
alternatives for future action.

bl ol 2l

In addition to these objectives, the RFP placed particular stress on the devel-
opment and documentation of a research methodology that would support the
credibility of the evaluation findings. The emphasis was a pragmatic one from
another standpoint: If the study were deemed successful, the approach might
well be adopted for on-going evaluation of the projects funded yearly by the
Council and could also provide an evaluation model for other states, few of
which had as yet progressed to the point of comprehensively assessing their Title

7 i




| activities. This latter expectation has already been partially fulfilled, as evident
from the requests reccived from adininistrators in other states for copies of the
report even before the first draft had been completed. Similarly the Continuing
| Education and Community Service administrators in HEW's Office of Education
have persuasively pressed for a presentation of the report at the forthcoming
f Scventh Annual National Conference on Community Service and Continuing
Education.

The Director and Dr. Russell Riese, head of the staff section on Academic
Plans and Programs under which Title | is located administratively; Dr, William
K. Haldeman, Title | Coordinator; and the Title 1 staff, express their sincere
appreciation to and commend the authors of this report for their objective and
comprechensive cvaluation of Title |, HEA, in California.

Owen Albert Knorr
Director

Aruitoxt provided by Eic:
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Preface

This prefatory statement was prepared by the members of the evaluation
team after the first draft of the manuscript was critiqued by a panel of authori-
ties on adult and continuing education who have special expertise in Title 1
including community service and community problem-solving progrmus. A mun-
ber of changes in the format and content of the evaluation report resulted from
their suggestions.

As had been anticipated, there were somie matters coneerning the interpreta-
tion of the data and issues involving the methodology employed in the study on
which the experts differed among themselves. 1t is primarily with reference to
these issues that this section has been added (o the manuseript. The anthors
hope that readers of the report, whether lay or professional, may be aided by
this addendum to understand more clearly some ol the parameters and pre-
conditions that dictated and limited the scope of the study.

First, comments should be made as to the relative emphasis in the study on
theory and miethodology as opposed to the presentation of quantifiable data on
project successes and failures,

The Request for Proposals (RFP) recognized Ihat a five-year evaluation study
of Title | programs in California could not undertake a project-by-project anal-
ysis and comparative assessment because of the limited funds available for the
study and the ex post fucto nature of the study. Moreover, previous efforts to
measure quantitatively the people involved, the agencies and target populations
reached, and the communily problems solved had been found to be of limited
value in suggesting guidelines for more effective administration and programming
of Title I projects, The REP for this sindy specified a forward-looking thrust to
the effort with heavy emphasis on theoretical and methodological considera-
tions, The design for the study and its methodological base, as outlined in detail!
in Chapter 2, represeut an inductive approach to theory building for evalnation
of broad-aim educational programs, To the extent that the report achieves these
purpuses, it has important implications not only for Title | but also for all
community-related adult education programs.

The continuing in-process effort throughout the study to engage Title |
national, State, and project staff in formulating and reformulating the objectives
of the study reinforeed the need fora theory and me thodologies relevint to the
implementation and evaluation of Title I,

Sccond, the members of the evaluation team did not perceive their role as
that of public relations consultants and went 10 some pains (o preserve objee-
tivity in assessing the incoming data. The fact that this evaluation report is
positive reflects the situations and circumstances that the evaluation team found
when project reports and files were examined and when extensive interviewing
of persons from target populations, agencies, and higher education institutions
was conducted. The data from the files and interviews in the field include many
impressive imputed, and in some cases verified, positive consequences. These are
reported in Chapter 4 in conjunction with the dilferent models that have been
identified throughout the evaluation Lach mcdel is descriptive of the different
ways that higher education institutions in the State implemented the release of
educational resources 1o assist community problem solvers. Findings related to
strengths and limitations of cach model are also included,

Third, in the light of comments from several members of the panel of consull-
ants, it should be kept in mind that this is a California, not a national, study.

-+

E lC : While it might be argued that the problems arising in the administra:‘on of Title
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i projects in California represent, in microcosm, the difficulties in the country as
a whaie, this report mak es no effort to justify such a conclusion.*

Fourth, the range of consiltant reactions to the first draft of this report
reinforces the belief of the evaluation tcam that confusion as to what Title | was
intended to accomplish has made both administration of the Act nnd cvaluation
by precise performance criteria difficult.

1t has been our assumption that the key word in the cnabling legislation is
“educational.” Institutions of higher learning can educationally assist in the
solution of communitly problems without assuming an advscucy role in doing so
(Sce Chapter 3). To program or evaluate Title 1 exclusively in terms of specific
problems solved would be, in our view, both a distortion of the “intent” of the
Act and a compromise of a college’s or university’s educational function. The
report that follows is designed to make this distinction between *education” and
*“advocacy™ clear and, more importantly, to conceptualize a sysiem within
which Title | can be implemented and evaluated.
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Introduction

The effort o secure federal funding for continuing education programs in

institutions of higher education has had a loug if relatively uuproductive history.

“As carly as 1940, under the auspices of the National University Iixtension

. : . Association (NUEA), a bill was introduced in Congress for the purpose of secur-

‘ ing fedcral support far gencral cxtension activitics ou a basis siwilar Lo that

-already accorded agriculture but on a much more modest scale.” ! Sporadically

throughout the period between 1940 and 1965, both the NUEA and the Associ-

ation of Stale Universities and Land Grant Colleges and its Division of General

; Extension included federal support for general extension within their respeclive
: legislative prograws.

It is important to nole thal the legislation proposed and introduced by
various wmiembers of both the llouse and Senate at the urging of these national
organizations was designed consistently (o strengthen general extension in stale
universitics and land-grant colleges. These were (he institutions that, under the
: terms of the Smith-Lever Act of 1914, were lo “aid in diffusing among the
{ pecople useful and practical information relating (o agricullure and home cco-
i nomics, and lo encourage its application.”

There seems little doubt that, as originally conceived by the Johnson admin-
istration, Title I would make possible the creation of an urban extension service
modeled on the demonstrated success of cooperative extension and thus relcase
the resources of land-grant institutions for application to the solution of urban
problems. President Johnson, in a dedication address 4t the Irvine campus of the
University of California on June 20, 1964, said: *1 foresee the day when an
Urban Extension Service operaled by universities across the country will do for
Amcrica whal the Agricultural Extension Service has done for rural A merica.™

A lask force headed by John W. Guardner, then President of (he
Carncgic Corporation of New York, made its reporl Lo President Johnson
on November 14, 1964. On the basis of that reporl, the While House
staff prepared a memorandum for Mr. Johnson oullining a proposed
legislative program for education. This program included a communily
i exlension scrvice (hat  would provide federal support for universily
i cxlension aclivilies in urban arcas. **I'he memorandum indicated that (his

last program was of a special interest of Mr. Johuson's."'2
Title I of the ligher Education Act of 1965 certainly reflected Mr. Johnson's
interest, but the final product that emerged from the legislative process bore

i

19

i

ki

$

f' 1. From testimony presented by E.A. Lowe, Associate Director of the Georgin Center
¥ for Continving Education, University of Georgia, before a Subcommittee of the House
) Committee on Education and Labor in 1958, ‘Fhis testimony appears in Proceedings of the
{f' 43rd Annual Meeting of the National University Exiension Association (Washington, D.C.,
3 1951, p. 81).

&

Y

h i

i

2. As reported in The Chronicle of Higher Education (Washington, 1.C., Febroary 7,
1972, Vol. 6, No. 18, p. 2). This issue features the release of Lyndon Johason's higher
Q education papers, including the two docutnents referred to above, :
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littlc rescmblance to cither the proposals of the higher cducation bodics, which
for 25 years had exerted political pressure for federal support of continuing
cducation, or to the conccpt of replicating the agricultural ecxtension system for
urban America, advanced by the President himself.

Oliver, in a comprchensive dissertation covering Title I's origins and perform-
ance, reached the following conclusions from the historical phase of his study:

Although it would appear from Title I's statement of purposc that two fundamental
viewpoints arc cmbodicd in the act (i.c., community problem solving and strengthen-
ing of community scrvice programs of colleges and universitics), the cvidence from
the historical phasc of this study indicates that at lcast scven viewpoints towards
federal aid for higher adult cducation were present during this period. These view-
points cmerge from the statements and testimony of witnesses in the congressional
hearings, in comments and questions of legislators on the floor of cach house, and in
various committee reports. They include: ‘

Vicewpoints Centcring on the Rolc of Extension:

Cooperative Extension Viewpoint: Recognize. the contributions of the Coopera-
tive Extension Scrvice, support its cvolving rolc in the nation's urban arcas, and
avoid dupiicating of and overlapping with its cXtensive statewide structures and
SCrvices.

General Extension Viewpoint: Provide support for the E'cncml cxtcnsion programs -
of the land-grant colleges and state universitics which have served the continuing
cducation nceds of adults throughout cach statc, largely on a sclf-supporting basis.

; Urban Extension Viewpoint: Establish an urban cxtension service, complementing
| the program of coopcrative cxtension in rural and small town arcas, to cxtend the
: skills and resources of the large public universitics to urbanized arcas in cach state.

A Viewpoint Centering on the Community

Cominunity Problem Solving Viewpoint: Provide catcgorical aid to meet the
pressing social and cconomic problems of America’s communitics, particularly in
urban-inner city areas; the nation's collcges and universitics are among thc many
socictal institutions and organizations that can contributc their resources to this
; cffort. :

A Balanced Viewpoint

Comprehensive Viewpoint: Since communitics face massive social and cconomic
problems, and since colleges and universitics lack full commitment and capabili-
tics to dcal with these concerns, provide federal aid to begin to strengthen institu-
tional resources and to begin to mect these problems without choosing to concen-
tratc on onc or the other thrust for they are mutually reinforcing.

Other Viewpoints N

Special Interest Viewpoints: The concept of federal aid fo‘r higher adult cducation
is sound, but special recognition is requested for the continuing cducational nceds
- of our institutions (c.g., workers, profcssionals) under the lcl'ms;qf the act,

Viewpoints Presenting Challenges: Either a) the concepi of federal aid for higher
adult cducation is sound, but morc would be accomplished if we altered our
approach (c.g,, by cstablishing urban study ccnters, or reducing the matching
requirement, or sctting asidc some of the moncy for cxperimental and pilot
projccts; or b) the basic cducational systcm of the country is in serious trouble,
and the federal government should not be concerned about supporting service
activitics of colleges and universitics — cither for continuing cducation or for
problcm solving.

From the language of the Tide I legistation, it might appear that the comprehensive
viewpoint described above prevailed. The history of Title I as it is found in the

l: TC primary congressional sources used in this study reveals that the comprehensive view-
; 1 5
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point was never accepted by the legislators. Title | was more the resnbt of a political
compromis¢ between the House and Seaate conferces which appeired to reconcile
several conflicting viewpoints than a conscions design by the Congress to create o
balunced and flexible program for commmity problem solving (Oliver, 1970, pp.
10-12),

Nevertheless, Title 1 of the IHigher Education Act of 1965 (PL89-329), as
finally passed, represented a major breakthrough in achicving federal support of
higher adult educalion. (A copy of the Act and Regulations for the Act appear in
Appendices 111 and 1V). Tille 1 commitled federal support al the 75-percent
level to the attainment of these two objectives:

1. tohelp pcople solve communily problems
2. Lo strengthen and improve communily service and conlinuing education
programs in instilulions of higher education.

The Acl called for 54 “state” plans, cach of which must “set forth a compre-
hensive, coordinated, and slalewide sysliem of communily scrvice programs.”
(Scc. 105 (a)(2)). “Communily service programs” are defined in the Act as being
limited by law Lo educational programs designed Lo assist in the solution of
communily problems.

The lack of clarily, however, on the parl of Congress in wriling the legisla-
tion, and on the partl of higher education instilulions parlicipatling in the pro-
gram, concerning what kind of communily development aclivities or communily
service aclivilics were and are approprialely (and legally) fundable under Title 1
has been a polential source of difficully both in programming Tille | projects
and in evalualing them.

SOURCES OF POTENTIAL CONFUSION

It must be kept in mind that the political compromises thal grew oul of the
conflicling objectives thal preceeded the passage of the Act consliluted potential
sources of confusion for Lhose charged with ils administration or implementa-
tion. In spite of herculean efforts by the U.S. Office of Education and the
Nalional Title ! Advisory Commillee (o clarify the intent of the Act for opera-
lional purposes, considerable latitude remained for slale agencies and local pro-
ject direclors o place (heir own interprelations on Lhe congressional intent
behind Title 1. The evaluation team found that local Titie I project direclors and
the administrators Lo whom they related in the higher educalion institutions
needed Lo think through the relationship between the intent of the Act and each
of the following: (1) the agricultural exlension model; (2) communily develop-
ment; (3) communily services in Communily Colleges; and (4) public service in
higher education institutions in general.

I. The Agricultural Extension Model

It might have been a relatively casy matter to implement Tile 1 with
impressive results if all that was needed was the transfer of Lhe agricullural
.extension model from rural o urban setlings. Certainly the record of
achicvement in successfully applying rescarch in the Experimental Stations and
in the Departments of Agricullure Lo agricullural produclion was phenomenal.
Problems' were solved, new and innovalive praclices werc adopled, and
technical as well as behavioral changes in the rural communily did occur. The
shift from concentlraling on increasing the per-acre yield of collon Lo reducing
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inter-racial strife, however, was immensely complicated by sociological and
cconontic variables that forestalled casy decisions or simplc answers, Miller
expressed the following caution:

The experience of the state university with successfil agricultural development,

especially with Tand-grant institutions, may have instilled a premature confidence that

the problems of the nrban industrial community will lend themselves to similar

Cacility. But revitalizing community attitndes for change dilfers substantially from

the upgrading of management skill, especially when the object of this past experience

— the family farm - is at once an intimate social group and a unit of labor and

management organization. Instead, the issues which emerge today from the metro-

politan commmmity will dewand aggressive experiments in institutional refonn which

£0 far beyond the direet application of technology in a single unit approach. Proceed-

ing with such experiments lies ahead for the agencies of government and the nniver-

sities (Miller, 1965, p. 9).

Clearly, more than adoption, or adaptalion, of the agricultural cxtension
model was required to effectively implement Title 1. In addition it should be
noted that the 1966 national funding level of Title I was approximalcly -$9.5
million. This was a relatively small amount in conlrast with the more than
3260 million of annual funding reporled in 1966 for the Cooperative
Extension Scrvice (Federal Support ..., 1966). Al those levels of funding,
Cooperative Extension was receiving approxitaately 27 limes the amount of
funds appropriated for Title I.

2. Community Development

*Communily service programs™ in the experience of many higher adult edu-
calion adniinistralors nteant whal in Extension experience and practice is called
“communily development.”™ The work of Brownell (1950) in Montana and the
pionecring cfforts of Poston (1950) as founder and director of the communily
development services al hoth the Universily of Washinglon and Southern Ilinois
University, along with the wrilings of many others, contributed nol only theory
building but also models of successful practice in communily development.

Throughout the period of experimentation and Lesting of communitly devel-
opment in predominantly rural communilies there was consensus thal communi-
ty development was an cducational process designed (o help adulls in a com-
munily solve their problems by group decision making and group action. All of
the communily development models involved extensive cilizen parlicipation and
skill training in problem solving. In the case of programs sponsored by higher
cducalion institutions there was clear agreeinent that decisions concerning aclion
goals and their implementation were the sole prerogalive of the cilizen parlici-
pants and thal the instilutional inpuls were facilitative rather than delerministic.
In many ways Tille [ seemed Lo be calling for communily developmenl.

However, communily development was nol perceived as universally identi-
cal with “community service,” a primary lerm in the Title 1 Act. Al least one
author has contrasted these terms as follows: “Universilies, churches, librarics,
celc., may offer such services as leclures, concerls, luloring, research and advice,
bul these admirable helps to cilizens and organizations are nol communily
development™ (Biddle, 1965). It may be argued thal in Biddle's view
“services™ per se lack the vilal ingredients of problem definilion and skill
training in facilitative behavioral roles as well as in problem solving. In any
case, the lask of conceplualizing, planning, implementing, and evaluating Title
I projecls is made difficull by the apparent or actual lack of clarily in the
meaning of some of ils lerms and, consequently, of ils intent. The mix of
communily development themes with communily service themes contribuled
Lo ambiguily in inlcrprcling,él'?inlcnl of Tille 1.
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3. Community Services in Community Colleges

Meanwhile, a phenomenal: growth of junior colleges throughout the U.S..
both inunediately before and since the passage of Title 1, further complicated
the picture. Myran (1969, p. 26) identified over 700 colleges with community
service programs und described five structures or forms through which communi-
ty services are provided. It is significant that only one of these (Myrau calls it the
“commmunity specialist pattern™) comes close to deseribing the educational pro-
cess defined above or the definition of conmnunily service as given in Title I,

4. Public Service in Higher Education Institutions

There was an additional “hidden agenda®™ item. Most, if not all, directors or
deans of coutinuing education services were responsible 1o a divided constitu-
ency ~ Lheir faculties, The issue was between those who sought to make the
universily or the college wmore “‘relevant™ and those who wished to protect the
traditional role of the institution as a breeder of new knowledge and as a pro-
tector of the Third World of Scholarship. These contrasting positions are drama-
tized in the two quolations below., One constituency was not about to
abandon ils tents in supporl of public service, which, it is assumied, would
include community service, An expression of such a position follows:

I the road to hell is paved with good intentions in educition as clsewhere, then there
is nowhere better paving material than in the coneept of Public Service, a the sixteen
years since 1 joined this faculty | have hicard more bad cducational policy justificd in
the name of Public Service than by any other invocation, human or divine, But again,
1 do not need to alert anyone here to the loud promise of medioerity inhierent in such
notions as of the University as “servant™ to industry or indeed even as servant to the
State (Muscatine, 1964). .

A more objective view of the issue is conlained in the Procecdings of the
University of California’s Twenty<fifth All-University Faculty Conference, March
25-27, Universily of California, Davis:

Clearly. the University is not. in a position to actually solve any of the critical
problesas Gacing our society. s role must be to infonn decision makers and the
general public about the existence of problems which need solutions and to recom-
mead alternative ways of dealing with them. lmprovements can be brought about
only through the action of those public and private decision makers who are vested
with the authority and the responsibility to act,

The vonsequences of inaction may be far more serious to the University than those of
faiture, If the University ignores or gives only minimal support in tenns of its ne-
sources to the needs of the larger community, it risks through such insularity an
increasing alicnation from that community and the eventual withdrawat ol public
sympathy and support for those inteliectual values hetd by the academic community
in our society (p. 30).

In short, it would seem that Title I, with its emphasis on “Community Service
and Continuing Education,” is related to butl not to be confused with the agri-
culture extension model, with community development, with community
activities in communily colleges, or with public service. Effective implementa-
tion of Title I would utilize aspects of some or all of these concepts bul would,
in most instances, it is assumed, not be merely a maller of replicating any per se.

INITIAL DIFFICULTIES IN IMPLEMENTING TITLE |
Acting responsibly within the intent of the Title I Act, at least initially, was
far from casy. After examining evidence of ways in which Title | projects in the

.
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nation were implemented, D. Mack Easton, then Dean of University Extension
at the University of Colorado, identified some of the difficulties as follows:

I think it is fair to say that the development of service units designed to serve the
wholc community is only in its pioncering stage in American universitics. The kind of
man who can assist the members of a commntunity to identify the community's
problems, to make judgments on prioritics, to bring to bear on those problems the
analytical skills, special know-how, planning ability and leadership skills (whether
available in the community or brought in from the outside) nccessary to deal with
the problems ~ this kind of man is in very short supply. in the judgment of some of
us who have held key positions in our national organizations, Yet, without this kind
of social catalyst, Tide I will inevitably lead to the development of discrete com.
munity services, not necessarily attacking the most important problems of communi:
ties at alt (Proceedings . .. . 1967, p. 71). .
Easton’s statement was reformulated for use in evaluating California’s Title |
projects between 1966-1971 in the form of the following hypothetical question:
In what ways and to what extent were the California Title 1 projects during
1966-1971 able 10 transcend such dilficultics in accomplishing, in their own
ways, for “community problew solving,” and particularly urban and suburban
community problem solving, what Agricultural Extension Scrvice had donc for
rural America?

ADMINISTRATION AND FUNDING OF
TITLE 1 PROJECTS IN CALIFORNIA

Within Culifornia the designation of the Coordinating Council for Higher
Education as the responsible agency for the administration of the Title | pro-
gram was a natural and logical outcome of interinstitutional cooperation in
higher adult education that began in 1944, antedating the creation of the Co-
ordinating Council by some 16 ycars. A State Advisory Committec on Adult
Education with staff support from the Coordinating Council provided machinery
for ready adaptation to the requirements of Title | and, in modified form, exists
today as advisory to the Council on Title | administration.

- Approximately two years ago the Coordinating Council Staff was reorganized
by the Director. This reorganization placed Title I in the Council's staff section
on Academic Plans and Programs. This close coupling between academic pro-
grams and Title 1 appears to have been a valuable change.

Statistical data on the nummber of proposals submitted and funded for
1966-1971, together with data concerning the extent of funding for cach year,
arc presented in Table |:

TABLE |

Number of Proposals Submitted and Funded as Well asa
Summary of the Extent and Source of the Funding According to Year

1966-1971
Total .
Fiscal Proposals Projects Federal Project Matching
"~ Year Submitted Funded Funds Cost Federal — State
1965-66 68 20 § 544322 $ 769,893 75%-25%
1966-67 40 15 521,923 724,009 75%-25%
1967-68 28 28 523,199 1,091,358 50%- 50%
1968-69 40 18 . 478,416 744,019 66-2/3%-33-1/3%
1969-70 56 15 475,074 794,671  66-2/3%-33-1/3%
Totals 232 96 $2,542,934 $4,123,950
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Statistical data on the extent of funding and the number of projects de-
veloped by institution and type of institution are presented in Table 2:

TABLE 2

Extent of Funding and Number of Projects
According to Institution and Type of Institution

1966-1971
Federal Grants
Allocated to Number of

Institution Individual Institutions Projects
Community Colleges '
Compton $  26,667.00 l
East Los Angeles 44,997.00 |
Los Angcles City 120,478.00 4
Los Angeles Trade Tech 18,405.00 |
Merced 31,596.00 2
Palomar 6,000.00 1 7t
Peralta District 9,000.00 |
San Diego 37,500.00 l
College of San Matco 7,500.00 l
Totals $ 302,143.00 13
State Colleges
Chico $ 216,233.00 4
Dominguez Hills 12,000.00 1
Fresno 37,407.00 2
Fullerton 47,556.00 3
Humboldt 200,745.00 5
Long Beach 7,736.00 |
Los Angeles 147,859.00 2
Poly-San Luis Obispo 7,289.00 l
Sacramento 46,750.00 2
San Diego 66,465.00 3
San Fernando V- lley 151,235.00 4
San Francisco 128,388.00 4
San Jose 5,615.00 |
Totals $1,075,278.00 33
Private Colleyes |
Redlands $ 16,212.00 l
University of Southern California 187,275.00 8
University of San Diego College

for Women 39,020.00 |
U.S. International University 35,041.00 |
Totals $ 277,548.00 1




TABLE 2 (Cont.)

Federal Funds  Federal Grants

| Fiscal Allocated to Individual No. of
? _ Year Campus Wide - Institution Projects
- University of California
-19635-66  Univ. of California, $111,355 8
Extension
Univ. of California $ 39,169
Agricullure Extension 1
1966-67  Univ. of California 192,019
Extension 8
1967-68  Univ. of California, 151,928
- Extension . 8
Univ. of California 10,212
Agriculture Extension o1
1968-69  Universily of California,
Extension 172432 7
1969-70  University of California,
Exlension 210,842 6
Tolals $838.,276 $ 49,381 39

It should be noted in interpreting this stalistical summary that allocations lo
the Universily of California between 1966 and 1970 were administered by the
University-wide Office of University Extension and include projects involving all
nine campuses of the Universily. In addilion, one projecl was approved for
funding under the jurisdictlon of the Agricullural Exlension Service of the Uni-
versily. Although the Coordinating Council does not list the Universily of Cali-
fornia, San Francisco, as having received funds, the University of California
reported thal campus’s aclivilies as parl of its’overall Title | aclivities. The current
cvaluation included it, bringing Lo, 97 the lolal number of projects evalualed.

The stalistical summary does not, of course, reflect the changing guidclines
for submission of proposals during the 1966-1971 period. These guidelines an-
nually reflect changing cnvironmental pressures within instilutions of higher
education and within the State of California and its communilies.

With the passage of the Higher Education Act of 1965, California moved
quickly through amendment of the Education Code to cslablish the Co-
i ordinaling Council as the Stale Agency charged will responsibility for the ad-
ministration of the Act. : '

The yecars 1966-1971 in California were socially and politically
turbulent. The civil rights movement, the emergence of elhnic identily,
the increased campus aclivism of students, and (he polilical polarization
between the New Left and Radical Right — along with the lighlening of
financial resources in higher cducation institutions combined with negalive
public reaclion to campus demonstrations — provided in varying degrees
the environmenlal climale for Title I projects.
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The “State Plan” issued August 23, 1966, inviled proposals relevant Lo ore of
the three problem arcas identified in priority order as:

1. Urban and Suburban Community Developme nt and Personnel Training

a. Intergovermmental relations, including higher cducation activities within the
community.
b. Land usc and transportation planning, incinding all aspects of cnvironmental
quality, urba. design and beautification. _
¢. Citizen and government official cducation and Suburban Community Develop-
ment and Personnel Training,
d. Economic Development.
2. Disadvantaged Groups.
a. Lconomic Opportunity.
b. Education, including commmnication and 1cadership skills.
¢. Housing and human refations,
d. Cultural development,
3. Rural Lnvironment and Interrelationships with Urban Arcas
a. Land unse, including but not limited to urban cncroachment upon rural arcas,
and agriculture in an urbanizing socicty.
b. Education in isolated areas,

The 1967 “amendments lo the Stale Plan™ reduced the scope of the
problem arcas Lo which new proposals shouid be direcled, but reflected
no radical redireetion of priorities.

1. Urban and Suburban Community Development and Personnel Training

- : a. Community master planning,
b, Land usc planning, design and beautification, and air and water pollution,
¢. liconomic development.

2. Disadvantaged Persons

a. Kconomic, social and cultural opportunitics.
b. Education, including lcadership training and problems in isolated arcas,
¢. Housing

By 1968 Lhe Report of the National Advisory Commission on Civil Disorders
: had dramatized, as did the Walls oulbreak for Californians, the serious nature of
! the urban crisis. All segments of higher education were, of course, responding Lo

the urgency of these pressures.3 The State plan for 1968-1969, therefore, con-
cenlrated a single, albeit broadly defined, problem area - ““The Qualily of Life
i in Ghetto Communilies.” Projects funded ranged from recruitment and training
of para-professionals lo consumer education in a disadvanlaged communily.
With a reduction in federal funds available, only |1 out of 40 proposals were
approved.
| The 1969-70 State Plan concentrated on the problems of poverly and race
: relations. It was viewed as a logical extension of the 1968-1969 focus on the
ghetto. Special emphasis was placed on consortial relalionships that might serve
to integrate the resources of several institutions. :
Noteworthy also in the 1969-70 statement are (wo major contributions Lo the
development of a conceplual framework suitable for Title | administration:
(1) the need for more atlention lo the process of problem solving; and (2) the
long-range goal of building inslitutional capability for this task.

o

A
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3. See, for example, Charles J. Hitch, “Institutional Redirection to Deal with the Urban
Crisis”, on address at the All-University FFaculty Conference, Riverside, March 25, 1969, for
a discussion of the University’s role in this issue.
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The 1970-71 State Plan, as in 1969-70, conlinued to focus on poverly and
race relations, and repealed the emphasis noled above on problem solving and
institutional capabilily. While outside the scope of this evalualion, il is im-
‘ portant o nole that the 1971-72 State Plan proposed as ils major focus “organi-
‘ . zalional development,” which “implics concerled efforts lo find ways lo
h improve the effectiveness of an exisling organization.” This empha.is is a logical
extension of the concern for improving instilutional capabilily expressly noted
in both the 1969-70 and 1970-71 Stalc Plans.
Paralleling these changes reflected in the Stale guidelines was a new trend
gencraled al the national level. Referring to 1970 as a transitional year, the
National Advisory Council on Exlension and Continuing Educalion character- -
ized this trend as a “primary thrust to get more instilutional commitment (o -
long-range communily service™ and “lo provide more relevant parlicipation in
communily problem solving service for ils facully and students™ (Report . . . .,
March, 1971, p. 14). These nalional priorilies were consistent with the new
"guidclines in the State Plan of the Coordinating Council, which placed emphasis
on bolh of the following intents of the Title 1 Act:

1. to help people solve communily problems

2. to strenglhen and improve communily service and conlinuing cducnllon
programs of institulions of higher education.
The extent lo which bolh of these emphases have been appropriately imple-
menled and the nature of their consequences were the main concerns of the
.. ) : Project to Evaluate the California Title 1"Projects, 1966-1971. This five-year
- evaluation was reccommended by the Title | Advisory Commillee on April 2,
1971, and approved by the Coordinaling Council on May 4, 1971. it should be
noled that such an evaluation was also recommended by the Legislative Analyst
and had support from the U.S. Office of Education.

SUMMARY
: Tille 1 of the Higher Education Acl, funded by Congress in 1965, pul em-
! phasis on helping people solve communily problems and on helping (o strength-
' en and improve communily service and continuing education programs of insti-
tutions of higher education. There has been a lack of clarity, both on the part of !
Congress in writing the legislation and on the part of higher education inslitu-
lions parlicipating in the program, concerning what kind of community develop-
menl or community service aclivilies were and are appropriately fundable under
Tille 1. Sources of polential confusion have come from differing interprelations
of the congressional intenl of the Act in relationship to: (1) the agricullural
extension model; (2) community development theory and praclice; (3) com-
; munily services in community colleges; and (4) public service in higher educa-
¢ lion institutions in gencral. Implementing the Title 1 Act called for special
leadership possessing analytical and planning skills as well as the ability to pio-
neer in the development of struclures that could relate higher education re-
sources Lo Lhose secking Lo address communily problems.

Within California, the Coordinaling Council for Higher Education was desig-
naled as the responsible agency for implementing the Title | Act. Between Lhe
years 1966-1971 over $2,500,000 in federal funds, together with almost
$2,000,000 in matching funds, have been allocated Lo 36 instilutions of higher
EMC . educalion in the State implementing 97 individual Title | projects.
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This five-year cvaluation approved by the Coordinating Council addresses the
following hypothetical question: In what ways and to what extent were the
California Title | projects during 1966-1971 able to transcend the difficultics of
interprcting and implementing the Act and, in their own ways, to accomplish in
urban and suburban communitics what Agricultural Extension Service has done
for rural America?
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Findings : A Methodology for
Evaluating Title | Programming

As interpreted by the evaluation team, the Request for Proposal (REP) called
for cvaluative fact-finding methods that were objective, systematic,-and compre-
hensive. The RFP and the nature of the Title I projects themselves narrowed the
possibilitics of how such an cvaluation could be undertaken appropriately. The
nced for the cvaluation, the primary objectives of the Evaluation Project, and
the specifications of methodology were described in the REP as follows:

The Need for Evaluation

The funding of institutional community service projccts has been carricd out over the
past five years without adequate assesuncnt of the magnitude or persistence of the
cffects of the Title § programs upon cither the State in general or, more specifically,
upon the institutions and their communities. Neither the quarterly progress report
nor the self-cvaluative final report from the funded institution, nor yet the on-site
visit by the Title § administrator is sulficient in itsclf or in conbination to provide an
objective measure of the benefits of this federal program.

The nature of the changes in the institution and in its conmmnnity as a resnlt of the
Title | progran, the persistence of these changes, and the validity of these chunges
vith respect to the commmnity's expressed necds are best discovered throngh the
carcful scrutiny of an outside obscrver. .

The Council staff has on various occasions expressed its desire for an objective
: cvaluation of Title I. In recent mectings with the staff, the Title § Advisory Com-
H niittec and consultants concurred with staff plans and cncouraged them to proceed.
The Council has also made known its interest in better infonnation abont thc federal
programs administered under its auspices.

In his Analysis of the Budget, 1971-72, the Legislative Analyst expressed the same
! concerns when he observed

... that ncither the Federal Office nor the CCHIE has given critical published
; cvaluation to the program. .. The CCHE staff has knowledge of cuch project
i and on an infornal cvaluation can justify the projccts, particularly since they
have been vigorously screencd before funding. . . .Despite the fornal assur-
ance, we belicve that formal cvaluations should be encouraged, perhaps
: through the nse of federal funds administered.

The lack of statewide cvaluation of the Title § program, a lack which exists not only .
in California but nationally, has prolonged the unfortunatc situation in which Titlc ]

administrative personnct have been foreed to continue making decisions without the

benefit of sufficicnt feedback as to the adequacy of their decision-making criteria,

The general scarcity of appropriate inodels for conduecting such an cvaluative cffort,

¢ while it may complicate the task, argues for the development of a procedure which

: both can dcliver a credible assessment of the past performance of Title I projects in

: California and can scrve as a guide for future cxaminations of the cffectiveness of the

i wide varicty of projects funded in California.

Primary Objectives of the Evaluation Project

The central nission of the cvaluator is to detemmine to what extent the sclection,
y funding, and implementation of Title | projects in California during the past five
l: lk\l‘c years have been successful in achicving the national, State, and local objectives set for
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Title 1. This mission will require at the outset the very difficult task of delineating
what the objectives of Tite | have been at cach level of administration and to what
degree these objectives have changed over time.

Evaluation will be required at a minimum of three levels of participation: the State
level, the institutional level (including both the institutions of higher cducation and
community agencics), and the individual or primary beneficiary level.

At cach of these levels of analysis, four general questions will require an answer:

What has been the quality of the effects of Tite 1?

What has been the magnitude of the effects of Title 1?

What has been the persistence of the effects of Tide 1?

How is the quality, wnagnitude, and persistence (or lack of persistence) of the
effects of Title ! related to federal and State administrative policies?

‘ In sceking to answer these questions the cvaluator should bear in mind that the social
, needs toward which Title 1 is directed are continuing ones which educators, clected
| officials, and community workers will be grappling with long into the foresccable
future. 1t is important then to recognize that the product of this evaluative effort
must look both backward and forward: backward in its assessment of the results of
Title | programs but forward in its translation of this assessment into uscable policy
alternatives for future action.

Methodology

A. Rescarch Design
The nature of the Title | program in California, characterized as it is by sixty-cight
small and diverse social action projects, demands an imaginative rescarch method-
ology. 1t is doubtful that the classic control-groups design will be feasible except
in isolated cascs, and while the case-study method recommends itself as a means
of capturing the subtleties of tle problem-solving approaches used in many pro-
jects, it is in itself of limited use in inter-project comparative evaluations and as a
valid method for the measuring of the Statewide effectivencss of Title 1.

Since no adcquate preceder:s for evaluating Title | programs has been cstablished,
the cvaluator will be expected to establish his own rescarch design, keeping in
mind that the development of an cvaluation model with transfer possibilitics is
one desired outcome of this project.

The proposal to cvaluate Title 1 In California should present in some detail the
essential structure of the research design, including the means for collecting and
analyzing data, the method to be used in develeping evaluation criteria, and a
description of the sampling process.

B. In-Process Consultation

It is the belief of the Council staff that much can be gained by Title | project’
directors, by Council staff, and by the rescarch staff of the evaluation project
through an interchange of experience and idcas in planned group mectings as well
as in onc-to-onc encounters, A workshop or conference (or perhaps two) on
cvalvation should be considered as an integral part of the cvaluation project, the
question of the number of participants and the financial support details to be
subject (o later negotiation. In general, it may be assumed that some administra-
tive funds from Titie | will be available for such a mecting.

In addition, periodic consultations in Sacramento between Council staff and-
the cvaluation project director should be expeeted and budgeted for.

Specific aspects of the methodology utilized in the Evaluation Project are
described in grealer detail in this chapter than might olherwise be necessary for
the following reasons:

1. The Request for Proposal explicitly requested the development and de-

lineation of a methodology appropriate for the evaluation of Title
I projects;
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2. The -methodology utilized differs markedly from that frequently used in
the evaluation of higher and adult education programs, few of which are as
broad-aim in nature as Title | projects.

While classical controlgroup designs and case study methods could not be
used appropriately in the cvaluation project, the naturc of Title 1 projects
scemed to lend themselves to “broad-aim program evaluation™ (Weiss and Rein,
1969). The use of this type of methodology scemed to be appropriate in eval-
uating Title I projects because these projects usually have the following charac-
teristics:

1. Title I projects generally dcal with autonomous organizations and person-
nel both inside and outside the higher education institutions *whosc
willingness to cooperate is highly uncertain™ (Caro, 1971, p. 26).

2. Title 1 programs arc limited by the Act to being exclusively cducational in
nature. To provide cffective education relevant to those who engage in
community problem solving is to provide one link in the “chain of cffects”
that may ultimately lead to successful problem solving. There is frequently
uncontrolled exposure of clients to more than what is educationally pro-
vided in Title I projects by the higher education institution before they
engage in community problem solving. Success at the point of the educa-
tional link does not necessarily mean success later in the chain of effects
(Hyman and Wright, 1967, in Caro, 1971, p. 202). Nevertheless, the educa-
tional link is added in order to catalytically strengthen the chain of effects.

3. It cannot be taken for granted that the objcctives of the community
problem-solving efforts addressed in Title 1 projects are clearly discernible.
Hyman and Wright have cautioned:

Planned social action implies goals, and it may scan an obvious step for the
cvaluator to take such goals as given and to concentrate on other aspects of
the rescarch procedure. Nothing could be more wrong. Most social action
programs have multiple objectives, some o1 which are very broad in nature,
ambiguously stated, and possibly not shared by all persons who are responsible
for the program (Hyman and Wright, 1967, in Caro, 1971, p. 197).

4. Further, the communily problem-solving efforts addressed by Title I pro-
jects may not even be goal oriented in nature. The community problems in
the tacget areas of most, if not in all, Title 1 projects arc sufficiently
complex and severe that solutions to them are not readily evident or casily
attainable. The efforts of both the higher education resources and the
community problem solvers, therefore, frequently need to be focused on
diagnosing more adequately these problems and in identifying potential
solutions to the emergent problems rather than in proceeding as if there
were predetcrmined, specific solutions to well understood problems to be
taught. Schulberg and Baker (1968) have pointed to the limitations of
utilizing the goal-attainment model in evaluating broad-aim programs, and
have recommended the use of a system model developed by Etzioni
(1960) in evaluating programs designed to establish a working model of a
social unit that is capable of achieving a goal (in contrast with programs
designed for goal-attainment per se).

As summarized by Weiss and Rein (1969, in Caro, 1971, pp. 293-295), broad-
aim programs do not lend themselves readily to experimental or semi-
experimental types of evaluation because of the following technical problems:

I. Changes related to broad aims may take place in many different ways,

making agreement on criteria difficult. .

~
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. The external situational variables in most broad-aim programs are cssen-
Lially uncontrolled.
3. The treatment is nol slandardized, varying in different communilics in
response o different needs and lolerances.

4. The cxperimental design discourages unanticipated information.

According to Weiss and Rcin, “The broad-uim program is a major undecr-
‘ laking, and the issue is nol the simple-minded one of ‘Does it work? Bul the
much more imporlanl one of ‘When such a program is introduced, what then
happens?' ™ (Weiss and Rein, 1969, in Caro, 1971, p. 294).

As effeclive methodology for the evaluation of broad-aim, largely unstand-
ardized, and inadequately replicaled aclion programs should, according lo Weiss
and Rein, be more descriplive and inductive than experimental in design. This
type of methodology would have the following characleristics:

It would be concerned with describing the unfolding form of experimental inter-
vention, the reactions of individuals and institutions subjected to its impact, and the
conscuences, so far as they can be learned by interview and obscrvation, tor the use
of ficki methodology, emphasizing interview and observation, though it would not be

restricted to this. But it would be much more concemed with learning than with
measuring.

Sccond, it is very likely that the conceptual framework of the approach would
involve the idca of system, and of the intervention as an attempt to change the
system. The systcms perspective alerts the investigator to the need to identify the
forces which are mobitized by the introduction of the program, the events in which
aspects of the program arc mct and reacted to by individuals and institutions alrcady
on the scene, and the ways in which actors move in and out of the network of
interrelationships of which the program is a constituent. 1t alerts the investigator to
the possibility that important forces which have few interrela tionships with the exist-
cnt system — in this sensc, alien forces — may appear on the scene (Weiss and Rein,
1969, inCaro, 1971, pp. 295-296).

This approach (o the evaluation of broad-aim programs was ulilized in the ex
post facto evalualion of the Tille I program in California with one specific
modificalion; namely, that the rcading of the project files, on-sile interviews,
and the use of survey questionnaires were the primary methods of gathering
data. The ex post facto nalure of (his cvalualion excluded the use of
observation.

The major inleracling components of the lotal system relevant to Tille |
projects are shown in Figure |.

: I!‘itlc II =>|CCHE]  —>|Higher =>Hmplementation| = | Community —>|suuc|
: Education System(s) or
: Institution(s) Comnmnitic|
: ~
Involvement and| <
i Communication
System(s)

Fig. 1: Diagram of the Major Components of the Total System
Relevant to Title I Projects

The evaluation design had (o lake inlo consideration: the nature of the inter-
relationship of each of these components; differences in the lype and size of
higher educalion instilutions thal received Title I funding: differences in the

\ communities served; differences in the extent of funding and of Stale priorities
l: TC from year to year; and diffcren(ﬁ'glhc projects themselves.
. : o
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The broad-aim evaluative design, which was developed by the evaluation team
to encompass such complexities, consisted of the sequence of activities sum-
marized in Figure 2 on the next page.

Many of these activities, sequencing, and the time schedule were cither speci-
fically called for or implied in the Coordinating Council's Request for Proposal.
This functional flow chart of Title I project evaluation activitics was found to be
workable and constitutes a close approximation of the actual manner in which
the project was implemented.

Activity July-Aug.  Sept. Oct. Nov. Dec. Jan. Feb. March

Reports X X
(Preliminary) (Final)
Workshops | X I A X

Sacranento —— -
consultations X X I X | X
Review of v

reports, ete.

T
(o determine X |
Program’s goals — |
and assumption I
Firming up —
cvaluative [:x_i |
design |
Writing |
Final I
Report
Analyzing & |
Synthesizing |
Data ¥ I 'l«
Data
Collection XXXXXXXXXXXXXXXXX

(]

Fig. 2: Functional Flow of Title I Project Evaluation Activities

Methodologies used in obtaining and analyzing evaluative data are described,
in turn, below.

EVALUATIVE DATA FROM READING RELEVANT DOCUMENTS

To gain perspective on the nature of the Title I projects in California
(1966-1971), the evaluation tcam undertook a review of the documents that had
been kept on file by the Coordinating Council and that were relevant to the
projects being evaluated. These documents included: (1) statements of the legi-
slative intent and the nature of the Title I Act; (2) 1966-1971 Title I project
proposals, quarterly reports, and final reports; (3) reports of previous on-site
evaluations made by the Council’s Title | staff; and (4) other documents identi-
fied with the help of the Council’s Title I staff as being of potential relevance to
the evaluation. Reading these documents provided the evaluation team with a
“natural history account of events and actors before, during, and after the
program implementation” (Caro, 1971, p. 27), told in the words of the actors
themselves. While such an account could not provide the total basis for the
evaluation of these projects, it was found tc be of value in providing an initial
overview of the nature of Title | and of these particular Title I projects.

From the reading of these documents, tentative dimensions, hercaft.r re-
ferred to as “key indicators,” were identified to be used in the gathering and

2 N
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classification of evaluative data. A list of these key indicators and questions
related to cach are presented in Appendix 1. Many of these questions were
concerned with the manifest and latent dynamics in Title 1 projects and secemed,
therefore, to be most readily answerable through the use of some form of
functional analysis. _

? A paradigm for functional analysis (Merton, 1968) was utilized in the evalua-

. tion project in seceking to obtain and analyze data pertaining to imputed func-
tions, motives and purposes, inteaded and unintended consequences, and the
aature of change in the Title 1 projects.

IN-PROCESS CONSULTATIONS

Consultations concerning the way in which the evaluation project was pro-
gressing were held between the evaluation team and the Council’s Title | staff, A
similar, two-day, in-process consultation was held with inembers of the national
Title 1 staff in Washington, D.C., in August, 1971,

Since it had been found elsewhere that “participation in a form of self-
analysis is more likely to be followed by changes than if the analysis is (exclu-
sively) made by an outsider” (Mann and Likert, 1952, in Caro, 1971, p. 149), 2
workshop was held in September 1971 in San Francisco. This workshop was
developed by the cvaluation team (Agenda in Appendix 111) to acquaint the
project directors and Council staff with the results of the review of the reports
and other written materials; to enlist their assistance in firming up the evaluative
design; and to involve them in the identification of key indicators of the Title 1
projects to be focused on in the balance of the evaluation project.

One or more present or former project directors from over 90 percent of the
higher education institutions that had been funded between 1966-1971 parti-
cipated in the workshop. Before the list of key indicators and related questions
by the evaluation team was shown to those attending the workshop, the project
directors, both individually and as the result of group discussions, were asked to
provide lists of issues, problems, and questions concerning the Title 1 projects
that had been undertaken between 1966-1971. These lists were used subse-
quently as a source of validating and, in some instances, supplementing the
original key indicators list developed by the evaluation team.

In September 1971 an in-process consultation concerning the evaluation pro-
ject was held in Sacramento with the Title 1 Advisory Committee. In this and the
other in-process consultations, not only wcre persons who were knowledgeable

i about and concerned in different aspects of Title I in California informed about
: the evaluation project, but their inquiries and suggestions were also used by the
evaluation team as a means of strengthening the evaluation as it progressed.

: EVALUATIVE DATA FROM FIELD INTERVIEWING

i Dimensional Sampling

: In view of the fact that there were literally tens of thousands of persons

: involved in Title I projects in one way or another throughout California between

! 1966-1971, and due to the limitations on time and budget, it was determined

: that necither single-case studies nor a large-number approach to sampling would
be feasible to provide the information neceded in this evaluation. Therefore, a
dimensional-sampling approach (Arnold, 1970) was utilized, which would more
adequately sample the nature and consequences of the Title 1 projects and which
at the same time would permit the development of a theory? in a manner not

L . .
4. *“Theories are nets cast to catch what we calt ‘the-world': to rationatize, to explain,
]: lC and to master it. We endeavour to make the mesh ever finer and finer” (Popper, 1969, p. 5).
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found in cither the single-case study or the large-number approach. Arnold de-
scribes the three steps involved in this approach as follows:

Briefly, the approach is a threestep one: (1) enplicitly delincate the universe to

which you eventually wish to generalize; (2) spell out what sppear to be the most

important dimensions along which the members of this universe vary and develop a
» typology that includes the various combinations of values on these dimensions:

(3) use this typology as a sampling (rame for selecting a siall number of cases from

the universe, typically drawing one case from cach cell of the typology.

L3R I J

What is required to protect against bias is to lay out the dimension along which the

cases vary and then examine at least one example of each case,
; *rrx
‘ At the other extreme, studying single cases, whether through participant observation,
historical analysis, or some other technique, can also be useful if, as with O'Dea’s
study of the Monnons (1957), knowledge of the particular case being studied is
important in and for itsclf, or if it provides a crucial test for some pre-existing theory,
It is possible to draw gencralizations from a case study and apply them to a wider
range of phenomenon in an attempt to generate theory, but this is a very dangerous
way to proceed. The reseacher who wishes to do this would find himself or much
safer and at the smue time more productive ground if hie used more than one case,

provided he selected them by means of dimensional sanpling (Arnold, 1970, PP
147-149),

Based on the reading of the documents and the other soutces used Lo obtain
an overview of the Title I projects between 1966-1971, the evaluation team
identified the following six dimensions for sampling purposcs:

1. The type of higher education institution: The types of higher cducation
institutions used in this dimension were: (a) University of California;

; (b) Califomia State College; (¢) California Community College; (d) Private
b higher education institution.

2. Amount of Title I funding: (a) Less than $10,000; (b) Between $10,000 -
and $100,000; (¢) Over $100,000.

3. Geographic location in the state: (a) northern California; (b) central Cali-
fornia; (¢) Sacramento arca; (d) San Francisco area; (e) Los Angeles area;
(f) San Diego area,

4. Type of community problems affecting target populations: (a) Environ-

mental and ecological problems; (b) Problems of innercity decay;

(c) Problems of minorities and disadvantage; (d) Community crisis prob-

lems; (e) Problems of inefficient government.

Key indicators concerning Title | projects: (a) impact and objectives;

(b) Problem solving; (c) Interinstitutional and/or interagency relationship;

y (d) Alternative funding patterns: () Organizational deva@ioment; (f) Func-

- tions of Title I; (g) Environmental context and influence of Title I;

¢ (h) Semantics,

Major alternative ways of conceptualizing and implementing Title I pro-

jects. These alternatives were considered to be comparison groups that

received altemate treatments because of the different ways in which Title |
was conceptualized and implemented in different projects. Concerning the
use of comparison groups in evaluative research, Caro has observed:
In action scttings it may be possible to use comparison groups when control
groups are unacceptable. Unlike the control group which receives no treat-

H

w
.

&

\ ment, the conparison group reccives an alternate treatment. Where policy
l: lq C L makers are committed to the principle of providing additional services, a com-
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parison groups design may actually pruvide mure useful infunuation than a
design using unly a strict contrul gruup (Caro, 1971, p. 24).

Based on the results of this dimensional sampling, the decision was made by
the evaluation team to conduct interviews in 24 of the 36 higher education
institutions in the State funded between 1966-1971. This sample satisfied the
requirements for the six sampling dimensions described above,

Elite and Specialized Interviewing

A form of clite and specialized interviewing was adopted from Dexter (1970)
with the help of personnel of UCLA's Survey Research Center and was used Lo
gather evaluative data not otherwise obtainable. Sending out a fixed question-
naire would not allow identification of problems and issues about which the
evaluation team was not familiar.

Dexter has described “elite and specialized interviewing™ as follows:

[An clite interview| is an interview with any interviewee — and the stress shunld be

on the word "any™ - who in tenms uf the current purposes of the interviewer is given

special, non-standardized treatment, By special, non-standardized treatment | mean
L. stressing the inteevicwee's definitiun of the situatiun,
2. cncouraging the interviewee (o structure the account of the situation,

3. letting the interviewee introduce (0 a considerable extens (an extent which will
of course vary from project and interviewer to interviewer) his notions
of what he regards as relevant, instead of relying upon the investigatur's
notions of relevance.

Put another way, in standardized interviewing — and in much seenngly non-
standardized interviewing, (00 (for instance, in Mertun's “fucused interview in its
purc form) - the investigator defines the qaestion and the problem: he is only
looking for answers within the bounds set by his presuppositions. In clite inter-
viewing, us here defined, however, the investigator is willing, and often cager to let the
interviewee teach him what the problem, the question, the situation, is - to the
limits, of course, of the interviewer's ability to pereeive relationships to his basic
problems, whatever these may be,
LR

In the standardized interview, the typical survey, a deviation is ordinarily handled
statistically; but in an clite interview, an exception, a deviation, an unusual interpreta
tion may suggest a revision, a reinterpretation, an extension, a new approach. {n an
clitc interview it cannot at all be assumed ~ as it is in typical survey - that the
persons or eategories of persons are important (Dexter, 1970, pp, 5-6).

The clite interviewing was done with an interview plan rather than an inter-
view schedule, which implies greater rigidity than the technique calls for (Dex-
ter, 1970, p. 84). The interview consisted of a list of questions that were gen-
crated from key indicators. The use of this type of intervicw made it possible for
the cvaluation problem to be redefined when necessary during the interviewing
process (Dexter, 1970, p. 90).

To the extent possible, the evaluation team tried to put the interviewees at
case aboult the evaluation in the following ways:

1. At the fall workshop, personnel from the Coordinating Council’s 'Title |
staff and from the evaluation team explained the nature of the evaluation
project to the project directors in attendance, The directors had an oppor-
tunity to discuss the cvaluation project and to make suggestions con-
cerning how the site interviews would be conducted and what they would
like to learn from the projeet. a

2. The project directors themselves were asked (o arrange the interviewing
schedule for the evaluation team in their respective institutions, giving

De
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them an opportunity to explain the nature of the evaluation project to
others being interviewed.

3. The interviewers explained to interviewees that the purpose of the evalua-
tion project was nol to determine which were good projects and which
were bad projects, nor to determine which higher education institutions
should or should not be refunded, but rather to learn more about the
alternative ways in which the Title | projects had been conceptualized, the
nature of the various ways in which they had been implemented, and the
nature of the intended and unintended consequences,

4. With the help of UCLA's Survey Research Center, surveyors who could
identify with individuals in the target populations of projects that ad-
dressed themselves to problems of race and poverty were hired and trained
o do this part of the target-population interviewing. Difficulties in con-
ducting such interviews, incurred in other evaluation projects, are indi-
cated by Caro:

The poor tend to view problems in very concrete teams. ... to demand a
simple and direct approach to problem-solving, and to associate ques tionnaires
and formal interviews with their unsatisfactory encounters with the often
rigid. arbitrary, and inbuinane rules and procedure of governmental agencies
(Caro, 1969, in Caro, 1971 p. 313),

Elite and specialized interviews were conducted in cach of the 24 institutions
with the following types of persons associated with the Title | projects: project
dircctors; the highest administrator(s) in the institution; faculty ; students: other
project personnel; agency personnel; and persons in target populations involved
in Title | projects. The distribution of field interviews according to type of
institution is presented in Table 3. The distribution of field interviews according
to type of interviewee is presented in Table 4.

TABLE 3

Distribution of Field Interviews According
to Type of Institution

Number of Institutions

in which Number of
Type of Institution Interviewing was Conducted Interviews
Community Colleges 4 29
State Colleges 9 72
University of California 8 64
Private Institution 4 28
Total 24 193
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TABLE 4
Distribution of Field Interviews According
to Type-of Interviewees

Number of
Type of Interviewees Interviews
Administrators 29
Faculty Members 31
Students 24
Project Staff 46
Agency Personnel 29
Persons from Target Populations 34
Total 193

Many intcrviewees indicated that they welcomned the opportunity to talk
about their project(s) with a person who was knowledgeable about Title | and
about what had been done in other Title 1 projects. At times, intervicwees said
that the interview helped them to foctis on aspects of what had happened in the
projects, making it possible for them to reconceptualize and articulate the nature
of the projects. In a number of instances, interviewees asked questions about
what the evaluation team had already learned from talking with others or from
reading the files, For example, students participating in a Titlc I project on one
campus inquired about the nature of experiences of students in Title | projects
on other campuses. In response, the interviewer would briefly provide the re-
quested information, but always within the bounds of confidentiality. In some
instances, interviewcees specifically requested that a copy of the Evaluation Pro-
ject’s final report be sent to them so that they could familiarize themselves
further about the ways in which others had conceptualized and implemented
Title | projects.

The main function of the interviewer was to focus attention on a given
experience and its effects rather thoa to ask specific questions. The charaé-
teristics of this type of interview have been described by Dexter as follows:

1. Persons interviewed are known to have participated in an uncontrolled but ob-

served social situation,

2. The hypothetically significant clements, patterns, and total structure of this situa-

tion have been previously analyzed by the investigator. Through this situational

analysis, he has arrived at a set of hy potheses concerning the meaning and cffects
of determinate aspeets of the situation.

3. On the basis of this analysis, the investigator has fashioned an “interview plan”
which contains a general idea of the major areas of inquiry and the hypothescs (in
our casc perhaps better called the considerations) which locate (or suggest) .
the pertinence of data to be obtained in (or from) the interview.

4. The interview itself is focused on the “'subjective experiences™ of persons exposed
to the pre-analyzed situation. The array of their reported responses to this situa-
tion or type of situation cnables the investigator: .

a. (o test the validity of hypotheses (or the pertinence of considerations) derived

from analysis and social theory; and

b. (o ascertain unanticipated responses o the situation, thus giving fise to tresh

hypotheses,

5. The interview is more successful when the interviewer can obtain clues, not only
through the verbal reports of the subjective experiences but through observation
of stance in interviewing, and even more through incidental observations (not
actually part of the question-response interview) of snbject's behavior which allow
further “insight”* into expericnee (Dexter, 1970, pp. 83-84).
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This is clearly a “transactional™ type of interviewing (Dexter, 1970, pp.
139-149),
Whenever it could be arranged, persons who were knowledgeable about the

Title 1 project(s) at cach higher education institution were interviewed separately

and in the following order: (1) the project director(s): (2) other project staff;
r (3) the highest administrator in the institution knowledgeable about the Title |
project(s); (4) faculty; (5) students; and (6) agency personnel. Because these
clite interviews were exploratory in nature, this sequencing of interviews in
terms of the roles of the interviewees permitted the interviewers to become
increasingly familiar, as the series of interviews progressed, with: (1) the nature
of the Title | projects in the institutions; (2) the dynamics within cach project;
and (3) sequential consideration when the institutions had more then one Title 1
project.
| Most of the interviews were held in the office of the interviewee, making it
possible for references to files to be made duning the interview. A few interviews
were conducted in meeting rooms scheduled by the project directors. ‘T'he length
of the interviews averaged one and one-half hours with the project directors and
three-quazters of an hour with the other interviewees. Most of the interviews
were relatively free from interruptions, with the interviewees frequently having
left instructions not to be disturbed.

fasome instances, because of time pressures, group interviews were con-
ducted, mainly with project personnel and with groups of students. While this
type of group interviewing made it possible to obtain inputs from a greater
number of persons and from group interaction where there was less than total
agreement on the part of the interviewees, these group interviews were fre-
quently dominated by one or two of the group members.

Most of the questions asked in these interviews were multi-interpretable by
nature, designed to discover social patterns or values, so that the interviewee
could interpret them in his own terms and out of his own experience and frame
of reference (Dexter, 1970, p. 55).

The interviews were more in the form of discussions than of rapid ques-
tioning. During the interviews, 4 x 6” cards were used (o make notes.
There seemed to be little or no resistance to this technique on the part of
the interviewees. At times interviewees would deliberately and explicitly dic-
tate a short answer to specific questions ‘for the record.” At other times,
interviewees indicated that they wished to tell the interviewer something
“off the record.” Whenever this occurred, no notes were taken and every
effort was made to maintain the confidentiality of the information pro-
vided. Occasionally interviewees would put charts or diagrams on the black-
board in response to particular questions or to facilitate discussion of a topic.

Between site interviews, members of the evaluation team “debriefed” cach
other, Debriefing is *‘a process whereby evaluators verbally communicate to cach
other data collected in the ficld in order to provide a richness of observation that
structured written reports typically lack” (Glaser and Backer, 1972, p. 14).

Occasionally, it was determined in a debriefing session that a specific type of
additional data was needed from interviewees. These data were subsequently
obtained by the use of telephonc interviewing or a brief mailed questionnaire.

The following limitations of specialized and elite interviewing were recog
nized by the evaluation team:

1. The interviewees’ statements represented their perceptions of the nature of

Crip s

l: TC Title 1 project(s) and their consequences rather than behavioral indicators.
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-2, Some interviewees may have thought that there was a relationship between
evaluation and future funding decisions.

3. Interviewees may have never known, may have forgotten, or may have

only partially remembered what had happened in the Title | project(s).

According to Dexter, in elite interviewing “The major way in which we detect

distortion, and correct for it, is by comparing an informant’s account with the
Y accounts given by other informants™ (Dexter, 1970, p. 127). The evaluation
1[ team was able to do this not only within projects, but also between projects
| statewide and within the various types of institutions and contextual settiugs in
which the Title | projects occurred.

The iuterviewers found that being able to say that they had read the pro-
jecl(s)'s quarterly reports and other doctuments that had been sent to the Co-
ordinating Council from the institution in which the interviewing was taking
place scemed to have a positive effect on the objectivity of the interviewee. In
some instances the interviewer was far better acquainted with written reports
about the institution’s Title | project(s) than the interviewee. Oceasiomally, ques-
tions were raised by the interviewer about what secmed to be discrepancies
between information reported by the interviewee and the written project re-
ports. This type of approach frequently helped to durify the interviewer's inter-
pretation of the written report or led to clarification of the interviewee’s
statemeuts. :

Analysis of the data was done primarily through the use of one or more of
the following types of content aualysis:

I. Symbol-counts: Consists of identifying and counting specified key symbols in
communications . . .

- One-dimensional classification of symbols: Thisisa -« i elaboration of the pre-
vious type. Symbols are classitied according w0 wircther they are employed,
broadly speaking, in positive (favorable) or negative (unfavorable) contexts . . .

3. Item-aualysis: Classitication ol segments of sections of data, This requires selec-

lion of signiticant and insignificant items on the basis of a theory . . |

Thematic analvsis: Classification of the explicit and implicit (syntbolic) themes in

the data. This, as distinct from itein-analysis, deals with the supposed commula-

tive significance of a series of items,

Structural analyyis: Converned with the interrelations of the various themes in the

data, These relations may be complementary or interfering . . (Merton, 1968, p.

569).

2

-
-
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This was the most critical part of the evaluation process beeause there were
few categories that could be identified at the owmtset as being comprehensive
enough to subsume the scope and internal dynamics of the ‘litle | projects
cvaluated. The balance of this report presents the evaluative findings in relation
to the conceptual framework that emerged from this analysis.

SUMMARY

The Request for Proposal from the Coordinating Council for Higher Educa-
tion .for the five year-evaluation of Title | from 1966-1971 called for the eval-
uator to determine to what extent the sclection, funding, and implementation of
Title I projects in California have been successful in achicviug the national, State,
and local objectives set for Title 1.

The Request for Proposal indicated that there was no adequate preeedent for
evaluating Title | programs and that the evaluator would be expected to establish
his own research design, keeping in mind that the development of an evaluation

, model with transfer possibilities was one desired outcome of the project. 1t
Q further stated that the classic control-group design and the case-study method
ERIC -
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were inadeqquate methodologies for use in the project. Periodic consultations
between the Coordinating Council's staff and the evaluztion project director
were also called for in the Request for Proposal. In addition, the in-process
consultation included a workshop with Title 1 project directors.

The evaluation methodology utilized differs markedly from that frequently
used in the evaluation of higher and adult education programs, few of which are
as broad aim in nature as Title | projects. Weiss and Rein (1969) indicate that
broad-aim programs do not lend themselves readily to experimental or semi-
experimental ty pes of evaluation because of the following: (1) changes related to
broad aims may take place in many different ways; (2) the external situational
variables in most broad-aim programs are essentially uncontrolled; (3) the treat-
ment is not standardized; and (4) the experimental design discourages unantici-
pated information. The major issue is not the simple-minded one of “Does it
work?™ but the much more important one of “When such a program is intro-
duced, what then happens?™

To gain perspective on the nature of the Title 1 projects in California
(1966-1971), the evaluation team undertook a review of (he documents that
included: (1) statements of the legislative intent and the nature of the Titde 1
Act; (2) 1966-1971 Title | project proposals, quarterly reports and final reports;
(3) reports of previous on-site evaluations made by the Council's Title | staff;
and (4) other documents identified with the help of the Council's Title 1 staff as
being of potential relevance to the evaluation. From the reading of these docu-
ments, tentative key indicators were identified. Evaluative data from field inter-
viewing through the use of dimensional sampling were then gathered. The
following six dimensions were used for sampling purposes: (1) the type of higher
education institution; (2) the amount of Title 1 funding; (3) the geographic loca-
tion in the State; (4) the type of community problem affecting target popula-
tions; (5) the key indicators concerning Title 1 projects; and (6) the major abter-
native ways of conceptualizing and implementing Title 1 projects.

Based on the results of this dimensional sampling, the decision was made to
conduct interviews in 24 of the 36 higher cducation institutions in the State
operating Title | programs. Administrators, faculty members, students, project
stuff, agency personnel, and persons from targel populations were interviewed. A
form of clite and specialized interviewing was adopted from Dexter (1970) and
was used to gather data not otherwise obtainable in the 193 interviews con-
ducted. Most of the questions asked in these interviews were multi-interpretable

"by nature, designed to discover sovial patterns or values, so that the interviewee

could interpret them in his own terms and out of his own cexperience and frame
of reference.

Analysis of the data included: (1) Symbol-counts: (2) One-dimensional classi-
fication of symbols; (3) Item-analysis; (4) Thematic analysis; and (5) Structural
analysis.
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Evaluative Findings: A Rationale for
Title | Programming and Evaluation

Institulions of higher education are not communily problem-solving agencics,
nor are their faculty members “‘answer men” for community problem solving.
Bue it has been found in this evaluation of Tite | projects that higher education
resources con be made relevant to the educational needs of communi v problem
solvers. Because of Title I, comm uniiy problems have heen solved with catalytic
effect in ways and to an extent otherwise not possible, The rationale ‘thatl
emerged in the analysis of the evaluative data and that led to Lthe above conclu-
sion, is presented in this chapter. Documentation of the ways in which Tille |
was implemented and the consequences is presented in Chapler IV,

From reading the proposals and quarterly reports of the 97 projects, and
from ficld inlerviews in 24 of the institutions, the evalustion team found that
Title | projects in the State have focused on a variely of exlensive and pressing
communily problems. The distribution of Title | projecls according lo pre-
deminanl community problems$ addressed is presented in Table 5.

TABLE §

Distribution of Title I Projects According Lo
Predominant Community Concern Being Addressed

(N = 97 projects)

Percent of Tolal

Predominant Communily Concerns Addressed Title I Projects
Environment and Ecology 15%
Inner-city Decay 13
Comnmunily Crisis 1!
Minorities and Disadvantaged 35
Inefficient Government ) 16
Combinalion of Community Problems 10

Total 100%

To move beyond seeking to deal with community problems in general, and to
develop a rationale for Tille I programming and evaluation in their projects, local
Title 1 project personnel found it necessary lo: )

l. analyze the order of communily problems to be addressed ;

2. determine how Lo relate the resources of the higher education inslitution

to community problem solving; and

3. distinguish belween intended and imputed consequences of Title | pro-

jects. '

Many of the strengths and weaknesses in particular Title | projects evalualed
were found to stem from the extent to which projecl personnel were able to

5. These prohlems areas have been identified in the Fifth Annual Report of the Nationat
Advisory Committee on Extension and Continuing Education, March, 1971,

-
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accomplish these conceptual tasks. Ways that were found to accomplish these
tasks, along with some of the pitfalls incurred, are presented below.

ANALYZING THE ORDER OF COMMUNITY PROBLEMS
Title | project personnel reported that it was essential for them to be able to
determine the order of community problems to be addressed. Otherwise they
found themselves dealing with community problems in general or with unrelated
fragments of the problems. Moreover, they found it difficult to relate the re-
sources of higher education institutions to unspecified or inappropriately
specified problems. One project director said that he found it necessary to find a
. way to analyze the “complexity and density” of community problems before he
could make significant headway in educatiorzlly assisting community problem
solvers.

When asked in field interviews how they conceptualized the order of com-

munity problems, project directors:

a. contrasted lower-order community problems that can be understood
rationally and are routinizeable in nature with higher-order community
problems that are unique or that cannot be understood rationally;

b. contrasted lower-order community problems that arc easily solvable with
higher-order community problems that are more difficult to solve but can
be solved given the necessary resources or with higher-order community
problems that break into a proliferation of other more complex problems
on closer examination and that have been found to be virtually unsolvable
for this reason (the most that can be hoped for in addressing the latter
type of problems, they indicated, is to find a way to cope with them more
adequately); and .

c. contrasted lower-order community problems that affect individuals as indi-
viduals with higher-order community problems that affect sub-groups or

o groups of individuals within a local area, a region, astate, a nation, or the
world. ’
Each of these ways of differcntiating between higher- and lower-order com-
munity problems is depicted in Figure 3.

Order of Community Problems

: Higher - Irrational -~ Totally unsolvable Scope of Problem
: Order
,. + ldiosyncratic <4 Proliferation of Universal
. Problem National
: State
: Regional
! . Local
’ <+ Routinizeable <4- Solvable given Sub-Group
necessary resources Individual
< Stochastic )
Lower L Easily solvable
Order 4 Rational

Spectrum | Spectrum 2 Spectrum 3

E lC ; Fig. 3.. Ways of Dﬁp' ting the Order of Community Problems
- Lf €§
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The third spectrum in Figure 3 refers to the scope of a community problem.
The distribution of ‘Title | projects in California between 1966-1971, in terms of

the scope of the community problems that they addressed, is presented

in Table 6.
TABLE 6
Distribution of Title I Projects According to
the Scope of the Community Problems Addressed
. (N =97 projects)
Percent of Total
: Geographic Target Area Title 1 Projects
Section of a City _ 28%
: City of Metropolitan-Area 27
: County Area 28 .
. Region or Multi-county Area 17
Stavewide - 0
Total 100%

Analysis of the cvaluative data indicates that ultimately community symp-
toms rather than community problems are dealt with when:

1. Title I projects propose to solve higher-order community problems that are
irrational, unsolvable, and universal in nature in order to get funded, and
then, when they are unable to solve these problems, switch to lower-order

. problems that are easily solvable in order to justify their efforts; and

¢ 2. Title I projects address higher-order community problems as if they were
lower-order individual problems with the assumption that these higher-
order problems can be solved by merely trealing some easily solvable
problems in a community or by treating the problems of some of the
individuals in the community.

Promises could be made, for example, to dcal with the housing problems in
a ghetto. Merely to provide information and repair kits for housing main-
tenance to tenants in the ghetto may be of help to individuals, but it cannot
be assumed to provide a solution to the housing problem at the community
level. Solving the housing problem of one family, moreover, attacks what is a
i relatively lower-order problem from the role perspective of community
problem solving. All efforts that deal with problems at a lower order than at
the community level or in terms of lower-order community problems, as
valuable as they may be to individuals who are affected by the problems, can-
{ not be assumed, even at best, to lead to adequate community solutions to the
type of problems cited in the Title ! Act. “Community problem solving” by
: definition requires, moreover, that problems be dealt with first and foremost
as problems affecting communities rather than those affecting sub-
; communities, groups, families, or individuals per se.
RELATING THE RESOURCES OF THE HIGHER EDUCATION
L INSTITUTION TO COMMUNTIY PROBLEM SOLVING
j_‘ Once specific community problems to be addressed in a Title I project have
; been identified, local project perscnnel report that they have to determine how
i to relate the resources of the higher education institution to the solution of
?_ those problems. The Act itself seems to limit the ways in which this can be done
13
&
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to providing educational assistance, Section 102 of the Act specifies: *‘For pur-
poses of this title, the term ‘community service program’ means an educatiory
program, activity, or service ... which is designed to assist in the solution of
community problems.” The significant and restrictive words in this section seem
to be “educational” and “10 ussist."

The use of the phrase “to assist”, it is assumed, prohibits attempts to involve
higher education institutions or their resources directly in the community
problem-solving process. Morcover, direct involvement has been found to be
inappropriate and dysfunctional in Title | projects. One project director
reported:

When the higher education institution is involved in dircet action planning and action
inplencntation, it is acting as if it were an agency or a citizens’ group, Later, citizens
and agencics which did not receive benefits from the institution’s actions often
cxpress rescntinent and seck to block further actions on the part of the higher
cducation institution.

The most effective project directors did not claim that their Title I projects,
or their higher education institutions, solved problems directly. Rather, they saw
their role as facilitating the process by which citizens and agencies solved prob-
lems. They assisted citizens and agencies -in identifying problems and helped
them (o sec the alternatives realistically. The citizens and agencies then took the
action,

Similarly, it is assumed that the use of the word “educational” in Section 102
of the Act restricts Title | projects from providing non-educational assistance to
community problem-solving efforts. For example, if a Title | project were Lo act
as a funding agency, using cither the Title 1 funds or the funds of an institution,
it would be providing non-cducational assistance.

In contrast, what seemis to be called for in the Act is the releasing of resources
of higher education institutions through providing educational assistance to com-
munity problcm solvers. The Title I projects in California between 1966-1971
released educational resources through a variety of activities. The distribution of
these Title | projects, according to the type of predominant educational actlivity
utilized, is presented in Table 7.

TABLE 7

Distribution of Title I Projects According to
Predominant Educational Activity Used

oN
(N =97 projects)

Predominant Educational Activities Percent of Total
Used in Project ' Title I Projects
Training in Methodologies and Techniques 30%
Seminars ) 21
Counscling and Guidance * : 13
Field Experience 12
Research . 10
Conference and Mass Media 9
Recruitment and Students 5
Total ) 100%
ROy
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The basic clemients of this process in which higher education resources are
provided Lo community problem solvers are depicled in Figure 4. The intnediate
concern of a Tille | projecl is providing cducalional assislance to communily
problem solvers. The ultimatre concern of a Tille | project is the consequences of
that cducational assistance in lerms of communily problems solved.

IMMEDIATE CONCERN OF
TITLE | PROJECTS

ULTIMATE CONCERN OF

TITLE | PROJECTS

Higher Educational Problem Solving of
Educational Necds of Solving Conununity
Resources Community Aclivilics Ad Problems
Provided Problem of B
Solvers Communily
Problem
Solvers

Fig. 4: Releasing ligher Education Resources ta Assist
Educationally in Community Problem Salving.

By differentialing belween immediale and ultimate concerns and by exclu-
sively providing cducational expericnces, Tille | projects are able Lo release the
resources of instilulions to communily problem solvers without involving insti-
tutions in an advocacy role. In effect, in almost all Title | projects cvaluated,
bridges were cslablished between the higher educalion institulions and com-
munity problem solvers without loss of identily or autonomy®é by cither.

Further, in virtually 100 percent of the Title | projects, the cducational
assistance was designed to have a catalytic effect on the communily problem-
solving process. The term *‘catalytic” has been defined as {7 .lows:

Catalyst — metaphorically —~ an agency that markedly influences the social process

without being an integral part thereof: o person without personal stake in a group’s

behavior who, by participation in discussion, helps the group define its means and

ends (Drever, 1953, p. 315).

In short, the calalytic educational assistance was provided lo communily
problem solvers in a way that kepl the institution from becoming immediately
involved in the problem-solving process. Neverlheless, the educational assistance
had a marked influecnce on that process and, ultimately, on the community
problems that needed solving. One project director observed:

Our role is to work with those who work with the community. We work with the

agencics to provide skills. We do not provide direct services. We do our best when we
provide training in skills-and in lcadership. We bring information to professionals.

Another reported:
We should not be solving problems. We bring people together and act as a catalyst for

problem identification and for releasing cducational resources relevant to these
problems.

6. “The University is not the saxicrocosm of society; it is an academic community, with
an exemption from integration into the society, and having an autonomous position in order
to be able to fulfill its ovn responsibility, which is to conduct un trammeled inquiry into all
questions.” (Belt, Daniel & lrving Kristol (eds.) Confrontation: The Smdent Rebeltion & the
Universities, New York: Basic Books, Inc. 1969.)

43.. .
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In these statements, the directors were describing how they sought educa-
tionally to relate the resources of their institutions to various phases of the
community problem-solving process.

Functional ways of relating higher education resources to particular phases of
the problem-solving process are presented in Table 8, along with an indication of
the percentage of Title | projects evaluated that were predominantly concerncd
with providing each type of resource.

TABLE 8

Relationships Between Phases of the Community Problem-Solving
Process and Higher Education Resources Relevant to Each Phase

Percentage of

Examples of Higher Title I Projects
Phases of the Community Education Resources Predominantly
Problem Solving Process Typically Relevant Providing Each
(Lawrence & Lorsch, 1969) To Each Phase Type of Resource
1. Diagnosis : Rescarch and Development
Problem ldentification or
and Participation in Problem
Identification of Diagnosing Seminars 31%
Alternate Solutions
2. Action Planning Methodological and Tech-
nological Training Classes
or Workshops 57
3. Action implementation Student Field Experiences 12
4, Evaluation Evaluative Research 0
Total . 100%

In contrast, it was found that the following generally did not work:

l. to apply methodological and technical training before adequate diagnosis
had been accomplished;

2. to involve persons in problem solving seminars whose educational needs
were limited to methodological training; and

3. to involve students in ficld experiences in which adequate diagnosis of
community problems had not been done previously or adequately. -

DISTINGUISHING BETWEEN TYPES OF CONSEQUENCES
OF TITLE I PROJECTS
Analysis of the evaluative data indicates that, in programming and evaluating
Title 1 projects, it is important to distinguish between intended, immediate
consequences and imputed, intermediate, or ultimate consequences. Intended
conscquences are those that are brought about deliberately by a project’s person-
nel. Imputed consequences are those that others claim were caused totally or in

-~ part by a Title I project.

" Typically, the immediate intent of Title ! projects was to provide educational
assistance to community problem solvers. The assistance was not oriented to
imparting knowledge for its own sake. Rather, it was hoped that ultimately
those receivinig the education would more adequately solve community problems
because of knowledge acquired in Title | projects.

A4
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Efforts to evaluate Title | programs can utilize this fact, focusing not pri-
marily on what happens immediately in the educational event but on the ulti-
matce conscquences of the education when it is used in actual community
problem solving. The latter could be called *“‘consequential evaluation” or, in
other words, cevaluation in terms of consequences, both intended and unin-
tended, as well as manifest and latent, and functional, dysfunctional, and non-
functional.

The ultimate value of Title I projects stood out when the consequences of the
projects were identified and analyzed. In reading the files and in interviewing
faculty, students, agency personnel, and persons from target populations, the
authors became increasingly impressed with the consequences that were
imputed? to Title 1 projects being evaluated.

A hypothetical illustration of imputed and verifiable consequences of a Title |
cducational experience is presented in Figure 5. The reader will note the dis-
tinction ‘made in this illustration between the educational experiences and its
immediate, intermediate, and ultimate consequences, both intended and
imputed.

Title | Immediate Intermediate Ultimate
Educational Educational Consequences Conscquences
Experiences Consequences )

Still later,
/ a vnricty. of
Later, he used citizens and
/ what he had agency person-
A participant learned to aid nel stated
in the Title | his efforts to that the cffect
A Title 1 cducational solve of these
class on new experience community community
meth odologies learned a new problems. problems on
for methodology Further, he at- their lives had
community © relevant to tributed the been lessened,
problem community solution of at least in
solving. problem thesec community part, as a re-
solving. problems, at sult of the
Icast in part, community
to what he had problem-solv-
learned in the ing cfforts
. Title 1 of those who
N\ Project. were involved
in Tite |
| Project.
Fig. 5: Hypothetical Illustration of Imputed and Verifiable

Consequences of a Title I Educational Experience

7. In many instances those who imputed these consequences, voluntarily or at the re-
quest of the interviewer, produced evidence, which was a matter of public record or other-
wise avaitable, to document the nature of the claimed consequence(s). Copies of some of
this evidence had already been placed on file with the Coordinating Council’s Title I staff in
the form of quarterty reports. In other instances, new evidence of the imputed consequences
of Title 1 projects in the State were identified iis the evaluation. Such imputations hecame
increasingly credible in the estimation of the evaluation team when, in fact, a range of elite
interviewees independently pointed to simifar consequencas and imputed them to Title 1
projects.

| Y
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Distinguishing belwecen inlended and impuled consequences is important for
both the programming and cvaluation of Title | projecls. While hoping for and
reporting imputed, unintended consequences in the community, Title | project
personnel have found it necessary Lo limil their programmalic intents lo those
thal deal wilh providing educatlional assistance (o communily problem solvers.
In contrast, the evalualor of Tille 1 projects needs Lo focus his atlenlion on
impuled, unintended consequences in the communily, since they provide a way
of assessing bolh the relevance and the impact of Title 1 projects.

SUMMARY

A ralionale for releasing resources of inslilulions of higher education o pro-
vide cducational assistance (o communily problem solvers was presented in this
chapler. .

What seems Lo be called for in the Act was found (o be Lthe releasing of higher
education instilutions’ resources through providing educalional assistance Lo
communily problem solvers rather than becoming involved in direcl aclion in
solving community problems. 1t was the inmediate concern, Lthen, of Tille |
projects to provide educalional assistance Lo communily problem solvers. The
intermediate and ultimate concerns of these projecls were the consequences of
that cducational assistance in terms of communily problems solved.

Tille 1 projects in California (1966-1971) have been focused ultimately on
problems related to environment and ecology, inner-cily decay, communily
crisis, minorities and disadvantaged, and inefficient government. To move be-
yond sceking lo deal with communily problems in general, local Title 1 project
personnel found il necessary Lo analyze the order of communily problems. This
permilled Tille 1 projects ultimately (o address higher-order communily prob-
lems rather than lower-order problems or the problems of individuals in their
programming.

Analysis of the evaluative data indicates that, in programming and evalualing
Title | projeets, it is important Lo dislinguish belween intended cons¢quences

‘and impuled, uninitended consequences. Typically, the immediale intents of

Tille | projecls were (o provide educational assistance Lo community problem
solvers. However, the ultimale value of Tille 1 projects stand oul when impulted,
unintended consequences of the projeclts are identified and analyzed.

Once the nature of specific communily problems (o be addressed ultimalely
in a Tille I projecl has been identified, local project personnel report that they
have (o relate educationally the resources of the higher education.institution to
parlicular phases of communily problem solving,

The linkage belween the educational resources in institutions of higher educa-
lion and communily problem solvers was accomplished ty pically by providing
diagnoslic seminars, (raining classes, workshops, and student field experiences as
well as by programming for research, counseling and guidance, and the use of the
mass media.

Many of the strengths and weaknesses in particular Title | projecls evaluated
were found (o stem from the extent Lo which local Title 1 project personuel were
able to accomplish the following conceplual tasks: (1) analyzing the order of
communily problems to be addressed; (2) determining how to relate the re-
sources of the higher education institution Lo provide educational assistance lo
communily problem solvers; and (3) distinguishing between immediale, intended
consequences and intermediate and ultimalte, unintended consequences,
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Evaluative Findings:
Alternative Involvement Models

The Title 1 projects that were evaluated varied markedly in the way in which
they went about releasing resources of institutions to provide educational assist-
ance to community problem solvers. The analysis of the evaluative data led to
the inductive identification of five alternative models, as. well as one compre-
hensive theoretical model. These mode's depict the major ways in which faculty
members, students, agency personnel, and persons from target populations were
involved in Title 1 projects. Some projects place primary emphasis on involving
faculty members in cducationally assisting community problem solvers. Projects
with this emphasis can be called the Faculty Involvement Model. Other projecls
focused primarily on mvolvmg students, or agencies, or target populations in
order to assist educationally in the community problem-solving process. These
projects can be referred to respectively as the Student Involvement Model, the
Agency Involvement Model, and the Target Population Involvement Model. Still
other projects primarily sought to involve faculty members, students, personnel
from agencies, and/or persons from target populations in transactive seminars to
assist educationally in the community problem-solving process. By so doing,
they developed what can be referred to as the Transactive Involvement Model,

Each of the Title | projects in the State between 1966-1971 was found lo
have focused on one of these ways (o relate higher education resources lo
provide educational assistance to community problem solvers.

The percentage of Title 1 projects that utilized cach of (he five involvemnent
models is indicated in Table 9.

TABLE 9

Percentage of Title I Projects That Utilized
Each Type of Involvement Model

(N = 97 projects)

Percent of Projects Which

Type of Involvement Model Utilized Each Type of Model
Faculty Involvement Model 25%

Student Involvement Model 13

Agency Involvement Model 29

Target Population Involvement Model 14

Transactive Involvement Model 19 .
Total 100% *

A description of how each of these models was |mp|cmcn(cd"‘m the Title |
projects evaluated and their consequences is presented below, along: with indica-
tions of the strengths and limitations of each model.

THE FACULTY INVOLVEMENT MODEL
The facully in institutions of higher education, including both regular and
cx(cnsnon facully members and their knowledge constitute an extensive and

35
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potentially useful resource for those who seek to solve community problems, In
seeking to release resources of institutions to assist educationally in the solution
of community problems, Title | projects in California have often focused on the
faculty as a resource. Very few projects, if any, completely ignored this resource,
Approximately 25 percent of the projects. however, place primary emphasis on
involvement of faculty members and can be said, therefore, to have used the
Faculty Involvement Model. o »

Implementation of the Faculty Involvement Model

When this model was used, the main task of the project staff generally was to
ideritify faculty resources relevant to community problem solving. Efforts were
then made to release these resources, either through research, teaching or con-
sultantships, thereby providing educational assistance to those from agencices or

“target populations engaged in community problem solving. The resulting rela-

tionships are depicted in Figure 6.8

. F-1
Faculty Agencies
T I
F-6 ; ) ! F-5
Students Target
Populations

Fig. 6: Faculiy Involvement Model

In Title 1 projects that used this model, faculty members:

l. taught courses for persons from agencies or citizens groups which were

?  secking to solve community problems;

2. served as consultants to agencies or groups of persons in target populations

that were involved in community problem solving; and

3. provided research and infcrmation to community problem solvers,

In addition faculty members helped initiate, conceptualize, and write Title |
project proposals, ran projects on a relcased-time or on a part-time basis, and
trained students as staff personnel.

Most frequently involved in Title 1 projects that utilized the Faculty Involve-
ment Model were faculty members from departments of political science, social -
science, applied behavioral science, sociology, business, law, education, and
urban planning. Also utilized were faculty members from departments of linguis-
tics, agriculture, public health, and public administration.

The following are illustrations of the variety of activities that occurred in
Title I projects using the Faculty Involvement Model:

1. The University of California Agricultural Extension, Davis, under Title |
funding engaged faculty members in implementing a research design that
collected data on the agricultural and business activity in a four-county
area. The county assessors and their staffs were trained in the techniques
for continuing this data collection.

8. In Figures 6 to 11 specific functional relationships between faculty, students, agen-
cies, and targel populations are designated F-1 to F-7. Local Title | project staff typically
facilitate the establishment and maintenance of these functional relationships.
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o

. The University of Southem California conducted courses for the education
of municipal leaders in the effective utilization of comnputer-hased infor-
mation systems,

3. The University of California, Berkeley, provided a design center for civic,
governmental, and professional leaders in dealing with the problems of
urban environments. Facully members and students consulted on ways (o
solve problems related to pedestrian traffic, cominunity design for poverty
arcas, plans for the housing of tenement families, and plans for landscaping
and making provisions for human ecological space in the Berkeley arca,

4. The United States Intemnational University conducted rescarch on the

“Preparation and Use of an Emiployinent Sensitive Economic Model for

the San Diego Metropolitan Area.” The results of this rescarch were pro-

vided to the San Diego Chamber of Commerce and to businessmen who
were concerned about the unemployment problems of San Dicgo.

Conscquences of the Faculty Involvement Model

Agency personnel and persons from target populations who participated in 14
Title I projects that used the Facully Involvement Model reported that they had
learned new theories, methodologies, and techniques relevant to community
problem solving. In four projects, facully rescarch efforts were focused on com-
munity problems and on the community problem-solving process relevant to
those problems. The results of these projects were made available to cominunity
problem solvers who have reported that they were helped by these findings to
become more fully aware of the nature of the community probleins and of
alternative solutions to them, A

Facully members reported having rcc?ivcd consultant fees, salarics for having
been project directors, and credit for ré‘scurch undcertaken. Over 75 percent of
the faculty members interviewed said that they thought that involvement in
Title I projects had made their teaching more relevant to community problems,
For example, two faculty members who frovided a project feasibility study on
police-minority relations reported that tlie understanding they gained through
this rescarch was very uséful in'the teaching of their regular courses, In addition,
it gave them contact§ with the pz}licc d "bur(mcni and the minority community
that they would not have been ablé>to”develop otherwise, A faculty member in
another project reported the following:

When | caine back into the classroom, the students who knew what | had been doing

out in the community really “turncd-on” to me. 1t opencd doors for me with them,

In addition, faculty members indicated having received personal satisfaction
from doing what they belicved was important on humanitarian grounds or out of
their concern for society. One project director said, 1 saw the problem and had
to do something.”

Faculty members found themselves playing a new role, Sometinies they inter-
preted the community to the institution's faculty and the administration. At
other times, they interpreted the institution to the community.

The role of the faculty was not always an easy one. In nine Title 1 projects
that used the Faculty Involvement Model, faculty members reported having
found it difficult to communicate with or gain acceptance from community

. problem solvers in agencies and in target populations. One Title 1 project staff

member reported:

Not all faculty were of help in the community. A few were inferior teachers and
could not communicate to citizens without alicnating them or bozing them. A few
also lacked transcultural qualitics. In addition, some faculty were resented by the
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community when they charged (00 much tor consulting tees or disrupted the com-
munity to do their own rescarch which did not benefit the community.

A faculty member indicated:

1t is very difficult to get these marginal businesswen (0 recognize that there is a body
of knowledge that could help them solve their problems. They sce their problems as
immediate, such as how to firc a relative who is hurting the business. They have to
get into trouble before they are willing to receive help. In many cases we were not
invited in, cven though it was obvious that they could use our help.

The way in which faculty members conceptualize or describe community
problems and the nature of solutions to them often is quite different from the
way the community problem solvers view the problems and how to solve them.
Moreover, faculty members reported having experienced forms of rejection from
fellow members who were negative to any form of public service. On one
campus, a faculty member observed:

There is political pressurc not to be involved. The feedback you get from faculty is:
“Watch out.” There is no pay-off for doing consnunity scrvice. Even the rewards for
teaching arc a lot of rhetoric. They call community service *Mickey Mouse.” The
only thing that pays off is a certain kind of rescarch.

On another campus, the following was reported by a faculty member:

The only way you can do this and get away with itis to have a tenured high-ranking
faculty member in your department cover for you.

When faculty members who had participated in Title I activities were asked
how the reward system in their higher education institutions paid off for this
type of involvement, their answers ranged from “zilch™ to “possibly it is taken
into consideration for merit review as a bonus, but not as a substitute for
research or teaching.” Faculty members who served as Title 1 project directors
on a part-time or released-time basis often found themselves working virtually
full-time on the Title | project without having been commensurately released

from their other academic responsibilities. One faculty member who ran a pro-
ject reported:

I ran the projcct on a quarter-time basis. | ended up working almost full-time on top

of doing my regular teaching load.

This type of part-time assignment usually has been a short-term arrangement.
Having a project director whose main responsibilities are elsewhere and who can
remain with a project for only a short period of time has been found to be dis-
ruptive both for the faculty member’s academic career and for the continuity of
the Title I efforts in the higher education institution. One project director said:

1 worked the project on a relcased-time basis on rcgular salary. You can do this for
only a ycar or so.

Strengths of the Faculty Invoivement Model

The Faculty Involvement Model has frequently been used to get Title I pro-
jects at least minimally operational within a short period of time. Those who
have utilized this model have found that bodies of knowledge known to faculty
members can sometimes be released to assist in community problem solving.

When this is done well, the faculty, the community problem solvers, and, in-

dlrectly, the commumty may benefit. Moreover, some form of faculty involve-
ment is usually desirable in implementing each of the other involvement models.

" Limitations of the Faculty Involvement Model

This model places primary emphasis on the faculty and their organized bodies
of knowledge rather than on the educational needs of community problem

. .l."‘
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solvers. The form or conlenl of these organized bodies of knowledge may nol

relate well Lo the communily problems. In addition, not all facully members

who have particular types of knowledge or experlise may be able lo lcach

effectively or otherwise commnunicale specialized knowledge Lo agency personnel

or persons from largel populations. Moreover, as indicaled above, the facully
{ . reward systems in virtually 100 percenl of the higher education instilulions
’ seem to provide little incenlive to faculty members for involvemenl in com-
munity service programs. -

Fortunately, ways have been found in many of the evaluated Title | projects
to involve facully in projecls that use other involvemenl models. By doing so,
the strengths of the Faculty Involvement Model are realized while some of its
limitations are avoided. Examples of how these limilalions have been avoided
through the ulilization of other involvement models are presenied below.

THE STUDENT INVOLVEMENT MODEL

In the Student Involvement Model, primary focus in a Tille | project is placed

on involving students educalionally in assisting in the problem-solving efforls of

agencies (designaled in Figure 7 as F-3) or in assisling in the problem-solving

efforts of Larget populations (designated in Figure 7 as F-4). Approximately 13

percent of the projects evaluated used the Student Involvement Model. Usually

they did so by relaling students to agencies rather thal to targel populations.

This approach permitled the students to engage in communily problem-solving

aclivities under the supervision of the agencies’ personnel and in the name of the

agencies. These aclivities are designated as F-S in Figure 7. In six of the thirteen

i projects that utilized the Student Involvement Model, arrangements were made

to involve facully (designated as F-6 in Figure 7) in providing academic super-

vision for the students’ field experiences and to legitimalize academic course
credit for engaging in these activities.

; Faculty Agencies

: F-6 £3 F-5

|

: Students F-4 Target
Populations

Fig. 7: Student Involvment Model

In total, approximalely 13,000 students became educationaliy involved in

: community problem-solving activities in those Title | projecls that used the
: Student Involvemenl Model. The vast majority were involved in the Title |
: project at California State College at Los Angeles. The personnel there reported
that during the past five years over 12,000 sludents participated on the basis of

; 4-15 hours per week for al least one quarter in a student field experience
: program called: “Educational Participation in Communities (EPIC).” These stu-
! dents have worked in over one hundred agencies, tutoring children, assisting
teachers in nearby schools, providing recreation programs, working with senior
: citizens and mental patients, and providing help (to governmental agencies) as
¢ interns. Over 30 faculty members have assisted in this projecl as well. Members
{ of the EPIC staff also estimate that over 25,000 persons in the community, not

including the 12,000 students, have benefited direclly as learners from the pro-
EMC ject. Three books and several research reports have been produced as a resull of
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this project. The EPIC model is now being replicated in a consortial effort
between California State College, Los Angeles, and San Fermando Valley State
College: California State College, Long Beach; California State Polytechnic
College, Kellog-Voorhis; and California State College, Dominquez Hills. Requests
for the EPIC model have come from all over the nation. In response, a regional
conference was held in May 1972 in order to make it possible for the model to
be replicated on other campuses.

The Student Involvment Model provides primarily an cducationally oriented
rather than a service-oriented expericnce for the students. A pproximately 60
percent of the students interviewed reported that they were using these exper-
iences (o test vocational choices. Approximately 20 percent were involved pri-
marily (o gain cxpericnce in community problem solving in preparation for going
into professions that called for such competencies. Approximately 20 percent of
the students indicated that they participated in these field cxperiences in order
to broaden (heir acquaintance with types of persons or aspects of reality with
which they had had little or no previous contact. A student who participated in
the EPIC Project reported:

The EPIC expericnce decreased some of our frstration with the community agencics
because we conld see what they were up against and where they were trying to go.
We had a chance to help with some changes. 1 also helped us to discriminate in our
studics as to what was important for us to Icam for the future.

While the experiences were designed to be primarily cducational, they also
provided opportunities for students to engage in rcal community problein
solving under professional supervision. 1t was reported that the students in Title
| projects provided supplemental staff for 104 agencics, making it possible for
them (o expand their programs as well as their capacity to provide the students
with opportunitics to cngage in supcrvised community problem solving. In &t
least five agencics, students werce included in staff mectings.

Under the auspices of the agencics and under the supervision of their per-
sonnel, students engaged in a number of types of community service activities.
Some of the institutions in which cach type of aclivity was undertaken by
students arc noted in parcntheses after the activity cited in the following list:

1. Tutoring elementary and secondary students (University of San Diego and

California State College at Los Angeles);

2. Assisting teachers in preschool, clementary, high school, and higher educa-

tion (Los Angeles ity College and Califomia State College, Los Angeles);
3. Providing recrcation in various scttings (California State College, Los
Angeles);

4. Visiting and working with senior citizens (California State College at Los
Angclcs);

5. Providing paraprofessional help in mental hospitals and clinics (California
Statc College, Los Angeles);

6. Developing educational cxpericnces in California Youth Authority facili-

ties (San Francisco State College);

7. Providing counseling and guidance (o potential continuing cducation stu-

dents (San Francisco State College and Los Angeles City Collcge);

8. Collecting information and research data for agencies (Universily of Cali-

fornia, Davis, and University of California, Los Angeles);

9. Observing and inte rviewing professionals in agencics and government about

particular community problems (Chico State College and University of

California, Davis);
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10. Counseling at drug clinics and working as assistanls Lo administrators (Cali-
fornia State College, Los Angeles);

11. Distribuling and disseminating educational inforination and literature (San
Dicgo State College, Los Angeles City College, and East Los Angeles City
College);

12. Helping citizens identify problems and plan ways to solve them (University
of California, Los Angeles);

13, Performing in music, drama, and art festivals in the community (University
of California, Santa Barbara); and

14, Working as staff to assist in recruitment, selection, orientation, and place-
ment of students with agencies (California State College, Los Angeles;
Chico State College; and San Francisco Stale College).

Role of the Project Staff in Implementing
the Student Involvement Model )

In Tille 1 projecls that ulilized this model, the project staff typically con-
lacted and screened agencies, sel up standards of agency supervision for stu-
dents, and interpreted to the agencies the students’educational objectives. 1L was
usually necessary for the staff Lo initiate and develop the mechanisin for com-
municalion and coordination between the agencies and the higher education
institution. Al one institution, for example, a Title | project director stated that
his primary task was to gel communily-based educational experiences organized.
He said:

I work {roin professor to professor and from department to department. I describe

potentiat community-orientcd activities in which students can become involved. We

work out educational objcctives in tcems of compclcncm which the students are to

attain in the ficld cxpericnces. Then 1 make arrangements with agencies for the
specific ficld experiences to be offered in each course.

When the ficld experience was being done for course credit, the staff often
had lo recruit faculty and implement a process of accountability that involved
feedback from agencies and student coordinatlors lo the faculty members con-
cerning the students’ performance. Virtually 100 percent of the faculty members
who were inlervicwed concerning their involvement in Title 1 projects thal used
the Student Involvement Model expressed appreciation for the efforts of Ui
Tille | personnel who had assisted them in making contacls and arrangements
wilh agencies for specific field activitics in which students could relate (o their
academic courses.

In three instilutions that used the Sludcn( Involvement Model, no academic
course credil was given for field experiences. In nine institutions, less than 10
percent of the students involved in field experiences received academic credit. At
San Francisco Stale College, however, all students who participated in the field
experiences provided by the Title | project did so for academic course credit.
Facully involvemer.l, moreover, was made an inlegral parl of the Student In-
volvement Mode! as it was used in this institution. In addition, faculty members
from the Ethnic Studies Department were an integral part of any parl of the
project where the ethnic communily was involved. At San Francisco State Col-
lege, students participated in field experiences in the community for nine units
of credil involving three faculty members in three different disciplines. An
altempt was made o integrate the theory of cach discipline with the inductive
learning of the field experience. The following quotation from one of these
faculty members illustrates the facully point of view in this project:

1 wanted to get in on the real phenomena beyond the one-stage-removed theory in
my ficld. ! participated in the student intemship program in Chinatown. | worked
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with a class of Chinese stndents in looking at urban geography f'rom inside the city. |

now have prass roots, experiential phenomena to point to in teaching my other

classes, 1t has challenged me professionalty,
Rolc of the Higher Education Institution
in Implementing the Student luvolvement Model

Without the official support and sanction of the administration and other
decision-making bodies in the institution, implementation of the Student In-
volvement Model was often found to be difficult or impossible, Having admini-
strative support and the support of department chairmen, deans, and faculty
senates behind such efforts greatly strengthened the programs. In one institu-
tion, getting administrative support was cssential and critical in having the field
experience recognized for academic course credil, In mother institution, al-
though the administration expressed support for granting acadeinic credit for
field experience, this action was partially blocked by the faculty,

Administrators of higher education institutions had a wide variety of reac-
tions to student field experiences in Title | projects. In five institutions, ad mini-
strators reported that they viewed the students as providing a positive public
rclations image for the institution. In three of thesc institutions, administrators,
students, and faculty members who were interviewed saw the student activity as
releasing the cnergies of action-oriented students off campus instecad of on
campus, thereby redirecting the potential of student demonstrations.

One student of California Stite College, Los Angeles, said:

1 think that the EPIC program has been one of the main reasons that we haven't had
student disrptions on a large scale on our cainpus cven thongh we have 50 percent
minority students, The students have scen Uirongh the program how they can bring
about change in agencics, They feel that they have a way of doing somcthingabout the
injustice in socicty, They also are making their cducation icievant to changing socicty.

Where higher education institutions were under social pressure to relate to
disadvantaged popnlations, the administrators could point to student involve-
ment as cvidence that the institution was involved and not unconcerned.

In onc institution in which the faculty were involved and the field cx-
pericnces were offered for academic credit, administrators reported that they
were very cnthusiastic about the growth of comnunity-based education that was
licd in to the regular curriculum. They saw what veas being provided by the Title
I projects as a creative wedge to revitalize the teachiug function of their insti-
tution and said that they cvaluated it highly in terms of merit review for the
faculty who were involved. Administrators in six institutions, however, said that
they found it difficult to conceptualize how ficld experience could be related to
the traditional student unit-credit system based on clock hours spent in class.

Consequences of the Student Involvement Mode!

Students have reported the following cducational consequences of their parti-
cipation in ficld expericnces:

l. They learned about theinselves and human relations.?

2. They learned about problems of target populations first hand.

3. They lcarned about the agencics and the problemns they faced.

2
w

9. The dircetor of one agency observed: “The students have been working with patients
in our mental health clinic, ‘They have been of immense help to the patients, The students
have learned a lot about themselves and about human relatioas. They telt me that this
cxpericnce ties in with their course work in psychology.”
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4. They learned from Lrying Lo relale their formal educalion to the world of
cveryday living. 10
5. They learned about occupational specializations that were being pracliced
in these agencies.
6. They reflecled upon heir own social values and struggled with problem
identification related o the major problems of our sociely.
Students also reporled the following noneducational consequences of their
parlicipation in ficld experiences:
I. They made new friends and contacts oul in the communily.
2. They gol jobs through the references and job experiences.
3. They experienced posilive feelings aboul themselves being able (0 help
other people.
Students who parlicipated in Title I projects that utilized the Student In-
volvement Model reporled:

I really enjoy helping people with their educational probleins. 1 found out that
people reatly needed help and 1 really enjoy helping. :
The test of this internship program is the product. There are now 20 students who

arc employed in the community agencics where they interned. As a result of the pro-
gram, there are also 26 on-call volunteer counselors available to kids who are in trouble,

Our student coordinators are in great demand for jobs. They have leamed manage-
ment skills that go far beyond their years. Their practical job training places them far
ahead of those who only have academic background. Our graduates are in very
important positions in agencies now.

In five agencies il was reporled that students had continued their involvement
with the agencies on their own afler the program had introduced them (o the
value of the experience. In four higher education institutions it was reported
that there has been a tendency for students to seek further courses or programs
involving field experiences. In other words, there has tended o be a mul-
tiplier effect in the direclion of crealing a volunlary society (Shindler-
Rainman, 1971, p. 100), °

Facully members who were inlerviewed reported that working wilth students
had caused them Lo rethink the way in which Lhey ‘conceplualized their teaching
and their teaching methods. Over 75 percent of the facully members inlerviewed
aboul projecls that utilized the Student Involvement Model were concemed,
however, about how (o relale students’ performance in ficld experience lo a
classroom-oriented system in which academic credit is given for Llime in class.

The agency personnel who were interviewed indicated that the students
usually brought genuine enthusiasm and caring, strengthening conlacts with
clients and oflen transcending age, class, and racial barriers. Personnel at three
agencics indicated thal students provided a form of informal, inservice Lraining
for agency staff that would nol have occurred otherwise. For instance, a school
principal in Los Angeies reporied:

‘The college students teach “ctiwmic pride” in our clementary school. 1t has really
helped to change the attitudes in this all-black school. The teachers have learned a lot

10. A graduate student reported: “*All of us are in a M.A. program in Speeial Education,
we wanted to relate what we were learning and how o practice it. We also wanted to gain
knowledge of Indians and how to hecome hetter teachers. Our purpose in tutoring is to
build a bridge hetween our formal learning and everyday experience. WE aren’t going in as
tcachers or foster parents, hut as old fricnds.” Another student expressed the following:
“Education is more than what you get in the classroom. We are lcarning from the communi-
ty. ! got more out of this than any class | ever took.”
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about black history from the students. The college students provide inservice train

ing for our teachers in this arca. 1 have the highest respeet for all the college students

who have come and especially for the student coordinators who have worked with
our staff and with our students. :

Agencies also reported having benefited from new contacts with faculty mem-
» bers who were introduced to the agency personnel by students. In five agencics,
it was reported that procedural changes that had been suggested by students

were implemented. '
Administrators in four higher education institutions indieated that in their
estimation the public image of the institutions had been improved through the
student ficld-experience programs. Increased enrollments were also claimed as a
result of the student contacts. For instance, a member of the staff of a Title |

| : : praject in San Francisco State College reported the following:

The students working in the agencics have encouraged adults to enroll in college and
continue their education. The college was able to establish an extension unit in our
community to serve the people recruited by the students. Twenty-four new full-time
students have enrolied and are now attending college from this community because
of the students in ficld experiences,

Virtually 100 percent of the administrators interviewed were particu-
larly positive about faculty involvement in Title 1 projeets that used the
Student Involvement Model when it could be shown that these experi-

enees were definitely related to the curriculum and that a system of :
accountability had been established. ' ®

Strengths of the Student Involvement Model
The Student Involvement Model provides the following strengths:
; 1. 1t can involve large numbers of students rapidly and effectively when the
' program is well administered.
: 2. 1t can be comprehensive, involving faculty members, students, agencies,
e and target populations.
3. It can provide strong posilive consequences for faculty members, students,
agencies, and target populations.
4. 1t has met with positive acceptance in most institutions where it has been
: used. :
; 5. It has the potential for being adopted and supported financially by the )
: student body and the administration.
The latter has been the case at California State College, Los Angeles, where,
after two years of Title I funding, the project became self-supporting from

student body funds, funds from the college, and funds from the State College
Foundation,

e

Limitations of the Student Involvement Model
The Student Involvement Model has been found to have the following limi-

tations:

y 1. 1t is subject to instability that can be caused by changing interests of
students on campus, changing leadership due to student and faculty mobil-
ity, and changing community climate that may limit the use of students by
agencies.

2, It tends to be limited to the orders of problems with which students can
work. Higher-order problems are not likely to be addressed through the
exclusive use of this model. (This model may be an excellent addition to
the Agency Involvement Model or the Transactive Involvement Model de-

scribed below.)
e 4
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3. It is difficult to supplement this model with faculty involvement due o
the lack of faculty preparation in commmnity-based teaching method- -
ologies, the lack of institutional acceptance of criteria for student acconnt-
ability for credit, and the lack of faculty-agency fecdback mechanisms for
student supervision. :

4. It is sometimes disruptive for students and agencies when field experiences
terminate at the end of a quarter or semester rather than at the end of the
experience, - '

The data indicate, however, that the strengths have far outweighed the limita-
tions when this model was implemented adequately. Title | projects using the
Student Involvement Model seemied to have functioned particularly well under
the following conditions:

I. when the students have been given an opportunit> to be involved in com-
munity problem-solving cfforts related to their academic goals and wnder
competent agency supervision;

. when faculty members have heen actlively involved in setting np acconnt-
ability criteria for course credit throngh internships, including community-
based edncational experiences:

3. when Title | staff has established a long-term relationship with agencies
with joint development of standards in the supervision of student ficld
experiences by the higher education institution and the agency;

4. when Title | funding provides long-term contingent funding so that
agencies can plan on the basis of a relatively stable student-volunteer pool;

5. when paid part-time student coordinators have been designated for cach
agency lo provide orientation for students as well as communication be-
tween the agency and the institution’s faculty and administration;

6. when stndent coordinators have been given agency staff status during the
ficld experience; and )

7. when agencies have bheen required to submit evaluation reports on stu-
dents’ performances to facully members.

[35)

On the whole, the evaluation team was impressed with the extent of the
acceplance of this model on the part of students, agencies and target popula-
tions, faculty members, and ad ministrators.

. THE AGENCY INVOLVEMENT MODEL
Almost without exception the Title I projects in California involved agencics
in some aspect of what they did. However, 23 percent of (he funded projects
between 1966-1971 primarily involved agencies, relating higher education re-
sources to their educational needs. This approach 1o the wtilization of Tile |
funds can be referred to as the Agency Involvement Model.

Implementation of the Agency Involvement Model
When the Agency Involvement Model was used, the main focus of the Title |
project was to provide educational assistance 1o community problem solvers in
agencics by relating relevant resources in the cducational institution to them.
Q The nature of this relationship is depicted in Figure 8.
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Fig. 8: Agency Involvement Model

The Title 1 projects that utilized the Agency Involvement Model provided
training and other forms of education relevant to community problem solving
for personnel in several hundred agencies and associations of the following
types: federal, State, county, and municipal agencies; health, education, and
welfare agencics; business and professional associations! farm agencies; and
voluntary associations.

This education was sometimes provided for an individual ageney; sometimes
for different agencies clustered for training of a specific type.

The following illustrate the variety of specific activities that occurred in Title
I projects when agencics were the primary focus:

I. The city managers of Orange County requested that the Public Administra-
tion faculty at Fullerton State College provide a varicty of training work-
shops through a Title | gradi. Agency and municipial cmployees received
training in public finance, data processing, governmental relations, city
management, recreation and parks planning, school finance, city planning,
and planning for public transportation.
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. The University of California, Los Angeles, through its Title 1 project,
provided technical assistance to the Pico-Union Neighborliood Council
(PUNC). Leadership training was initiated and a cownmnwnity center was
opened. Faculty consultants assisted the agency in acquiring funding for
the development of a conuuunity park and the construclion of low-income
apartmenl units. '

3. The Universities of California at Davis, Riverside, San Diego, and Santa
Cruz conducted extensive training for delegate agency personnel from the
local Office of Ecounomic Opportunity (OEO) over a five-ycar period.

4, The University of California, Riverside, provided training for communily
aides for the Public Health Community Worker’s program.

S. The University of California, Santa Cruz, through Title | fundiug, provided

agency (raining for the Unified School District Parent Advisory Commiit-

tees as well as staffs of Head Start Day Care Centers, a welfare
rights orgauizalion, and Model Cities programs.

Role of the Project Staff in
hnplemeuting the Ageuncy Involvemeut Model

In the Agency Involvement Model, the Title 1 project director generally
began by identifying ageucies that were requesting or could potentially use the
educational resources of the liigher education institution in their community
problewrsolving efforls. To the extent that these educational needs could be
appropriately matched with educational resources, the project staff sought to
do so. 1l was reporled that the project staff’s ability to involve agencies and
their personnel in this lype of training has often been facilitated by the fact
that the education is offered in the name of and_ under Lhe auspices of a
prestigeous institution of higher education. In the process of responding lo
requests for particular types of Lraining, project staff frequently assisted
agencies in identifying other trainiug uceds that could be wet by educational
resources wilhin the institution. At tiwes they have been asked by agency
personnel Lo provide wouneducalional resources from higher education or from
the Title 1 project. Project staff have reported that they tried Lo make il clear
that providing noneducational resources was nol within the intent of the Title
1 Act, and they frequeully assisted agency personnel iu identifying alternative
sources of funding and other desired nouneducalional resources, Project staffs,
for instance, al the University of California, Los Angeles; Universily of Cali-
fornia, Davis; Universily of California, Santa Cruz: Humboldl State College;
San Francisco State College; and San Dicgo State College were instrunental in
assisling ageucies. in procuriug alteruative sources of funding

Role of the Agencies in the Agency luvolvemeunt Model

For (heir part, agencies frequently have surveyed, formally or informally, the
cducational necds of their personnel and, in some instances, of (he targel popula-
tions, This has led to requests for: (a) faculty consultantships; (b) educational
courses, workshops, and conferences; (c) student assistance: or (d) research and
demonstration from the higher education iustitutions. Wilh the assistance of the
Title 1 project personnel, the sponsoring agencies have planned (hese events,
recruited participants, and disseminated research findings and proceedings from
workshops or conferences.

Role of the Faculty in Implementing the Ageucy Involvement Model

It was primarily the expertise of the facully members and their willingness to
be involved in making this expertise available to agencies through consulting,
teaching or rescarch, and denonstration, that made the model work. Al times,
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students have been involved in assisting faculty wewbers in seeking Lo provide
cducational services al the request of agencics in Title 1 projects.

The major use of the faculty members in the activities described above was o
diagnose community problems that agencics had previously been unable Lo une
derstand or deal with adequaltely and, further, (0 seek to identify alternative

, : solutions (o lliese problems.

The Agency lwolvement Model tended to funclion well wnder the
following circumstances: (1) when (the request for educational assistance
was identified adequately and specifically by the agency: (2) when the
request was clearly understood by (he responding facully; (3) when the
requesl for known information malched known problems: and (4) when
the request was for assistance in diagnosing problem arcas, with no
expeclation that a “correet answer™ would be provided.

Things did not go well, however: (1) when there was notl a close watch
between skill, methodology, or lechinique requesled by an agency and what
could be provided by the educational institution, or (2) when the faculty mem-

. bers provided (or were perceived as having provided) generalizations as if they
; were prescriplions rather than sources of understanding in diagnosing and solving
: community problems.

Conscquences of the Agency Involvement Model .

Agency personnel in Title | projects using the Agency Involvement Model
reporled in inlerviews that the cducational assistance that they had received
through courses, workshops, and conferences, or Lhrough facully con-
sultantships, rescarch, and demonstrations helped them more adequaltely to:

e (1) understand the nature of community problems or their components that
b they were secking Lo solve; (2) update their knowledge about Lechnologics and
: procedures relevant Lo communily problem solving; and (3) identify and obtain
new sources of funding to cxpand their communily problem-solving programs,

In addition, they reportled thatl, as a conscquence of whal they had learned, ,

: new ways were found Lo cxpand Lheir service arcas, new Lypes of services were ‘

provided, and ncw problems were addressed and solved. For instance, a number ;
of agency personnel who parlicipated in the Title ] “Change Agenl Program” at
the University of California, Riverside, indicaled thal their agencics had been
able lo make changes thal increased their services. Agency personnel from the
Riverside Counly Department of Public Welfare reporled that as a direel conse-
quence of this Title I project Lheir agency had made provision Lo have some of
their offices open in the evenings. u,

Al Chico Stale College il was ~Feported Lhal almost all of the
municipalilics within Bullc Counly had adopled new procedures for the
rclcasc of prisoners on Lheir own recognizance, al lcasl in parl as a resull
of the Title 1 project aclivily “in consulling and rescarch on the issue. It
was reporled thal these procedures are now being laught in the Police
-Science courses in a2 Community College in the area.

It was also reported (hat the relationships belween agencics have been
strengthened al times as the resull of their working together Lo co-sponsor, plan,
implement, and follow-up programs initiated by Title | projects. This kappened i
extensively, for example, in the “Change Agent Program™ at Riverside. Several j
agency participants claimed that the development of new intcrageney relation- ‘
i ships was a major outcome of that project. :
A cily manager cxpressed the opinion that the personal relationships and
i conlacls that had been made through a Title | program led Lo the organization of
]: [C ' . a counlywidc association of public administrators.
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Agency administrators reported that their employees received new skills, new
information, better ways of viewing the problems with which they were work-
ing, and therefore were able to perform more adequately «in their jobs as the
result of training received in Title 1 courses, workshops, or conferences.

Some of the agency employees received certificates or other documents at-
testing to their having received specific types of training in Title | projects. It
was reported that personnel were able 1o use these documents as evidences of
having raised the level of their occupational competencies. These documents also
helped them in obtaining new jobs.

Personnel in cight agencies reported that their attitude loward the higher
cducation institutions that provided educational services became more positive
as they increasingly perceived these institutions as having cducational resources
that could and were mecting their educational needs. For example, an admin-
istrator of & local anti-povertly agency said:

The University of Catifornia, Santa Criz provides conrses for administrators and
personnel of poverty programs. ‘Fhey: have large enrollments and make a profit from
it, It itis worth it 1t is great and we need these skibls, :

Morcover, educational activities that started as a “one lime experience' were
found (o be of sufficient value by the agency(s) to be scheduled subscquently on
a regular basis. For instance, the project director of a Title 1 project at Fullerton
State College said:

We were surprised at the mmber of people who came to the seminars and that the

demand continued for five years, Morcover, new conrses were requested by the city

managers, School Superintendents, Agency directors, and their cmployees.

When agencies decide to rely on a “Title 1 project for continuing and long-terin
cducational services, they constitule a new and continuing clientele. ‘Fhe fees
which these agencies pay for educational services have been found Lo be an
excellent source of supplemental and on-going funding for communily scrvice
programs in higher cducation instilutions. In addition, administrators and facul-
ly members impuled that Title 1 projects that used the Agency Involvement
Model favorably affected their instilutions. ‘

In four institulions, new courses that.had been instituted in Title 1 projecls
were subsequently instituted as undergraduate or graduate courses. A facully
member of Fullerton State College reported the following:

Our conrses in the Public Administration Department were changed as o result of

suggestions from the city namagers and their employees who participated in training

offered in onr Title | project. New courses in decision making, systems analy sis,
negotiations, and contemporary problems liave been added.

AL ihe University of California, Riverside, it was reported that the de-
velopment of a Certificale Program in City Planning had resulted as a “'spin-
off’" of the institution's Title 1 project. Facully at San Fernando Valley State
College reported that the most important consequence of a Title 1 project was
the discovery of a community nced that, while it was not immediately solved,
led to development of a new undergraduale oplion within a major. 1l was also
reported al Fullerton State College that the response (o the Title | programs
in public administration personnel training was so extensive that it led to the
development of an external graduate degree program in Public Administration
offered in Santa Ana, ’

Strengths of the Agency Involvement Model
The Agency Involvement Model is perceived as having the following
: strengths:
]: TC ' 1. It can be used to build the célpahilily of the agencies to expand and

: :: e W s e
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improve services through the training of their personnet in new methods
and lechnologies relevant Lo their community problem-solving activitics.
2. 1t can be used Lo build the capability of the higher education institution
through cstablishing an ongoing clicnlele who are willing Lo pay for train-
: ! ing and educational scervices for old and new cmployees who need new and
] : "' updated skills. Part of agency budgels can be or must be spent on the
. i continuing education of cmployces. This source of funds for Title 1 pro-
1 ] - jects can strengthen the institution’s capabilily for providing additional
educational problem-solving aclivilics for other clicnts or for other parts of
the Title 1 projects.
3. It has been found Lo be particolarly useful in releasing technical and theo-
retical capabilitics of facully in response Lo specific educational needs, as
defined by the agencics rather than as defined by the facully members.

. : Limitations of the Agency Involvement Model
The Agency Involvement Model has been found Lo have (he following limi-
lations:
, 1. Requesls from an agency for cducalional services tend Lo be expressed in
. lerms of the agency’s perspective of communily problems and viays in
which its personnel deal wilh these problems.

2. As wilh the Faculty Involveinent Model, a particular institution may not
have the technical educational capabilitics requested or needed by the
agencies in ils service arca. An agency’s cducational needs cannot always
be met from the nearcst campus. Particular resources may be located at
the institution but for some reason they cannot be made available Lo those
who request them. Or, resources may not be in a form that can be of

cducational help to the particular agency and ils personnel to assist them
; in solving parlicular comnunity problems.
; 3. The use of the Agency Involvement Model has been found not to work
well under the following circumstances:
a. if a higher education institution (or one of its components) acts as if it

i were an agency (by providing noned ucational services that are normally
A provided or nced Lo be provided by agencics in a community);
iy b. if faculty members become involved in manipulating community prob-

lem solving through agencies; and
c. if an educational institution (or one of ils components) continually or
frequently responds to (he requests for educalional services from one
agency or type of agency and fails to meet the educational needs and
requests of other agencies.

Bolh the Agency Involvement Model and the Faculty Involvement Model
provide cducational services to communily problem solvers in agencies. The
-Faculty Involvement Model, however, docs so from the perspective of what
faculty members know. For this reason, agencies have been found to respond
more favorably to educational assistance provided in Title ] projects that use the
Agency Involvement Model., '

: THE TARGET POPULATION INVOLVEMENT MODEL |
¢ Target populations have been defined in Title | projects in the following
H ways: (1) citizens who are affected by a particular type of problem including '
' those related to housing, race and poverty, uncmploynent, smog, or transporta-
i tion needs; or (2) citizens who reside in a_“community’>-defined-as-a-particilar
x ‘ __gcographical—nrcn‘in‘c‘lu’diﬁg‘ﬁm::ndard housing arcas, Model Cities
V-

1]
)
.-l: lC target populations, parts of a cily! a city, county, region, or the State. !

l
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Between 1966-1971, 14 percent of the Title | projects in Califomia primarily
sought to involve target populations in order to assist them cducationally in their
atlempts to solve community problems. In keeping with national and State
prioritics for several of the ycars between 1966-1971, many of the Title | pro-
jects addressed themselves to providing cducational assistance to community
problem solvers who were addressing problems of race and poverty.

Implementation of the Target Population Involvement Model

When the Target Population lnvolvement Model was utilized, the primary
focus of the Title | project was to educationally assist the cominunity problem
solvers in target populations by relating them to relevant resources in the higher
ceducation institution. The nature of this relationship is depicted in Figurce 9.

Faculty Agencics
-F-6 2 F-5
I Studénts Target Populations

Fié; 9: Target Population Involvement Model

To implement Title | projects primarily utilizing the Target Population
.Model, six projects established educational centers in barrios and ghettos; twelve
projects provided classes for target populations.on the campus or in the com-
munity, Three projects sought to recruit persons from target populations as
full-time students in higher education institutions. In addition, conferences,
workshops, and community meetings were held at the request of persons in

i target populations to assist them educationally in community problem solving,

‘ The following are illustrations of the ways that projects implemnented the

i Target Population Involvement Model:

‘ 1. San Femando Valley State College operated a center in the barrio of San

X Fernando for the purpose of relating the college resources to problens of

; minorities. Minority faculty members and students worked with communi-

; ty people on a variety of problems.

2. The University of California, Davis, provided community development
staff to Southeast Stockton. The Community Education Center that was
established offered technical Jassistance to citizen task forces in dealing
with locally identified problems related to sewage, code enforcement, un-
employment, transportation, and housing,

3. Humboldt State College provided community development staff along

- with student interns to the low-income community of Manila. A neighbor-

i hood organization was established to address problems related to voter

; participation, consumer education, environmental pollution, and recrea-

; tion,

: . 4. The Merced Community College Title 1 project provided staff to work
with the minority communities of South Merced and Planada. The staff
conducted a door-to-door survey to determine educational needs, Then
they recruited minority citizens for classes offered by the college in the
cominunity and on the campus.

: $~Los-Angeles~City College provided a Mobile Advisement Center for the

i undereducated citizens of East-Central-South Los Angeles. The counseling

has been used by several thousand persons secking educational and voca-

@ ' { tional counscling. It operated evenings in market parking lots and at public

Y S G
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adult schools. Its main function was to recruit potential college students
from minority populations.

6. The University of Redlands conducted three seminars for minority citizens
in methods and procedures for effective participation in the civie and
political life in the local community. Citizens lcamed how the city govern-
ment, the regional Office of Economic Opportunity, the Board of Educa-
tion, and the Probation Departments functioned from presentations and

j interaction with officials from these and other organizations.

' Typically, citizens in the target populations requested:

l. assistance in understanding more adequately the nature of their problems
and alternative solutions to these problems;

| 2. assistance in understanding how federal, State, and loca! agencics operated,
particularly in relation to their role in dealing with these problems;

3. assistance in identifying ways to get more adequate agency services to help
them solve thes. problems. In many instances, they wished to learn how to
gain access to particular agencies to learn how to express their nceds more
adequalely, and to become involved with the agencies in solving community
problenis;

4. assistance in attaining skills for participating in community planning and
other problem-solving cfforts; and

S. assistance in learning how (o assess necds more adequately in relation to
the community problems affecting them.

|.| l.l-l to Vo b
SCANE B IND
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Role of the Project Staff in the

Target Population Involvement Model . .
In the selection of the Title 1 project staff when the Target Population 1n-

volvemenl Model has been the primary focus of a project, it has been found

necessary for those hired to be able 1o work cffectively both within the target

populiation and with persons in the higher education institution. The effective-

f ness of project staff (o a large extent depended on its being made up of trans-

cultural individuals,

One way of providing transcultural personnel for the staff of a Titke | project
is Lo ulilize minority students in the institution. For example, this was the case
in Title 1 projects al Los Angeles City College, Humboldl State College, and”’
Chico State College.

A sccond way of providing transenttural personnel in Title 1 staffs is Lo hire

" persons who live in the target conmmity and who are recognized as communily
leaders. This was done, for example, at San Fernando Valley State College,
Merced Community College, and the University of Redlands. While these persons
often were able Lo facilitate the projects relating Lo Larget populations, they
somelimes experienced (ension from heing identificd hoth with the institution
and with the community. One Title | employee commented:

1 was a community leader before -being employed, | now experience conflict in

wanting to be an advocate for my people. 1 am loyal to my comnunity and want to

identify miyself with their cause. As a college cmployee 1 am identified with the
college administration. 11 puts me in the middle, suspect from both sides,

} A third way of providing transcultural personnel is for a project direclor Lo
find ways Lo be accepted both by persons in the higher education institution and
by those in targel populations.
A Title 1 project staff that uses the Target Population Involvement Model has
as onc of ils primary roles that of identifying educational needs of the targel
population. This has been done through:
I. reviewing requests for educational assistance from persons in largel popu-
lations; and
2, assisling cilizens in (argel populations (o idenltify their needs for educa-
5 wan tional assistance in commmmity problem solving.
- One project director described his task as follows:
The director has to refate 10 the people, care about them, and respect them. 1le gets
acquainted, and then discovers the key people who hold the respeet of the people, 1le
gets 1o know these Jeaders and listens to them describe problems, e is sensitive to e
the people’s needs, expressed and implied. He does critical listening and helps_the ——————""
people sce ways to satisfy their needs, He helps them focus.upen-theif problems and
1o see them in new ways. He brings people-togetieF 1o talk about these probleis, He
helps them (o identify-resonri@sand to get access 1o these resources He sometimes
helps-theni 10 write up statements of the problems and the proposals which have

////'/ come ot of group clfort,

The Title 1 staff typically then songht Lo identify educational resources in (he
inslitution (hat could be utilized in meeling the community problem-ss!™inig
' nceds of the (arget population, In a very few casus, Title T project staff went
further to help individuals with their individual probicms. In doing so, they were
) assuming Lhe role of an agency.

] More appropriately, the staffs of most Title | projecis that utilized the Targel

Population Involvement Model performed the task of r:ferring citizens and citi-
zens' groups to agencies and other resources that could provide needed non-
Q educational services, rather than allempling lo provide these services from insti-
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tutional or project resources. For example, the staff that conducted the door-to-
door educational survey in South Merced immediately discovered pressing indi-
vidual needs. It became necessary in these cases to help individuals make contact

with agencies that could help them directly.
In three projects the staff assisted the target population in the preparation
, - and dissemination of information on methods and resources that could be useful
' to individuals solving their own problems, utilizing higher education resources in
doing so. The staffs in virtually 100 percent of the Title 1 projects that used the
, Target Population Involvement Model provided a liaison between the target
populations and the higher education institutions. These staffs were often able
to interpret the institution to citizens in target populations and the needs of
target populations to the institution, its administrators, and faculty. By doing so,
\ they were addressing a very real need to bridge the communication gulf between
: minority populations and the institutions of higher education. Interviewees in

target populations stated:

If we wanted to try to get something fiom the college, we wouldn't know where to
go or who to sce,

The college is tike another town. We have never heen on campus.

Role of the Citizens in Target Populations
Citizens in target populations became involved in educational activities pro-

vided by Title | projects that used the Target Population Involvement Model in

the following ways: .

1. They participated in Title | sponsored classes, workshops, conferences, and
community meetings for the purpose of learning how to understand more
adequately and to solve community problems that were affecting them.

. They contributed many thousands of hours of volunteer time to com-
munity problem-solving efforts. For example, they worked on community
problem-solving task forces and they served on advisory committees in the
higher education institutions and in agencies, providing citizen-participa-
tion role perspectives to the deliberations of these bodies.

3. They made personal and group financial contributions to a few Target
Population Involvement Model projects and to provide educational
services, Ut

4. In most of these projects, they served as members of the Title |
project staff.

‘Role of Faculty Members

The faculty members were- primarily involved in Target Population Involve-
ment Model projects in teaching courses and in providing technical information
to individuals and groups from target populations. At times target populations
are reported to have had difficulty understanding faculty members. The follow-
ing quotation illustrates some of this difficulty:

¢ The experts didn’t come down to the community level. They used big words instead

| of common words so that the people didn't understand them. Half of the time the

: people didn’t even know what they were talking about. The problem was even worse
with the Spanish speakers.

(5]

= In these instances there were language problems. 6thcr difficulties resutted
from differences in perspectives and differcnces in ways of conceptualizing the

t1. For instance, contributions of this type were made to Title I projecis st Humboldt
Siate College, at San Fernando Valley Siate College, and at the University of California,

TC‘ Santa Barbara,
| 67
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nature of solving problems. Persons from target populations reported that they
viewed problems in terms of how they were immediately affected by them

" personally. For example, in one class consisting of persons from target popula-

tions, a discussion on housing problems was reported to have centered around
the personal housing problem of one of the participants who interpreted every-
thing about housing in terms of her personal situation. In contrast, the faculty
members tended to perceive problems and solutions in terms of gencralitics.

Role of the Agencies

Seven Title 1 projects that used the Target Population Involvement Model
were able to involve agencies supplementally. This permitted both the agencics
and target population to learn from each other about the nature of community
problems, about potential solutions, and about their respective roles in com-
munity problem-solving efforts.

Consequences to the Target Population

Individuals in target populations reported the following consequences of)u-
cation received in Title 1 projects that used the Target Population Involvement
Model. Some of the institutions in which these consequences were reporied are
noted in parentheses after each consequence cited below:

1. They acquired new skills in communication, organization, management,
accounting, parliamentary procedures, and problem solving (University of
San Diego, Chico State College, Merced Community College, and Univer-
sity of California, Los Angeles).

2, They acquired greater ability to understand community problems and al-
ternative ways of solving or coping with them, including an increased
understanding of political decision-making processes and how they as citi-
zens could have a participative role in these processes (University of Red-
lands, Humboldt State College, and University of California, Santa Cruz),

3. They were helped to overcome to some extent what some called the
“poverty mentality,” with its associated feelings of helplessness and hope-

. lessness, in relation to their ability to cope with or overcome immediate
and long-range community problems (University of California, Los
Angeles, and Humboldt State College).

4. They expanded their awareness of and ability to acquire resources from
higher education institutions, agencies, and other sources that could be
utilized in their community problem solving efforts (University of Califor-
nia, Los Angeles; University of California, Santa Cruz; and University of
California, Davis).

5. They were given an opportunity to develop leadership, which frequently
enabled them ic deal with certain community problems that had not been
dealt with effectively before. Some of these emergent leaders were elected
or appointed to serve on governmental and agency commissions, commit-
tees, and boards where they were able to interpret and get resources allo-
cated and policies changed, facilitating the solution of target population
problems. Gther emergent leaders reportedly addressed similar decision-
making bodies, and subsequently have credited what they learned in Title 1
projects, at least in part, for the successes that they had in interpreting the
needs of target populations and in requesting policy changes, resource
allocations, and other official actions that could assist the solving of such
problems (University of California, Irvine, and University of San Dicgo).

6. They were educationally assisted to combine, often in a catalytic way,
other resources with Title 1 resources, resulting in improvements in agency
services, housing, and recreation facilities. Similarly, new organizations and

63
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associations have emerged and have continued to serve target populations
as the result, at least in part, of what was initiated in Title | projects
(University of California, Los Angeles, and Humboldt State College).

7. Through what they learned from Title } projects as volunteers or as staff,
individuals from target populations obtained new employ ment with higher
income and greater career opportunitics. Some of these have been hired us
“urbanologists.” Others have been hired as paraprofessionals or profes-
sionals in federal, State, county, and municipal agencies where what they
learned in Title 1 projects concerning community problem solving was
being used in a variety of problem solving situations (University of Califor-
nia, Los Angeles). ‘

8. In some projects, innovative approaches to community problem solv-
ing involving target populations have emerged. These included: the
revival of drama as a medium for Mexican-Americans to become ed-
ucated in the nature of their cultural heritage; the commitment of
American Indian languages to written form and education in the use
of them that facilitated the renaissance of Indian culture in certain
tribes in the State; and the emergent utilization of Black college
students in providing in-service training for public school teachers in .
Black History (Universitly of California, Santa Barbara, Humboldt
State College, and California State College, Los Angeles).

Consequences to the Higher Education Institution
In three institutions, administrators reported that they had become more
sensitive to the cross-cultural needs within their service areas as a consequence of
their interactions with citizen advisory groups and personnel from Title 1 pro-
jects. At three other institutions, it was reported that increases in the enrollment
in degree programs and extension courses, at least in part, had occurred as the
_result of what had been done in Title | programs. In addition, cight admin-
istrators claimed that the image of their institutions had become more positive in
m terms of their record in serving wider segments of their communities because of
Title I projects in their institutions.

Strengths of the Target Population Involvement Model
: Analysis of these data indicates that the Target Population Involvement
. . Model has the following strengths:
1. It can provide cognitive, affective, and/or skill training forms of education
to those who are/directly\@c(ed by community problems.
+ 2. In many instanices, community problem solving is inhibited or is im-
possible /wiﬁnout informed participation and involvement of indigenous
. leaders from the target population.
\__/3.—-1’h‘is model has been found to make it possible for a higher .
_ education institution to increasingly bridge communication and per-
ceptual barriers between themselves and target populations who may
not yet have been represented to any great extent in the insti-
tution’s student body. As reported above, this type of contact with -
target populations through Title I projects has been effective in
altracting new students from target populations,

Limitations of the Target Population Model
The Target Population Involvement Model has been found to have the follow-

ing limitations: .
1. Title 1 projects that have utilized the Target Population Involvement )
0. Model primarily or exclusively have found it difficult or impossible to have
- o B
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the projects become self supporting. Unless this happens, the projects are
particularly dependent on continuous Title | funding. When title | funding
was no longer available, four of these projects were discoatinued. In three
projects, it was possible to avert this difficulty by having the activitics,
begun under Title 1, continued: (a) by being incorporated as an agency:
(b) by being assimilated into an agency: or (¢) by being assimilated into
the higher education institution. An example of the latter adoption is
illustrated by the Title | project at Merced Community College. An ad-
ministrator indicated that the project had been so well received by citizens
that the Bouard of Trustees voted to continue the project and to expand it
to other target areas within the Community College District using other
district funds. llc said:
The project cnhanced the image of the college as being involved. Some
thought that it would be controvemsial, but it was accepted by everybody. The
minority community now considers the college their own and they are now
being reached and served.

. The emotional, sociological, and political context of many community

problems make it difficult for higher education institutions and their per-
sonnel to work unobtrusively with those who are immediately affected by
communily problems. When the institution seeks to involve itself with
these problenss, it frequently finds itself seeking to provide educational
services to individuals and groups who may wish to have the institution
play an active advocacy role.

. If higher education institutions in their Title | projects offer or are per-

ceived as having actually offered to solve community problems rather than
to provide educational assistance to those who are engaged in sceking
solutions to communily problems, they may creale excessive expectations
and eventual disillusionment with the institutions on the part of those
affected by community problems. The following quotations illustrate the
type of excessive expectations that can arise:
I think that all of the problems of the community could be solved by the
higher cducation institution. 1t has the moncy and that makes the big differ-
ence. With moncy, our housing, recreation, child care and other problems can
be solved.
* ¥
The higher education institution has offercd to help us solve ounr community
problems. With all of the professional expertisc in that higher cducation insti-
tution being offered to us, all of our conumunity problems can be solved.

* %%
1 would like to sec the higher education institntion do something to solve the
following problems: transportation probleins, secking commercial status for
our community, providing job training and placement, developing better low-
income housing, road improvements, better drainage systems to prevent flood-
ing, and so forth.

* %%

The higher education institution came into our community offering to help us
solve our community problems. They did help us in some ways. But when the
moncy ran out, they withdrew completely.

When the higher education institution offers or is perccived as having
offered to provide educational assistance to those seeking to solve com-
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munily problems, however, the following types of reactions have been

reporled.
Itis my feeling that the project has made an impact on the comnmnity due to
the fact that participants are preparing themselves 10 qualify for better em-
ployment and desire 10 continue their education at the campus,

e N * ¥ ¥k

The people wanted certain forms of cducation and received it. 1 feel
that the program instilled pride in the community as well as directing
attention to the college.

x %k %
1 was unaware that the [educational] progran was a project.

4, If higher education institutions use this model withoul adequalely assess-
ing the polential conlact points for entry inlo the largel populations, they
can be rebuffed by targel populations. In these inslances, Title | projecls
can be partially or totally stymied. -

5. The lask of providing educational services to largel populations (o assist
them in their community problem-solving efforts can be exceedingly diffi-
cull and time consuming.

6. To réquire rapid, visible results from a Title I projecl that uses the Targel
Population Involvement Model can lead (o dysfunclional pressure being
pul on both the project’s staff and the largel populations involved. If
project staffs using this model feel that they must produce rapid “resulls,”
they may think that they have little alternative bul to move from pro-
viding educalional services to engaging in noneducational activities of a
lower order that show immediate evidences of having solved problems.
This Lype of process is one of the dysfunctional forms of conducling Tille
I projects that has been referred to by Title I direclors as “copping oul.”

7. Although it has been found to be important to involve largel population
cilizens or (heir leaders in educational activilies related Lo community
problem solving, there are few if any higher-order communily problems
that these cilizens can solve on Lheir own. To operate the Targel Popula-
lion Involvement Model for long without also involving agencies in the
process has been found nol to work well.

THE TRANSACTIVE INVOLVEMENT MODEL

In going from the first four models to the Transaclive Involvement Model, a
change in the lype of involvement occurs. Rather than starling with the primary
needs and resources of one of the following: faculty members, sludents, agency
personnel, or persons from largel populations, the Transactive Involvement
Model brings persons from these different role perspe.;ives together in seminars
or forums to enter into dialogue about real problems in order to facilitate what
has been called “creative social learning” (Dunn, 1971, p. 210).

The purpose of these seminars has not been (o solve a communily problem
but to diagnose Lhe problem’s nature and to examine potential solutions to it.
When (his has been accomplished, the findings typically have been published or
otherwise made available Lo relevant publics. At times lelevision, newspapers,
and film have been used for this purpose.

Implementation of the Transactive Involvement Model
When the Transactive Involvement Model was used, the project staff involved
cne or more persons from agencies, larget populations, facullies, and/or student
bodies in one or more Lransaclive experiences. The nature of this relationship is
depicled in Figure 10.
3”;4{)
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Transactive Event

=T ' ,
Agencies

Students

Target
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Fig. 10: Transactive Involvement Model

The analysis of the data indicates that approximately 19 percent of the total
number of projects funded were predominantly of the Transactive Involvement
Model type. Eight of the Transactive Involvement Model activities were short
term; ten were long term. Sixteen were held in one location; two were operated
in different locations through a communications network cstablished by the
participants or by the Title | project staff. The transactive experiences ranged in
size from fifteen to six hundred participants. Fifteen of these experiences ad-
dressed primarily one coinmunity problem; three considered more than one
community problem or cven the interrelationship between two or more com-
munity problems. One project that used the Transactive Involvement Model did
so on an inter-system statewide basis.!2 Eight were done on a regional basis. Ten
were countywide or local in scope. All of these projects related to very complex
community problems of a higher order, including health and drug abuse, land-
use planning and open spaces, housirg and unemployment, neighborhood
schools and integration, suicide and mental health, police-community relations
and many other severe higher-order problems.

Brief descriptions of some of the ways in which Title 1 projects used this
Transactive Involvement Model follow:

1. Sacramento State College, in one of its Title I projects, provided six work-
shops on problems related to police and community conflict, public
health, minority youth, crisis in the family, welfare, and mental health.
Those agencies responsible for the public services and policies of each of
these problem areas were brought together with individuals who had these
problems. Faculty members who were knowledgeable in each problem area
were also participants in the workshops. These workshops attempted to
link community resources and methods of coping with social crisis prob-
lems. The workshops were videotaped, edited, and broadcast over educa-
tional television. Many citizens continued to discuss each of these problem
areas through organized meetings in agencies and community organi-
zations. In some cases the videotapes of the broadcasts were used subse-
quently by agencies as part of their in-service training of personnel.

12. Seminars avound the theme “Open Space in California: Issues and Options™ were
held at the University of California, Berkeley, Davis, Irvine, Los Angeles, Riverside, Sar ~
Diego, Santa Barbara, and Santa Cruz. These seminars were offered with the cooperation of
the California State Office of Planning. Government officials, community agency represenla-
tives, and faculty from the above campuses came together to identify community problems
related to the topic in each area. It has been reported that findings from each seminar were
utilized by decision makers at the local, regional, and State levels. One administrator
claimed that the participants at these seminars constituted one of the most impressive
gatherings of decision makers to have met on a single problem in California. All together
there were several thousand participants. The University of California in its report on this
and other seminars held in conjunction with the first three years of Title 1 funding, indi-
cated that over 16,000 persons had been involved.

P
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. The University of California, Irvine, organized seminars and study teans
composed ot civic leaders, government ofticials, and select citizens, each of
whom was carefully chosen for his specific background and experience
related to a critical problem in Orange County. These study teams have
identified problems and potential solutions related to land-use planning,
air pollution, transportation and mass transit, and home rule and metro-
politan grow th. Typically. reports and recommendations from these semi-
nars and study teams were placed in the hands of Orange County decision
makers since the seminar groups were not identified as action bodies.

. The University o Southern California in one of its Title | projects identi-
fied persons and associations in central Los Angeles who were part of the
leadership centeriag around the tension area of community school control.
A study seminar was planned to involve these persons in developing a
model for communication between representatives of schools, city school
administrators, and representatives from the Black and Brown com-
munities of central Los Angeles. The University's project staff acted in the
role of facilitator and host for the conversations.

. The University of California. San Francisco, held a number of seminars
and symposia that included statf trom the medical school. agency person-
nel. and individuals who were representatives of particular target popula-
tions. The “Haight-Ashbury Round Table" dealt with problems related to
the “hippie” population. The “*Challenge to Higher Education Confer-
ence™ dealt with planning for the education of scientists and physicians.
The “Use of Psychedelic Drugs” conference was rationally televised. The
Symposium on “llostility, Aggression and Violence™ was televised within
California. These seminars and symposia usually involved over three hun-
dred people. One was reported to have had over six hundred participants.

Role of the Project Staff in the Transactive Involvement Model
In the Transactive Involvement Model the project staff usually performed
some or all of the following:

to

- The staff scanned the service area of the higher education institution for
community problems that had high national, statewide, regional and/or
local priority or potential priority and that were not being dealt with
adequately by conununity problem solvers in the area. =

- The staff identified decision makers and others in critical positions related
or potentially related to these community problems who were willing to
be involved in a process of diagnosing problems more adequately and
identifying alternative solutions. One project director reported:

The project leadership identities the people, brings them together, and pro-
vides an enviromment Tor learning so program planning can later take place.
The people choose their directions. The seminar feaders are facilitators,

. The staff developed a plan for recruitment and involvement of these key
persons in a transactive educational process. Care was taken to include
individuals with different role perspectives but not those whose role
perspectives were so rigid and/or extreme. that they would be unwilling to
permit consideration of alternative solutions to the problem. One project
director expressed it this way:

The project staf)’ provide the way to bring people together. They coordinate it
Then it goes by itsell’ with some back up from Extension. The trick was in
geuting all relevant jursisdictions in one room talking together and thinking
about the farger izsues, This could never have happened without Title 1 and the
involvement of’ the university.

H Q
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4. The staff involved participants in planning the transactive process, Keeping
in mind the need to insure neutrality in the selection of site. in process
methodology, and in the sclection of the person to “chair™ or facilitate the
transactions. In many cases the project director was selected to be the
facilitator. In other instances a process consultant or facilitator was used
for this purpose.

5. The staff encouraged pre-transaction preparation on the part of partici-
pants, which included identification or preparation of research data and
identification of nceds from the various role perspectives of invi(ces_.7

6. The staff kept the transactive process operating between sessions, acting as
communications facilitators. In some cases the staff assisted the parti-
cipants in in-process evaluation of the learning process.

7. The staff usually assumed responsibility for the dissemination process fol-
lowing the transactive events. It has been reported, however, that it is
important for the Title I project staff and the higher education institution
not to become identified with the action phase. Avoiding this type of
involvement has been found to make it possible for the staff and the
institution to vontinue to be, and to be perceived us, free from advocacy
_involvement. In one of the projects using the Transactive Involvement
Model the following was reported:

I think that the reason that many doors were open to us after the seminars was
because the participants said that we were fair. The seminar we did on police-
community conflict gave us credibility with the police, the business communi-
ty, and the minorities.

Avoiding becoming engaged in advocacy in projects that use the Transactive
Involvement Model i extremely important, since it can enable the staff to
follow up the transactive experiences related to one problem or set of problems
with the use of one or more of the other involvement models and also with other
transactive experiences related to other problems with the same or different
participants. To do this, the Title I staff and the higher education institution
need lo be perceived as maintaining a basically nonadvocacy, but caring-and-
being involved, stance. For example, a participant who represented an agency in
a Transactive Involvement Model project summarized his view of the role of the
universily and project director as follows:

There is no fecling that the university was here to dictate solutions. Rather, the
university provided a forum for problems and aliernative solutions to be considered.
The director has been a tremendous catalyst. He and his staff bave anticipated prob-
lems so you weren't looking at that which was cast in concrete but at those problems
which were coming up and getting to be important, ile kept his hand on the pulse
and knew how 1o go to the heart of problems. He knew what we were looking at. He
was persistent, not pushy or arrogant. He just presented things for acceptance that
were logical and sound. He didn't seem to look for Ais solution but listened for the
consensus solution. All the seminars have been presented in this light.

A project director explained it further this way:

I bring pzople together to do problem identification. They do the action planning. |
help facilitate the process of their understanding the legal requirements and identify-
ing the various decision-making bodies that are involved. They take it from there.

Role of Participants in the Transactive Involvement Model

Participants in the Transactive Involvement Model participated in the follow-
ing ways: ’

I. assisted in pre-planning the transactional experience;

e
£




ERIC

Aruitoxt provided by Eic:

64

A Transactive Seminar



Q

Aruitoxt provided by Eic:

ERIC

6>

(5]

. helped recruit other participants and identified other decision makers
who needed to be involved in the process so that their contribution
could be made and so that they too could participate in the social
learning experience;

3. interacted with e¢ach other, presenting what they saw to be the nature of
the problem(s) under consideration and the nature of alternative solutions
from their role perspectives;

4. served on task forces to vollect data and produce position papers about
emergent problem(s) and/or altemative solutions to emergent problems;
and

5. assisted in the dissemination of the results of the transactive experience to
their respective groups and to others.

Participants conferred with others between transactive sessions in order (o
involve them externally in the transactive process and in soc;al learning. When
appropriate, these persons are brought into-the transactive experience itself to
interact with the participants. _

In the transactive experiences, communitly problems were viewed primarily in
terms of their complexities and internal dynamics. The participants sought there-
by to diagnose these higher-order problems more adequately than is usually
possible by abstracting community problems into components for which there
are Kknown solutions.

The Transactive Involvement Model utilized a style in which mutual learning
is closely integrated with an organized capacity and willingness to act (Friedman,
1971). It is characterized by a willingness on the part of participants to accept
inputs and ideas on their merits without reference to status roles in the com-
munity and to participate in a climate of openness and trust without predeter-
mined solutions. In transactive educational experiences, participants are en-
couraged to draw general lessons from concrete experience, to test theory in
practice, and to sincerely examine the results (Friedman, 1971). It is a process
whereby participants are enabled through social learning to shift to new para-
digms (Dunn, 1971, pp. 212-213).

This is a process somewhat like research and development. It is inductive and
not primarily prescriptive. In this process the initial solutions and problem defi-
nitions perceived by each participant are seen to be less than totally adequate.
For instance, one participant reported the following:

The problems turned out to be different in type and magnitude than we had pre-
viously thought. We had to face up (0 new cthical responsibilities. 1t put us on the
spot when we were shown situations that were really bad. We found out that problem
solutions are partly a function of a state of mind and an environment. We realized
that you have to identify problems before you jump into sotutions.

More adequate solutions tend to emerge from group interaction. The partici-
pants in this process are dealing with live problems and are involved in the
process because they are in a position to engage in problem-solving activities.

Role of the Facilitator

This model depends to a great extent on the ability of the participants to act
in role. It involves heterogeneous groups dealing with controversial, idealogical
issues. The data indicate that it takes a highly skilled facilitator for the trans-
active sessions to become more than “‘rap™ sessions and for the transactions to
be productive ratker than destructive or ineffectual.

The facilitator’s role is to: .

1. provide group-process expertise in order that learning will occur within

appropriate tension levels; '_7
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. assist participants by providing strategies for conflict resolution in avoiding
defensivencess, dysfunctional withdrawal, uncontrolled role conflict, polari-
zation of positions, and the disintegration of communication and trust;

3. provide feedback related to stereotyping, group impasses, and dysfunc-

tional proliferation of topics and issues; and

4. support participants in trying out new concepts and in bearing the

burden of increasing new information in a climate that makes for

provisional judgments.

. Consequences of the Transactive Involvement Model

Participants reported the following kinds of consequences:

I. They learned to see problems, which they had previously been able to sec
only in part or as lower-order problems, as emergerit higher-order problems
that demanded more adequate, comprehensive solutions. The following
comment is typical of responses from participants:

We saw the problems in a new way. The mature of the critical problems
unfolded and new resources to help solve them were identified. This happencd
as a result of our interac tion.

~

. They learned alternative solutions and new ways of approaching emergent
higher-order community problems.

3. In many instances, they experienced strong, positive attitudes toward
having participated in transactive experiences, having been able to bring
about positive changes from the new perspective, and having seen others
doso.

One participant said:

Before the seminars, a lot of pcople were interested in the problems but they

were disorganized and frustrated. What has come out is peaccful problem
solving . . . fast, cfficicnt, and quict . . . with results.

Frequently the strong, positive attitude persisted as long as scveral years
after the transactive experiences had taken place. As stated by one partici-
pant: .

The impact of the Title 1 seminars has been great. H has really been cataly tic.
We didn't immediately solve problems but we sct a problem solving process in
motion that has brought about subtle but important shifts in the climatc.

Another participant said:

We Icarncd a lot about the problem and how to get our foot in the door to get
somc of these problems solved.

4. Some participants reported that c~nsequences of the transactive learning
experiences were continuing to take place in their communities on the part
of other problem solvers. For example, some of the participants in the
University of Southern California’s Community School Project have since
been appointed to the Los Angeles Urban Coalition Education Committee,
where it was reported they are now using some of the understanding that
they gained in the Title I project to deal with community problems.

5. The following consequences were imputed, at least in part, to have
stemmed from or to have been effected by Title I transactive learning
experience:s:

a. Policies were changed in agencies and governmental bodies leading to
improvements in employment practices, flood control, police-
community relations, and health, education, and welfare services.

b. New interagency rel:m‘onships were established.

8
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c. Citizens’ task groups and governmental advisory groups were formed.
Some of these have continued to engage in community problem solving
processes. Many citizens who were participants in these transactive ex-
pericnces were later recognized by county and local governments as
being knowledgeable about higher-order community problems and ways
to solve them. Some claimed that whal they learned in Title I trans-
aclive learning experiences was related Lo their being appointed to com-
missions and task forces, often in leadership roles.

Jd. Reports that resulted from the transaclive lcarning expericnces were
oflen published and were widely distribuled in print or in some cases
through (he mass media of radio, television, or film. These reporls were
used by a variety of agencies and governmental bodies as a basis for
decision making and subscquent problem-solving efforts. For instance,
representalives from the lumber industry, the lourist industry, the local
merchants, and the facully of Humboldt State College were brought
together by the staff of a Title t project for the purpose of discussing
the polential impact of the crealion of a new national park in the area.
The research conducted by the facully for this seminar and the findings
of those who mel together were subscquently uscd, at least in part, by
Congress in he decision to creale the Nalional Park of the Redwoods.

e. Agency personnel who participaled in transactive projects reported thal
cerlain posilive consequences in the regions that Lhey served were not
likely 1o have happencd withoul the parlicipation of the higher cduca-
tion instilution, which provided a conlext of “neutralily and fairness”
for the transaclive consideration of higher-order commmunity problems.

f. Threc of these Lransactional cxpericnces were short lived because no
way could be found to gel beyond impasses caused in part by very
difficult cnvironmental factors; because of the inability of partici-
panls to inlcract constructively with each olther; or because of the_
complexily of the problems being addressed; or because of the lack
of reporled facilitator skills.

g. Use of the model permitted a mulliprofessional, multidisciplinary ap-
proach (o the consideration of compléx communily problems.

Because of the magnitude and complexily of most higher-order community
problems, Lo deal with them from only one role perspective is (o operale on a
single dimension when there arc many dimensions involved.

Rosenstein, in his research on professions, indicates in the following quota-
tion that ’jL is imperative that a multiprofessional approach be taken (o the
‘ massive social problems of our urban environment:

What we face may be calied the crisis of the professions. Single purpose answers no
longer suffice. indeed, in documented case after case the supposedly optimum dis-
ciplinary solution has ultimately led to cnvironmental disaster.

The professions will never become effective in solving the multidisciplinary problems
of our socicty if cach persists in operating in an independent, one dimensional mode.

A professional man with a traditional cducation has been prepared to recognize only
those arcas where his discipline intersects the problem. Regardless of his individual
brilliance or the effectiveness of his local solutions, he has not been educated to
perceive or even consider the ultimate cffects of other dimensions and other profes-
sions upon his plan and the cffects of his decisions upon the cntire environment.

In theory, the professions take care of the social nccds of our citizens, for by
definition they are socicty oriented. This dependency is expressed in the general

. public feeling that somehow the medical professions are taking carc.of our collective
Q O health, the legal profession protects our civil libertics, and cngineers are engaged in -
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cooperative actions 1o banish pollution, traffic congestion, ete. The fallacy, of course,
lies in the assumption that the professional who has training 10 solve social problems
- and he is the only one educated to solve then - will automatically and knowingly
determine the full social consequences of his decisions and act unsclfishly in the
greatest public interest. This is simply not the case. The professional does not now
asume responsibility for society, nor has he been educated to anticipate the social
consequences Of his decisions. In reality, the professional is client oriented. . . .Collec.
tively, the social visibility of national professional socicties has.not proven signifi-
cantly better,

Solutions 10 the problemns of our cities will require massive coordinated action by
educators and engincers, social workers and business administrators, politicians and
physicians. .. .The tide of human affairs leaves them no choice except 10 assume
social as well as technical leadership (Rosenstein, 1970, pp. 4-5).

The evaluation team found that Title I projects that provided for transaclive,
multidisciplinary, multiprofessional seminars and forums were altempling (o ad-
dress the crisis of the professions described above.

Strengths of the Transactive Involvement Model

The Transaclive Involvement Model is reported to have the following

strenglhs:

I. The higher education institution seems lo be in a critical position (o facili-
tate educationally transactive, higher-order community problem solving.

2. Even where great tensions surround certain community problems, il has
been found that with the use of this model a higher educalion institution
and its resources can effectively be relaled as long as a nonadvocacy role is
inaintained. The institution, although not perceived as totally unbiased by
segments of our society, is frequently viewed as being traditionally less
biased, more neutral, and therefore more able than most other institutions
in thc community Lo bring together community problem solvers to con-
sider complex and controversial communily problems.

3. A polential multiplier effect has frequently occurred when the model has
been utilized su~cessfully. It has been found that a positive repulation can
be earned by a higher education inslitution or Title | project from having
made possible trunsactive experiences, facilitating future programming of
Lhese experiences.

4. This model can be combined wilh and supplemented by the use of the
other four Involvement Models before, during, or after transaclive leaming
experiences.

Limitations of the Transactive Involvement Model
I. The main limilation of the model has to do with its dependency on Lhe
willingness of the critical actors Lo parlicipale and on the timing of having
the transuctive experiences take place in relation to “‘surfacing” higher-
order community problems.

. The model is also very dependent on the availability and skills of facili-
tating leadership. Without such leadership, the risks of transaclive learning
experiences can outweigh potential benefils.

3. The transactive model does not make moncy and may not be understood
orappreciated by the higher education institution.
4. There is limiled research on whal actually takes place in these conlexts
with differing leadership interventions.
Nevertheless, those who have parlicipated in these (ransaclive educalive ex-
periences have reported positive consequences. In shorl, the Transactive Involve-
ment Model is a particularly promising approach (o the diagnosing of higher-
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TOWARD A COMPREHENSIVE TITLE | INVOLVEMENT MODEL

Projects in some institutions have concentrated during a one- or lwo-year
period of Title 1 funding on developing their institutional capacity and willing-
ness to engage in a particular type of communily service programming through
the use of one of the involvement models. When this has been accomplished, the
Title | project staff has switched its emphasis to seeking to develop other types
of communily service program capabilities in the institution, utilizing one or
more of the other involvement models during successive years of Title 1 funding.
As a particular type of community service has been adopted by the institution or

. become financially self sustaining, additional Title I funding could be used to
" foster new growing edges for community service in the institution. The Title |

projects in the Universities of California, Davis, Los Angeles, and Santa Cruz,
and at Humboldt Stite College are among these that were found to have used
one model and thensupplemented what they were doing with the use of another
model. It would seem that additional institutional capability in community ser-
vice programming could be particularly well enhanced by augmenting the Facul-
ty, Agency, Target Population, or Transactive Involvement Models with the use
of the Student Involvement Model to increase the extent of student involvement
in community service efforts. Theoretically, and perhaps in practice, a fully
explicated communily service program in a higher education institution vould
thereby be developed through the use of Title I funds, relating higher education
resources tc community problem solvers in the ways depicted in Figure 11.

Transactive Events IS
-7
F-1 .
4 Agencies l
F.
2 N F-5
3 e
3 F-4 —

| Students | ang:l
Pogpulations

Fig. L1: Comprehensive Title I Involvement Model

A communily service program in a higher education institution that success-
fully implements the Comprehensive Title | Involvement Model will be able, in
the estimation of the evaluation team, tc combine complementarily the other
involvement models. Theoretically this will allow the strengths of some of the
models to counteract the limitations of the others.

SUMMARY

Title 1 projects have varied markedly in the way in which they went about
releasing resources of higher education institutions to provide educational assist-
ance to community problem solvers. The analysis of evaluative data led to the
inductive identification of the following five alternative theorctical models as
well as one comprehensive theoretical model. The Faculty Involvement Madel,
which was used in 25 percent of the projects, placed primary emphasis on
involving faculty members in educationally assisting community problem solvers.
The Student Involvement Model, utilized in 13 pereent of the projects, iocused
primarily on involving students in field expericnces with agencies. “The A zency
Involvement Model, used in 29 percent of the prgjects. focused primarily on
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Community Problem Solvers With a Higher Education Institution Resource
Courtesy ol UC, Davis

providing training for personnel in agencies and associations. The Turger Popula-
tion Involyement Model, utilized in 14 percent of the projects, primarily focused
on cstablishing educational centers in barrios and ghettos, recruiting persons
from target populations as students in higher education institutions, and educa-
ling persons from target populations about community problems in workshops,
conferences, and communily ncetings. The Transactive Involyement Model,
used in 19 percent of the projects, brings persons from different role pemspee-
tives Logether in seminars Lo enter into dialogue about real problems in order to
diagnose and identify alternative solutions to them,

Although none of the Title I projects was found to have implemented all of
the above Involvement Models, (heorctically and perhaps in practice, a fully
explicated community service program in a higher education instil@tion can he
achieved by supplementing oric or more of the above models with others of the
models in a Comprehensive Involvemeni Model. This Comprehensive Involve-
ment Model will be able, in the estimation of the vvaluation team, to allow the
strengths of some of the models Lo counteract the limitations of others.

In this chapter the ways in which cach model L.as been implemented was
described along with the types of immediate, intermediate, and ultimate conse-
quences of their utilization in Title 1 projects. Finally, relative strengths and
limi tations of cach model were specified. -
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Evaluative Findings: Development of

Title | Programming in the State

The findings that have been presented in this report seem to indicate that an
impressive amount of progress was made in Title | programming in California
between 1966 and 1971 in spite of the limited amount of funds available. As
reported in Chapters 11 and 1V, a rationale for Title | progrannuing and alter-
native models for implementing Title | was developed during this period with a
variely of positive consequences. These favorable consequences were facilitated
by the manner in which the Title | prograin was developed in the State.

A summary of the evaluative data concerning cach of the following
aspects of the development of Title programming in the State are pre-
sented, in turn, below, !/

1. Developing and administering a state plan;

2. Developing Professional Capability for Cominunity-Oriented Programming;
3. Encouraging consortial relationships;

4. Developing a comnunications network ;

5. Evidencing the imputed and verifiable consequences of Title | projects.

Developing and Administrating a State Plan

The role of the State agency in developing Title 1 programming in the State is
a crucial one according to the Act. Moreover, the importance of the role of the
State agency in developing Ti'le | programming in the State was borne out by
the findings of the evaluition team. In accordance with Section 105 of the Act,
the agency designated to administer Title | in the State is required to prepare a
State Plan, setting forth a comprehensive, coordinated, and statewide system
under which funds paid to the State by the federal governmient can be dispersed.
It must also set forth the policies and procedures to be followed in allocating
federal funds to higher education institutions to carry out Title | projects and is
to set forth conditions under which these funds can be spent, The State agency’s
rplan and the way in which that plan is implemented must go beyond the mere
listing of prioritics of needs and statements of policy. The State agency must
make.decisions about what type of proposed projects to fund in which institu-
tions. Subsequently, decisions have to be made about which projects to fund
again, At all times the State agency has to be concerned with fostering both of
the following purposes of the Act:

a. assisting people in the solution of community problems; and

b. strengthening community service programs of colleges and universities.

The first task of the State agency's Title | project staff in higher education
institutions was to focus primarily on ideatifying and developing ways of assist-
ing people in the solution of community problems.

During the first year or two of Title 1 in California, efforts were made to
(a) assess and in some insiances (o capitalize upon existing forms of comnmunity
service programs; and (b) to identify alternative approaches to implementing
Title | programming. In the next few years, certain approaches to Title 1 pro-
gramming wefre found to be more effective than others. These were utilized and
successively strengthened, lcading to the development of what has been
described as the five implementation models in Chapter IV of this report. These
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inore effective models grew out of rather extensive and conscientious efforts on
the part of the Coordinating Council’s Title | staff and the personnel in local
Title I projects to identify and try out a wide varicty of what secemed to be
promising ways of implementing Title 1.

The cvaluative data indicated that these projects were undertaken initially
under circumstances in which there was uncertainty as to the nature and extent
of the educational needs of community problem solvers. Furtherinore, there was
uncertainty generated by the relative instability of the community environment
in which the Title I projects operated. The extent of this instability is indicated
in Table 10.

TABLE 10

Distribution of Title | Projects According to
Environmental Context as Described by Interviewees
in 24 Institutions of Higher Education

(N = 81 projects)

Percent of
Type of Environmental Context Title I Projects e s
Stable Environment 5% \
Moderately Stable Environment 30 \L
Moderately Unstable Environment - 33 \
Unstable Environment 32 1
Total 100%

-

In short, Title 1 project personnel had to find cffective ways of releasing
institutional resources to meet educational needs in relatively unstable environ-
mental contexts. Hirschman has suggested that programming in the face of un-
certainties calls for a research and development approach possessing the follow- '
ing characteristics: -
1. Rigid specifications of the performance characteristics of the desired product
should be avoided tor fear of excluding a product that is perhaps no less desirable,
and far more feasible, than some other.

2, When the desired product is a “system™ containing several comnponents, there
P should be no rigid stipulation to advance about the way in which the components

componcent the maximum freedom of inovement though subscquently a special
cffort will have to be made to fit the various picces of the system together,

3. In considering alternative approaches to developing the desired, product or its
coinponents, the corrcct procedure is not necessarily to decide which is the
best prospective approach on the basis of the most sophisticated benefit-cost
analysis available, In view of the large uncertaintics surrounding all ap-
proaches at an carly stage of R & D, it may be advisable to try out in
practice scveral approaches until the uncertainties have been sufficiently re-
duced and to delay until then the decision as to the best approach, The cost
of developing scveral prototypes may be less than the cost of developing
only onc whose prospects look best at an carly stage, but whose production
may then fun into some gigantic snag becanse the more adverse among the
large uncertaintics have come into play (Hirschman, 1967, p. 77).

As indicated in Chapter | of this report, implementing the Act could not be
done by mere imitation or replication of some other form of developmental or ‘
service process. It was a pioncering effort that was undertaken in a complex i

24




|

ERIC ..

Aruitoxt provided by Eic:

73

cnvironment and that was secking new ways of educationally assisting problem
solvers who were addressing a variety of higher-order communily problems. For

- the statewide agency to have prescribed what cach of the institutions needed to

do with their Title | projects in these instances might have resulted in debili-
tating uniformity and standardization of Title | projects in California. But such
an overly prescriptive approach, which Hirschman (1967) has described as “rigid
stipulation in advance,” was wisely avoided, allowing for latitude in the timing
of projects and for alternative approaches to be utilized. When necessary, the
State agency’s Title | staff allowed for flexibility so that revision or substitution
of alternative approaches could be made, leading to the more adequate miceting
of educational needs of community problem solvers, This flexibility permitted
necessary movement and shifting in the nature of Title | projects. The distribu-
tion of Title | projects according to extent of necessary movement and shifting
in the nature of the project is shown in Table |1,

TABLE 11

\  Diswribution of Title I Projects According to Extent of
Necessary Movement and Shifting in the Nature of the Project
as Described by Interviewees in 24 Institutions of Higher Education

(N = 81 projects)

Percent of
Extent of Movement Necessary During Project Title 1 Projects
No Movement Necessary 7%
Some Movement Necessary 33
Considerable Movement Necessary - 29
Extreme Movement Necessary 2i
Total . 100%

Obstacles to the successful implementation of Title | projects, which could
not have been foreseen at the beginning of projects and which might have
discouraged both the statewide staff and the local Title | staff from getting,
involved, were, in fact, frequently overcome when previously unidentified re-
Sources or ways to implement Title | projects were discovered.!3 Under such
circumstances those who have been identified as being the more competent Title
I project directors emerged with increased sophistication and confidence ir how
to implement Title | programs effectively. One of the project directors working
with an Indian consiituency was given an Indian name, “Coyote.” with the
interpretation that a coyote is wise because he learns from his mistakes:~

Developing Professional Capability for Community-Oriented Programming

When Title | project personnel were interviewed about the way in which they
performed their tasks, they usually reported that what they were attemplting to
do called for professional skills different from their prior career experience as
cither faculty or agency personnel. They indicated that they had to operate Tille
I projects in the midst of the interface between the higher education institution
and the various organizations, agencies, and target populations served by the
projects, With few exceptions, the effectiveness of Title 1 projects was found to

13, Hirschman (1967) has referred (o this phenomenon as “the principle of the Hiding

Hand.”
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* be largely dependent on the nature and quality of the professional project staft

operating within this inteiface, The staff needed to be able to conceptualize the
relatively complicated process called for in order to operate broad-aim programs
utilizing the highly specialized resources of most higher education institutions.
T'his called for a high degree of administrative ability as weli as knowledge of the
conventions, forees, and resources of both the community and the higher educa-
tion institution. Few Title I project personnel had been in a situation before
where credibility in the institution as well as in agencies and in target popula-
tions was demanded of them professionally.

Evaluative data from interviews with persons from agencies and target popula-
tions indicate that, for the most part, project personnel did achieve credibility in
the community. Further, evaluative data from interviews with local Title | pro-
ject personnel indicate that fostering support from administrators for their
projects and for commuenity-oricnted programs was an essential task in develop-
ing Title I projects. They did so.by keeping in contact with the administrators,
by informing them of emergent needs and other developments in the communi-
ty, and by apprising them specifically about what was being done in their Title
I projects and about the consequences, A relatively extensive amount of support
for Title | projects scems to have been generated locally, at least witl the
administrators most knowledgeable about these projects, as indicazed in Table 12,

TABLE 12

Distribution of Extent of Support for Title | Projeets
Expressed by Administrators Interviewed

(N=29 Administrnlp_r_s)_:

atchl of Expressed Percentage of Administrator
Administrative Support Interviewed
Exlensive Supporl 2%

Moderate Support : 26

Little Supyort 8

No Support 4

Total 100%

1t is the conclusion of the evaluation team that in the development of profes-
sional capability to perform adequately in this complex communily-higher edu-
calion interface is critical for the futlure of communily-oriented programming.
The data indicate that there is a relationship between the number of years of
service of project directors and their ability (o conceptualize and administrate
the complex task of relvasing educational resources to assist probem solvers
~educationally. The distribution of persons who had major responsibility for
running Title 1 projects according (o the number of years of their service is
presented in Table 13,
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TABLE 13
Distribution of Persons who had Major Responsibility for Running
Title I Projects According to Number of Years of Service
_ (N = 55 Project Directors)
Percent of

Number of Years of Service Project Directors
One Year 65%
Two Years 14
Three Years ) 7
Four Years 5
Five Years 9
Total ‘ 100%

. It seems that encouraging more ‘continuity of service would permit the fur-
ther development of professional expertise in conceptualizing and administrating
community-oriented programs.

Encouraging Consortial Relationships

During the five years between 1966 and 1971, emphasis was placed by the
Coordinating Council’s Title | staff on developing consortia to make it possible
to assist communily problem solvers educationally on a more extensive basis
than would usually have been possible using the resources of only one institu-
tion. A number of consortial arrangements were funded and some developed
spontancously. Examples of Title | consortia, according to participating institu-
tions of higher education between 1966 and 1971, are depicted in clusters in
Figure 12.
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Lvaluative data indicated that this type of an approach tends to be particutar-
ly imporlant in parts of the Stale in which a relatively few institutions serve
large geographic areas. In some instances, however, inlerviewees have pointed Lo
the nced 1o develop intrainstitutional consortia, particularly in very large and
complex institutions, lo facilitale interdepartmental  or interdisciplinary
approaches o providing educational assistance (o those dealing with higher-order
commuraly problems,

Many interviewees indicated that they lhoughl that a consortial approach lo
proble:n solving was favorable in principle but that il did nol always work oul
well i practice. ‘They suwcslud that much of what was giving difficulty could be
avoided if funding were given Lo cach lmlllullon rather than (o a representative
or coordinating institution.

Developing a Communication Network

Since distinclive models have emerged for alternalive ways Lo implement Title
| projects, the need has increased for effective intercommunication between
Tille | project staffs that are working with the same models in different institu-
tions, Present and former Title 1 project dircetors who attended the Evaluation
Workshop emphasized the importance of their being kept informed about what
other project direclors are doing and the consequences. 'hey indicated that they
nced more opportunilies (o interact with cach other and wilh others who are
knowledgeable about Title | programming and related topics.

In interviews conducled by the cvaluation tcam, many project dircelors re-
porled that they had benefited from site visitations from the Coordinating
Courcil’s Title | staff and thal they would welcome an increased amount of
feedback from reports sent Lo the Council’s staff. They spoke particularly favor-
ably aboul the type of technical assistance concerning litle | programming
which had been provided by members of the Council’s Title | staff. In some
instances, the project director in one institution was referred to project dircctors
in other institutions where needed technical information could be provided. The
Council's Title 1 staff has already responded (o parl of this nced through the
initiation of a quarterly newsletter which is now in its fourth issuc.

Evidencing the Imputed and Verifiable
Corscquences of Title 1 Projects

The cvaluation tcam noled that the closer one gol Lo most Title 1 projects,
the more cvident it became that the projects had impressive iminedialte, inter-
mediale, and ullimale consequences. 1t was found thal 1nany of (Kefinost impres-
sive imputed and verifiable consequences of Title | projects thiPXvere reporled
Lo the cvaluation tcam never had a way of coming Lo Lhe wliention of the public
or those who make decisions about Title 1. Using the type of broad-ain progriamn
cevaluation described in this document, it is possible o oblain the Lypes of
impuled and verifiable consequences of Title | programming presented in Chap-
ter IV. 1t would scem (o be a matler of importance Lo creale a process by which
the nature of similar conscquences of futufe Title | projects can be reported,
processed, and brought to the attention of those who made decisions about litle
| and of the public in general

The types of evidences of impulted and verifiable conscquences which could
be obtained are: (1)specification of the type of involvement model used;
(2) reports of the number and types of participants in Title | activitics; (3) evi-
dences of educational achievement as part of the ‘l'itle | project; (4) reports from
students, facully, and administralors concerning how Tille | projects have affec-
ted their institutions and the education provided by these institutions; (5) state-

a8

LT




ERIC

Aruitoxt provided by Eic:

[COE

77

ments from community problem solvers specifying what they have learned in
Title | projects and statements of specific consequences that they impute totally
or in part to what they learned in Title | programs; and (6) reports from agency
or governmental administrators that policies have been changed or practices
implemented as a consequence, at least in part, of what they or members-of their
staffs have learned in Tide | programs,

SUMMARY

In this chapter evaluative data have bheen presented concerning the following
aspects of the development of ‘Iitle | programming: (1) developing and ad-
ministering a State Plan; (2) deyeloping professional capability for community-
oriented programming; (3) encouraging consortial relationships; and (4) develop-
ing a communications network. Y

During the first year or two of Title | in California, efforts were made to
assess the existing forins of community service and to identify alternative ap-
proaches to implementing Title | programming. In the next few years, certain
approaches to Title I programming were found to be more effective than others,
These were utilized and successively strengthened, leading to the development of
what has been described as the five implementation models. These Title | efforts
were undertaken for the most part under circumstances of uncertainty as to the
nature and extent of educational needs in the cominunity as well as uncertainty
related to instability of the environmental context, When necessary, ad ministra-
tion of Title | by the State agency allowed for flexibility so that revision or
substitution of alternative approaches could be made, leading to the more ade-
quate ineeting of the educational needs of community problem solvers.

Title | project personnel who worked with the uncertainties mentioned above
needed to be able to conceptualize the relatively complicated process called for
in order to operate hroad-aim programs utilizing the highly specialized resources
of higher education institutions, It is the conclusion of the evaluation team that
the development of professional capability to perform adequately within the
interface between the institutions of higher education and the community is
critical for the future of community-oriented programming. In order to accom-

_ plish this, it seems that encouraging more continuity of service would permit the
" further development of professional ex pertise,

During the five years between 1966 and 1971, a number of consortial ar-
rangements were funded under Title 1. Some informal arrangements also devel-
oped spontancously. It was reported that arrangements were particularly import-

“ant in parts of the State in which relatively few institutions serve large geo-

graphic areas or where interdepartmental or interdisciplinary approaches can be
developed. in addition, it was suggested that funding be given to cach institution
in a consortia rather than to a representative or coordinating institution.

‘The need for effective intercommunication between Title | project staffs that
work with the same models in different institutions has emerged. Project direc-

tors indicated that they appreciated workshops, site visits from the Couacil's

‘Title | staff, and receiving technical assistance from them concerning ‘Title |
programming. 1t was found that there is a need for the imputed and verifiable
consequences of Title | projects to be brought to the attention of the public as
well as those who make decisions about Title I, The types of evidences of
imputed and verifiable consequences which could he obtained have been

described in this chapter. N
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Summary and Conclusions

Title 1 of the Higher Education Act of 1965 (PL89-329) conmuitted federal
support at the 75 percent level to institutions of higlher education for conuuuni-
ty service and continuing education prograws to the attaimuent of these two
objectives:

1. to help people solve communitly probleus; and

2. to strengthen and improve communily service and continuing education

programs of institutions of higher education.
In California, the Coordinating Council for Higher Education was designated as
the State agency to administer the Title 1 prograws. Between 1966 and 1971,
$2,542.934.00 of federal funding came into the State, matched by
$1,581.006.00 from the institutious of higher cducation, waking a total of
$4,123,950.00. During this peniod, %7 projects were nmplc.nu.nu.d by 36 institu-
(lom of higher education in the State.

Early in 1971 the Coordinating Council for Higher Education requested pro-
posals for a statewide evaluation of Title I, 1966-1971.

The Request for Proposals (R1:P) recognized that a five-ycar evaluatiou study
of Title 1 programs in California could not undertake a project by project analy-
sis or a comparative assessment because of

I. the limited funds available for the study; and

2. the ex post facto nature of the study.

Moreover, previous quantitative evaluations of ‘Fitle 1 programs had been found
to be of limited value. Because Title 1 projects need to be implemented in
essentially uncontrolled situations, their prograuuning is, of necessity, both
broad-aimed and generally unstandardized. In turn, the evaluation of this type of
broad-aim program needs to be descriplive and inductive rather than experi-
mental in nature (Weiss and Rein, 1969). Using a methodology developed to
evaluate broad-aim programs, the Title 1 projects, in California between
1966-1971 were evaluated by:

1. reading ull the project files to obtain an overview of the 97 projects;

2. conducting a workshop with Title I project directors to determine key

indicators and critical issues in Title 1 programming;

3. conducling 193 on-site interviews in 24 higher education institutions; and

4. using survey questionnaires to obtain supplemental data.

The analysis of the resulting cvaluative data was done primarily through the use
of content analysis.

The evaluation team found that there have been several sources of confusion
in interpreting the Title 1 Act. A widespread agreement was found that the Act

. itself contains a lack of clarity concerning what kinds of activitics are appro-

pnalely (and legally) fundable with Title I funds. In Chapter I, siwilaritics and
differences that have been identified between what seems to be the intent of the
Act and cach of the following are presented:

I. the agricultural extension model;

2. conmmunity development;

3. community services in community college; and

% 7
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4. public service in higher education institutions in general.,

Despite these sources of potential confusion, ways were found in the ‘Title |
projects to release the resources of higher education institutions to provide
educational assistance to community problem solvers who were addressing prob-
lems related to enviromnent and ecology, inner-city decay, communily crisis,
minorities and disadvantaged, and inefficient goverminent. From these efforts, a
rationale has emerged for the programming of ‘Title 1 projects. This rationale,
which is described in fuller detail in Chapter 111, consists of:

1. identifying and analyzing the order of community problems that ultimate-

ly are to be addressed by a Title | project;

2, programming to provide educational assistance to community problem
solvers without seeking to involve higher education institutions or their
resources directly in the community problem-solving process;

3. identifying specific resources of institutions of higher education that can
be appropriately related to specific phases of the community problem-
solving process; and '

4. distinguishing between iinmediate educational consequences of Title 1 pro-
gramming and intermediate and ultimate consequences of Title |
programming.

The analysis of the evaluative data led Lo the inductive identification of the

following alternative involvement models:

. the Faculty Involvement Model;

. the Student Involvement Model;

. the Agency Involvement Model;

. the Target Population Involvement Model;
. the Transactive Involvement Model; and

. the Comprehensive Involvement Model

The primary focus in Title 1 projects that utilized the first four of these models
was (o involve faculty members, students, agency personnel, or persons from
target populations respectively in community-oriented educational activities in
order to provide educational assistance to community problem solvers.

Projects that ased the fifth model primarily sought to invoive faculty mem-
bers, students, personnel from agencies, and/or persons from taget populations
in transactive seminars to assist educationally in diagnosing complex community
problems and solutions to them.

The sixth model consisted of a combination of the other five involvement
models.

The ways in which these models have been emented, the types of
consequences that have resulted from their implementation, and an
analysis of their strengths and limitations in Title 1 programming are pre-
sented in detail in Chapter 1V,

In the first chapler, the following hypothetical question was raised: In what
ways and to what extent were the California Title 1 projects during 1966-1971
able to transcend their conceptual and implementational difficulties in accom-
plishing, in their own ways, for “community problein solving,” and particularly
urban and suburban community problem solving, what Agricultural Extension
Service has done for rural America? .

In the estimation of the evaluation team, the following claims can be made
for Title 1 as implemented in California between 1966-1971:

1. Effective models (described in Chapter 1V) were developed that education-

ally link the resources of higher education institutions to community prob-
lem solving cfforts of persons from agencies and target populations aud,
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similarly, that involve faculty members and students in providing cduca-
tional assistance to community problem solvers,

. Personnel with expertise in designing and administering Title 1 program-

ming have been hired and/or developed.

3. A clientele which utilizes the educational resources of higher cducation
institutions to strengthen their community problem-solving cfforts las
been developed, )

4. Difficulties were frequently transcended because of the flexibility of the
statewide progrum and the ingenuity of personnel in Title 1 projects.

[

The extent of development of Title 1 in the State, however, has been in-
hibited, in the estimation of the cvaluation team, by the relatively limited
amount of funds for Title 1 available and by the relatively few project directors
who have been with projects for more than one or two years.

In the RIP, questions were raised about the quality, magnitude, and
persistence of the cffects of Title 1 and about how these cffects related
to Title 1 administrative policies. It is the major conclusion of this evalua-
tion; that resources of higher cducation institutions can be and have been
made relevant to the cducational needs of communily problem solvers be-
causc of Title 1 programming efforts. Further, because of Title 1, com-
munity problems in the State have been solved with catalytic effect in
ways and ‘o an extent otherwise not possible,

Througaout this report, the effects of Title | programming have been referred

to in terms of the following chain of cvents:

1. Resources of higher e2ucation institutions are released educationally to
assist community problem solvers. .

2. A typical, immediate, intended effect of this process is learning by com-
munity problem solvers about how to solve community problems more
adequalely,

3. A (ypical, intermediate effect of Title 1 is the utilization of the learning
acquired in a Title 1 psoject by onc or more community problem solvers to
solve community problems.

4. In turn, a typical, ultimate effect of Title 1is the consequent reduction in

" a community problem.

The catalytic effect of this chain of events has been illustrated repeatedly in
Chapter 1V, Onc of these illustrations, for example, started by pointing to rc-
scarch conducted by facuity members of a State College and the findings of a
Title I transactive seminar, composed of Tepresentatives from the lumber ind ustry,
the business community, and the tourist industries of the Humboldt area, which
were compiled into a report. This report was subsequently used by Congress in
the decision to create a new national park, the Park of the Redwoods.

The cvaluative data presented in this report gencrally indicate that the
achicvement of positive effects from local Title | projects was facilitated by the
role piayed by the State agency. As described in fuller detail in Chapter V, the
State agency allowed for flexibility in Title 1 programming in California, At the
same time it provided technical assistance in Title 1 programming for local pro-
jects. 1t is the conclusion of the evaluation team that this combination con-
tributed to the emergence of the alternative, functional involvement models
described in Chapter IV. Moreover, movement has been in the direction of (and,
it would seem, needs to continue to be in the direction of) developing:

1. more adequate communication hc}w}cn Title 1 project 2+ onnel;

~ :
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2. more longevity of service for those who have professional expertise in
conceptualizing and implementing broad-aim, community-oricnted, educa-
tional programs;

3. more effective, interinstitutional and intrainstitutional consortial arrange-
ments for Title I programming: and

4. more adequate reporting of the extensive, imputed, and verifiable conse-
quences of Title I projects.

Referring to a chain of events that occurred in a somewhat nnstable environ-

ment, one interviewce concluded: “In my opinion, our community is a better
place in which to live and work because of what was started in a Title | project.”
. Despite relatively limited funding, it can be concluded, based on the imputed
‘ and verifiable consequences of Title I projects in California between 1966-1971,
that these projects have had positive effects on both the communities and the
institutions of higher education in which they have been implemented.
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APPENDIX A

SCHEDULE FOR TITLE | WORKSHOP
Scptember 23 & 24, 1971

Thursday, September 23, 1971

10:00 Welcome by William Haldeman
“Nature of the Task™ James Farmer
Types of Evaluation
The Nature of the Evaluation Project
- The Use of Key Indicators, Alternatives, and Models in
Livaluation
Coffee break
11:00 Agenda Testing Paul Sheats
11:30 *“Evaluation of Broad-Aim Programs™ James Farmer
Noon Lunch 2
1:30 ‘‘ldentification of Problems and Issues™ J. David Deshler e
3:30 Break
4:00 Feedback Session by Sub-groups to the Total Group Synthesizing Feed
back with Project Inputs Paul Sheats
5:30 Dinner
.- 7:30 Simulation Gaming Paul Sheats

Friday, September 24, 1971
9:00 Breakfast

10:00 ‘*‘Using Problem-solving Models in Broad-Aim Program Evaluation™
James Farmer

11:00 Break

11:15 *“Reporting of lmpact’ J, David Deshler

Noon Lunch .
1:00 Discussion in Sub-groups on Recommendations to Evaluation Team
2:00 “‘Comments and Other Inputs William Haldeman

*Did We llear the Feedback Right?” “What does it Mean to Us?”
The Evaluation Team

Using “*Participant Workshop Feedback™ Sheets
3:00 Closure
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APPENDIX B

IDENTIFICATION AND USE OF KEY INDICATORS

The following Key Indicators — which were identified out of the reading of
the 68 project files, from the San Francisco Workshop, from the In-process
consultations with the Coordinating Council staff and Advisory Committee, and
with the National Title I staff — are thought of as intermediary, flexible indica-
tors. They are to be used in the following ways:

(1) To help focus the content and interrelationship of the questions to be
asked in- field interviews at institutions of higher education and with
target population personnel and

(2) To serve as organizers for the second section of the final report (The
first section contains the history and overview of the 68 projects; the
final section is based on organizing principles that have emerged out of
examination of the project data.)

The currently proposed Key Indicators are as follows:

PNANB N

Impact and Objectives;

Problem Solving;

Interinstitutional and/or Interagency Relationship;
Alternative Funding Patterns;

Organizational Development;

Functions of Title I (Catalytic, bridging, finger in dike):
Environmental Context and Influence on Title I;
Semantics.:

The kinds of questions which seem to cluster under each of these Key
Indicators are as follows:

I. Impact and Objectives

a.
b.

C.

j.

How can we tell when we have impact on institutions of higher
education; agencies; target populations?

How can we clarify and make more explicit organizational and
project objectives?

How do we determine the most beneficial beneficiaries for the
maximum impact? Who gets highest priority?

By what criteria do we evaluate a Title I program for funding and
refunding?

How can reporting data be used as feedback for both program
improvement and impact maximization?

How can funding of projects that would be done anyway be elim-
inated or minimized?

Who gets credit for what? and Who gets blamed for what errors?
How much latitude of change for objectives is desirable?

How can fiscal and program accountability be related to each other
in order to control objectives and impact and in order to produce a
satisfactory critical path in a project?

What should the Coordinating Council do when projects don’t send
in reports?

2. Problem Solving

How did protlem solving in projects get done?

oo
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Ifow did or do people conceptualize the way a project is run in
relation to the problem being solved?

To what extent did Title I help solve various types of community
problems or problems of target populations?

What problems are solvable given available resources?

What innovative conceptualizations have coine out of the past pro-
jects? ;

Who has the problem? Who identified it — local or Coordinating
Council?

How did objectives change during the project?

Interinstitutional and Intcragency Relationships

a.

What kinds of interinstitutional and intcragency relationships in
conncction with Title i projects have the greater pay-offs? Which
agencies get strengthened? Which do not and what happens?

What is the unique role of the Community Colleges, State Colleges,
and University, and various types of private institutions in Title |
efforts'g What are the conflicts between the different institutions
relating to projects? .

How do the projects establish and maintain a cyclical flow being
higher education institutions resources, agencies, and target popula-
tions?

(1) How is entry established?

(2) What is the role of citizen participation?

What is the responsibility of the Council in setting prioritics, guide-
lines, and target problems?

How do institutional administrators view Title | in the context of
the role of higher education? What differences of valuing emerge at
different levels?

Alternatives of Funding

sance

What is the satisfactory use of Title I prioritics?

What types of problems can be appropriately addressed?

Can RFPs be used more effectively?

What is the potential role of consortia?

What are the implications of funding institutions that have received
no funding in the past? (Interview administrators of institutions
that have applied and never been funded.)

Organizational Development

a.
b.

C.

What happens to personnel employed by Title | in terms of their
carcer lines? .

How docs the reward system for such personnel operste and effect
them?

What are the different leadership styles that have been operative in
Title | projects and with what effect?

Functions of Title |

a.

b.

How have projects bridged communication, information, and orga-
nization gaps and linked resources to problems?

How has Title I functioned as a catalyst in establishing a cyclical
flow between higher education institution resources, agencies, and
target problems? .

Y
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c.  What is the role and inter-face of ‘Fitle 1 as a catalytic agent in
community problem solving?

d.  What kind of higher education institution resources have been re-
leased?

Environmental Context and Influence on Title }

a. How does the political climate, violence, etc., effect Title | at the
Council, institutions of higher education, and target population
levels?

b. How do historical events such as urban violence, smog, etc., effect
funding priorities? :

c.  What is the most appropriate timing for attacking a problem iii the
light of public interest or arousal of indifference?

Semantics

How is the term “community service” being used?
What is meant by “community development?”
What is meant by “higher education resources?”
What is meant by “problem solving?™*

What is “organizational development?”

canos
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@ APPENDIX C
%ﬁ‘«-‘*‘ﬁ Public Law 89-329
Wimlg  89th Congress, H. R, 9567
o November 8, 1965

An Act 79 STAT, 1219

To slrengthen the educatlonal resources of onr colleges and universities and
:?l lm‘wlde financint assistance for studems in postsicondary and higher
ucatlon. .

Be it enacted by the Senate and House of Representatives of the
United States of America in Congress axsembled, ‘That this Act may Higher Educa-
be cited as the “Iligher Education Act of 1965, tion Act of 1965,

TITLE I—COMMUNITY SFRVICE AND CONTINUING
EDUCATION I'ROGRAMS

APPROINMIATIONS AUTIIOR\ZED

Sec. 101. For the pnrpose of assisting the qcople of the United
States in the solution of coimnunity probleins such ns housing, poverty,
government, recrention, employment, youth opportunitics, transporta-
tion, health, and land use by enabling the Commissioner to make
grants under this title to strengthen commnnits service programs of
colleges and wniversities, there are nuthorized to he approprinted
$25,000,000 for the fiscal year ending June 30, 1966, and $50,000,000
for the fiscal year ending June 30, 1967, and for the succeeding fiscal
ear. For the fiscnl year ending June 30, 19069, and the succeeding
iscal year, there may be approprintad, to enable the Commissioner to
mnke such grants, only such sums as the Congress may hereafter
anthorize by law.

PEFINITION OF COMMUNITY SERVICE PROGRAM

Sec. 102. For purposes of this title, the term “community service
program” means an educational program, activity, or service, includ-
Ing a research program and a umversity extension or continuing
edneation offering, which is designed to assist in the solution of com-
munity problems in rural, nrban, or suburban arens, with particular
emplinsis on urbanm and subnrban problems, where the stitution
offering such program, activity, or service determines—
(1) that the proposed program, activity, or service is not other-
wiso available, and
: (2) that the conduct of the program or performance of the
i achivity or service is consistent with the institntion’s over-all edu-
cational program and is of snch 1 nature as is approprinte to the
effective utilization of the institntion’s specinl resources and the
competencies of its fncenlty.
Where course offerings are involved, such courses must be university
extension or continning edncation courses and nmst be—
A) fully ncceptable townrd an neademic degree, or
B) of college level ns detennined by the institution offering
such courses.
ALLOTMENTS TO STATES

Skc. 103. (n) Of the sums approprinted pnrsnant to section 101 for

. each fiscal year, the Commissioner shall allot $25.000 euch to Gumn,
. American Samoa, the Comnonywealth of Pnerto Rico, and the Virgin :
. Islands and $500,600 to each of the other States, and he shall allot to i
encl State nn amount which bears the same ratio to the renminder of :

Q ‘ 330466 0 - 63 (333)
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sieh smms s the pepulation of the State hears to the population of all
Stites,

(b) The amount of auy State’s allotment ander snbeeet
any fsenl yeir which the Commissionet determines will not be vequined
for suel fiaal yeur for eavrying ont. the State plan (if any) approved
under this tithe shall be available for reallstient. from tine to tune, on
suele dates during such year as the Commissioner may fix, to other
States in proportion to the originl allotments to such States under
sueh subseetion fovsueh year, it with sueh proportionate amount. for
any of sneh States being vedueed to the extent it exeends the sum the
Commissioner extimates sneh State needs and will be able to nse for
sueh yeumr for eavrving ont the State plan: and the total of suceh redue-
tions shall be similarly reallotned anmng the States whose proportion-
ate amomts were ot so redieed. Any anount reallotted to w State
ander this suleection during a year from funds Approprinted pursuant
toseetion 101 shall be decmed part of its allotiment imeder subseetion (a)
for such yeuar,

() hnaccordance with regulations of the Commissioner, any State
nay file with him a request that o specified portion of its allotment
under this title he added ta the sllotment of another Stzte nnder this
title for the pmrpose of ecting a portion of the Federand share of the
cost of provid cammunity service progeams under this title, 11 it
is found by the Comsissioner that the programs witl respeet to which
the request is made wonld meet needs of the State making the request
and that use of the specilicd potion of suel State's allonment, as
vequested by ity would assist in eaveying ont the |Inlr|wm‘s of this tivle,
such portion of such State’s allotment shall be added to vhe allonment
of the other Stale under this title to be nsed for the purpose referred
to above, .

(d) ‘The population of a State and of al) the Stmies shall be deter-
mined by the Commissioner on the basis of the we & veeent satisfactory
data availalle from the Department of <onoveree,

ion (a) for

USES OF MAOTTED FUNDS

See, 10800 State's allobinent wnder section 103 ae v be used, in
wecondanee with its State plan approved under seetion ha(by, to
provide new, expanded, or inproved compunity sevvice prog

RTATE PLANS

See. 106, (2) Any State desiving to reeeive its allotment of Feder:
funds awder this title shall designate or ereato n State ageney or iusii-
tution which has special qanlitications with respeet to solving com.
munity problems wnd which is broadly vepresentative of institutions
of higher edueation in the Stute which are competent. to olfer comnu-
nity serviee puv s. st shidl subanit to the Connuissioner throngh
the ngeney ov institution so designated a State plan, - H a State desives
to designate for the purposes of this seetion an existing Siate ngeney
ov iustitution which does not meet these vequivements, it wmay do so if
the agency or institution 1ukes such action as may be necessavy to
acquire such qualifications and assure pavticipation of soeh institn-
tions, or if it desiguntes or creates a State advisory council which
weets the requirements not inet by the designated agency or institntion
to consult with the desismated ageney or institmion in the prepaation
of the Siate plan. A State plan submitted muler this tivle shall be in
such detail as the Connmissioner deems necessary and shall—

(1) vrovide that 1he ageney or indtitution so desigmated or
createsd shall be the sole ageney for administeation of the plan or
for supervision of the administration of the plan: and provide
that sueh ageney ov ustitution: shall cousult whh any State
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advisory conncil requirvd to be ereatedt by this section with respect
to policy matters arising in the administration of such plan;

(2) set forth a comprehensive, coordinated, aml statewide sys-
tem of counnnnity service programs under which famds puid to
the State (inclmfin fimds paid to an institution pursuant to
section 106(¢)) umﬁr its allotiments under section 103 will bo
expended solely for connmunity service programs which have been
approved by the agency or institmion admiinistering the plan;

3) set forth the policies and procednres to be followed in
allocating Federal funds to institutions of higher ednention in the
State, which ‘)olioies and procednres shall insure that due con-
sideration will be given— : o

(A) to the relative caparity and willingness of partienlar
- tustitutions of higher edneation (whether public or private)
to provide effective coomnnnity service programs;

1B) to the availability of md need for communmity servico
pro;é;'ams among the popnlation within the State; and

(C) to the results of periodic evulnutions of the programs
carried ont mader thistitle in the light of information regard-
ing current and anticipated commmnity problems in the

tate; .

(4) set forth policies and procednres designed to assure that
Federal funds made availnble under this title will be so used as
not to supplant State or local funds. or funds of institutions of
higher education, bt to supplement and, to the extent practicable,
to increase the amounts of such funds that wonld in the absence
of such Federal funds be wnade available for comnmumity service

rograms; ) )

(5) set forth such fisenl control and fund neconnting procedures
ag may be necessary toassure pnm‘wr dishursement of and acconnt -
ing for Federal funds paid to the Stute (inclnding snely funds
‘;:gnd by the State or by the Conmmussioner to institutions of

igher education) under this title; and

(6) provide for naking snch repotts in snch form and contain-
ing such information as the Conmissioner may reasonably require
to carry ont his functions nnder this title, and for keeping such
records and for affording such access thereto as the Commissioner
may find necessary to assure the correctness and verilication of
such reports.

(b) Tlic Comnmissioner shall apyrove any State plan and any wodi-
fication thereof which complies with the provisions of subsection (n).

-

PAYMENTS

Stkc. 106, (n) Except as provided in s ‘hsection (D), payment wutler
this title shall be made to those State agencics and institntions which
administer plans approved under section 105(b).  Payments nuder
this title from a State’s allotment with rvespect to the cost of develop-
ing and carrying ont its State plan shall equal 75 per centmin of such
costs for the fiscal year ending June 30, 1966, 75 per centim of such
costs for the fiscul yenr ending Jyme 30, 1967, and 50 per centum of
such costs for each of the thrve suceeeding fiscal years, except that no
payments for any fiscal year shall be made to any State with respect
to expenditures for develuping and administering the State plan
which exceed 5 per centmin of the costs for that year for which pay-
ment. under this snbsection may be mnde to that State. or $25,000,
whichever is the greater.  In determining the cost of developing and
carrying out a State’s plan, theve shall be excluded any cost with respect
to which paymnents were received under any other Federal program.

4"
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Opportunity
for hearing,

Noncompliance,

. 72 stat, 941,

62 Stat, 928,

(b) No paywents shall be mule to any State from its nllotments for
any fisenl year nnless and nut il the Commissioner finds that the institn-
tious of Ingher cduention which will nrticipate in earrying ont the
State plan for that year will togwi her have availatile during that year
for expendituro from non-Federal sonrces for college and univoisit y
extension und continning edueation progirsans not. less than the total
ninonnt. actnally expended by those institutions for collesro and wniver-
sity extension and continning edncation programs from such sonrces
during tho fiseal year ending June 30, 1965, phis an nmonnt. oqual to
not less thun the non-Federal sharo of the costs with respect to which
pryment pursuant to subsection () is songht.

(c) Paywents to n State nnder this title may be made in install-
wments and in advanes or by way of reimbursemen: with necessary
adjnstments on acconnt of overpayments or underpayments, and they
may be paid directly to the State or to one or more participating insti-

tutions of higher education desiguated far this purpose by the State,
or Lo both.

ADMINISTAATION OF STATE PLANS

Skc, 107, (a) Thoe Commissioner shail not finally disapprove any
Stato plan submitted wder this title, or any modification thereof,
without first aterding the State agency or institntion submitting tho
plan reasonable wdice and opportunity for a hearing,

(b) Whenever she Commissioner, nfter reasonnble notice and oppor-
tunity for hearing to the State ageney or institntion administering a
Stato plan approved under section 105(b), finds that—

(1) the State plan has been o changed that it no longer com-
plies with the provisions of seetion 105(n), or
(2) in the adininistration of the plan there is a failure to cor-
ply substantially with any such provision,
the Commissioner shall notify the State agency or institution that the
State will nct be vegarded as elirible to participate in the program
under this title wutil he is satisfied that l\nore is no longer any such
failure to comply.

JUMCIAL REVIEW . L.

.

Skc. 108, (a) 1f any State is dissatisfied with the Commissioner's
final action with respect 1o the approval of its State plan snbmitted
under_seclion 105(a) or with his fiual uction nuder section 107(h),
such State may, within sixty days after notice of such action, file with
the United States court of nppeals for the circuit in which the State
is located n petition for review of that action. A copy of the petition
shall be forthwith transmitted by the clerk of the conrt. 10 the Com-
missioner. Tho Conunissioner therenpon shall file in the court. the
record of tho proceedings on which he Lnsml his action, as provided in
scetion 2112 o'f title 2%, United States Code.

(b) Tho findings of fact. by the Commissioner, if supported by sub-
stantial ovidence, shall bo conclusive; but the court, for good cnuso
shown, muy remand the ease to the Conmissioner to take urther evi-
dence, and tho Commissioner may thereupon make new or modified
findings of fact. and may modify his previons action, and shall certify
10 the comrt the record of the further proceedings,  Such new or modi-
fied findings of fuct shall Jikewiso be conclusive if supported by sub-
stantial ovidence. g

(c) Tho conrt shail lmve jurisdiction to aflirm the action of the
Commissioner or 10 st it nsi(llc, in whole or in part. The judgzment.
of the conrt shall bo subject to review by the Supreme Conrt of the
United States upon certiorari or certification as provided in section
125+ of title 28, {Tnile(l States Codo,

‘j’_a,“z‘)
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NATIONAL ADVISORY COUNCIL ON EXTENNION AND CONTINUING EDUCATION

Skc. 109, (a) The President shall, within ninety days of enactment
of this title, nppoint a National A dvisory Comeil on Extension and
Continving Eduention (heveafter veferred to as the *Advisory Conn-
cil”), consisting of the Comnnissioner, who shall be Chairman, one
representative ench of the Departnents of Agriculture, Commerce,
Defeuse, Labor, Interior, State, and Housing and Urlan l)e\-ulopmcm
and the Oflice of Economic Opportmnity, and of such other Federn
agencies having extension education responsibilities ns the President
may designate, mud twelve members nppointed, for staggered terms
and withont regard 1o the civil service laws, by the President.  Such
twelve members shail, to the extent possible, nclude persons knowl.
edgzeable in the ficlds of extension and continuing eduensd®n, State and
local oflicials, i other pevstns having special knowle? e, experience,
or qualification with respeet to commumity sroblems, and persons
representative of the general public.  ‘Fhe Advisory Conncil shall meet
at the cnll of the Chaivmnn bt not. less often fhan twice a year.

(b) The Advisory Comneil shall advise tife Commissioner in the
preparation of general eghlagions and with osryct. to poliey matters
arising in the administeation 6f+tis title, indluding policies nd pro.
cednres governing the approval of Stateplans under section Wa(h),
and policies o eliminate duplication and to effectunte the coordinnt ion
of programs under this title and other programs offering extension or
continning cdnention nctivitios and services.

() The Advisory Council shall review the adwministration and effec.
tiveness of all federally snpported extension mnl continning cduention
programs, inchiding community serviee prograns, make reconmmendn.
tions with respect thereto, and make ninl reports commuencing on
March 31, 1067, of its findings andl recommendations (inclhuding recom.
mendations for changes in the provisions of this title andd other Federal
Iaws relating to exiension and continning eduention activities) to the
Secretary and 1o the President. “I'he. Bresident shall transmit. each
such report to the Congress together with his comments and
recommicirlitions,

(d) Members of the Advisory Conneil who nre not regular full.
time employees of the United Sintes shall, while serving on the basi.
ness of the Council, be entitled to receivo compensation at vates fixed
by the Secretary, but not exceeding §,30 per day, including travel
Ome; and, while so serving awny from their homes or regnlar places
of business, meinbers may' bo allowed travel expenses, ineluding per
diem in lien of snbsistence, as anthorized by cection 5 of the Admin.
istrative Expenses Aet of 1946 (5 ULS.C. h-) for persons in the
Government. ervice employed intermitent] .

(e} Tho Seevetary shall engage suel teehmical assistance ns way be
required 1o carry: onl the functions of the Advisory Comneil, and the
Seeretary shall, in addition, make available to the Advisoey Conneil
such seeretarial, elevienl, and other assistanee and such pertinent.
data prepared Ly the Department of Health, Edueation, and Welfare
as it nay roquire to earey ont its functions.

(f) Tn carvying out its fimetions pursnant to this seetion. the
Advisory Couneil may utilize the services mad facilities of any ageney
of tha Federal Govermment, in accordancs with agrecinents between
the Seeretary and the hend of such agency.

RELATIONSHIP TO OTUFR PROOAAMS

Sec. 110. Nothing in.this title shall modify nuthorities under the
Act of February 23, 1917 (Smith-Hughes” Vocationnl Education
Act), as amended (20 US.C. 11-15, 16-28) ; the Voentionn! Ednen-
tion Act of 194G, as amended (20 U.S.C. 15i-15m, 150~13q, 15aa~15jj,

and 1500a-15ggg) ; the Vocational 25 tion Act of 1963 (20 U.S.C,
ﬂ § N

o ¢

Appointeent by
President,

duties,

Herorts to
Presilent and
Congrass,

Corpensation,

60 Stat, 808;
75 Stat, 339,
340,

P

39 Stat, 929,
60 Stat. 775,
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77 Stat. 403, 35-35n) ; titlo VI11 of tho Housing Act of 1964 (Public Law 88—
78 Stat. 802, 5G0) ; or the Act of May 8, 1914 (Smith-Lever Act), as amended

20 usc 8ol - B11, (7 U.S.C. 311-348).
67 Stat. a:.-}

T,

LIMITATION ‘
/ Sec. 111. No grant may be made under this title for any educational
' program, activity, or service reluted to sectarian instrnction or religious
“Sohool/or de-  worship, or provided by n school or department of divinity. For pur-

partment of poses of this section, the term “school or dopartment of divinity™ means
divinity, an institution or a department or branch of an institution whose pro-

raw is specificully for the educntion of students to prepure them to
me ninisters of religion or to ¢uter upon some other religious
vocation, or to prepare them to teach theological subjects.

TITLE H—COLLEGE LIBRARY ASSISTANCE AND
LIBRARY TRAINING AND RESEARCH

Part A—CoLtrcr Liunrary Resovncrs
APPROPRIATIONS AUTHORIZED

. Skc. 201, There are authorized to Le approprinted 50,000,040 for
tho fiscal year cnding June 30, 1966, und for each of the two sneceeding
fiseal years, to euable the Commissioner to make grants under this part
to institutions of higher education tc nssist and enconrage such institu-
tions in the nequisition for library purposes of books, periodicals. docn-
monts, magnelit tapes, phono;;]rnph records, nudiovisunl inuterials, and
othor related library materinls (including necessary binding). For
tho fiscal year ending Juno 30, 1969, and the succeeding liscal year,
there may be np\)l_'oprimed, to enable the Commissioner to inuke such

vants, only sucli suins as the Congress may hereafter authorize by
aw.
BASIC GRANTS

Sk 202 From 75 per centum of the sums nppuopriated pursuant to
section 201 for any fiseal year, the Commissioner is nuthorized to mifk:e
_basie grants for the purposes set forth in that seetion to institntions of
higher education and combinations of such institutions. The amount
of a basic grant shall not exceed 35,000 for each snch institution of
higher education and cach branch of such institution which is located
in n comnumity different from that in which its parent institution is
located, as determined in nccordance with regulations of the Commis-
sioner, und a bnsic grant under this subsection muay he mude only if the
application therefor is approved by the Commnissioner upon his deter-
mination that the application (whether by an individual institntion or
n combination of institutions)— . .
(n) provides satisfnctory assurance that the applicant will
expend during the fiscal year for which the grant is requested
(from funds other than funds received under this part) for all
library purposes (exclusive of construetion) (1) an amount not

14
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REGULATIONS

TITLE |
Higher Education Act of 1965

(Reprinted from Federal Register, Vol. 31, No, 68
Friday, April 8, 1966)

Titie 43—PUBLIC WELFARE

Chapter —Office of Education, De-
partment of Health, Education, and
Welfare

PART 173—FINANCIAL ASSISTANCE
FOR COMMUNITY SERVICE AND
CONTINUING EDUCATION PRO-
GRAMS

Part 173 establishes regulations for the
administration of sections 101-111, in.
clusive, of Title I of the Higher Education
Act of 1965, Public Law 89-320, 79 Stat.
1219. 20 11.8.C. 1001.

The program: described in this part 15
subject o the requirements of Title VI
of the Civil Rights Act of 1964 (P.L. 88-
352, 78 Stat. 252, 42 U.S.C. Ch 21
which ‘provides that no person in the
United States shall, on the ground of
race, color, or national origin, be excluded
from particpation in, be denled.the
benefits of, or bé subjected to dis-
crimination under any program or
actlvity recelving Federal financial
assistance. Accordingly, payments made
pursuant to the regulations in this part
are subject to the regulations in 45 CFR
Part 80 issued by the Secretary of Health,
Education, and Welfare, and approved
by the President, to effectuate the pro-
vislons of section 601 of the Civil Rights
Act of 1964.

Subpart A—Definitlons and Program Oulline
8ec,
173.1 Definitions.
1732 Program outline.

Subpart B—Siate Plan: Submission,
Amendments, Approvals

173.3 State agency or institution.

1734 SBubmission of State plan and annual
amendments.

1735 Amendments to State plan.

173.6 Approval of State plan; noncompli-
ance; judicial review.

173.7 Ineligible programs,

1738 Relation to other Federal programs.

Subpart C—State Plon Provisions
1739 Administraetive information.

173.10 Policles and procedurcs for selectinn
of community problems.

173.11 Policles and procedures for selection .

.of institutions.

173.12 Annual program plan.

173.13 PFiscal assurances,

173.14 Fiscal procedures.

173.18 Institutional assurance.

173.16 Policies and procedures for State
agency administrative review and
evaluation.

173.17 Transfer of funds to participating
institutions.

173.18 Accounting bases for expenditures.

173.19 Certification of State plan.

173.20 Reports. -

Subport D—Federal Financlal Participation

17321 Pederal Afinancial perticipation—
general.

173.23 Required certification by State
agency.

173.23 Fiscal year to which an expenditure
is chargeable.

173.24 Effective date for allowable expendi-

173.25 Proration of coets.

173.26 Deviation from estimates.
173.27 Eligible costs.

173.36 Piecal audits.

173.290 Retention of records.
173.30 Disposition of equipment.

Subport E—Povmonf an!uno

173.31 Federal payment to a State.

17333 Conttnuing - authorization of pay-
ment.

17333 Adjustments.

17334 Reallotment.

173.35 1Interstate transfer of allotmenta.

17338 Interest on Federal funds.

17337 Termination of program.

AUTHORITY: The provisions of this Part

173 issued under sec. 803(a), P.L. 89-339, 79
Etat. 1270.

Svbpart A—Definitions and Program
Ovutline

§173.1 Definitions.

As used in this part:

(a) “Act” means the Higher Educa-
tion Act of 1965 (PL. 898-322, 79 Stat.
1218, 20 U.8.C. 1001).

(b) “Commissioner” means the U.S.
Commissioner of Education, Department
of Health, Education, and Welfare.

105 o
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(c) “Community service program'
means an educational program, activity,
or servioe offered by an institution(s)
of higher education and designed to
assist in the solution of community prob-
lems in rural, urban, or suburban arcas
with particular emphasis on urban and
suburban problems. Community serv-
ice program” may include but is not lim-
ited to a research program, an extension
or continuing education activity, or a
course, provided, however, that such
courses are extension o~ continuing edu-
cation courses and ar¢ either fully ac-
ceptable toward an arademic degree, or
of college Jevel as deiermined by the in-
stitution offering such courses.

(1) "Educational service” means an
aspect of the community service program
involving the resources of an instilu-
tion(s) of higher education, including
equipment and library materials used in
support of efforts to solve community
problems.

(2) "Educational research program’
means an experimental activity or dem-
onstration carried out on an objective
and systematic basis using the resources
of an Institution(s) of higher cducation
to identify and develop new, expanding,
or improved approaches to the solution
of community problems.

(3) "Extension and continuing cduca-
tion" refers to the extension and con-
tinuance of the teaching and research
resources of an institution of higher ed-
ucation to meet the unique educational
needs of the adult population who have
either completed or interrupted their
formal training. Instructional methods
include, but are not limited to, formal
classes, lectures, demonstrations, coun-
seling and correspondence, radio, tele-

, vision, and other innovative programs

of instruction and study organized at a
time and geographic location enabling
individuals to participate. Prograins of
continuing and extension education as-
sist the Individual to meet the tasks im-
posed by the complexities of our socjety
in fulfilling his role in the world of work,
as an informed and responsible citizen,
and in his individual growth and devel-
opment.

(d) “Depariment” means the Depart-
ment of Health, Education, and Welfare.

(e) "Fiscel year” means the period
beginning on the first day of July and
ending on the following June 30, and is
designated by the calendar year in which
the fiscal year ends.

(f) “Institution of higher education”
means an educational institution in any
State which (1) admits as regular stu-
dents only persons having a certificate

16

of graduation froin a school providing
secondary cducation, or the recofnized
equivalent of such a certificate, (2) is
legally authorized within such State to
provide a program of education beyond
secondary: education, (3) provides an
educational program for which it awards
a bachelor's degree or provides not less
than a 2-year program which is accept-
able for fuli credit toward such a degree,
(4) is a public or other nonprofit institu-
tion, and (5) is accredited by a na-
tionally recognized accrcditing agency
or assoclation as determined by the
Commissioner or, if not so accredited, is
an jnstitution whose crcdits are ac-
cepted, on transfer, by rnot less than three
institutions which are so accredited, for
credit on the same basis as if transferred
from an institution so accredited. Such
term also includes any business school
or technical institution which meets the
provisions of subparagraphs (1), (2),
(4), and (5) of this paragraph.

(g2 “Nonprofit 1nstitution™ means aii
institulion owned and opecrated by one
or more nonprofit corporations cr asso-
clations no part of the net earnings of
which inures, or may lawfully inure, to
the benefit of any private shareholder
or individual.

(h) “School or department of divin-
ity” means an institution, or a dcpart-
ment or branch of an institution, whose,
educational program is specifically de-
signed to prepare students to become
ministers of religion, to enter upon some
other relicious vocation, or to teach theo-
logical subjects.

(1) "Sccretary” means the Secretary of
Hecalth, Education, anud Welfare.

(§j) “State” includes, in addition to the
several Statesof the Union, the Common-
wcalth of Puerto Rico. the District of
Columbtia, Guam. American Samoa, and
the Virgin Islands.

(k) "State agency or institution’” or
“State agency” means the State agency
or State Insvitution designated or
created pursuant to section 165(a) of the
Act and § 173.3.

§ 173.2 Pregram outlinc.

The program described in this part
shall be administered by the State agency
or institution pursuant to a State plan
developed and submitted through the
State agency or institution and approved
by the Commissioner. The State plan
shall sct forth a comprehensive. coordi-
nated. and statewide system of com-
munity service programs designed to
assist in the solution of community prob-
lems in rural, urban, or suburban areas
(with particular emphasis on urban and
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suburban problems), such as, but not
limited to. housing, poverty, Govern-
ment, recreation, employment, youth op-
portunitics, transportution, health, and
land use, by utilizing the resources of in-
stitutions of higher educatlon. The State
plan and nccessary amendinents thereof,
once approved by the Commissioncr, shall
constitute the basis on which Federal
payments will be made as well as the
basis for determining the propriety of
expenditures by the State and vartic-
fpating institutions in which there is
Federal participation.

Subpart B—State Plan: Submission,
Amendments, Approvals

§173.3 Stme agency or insi

(a) The State shall dcsignate or
create &-single State agency or institu-
don to develop, submit, and administer
and/or supcrvise the administration of
the State plan. The agency or institution
so designated or created shail include
individuals who have spceial qualifica-
tlons or experience in working with and
solving community problems, and wha
are broadly representative of institutions
of higher cducation in the State, pub-
lic and private, which are competent to
offer community service programs. The
State may, however, designate an exist-
ing State agency or institution which
does not mcet the above requircments,
provided that (1) the State ageney or
institution takes such aetion as neecssary
to acquire sueh qualifications and to
assure participation of such institutions:
or that (2) the State designates or
creates a State advisory council which
meets the requirements not met by the
designated State agency or institution to
consult with the designated State agency
or institution in the prepavation of the
State plan and nccessary amendments
theretd Mid in.connection with any policy
matters arising in the administration of
the plan.

(b) Prior to submission of a State
plan, the State shall submit to the Com-
missioner a satisfactory assuranee and
explanation regarding the basis on which
the requivement of this section and sce-
tion 105¢(a) of the Act are iact. The
Sta‘e shall also desigrate the official of
the State ageney or institution with
wh.im the Commissioner is to ecommuni-
cate for purposes of Title I of the Act.

(¢) The State asency or institution
shall notify the Commissioner within 15
days of changes in the composition of
either the Statc agency or institution, or
the State advisory council, if any, affcct-
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ing its special qualifications with respect
to solving community problems or its
being broadly representative of institu-
tions of hizher cducation in the State.
public and private, which are competent
to oifer community service programs.

§ 173.4  Submmission of Sune plan and
anml amendmems,

(@) A State plan shalt be submitted by
the duly authorized officer of the State
atzency or institution for approval by the
Commissioner. For the fiscal year 1966.
the information required by § 173.12 shalt
be submitted with the original State
plan. The State plan must be amended
prior to September 1, 1966. for the fiscal
year 1967 and thereafler prior to the
commencement of ecach fiscal year for
which funds are requested, in order that
the State plan will cerrently set forth
the information required by §173.12.
This amendinent shall be sighed and
certified in the same manner as the origi-
nal plan submitted and shall become
effective upon apbroval by the Commis-
sioner. (For procedurcon other amend-
ments, see § 173.5.)

(b) Notwithstanding the approval of
a State plan during any prior year, unless
and until the annual amendment has
been submitted by the State agency or
institution ‘and approved by the Commis-
sioner there is n» basis upon which new
commitments may be made by the State
agency.

§ 173.5\ Amendments to Sine plan.

In addition to the snnual amendment
required under §1734, the State plan
shall be appropriately amended when-
ever there is any material change in the
designation of the State agency, the con-
tent or administration of the State plan,
or when there has been a change in per-
tinent State law. Such amendment shall
clearly indicate the changes and shall be
signed and certified in the same manner
as th2 original plan submitlted and shall
become effective upon approval by the
Commissioner.

§ 173.6 Approval of Sume plan; non-
compliance; judicial review.

(a) The Commissioner shall approve
any State plan or amendment thercof
which complies with the provisions set
forth in the Act and this part: (For
effective date of State plan, see § 173.24.)
No plan, or amendment thercof, shall be
finally disapproved until the State agen-
cy or institution submitting the plan is
aflurded reasonable notice and opportu-
nity for a hearing.
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(b) Where the Commissioner, after
glving reasonable notice and opportunity
for a hearing to the State agency or
institution administering a State plan
approved undcr section 105(b) of .the
Act, finds that (1) the State plan has
been so changed that it no longer com-
plies with any provision of section 105(a)
of the Act, or that (2) in the administra-
tion of the plan there Is a failure to
ocomply substantially with any such pro-
vision, the Commisstoner shall notify the
State agency that the State is no longer
regarded as eligible to participate in the
program until the Commissioner is satis-
fled that there is no longer any such
fallure to comply.

(c) Final actions of the Commissioner
with respect to approval of a State plan
or amendment thereto, or changes in or
noncompiiance with an approved State
plan or amendment thereto are subject
to judicial review, pursuant to section
108 of the Act. .

§ 173.7 Incligible programs.

No payment may be made from a
State’s allotment under this part for

(a) any community service program

which relates to sectarian instruction or
religicus worship or (b) any community
service program which is provided by
a school or department of divinity. An
institution of higher education which

has a school, branch, department or

other administrative unit within the
definition of “school or department of
divinity"* as set out in § 173.1(h), is not
precluded for that reason from partici-
pating in the program described in this
part, if the community service program
1s not offered by that school, branch, de-
partment, or administrative unit and,
as in all other cases, the community
service program 18 not related to sec-
tarian instruction or religlous worship.

§173.8 Relation to other Federal pro-
grams,

Nothing in this part shall be construed

" to mean that a proposed program shall

be excluded from participation on the
basis that it would also be eligible to
receive financial assistance under an-
other Federal program.

Subpart C—State Plan Provisions
§173.9 Adminisirative information.

The State plan shall contain a state-

or created ghall be the sole agency fcr
administration of the plan or for super-
vision of the administration of the plan,
and that such agency or institution shall
consult with any required State advisory
council with respect to policy matters
arising in the preparation and adminis-
tration of the plan.

§ 173.10 Policics and procedures for
selection of community problems.

‘The State plah shall contain a general
statement setting forth the policles and
procedures which will be followed by
the State agency in selecting those com-
munity problem(s) or specific aspects

thereof for the solution of which Federal .

funds allotted under this program will
be used. The statement shall describe
any general methods and/or criteria
which the State agency has determined
will be used in making such selection(s).

§ 173.11 Policies and procedures for
sclection of institutions.

‘The State plan shall contain a state-
ment of the policies and procedures to be
used in selecting the institution(s) of
higher education for participation under
the State plan. This statement shall de-
scribe the policies and procedures to be

in connection with the review of
applications submitted by institutions of
higher education interested in partici-
pating in this program, and ghall insure
that adequate notice of the selected com-
munity problem(s) for the solution of
which financial assistance under this
program shall be used, will be given to
institution(s) of higher education which
might qualify for participation. The
State agency or institution shall indi-
cate the criteria which will be used in
selecting institutions of higher education
for participation and the consideration
which will be given to the following:

(a) Whether the program, service, or
activity proposed to be undertaken by an
institution of higher education is specif-
ically designed to directly assist in the
solution of urban, rural, or suburban
problems with special emphasis upon
urban and suburban problems;

(b) Whether the relative capacity and
willlngness of the particular institu-
tion(s), public or private, will be utilized
to provide effective communily service

rograms;
(c) Whether the Drogram . servicn orF
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all educational program of the Institu- .

tlon(s) of higher education;

(e) Whether a single community serv-
fce program will be undertaken by two
or more institutions of higher education
within the State or by or with one or
more institutions in other States; and

(f) Whether the results of beriodie,
objective and systematic evaluations of
the programs, services, and activities will
be considered in the light of information
regarding current and anticipated com-
munity problems.

§173.12 Annual program plan.

(a) The annual program plan shall be
submitted as an amendment on an an-
nual basis as required under § 173.4.

(b) The annual program plan submis-
sion shall contain a statement describing
the specific aspects of the comprehensive,
coordinated, and statewide system of
community service programs for which
financial assistance 1s requested, and the
basis for the selection of the community
service programs. ‘The description of the
method followed by the State agency in
determining the community problem(s)
or aspects thereof to be solved shall in-
dicate that, and the degree to which:

(1) The State agency has consulted
with representative community leaders,
assoclations, and organizations, and with
representatives of institutions of higher
education;

(2) Due consideration has been given
to the existence of other federally
financed programs dealing with similar
and other community problems in the
State and coordination with those pro-
grams, particularly in determining pri-
orities of problems;

(3) Due consideration has been given
to the resources of institutions of higher
education especially relevant or adapta-
ble to develop and carry ont community
service programs related to the commu-
nity problems seclected;

(4) Due consideration has been given
to the relationship of the aspect of the
community problem(s) selected for solu-
tion to other significant community
problems in the State; and

(5) Other criteria have been used in
selecting community service problems to
be included under the program.

(¢) In describing the particular com-
munity problem(s) and the aspects
thereof that the State will attempt to
solve, the State plan shall indicate, spe-
cifically, the part of the overall prob-
lem(s) with which each particular
program will be concerned; the scope,

prevalence, complexity, duration, and
other anpronriate enacifQe asnects of the
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the types of activities proposed and simi-
lar tyes of existing or contemplated ac-
tivities in the State. The statement
shall also indicate whether the prob-
lem(s) and specific aspects thereof exist
in all types of communities or whether
they are of general significance to the
State as 8 whole although not specifical-
ly manifested in all communities thereof.
The statement shall also indicate the
approximate amount from the State's
allotment that the State agency estl-
mates will be required in order to carry
out each type of program which will be
undertaken in attempting to solve these
problems.

(d) As an alternative. if a State has
determined the programs, activities, and
services which will be undertaken pur-
suant to its plan to assist in the solution
of the community problems selected as
part of a comprehensive, coordinated,
and statewide system of community serv-
ice programs, it may set forth such pro-
grams, activities, and services in detafl
and cost estimates for each, in lieu of the
descriptions required under the ebove
paragraph.

(e) If a State indicates a desire to
solve community problems other than
those possible under its allotment, it may
indicate such problems with the same
specificity as given those presently to be
undertaken and give the priority of im-
portance and the basis therefor together
with budgetary estimates of each pro-
gram, service, or activity. Such pro-
grams, services, and actlvities will be
considered for reallocation of funds as
provided for under section 103(b) of the
Act and § 173.34.

§173.13 Fiscal assurances.

The State plan shall contain:

(a) A statement of the policles and
procedures designed to assure that Fed-
eral funds allotted to the State for the
program described in this part will not
be used to supplant State or local funds,
or funds of Institutions of higher educu-
tion but to supplement and, to the ex-
tent practicable, to increase the amount
of such funds that would othcrwise be
made avallable for community service
programs.

(b) A statement of assurance that the
State agency will, prior to approval of
any communily service program under
the plan, provide the certification re-
quired under § 173.22.

§173.14 Fiseal procedures.

The State plan shall contain:
(a) A statement setting forth such
fiscal control and fund accounting pro-
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proper disbursement of and accounting
for Federal funds paid o the State, in-
cluding such funds paid by the State to
institutions of higher education. Such
procedures shall be in accordance with
applicable State law and regulatfons
which shall be set forth in the plan or
an appendix thereto and shall assure
that accounts and supporting documents
relating to any program involving Fed-
eral financial participation shall be
adequate to permit an accurate and ex-
peditious audit of the program. .

(b) A statement assuring that all ex-
penditures of institutions of higher edu-
cation claimed for Federal financial
participation or matching purposes or
for any other purpose relevant to the
program described In this part will be
audited either by the State or by appro-
priate auditors; and indicating, if the
audit is to be conducted at the institu-
tional level, how the State agency will
secure information necessary to assure
proper use of funds expended under the
Act‘ by such institutions of higher edu-
cation.

§173.15 Institutional assuranece.

(a) The State plan shall contain a
statement of assurance that, prior to ap-
proval of any community service pro-
gram under the plan, each institution of
higher education proposing such com-
munity service program shall submit to
the State agency a certification:

(1) That the proposed program is not
otherwise available;

(2) That the conduct of the program
or performance of the activity or service |
Is consistent with the institution’s over-
all educational program and is of such a
nature as is appropriate to the effective
utilization of the institution’s special re-
sources and the competencies of its
faculty; and

(3) That, if courses are involved. such
courses are extension or continuing
education courses and (i) that they are
fully acceptable toward an academic de-
gree, or (4i) that they are of college
level as determined by the institution
offering the courses.

(b) Copies of the certifization required
by paragraph (a) of this section shall be
maintained by the State agency and
made available to the Commirsjoner upon
request.

§173.16 Policics and proccdures for
State agency administrative review
and evaluation,

The State plan shall contain a state-.
ment of the policies and procedures to
be followed by the State agency in mak-
ing periodic, systematic and objective ad-

ministrative reviews and evaluations in
order to evaluate the status and progress
of particular programs in terms of the
annual program proposals and overall
objectives stated in the plan.

§173.17  Transfer of funds to partic-
ipating institutions, -

The State plan shall contain a state-
ment of the policies and procedures tos
be followed in determining, for each in-
stitution selected for participation under
the plan, whether payment of funds shall
be made (a) as a reimbursement for ac-
tunl expenditures; (b) as an advance
prior to actual expenditures; or (c) a
combination of reimbursements and ad-
vances. The State plan shall provide
that when, under any payment proce-
dure, the State agency determines that
an overpayment has been made, adjust-
ments shall be made by repayment or by
sctoff against payment thereafter.

§173.18 Accounting bascs for expendi-
tures,

(a) Stale level expenditures. The
State plan shall specify the particular ac-
counting basis (cash, accrual, or obliga-
tion) used by the State agency and shall
set forth the relevant State laws, rules,
and regulations. (Aecounting practices
relating to payments to participating in-
stitutions are described in § 173.23(b).)

(b) Participating institutions expendi-
turcs. The State plan shall provide that
.the State agency will be responsible for
ascertaining the accounting practice of
each institution at the time of its selec-
tion for participation under the State
plan and for maintaining such fnforma-
tion in the State agency.

§ 173.19  Centification of State plan,

(a) The State plan shall include as a
part or appendix thereto:

(1) A certification by the official of the
State agency authorized to submit the
State plan that the plan (or amend-
ment) has been adopted by the State
agency and will constitute the basis for
operation and administration of the pro-
grams described therein;

(2) A certification by the appropriate
Statc legal officer that the State agency
named in the plan is the sole State
agency for the preparation and adminis-
tration or supervision of the administra-
tion of the plan, and has authority under
State law to develop, submit, and ad-
minister or supervise the administration
of the plan and that all the provisions
contained in the plan are consistent with
State law,

(b) Citations to, or copies of, all rele-
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vant statutes, regulations, court deci-
sfons, and directly pertinent policy
statements or interpretations of law by
appropriate State officials shall be fur-
nished as part of the plan.

§173.20 Rcports.

The State plan shall provide that the
State agency will make and submit to the
Commissioner the reports listed below

in accordance with procedures estab-’

lished by the Commissioner; and that the
State agency will maintain such records,
afford such access thereto, and comply

with such other provisions as the Com--

missioner may find necessary to substan-
tiate and/or verify the information con-
tained in the reports.

() An estimated budget itemizing the
amount of funds which nave or will be
required by the State agency for devel-
oping and administering the State plan,
to be submitted at the time of the sub-
mission of the original State plan and
thereafter concurrently with the annual
amendment of the State plan;

(b) A detailed statement, descrlblng'

the proposed operation of each com-
munity service program, to be submitted
immed:ately upon approval of said pro-
gram by the State agency;

(c) The certification required under
§173.22; :

(d) A progressreport, containing an
evaluation of each approved community
service program and indicating total ex-
penditures incurred in each such pro-

gram as of the date of evaluation, to be °

submitted on a semiannual basis;

(e) A report of the total amount
charged against the State’s allotment
during a particular fiscal year, to be sub-
mitted at the close of the fiscal year;

(f) An annual report containing an
evaluation of the State plan program
and its administration in terms of the
plan provisions and program objectives;

(g) A copy of any independent evalua-
tions of the State plan, its program, ob-
jectives and/or administration, or of any
other nature, if obtained by any State,
State agency or institution, or State ad-
visory council; and

(h) Any other reports containing such
information in such form as the Com-
missiorier may, from time to time, re-
quire in order to carry out his functions

under the Act. I 11

101

Subpart D—Federal Financial
Participation

§ 173.21  Federal finuncial  participa.
tion—general.

(a) The Federal Government will pay
from each State's allotment an amount
equal to 75 percent for the fiscal years
ending June 30, 1966, and June 30, 1967,
and 50 percent for the next 3 succeeding
fiscal years, of the total amount expended
(on eligible costs as defined in § 173.27)
by the State agency and the institutions
participating under the State plan, ex-
cept that, in calculating such total
amount, there shall be excluded any
amounts received for the same purpose
under any other Federal program and
the matching funds required therefer.
Where fees, if any, exceed the. non-Fed-
eral share of the cost of the program, as
determined above, the Federal share shall
be reduced by the amount of this excess.

(b) No payment for any fiscal year
will be made, however, with respect to
expenditures for developing or admin-
istering the plan by the State agency
which excced 5 percent of the total eli-
gible costs for that year or $25,000,
whichever is greater.

§173.22 Required certification by Suie
ageney.

As a condition to receipt of any pay-
ments under the program described in
this part, the State agency must submit
to the Commissioner, both at the time
that it initially determines the institu-
tions of higher education to participate
under the State plan, and each time that
it approves a new, program involving an
institution not previously participating,
a certification that all institutions par-
ticipating under the plan will together
have available during that year from
non-Federal sources for expenditure for
extension and continuing education
programs not less than the total amount
actually expended by those institutions
for extension and continuing education
programs from such sources during the
fiscal year 1965, plus an amount which
is not less than the non-Fecderal share
of the costs of community scrvice pro-
grams for which Federal financial assist-
ance is requested. The -certification
shall also state that the State agency
has obtained all information iucluding
records documenting expenditures neces-
sary to make the above-noted finding
and that such documents shall be kept
by the State agency and made available
to the Commissioner upon request. The
certification required under this section
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shall constitute the basis for the finding
required to be made by the Commissioner
under section 106(b) of the Act.

§173.23 Fiscal year to which an expen.
diture is chargeable.

Allotments to a State under this part
are made with respect to a fiscal Year
commencing on July 1 and ending on
the following June 30.

(a) Except as provided in paragraph
(b) of this section, expenditures by the
State agency shall be charged against
the allotment for the fiscal year in which
the expenditure was incurred as deter-
mined by State law governing the ac-
counting practices by the State agency.

(b) The amount of Federal financial
participation in any community service
program approved under a State plan
shall be charged against the allotment
for the fiscal year in which the approval
was made and was necessary in order Lo
activate the program in due course, re-
gardless of whether the actual payments
to, or expenditures by, the participating
institution are made prior or subsequent
to the close of that fiscal year.

§173.24 Effective date for allowable
expenditures,

Except for expenditures by the State
agency for development and adminis-
tration of the State plan or annual
amendment thereof, Federal financial
participation is made only with respect
to amounts expended under an approved
State plan. For the purpose of this part,
and absent any contrary notification, the
date on which the original State plan
or subsequent annual amendments
thereto shall be considered to be in effect
is the date of approval by the Commis-
sioner. The State agency will be apprised
of this effective date in the notlce of ap-
proval sent to the State agency by the
Commissioner.

§173.25 Proration of costs,

Federal financlal participation is avail-
able only with respect to that portion of
any cligible costs as deflned in § 173.21,
attributable to the development and ad-
ministration of a State plan or the car-
rying out of any community service
program approved thereunder. The
State agency and individual participat~
lag institutlons must maintain records
to substantiate the proration of expendi-
tures for all eligible costs,

§173.26 Decvintion from estimates, -

Expenditures will not be considered
Ineligible for Federal financial partici-
pation solely because of minor doviations

from the estimate of the amount or na-
ture of the expenditure as set forth In
the plan or in required reports submitted
thereafter, provided that the expendi-
tures in question are made in connection
with a program under an approved State
plan, in accordance with the Act and this
part, and that the total Federal share
under the plan will not exceed the State’s
allotment.

§ 173.27 FEligible couts,

(a) State level. To the extent that
they are directly attributable to the de-
velopoment and administration of the
State plan or annual amendment thereto,
the State agency may receive an amount,
not to exceed 5 percent of the total eli-
gible costs for the year for which pay-
ment Is requested, or $25.000, whichever
is greater, to cover the cost of:

(1) Salaries of the staff, both profes-
sional and clerical, including all amounts
deducted or withheld as contributions to
retirement, health, or other welfare ben-
efit funds maintained for employees of
the State agency;

(2) Employer’s contributions to retire-
ment, health, workmen's compensation,
and other welfare funds maintained for
employees of the State agency:,

(3) Consultants’ fees in accordance
with State standards;

(4) Expenses connected with commit-
tees, workshops, and conferences;

(5) Travel expenses of staff and con-
sultants thereto, including advisory coun-
cil members. ‘Travel expenses are limit-
ed by travel regulations pertaining to
State employees and those considered
working with or consulting with the
State:

(6) Malling, telephone, and other
communications costs;

(1) Supplies, printing, and printed
materials; .

(8) Rental of, or, where economically

“Justified, purchase of office equipment

and equipment necessary for developing
and administering the State plan; and
(9) Rental of office space (including
the costs of utilities and janitorial serv-
fces) fn privately or publicly owned
buildings if (1) the State agency will ve-
ceive benefits during the period of occu-
pancy commensurate with such expendl-
tures, (ii) the amounts pald by the State
agency are not in excess of comparable
rental in the particular locality, (1ii) the
expenditures represent an actual eost to
the State agency, and (iv) in the case of
publicly owned buildings, like charges are
made to other agencles occupying similar
space.
(b) Participating institutions of
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higher education—(1) Direct costs. To
the extent dircctly attributable to the
carrying out of a community service pro-
grani, a participating institution of
higher education may treat as direct
costs:

(1) Personnel costs, both professional

- and clerical, regular staff and consult-

ants, including all amounts deducted,
withheld, or contributed to retirement,
health, or other welfare benefit funds
maintained for employees of the partici-
pating institutions; )

(ii) Material costs, where ; materinls
aro directly consumed or expended in
carrying out the program, including the
cost of supplies, mailing, and printing;

(iil) Travel expenses of institutional
personnel and consultants, in accordance
with institutional regulations or policies;
and

(iv) Rental of, or, where economically
justified, purchase of specialized program
equipment which is not otherwise avall-
able at the institution.

(2) Indirect costs. A participating
institution may treat as indirect costs an
amount which is computed on the basis
of the principles for indirect cost deter-
mination set forth in Burecau of the
Budget Circular A-21 as amended.

§ 173.28 Fiscal audits.

The Department will audit the records
relating to the expenditures by the State
agency in order to determine whether
the State agency has properly accounted
for Federal funds. The State agency
shall be responsible for the audit of
funds expended by the finstitutions of
higher education participating in the
program.

§ 173.29 Retention of records.

‘(a) General rule. The State agency
shall provide for keeping accessible and
intact all records supporting claims for
Federal grants, or relating to the ac-
countability of the State agency or par-
ticipating institution of higher education
for expenditure of such grants or to the
expenditure of matching funds, until the
State agency is notifled that such records
are not needed for program administra-
tion review or of the completion of the
Department’s fiscal audit, whichever first
occurs.

(b) Questioned expenditure. The re-
cords involved in any claim or expendi-
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remains on termination of the program
described in this part.

(i) To the extent an item purchased
from grant funds has been used for credit
or “trade-in” on the purchase of new
items of equipment, the accounting obli-
gation shall apply to the same extent to
such new items.

(b) Inventories and records are re-
quired to be kept for all items of equip-
ment, initially costing $100 or more in
which the Federal Government has par-
ticipated (whether acquired with funds

derlved from Federal grants or from -

matching funds). The State educa-
tional agency shall maintain records
sufficient for a determination as to
whether the use of such equipment con-
tinues 40 be for a purpose provided for
under TitleI of the Act, or, if not, records
showing its disposition.
. Subpart E—Payment Procedures

§ 173.31 Federal payment 10 a State.

(a) Payments to a State under this

pait may be made directly to the State
agency, or, upon special request of a
State agency, to one or more participat-
ing institutions of higher education.
(b) Payments will be made oniy after
approval of the State plan and any re-
quired annual amendments thereto, and
receipt of the certification required un-
der § 173.22. Payments may be made in
equal or graduated installments eiiher
in advance or by way of reimbursement
on the basis of estimates contained in the
State plan or amendments thereto, and
any other reports required to be sub-
mitted under section 105¢a) (6) of the
Act or § 173.20. Necessary adjustments
will be made at the time of each payment
on account of overpayments or under-
payments for any prior period. Atten-
tion is directed to §§173.32 and 173.36.
§ 173.32 Continning authorization of
payment.

(a) Until the State agency is notified
by the Commissioner that (1) a redeter-
mination has been made of the amount
to which a State is eligible or (2) a find-

"Ing has been made pursuant to section

107(b) of the Act and § 173.6 that the
State Is no longer eligible to participate
in this program, the Commissioner shall
be deemed to have given implied author-
ization of further payments under this
part.

(b) Neither the approval of the State
plan. the issuance of a Letter of Credit
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§ 173.30 Disposition of equipment,

(a) The Federal share of the cost of
any single item of equipment initially
costing $100 or more in which the Federal
Government -has participated (whether
ecquired with funds derived from Fed-
eral grants or from matching funds)
which ceases to be used in the community
service program, or in connection with
the administration of the plan under
which it was purchased, or is on hand on
the termination date of the community
service program for which it was pur-
chased or the program described in this
part, shall be accounted for by one of
the following methods:

(1) Similar program usage. An item
may be used, without adjustment of ac-
counts, in any other community service
program (whether or not recelving
financial assistance under this program)
provided, however, that during such use
no charge for depreciation, amortization
or other use shall be made against any
existing or future Federal grant or con-
tract. An item may be sold and the
Federal share of the net proceeds of sale
credited to the institution’s or State
agency’s account for program use.

(2) Nonprogram usage or disposition;
crediting of proceeds or value. (1) If,
during the period of its useful life, an
item is sold or transferred for other than
program use, or, if used or disposed of in
any other manner, the Federal share of
the proceeds or of the fair market value
on the (a) date of sale, (b) date on which
the item ceased to be used in the pro-
gram, or (c¢) date of program termina-
tion, whichever first occurs, shall be
credited to or paid to the United States.

(1) The Commissioner, however, in his
discretion, may waive credit or payment
to the United States where equipment
of the Commissioner to withhold funds
by reason of the failure of the State to
observe any Federal requirements set
out in the Act or regulations related
thereto or any other relevant Federal
Act or Order, either before or after
such administrative action respecting
payment.

§173.33 Adjustments.

The State agency in its maintenance
of accounts, records, and reports shall
make promptly any necessary adjust-
ments to reflect refunds, credits. under-
payments, or overpayments, as well as
any adjustments resulting from Federal
or State administrative reviews and

§ 173.34 Reallotmnent,

(a) In order to provide a basis for re-
allotment by the Commissioner pursuant
to section 103(b) of the Act, each State
agency will submit, upon request of the
Commissioner by such date(s) as the
Commissioner may specify. a statement
showing all estimated anticipated needs
during the remainder of the current fiscal
year for carrying out the State plan.
The statement will contain estiinates
based on the estimated costs of complet-
ing community service programs already
approved without expansion or other
modification as well as the costs of ex-
panding or modifying already approved
community service programs and ap-
proving new community service programs
which will further carry out and develop
the objectives of the plan. The Commis-
sioner may also request any additional
information on such reports as he de-
sires for the purpose of making reallot-
ment.

(b) Subsequent to the review of the
above described required reports and
prior to the date fixed by the Commis-
sioner for reallotment of funds, the Com-
missioner will notify each State agency
affected by reallotment of his determina-
tion respecting the State's allotment.
The Commissioner shall thereafter either
modify the amount authorized for pay-
ment to the State or if an overpayment
has already been made, direct the State
to return to the Commissioner whatever -
amount the Commissioner determines
the State does not require.

§173.35 Interstate transfer of allot.
ments,

Where two or more States agree that
a portion of the Federal allotment of one
State be added to and combined with
that of the other State, there shall be
submitted to the Commissioner, as part
of both State plans or as amendments,
thereto, the following information:

(a) A request that a specified amount
of one State's allotment be transferred
to the other State for purposes described
therein;

(b) A description of the community
service program(s) for which the funds
will be used by the recipient State;

(c) A statement of the total amount
to be expended for such program(s) ard
the amount of the non-Federal share
thereof;

(d) A statement indicating how the
requirement for matehing funde and /or
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program(s) will assist in the solution
of community problems of concern to
both participating States; and

() A certified statement from the re-
cipient State agency that it will use the
funds for the purposes identified by the
State requesting such transfer.

§173.36 Inicrest on Federal funds.

In the cvent that any interest is earned -

on Federal funds, it shall be credited to
the United States. The State agency
shall submit as a part of each annual
financial report a statement showing the
amount of interest earmed on Federal
funds during that fiscal year. Such in-
terest earnings will be considered in the
adjustment of the next payment due.
Where, however, an institution or State
will not participate in the program dur-
ing a subsequent period, such interest
shall be refunded to the Commissioner.
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§ 173.37 Termination of program.

Where any State desires not to partic-
ipate in this program during a subse-
quent year, or upon termination of the

- program described in this part, the State

shall refund to the Commissioner any
overpayments which have been made
either to the State agency or to a par-
ticipating institution.

[seavr) HarorLp Howe II,
Commdissioner of Education.

Approved: April 5, 1966.

JOHN W. GARDNER,
Secretary of Health,
Education, and Welfare.

{F.R. Doc. 66-3823; Flled, Apr. 7, 1966;
8:49 am.)

GPO 906-527
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