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FOREWORD

The impetus to initiate a Statewide evaluation of Title I
in California came from several sources: the desire expressed by
the Council's Title I staff for an outside objective assessment
of the program, the concerns of both the Title I Advisory Comm-
ittee and of the Council members for specific information on the

accomplishments of this federal program, and the obsexvation of

the Legislative Analyst in his Analysis of the Budget, 1971-72.
With these concerns in mind, the Council staff drecw up a
Requesf for Proposal (RFP) in the spring of 1971, with the intent
of soliciting from competent researchers in California institutions
of higher education proposals for a evaluative study of the Title
I program in California from 1966 to 19?1. The RFP indicated that
$23,500 in Title I program fund. would be devoted to this study.
On May 4, 1971, the Council approved the RFP, which subsequently
was distributed throughout the four segments of higher education
ip Californiaﬂ Five competitive proposals were received in res-
ponse to this RFP. Following a careful evaluation of these pro-

posals by the Council staff and the Title I Advisory Committee,

the proposal submit:ted by Dr. James Fa;mer and Dr, Paul Sheats

of the Graduate School of Education, UCLA, was selected for funding.
The RFP set forth the essential details regarding the admin-

istration of Title I in California by the Coordinating Council

for Higher Education and the need for evaluating this federal pro-

gram at this point in its history. The primary objectives of

the evaluation project were detailed as follows:




The central mission of the evaluator is to determine

to what extent the selection, funding, and implementation
of Title I projects in California during the past five
years have been successful in achieving the national,
State, and local objectives set for Title I. This mission
will require at the outset the very difficult task of
delineating what the objectives of Title I have been at
each level of administration and to what degree these
objectives have changed over time. REvaluation will be
required at a minimum of three levels of participation:
the State level, the institutional level (including both
the institutions of higher education and comnunity agenciec),
and the individual or primary beneficiary level.

At each of these levels of analysis, four general questions
will require an answer;

1. What has been the quality of the effects of Title I?
2. What has been the magnitude of the effects of Title I?

3. What has been the persisﬁence of the effect of Title I?

4. How is the quality, magnitude, and persistence (or
lack of persistence) of the effects of Title I
related to federal and State administrative policies?

In seeking to answer these questions the evaluator should
bear in mind that the social needs toward which Title I is
directed are continuing ones which educatoxs, elected offi-
cials, and community workers will be grappling with long
into the foreseeable future. It is important then to rec-
ognize that the product of this evaluative effort must look
both backward and forward: backward in its assessment of
the results of Title I programs but forward in its trans-
lation of this assessment into usable policy alternatives
for future action.

In addition to these objectives, the RFP laid particular
stress on the development and documentation of a resecarch method;'
ology 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 staff and could also provide an evaluation model for other

states, few of which had as yet progressed to the point of compre-
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hensively assessing their activities under Title I. This latter
expectation has already been partially fulfilled, as evident

from the requests received from administrators in other states

for copies of the report even before the first draft had been
completed., Similarly the Continuing Education and Comunity
Service administrators in HEW'g Office of Education have per-
suasively presscd for a presentation of the report at the forth-
coming Seventh Annual National Conference on Community Service
and Continuing Education,

) The Direc%or and Dr. Russell Riese, head of the Staff Sec-
tion on Academic Plans and Programs under which Title I is located

admiﬁistratively; Dr, William K. Haldeman, Title I Coordinator;

" and the Title I staff, express their sincere appreciation and

comnend UCLA and the authors of this report for their objective

and comprechensive evaluation df Titie I, HEA, in California.

Owen Albert Knorr .
Director
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PREFACE

This prefatory statement was prepared by the members of the
evaiuation team after the first draft of the manuscript was cri-
tiqued by a panel of authorities on adult and continuing educa-
tion who have special expertise in Title I including community
service and community problem solving programs. A number of
changes in the formét and content of the evaluation report
resulted from the suggestions mads in these critiques.

As had been anticipated, there were some matters concerning
the interpretation of the data and issues involving the methodo-
logy employed in the study on which the experts differed among
themselves, It is primafily with referénce to these issues that
this section has been added to the manuséript. Hopefully, other
readers of the report, whether lay or professional, may be aided
by this addendum to understand more clearly some of the parame-
ters and preconditions which dictated and limited the scope of
tﬁe study. |

First, comments should be made as to the relative emphasis
in the study on theory and methodology as opposed to the presen-
tation of quantifiable data on project ;uccesses and failures.

The Request for Proposals (RFP) recognized that.a five-year
evaluation study 6f Title I programs in the State of California
could not undertake a project-by-project analysis and comparative

assessment because of (a) the limited funds available for the

" study and (b) the ex post facto nature of the study. Moreover,

previous efforts to measure quantitatively the persons involved,

.
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the agencies and target.populations reached, and the community
problems solved had been found to be of limited value in sug-
gesting guidelines for more effective administration and pro-
gramming of Title I projects. The RFP for this study specified
a forward-looking thrust to the effort with heavy emphasis on»
tleoretical and methodological considerations. The design for
the study and its methodological base as outlined in detail in
Chapter II represents an inductive approach to theory huilding
for evaluation of broad-aim educational programs. To the extent
that the report achieves this objective it has important iméli-
cations not only for Title I but for all community-related adult
education programs. |
The continuing in-process effort thraughout the study to.

engage Title I national, State, and project staff in formulating
and reformulating the objectives of the evaluative effort rein-
forced the need for theoretical and methodological outputs.

| Secondy.the members of the evaluation team never perceived
their role as that of pu“lic relations consultants and went to
some pains to preserve objectivity in the assesment of the in-
coming data. The fact that this evaluation report is positive
reflects the situétions and circumstances which 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 impres-

sive imputed, and in some cases verified, positive conse-

quences. These conseguences are reported in Chapter IV in con-
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junction with the different models which have been identified

throughout the evaluation. Each model is descriptive of the dif-
ferent ways that higher education institutions in the State im-
plemented the release of educational resources to assist community
problem solvers. Fincdings related to strengths and limitations
of each model are also included.A

Third, in the light of comments from several members of
the panel of cohsultants, it should be kept in mind that this is
a California, not a national sfudy. While it might be argued
that the problems arising in the administration of Title I pro-
jects in California represent, in microcosm, the difficulties in
the country as a whole, this reporﬁ m;kesAno effort to juétify
such a conclusion.*

Fourth, the range of consultant reactions to the first
draft of this repoft reinforces the belief of the evaluation
team that confusion as to what Title I was intended to accom-
plish has made both administration of the Act and evaluation
by precise performance criteria difficult.

It has been our assumption that the key work in the enabling

legislation is "educational." Institutions of higher learning

can educationally assist in the solution of community problems

without assuming an advocacy role in so doing (See Chapter III).

*
For an excellent review of the national picture see the

unpublished dissertation "Title I of the Higher Education Act:
Its Promise and Performance" by Leonard P. Oliver for the De-
partment of Education, The University of Chicago,.1970.

A
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To program or evaluafe Title I exclusively in terms of specific
problems solved would, in our view, be both a distortion of the
"intent"'of the Act and a prosfitution of a college's or univer-
sity's educational function. The report which follows is de-
signed to make this distinction between "education" and "advocacy"
clear and, more importantly, to conceptualize a system within

which Title I can be implemented and evéluated.
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CHAPTER I

INTRODUCTION

The effort to secure federal funding for continuing educa-
tion programs in institutions of higher learning has had a long
if relatively unproductive history. "As early as 1940, under
the auspices of the National.University Extension Association
(NUEA), a bill was introduced in Congress for the purpose of
securing federal support for general extension activities on a
basis similar to that already accorded agriculture but on a
much more modest scale."l Sporadically throughout the period

between 1940 and 1965, both the NUEA and the Association of

State Universities and Land Grant Colleges and its Division of

General Extension included federal support for general exten-
sion within their respective'legislative prograns.

It is important to note that the legislation proposed and
introduced by various membaers of Congress, in both the House
and Senate, at the urging of these national organizations was
designed consistently to strengthen general extension in state
universities and land-grant colleges. These were the institu-
tions which, under the terms of the Smith-Lever Act of 1914,
were to "aid in diffusing among the people useful apd practical
information relating to agriculture and home economics, and to

encourage its application.”

lFrom testimony presented by E.A. Lowe, Associate Director
of the Georgia Center for Continuing Education, University of
Georgia, before a Subcommittee .of the House Committee on Educa-
tion and Labor in 1958. This testimony appears in Proceedings
of the 43rd Annual Meeting of the National University Extension
Assoclation (Washington, D.C., 1951, p. 81).
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There seems little doubt that, as originally conceived by
the Johnson administration, Title I would make possible the crea-

tion of an urban extension service modeled on the demonstrated

success of cooperative extension and thus release the resources
of land-grant institutions for application to the solution of
urban problems. President Johnson, in a dedicating address on
the Irvine Campus of the University of California on June 20,
1964, said: "I foresee the day wheh an Urban Extension Service
operated by universities across the country will do for America
what the Agricultural Extension Service has done for rural
America."

A task force headed by John W. Ga;dner, then President of
the Carnegie Corporation of New York, ﬁade its report to Presi-
dent Johnspn on November 14, 1964. On the basis of that report,
the White House Staff prepared a memorandum for Mr. Johnson out-
iinihg a proposed legislative program for educaticn. This pro-
gram included‘a community extension service that would provide

federal support for university extension activities in urban

areas. "The memorandum indicated that this last program was of
a special interest of Mr. Johnson's."2

Title I of the Higher Education Act of 1965 certainly re-
flected Mr. Johnson's interes't, but the final product which
eme 'ged from the legislative process bore little resemblance

to either the proposals of the higher education bodies, which

2As reported in The Ch:ronicle of Higher Education (Washing-
ton, D.C., 1972, p. 2). This issue features the release of
Lyndon Johnson's Higher Education Papers including the two docu-
ments referred to above.

.
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for twenty-five years had exerted political pressure for federal
support of continuing education, or to the concept of replicating
. the agricultural extension system for urban America advanced

by the President himself.

Oliver, in a comprehensiQe dissertation cévering Title I's
origins and performance, reached the following conclusions from
the historical phase of his stuéy:

Although it would appear from Title I's statement of
purpose that two fundamental viewpoints are embodied

in the act (i.e., community problem solving and strength~-
ening of community service programs of colleges and uni-
versities), the evidence from the historical phase of
this study indicates that at least seven viewpoints
towards federal aid for higher adult education were pre-
sent during this period. These viewpoints emerge from
the statements and testimony of witnesses in the con-
gressional hearings, in comments and questions of legis-
lators on the floor of each house, and in various com-
mittee reports. They include:

Viewpoints Centering on the Role of Extension

Cooperative Extension Viewpoint: Recognize the con-
tributions of the Cooperative Extension Service,
support its evolving role in the nation's urban areas,
and avoid duplicating of and overlapping with its
extensive statewide structures and services.

General Extension Viewpoint: Provide support for the
general extension programs of the land-grant colleges
and state universites which have served the continuing
education needs of adults throughout each state, large-
ly on a self-supporting basis.

Urban Extension Viewpoint: Establish an urban exten-
sion service, complementing the program of cooperative
extension in rural and small town areas, to extend the
skills and resources of the large public universities
to urbanized areas in each state.

‘A Viewpoint Centering on the Community

Community Problem Solving Viewpoint: Provide categori~-
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cal aid to meet the pressing social and economic prob-
lems of America's communities, particularly in urban-
inner city areas; the nation's colleges and universi-
ties are among the many societal institutions and or-

ganizations that can contribute their resources to this
effort.

A Balanced Viewpoint

Comprehensive Viewpoint: Since communities face mas-
sive social and economic problems, and since colleges
and universities lack full commitment and capabilities
to deal with these concerns, provide federal aid to
begin to strengthen institutional resources and to
begin to meet these problems without choosing to con-
centrate on one or the other thrust for they are mu-
tually reinforcing.

Other Viewpoints

Special Interest Viewpoints: The concept of federal
aid for higher adult education is sound, but special
recognition is requested for the continuing educational
needs of our institutions (e.y., workers, professionals)

under the terms of the act.

Viewpoints Presenting Challenges: Either a) the con-
cept of federal aid for higher adult education is
sound, but more would be accomplished if we altered
ouvr approach (e.g., by establishing urban study cen-
ters, or reducing the matching requirement, or setting
aside some of the money for experimental and pilot
projects; or b) the basic educational system of the
country is in serious trouble, and the federal govern-
ment should not be concerned about supporting service
activities of colleges and universities--either for
continuing education ot for problem solving.

From the language of the Title I legislation, it might
appear that the comprehensive viewpoint described above
prevailed. The history of Title I as it is found in the
primary congressional sources used in this study reveals
that the comprehensive viewpoint was never accepted by

the legislators. Title I was more the result of a politi~
cal compromise between the House and Senate conferees
which appeared to reconcile several conflicting viewpoints
than a conscious design by the Congress to create a ba-
lanced and flexible program for community problem solving
(Oliver' 1970, ppo 10"‘12) .

Nevertheless, Title I of the Higher Education Act of 1965

(PL89-329), as finally passed, }epresented a major breakthrough ,
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in achieving federal support of higher adult education (A copy
of the Act and Regulatioas for the Act appear in Appendices
III and IV). Title I committed federal support at the 75%
level to the attainment of these two objectives:

l. to help people solve community problems

2. to strengthen and improve community service and con-
tinuing education programs in institutions of higher education.

The Act called for 54 "state".plans, each of which ﬁust

"set forth a comprehensive, coordinated, and statewide system

of community service programs." (Séc. 105 (a) (2)) “"Ccmmunity
service programs" are defined in the Act as being.limited by
law to educational programs designed to assist in the solution
of community prohlems.

The lack of clarity, however, on the part of Congress in wri-
ting the legislation and on the part of higher education institutions

participating in the program, éoncerning what kind of community

development activities or community service activities were and

are appropriately (and legally) fundable under Title I, has
been a potential source of difficulty both in programming Title

I projects and in evaluating them.

sources of Potential Confusion

It must be kept in mind that the political compromises
which grew out of the conflicting objectives which preceeded
the passage of the Act constituted potential sources of confﬁ-
sion for those charged with its administration or implementation.
In spite of herculean efforés of the U. S. Office of Eduéat%bn '

and the National Title I Advisory Committee to clarify the in-

-5-
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tent of the Act for operational purposes, considerable latitude
remained for state agencies and iocal project directors to place
their own interpretations on the congressional intent behind
Title I. The evaluation team found that local Title I project
directors and the administrators to whom they related in the
highexr education institutions needed to think through the re-
lationship between the intent of the Act and each of the fol-
lowing: (1) the agricultural extension model; (2) community
development; (3) community services in community colleges; and

(4) public service in higher education institutions in general.

(1) The Agricultural Extension Model

It might have been a relatively easy matter to implement
Title I with impressive results if all that was needed was the
transfer of_ the agricultural extension model from rural to
.urban settings. Certainly the record of achievement in suc-
cess'fully applying research in the Experimental Stations and in
the Departments of Agriculturé to agricultural production was
phenomenal. Problems were solved, new and ir;novative practices
were._:;tdopted, and technical as well as behavioral changes in
the rural community did occur. The shift from concentration
on increasing the per acre yield of cotton to reducing inter-
racial strife, however, was i'mmensely complicated by' the socio-
logical and economic variables which forestalled easy decisions
or simple answers. Miller expressed the following caution:

The experience of the state university with successful

agricultural development, especially with land-grant

institutions, may ‘have instilled a premature confidence

that the problems of the urban indusirial community
will lend themselves to similar facility. But revi-

.
~
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talizing community attitudes for change differs substan-
tially 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 metropolitan community will demand
aggressive experiments in instituticnal reform which go
far beyond the direct application of technology in a
single unit approach. Proceeding with such experiments
lies ahead for the agencies of government and the uni-
versities (Miller, 1965, p. 9).

Clearly, more than adoption or adaptation of the agricul-
tural extension model was required to effectively implement
Title I. In addition it should be. noted that the 1966 national
funding level was approximately 9.5 million dollars. This was
a relatively small amount in contrast with in excess of 260
million dollars of annual funding repoi:te'd in 1966 for the Co-

operative Extension Service (Federal Support..., 1966). At

those levels of funding, Cooperative Extension was receiving
approximately 27 times the amount of funds appropriated for

Title I.

(2) Community Development:

"Community service programs" in the experience of many
higher adult education administrators meant what in Extension
experience and practice is called "community development."
'fhe work of Brownell (1950) in Montana and the p.ioneering ef-
forts of Poston (1950) as founder and director of the commu-
nity development services at both the University of Washing-
ton and Southern Illinois University, along with the writings
of many others, contributed not only theory building but also

models of successful practice in community development.

Throughout: the period of experimentation and testing of
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community development in predominantly rural communities there
was consensus that community development was an ec¢ucational
process designed to help adults in a community sclve their prob-
lems by group decision making and group action. All of the com-
munity development models involved extensive citizen partici-
pation and skill training in problem solving. In the case of
higher education institution sponsored programs there was clear
agreement that decisions concerning action goals and implemen-
tation were the sole prerogative of the citizen participants

and that the higher education institution inputs were facili-
tative rather than deterministic. In many ways Title I seemed
to be calling for community development.

However, community developﬁent was not perceived as uni-
versally identical with "community service," a primary term in
the Title I Act. At least oﬁe author has contrasted these terms
as follows: "Universities, churches, libraries, etc. may offer
such services as lectures, concerts, tutoring, research and
advice, but these admirab’e helps to citizens and organizations
are not community development" (Biddle, 1965). It may be argued
that in Biddle's view "services" per se lack the vital ingre-
dients of problem definition and skill training in facilitative
behavioral roles as well as in problem solving. In any case,
the task of conceptualizing, planning, implementing, and evalu-
ating Title I projects is made difficult because of the apparent
or actual lack of clarity in the meaning of some of its terms
and, consequently, of its intent. The mix of community develop-

ment themes with community service themes contributed to ambi-~ '
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guity in interpreting the intent of Title I.

(3) Community Services in Community Colleges:

Meanwhile, a phenomenal growth of junior colleges through-
out the U.S., both immediately before and since the passage of
Title I, further complicated the picture. Myran (1969, p. 26)
identified over 700 colleges-with community service programs
and described five structures oX forms through which community
services are provided. It is significant that only one of
these (Myran calls it the "community specialist pattern") comes
close to describing the educational process defined above or the

definition of community 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 continuing education services were
responsible to a divided constituency--their faculties. The
issue was between those who sought to maké the university or
the college more "relevant" and those who wished to protect the
traditional role of the institution as a breeder of new know-
ledge and as protectoré of the Third World of Scholarship. These
contrasting positions are dramatized in the two quotes below.

One constituency was not about to abandon its tents in support

of public service, which, it is assumed,woﬁld include community

service. An expression of such a position follows:

If the road to hell is paved with good intentions in edu-
cation as elsewhere, then there is nowhere better paving
material than in the concept of Public Service. In the
sixteen years since I joined this faculty I have heard
more bad educational policy justified in the name of
Public Service than by any other invocation, human or
divine. But again, I do not need to alert anyone here




to the loud promise of mediocrity inherent 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 contained in the Pro-

ceedings of the University of California's Twenty-fifth All-Univer-

sity Faculty Conference, March 25-27, University of California,

Davis:

Clearly, the University is not in a position to actually
solve any of the critical problems facing our society.
Its role must be to inform decision makers and the gene-
ral public about the existence of problems which need
solutions and to recommend alternative ways of dealing
with them. Improvements can he brought about only
through the action cf those public and private decision

makers who are vested with the authority and the respon-
sibility to act.

The consequences of inaction may be far more serious to
the University than those of failure. If the University
ignores or gives only minimal suppert in terms of its
resources to the needs of the larger community, it risks
through such insularity an increasing alienation from that
community and the eventual withdrawal of public sympathy
and support for those intellectual values held by the
academic community in our society (p. 30).

In sﬁort, it would seem that Title I, with its emphasis
on "Community Service and Coﬁtinuing Education," is related to
but not to be confused with the agriculture extension model,
community development, community activities in community col-
leges, or with public service. Effective implementation of
Title I would utilize aspects of some or all of these concepts

but ‘would, in most instances it is assumed, not be merely a

matter of replicating any per se.

Initial Difficulties in Implementing Title I

Acting responsibly within the intent of the Title I Act, at
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least initially, was far from easy. After examining evidence

of ways in which Title I prnjects in the nation were implemented,
D. Mack Easton, then Dean of University Extension at the Uni-
versity 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 whole community is only in

its pioneering stage in American universities. The kind

of man who can assist the members of a community to iden-
tify the community's problems, to make judgments on priori-
ties, 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) necessary 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,
Title I will inevitably lead to the development of dis-

crete community services, not necessarily attacking the

most important problems of communities at all (Pxoceedings...,
1967, p. 71).

Easton's statement was reformulated for use in evaluating
California's Title I projects.between 1966-1971 in the form of
the following hypothetical question: .

In what ways and to what extent were the California Title I

projects during 1966-1971 able to transcend such difficul-

ties in accomplishing, in their own ways, for "community
problem solving" and particularly urban and suburban com-
munity problem solving what Agricultural Extension Service

had done for rural America?

Administration and Funding of Title I Projects in California

Within California the designation of the Coordinating Coun-
cil for Higher Education as the responsible agency for the ad-
ministration of the Title I program was a natural and.logical out-

come of interinstitutional cooperation in higher adult education
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which began in 1944, antedating the creation of CCHE. A State
Advisory Committee on Adult Education with staff support from ‘

the Coordinating Council provided machinery for ready adaptation

to the requirements of Title I and, in modified form, exists
today as advisoxy to the Council on Title I administration.

Approximately two years ago the Coordinating Council Staff
was reorganized by_the Director. This reorganizaticn placed
Title I in the Council's staff section on Academic Plans and
Programs. This close coupling between academic programs and
Title I appears to have been a valuable changz.

Statistical data on the number of proposals submitted and
funded for 1966-1971 along with data concerning the extent of

funding for each year are presented in Table 1l:

TABLE 1

NUMBER OF TITLE I PROPOSALS SUBMITTED AND FUNDED AS WELL AS X
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 $ 544,322 $ 769,893 75% - 25%
1966~-67 40 15 521,923 724,009 75% - 25%
1967-68 28 28 + 504,134 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 23 96 $2,523,869 $4,123,950

Statistical data on the extent of funding and the number
of projects developed by institution and type of institution are

% presented in Table 2:

- «
Q v ~12-




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 S 26,667.00 1
East Los Angeles 44,997.00 1
Los Angeles City 139,221,999 4
Los Angeles Trade Tech 18,405.00 1
Merced 31,596.00 2
Palomar 5,950.94 1
Peralta District . 9,000.00 1
San biego 37,500.00 1
College of San Mateo 7,500.00 1
Totals $  320,837.93 13
State Colleges
{ Chico $  262,317.00 4

Dominguez Hills 15,000.00 1
F..esno 30,791.00 2
Fullerton 47,593.19 3
Humboldt 215,397.42 5
Long Beach 20,549.00 1
I.,os Angeles 156,254.00 2
Poly-San Luis Obispo 6,951.56 1
Sacramento 45,373.64 2
San Diego 96,465.00 3
San Fernando Valley 192,703.00 4
San PFrancisco 178,388.00 4
San Jose 5,615.00 1
Totals $ 1,273,347.81 33
Private Colleges
Redlands S 16,212.00 1
University of Southern

: California 183,549.79 8

? University of San Diego

; College for Women 76,981.00 1

5 -~ U.S. International Uni- . 35,041.00 1

1 versity € 311,783.79 11

Totals

Pal
J
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University of California

Fiscal
Year

TABLE 2 (continued)

Federal Funds
Allocated
Campus-Wide

Federal Grants
to Individual No. of
Institution Projects

1965-66 University of California,
Extension :
University of California
Agriculture Extension

1966-67 University of California
Extension

1967-68 University of California,
Extension
University of California
Agriculture Extension

1968-69 UC Berkeley, Extension
UC Davis, Extension
UC Irvine, Extension
UCLA, Extension
UC Ssan Diego, Extension
UC Santa Cruz, Extension

1969-70 UC Santa Cruz, Extension
UC Davis, Extension
UCLA, Extension
UC Riverside, Extension
UC Irvine, Extension
Sun Francisco

Totals

$ 111,455

192,019

151,928

$ 455,302

8

$ 39,169 1

10,212

34,308
30,062
29,339
40,136
48,984
28,013

50,447
33,000
45,508
- 26,886
16,591

| RN RN - o

$ 432,655 39
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It should be noted in interpreting this stétistical summary
that allocations to the Uriversity of California between 1966
and 1970 were administered by the University-wide Office of Uni-
versity_Extension and include projects involving all nine campuses
of the University. 7In addition, one project was approved for

funding under the jurisdiction of the Agricultural Extension . !



Service of the University of California. Although CCHE does
not list the University of California, San Francisco, as having

received funds, the University of California reported its ac-

tivities as part of their overall Title I activities. The current

evaluation included it, bringing to 97 the total number of pro-
jects evaluated.

The statistical summary does not,'of course, reflect the
changing guidelines for submission of proposals during the
1966-71 period. These guidelines annually reflect changing en-
vironmental pressures within institutions of higher learning
and within the State of California and its communities.

With the passage of the Higher Education Act of 1965, Cali-
fornia moved quickly through amendment of the Education Code to
establish the Coordinating Council for Higher Education as the
State Agency charged with responsibility for the administration
of the Act.

The years 1966-1971 in California'were sociélly.and politi-
cally curbulent. The civil rights movement, the emergence of
ethnic identity, the increase of campus activism of students,
and the political polarization between the New Left and Radical
kight, along with the tightening of financial resources in
higher education institutions combined with negative public
relations from campus demonstrations, provided in varying de-
grees the environmental climate for Title I projects.

The "State Plan" issued August 23, 1966, invited proposals

having relevance to one of.the three problem areas identified

in priority order as:




l. Urban and Suburban Community pevelopment and Personnel
Training

(a) Intergovernmental relations, including higher
education activities within the community.

(b) Land use and transportation planning, including
all aspects of environmental quality, urban de-
sign and beautification.

(c) Citizen and government official education and Sub-
urban Community Development and Personnel Training.

(d) Economic Development.

2. Disadvantaged Groups

(a) Economic Opportunity.

(b) Education, including communication and leadership
skills.

(c) Housing and human relations.

(d) Cultural development.

3. Rural Environment and Interrelationships with Urban
Areas

(a) Land use, including but not limited to urban en-
croachment upon rural areas, and agriculture in
an urbanizing society.

(b) Education in isolated areas. )

The 1967 "amendments to the State Plan" reduced the scope
of the problem areas to which new propcsals should be directed
but reflected no radical redirection of priorities:

l. CUrban and Suburban Community Development and Personnel
Training

(a) Community master planning.

(b) Land use planning, design and beautification, and
air and water pollution.

(c) Economic develiopment.

2. Disadvantaged Persons

(a) Economic, social and cultural opportunities.

(b) Education, including leadership training and prob-
lems in isolated areas.

(c) Housing.

By 1968 the Report of the National Advisory Commission on
Civil Disorders had dramatized, as did the Watts outbreak for ’ )

Californians, the serious nature of the urban crisis. All seg-




ments of higher education were, of course, responding to the
urgency of these environmental pressures.3 The State plan for
1968-1969, therefore, concentrated a single, albeit broadly de-

fined, problem areca--"The Quality of Life in Ghetto Communities."

Projects funded ranged from recruitment and training of para-
professionals to consumer education in a disadvantaged commu-
nity. With a reduction in federal funds available, only eleven

out of 39 propdsals were approved.

The 1969-70 State Plan concentrated on the problems of

o

poverty and race relations. It was viewed as a logical exten-
sion of the 1968-1969 focus on the ghetto. Special emphasis

was placed on consortial relationshipé,which might serve to
integrate the resources of several institutions.

(”" Noteworthy also in the 1969-70 statement are two major con-
tributions to the development of a conceptual framework suitable
for Title I adwinistration: (1) the need for.more attention to

the process of problem solving; and (2) the long-range goal of

building institvtional capability for this task.

The 1970-71 State Plan continued to focus on poverty and
race relations as in 1969-70 and repeated the emphasis as noted
. above on problem solving and institutional capability. While
outside the scope of this evaluation, it is important to note
that the 1971-72 State Plan proposed as its major focus "organi-

zational development" which "implies concerted efforts to find

3See, for example, Charles J. Hitch, "Institutional Redirec-

tion to Deal with the Urban Crisis", an address at the All-Univer-

- 'sity Faculty Conference, Riverside, March 25, 1969, for a discus-
sion of thé University's role in this issue.

v
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ways to improve the effectiveness of an existing organization."
This emphasis is a logical extension of the concern for im-
proving institutional capability as expressly noted in both
the 1969-70 and 1970-71 State Plans.

Paralleling these changes reflected in the State guidelines
was a new trend generated at the national level. Referring to
1970 as a transitional year, the National Advisory Council on
Extension and Continuing Education characterized this trend as
a "primary thrust to get more institutional commitment to long-
range community service" and "to provide more relevant parti-
cipation in community problem solving service for its facultiy

and students" (Report..., March, 1971, p. 14). These national

priorities were consistent witﬁ the new guidelines in the State .
Plan of the California Coordinating Council for Higher Education,
which put emphasis on both af the following intents of the
Title I Act:
l. to help people solve coinmunity problems
2. to strengthen and improve community service.and con-
tinuing education programs of institutions of higher education.
The extent to which both of these emphases have been ap-
propriately implemented and the nature of their consequences
were the main concerns of the Project to Evaluate the California
Title I Projects, 1966-1971. This five-year evaluation was recom-
mended by the Title I Advisory Committee on April 2, 1971, and
approved by the Coordinating Council for Higher Education on
May 4, 1971. It should be noted that such an evaluation was
also recommended by the Leéislative Aﬁalyst and had support from y

the U.S. Office of Education.
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Summary
Y

Title I of the Higher Education Act, funded by Congress in
1965, put emphasis on helping people solve community problems
and on helping to strengthen and improve community service and

continuing education programs of institutions of higher educa-

tion. There has been a lack of clarity, both on the part of
Congress in writing the legislation and on the part of higher
education institutions participating in the program, concerning
what kind of community development or community service activi-~
ties were and ares appropriately fundable under Title I. Sources
of potential confusion have come from differing interpretations
of the congressional intent of the Act in relationship to: (1)

the agricultural extension model; (2) community developmert

<- theory and practice; (3) community services in community colleges;
_and (4) public service in higher education institutions in gene-
ral: Impiementing the Title'I Act called for special leadersﬁip
having analytical and planniné skills as well as the ability to
pioneer in the development of structures whiéh could relate higher
education resources to those seecking to address community problems.
Within California, the Coordinating Council for Higher Edu-
cation was designated as the responsible agency for implementing

¢

the Title I Act. Between the years 1966-1971 over $2,500,000

of federal funds along with almost $2,000,000 matching funds have
been allocated to 36 institutions of higher education in the Stats -
implementing 97 specific Title I projects.

This five year evaluation approved by the Coordinating Coun-

o)

cil for Higher Education is addressing the following hypothetical
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question: In what ways
Title I projects during
culties of interpreting

own ways, to accomplish

and to what extent were the California
1966-1971 able to transcend the diffi-
and implemanting the Act and, in their

in urban and suburban communities what

Agricultural Extension Service has done for rural America?
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CHAPTER 1II

FINDINGS: A METHODOLOGY FOR EVALUATING TITLE I PROGRAMMING

As interpreted by the evaluation team, the Request for
Proposal called for evaluative fact-finding methods which were
objective, systematic, and comprehensive. The Request for Pro-
posal and the naturc of the Title I projects themselves narrowed
the possibilities of how such an evaluation could appropriately
be undertaken. The need for the evaluation, the primary ob-
jectives of the Evaluation Project, and the specifications of
methodology were described in the Recjuest for Proposal as followus:

The Need for Evaluation

The funding of institutional community service projects has
been carried out over the past five years without adequate
assessment of the magnitude or persistence of the effects
of the Title I programs upon cither the State in general
or, more specifically, upon the institutions and their
communities. Neither the. quarterly progress report nor
the self-evaluative final report from the funded institu-
tion, nor yet the on-site visit by the Title I administra-
tor is sufficient in itsclf or in combination to.provide
an objective measure of the benefits of this federal pro-
gram.

The nature of the changes in the institution and in its
comnunity as a result+ of the Title I program, the persis-
tence of these changes, and the validity of these changes
with respect to the community's cxpressed needs are best
discovered through the careful scrutiny of an outside ob-
server.

The Council staff has on various occasions expressed its
desire for an objective evaluation of Title I. In recent
meetings with the staff, the Title I Advisory Committee
and consultants concurred with staff plans and encouraged
them to proceed. The Council has also made known its in-
terest in better information about the federal programs
administered under its auspices.

In his Analysis of the Budqet,'19'71-72, the Legislative
Analyst expressed the same concerns when he observed
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..+ that neither the Federal Office nor the CCHE has

given critical published evaluation to the program... -
The CCHE staff has knowledge of each project and on )
an informal evaluation can justify the projects, par-
ticularly since they have been vigorously screened

before funding...Despite the formal assurance, we be-

lieve that formal evaluations should he encouraged,

perhaps through the use of federal funds administered."

The lack of Statewide evaluation of the Title I program,
a lack which exists not. only in California but nationally,
| ' has prolonged the unfortunate situation in which Title I
: administrative personnel have been forced to continue
making decisions without the benefit of sufficient feed-
back as to the adequacy of their decision-making critecria.
The general scarcity of appropriate models for conducting
such an evaluative effort, while it may complicate the
task, argues for the development of a procedure which both
can deliver a credible assessment of the past per formance
of Title I projects in California and can serve as a guide
for future examinations of the effectiveness of the wide
variety of projects funded in California.

PRIMARY OBJECTIVES OF THE EVALUATION PROJECT

The central mission of the evaluator is to determine to

what extent the selection, funding, and implementation of
Title I projects in California during the past five years
have been successful in achieving the national, State, and
local objectives set for Title I. This mission will require
at the outset the very difficult task of delineating what

the objectives of Title I have been at each level of ad-
ministration 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 education and -
community agencies), and the individual or primary bene-
ficiary level.

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

l. What has been the quality of the effects of Title I?

2. What has been the magnitude of the effects of
Title I?

3. What has been the persistence of the effects of
Title I?

4. How is the quality, magnitude, and persistence .
(or lack of persistence) of the effects of Title I
related to federal and State administrative policies?

L} ' -22"
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In seeking to answer these questions the evaluator should
bear in mind that the social needs toward which Title I

is directed are continuing ones which educators, elected
officials, and community workers will be grappling with

long into the forseeable future. It is important then

to recognize that the product of this evaluative effort
must look both backward and forward: backward in its asses-
ment of the results of Title I programs but forward in its
translation of this assessment into useable policy alterna-
tives for future action.

METHODOLOGY

A. Research Design
The nature of the Title I program in California, char-
acterized as it is by sixty-eight small and diverse
social action projects, demands an imaginative research
methodology. It is doubtful that the classic control- .
groups design will be feasible except in isolated cases,
and while the case-study method recommends itself as
a means of capturing the subtleties of the problem-
solving approaches used in many projects, it is in it~
self of limited use in inter-project compavatlve evalu-
ations and as a valid method for the measuring of the
Statewide effectiveness of Title I.

Since no adcguate precedent for evaluating Title I
programs has been established, the evaluator will be
expacted to establish his own research design, keeping
in mind that the development of .an evaluation model
with transfer possibilities is one desired outcome of
this project.

The proposal to evaluate Title I 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 developing
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 I project directors, by Council staff,
and by the research staff of the evaluation proyect
through an interchange of experlence and ideas in planned
group meetings as well as in one-to-one encounters. A
workshop or conference (or perhaps two) on evaluation
should be considered as an integral part of the evalua-
tion project, the guestion of the number of participants
and the financial support details to be subject to later
negotiation. 1In general, it may be assumed that some
administrative funds from Title I will be available for
such a meeting.
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In addition, periodic consultations in Sacramento be-
tween Council staff and the evaluation project director
should be expected and budgeted for.

Specific aspects of the methodology utilized in the Evalua-
tion Project are described in greater detail in this chapter
than might otherwise be necessary for the following reasons:

1, The Request for Proposal explicitly requested the de-
velopment and delineation of a methodology appropriate for the
eﬁaluation of.Title I projects;

2. The methodology utilized differs markedly from that
frequently used in the evaluation of higher and adult cducation
programs, few of which are as broad-aim in nature as Title I

projects.

While classical control group designs and case study methods.

could not appropriately be used in the evaluation project, the
naturc of Title I projects scéemed to lend themselves to "broad-
aim program evaluation" (Weiss.and Rein, 1969). The use of this
type of methodology seemed to be appropriéte in evaluating Title
I projects hecause these projects usually have the foilowing
characteristics:

1, Title I projects generally deal with autonomous organi-
zations and personnel both inside and outside the higher
education institutions "whose willingness to cooperate
is highly uncertain" (Caro, 1971, p. 26).

Title I programs are limited by the Act to being ex-
clusively educational in hature. To provide effective
education relevant to those who engage in community
problem solving is to provide one link in the “chain

of effects" which may ultimately lead-to successful
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3.

problem solving. There is frequently uncontrolled ex-
posure of clients to more than what is educationally
provided in Title I projects by the higher cducation
institution before they engage in community problem
solving. Success at the point of the educational 1link
does not necessarily mean success later in the chain

of effects (Hyman and Wright, 1967, in Caro, 1971,

p. 202). Nevertheless, the educational link is added

in order to catalytically strengthen the chain of effects.
It cannot be taken for granted that the cbjectives of
the community problem solving efforts addressed in Title

I projects are clearly discernible. Hyman and Wright

have cautioned:

Planned social action implies goals, and it may
seem an obvious step for the evaluator to take such
goals as given and to concentrate on cther aspects
of the research procedure. Nothing could be more
wrong. Most social action programs have multiple
objectives, some of 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).

Further, the community problem solving efforts addressed
by Title I projects may not even be goal-oriented in
nature. The community problems in the target areas

of most, if not in all, Title I projecté are sufficiently

complex and severe that solutions to them are not evi-

dent or easily attainable. The efforts of both the
higher education resources and the community problem
solvers frequently need, therefore, to be focused on

more adequately'diagnOSing these problem(s) and in

A




identifying potential solutiops to the emergent prob-
lem(s) rather than in proceeding as if there were pre-

determined, specific solutions to well understood prob-

lems to be taught. Schulberg and Baker (1968) have
pointed to the limitations of utilizing the goal-at-
tainment model in evaluating broad-aim programs and

have recommended the use of a system model devecloped

by Etzioni (1960) in evaluating programs designed to

.establish a working model of a social unit which 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 near-experimental types.of evaluation because
of the following technical problems:

l, Changes related to broad aims may take place in many .
different ways making agreement on criteria difficult.

2, The éxternal situational variables in most broad-aim
programs are essentially uncontrolled.

3, The treatment is not standardized, varying in different
communities in response to different needs and tolerances.

4. The experimental design discourages unanticipated infor-
mation.

According to Weiss and Rein, "The broad-aim program is a

major undertaking, and the issue is not the simple-minded one
of 'Does it work?' but the much more important one of 'When such

a program is introduced, what then happens?'" (Weiss and Rein,
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1969, in Caro, 1971, p. 294). .

An effective methodology fof the evaiuation of broad-aim,
largely unstandardized, and inadequately replicated action pro-
grams should; according to Weiss and Rein, be more descriptive
and inductive than experimental in design. This type of metho-
dology would have the following characteristics:

It would be concerned with describing the unfolding form

of experimental intervention, the reactions of individuals
and institutions subjected to its impact, and the conse-
quences, so far as they can be learned by interview and
observation, for the use of field methodology, emphasizing
interview and observation, though it would not be restricted
to this. But it would be much more concerned with learning
than with measuring.

Second, it is wvery likely that the conceptual framework
of the approach would involve the idea of system, and of
the intervention as an attempt to change the system. The
systems perspective alerts the investigator to the need to
identify the forces which are mobilized by the introduc-
tion of the program, the events in which aspects of the
program arc met and reacted to by individuals and insti-
tutions already 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. It alerts the investi-
gator to the possibility that important forces which have
few interrelationships with the existent system--in this
sense, alien forces--may appear on the scenec (Weiss and
Rein, 1969, in Caro, 1971, pp. 295-296).

This approach to the evaluation of broad-aim programs was

utilized in the ex post facto evaluation of the Title I program

in California, 1966-1971, with one specific modification, namely
that the reading of the projects' files, on-site interviews
and the use of survey questionnaires were the primary methods

of gathering data. The ex post facto nature of this evaluation

excluded the use of observation.
The major interacting components of the total system rele-

vant to Title I projects are shown in Figure 1.’
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Fig. 1: Diagram of the Major Components of the Total System
Relevant to Title I Projects

The evaluation design had to take into consideration: the
nature of the interrelationship of each of these components;
differences in the type and size of higher education institu-
tions which received Title I funding;:differences in the com-
munities served; differences in the exfent of funding and of
State priorities from year to year; and differences in the
‘projects themselves.

The broad-aim evaluative design, which was developed by

éhe evaluatioﬁ team to encompass such complexities, consisted
of the sequence of activities summariéed in Figure 2 on the
next page.

.Many of these activities, seque@éing, and the time schedule
were either specifically calied for or implied in the Coordinat-
ing Council's Reéuest for Proposal. This functional flow chart
of Title I project evaluation activities was found to be workable
and constitutes a close approximation of the actual manner in

which the project was implemented.
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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 get perspective on the nature of the Title I projects
in California (1966-1971), the evaluation team undertook a review
of the documents which had been kept on file by the Coordinating
Council for Higher Education and which were releyant to the
projects being evaluated. These documents included: (1) state-

"ments of the legislative intent and the nature of the Title I

[n | ~29-
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Act; (2) 1966-1971 Title I project proposals, quarterly reports
and final reports; (3) reports of former on-site evaluations
made by the Council's Title I staff; and (4) other documents
identified with the help of the Council's Title I staff as
being of potential relevance fo the evaluation. Reading these
documents provided the evaluation team with a "natural history
account of events and actors befbre, during, and after the
program implementation" (Caro, 1971, p. 27), told in the words
of the actors themselves. While such an account could not pro-

vide the total basis for the evaluation of these projects, it

was found to be of value in providing an initial overview of
the nature of Title I and of these'pafticular»Title I projects.

From the reading of theée documen;s,.tentative dimensioné;-
hereafter referred to as "key indicators," were identified to - )
be used in the gathering and classification of evaluative data.

A list of these key indicators and questions related to each
are presented in Appendix I. Many of these questions were con-
cerned with the manifest and latent dynamics in Title I projects

and seemed, therefore, to be most readily answerable through the

use of some form of funqtional analysis.

A paradigm for functional analysis (Merton, 1968) was uti-
lized in the evaluation project in seeking to obtain and analyze
data pertaining to imputed functions, motives and purposes, in-
tended and unintended consequences, and the nature of change in

the Title I projects.
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In-Process Consultations

Consultations concerning the way in which the evaluation
project was progressing were held between members of the evalua-
tion team and members of the Council's Title I staff. A simi-
lar, two~-day, in-process consultation was held with members of

the national Title I 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 (exclusively) made by an out-
sider” (Mann and Likert, 1952, in Caro, 1971, p. 149), a work-
shop was held in September, 1971, in San Francisco. This work-
shop was developed by the evaluation team (Agenda in Appendix’ III)

to acquaint the project dlrectors and CounCIl staff with the

ceean
.

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 idéntifying of key indicators of
the Title I projects to be focused on in the balahce of the
evaluation project.

One or more present or former project directors from over
90% of the higher education institutions which had been funded
bétween 1966-1971 participated in the workshop. ~Before the list
of key indicators and related questions by the evaluation team
was shown to ‘those in attendance at the workshop, the project

directors, both individually and as the result of group discus-

sions, were asked to provide lists of issues, problems and
questions concerning the Title I projects which had been under-
taken in the State in 1966-1971. These lists were subsequently -
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used as a source of validating and, in some instances, supple-

menting the original key indicators list developed by the evalua-

. tion team.

In September, 1971, an in-process consultation session con-
cerning the evaluation projec£ was held in Sacramento with the
State's Title I ‘Advisory Committee. In this and the other in-
process consulta*ions, not only Qere persons who were knowledge-
able about and concerned in different aspects of Titlie I in
California informed about the evaluation project, but their
inquiries and suggestions were also used by the evaluation feam

as a means of strengthening the evaluation as it progressed.

Obtaining Evaluative Data from Field interviewing

Dimensional Sampling

In view of the fact that there were literally tens of thou-
sands of persons involved in Title I projects in one way or
another throughout the State between 1966-1951, and due to the
limitations on time and budget, it was determined that neither
single-case studies nor a largé-number app;oach tc sampling
would be feasible to provide the information needed in this
evaluation. Therefore, a dimensional sampling approach (Arnold,
1970) was utilized, which would more adequately sample thé na-
ﬁure and consequences of the Title I projects in the State from
1966-1971 and which at the same time would permit the develop-

ment of a theory4 in a manner not found in either the single

4"Theories are nets cast to catch what we call 'the world':

.to rationalize, to explain, and *o master it. We endeavour to

make the mesh ever finer and finer" (Popper, 1969, p. 5).
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case study or the large number approach. Arnold describes the
I three steps involved in this approach as follows:

Briefly, the approach is a three-step one: (1) explicitly
delineate the universe to which you eventually wish to
generalize; (2) spell out what appear to be the most im-
portant dimensions along which the members of this uni-
verse vary and develop a typology that includes the
various combinations of values on these dimensions; (3)
use this typology as a sampling frame for selecting a
small number of cases from the universe, typically draw-
ing one casz2 from each cell of thé typology.

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.

The whole point of dimensional sampling is that it is
based on a preconceived theoretical framework, although
not on a preconceived theory. '

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 Mormons (1957), knowledge of the particular case being

studied is important in and for itself, or if it provides

a crucial test for some pre-existing theory. It is pos-

sible to draw generalizations from a case study and apply

them to a wider range of phenomenon in an attempt to gene-

rate theory, but this is a very dangerous way to proceed.

The researcher who wishes to do this would find himself

on much safer and at the same time more productive ground

if he used more than one case, provided he selected them

by means of dimensional sampling (Arnold, 1970, pp. 147-149).

Based on the reading of the documents and the other sources
used 1.:0 obtain an overview of the Title I projects in 1366-1971
in California, the evaluation team identified the f'ollowing
six dimensions for sampling purposes:

l, The type of higher education institution: The types

of higher education institutions used in this dimension

:

were: (a) University of California; (b) California

Fe"

v

State College; (c) California Community College;
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(d) Private higher education institution.

2, Amount of Title I funding: (a) Less than $10,000; (b)

Between $10,000 and $100,000; (c) Over $100,000.

3, Geographic location in the state: (a) Northern Cali-

fornia; (b) Central California; (c) Sacramento area;
(d) san Francisco area; (e) Los Angeles area; (£)
San Diego area. . l

4, Type of community problems affecting target populations:

(a) Environmental and ecological problems; (b) Prob-
lems of inner city decay; (c) Problems of minorities
and disadvantage; (d) Community crisis problems; (e)
Problems of inefficient government.

5, Key indicators concerning Title I projects: (a) Impact

and objectives; (b) Problem solving; (c) Inter-institu- )
tional and/or inter-agency relationship; (d) Alternative
f;mding patterns; (e) Organizational development; (£)
Functions of Title I.; (g) Environmental context and

influence of Title I; (h) Semantics.

6, Major alternative ways of conceptualizing and imple-

menting Title I projects. These alternatives were con-

sidered to be comparison groups which received alter-
nate treatments because of the different wéys in which
Title I was conceptualized and implemented in different

projects. Concerning the use of comparison groups in

evaluative research, Caro has observed:

In actioh settings it may be possible to use com- t
parison groups when control groups are unaccept- )
able. Unlike the control group which receives
no treatment, the comparison group receives an

9
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alternate treatment. Where policy makers are

'Y committed to the principle of providing addi-

’ tional services, a comparison groups design
may actually provide more useful information ‘
than a design using only a strict control group"

(Caro, 1971, p. 24).

Based on the results of this dimensional sampling, the

decision was made by the evaluation team to interview 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 elite and specialized interviewing was adopted

from Dexter (1970) with the help of personnel of UCLA's Sufvey
Research Center and was used to gather evaluative data not
otherwise obtainable. Sending out a fixed questionnaire would
L 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 elite interview) is an interview with any interviewee--
and the stress should be on the word 'any'--who in terms
of the current purposes of the interviewer is given special,
non-standardized treatment. By special, non-standardized

treatment I mean

1. stressing the interviewee's definition of the si-
tuation,

2. encouraging the interviewee to structure the account
of the situation,

3. letting the interviewee introduce to a considerable
extent (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 investigator's notions of relevance.

Put another way, in standardized interviewing--and in much
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seemingly nonstandardized interviewing, too (for instance,
in Merton's 'focused interview' in its pure form)--the
investigator defines the question and the problem; he is
only looking for answers within the bounds set by his
presuppositions. In elite interviewing, as here defined,
however, the investigator is willing, and often eager to
let the interviewee teach him what the problem, the ques-
tion, the situation, is--to the limits, of course, of the
interviewer's ability to perceive relationships to his
basic problems, whatever these may be.

N 4

In the standardized interview, the typical survey, a de-
viation is ordinarily handled statistically; but in an
elite interview, an exception, a deviation, an unusual
interpretation may suggest a revision, a reinterpretation,
an extension, a new approach. 1In an elite interview it
cannot at all be assumed--as it is in typical survey--
that the persons or categories of persons are important
(Dexter, 1970, pp. 5-6).

The elite interviewing was done with an interview plan ra-
ther than an interview schedulé, which implies greater rigidity -
than the technique calls for (Dexter, 1970, p. 84). The in-
terview consisted of a list‘of questions which were generated
from key indicators. The use.of this type of interview made it
possible for the evaluation problem to be redefined when neces-

sary during the interviewing process (Dexter, 1970, p. 90).

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

l. At the fall workshop, personnel from the CCHE Title I staff
and from the evaluation team explained the nature of the evalua-
tion project to the project directors in attendance. The pro-
ject directors had an opportunity to discuss the evaluation
project and to make suggestions concerning how the site inter-

views would be conducted and what thef would like to learn from )

the project.
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4. Withp the help of UCLa'g Survey Research Center, Surveyors
who couig identify with individuals in the target Populatjong

i of Projectg which addressed themselves to Problems of ra




tution; faculty; students; other project personnel; agency per-
sonnel; and, persons in target populations involved in Title I
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 pre-

sented in Table 4.

TABLE 3
DISTRIBUTION OF FIELD INTERVIEWS ACCORDING TO TYPE OF INSTITUTION

Number of Institutions
Type of Institution in which Number of Interviews
Interviewing was Conducted

Community Colleges

State Colleges
University of California
Private Institution

TABLE 4
.DISTRIBUTION OF FIELD INTERVIEWS ACCORDING TO TYPE OF INTERVIEWEES

Type of Interviewees Number of Interviews

Administrators 29
Faculty Members 31
Students 24
Project Staff 46
Agency Personnel 29
Persons from Target Populations _ 34

Total . 193




Many interviewees indicated during the interviews that
t! they welcomed the opportunity to talk about their project(s)

with a person who was knowledgeable about Title I and about

what had been done in other Title I projects. At times, in-
terviewees said that the interview helped them to focus on
aspects of what had happened 'in the projects, making it possi-
ble for them to reconceptualize and arficulate 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 Title I project on one campus in-
quired about the nature of experiences of students in Title I
projects on other campuses. In response, the interviewer would

briefly provide the requested information, but always within

‘,-{.‘,.

the bounds of confidentiality. In some instances, interviewees
specifically requested that a éopy of the Evaluation Project's
final report be sent to them so that they could fémiliarize
themselves further about the ways in which others had concep-
tualized and implemented Title I projects.

The main function of the interviewer was to focus attention

upon a given experience and its effects rather than to ask spe-
cific questions. The characteristics of this type of interview
have been described by Dexter as follows:

1. Persons interviewed are known to have participated in
an uncontrolled but observed social situation.

2. The hypothetically significant elements, patterns, and
total structure of this situation have been .previously
5{' analyzed by the investigator. Through this situational
X analysis, he has arrived at a set of hypotheses concern-.
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ing the meaning and effects of determinate aspects of
the situation.

3. On the basis of this analysis, the investigator has fa-
shioned an 'interview plan' which contains a general
idea of the major areas of inquiry and the hypotheses
(in our case 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 ex-
periences' of persons exposed to the pre-analyzed si-
tuation. The array of their reported responses to this
situation or type of situation enables the investigator:

a. to test the validity of hypotheses (or the per-
tinence of considerations) derived from analysis
and social theory; and :

b. to ascertain unanticipated responses to the si-
tuation, thus giving rise to fresh 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 in-
cidental observations (not actually part of the ques-
tion-response interview) of subject's behavior which
allow further 'insight' into experience (Dexter, 1970,
pp. 83-84).

This is clearly a "transactional" type of interviewing

(Dexter, 1970, pp. 139-149).

Whenever it could be arranged, persons who were knowledge-
able about the Title I project(s) at each higher education in-
stitution were interviewed separately and in the following or-
dexr: (1) the project director(s); (2) other project staff; (3)
the highest administrator in the institution knowledgeable a-
bout the Title I project(s); (4) faculty; (5) students; and
(6) agency personnel. Because these elite interviews were ex-
ploratory in nature, this sequencing of interviews in terms of

the roles of the interviewees permitted the interviewers to be-

come increasingly familiar, as the series of interviews pro-
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gressed, with: (1) the nature of the Title I projects in the

higher education institutions; (2) the dynamics within each pro-
ject; and (3) sequential consideration when the higher educa-
tion institutions had more than one Title I project.

Most of the interviews were held in the office of the in-

terviewee, making it possible for references to files to be made
during the interview. A few interviews were conducted in meet-
ing rooms scheduled by the project directors. The length of
the interviews averaged one and one~half hours with the'project
‘ directors and three-quarters of an hour with the other intér-
viewees. Most of the interviews were relatively free from. in-
terruptions, with the intervieweeS'fréquently having left in-
structions for the interviews not to be disfurbed.

i In some instances, because of time pressures, group inter-
views were conducted, mainly with project personnel and with
groups of students. While this type of grcup interviewing made
it'possible for the interviewer to get the 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 frequently 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 (Dex-
texr, 1970, p. 55).

The interviews were more in the form of discussions rather
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than rapid questioning. During the interviews, 4" x 6" cards

were used to make notes. There seemed to be little or no re- ﬂg
sistance to this technique on the part of the interviewees. At

times interviewees would deliherately and explicitly dictate

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 con-

fidentiality in ccnnection with the information provided. Oc-

casionally interviewees would put charts or diagrams on the
blackboard in response to particular questions or to facilitate
discussion of a topic.

Between site interviews, members of the evaluation team
"debriefed" each other. Debriefing is "a process whereby evalua- )
tors verbaily communicate to each other data collected in the
field in order to provide a richness of observation that struc-
turéd 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 additional data were subsequently obtained by the use of
telephone interviewing or a brief mailed questiohnaire.

The following limitations of specialized and elite inter-
viewing were recoénized by the evaluation team:

1, The interviewees' statements represented merely their
perceptions of the nature of Title I 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 de-

cisions.

3. Interviewees may have never known, may have forgotten,
or may have only partially remembered what had hap-
pened in the Title I project(s).

According to Dexter, in elite interviewing "The major way
in which we detect distortion, and correct for it, is by com-
paring an informant's account with the accounts given by other

* informants" (Dexter, 1970, p. 127). The evaluation team wés
able to do this not only within projects, but also bhetween .pro-
jects Statewide and within the varioué.types of institutions
and contextual settings in which the Titlé I projects occurred. -

i The interviewers found that being able to say that they had

read the project(s)'s quarterly reports and other documents
which had been sent to the Coordinating Council for Higher Edu-
cation from the higher education institution in which the inter-
viewing was taking place seemed to have a positive effect on the
objectivity of the interviewee. 1In some instances the inter-
viewer was far more acquainted with written reports about the
higher education institutioﬁ's Title I project(s) than the in-
terviewee. Occasionally, questions were raised by the inter-
viewer about what secmed to be discrepancies between information
reported by the interviewee and the written project reports.
This type of approach frequently helped to clarify the inter-

viewer's interpretation of the written report or led to clarifi-

-cation of the interviewee's statements.
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Analysis of the data was done primarily through the use of

one or more of the following typés of content analysis:

1. Symbol-counts: Consist of identifying and counting spe-
cified key symbols in communications...

2. One-dimensional classification of symbols: This is a
slight elaboration of the previous type. Symbols are
classified according to whether they are employed,
broadly speaking, in positive (favorable) or negative
(unfavorable) contexts... '

3. Item~analysis: Classification of segments of sections
of data. This requires selection of significant and
insignificant items on the basis of a theory...

4. Thematic analysis: Classification of the explicit and
implicit (symbolic) themes in the data. This, as dis-
tinct from item-analysis, deals with the supposed cum-
mulative significance of a series of items.

5. Structural énalysis: Concerned with the interrelations
of the various themes in the data. These relations may
be complementary or interfering...(Merton, 1968, p. 569).

This was the most critical part of the evaluation process )
because there were few categories which could be identified at

the outset' as being comprehensive enough to subsume the scope.

and internal dynamics of the Title I projects evaluated. The

balance of this report presents the evaluative findings in re-

lation to the conceptual framework which emerged from this ana~

lysis.
Summagx.

The Request for Proposal from the Coordinating Council for
Higher Education for the five year evaluation of Title I from
1966-1971 called for the evaluator to determine to what extent
the selection, funding, and implementation of Title I projects

in California have been successful in achieving the national,
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State, and local objectives set for Title I.

The Request for Proposal indicated that there was no ade-
quate precedent for evaluating Title I programs and that the
evaluator would be expected to establish his own research de-
sign, keeping in mind that thé development of an evaluation mo-
del with transfer possibilities was one desired outcome of the
prcject. It further stated that the classic control-group
design or the case-study method were inadequate methodologies

for use in the project. Periodic consultations between the

’ Coordinating Council's staff and the evaluation project direc-

tor were also called for in the Request for Proposal. In addi-
tion, the in-process consultation inciuded a workshop with
Title I proi=ct directors. |

The evaluation methodology utilized differs markedly from
that frequently used in the evaluation of higher and adult edu-
cation programs, few of which are as broad-aim in nature as
Title I projects. Weiss and Rein (1969) indicate that broad-
aim programs do not lend themselves readily to experimental
or near-experimental types of evaluation because of the fol-
lowing: (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 treatment is not standardized; and (4) the experimental
designldiscourages unanticipated 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 introduced, what

"then happens?"

63 oo




To get perspective on the nature of the Title I projects
in California (1966-1971), the evaluation team undertook a re- )
view of the documents which included: (1) statements of the le-

gislative intent and the nature of the Title I Act; (2) 1966~

1971 Title I project proposals, quarterly reports and final
reports; (3) reports of former on-site evaluations made by the
Council's Title I staff; and (4) other documents identified with
the help of the Coﬁncil's Title I 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 interviewing 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 I éunding; (3) the geo-
graphic location in the state; (4) the type of community prob-
lem affecting target populations; (5) the key indicators concern-
ing Title I projects; and (6) the major alternative ways of con-
ééptualizing énd implementing Title I projects.

Based on the results of this dimensional sampling, the de-
cision was made to interview in 24 of the 36 higher education
institutions in the State. Administraéors, faculty members,
students, project staff, agency personnel, and perscns from tar-
get populations were interviewed. A form of elite and specialized
interviewing was adopted from Dexter (1970) and was used to ga-
ther 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 social pat- )

.
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terns or values, so that the interviewee could interpret them

in his cwn terms and out of his own experience and frame of

reference:.

Analysis of the data included: (1) symbol-counts; (2) one-

dimensional classification of symbols; (3) item-analysis; (4)

thematic analysis; and (5) structural analysis.
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CHAPTER III

EVALUATIVE FINDINGS:
A RATIONALE FOR TITLE I PROGRAMMING AND EVALUATION

Higher education institutions are not community problem
solving agencies nor are their faculty members "answer-men" for

community problem solving. But it has been found in this evalua-

tion of Title I projects that higher education resources can

be made relevant to the educational needs of community problem

solvers. Because of Title I, community problems have bheen

solved with catalytic effect in ways and to an extent otherwise

not possible. The rationale, which emerged in the analysis of

the evaluative data and which led to the above conclusion, is
presented in this chapter. Documentation of the ways in which
Title I was implemented and the consequences is presented in
Chapter IV.

From reading the proposals and qua'rterly reports of the 97
projects, and from field interviews in 24 of the higher education
institutions, the evaluation team found that the Title I projects
in the State have been focused on a variety of extensive and
pressing community problems. The distribution of Title I projects
according to predominant community p:::oblemsg-> addressed is pre-

sented in Table 5.

E-"l‘hese problem areas have been identified in the Fifth
Annual Report of the National Advisory Committee on Extens:|.0n
and Continuing Education, March, 1971.
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TABLE 5

DISTRIBUTION OF TITLE I PROJECTS ACCORDING TO )
PREDOMINANT COMMUNITY CONCERN BEING ADDRESSED

(N=97 projects)

Percent of Total

Predominant Community Concerns Adrressed Title I Projects
Envrionment and Ecology 15
Inner—-city Decay 13
Community Crisis 11
Minorities and Disadvantaged . 35
Inefficient Government 16
Combination of Community Problems 10

Total . 100

To mox}e beyond seeking to deal with community nroblems in
general, and to develop a rationale for Title I programming and
evaluation in their projects, local Title I proiect personncl
found it necessary to:

(1) analyze the order of community problems to be addressed:

(2) determine how to relate the resources of the higher

education institution to community problem solving;

and
(3) distinguish between intended and imputed consequences
of Title I projects.
Many of the strengths and weaknesses in particular Title I

projects evaluated were found to stem from the extent to which

local Title I project personnel were able to accomplish these
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conceptual tasks. Ways which were found to accomplish these tasks,

along with some of the pitfalls incurred, are presented below.

Analyzing the Order of Community Problems

Title I 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
community problems. Moreover, they found it difficult to re-

. late the resources of higher education institutions to unspeci-
fied or inappropriately specified community problems. One pro-
ject director said that he found it necessary to find a waf to

analyze the "complexity and density" of community problems be-
fore he could made significant headwai in educationally assist-
ing community problem solvers.

When asked in field interviews how they conceptualized the

order of community problems, project directors contrasted: (a)

lower-order community problems which can be understood rationally

and which are routinizeable in nature with higher-order community

problems which are unique or which cannot be understood rationally;

(b) lower-order community problems which are easily solvable with

higher-order community problems which are more difficult to solve

but which can be solved given the necessary resources oxr higher-

order community problems which break into a proliferation of

other more complex problems on closer examination and which 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) ;
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(c) lower-order community problems which affect individuals as

individuals with higher-order communitv problems which affect

sub-groups or groups of individuals within a local area, a re-
gion, a state, a nation, or the world.
Each of these ways of differentiating between higher and

lower order community problems is depicted in Figure 3.

Order of Community Problems

Higher T Irrational T Totally unsolvable Scope of Problem
Oﬁger L
' T Idiosyncratic T Proliferation of Universal
Problem . | National
. | State
_Regional
|_Local
T Routinizeable T Solvable given __Sub-Group
necessary resources |_Individual
\2 T Stochastic
Lower .. Easily solvable
Order 1 Rational .
Spectrum 1 Spectrum 2 Spectrum 3

Fig. 3: Ways of Depicting the Order of Community Problems

The third spectrum in Figure 3 refers to the scope of a
community problem. The distribution of Title I projects in
California between 1966-1971, in terms of the scope of the com-

munity problems which they addressed, is presented in Table 6.
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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 I Projects
Section of a City 28
City of Metropolitan Area 27
County Area ' 28
Region or Multi-county Area 17
State-wide 0
Total . 100

Analysis of the evaluative data indicates that community
symptoms are ultimately dealt with rather'than community prob-
lems when:

(1) Title I projects propose to solve higher-ordér commu-
nity problems which 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 which are easily solvable in
order to justify their efforts; and

(2) Title I projects address higher-order community prob-
lems as if they were lower-order individual problems
with the assumption that these higher-order community
problems can be soived-by merély treating some easily -

solvable problems in a community or by treating the
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problems of some of the individuals in the communities.
Promises could be made, for example, to deal with the

housing problems in a ghetto. Merely to provide information
and repair kits for housing maintenance to tenants in the ghetto
may be of help to individuals; but it cannot be assumed to pro-
vide a solution to the housing problem at the community level.
Solving the housing problem of one family, moreover, attacks
what is a relatively lower-order problem from the role perspec-
tive of community problem solving. All efforts which deal with
problems at a lower-order than at the community level or iﬁ
terms of lower-order community problems, as valuable as they
may be to individuals who are afféctea by the problems, cannot
be assumed, even at best, to lead to adeéuafe community probiem'
solving of the type of problems cited in the Title I Act. "Com-
munity 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 Institution

to Community Problem Solving

Once specific community problems to be addressed in a Title

I preject have been identified, local Title I project personnel

rzport that they have to determine how to relate the resources

of the higher education institution to the solving of those prob-
lems. The Act itself seems to limit the ways in, which this can
be done in Title I projects to providing educational assistance.

Section 102 of the Act specifies: "For purposes of this title,
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the term 'community service program' means an educational
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 the terms "educa-
tional" and "to assist."

The use of the phrase "to assist" restricts, it is assumed,
seeking to involve higher education institutions or their re-
sources directly in the community problem solving process.
Moreover, direct involvement has been found to be inappropriate
and dysfunctional in Title I projects. One project director
reported:

When the higher education institution is involved in' direct

action planning and action implementation, it is acting as

if it were an agency or a citizens' group. Later, citizens
and agencies which did not receive benefits from the in-
stitution's actions often express resentment and seek to
plock fu;ther actions on the part of the higher education
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 fa-
cilitating the process by which citizens and agencies solved
problems. They assisted citizens and agencies in identifying
problems and helped them to see the alternatives realistically.
The citizens and agencies then took the action;

Similarly, it is assumed that the use of the word "educa-
tional" in Section 102 of the Act restricts Title I projects
from providing noneducational assistance to community problem

solving efforts. For example, if a Title I project were to act

as a funding agency, using either the Title I funds or the funds
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of a higher education institution, it would be providing non-
educational assistance.

In contrast, what seems to be called for in the Act is
the releasing of higher education institutions' resources through
providing educational assistance to community problem solvers.
The Title I projects in California between 1966-1971 released
educational resources of higher education institutions through
a variety of educational activities. The distribution of these
Title I projects, according to the.type of predominant educa-

tional activity utilized, is presented in Table 7.

TABLE 7

DISTRIBUTION OF TITLE I PROJECTS ACCORDING TO
PREDOMINANT EDUCATIONAL ACTIVITY USED

(N=97 projects)

Predominant Educational Activities . ' Percent of Total
Used in Project Title I Projects

Training in Methodologies and Techniques 30
Seminars 21
Counseling and Guidance 13
Field Experience 12
Research , 10
Conference and Mass Media , 9
Recruitment and Students : 5

The basic elements of this process in which higher educa-

tion resources are provided to community problem solvers are de-.
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picted in Figure 4. The immediate concern of a Title I project
is providing educational assistance to community problem solvers.
The ultimate concern of a Title I project is the consequences of

that educational assistance in terms of community problems solved.

IMMEDIATE CONCERN OF . ULTIMATE CONCERN OF
TITLE I PROJECTS TITLE I PROJECTS

Higher Educational Problem Community
Educational | Needs of . Solving | Problems
Resources | Communi.ty Activities | “{to be
Provided Problem of Solved

Solvers Community
Problem
Solvers

Fig. 4: Releasing higher education resources to assist educationally
in community problem solving.

By differentiating between immediate and ultimate concerns

and by exclusively providihg educational experiences, Title I

projects are able to release the resources of higher education
institutions to community problem solvers without inﬁolving in-
stitutions in playing an advocacy role. In effect, in almost
all Title I projects evaluated, bridges were established between
the higher education institutions and community problem solvers

without loss of the identity or autonomy6 of either.

6“The University is not the microcosm 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 own responsibility, which is to conduct un-
trammeled inquiry into all questions." (Bell, Daniel & Irving
Kristol (eds.) Confrontatidn: The Student Rebellion & the Uni-.
versities, New York: Basic Books, Iac. 1969.)




Further, in virtually 100% of the Title I projects, the
educational assistance was designed to have a catalytic effect
on the community problem solving process. The term "catalytic"
has been defined as follows:

'Catalxst--metaphorically——an agency that markedly influ-

ences the social process without being an integral part

thereof; a 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 catalytic educational assistance was provided
to community problem solvers in a way which kept the higher edu-
cation institution from becoming immediately involved in the
community problem solving process. Nevertheless, the educa-
tional assistance had a marked influence on that pfoblem solv-
ing process and, ultimately, on the coﬁmunity problems which
needed solving. One project director bbserved:

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

We work with the agencies to provide skills. We do not

provide direct services. We do our best when we provide

training in skills and in leadership. We bring infor-
mation to professionals.

Another project director reported:

We should not be solving problems. We bring people to-

gether and act as a catalyst for problem identification

and for releasing educational resources relevant to

these problems.

In these statements, the directors were describing how
they sought educationally to relate the resources of higher
education institutions to various phases of the community prob-
lem solving process.

Functional ways of relating higher education resources to
particular phases of the community problem solving process are
presented in Table 8, along with an indication of the percentage
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of Title I projects evaluated which were predominantly concerned

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 Research and Development
Problem Identification ox
and Participation in Problem
Identification of Diagnosing Seminars
Alternate Solutions

Action Planning Methodological and Tech-
nological Training Clas-
ses or VWorkshops

Action Implementation -Student field experiences
Evaluation Evaluative Research

In contrast, it was found that the following generally did
not work: (1) to apply methodological and technical training be-~
fore 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 field experiences in which adequate problem diagnosis of

community problems had not preViously or adequately been done.




Distinguishing Between Types of Consequences

Title I Projects

Analysis of the evaluative data indicates that, in program-
ming and evaluating Title I p;ojects, it is important to distin-
guish between intended, immediate consequences and imputed, in-
termediate, or ultimate consequences of Title I projects. In-
tended consequences are those which are brought about deliberate-
ly by a Title I project's personnel. Imputed consequences are

those which others claim were caused totally or in part by a

"Title I project.

Typically, the immediate intents of Title I projects wvere
to provide educational assistance to community problem solvers.
The education was nbt oriented to imparting knowledge for its
own sake. Rather, it was hoped that ultimately those receiving
the education would more adequately solve community problems be-
cause of knowledge acquired in Title I projects.

Efforts to evaluate Title I programs can utilize this fact,
focusing not primarily on what happened immediately in the edu-
cational event but on the ultimate consequences of the education
when it is used in actual community problem solving. The latter
could be called "consequential evaluation" or, in other words,
evaluation in terms of consequences, both intended and unintended}
as well as manifest and latent, and functional, dysfunctional,
and nonfunctional.

The ultimate value of Title I projects stood out when the

consequences of the projects were identified and analyzed. 1In

reading the files and in interviewing faculty, students, agency
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personnel, and persons from target populations, the evalua-

tion team became increasingly impressed with the consequences

which were imputed7 to Title I projects in the State between

1966-1971.

A hypothetical illustration of imputed and verifiable
consequences of a Title I educational experience is presented
in Figure 6. The reader will note the distinction made in
this illustration between the educational experiences and its
immediate, intermediate, and ultimate consequences, both in-

tended and imputed.

with the Coordinating Co

quarterly reports. In other instances, new evidence of the im-
puted consequences of Title I projects in the State were iden-
tified in the evaluation. Such imputations became increasingly
credible in the estimation of the evaluation team when, in
fact, a range of elite interviewees independently pointed to
similar consegquences and imputed them to Title I projects.




Title I
Educational
Experiences

—

A Title I
class on new
methodologies
for

community
problem
solving.
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Immediate
Educational
Consequences

-

A participant
in the Title I
educational
experience
learned a new
methodology
relevant to
community
problem
solving.

Intermediate
Consequences

Later, he used
what he had
learned to aid
his efforts to
solve

community
problems.
FFurther, he at-
tributed the
solution of
these community
problems, at
least in part,
to what he had
learned in the
Title I

Project.

Ultimate
Consequences

Still later,
a variety of
citizens and
agency person-
. nel stated
that the effect
of these
community
problems on
their lives had
been lessened,
at least in
part, as a re-
sult of the
community
problem solv-
ing efforts
of those who
were involved
in Title I

%

Fig. 6: Hypothetical Illustration of Imputed and Verifiable
Consequences of a Title I Educational Experience

Distinguishing between intended and imputed consequences

is important for both the programming and evaluation of Title I

projects.

While hoping for and reporting imputed, unintended

consequences in the community, Title I project personnel have

found it necessary to limit their programmatic intents to those

which deal with providing educational assistance to community

problem solvers.

In contrast, the evaluator of Title I projects

needs to focus his attention on .imputed, unintended consequences

in the community, since they provide a way of assessing both the

relevance and the impact of Title I projebts.




Summary

X

A rationale for relating resources of institutions of
higher education to provide educational ass' - :nce to commu-
nity problem solvers was presented in this chapter.

What seems to be called for in the Act was found to be
the releasing of higher edu.c.ation institutions' resources
through prox}iding educational assistance to community problem
solvers rather than becoming involved in direct action in solv-
ing community prcblems. It was the immediate concern, then,
of Title I projects to provide educational assistance to com- |

munity problem solvers. The intermediate and ultimate con-

cerns of these projects were the consequences of that educa-
tional assistance in terms of community problems solved.
Title I projects in the State of California (1966-1971)

have been focused ultimately on problems related to environ-

ment and ecology, inner city decay, community crisis, minori-
ties and disadvantaged, and inefficient government. To move
beyond seeking to deal with community problems in general,
local Title I project personnel found it necessary to analyze
the order of community problems. This permitted Title I projects
ultimately to address higher-order community problems rather
than lower-order problems or the problems of individuals in
their programming.

Analysis of the evaluative data indicates that, in pro-
gramming and evaluating Title I projects, it is important to

distinguish between intended consequences and imputed, unin-

tended conseque'nces. Typically, the immediate intents of Title.I
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projects were to provide educational assistance to community
problem solvers. However, the ultimate value of Title I pro-
jects stand out when imputed, unintended consequences of the
projects are identified and analyzed.

Once the nature of specific community problems to be ad-
dressed ultimately in a Title I project has been identified, lo-
cal project persc;mnel report that they have to relate educa-
tionally the resources of the higher education institution to
particular phases of community problem solving.

The linkage between the educational resources in institu-
tions of higher education and community problem solvers was ac-
complished typically by providing @iagnostic' seminars, training
élasses, workshéps, 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 I
projects evaluated were found to stem from the extent to which
local Title I project personnel were able to accomplish the fol-
lowing conceptual tasks: (1) analyzing of the order of community
problems to be addressed; (2) determining how to relate the re-
sources of the higher education institution to provide educational
assistance to community problem solvers; and (3) distinguishing
.between imrmediate, intended consequences and intermediate and -

ultimate, unintended consequences.
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CHAPTER 1V

EVALUATIVE FINDINGS: ALTERNATIVE INVOLVEMENT MODELS

The Title I projects that were evaluated varied markedly
in the way in which they went about releasing resources of high-
er education institutions to provide educational assistance to
community problem solvers. The analysis of the evaluative data
led to the inductive identificatioh of five alternative models,
as well as one comprehensive theoretical model. These models
depict the major ways in which faculty members, students, agency
personnel, and persons from target populations were involved in
Title I projects. Some projects place primary emphasis upon
involving faculty members in educatlonally assisting communlty
problem solvers. Projects w1th this emphasis can be called the

Faculty Involvement Model. Other projects focused primarily

on involving studcnts, or agen01es, 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

sought primarily to involve faculty members, students, personnel
from agencies, and/or persons from taraet populatlons in trans-
active seminars to assist educationally in the communlty problem
solving process. By so doing, they developed what can be re-

ferred to as the Transactive Involvement Model. Together these

. five models can be called involvement models.
Each of the Title I projects in the State between 1966-1971

was found to have focused on one of these ways to relate higher
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education resources to provide educational assistance to com-
munity problem solvers.
The percentage of the Title I projects which utilized each

of the five involvement models is indicated in Table 9.

TABLE 9

PERCENTAGE OF TITLE I PROJECTS WHICH 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

A description of how each of these involvement models was
_implemented in the Title I projects evaluated and their consequences
is presented below along with indications of the strengths and

limitations of each model.

The Faculty Involvement Model

The faculty in higher education institutions, including both
regular and extension faculty members, and their knpwledge con-
stitute an extensive and potentially useful resource for those

who seek to solve community problems. In seeking to reclease re-
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sources of institutions of higher education to assist education-
ally in the solution of community problems, Title I projects in
the State have often focused on the faculty as a resource. Very
few projects, if any, completely ignored this resource. Approxi-
mately 25% of the projects, however, place primary emphasis on
involvement of faculty members and can be said, therefore, to

have used the Faculty Involvement Model.

Implementation of the Faculty Involvement Model

When this model was used, the main task of the project staff
generally was to identify faculty resources relevant to commu-
nity problem solving. Efforts were then made to release these
faculty resources, either through research, teaching or consul-
tantships, thereby providing educationél assistance‘to those
engaged in community problem solving from agencies or target

populations. The resulting relationships are depicted in Figure 6.8

Faculty Agencies
LE !
F-e | ! F5
1 1
Students Target
Populations

Fig. 6: Faculty Involvement Model

8In Figures ¢ to 11 specific functional relationships be-
tween faculty, students, agencies, and target populations are
designated F-1 to F-7. Local Title I project staff typically
facilitate the establishment and maintenance of these functional
relationships.
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In Title I projeccs which used this modei, faculty members:
(1) taught courses for persons from agencies or citizens groups
which were seeking to solve community problems; (2) served as
consultants to agencies or groups of persons in target popula-
tions which were involved in community problem solving; and (3)
provided research and information to community problem solvers.
In addition, faculty members helped initiate, conceptualize,
and write Title I project proposals, ran projects on a released-
time or on a part-time basis, and ;rained students as staff per-
sonnel.

Most frequently involved, in Title I projects that utilized
the Faculty Involvement ModeL,wgre faculty members from depart-
ments 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
which occurred in Title I projects using the Faculty Involvement
Model:

l. The University of California Agricultural Extension,

Davis under Title I funding engaged faculty members

in implementing a research design which 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.

2. The University of Southern California conducted courses
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for the education of municipal leaders in the effective
utilization of computer-based information systems.

3. The University of California, Berkeley provided a de-
sign center for civic, governmental, and professional
leaders in dealing with the problems of urban environ-
ments. Faculty members and students consulted on wayé
to solve problems related to pedestrian traffic, commu-
nity design for poverty areas, plans for the housing of
tenement families, and plaﬁs for lai.dscaping and making
provisions for human ecological space in the Berkeley
area.

4. The United States International University conducted
research on the "Preparation and Use of an Employment
Sensitive Economic Model for the San Diego Metropolitan
Area." The results of this research were provided to
the San Diego Chamber of Commerce -and to businessmen
who were concerned about the unémployment'problems of
San Diego.

Consequences of the Faculty Involvement Model

Agency personnel and persons from target populations who
participated in 14 Title I projects which used the Faculty In-
volvement Model reported that they had learned new theories,
methodologies and techniques relevant to community problem solv-
ing. 1In four projects, faculty research efforts were focused

on community problems and on the community problem solving process
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relevant to those problems. The results of these projects were
made available to community problem solvers who have reported
that they were helped by these findings to become more fully
aware of the nature of the community problems and of alternative
solutions to them.

Faculty members reported having received consultant fees,
salaries for having been project directors, and credit for re-
search undertaken. Over 75% 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 provided a project feasibility
study on police-minority relations reported that the understand-
ing they gained through this résearch was ve "y useful in the
teaching of their regular courses. In addition, it gave them
contacts with the police department and the minority community
which they would not have been able to develop otherwise. A
faculty member in another project reported the following:

When I came back into the classroom, the students who knew

what I had been doing out in the community really 'turned-

on' to me. It opened doors for me with them.

In addition, faculty members indicated having received
personal satisfaction from doing what they believed was important
on humanitarian grounds or out of their concern for society.

One project director said, "I saw the problem and had to do
something."

Faculty members found themselves playing a new role. Some-
times they interpreted the_community to the facultyland the ad-

ministration. At other times, they interpreted the higher edu-
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cation institution to the community.

The role of the faculty was not always an easy one. 1In
nine Title I projects which used the Faculty Involvement Model,
faculty members reported having found it difficult to commu-
nicate with or gain acceptance from community problem solvers
in agencies and in target populations. One Title I project
staff member reported:

Not all faculty were of help in the community. A few

were inferior teachers and could not communicate to citi-

zens without alienating them or boring them. A few also
lacked transcultural qualities. In addition, some fa-
culty were resented by the community when they charged
too much for consulting fees or disrupted the community

to do their own research which did not benefit the com-
‘munity. '

K\faculty member indicated:

It is very difficult to get these marginal businessmen

to recognize that there is a body of knowledge that could
help them solve their problems. They see their problems
as immediate, such as how to fire a relative who is hurt-
ing the business. They have to get into trouble before
they are willing to receive help. 1In many cases we were
not invited in, even 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 faculty members who were negative to any form of public
service. On one campus, a faculy member observed:

There is political pressure not to be involved. The feed-

back you cet from faculty is: 'Watch out.' There is no

pay-off for doing community service. Even the rewards

for teaching is a lot of rhetoric. They call community

service 'Mickey Mouse.' The only thing that pays off is
a certain kind of research.
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On another campus, the following was reported by a faculty
member:

The only way you can do this and get away with it is to

have a tenured high-ranking faculty member in your depart-

ment cover for you.

When faculty members who had participated in Title I ac-
tivities were asked how the reward system in their higher edu-
cation institutions paid off for this type of involvement, their
ahswers ranged from "zilch" to "possibly it is taken into con-
sideration for merit review as a bonus, but not as a substitute

_for research or teaching." Faculty members who served as Title I
project directors on a part-fime, release-time basis, often;found
themselves working virtually full-time on the.Titlé I project
without having been commensurately released from their other
academic responsibilities. One facult§ member who ran a project
reported:

I ran the project on a quarter-time basis. I 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 respon-
sibilities are elsewhere and who can remain with a project for
only a short period of time has been found to be disruptive 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:

I worked the project on a released-time basis on regular
salary. You can do this for only a year or so.

Strengths of the Faculty Involvement Model

The Faculty Involvement Model has frequently been used to
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get Title I projects at least minimally operational within a
short period of cime. 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 indirectly the community may benefit. Moreover,
some form of faculty involvement is usually desirable in im-
pPlementing each of the other involvement models.

Limitations of the Faculty Involvement Model

This model places primary emphasis upon the faculty and
their organized bodies of knowledge rather than upon the educa-
tional needs of community problem solvers. The form or content
of these organized bodies of knowledge may not relate well to
the community problems. In addition, ﬁﬁt all faculty members
who have particular types of knowledge or expertise may be able
to teach effectively or otherwise communicate specialized know-

ledge to agency personnel or persons from target populations.

Moreover, as indicated above, the faculty reward systems in

virtually 100% of the higher education institutions seem to
provide little incentive to faculty members for involvement
in community service programs. .

Fortunately, ways have been found in many of the evaluated
Title I projects to involve faculty in projects which use other
involvement models. By so doing; the strengths of the Faculty
Involvement Model are realized while some of its limitations

are avoided. Examples of how these limitations have been a-




voided through the utilization of other involvement models are

presented below.

The Student Involvement Model

In the Student Involvement Model, primary focus in a Title I
project is placed on involving students educationally in assis-
ting in the problem solving éfforts of agencies (designated in
Figure 8 as F-3) or educationally in aésisting in the problem
solving efforts of target populations (designated in Figure 8
as F-4). Approximately 13% of the Title I projects evaluated
used the Student Involvement Model. Usually they did so by relating
students to agencies rather than to target populations. This
approach permitted the students: to engage'in community problem
solving activities under the supervision of fhe agencies' per-
sonnel and in the name of the agencies. These activities are
designated as F-5 in Figure 7. 1In six of the 13 Title I projects
which utilized the Student Invﬁlvement Moael, arrangements were
made to involve faculty (designated as F-6 in Figure 8) in pro-
viding academic supervision for the students' field experiences
and to legitimatize academic course credit for engaging in these

activities.

Faculty Agencies
: {
Fo ! ¢ 2 | F-5
'
! 1
Students F-4 Target R
Populations |

.Pig. 7: Student Involvement Model
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" in order to make it possible for the model to be replicated on

In total, approximately 13,000 students became involved
educationally in community problem solving activities in those
Title I projects which used the Student Involvement Model. The
vast majority of these students were involved in the Title I
project at California State College at Los Angeles. The per-
sonnel there reported that during the past five years over
12,000 students participated on the basis of 4-15 hours per
week for at least ohe quarter in a student field experience
program called: "Educational Participation in Communities (EPIC)."
These students have worked in over 100 agencies, tutoring ~hil-
dren, assisting teachers in nearby schools, providing recrea-
tion programs, working with senior citizens and mental patients,
and providing help (to governmental agéncies) as interns. OQver
thirty faculty members have assisted in £his project as well.
Members of the EPIC staff also reported that they estimate that
over -25,000 persons in the community, not including the 12,000-
students, have benefited directly as learners from the project.
Tﬁree books ana several research reports have been produced as
a result of this project. The EPIC model is now being replicated l
in a consortial effort between California State College at Los

Angeles and San Fernando Valley State College, California State

College, Long Beach, California State Polytechnic College, Kel- g
log-Voorhis, and California State College, Dominquez Hills.
Requests for the EPIC model have come from all over the nation. '

In response, a regional conference is being held in May, 1972,

other campuses.

G2
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The Student Involvement Model provides primarily an educa-
tionally-oriented rather than a service-oriented experience for
the students. Approximately 60% of the students interviewed
reported that they were using these experiences to test voca-
tional choices. Approximately 20% were involved primarily to
get experience in community problem solving in preparation for
going into professions which called for such competencies. Ap-
proximately 20% of the students indicated that they participated
in these field experiences in order to broaden their acquain-
tance with types of persons or aspects of reality with which
they had had little or no previous contact. A student who par-
ticipated in the EPIC Project reported:

The EPIC experience decreased some of our frustration

with the community agencies because we could see what

they were up against and where they were trying to go.

We had a chance to help with some changes. It also

helped us to discriminate in our studies as to what
was important for us to learn for the futura.

While the experiences were designed to be primarily edu-

cational, they also provided opportunities for students to en-
gage in real community problem solving under professional su-
pexrvision. It was reported that the students in Title I projects
provided supplemental staff for 104 agencies, making it possible
for them to expand their programs as well és their capacity to
provide the students with opportunities to engage in supervised
community problem solving. 1In at least five agencies, students
were included in staff meetings.

Under the auspices of the agencies and under the supervision
of their personnel, students engaged in a number of types of

community service activities. Some of the institutions in
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which each type of activity was undertaken by students are noted
’ in parentheses after the activity’f cited in the following list:

l. Tutoring elementary and secondary students (University
of San Diego and California State College at Los Angeles) ;

2. Assisting teachers in pre-school, elementary, high school,
and higher education (Los Angeles City College and Cali-
fornia State College at Los Angeles);

3. Provi ing recreation in various settings (California
State College at Los Angeles);

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

5. Providing paraprofessional- help in mental hospitals and
clinics (California State Col%ege‘ at Los Angeles);

s 6. Developing educational experiences in youth authority
facilities (San Francisco State College) ;

7. Providing counseling and guida.nce to potential continuing
education students (San Francisco State College and
Los Angeles City College);

8. Collecting information and research data for agencies
(University of California at Davis and University of
California at Los Angeles);

9. Observing and interviewing professionals in agencies and -
government about particular community problems (Chico
State College and University of California at Davis);

10. Counseling at drug clinics and working as assistants
to administrators' (California State College at Los Angeles);

3. . 1ll. Distributing and disseminating educational information
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and literature (San Diego State College, Loz 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 at Santa Barbara);
and

14. At California State College at Los Angeles, .Chico State
College, and San Francisco State College students were
employed as staff to assist in recruitment, selection,

orientation and placement of students with agencies.

Role of the Project Staff in Implementing the Student Involvement

Model
In Title I projects which utilized this model, the project
staff typically contacted and screened agencies, set up standards
of agency supervision for students, and interpreted to the agen-
cies the students' educational objectives. It was usually neces-
sary for the staff to initiate and develop the mechanism for
communication and coordinaticn between the agencies and the
higher education institution. A% one institution, for example,
& Title I project director stated that his primary task was to
get community-based educational experiences corganized. He said:
I work from professor to professor and from department to
department. I describe potential community-oriented ac-
tivities in which students can become involved. We work
out educational objectives in terms of competencies which
the students are to attain in the field experiences. Then
I make arrangements with agencies for the specific field

experiences to be offered in each course.

When the field experience wa.s being done for course credit,

the staff often had to recruit faculty and implement a process
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of accountability that involved feedback from agencies and stu-
dent coordinators to the faculty members concerning the students'
performance. Virtually 100% of the faculty members who were
interviewed concerniné their involvement in Title I projects
which used the Student Involvement Model expressed appreciation
for the efforts of the Title I personnel who had assisted them
in making contacts and arrangements with agencies for specific
field activities iﬁ which students could relate to their aca-
demic courses.

In three institutions which used the Student Involvement
Model in Title I projects, no academic course credit was given

for field experiences. In nine institutions, less than 10% of

the students involved in field experiences received academic

credit. At San Francisco State College, however, all students
who participated in the field experiences provided by the Title I
'project did so for academic course credit. Faculty involvement,
moreover, was made an integral part of the Student Involvement
Model as it was used in this institution. In addition, faculty
members from the Ethnic Studies Department were an integral part
of any part of the project where ethnig community was involved.
At San Francisco State College, students participated in field
experiences in the community ‘for nine units of.credit involving
three faculty members in three different disciplines. An attempt
was made to integrate the theory of each discipline with the in-
ductive learning of the field experience. The following gquota-
tion from one of these faculty members illustrates the faculty

point of view in this project:
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I wanted to get in on the real phenomena beyond the one-

stage~removed theory in my field. I participated in the

student internship program in Chinatown. I worked with

a class of Chinese students in looking at urban geography
from inside the city. I now have grass roots, experien-

tial phenomena to point to in teaching my other classes.

It has challenged me professionally.

Role of the Higher Education Institution in Implementing the

Student Involvement Model

Without the official support and sanction of th2 adminis-
tration and other decision making bodies in the higher educa-
tion institution, implementation of the Student Involvement Mo-
del was often found to be difficult or impossible. Having ad-

ministrative support and the support of départment chairmen,

deans, and faculty senates behind such efforts greatly strengthened

the programs. In one institution, getting administrative sup-
port was essential and critical in having the field experience
recognized for academic course credit. In another instituticn,

although the administration expressed support for the granting.

of academic credit for field experience, this action was partially

blocked by the faculty.

Administrators of higher education institutions had a wide
variety of reactiéns to student field gxperiences in Title I
projects. In five institutions, administrators reported that
they viewed the students as providing a positivé public relations
image for the higher education institution. 1In three of these
institutions, administrators, students, and faculty members who
were interviewed saw the student activity as releasing the ener-
gies of action-oriented students off campus ipstead of on campus,

thereby redirecting the potential of student demonstrations.

One student of California State College, Los Angeles, said:
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could point to student involvement as evidence that the higher

I think that the EPIC program has been one of the main
reasons that we haven't had student disruptions on a

large scale on our campus even though we have 50% mi-
nority students. The students have seen through the
program how they can bring about change in agencies.

They feel that they have a way of doing something about

the injustice in society. They also are making their
education relevant to changing society.

Where higher education institutions were under social pres-

sure to relate to disadvantaged populations, the administrators

education institution was involved and not. unconcerned.

In one institution in which the faculty were involved and
the field experiences were offered for academic credit, adminis-
trators interviewed reported that they were very enthu51astlc
about the growth of community-based education which was tled

in to the regular curriculum. They saw ‘'what was being provided

by the Title I projects as a creative wedge to revitalize the
teacping function of their higher education institution and said
that they évaluated it highly in terﬁs of merit review for the
faculty who were involved. Administrators in six institutions,
however, said that they found it difficult to conceptualize how
field cxperience could be related to the traditional student unit
credit system based on clock hours spernit in class.

Censequences of the Student Involvement Model

Students have reported the following educational consequences
of their participation in field experiences:

l. They learned about themselves and human relations.8

8The director of one agency observed: "The students have
been working with patients in owr mental health clinic. They
have been of immense help to the patients. The students have
learned a lot about themselves and about ‘'human relations. They
tell me that this exp ence ties in with their course work in
psychology." . . 80 -



They learned about problems of target populations first
hand.
They learned about the agencies and the problems they

faced.

They learned from trying to relate their formal educa-
tion to the world of everyday living.9

They lecarned about occupational specializations that
were being practiced in these agencies.

They reflected upon their own social values and struggled
with problem identification related to the ﬁajor problems

of our society.

Students also reported the following noneducational conse-

quences of their participation in field experiences:
1. They made new friends and contacts out in the community.
2. They got jobs through the references and job experiences.
. 3. They experienced positive feelings about themselves
being able to help other pecople.
Students who participated in Title I projects which utilized
the Student Involvement Model reported:
I really enjoy helping people with their educational prob-
leme. I found out that people really needed help and I

really enjoy helping.

L

9A graduate student reported: "All of us are in a M.A. pro-
gram in Special BEducation. We wanted to relate what we were
lecarning and how to practice it.. We also wanted to gain know-
ledge of Indians and how to become beititer teachers. Our pur-
pose in futoring i to bulld a bridge between our formal learn-
ing and evesvday cupervicnece. We aren't going in as teachers
or Ioster pacents, but as old friends." Another student ex-
pressad the following: . "Hducation is more than what you get in
the classroom. We are learning f{rom the community. I got more
ovt of this thon any class I cver took."
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The test of this internship program is the product. There
are now 20 students who are employed in the community )
agencies where they interned. As a result of the program,
there are 2l1lso 26 on-call volunteer counselors available
to kids who are in trouble.

Our student coordinators are in great demand for jobs.
They have learned management 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 it was reported that students had con-

tinued their involvement with the agencies on their own after

. the program had introduced them to the value of the experience.

In four higher education institutions it was reported that
there has been a tendency for students to seek further coufses
or programs involving field experiences. -In éther words, there
has tended to be a multiplier effect in the direction of creat-”
ing a voluntary society (Shindler-Rainman, 1971, p. 100).

Faculty members who were interviswed reported that working
with students had caused them to have to rethink the way in
which they conceptualized their teaching and their teaching
methods. Over 75% of the faculty members interviewed concerning
Title I projects which utilized the Student Involvement Model
were concerned, however, about how to 1zlate students' perfor-
mance in field experience to a classroom-oriented system in
thch academic credit is given for time in class.

The agency personnel who were interviewed indicated that
the students usually brought genuine enthusiasm and caring,

strengthening contacts with clients and often transcending

age, class, and racial barriers. Personnel at three agencies
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indicated that students provided a form of informal, in-service
training for agency staff which would not have occurred other-

wise. For instance, a school principal in Los Angeles reported

the following:

The college students teach 'ethnic pride' in our elementary
school. It has really helped to change the attitudes in
this all-black school. The teachers have learned a lot
about black history from the students. The college stu-
dents provide in-service training for our teachers in

this area. I have the highest respect for all the col-
lege students who have come and especially for the stu-
dent coordinators who have worked with our staff and with
our students.

Agencies also reported having benefited from new confacts
with faculty members who were introduced to the agency personnel
by students. In five agencies, it waé reported that procedural
changes which had been suggested by studehté were implemented
by the agencies.

Administratnks in four higher education institutions indi-

cated that in their estimation the public image of the higher

education institutions had been improved through the student

field experience programs. Increased enrollments were also
claimed as a result of the student contacts. TFor instance, a
member of the staff of a Title I project in San Francisco State
College reported the following:

The students workinc¢ in the agencies have encouraged adults
to enroll in college and continue their education. 'The
cnllege was able to establish an extension unit in oux
community to sexve the people recruited by the students.
Twenty-four new full-time students have enrolled and are
now attending college from this community becausc of the
students in field expericnces. ‘

Virtually 100% of the administrators interviewed were par-

-ticularly positive about faculty involvement in Title I projects
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which used the Student Involvement Model when it could be shown
that these experiences were definitely related to the curricu-
lum and that a system of accountability had been established.

Strengths of the Student Involvement Model

The Student Involvement Model provides the following strengths:
l. It can involve large numbers of students rapidly and
etfectively when the program is well administered.
2. It can be comprehensive, involving faculty members, stu-
dents, agencies, and target populations.
3. It can provide strong positive consequences for faculty
members, students, agencies, and target populations.
4. It has met with positive acceptance in most institutions
where it has been used.' .
5. It has the potentiality for being adopted and supported
financially by the sfudent body and the administration.
The latter has been the case at California State College
at Los Angeles where, after two years of Title I funding, the
project became self-supporting from student body fundé, funds
from the State College, and funds from the State College Founda-

tion.

Limitations of the Student Involvement Model

The Student Involvement Model has been found to have the
following limitations:
l. It is subject to instability which can be caused by
changing interests of students on campus, changing
leadership due to student and faculty mobility, and chang-

ing community climate which may lirmit the use of stu-

dents by agencies.
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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 described below.).

3. It is difficult to supplement this model with faculty

involvement due to the lack of faculty preparation in
community-based teaching metﬁodologies, the lack of
institutional acceptance of criteria for student ac-
countability for credit. and the lack of faculty-agency
feedback mechanisms for student sﬁpérvision.
4. It is sometimes disruptive for students and agencies
when field experiences terminate at the end of a quarter )i
or semester rather than at the end of a field experience.
The data indicate , however, that the strengths have far out-
weighed the limitations when this model wés adequatély implemented.
Title I projects using the Student Involvement Model secemed to have

functioned particularly well under these following conditions:

l. when the students have been given an opportunity to be
involved in community problem solving efforts related
to their academic goals and under competent agency su-
pervision;

2. when faculty members have been actively involved in set-
ting up accountability criteria for course credit through
internships, including community-based educational ex-

periences;, . )
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3. when Title I staff has establi§hed a long-term relation-
’ ship with agencies Witl:l joint development of standards
in the supervision of student field experiences by the
higher education institution and the agency;

4. when Title I funding provides long-term, contingent

funding so that agencies can plan on the basis of a
relatively stable student volunteer pool;

5. when part-éime paid student coordinators have been de-
signated for each agency in order td provide orientation
for students as well as communication between the agency
and the higher education institution's faculty and ad-
ministration;

6. when student coordinators have:been given agency staff

- ' status during the field experieﬁce; and

7. when agencies have been required to submit evaluation
reports on students'-performgnces to faculty members. .

On the whole, the evaluation team was impressed with the

e%tent of the.acceptance of this model on the part of students,

; , agencies and target populations, faculty members, and administra-

tors.

Agency Involvement Model

¢

Almost without exception the Title I projects in the State
involved agencies in some aspect of what they did. However, 23%
of the funded projects over the five years primarily involved
agencies, relating higher education resources to their educational
needs. This approach to the.utilization of Title I funds can
be referred to as the Agency Involvemeﬁt Model;

14
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Implementation of the Agency Involvement Model

When the Agency Involvemen?i: Model was used, the main focus
of the Title I project was to provide educational assistance
to community problem solvers in agencies by relating relevant
resources in the higher education institution to them. The

nature of this relationship is depicted in Figure 8.

Faculty F-l Agencies
T 7
! ' l ~
F-6 ! ! F-5
] {
Students Target
Populations

Fig. 8: Agency Involvement Model

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

This education was some’ mes provided for an individual
agency; sometimes for different agencies clustered for training
of a specific type.

The following are illustrations of the variety of specific

" activities which occurred in Title I projects when agencies were

the primary focus:

l. The city managers of Orange County requested that the
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Title T project, provided training for community aides

Public Administration faculty at Fullerton State College
provide a variety of training workshops through a Title I
grant. Agency and municipal employees received training
in public finance, data processing, governmental rela-
tions, city managemenf, recreation and parks planning,
school finance, city planning, and planning for public
transportation. |

The University of California, Los Angeles, through its
Title I project, provided technical assistance to the
Pico-Union Neighborhood Council (PUNC). Leadershipl train-

ing was initiated and a community center was opened.

Faculty consultants assisted t':he agency in acquiring
funding for the development of. a éonimunity park and tﬁe--
constr. o~1h of low income apartment units.

The Un.versities of California at Davis, Riverside, San
Diego, and Santa Cruz conducted extensive training for
the local Office of Economic Opportﬁnity (OEO) delegate
agency personnel through Title I projects over a five-
year period.

The University of California, Riverside, through its

for the Public Health Community Worker's program.

The University of California, Santa Cruz, through Title I
funding, provided agency training for the Unified School
District Parent Advisory Committees as well as staffs

of Head Start Day Care Centers, a Welfare Rights Organi-

zation, and Model Cities programs.
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Role of the Project Staff in Implementing thec Model

In the Agency Involvement Model, the Title I project direc-

tor generally began by identifying agencies which were request-

ing or could potentially use the educational resources in the
higher education institution in their community problem solving
efforts. To the extent that these eduéational needs could be
appropriately matched with educational resources existing in
the higher educétion institution, the project staff sought to

bring about this matching of educational needs and resources.

It was reported that the project staff's ability to involve agen-

cies and their personnel in this type of training has often: been
facilitated by the fact that the educa.tion' is offered in the
name of and under the auspices of a prestige'ous higher education
institution. In the process of responding to requests for par-
ticular types of training, project staff frequently assisted
agencies in identifying other training needs-which could be
met by educational resources within the higher education insti-
tution. At times they have been askel by agency personnel to
provide noneducational resources from higher education or
from the Title I project. Project staff have reported that they
tried to make it clear that providing noneducational resources
was not within the intent of the Title I Act, and they frequently
a;ssisted agency personnel in identifying alternative sources of
funding and other desired noneducational resources. Project
staffs, for instance, at the University of Californié, Los An-
geles, University of California, Davi.s, Unj.vcrsit;y of california,
"Santa Cruz, Humboldt Sfate College, San Francisco State College,
and San Diego State Coliegc were instrumental in assisting agencies
7




in procuring alternative sources of funding.

1’ Rele of the Agencies in the Agency Involvement Model

For their part, agencies frequently have surveyed formally

or informally the educational needs of their personnel and, in

some instances, of the target populations. This has led to re-
quests for: (a) faculty ccnsultantships; (b) educational courses,
workshops, and conferences; (c) student assistance; or (d) re-
search and demonstration from the higher education institutions.
With the assistance of the Title I project personnel, the spon-
soring agencies have planned these events, recruited participants,

and disseminated research findings and proceedings from workshops

or conferences.

Role of Faculty in Implementing the Agency Involvement Model

s

It was primarily the expertise of the faculty members and

A
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their willingness to be involved in making this expertise avail-
able to agencies through consulting, teaching or research, and
demonstration, which made the model work. At times students have
been involved in assisting faculty members in seeking to provide
educational services at the request of agencies in Title I pro-
jects.

The major use of the. faculty members 'in consultantships,

teaching, and ::esearch and demonstration activifies.through Title

I projects by agencies'was to diagnose community problems which

they had been unable previously to understand or deal with ade-

quately and, further, to seek to identify alternative solutions

to these problems.

¢ ai The Agency Involvement Model tended to function well under

H ' the following circumstances: (1) when the request for educational
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assistance was identified adequately and specifically by the agency;
(2) when the request was clearly understood by the responding
faculty; (3) when the request for known information matched

known problems; and (4) when the request was for assistance in

diagnosing problem areas, with no expectation that a "correct
answer" would be prcvided. Things did not go well, however: (1)
when there was not 2 close match between skill, methodology or
technique requested by an agency and what could be provided by
the higher education institution, of (2} when the faculty mem-
bers provided (or were perceived as having provided) generali-
zations as if they were prescriptions rather than sources of un-
derstanding in diagnosing and solving cémmhnity problems.

Consequences from the Utilization of the Agency Involvement Model

Agency personnel in Title I projects using the Agency In- \
volvement Model reported in interviews that the educational as-
sistance which they had received through courses, workshops and

conferences, or through faculty consultantships, research and

demonstrations helped them to more adequately: (1) vrderstand
the nature of community preblems or components of them which they
were seeking to sclve; (2) update their knowledge about techno-
logies and procedures relevant to community problem solving;

- and (3) identify and obtain new sources of fundiné to expand
their community problem solving programs.

In addition, they reported that, as a consequence of what
they had learned, new wvays were found to expand their service
areas, new types of sexvices were provided, and new problems were
addressed and solved. Fof instahce, a number of agency personnei,
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who participated in the Title I "Change Agent Program" at River-
side indicated that their agencies nad been able to ﬁake changes
which increased their services. Agency personnel from the River-
side County Department of Public Welfare reported that, as a di-
rect consequence of this Title I project, their agency had made
provision to have som2 of their qffices'open in the evenings.

At Chico State College it was reported that almost all of
the municipalities within Butte County had adopted new procedures

for the release of prisoners on their own recognizance at least

in part as a result of the Title I project activity in consulting

and research on the issue. It was reported that these procedures

are now being taught in the Police Science courses in a Community

College in the area.

It was also reported that the relationships between agencies
have been strengthéned at times as the xesulf of their workinhg
together to co-sponsor, plan, implement, and follow-up programs
iniﬁiated by Title I programs. This happened extensively, for
example, in the "Change Agent Program" provided by the University
of California, Riverside. Several agency participénts claimed
that the development of new inter-agency relationships was a
main outcome of that project.

A city manager expressed the opinion that the personal rela-
tionships and contacts that had been made through a Title I pro-
gram led to the organization Qf a county-wide association of
public administrators.

Agency administrators reported that their eméloyees received
new skills,.new infofmaéion, better ways of viewing the problems

with which they were working, and therefore were able to perform
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more adequately in their jobs as the result of training received
jn Title I courses, workshops, or conferences.

Some of the agency employees received certificates or other
documents attesting to thgir having received specific types of
training in Title I projects. It was reported that personnel were
able to use these documents as evidences of having raised their
competency levels in their occupationé. These documents also
helped them in obtaining new jobs.

Personnel in eight agencies reported that their attitude
toward the higher education institutions which provided
educational services became more positive as they increasingly
perceived these institutions as having educational resources which
could and were meeting their educational needs. For example,
an administrator of a local Anti-Poverty Agency said:

The University of California, Santa Cruz provides courses

for administrators and personnel of poverty programs.

They have large enrollments and make a profit from it, but

it is worth it. It is great and we need these skills.

Bducational activities, moreover, which started as a "one
time experience" were found to be of sufficient value by the
agency (s) to be scheduled subsequently on a regular basis. TFor
instance, the project director of a Title I project at Fullerton
State College said: , |

We were surprised at the number of people who came to the
seminars and that the demand continued for five years.
Moreover, new courses were requested by the city mana-
gers, School Superintendents, Agency di.rectors, and their
employees.

When agencies decide to rely on a Title I project for con-

tinuing and long-term educational services, they constitute a

new and continuing clientele. The fees which these agencies pay
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for educational services have been found to be an excellent socurce
of supplemental and on-going funding for community service pro-
grams in higher education institutions. In addition, administra-
tors and faculty members imputed that Title I projects which used
the Agency Involvement Model favorably affected their higher edu-
cation institutions.

In four higher education'institutiohs, new courses which had
been instituted in Title I projects were subsequently instituted
as undergraduate or graduate courses. A faculty member of Ful-
lerton State College reported the following:

Our courses in the Public Administration Department were

changed as a result of suggestions from the city managers

and their employees who participated in training offered

in our Title I project. New courses in decision making,

systems analysis, negotiations, and contemporary problems

have been added.

At the University of California, Riverside, it was reported
that the development of a Certificate Program in City Planning
had resulted as a "spin-off" of the Title I project at that in-
stitution. Faculty at San Fernando Valley State Colleée reported

that the most important consequence of a Title I project was the

discovery of a community need, which, while it was not immediately

solved, led to development of a new undexgraduate option within

. a major. It was also reported at Fullerton State College that

the response to the Title I 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 fol-

lowing strengths:

l. It can be used to build the capability of the agencies
to expand and improve fheir services through the training
of their personnel in new methods and technologies rele-
vant to their community problem solving activities.

2. It can be used to build the capability of the higher edu-
cation institution through establishing an ongoing clien-
tele who are willing to pay for training and educational
services for old and new employeeé who need new and-up-
dated skills. Part of agency ﬁudgets can be or must be
spent on the continuing education éf.employees. This
source of funds for Title I projects can strengthen the Ty
capability.for providing addit;onal educational problem
solving activities for other clients or for other parts of
the Title I project.

3. It has been found to be particularly useful in releasing
technical and theoretical capabilities of faculty in re-
sponse to specific educational needs, as defined by the
agencies rather than as defined by the faculty members.

Limitations of the Agency Involvement Model

The Agency Involvement Model has been found to have the fol-

lowing limitations:

l. Requests from an agency for educational services tend to
be expressed in terms of the agency's perépective of

community prdbléms and ways in which its personnel deal )




with these problems.

3? 2. As with the Faculty Involvement Model, a particular higher
education institution may not have the technical educa-
tional capabilities requested or needed by the agencies
in its service area. An agency's educational needs can-
not always be met from the nearest campus. Particular
resources may be located.at the higher education institu-
tion but for some reason they cannot be made available
to those who request them. Or, resources may not be in

> a form which can be of educational help to the particular
agency and its personnel to assist them in solving par-
ticular community problems.-

3. The use of the Agency Involvement Moael has been found

i not to work well under the following circumstances:

a. if a higher education institption (or one of its com-
ponents) acts as if it were an agency (by providing
noneducational services which are normally provided
or need to be provided by agéncies in a community);

b. if faculty members become involved in manipulating com-
munity problem solviné through agencies; and

c. if a higher education institution (or one of its com-
ponents) continualiy or frequently responds to the
requests for educational services from one agency
or type of agency and fails to meet the educational
needsland requesté of other agencies.

The Agency Involvement Model and the Faculty.Involvement

> Model both provide educational services to community problem sol-
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vers in agencies. The Faculty Involvement Model, however, does
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 I projects which use

the Agency Involvement Model.

Target Population Involvement Model

'Target populations have been defined in Title I projects in
the following ways: (1) citizens who are affected by a particu-
lar type of problem including those related to housing, race and
poverty, unemployment, smog, or transportation needs; or (2) ci-
tizens who reside in a "community" defined as a particular .geo-
graphical area including ghettos, sub-standard housing areés,

: Model Cities target populations, parts of a city, a city, county,
region, or the State.

Between 1966-1971, 14% of the Title I projects in the State
primarily sought to involve target populations in order to assiét
them educationally in their attempts to solve pommunity problems.
In keeping with national and State priorities for several of the
years between 1966-1971, many of the Title I projects addressed
themselves to providing educational assistance to community prob-
lem solvers who were addressiqg problehs of race and poverty.

Implementation of the Target Population Involvement Model

When the Target Population Involvement Model was utilized,

the primary focus of the Title I project was to assist education-

- ally the community problem solvers in target populations by re-
lating them to relevant resources in the higher education insti-

tution. The nature of this relationship is depicted in Figure 9
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Fig. 9: Target Population Involvement Model

fé implement Title I projects which primarily utilized 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 community. Three
projects sought to recruit persons from target populations as
full-time students in higher education institutions. In addi-
tion, conferences, workshops, and community meetings were held

at the request of persons in target populations to assist them

educationally in community problem solving.

The following are illustrations of the ways that projects

implemented the Target Population Involvement Model:

l. San Fernando Valley State Colleg~ operated a center in
the barrio of San Fernando for the purpose of relating
the college resources to problems of minorities. Minority
faculty members and students worked with community people
on a variety of problems.

2. The University of California, Davis provided community

_li development .taff to' Southeast Stockton. The Community .
b \

Education Center which was established offered technical °

16 e,




assistance to citizen task forces in dealing with lo-

cally identified problems related to sewage, code /n-
forcement, unemployment, transportation and housing.
Humboldt Staté College provided community development
staff along with student interns to the low income com-

munity of Manila. A neighborhood organization was es-

‘tablished in order to address problems related tc voter

participation, consumer education, environmental pollu-
tion, and recreation.

The Merced Community Coliege Title I project provided
staff to work with the minority communities of South
Merced and Planada. The staff condﬁctéd a door to door
survey to determine educational needs. Then they re-
cruited minority citizens for classes offered by the col-
lege in the community and on the campus.

Los Angeles City College provided a Mobile Advisement
Center for the undefeducated citizené of East-Central-
South Los Angeles. The couseling has been used by sevefal
thousand persons seeking educational and vocational coun-
seling. It operated evenings in market parking lots and
at public adult schools. Its mair function was to recruit
potential higher education students from minofity popu-
lations.

The University of Redlands conducted three seminars for
minority citizens in the methods and procedures for ef-

fective participation in, the civic and political life in

the community of Redlands. Citizens learned how the city
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Typically, citizens in the target populations requested:

1. assistance in more adequately understanding the nature

Role of the Project Staff in the Target Populatidn Involvement Model

government, the regional Office of Economic Opportunity,
the Board of Education, and the Probation Departments
functioned from presentations and interaction with of-

ficials from these and other organizations.

of their problems and alternative solutions to these
problems;

assistance ‘in understanding.how federal, state, and lo-
cal agencies operated, particularly in relation to their
role in dealing with these problems;

assistance in' identifying ways to get more adequate agency
services to help them solve these problems. In many in-
stances, they wished to learn how to get access to par-

ticular agencies to learn how to express more adeguately

their needs, and to become involved with them in solving
community problems.

assistance in attaining skills for participéting in com-
munity planning and other problem solving efforts; and
assistance in learning how to assess needs more adequately

in relation to the community problems affecting them.

In the selection of the Title I project staff when the Tar-
get Population Involvement Model has been the primary focus of
a project, it has been found necessary for those hired to be able
to work effectively both within the target population and with

persons in the higher education institution. The effectiveness

1
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of project staff to a large extent depended on its being made up

of transcultural individuals.

One way of providing transcultural personnel for the staff

of a Title I project is to utilize minority students in the higher

education institution as staff.

For example, this was the case

in Title I projects at Los Angeles City College, Humboldt State

College, and Chico State College.

A second way of providing transcultural personnel in Title I

staffs is to hire persons who live in the target community and

who are recognized as community leaders. This was done, for exam-

ple, at San Fernando Valley State College, Merced Community Col-
lege, and the University of Redlands. While these persons often
were able to facilitate the projects relating to target populations,
they sometimes experienced tension from being identified both
with the institution and with the community. One Title I employee

commented:

I was a community leader before being employed. I now ex-
perience conflict in wanting to be an advocate for my
people. I am loyal to my community and want to identify
myself with their cause. As a college employee I am iden-
tified with the college administration. It puts me in
the middle, suspect from both sides.

A third way of providing transcultural personnel is for a
project director to find wéys to be accepted both by persons in
the higher education institution and by those in taréet populations.
A Title I project staff which uses the Target Population
Involvement Model has as one of its primary roles that of identi-

fying educational needs of the target population. This has been

done through:

l. reviewing requests for educational assistance from persons

1i9 ~101-~ |




For example,

in target populations; and

2. assisting citizens in target populations to identify
their needs for educational assistance in community
problem solving.

One project director described his task as follows:

The director has to relate to the people, care about them,
and respect them. He gets acquainted, and then discovers
the key people who hold the respect of the people. He gets
to know these leaders and listens to them describe problems.
He is sensitive to the people's needs, expressed and im-
plied. He does critical listening and helps the pecople
see ways to satisfy their needs. lle helps them focus upon
their problems and to see them in new ways. He brings
people togethcer to talk ahout these problems. He helps
them to identify resources and to get access to these re-
sources. He sometimes helps them to write up statements
of the problems and thc proposals which have come out of
group effort.

The Title I staff then typically sought to identify edu-

cational resources in the higher education institution which
could be involved in meeting the community problem solving needs
of the target population. In a very few cases, Title I project

staff went further to help individuals with their individual

problems. In doing so, they were assuming the role of an agency.

More appropriately, the staff of most Title I projects which

utilized the Target Population Involvement Model performed the
task of referring citizens and citizens' groups to agencies and
other resources which could provide necded noneduAcational services,
rather than attempting to provide these services with higher edu-

cation institutions' or Title I projects' noneducational resources.

the staff that condacted the door-to-door educational

survey in South Merced discovered imed;ately pressing individual

needs. It became necessary in these cases to help individuals




make contact with agencies which could help them directly.

34

In three projects the staff assisted the target population .
in the preparation and dissemination of information relating
to methods and resources that could be useful to individuals
in the solving of thiir own problems utilizing higher educatiou
resources in doing so. The staff in virtually 100% of the Title I
projects which used the Target Population Involvement Model pro-
vided a liaison between the target populations and the higher
education institutions. These staffs were often able to inter-
pret the higher education institution to citizens in target popu-
lations and the needs of target populations to the higher educa-
tion institution and its administrators .an'd faculty. By so doing,
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 scmething from the college, we
wouldn't know where to go or who to see.

The college is like another town. We have never been on
campus.,

Role of the Citizens in Target Populations

Citizens in target populations became involved in educational
activities provided by Title I projects which used the Target Popu-
lation Involvement Model in the following ways: |

l. They participated in Title I sponsored classes, workshops,

conferences, and community meetings for the purpose of
learning how to understand more adequately and to solve com-
munity problems that, wefe affec?:ing them.

2. They contributed many thousands of hours of volunteer time }
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to community problem solving efforts. For example,

they worked on community problem solving task forces
and they served on advisory committees in the higher
education institutione and in agencies, providing ci-

tizen participation role perspectives to the delibera-

tions of these bodies.
3. They made personal and group financial contributions to
a few Target Population Involvement Model projects in

order to expand the capabilities of the projects and to
10

provide educational services.
4. In most of these projects, they served as members of i
the Title I project's staff.

Role of Faculty Members

i The faculty members were primarily involved in Target Popu-

lation Involvement 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 following

quotation ‘illustrates some of this difficulty:

The experts didn't come down to the communlty 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.

In these instances there were language problems. Other

lOFor instance, contributions of this type were made to

Title I projects at Humboldt State College, at San Fernando Valley
State College, and at the University.of California, Santa Barbara.

Q . 1('}9
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difficulties resulted from differences in perspectives and dif-

Vo ¥

ferences in ways of conceptualizing tke nature of solving prob-
lems. 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 populations, a discussion on housing problems was
reported to have centered around the personal housing problem
of one of the pérticipants who interpreted eVerything about
housing in terms of her personal situation. In contrast, the
“faculty members tended to perceive problems and solutions iﬁ
terms of generalities.

Role of the Agencies

Seven Title I projects which used .the Térget Population IﬁJ'
volvement Model were able to involve agencies supplementally. )
This permitted both the agencies and target population to learn
from each other about the nature of community problems, about
potential solutions, and about their respective roles in commu-
nity problem solvind efforts.

Consequences to the Target Population

Individuals in target populations reported the following
consequences of education received in Title I projects which
used the Target Population Involvement Model. Some of the in-
stitutions in which these consequences were reported 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 )
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College, Merced Community College, and University of

California, Los Angeles),

They acquired greater ability to understand community

problems and alternative ways of solving or coping with
these problems, including an increased understanding of
political decision-making processes and how they as citi-
zens could have a participati?e role in these processes
(University of Redlands, 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 feel-
ings of helplessness and hopelessness in relation to
their ability to cope with or overcome immediate and
long range community problems (University of Califor-
nia,‘Los Angeles, and Humboldt State College),

They expanded their awareness of and ability to acquire’
resources from higher education inétitutions, agencies,
and other sources which,.could be utilized in their commu-
nity problem solving effqrts (University of California,
Los Angeles, University of California, Santa Cruz, and
University of California, Davis),

They were given an oppértunity to develob leadership,
which frequently enabled them to deal with certain com-

munity problems which had not been dealt with effectively

before Some of these emergent leaders were elected or
appointed to serve on governmental and. agency commissions,

committees, and boards where the& were able to interpret

and get resources allocated and pdlicies changed, facili-
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tating the solution of target population problems. Other
emergent leaders reportedly addressed similar decision
making bodies, and susequently have credited what they
learned in Title I projects, at least in part, for the

successes which they had in interpreting the needs of

target populations and in requesting policy changes,
resource allocations, and other official actions which
could assist the solving of such problems (University
of California, Irvine and University of San Diego),

~ 6. They were educationally assisted through Title I proiects
to combine, often in a catalytic way, other. resources
with Title I resources resultiﬁg in improvements in

agency services, housing, and recreation facilities.

Similarly, new organizations and associations have e- )
merged andbhave continued to serve target populations
as the result, at least in part, of what was initiated
in Title I projects (University of California, Los
Angeles and Humboldt State College),
7. Through what they learned from Title I projects as volun-
teers or as staff, individuals from target populations
obtained new employment with higher income and greater
career opportunities. Some of these have been hired

as "urbanologists." Others have been hired as para-

professionals or professionals in federal, state, county,
and municipal agencies where what they learned in Title I
projects concerning community problem soléing was being

useq in a variety of problem solving situations (Univer-

sity of California, Los Angeles),
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8. In some projects, innovative approaches to community
problem solving involving target populations have emerged.

These included: the revival of drama as a medium for

Mexican Americans to become educated in the nature of
their cultural heritage} the commitment of American
Indian languages to written form  and education in the
use of them which facilitéted the renaissance of Indian
culture in certain tribes in the State; and the emer-
gent utilization of Black higher education students in
providing in-service training for public school teachers
in Black History (University of California at Santa.
Barbara, Humboldt State College}.and California State
College, Los hingeles). |

Consequences to the Higher liducation Institution

D
4
ar

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
cifizen advisory groups and personnel from Title I projects.

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 I programs. In addition, eight administrators claimed
that they thought that the image of their higher education in-

stitutions had become more positive in terms of their record in

serving wider segments of their communities because of Title I

projects in their institutions.
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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 train-
ing forms of education to those who are immediately af-
fected by community problems.

2. In many instances, community problem solving is inhibited
or is impossible without informed participation and in-
volvement of indigenous leaders from the target popula-
tion.

3. This model has been found to make it possible for a
higher educafion institution increasingly to bridge com-
munication and perceptual barriégs between themselves
and target populations which may not yet have been re-

presented to any great extent in the higher education

institution's student'body. As reported above, this
type of contact with target populations through Title I
projects has been effective in attracting new students
from target populations. |

Limitations of the Target Population Model

The Target Population Involvement Model has been found to
have the following limitations:
1. Title i projects which have utilized.£he Target Population
Involvement Model primarily or exclusively have found it

difficult or impossible to have the projects become self-

supporting. Unless this happens, the projects are par-
ticularly dependent on continuous Title I funding. When )

Title I funding was no longer available, four of these
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projects were discontinued. 1In three projects, it was
possible to avert this difficulty by having the activi-
ties, begun under Title I, continued: (a) by being incor-
porated as an agency; (b) by being assimilated into an
agency; and (c) by being assimilated into the higher edu-
cation institution. An example of the latter adoption

is illustrated by the Title I project at Merced Community

College. An administrator indicated that the project

had been so well received by citizens that the Board
of Trustees voted to continue the project and to expand
it to other target areas within the community college
district using other district funds. He said:
The project enhanced the image of the college as
being involved. Some thought that it would be
controversial, 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 edu-

cation institutions and their personnel to work unobtru-
sively with those who are immediately affected by commu-
nity problems. When the higher education institution seeks
to involve itself With these problems, it frequently finds
itself secking to provide educational servicés to indi-
viduals and groups who may wish to have the higher educa-
tion institution play an active advocacy role.

If higher education institutiéns in their Title I projects
offer or are perceived as having offered actually to solve

community problems rather than to provide educational as-
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sistance to those who are engaged in seeking solutions
to community problems, they may create excessive expec-
tations and eventual disillusionment with the higher
education institutions on the part of those affected

by community problems. The following quotations illus-

! trate the type of excessive expectations which can arise:

"I think that all of the problems of the community
could be solved by the higher education institution.
It has the money and that makes the big difference.

With noney, our housing, recreation, child care
and other problems can be solved."

"The higher education institution has offered to
help us solve our community problems. With all of
the professional expertise in that higher education
institution being offered to us, all of our commu-
nity problems can be solved."

"I would like to see the higher education institu-
tion do something to solve the following problems:
transportation problems, seeking commercial status
for our community, providing job training and place-
ment, developing better low-income housing, road
improvements, better drainage systems to prevent
flooding, and so forth."

"The higher education institution came into our com-
munity offering to help us solve our community prob-
lems. They did help us in some ways. But when the
money ran out, they withdrew completely."

When the higher education institution offers or is per-
ceived as having offered to provide educational assistance
to those seeking to solve community problems, however,
the following types of reactions have been reported:
"It is my feeling that the project has made an im-
pact on the community due to the fact that parti-
cipants are preparing themselves to qualify for

better employment and desire to contlnue their edu-
cation at the campus."

"''he people. wanted certain forms of education and )
received it. I feel that the program instilled pride




in the community as well as . directing attention
to the college."

"] was unaware that the (educational) program was
a project.”

4. If higher education institutions use this model without
adequately assessing the potential contact points for

] ) entry into the target populations, they can be rebuffed

by target populations. In these instances, Title I pro-
jects can be partially or totally stymied.

5. The task of providing educational services to target popu-
lations to assist t! »m in their community problem solving
efforts can be exceedingly difficult and time consuming.

6. To require rapid, visible results from a Title I project
which uses the Target Populatioﬁ }nvolvement Model can
lead to dysfunctional pressure being put on both the

project's staff and the target populations involved. If

project staffs using this model feel that they must pro-
duce rapid "results," they may think that they have little
alternative but to move from pioviding educational services
to engaging in noneducational activities of a lower or-
der which show immediate evidences of having solved prob-
lems. This type of process is. one of the dysfunctional
forms of conducting Title I projects which has been re-

ferred to by Title I directors as "copping out."

7. Although it has been found to be important to involve
citizens or their leaders in target populations in educa-
tional activities related tg community problem solving,
there are few if any higher order community problems
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which citizens in target populations can solve on their
own. To operate the Target Population Involvement Model
for long without also involving agencies in the process

has been found not #o0 work well.

The Transactive Involvement Model

In going from the firgst four models to the Transactive In-
volvement Model, a change in the type of involvement occurs.

Rather than starting with the primary needs and resources of

one of the following: faculty members, students, agency person-

o

nel, or persons from taxget populations, the Transactive Involve-

ment Model brings perscns from these different role perspectives

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 to solve a com-
munity problem but to diagnose the problem's nature and to examine
potential solutions to it. When this has been accomplished, the
findings typically have been published or otherwise made available

to relevant publics. At times television, newspapers, and film

have been used for this purpose.

Imp.ementation of the Transactive Involvement Model

When the Transactive Involvement Model was used, the project
staff involved one or more persons from agencies, target popula-
tions, faculties, and/or student bodies in one or more transactive

experiences. The nature of this relationship is depicted in

Figure 10.
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Fig. 10: Transactive Involvement Model

The analysis of the data indicates that approximately 19% of
the total number of projects funded were predominantly of the Trans-
~active Involvement Model type. Eight of the Transactive Inﬁolvement
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 estab;ishéd by the particpanté-or
by the Title I project staff. The transactive experiences ranged
in size from fifteen to six hundred participants. - Fifteen of these
experiences addressed primarily one comﬁunity.problem; three consi-
dered more than one community problem or even the interrelationship
between two or more community problems. One project, which used the

Transactive Involvement Model, did so on an inter-system statewide

basis.ll Eight were done on a regional basis. Ten were countywide

Seminars around the theme "Open Space in California; Issues. .
and Options" were held at the Universities of California at Berkeley,
Davis, Irvine, Los Angeles, Riverside, San Diego, Santa Barbara, and
Santa Cruz. Offering these seminars was done with the cooperation
of the California State Office of Planning. Government officials,
community agency representatives, and faculty from the above campuses
came together to identify community problems related to the topic in
each area. It has been reportced that findings from cach seminar werc
utilized by decision makers at the local, regional, and State level.
One administrator claimed that the participants at these seminars con-
stituted one of the most impressive gatherings of decision makers to
have met on a single problem in California. All together there were
scveral thouUsand participants in these seminars. The University of
California in its report on this and other seminars held in conjunc-
‘tion with the first three years of Title T funding, indicated that over
16,000 persons had been involved. i
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or local in scope. All of these projects related to very complex
community problems of a higher order, including those related to )
health and drug abuse, land use planning and open spaces, housing

and unemployment, neighborhood schools and integration, suicide

and mental health, police community relations and many other se-

vere higher-order problems.
Brief descriptions of some of the ways in which Title I pro-
jects which used this Transactive Involvement Model follows:
l. Sacramento State College, in one of its Title I projects,
provided six workshops 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 who

were knowledgeable in eéach problem area were also parti-
cipants in the workshops. Thesé workshops attempted to

link community resources and methods of coping with so-

cial crisis problems. The workshops were videotaped,

edited, and broadcast over educational television. Many
citizen continued the discussion on each of these prob-

lem areas through organized meetirgs in égencies and com-

munity organizations. In some cases the videotapes of

each of these broadcasts were used subsequently by agencies
as part of their in-service training of personnel.
2. The University of California, Irvine organized seminars

and study teams composed of civic leaders, government of- .}
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ficials, 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 metropolitan growth.

Typically, reports and recommendations from these seminars

and study teams were place in the hands of Orange County
decision makers since the seminars were not identified
as action bodies.
3. The University of Southern California in one of its Title I

projects identified persons and associations in central
Los Angeles who were part of the leadership centering a-

> round the tension area of community schcol control. A
study seminar was planned to involve these persons in de-
veloping a model for communication between representative
of schools, city school administrators, and rep}'esentatives

from the Black and Brown community of central Los Angeles.

The university project staff acted in the role of facili-
tator and host for the conversations.

4. The Unive:rsity of California, San Francisco held a number
of seminars and symposia which included staff from the
medical school, agency personnel, and individuals who were
representatives of particular target populations. The
"Haight-Ashbury Round Table" dealt with problems related
to the "hippie" popu.lation. The "Challenge ‘1.:0 Higher Edu-

I cation Conference" dealt with planning for the education
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of scientists and physicians. '.I:‘he "Use of Psychedelic
Drugs" conference was natior}ally televised. The Sympo-
sium on "Hostility, Aggression and Violence" was tele-
vised within the State. These seminars and symposia
usually involved over 300 persons. One was reported
to have had over 600 participants.

Role of the Project Staff in the Transactive Involvement Model

In the Transacéive Involvement Model the project staff usually

performed some or all of the following:

l. The staff scanned the service area of the higher educa-
tion institution for community problems which had high
national, statewide, regional and/or local priority or
potential priority and which were not being adequately
dealt with by community problem :::olvers in the area.

2. The staff identified decision makers and others in cri-
tical positions related or potentially related to these
community probleis who were willing to be involved in a
process; of more adequately diagnosing an& identifying al-
ternative solutions. One project director reported:

The project leadership identifies the people, brings

them together, and provides an environment for

learning so program planning can later take place.
The people choose their directions. The seminar
leaders are faciliitators. '

3. 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
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permit consideration of alternative solutions to the
problem. One project director expressed it this way:

The project staff provide the way to bring people
together. They coordinate it. Then it goes by
itself with some back up from Extension. The trick
was in getting all relevant jurisdictions in one
room talking together and thinking about the lar-
ger issues. This could never have happened with-
out Title I and the involvement of the university.

4. The staff involved participants in planning the trans-
active process, keeping in mind the need to insure neu-
trality in the selection of site, in process methodology,
and in the sélection of the person to "chair" or facili-

' ' tate the transactions. In many cases the project di-
| rector was sélected to be the facilitator. 1In other in-
stances, a process consultant of.facilitator was used

for this purpose.

X

5. The staff encouraged pre-transaction preparation on the
part of participants, which included identification or -
preparation of research data and identification of needs

from the various role perspectives of invitees.

6. The staff kept the transactive process operating between

5 sessions, acting as communications facilitators. In some
cases, the staff assisted the participants in in-processv
evaluation of the learning process. |

7. The staff usually assumed responsibility for the dissemi-
nation process following the transactive ecvents. It has
been reported, however, that it is important for the Title

i I project staff and the higber education institution not

i' :at to become identified with the acdtion phase. Avoiding this
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type of involvement has been found to make it possible

for the staff and the higher education institution to

continue to be, and to be perceived as being 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 partici-
pants said that we were fair. The seminar we did
on police-community conflict gave us credibility
with the police, the business community, and the
minorities.

Avoiding becoming engaged in advocacy in projects whlch use
“the Transactive Involvement Model is 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 trans-
active experiences related to other problems with the same or dif-
ferent participants. To do this, the Title I staff and the higher
education institution need to be perceived as maintaining a basi-
cally 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
university and project director as follows:

There is no feeling that the university was here to dic-

tate solutions. Rather, the university provided a forum

for problems and alternative solutions to be considered.

The director has been a tremendous catalyst. He and his

staff have anticipated problems 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. He kept his
hand on the pulse and knew how to go to the heart of prob-
lems. He knew what we were looking at. He was persistent,
not pushy or arrogant. He just presented things for ac-
ceptance that were logical and 'sound. He didn't seem to

look for hl solution but listened for the consensus solu-
tion. All the seminars have been presented in this light.
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"A project director explained it further this way:

I bring people together to do problem identification. They
do the action planning. I help facilitate the process of
their understanding the legal requirements and identifying

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 partici-

pated in the following ways:
1. assisted in the pre-planning for the transactional exper¥
ience;
- 2. helped recruit other participants and identified othér
decision makers who needed to be involved in the process
so that their contribution cbula be made and so that they

) : too could participate in the sogial learning experience;

gf 3. interacted with cach other, presenting what they saw to
» .
be the nature of the problem(s)_under consideration and
the nature of alternative solutions from their role per-
y ; spectives;

4. served on task forces to collect data and produce posi-
tion papers about emergent problem(s) and/or alternative
solutions to emergent problems; and

5. assisted in the dissemination of the results of the trans;
active experience to their respective.groups and to others.

Participants conferred with others between transactive seséions

in order to involve them externally in the transactive process and

in social learning. When appropriate, these persons are brought

into the transactive experience itself to interact with the par-

x ticipants.
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In the transactive experiences, community prolklems were
viewed primarily in terms of their complexities and internal dy-
namics. The participants sought thereby to diagnose these higher -
order problems more adequately than is usually possible by ab-
stracting community problems into components for which there are
known 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
community and to participate in a climafe'of openness and trust
without predetermined solutions. In transactive educational ex-
periences, participants are encouraged to draw general lessons
from concrete experience, to test theory in practice, and to
sincereiy examine the results (Friedman, 1971). It is a process
whereby participants are enabled througﬁ social learning to shift
to new paradigms (Dunn, 1971, pp. 212-213).

This is a process somewhat like resecarch and development.

It is inductive and not primarily prescriptive. In this process
the initial solutions and problem definitions perceived by each
participant are seen to be less than totally adeéuate. For in-
stance, one participant reported the following:

The problems fturned out to be different in type and magnitude

than we had previously thought. We had to face up to new

ethical responsibilities. It put us on the spot when we were
shown situations that were really bad. We found cut that
problem solutions are partly a function of a state of mind

and an environment. We rcalized that you have to identify -
problems before you jump into solutions.
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More adequate solutions tend to emerge from group interaction.
’ The participants 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, ideological issues. The data indi-
cate that it takes a highly skilled.facilitator for the transac-
tive sessions to become more than "rap" sessions and for the

transactions to be productive rather than destructive or inef-

fectual.

The facilitator's role is to:

¥

l. provide group process expertise in order that learning

)
.

will occur within appropriate tension levels;

2. assist participants through providing strafegies for
conflict resolution in aﬁoiding aefensiveness,.dysfunc-
tional withdrawal, uncontrolled role conflict, polari-
zation of positions, and the disinﬁegration of communi-
cation and trust;

3. provide feedback related to.stereotyping, group impasses,
and dysfunctional 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.

&9
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Conseguences of the Transactional Involvement Model

Participants reported the following kinds of consequences: )
l. They learned to see problems, which they had previously

been able to see only in part or as lower-order problems,

as emergent higher-order problems which demanded more

adequate, comprehensive solutions. The following comment

is typical of responses from participants:
We saw the problems in a new way. The nature of the
critical problems unfolded and new resources to help
solve them were identified. This happened as a re-
sult of our interaction.
y 2. They learned alternative solutions and new ways of approach-
ing emergent higher-order community problems.
' 3. In many instances, they experienced strong, positive at-
titudes toward having participated in transactive experi-
ences, having been able to bring about positive changes )
from the new perspective, and having seen others do so.
One participant said: .
Before the seminars, a lot of people were interested
in the problems but they were disorganized and frus-

trated. What has come out is peaceful problem solv-
ing...fast, efficient, and quiet...with results.

Frequently the strong positive attitude persisted as long
as several years after the transactive learning experiences
had taken place. As $tated by one participant:
The impact of the Title I seminars has been great.
It has really been catalytic. We didn't immediately
solve problems but we set a problem solving process
in motion that has brought about subtle but important
shifts in the climate.

Another participant said:

We learned a lot about the’ problem and how to get our )
foot in the door to get some_of these problems solved.
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4. Some participants reported that,consequences of the
transactive learning expefiences 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 re-

ported they are now using some of the understanding which
they gained in the Title I project to deal with commu-
nity problems.

5. The following consequences were imputed, at least in part,
to have stemﬁed from or to have_been effected by Title I

~ ; . transactive learning experiences:

3

& ' a. Policies were changed in agencies and governmental bo-
dies leading to improved employment practices, flood
control, police-community relations, and health, edu-
cation, and welfare services.

b. New interagency relationships were established.

- C. Citizens' task groups and governmental advisory groups
were formed. Some of these have continued to engage
in community problem solving procésses. Many citizens
who were participan'ts in these transéctive'experiences
were later recognized by county and local governments
as being knowledgeable about higher order community
problems and ways to solve them. Some claimed that
what they learned in Title I transaptive learning ex-

- . periences was related to their being appointed to com-

missions and task forces, ofter in leadership roles.
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d. Reports that resulted from the transactive learning

.
[y

experiences were often published and were widely
distributed in print or in some cases through the

mass media of radio, television, or film. These

reports were used by a variety of agencies and go-

vernmental bodies as a basis for decision making and

subsequent problem solving efforts. For instance,
representatives from the lumber industry, the tour-

ist industry, the local merchants, and the faculty

of Humboldt State College were brought together 5y

the staff of a Title I project for the purpose of

discussing the potentiaI imﬁact of the creation of a

new national park in the area. Tﬁe research conducted

by the facuity for this seminar and the findings of )
those who met together were subsequently used at

least in part by Congress in the decision to create

the National Park of the Redwoods.

e. Agency personnel, who participated in transactive
projects, reported that certain positive consegquences
in the regions which they served were not likely to

. have happened without the participation of the higher
education institution whidh provided a context of
"neutrality and fairness" for the transactive consi-
deration of higher-order community problems.

f. Three of these transactiounal experiences were short
lived because no way could be found tolget beyond

impasses caused in part by very difficult environmental ;}
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~order community problems, to deal with them from only one

-
Bl d

- Yole perspective is to operaté on a single dimension when

there are many dimensions involved.

factors; because of the inability of participants to

interact constructively with each other; or because

of the complexity of the problems being addressed:

or because of the reported lack of facilitator skills.
g. Use of the model permitted a multiprofessional, multi-

disciplinary approach to the consideration of complex

community problems.

Because of the magnitude and complexity of most higher-

Rosenstein, in his research on professions, indicates in
the following quotation that it is imperative that a multiprofes=

sional approach be taken to the massive social problems of our

urban environment:

What we face may be called the crisis of .the professions.
" 8ingle purpose answers no longer suffice. Indeed, in
documented case after case the supposedly optimum dis-

ciplinary solution has ultimately led to environmental
disaster. :

The professions will never become effective in solving

the multidisciplinary problems of our society if each per-
sists in operating in an independent, one dimensional
mode. A professional man with a traditional education

has been prepared to recognize only those areas where his
discipline intersects the problem. Regardless of his in-
dividual brilliance or the effectiveness of his local so-
lutions, he has not been educated to perceive or even con-
sider the ultimate effects of other dimensions and other

professions upon his plan and the effects of his decisions
upon the entire environment.

In theory, the professions take care of the social needs

of our citizens, for by definition they are society oriented.
This dependency is expressed in’ the general public feeling
that somehow the medical professions are taking care of

our collective health, the legal profession protects our
civil liberties, and engineers are engaged in cooperative
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actions to banish pollution, traffic congestion, etc.

-The fallacy, of course, lies in the assumption that the
professional who has training to solve social problems--
and he is the only one educated to solve them--will auto-
matically and knowingly determine the full social conse-
quences of his decisions and act unselfishly in the greatest
public interest. This is simply not the case. The profes-
sional does not now assume responsibility for society, nor
has he been educated to anticipate the social consequences
of his decisions. In reality, the professional is client
oriented...Collectively, the social visibility of national
professional societies has not proven significantly better.

Solutions to the problems of our cities will require mas-
sive coordinated action by educators and engineers, social
workers and business administrators, politicians and physi-
cians...The tide of human affairs leaves them no choice
except to assume social as well as technical leadership
(Rosenstein, 1970, pp. 4-5).

The evaluation team found that Title I projects that provided
for transactive multidisciplinary, multiprofessional seminars and

forums were attempting to address the crisis of the professions

described above.

Strengths of the Transactive Involvement Model

The Transactive Involvement Model is reported to have the

following strengths:

1. The higher education institution seems to be in a critical
position to facilitate educationally transactive, higher
order community problem solving.

2. Even where great tensions surround certain community prob-
lems} it has been found that with the use of this model
a higher education institution and its resources can

effectively be related as long as a nonadvocacy role is

maintained. The higher education institution, although
not perceived as totally unbiased by segments of our so-

ciety, is frequently viewed as being traditionally less ' )




biased, more neutral, and therefore more able to bring

together community problem solvers to consider complex
and controversial. community problems than most other

institutions in the community.

3. A potential multiplier effect has frequently occurred
when the model has been utilized successfully. It has
been found that a positive reputation can be earned by
a higher education institution or Title I project from
having made possible transactive experiences,. facilita-
ting future programming of these experiences.

4. This model can be combined with and supplemented by the

use of the other four Involvement Models before, during,

or after transactive learning experiences.

}: | Limitations of the Transactive Involvement Model

1. The ﬁain limitation of the model has to do with its de-
pendency on the williﬁgness of the critical actors to
participate and on the timing of having the transactive
experiences take place in relation to-"surfacing" higher
order community problems.

2. The model is also very dependent on the availability and
skills of facilitating leadership. Without such leader-
ship, the risks of transactive learning.expefiences can
outweigh potential benefits.

3. The transactive model does not make money and may not
be understood or appreciated by the higher education in-
stitutions.

t 4. There is limited research on what actually takes place in

these contexts with differing leadership interventions.
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Nevertheless, those who have participated in these trans-
active educative experiences have reported positive consequences.
In short, the Transactive Involvement Model is a particularly
promising approach to the diagnosing of higher-order community

problems.

Towvard a Comprehensive Title I Involvement Model °

Projecis in some institutioﬁs have concentrated during a
year or two period of Title I funding on developing their insti-
tutional capacity and willingness to engage in a particular type
“of community service programming through the use of one of fhe in-

volvement models. When this has been accomplished, the Title I

project staff has switched its emphasis to seeking to develop other

types of community service program capabilities in the institution
by utilizing one or more of the other involvement models during suc-
cessive years of Title I funding. As a.particular'type of community
se;viqe has been adopted by the institution oxr become financially
seif—sustaining, additional Title I funding could be used to fos-
ter new growing edges for community service in the institution. The
Title I projects in the Universities of California at Davis, Los
Angeles, and Santa Cruz and at Humboldt State College are among
those which were found to have used one model and then supplemented
what they were doing with the use of another model. It would seem
that additional institutional capability in community service pro-
gramming could be particularly well enhanced by augmenting the Fa-
culty, Agency, Target Population, or Transactive Involvement Mo~

dels with the use of the Student Involvement Modél to increase the




extent of student involvement in community service efforts.

? Theoretically, and perhaps in practice, a fully explicated

community service program in a higher education institution
conld thereby be developed through the use of Title I funds,

relating higher education resources to community problem sol-

vers in the ways depicted in Figure 11. -

4 .1 Transactive Events | ..
?// - / N > \'1.7
- ~
7/ - a
3 Faculty L F ! \\ ! Agencies
T
A
I
F-6 | N7 2 \4\) :.F*E
1 Q/ /q -3 . \ 1
.——]— _ ) \ : ]
[ Students f=—" F-Y : . Target
Populations
e Fig. 13: Comprchensive Title I Involvement Model
A community service program in-a higher education institution
which successfully implements the Compreherisive Title I Involve-
ment Model will be able, in the estimation of the evaluation
team, to complementarily combine the other involvement mo'dels.
Theoretically this will allow the strengths of some of the models
to counteract the limitations of the other models.
Summary
Title I projects have varied markedly in the way in which
they went about releasing resources of higher education institu-
ﬁ tions to provide educational assistance to community problem sol-
vers. The analysis of evaluative data led to the inductive iden-
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tification of the following five alternative theoretical models

N

as well as one comprehensive theoretical model. The Faculty

Involvement Model, which was used in 25% of the projects, placed
primary emphasis upon involving faculty members in educationally

assisting community problem solvars. The Student involvement

Model, utilized in 13% of the:projects, focused primarily on in-
volving students in field experiences with agencies. The Agency

Involvement Model, used in 29% of the projects, focused primarily

on providing training for personnel in agencies and associations.

The Target Population Involvement Model, utilized in 14% of the
projects, primarily focused on establishing educational centers

- in barrios and ghettos, recruiting personé from target populations

as students in higher education institutions, and educating per-

sons from target populations about community problems in work- )

shops, conferences, and community meetings. The Transactive

Involvement Model, used in 19% of the projects, brings persons
from different role perspective togethef in seminars to enter in-
to dialoo're about real problems in order to diagnose and identify
alternative solutions to these problems.

Although none of the Title I projects was found to have im-
piemented all of the above Involvement Modéls, theoretically and
perhaps in practice, a fully explicated community service program
in a higher education institution can be accomplished by supple-
menting one or more of the above models with other of the models

in a Comprehensive Involvement Model. This Comprehensive Involve-

ment Model will be able, in.the estimation of the evaluation team,

to allow the strengths of some of the models to counteract the li- }

mitations of others.
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In this chapter the ways in which each model has been im-
Plemented was described along with the types of immediate, in-
termediate, and ultimate consequences of their utilization in
Title I projects. Finally, relative strengths and limitations of

each model were specified.
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CHAPTER V

¢ EVALUATIVE FINDINGS: DEVELOPMENT OF TITLE I PROGRAMMING IN THE STATE

The findings which have been presented in this report seem
to indicate that an impressive émount of progress was made in
Title I programming in the State between 1966 and 1971 in spite
of - the limited amount of funds évailable. As reported in
Chapters III and IV, a rationale for Title I program-
ming and alternative models for implementing the Title I was

‘developed during this period with a variety of positive conse-

quences. These favorable consequences were facilitated by the
‘manner in which the Title I program'was deve1oped in the State.
A summary of the evaluative data cgncerning each of the fdlm
‘s lowing aspects of the development of Title I programming in the
State are presented} in turn, below:
l. Developing and administering a state plan;
2. Developing Professional Capability for Community-Oriented
Programming;

3. Encouraging consortial relationships;

4. Developing a communications network;
5. Evidencing the imputed and verifiable consequences of
Title I projects.

Developing and Administrating a State Plan

The role of the State agency in developing Title I program-
ming in the State is a crucial one according to the Act. More-
over, the importance of the role the .State agency in developing

{ Title I programming in the State was born out by the findings of
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the Evaluation Team. In accordance with Section 105 of the Act,
the designated agency for the administrétion of Title I in the
State is required to prepare a State plan, setting forth a com-
prehensive, coordinated, and statewide system under which funds
paid to the State by the federal government can be dispersed.

It must also set forth the policies and procedures to be followed
in allocating federal funds to higher education institutions in
the State to carry out Title I projects and is to set forth con-
ditions under which these funds can be spent. The State agency's
plan and the way in which that plan is implémented'mﬁst go be-
yond the mere listing of priorities of needs and statements of
policy. The State agency must make decisions about what gype of
proposed projects to fund in which institutions. 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 Title I project staff in
higher education institutions was to focus primarily on identify-
ing and developing ways of asgisting people in the solution of
comﬁunity problems.

During the first year or two of Title I in the State, ef-
forts were made to (a) assess and in some instances to capitalize
" upon existing forms of community service programs; and (b) to

identify alternative approaches to implementiﬁg Title I programming.

.
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In the next few years, certain approaches to Title I programming
were found to be more effective than others. Thesé were uti~
lized and successively strengthened, leading to the development
of what has been described as the five implementation models in
Chapter IV of this report. These more effective models grew out
of rather extensive and conscientious efforts on the part of the
California Coordinating Council's Title I staff and the personnel

in local Title I projects to identify and try out a wide variety

of what seemed to be promising ways of implementing Title I.

> The evaluative data indicated that these projects were un-

dertaken initially under circumstances in which there was un-

- certainty as to the nature and extent 6f the educational needs

of community problem solvers. Furthermére} there was uncertainty
generated by the relative instability Af the community environment
in which the Title I projects operated. The extent of instability
in the environmental context in which Title I‘projects had to.

operate is indicated in Table 10.

TABLE 10
DISTRIBUTION OF TITLE I PROJECTS ACCORDING TO

ENVIRONMENTAL CONTEXT AS DESCRIBED BY INTERVIEWEES
IN 24 INSTITUTIONS OF HIGHER EDUCATION

(N=81 projects)

Type of Environmental Context Percent of Title I Projects

Stable Environment . -5
Moderately Stable Environment 30
Moderately Unstable Environment : 33
Unstable Environment 32
Total AP ' 100




In short, Title I project personnel had to find effective
ways of releasing higher education institutional resources to meet *E_
educational needs.in relatively unstable environmental contexts.
Hirschman has suggested that programming in the face of uncer-

tainties calls for a research and development approach which has

the following characteristics:

l. Rigid specifications of the performance characteristics
of the desired product should be avoided for fear of ex-
cluding a product that is perhaps no less desirable, and
far more feasible, than some other.

2. When the desired produce is a 'system' containing several
components, there should be no rigid stipulation in ad-
vance about the way in which the components are to be
adjusted to each other as it is important to give each
teanm working on a component the maximum freedom of move-
ment though subsequently a special effort will have to
be made to fit the various pieces of the system together.

3. In considering alternative approaches to developing the
desired product or its components, the correct procedure ')
is not necessarily to decide which is the best prospec-
tive approach on the basis of the most sophisticated
benefit-cost analysis available. In view of the large
uncertainties surrounding all approaches at an early
stage of R & D, it may be advisable to try out in prac-
tice several approaches until the uncertainties have
been sufficiently reduced and to delay until then the
decision as to the best approach. The cost of develop-
ing several prototypes may be less than the cost of
developing only one whose prospects look best at an
early stage, but whose production may then run into
some gigantic snag because the more adverse among the
large uncertainties have come into play (Hirschman,
1967, p. 77). .

As indicated in Chapter 1 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 pioneering effort which was undertaken in a complex environ-
ment and which was seeking new ways_of educationally assisting

problem solvers who were addressing a variety of higher-order



community problems. For the statewide agency to have prescribed
L what each of the higher education institutions needed to do with

their Title I projects in these instances might have resulted in

debilitating uniformity and standardization of Title I projects

in the State. But such an ovéfly prescriptive approach, which

Hirschman (1967) has described as "rigid stipulation in advance,"
was wisely avoided, allowing for latitude in the timing of pro-
jects and for alternative approaches to be utilized. When neces-
sary, the State-agency's Title I staff allowed for flexibility
>80 that revision or substitution of alternative approaches could
be made, leading to the more adequate meeting of educational
needs of community problem solvers.. This flexibili£y permitted
necessary movement and shifting in the nature of Title I projeéts.
(-‘ The distribution of Title I projects according to extent of

necessary movement and shifting in the nature of the project

as described by interviewees in 24 institutiops of higher edu-

cation is shown in Table 11.

TABLE 11

DISTRIBUTION OF TITLE I PROJECTS ACCORDING TO EXTENT OF
NECESSARY MOVEMENT AND SHIFTING IN THE NATURE OF THIE PROJECT
AS DESCRIBED BY INTERVIEWERS IN 24 INSTITUTIONS OF HIGIER EDUCATION

(N=81 projects)

Yercent of

Extent of Movement Necessary During Project Title I Projects
No Movement Necessary 7
Some Movement Necessary _ ) 33
(" Considerable Movement Necessary ' 29
Extreme Movement Necessary . : 21
. Total 100




Obstacles to the successful implementation of Title I pro-

jects could not have been foreseen at tﬂe beginning of projects )
and which might have discouraged both the statewide staff and
the local Title I staff from getting involved were, in fact,
frequently overcome when previously unidentified resources or
ways to implement Title I projects were discovered.12 Under
such circumstances those who have been identified as being the
more competent Title I project directors emerged with increased
sophistication and confidence in how to implement Title I pro-
grams effectively. One of the project direators working with
an Indian constituency was given an Indian name, "Coyote," with
the intcrpretation that a coyote is wise because he learns from

his mistakes.

Developing Professional Capability for Community-Oriented Programming

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

to be largely dependent on the nature and quality of the profes-

Hirschman (1967) has referred to this phenomenon as "the
principle of the Hiding Hand.®




sional Title I project staff operating within this interface.

1r The project staff needed to be able to conceptualize the rela-
tively complicated process called for in order to operate broad-

aim programs utilizing the highly specialized resources of most

higher education institutions. This called for a high degree
of administrative ability as well as knowledge of the conven-
tions, forces, and resources 6f both the community and the
higher education institution. Few Title I project personnel
had been in a situation before where credibility in the higher
educational institution as well as in agencies and in target
populations was demanded of them professionally.

The evaluative data from interviews with persons from
agencies and target populations indicate that, for the most
part, project personnel did achieve credibility in ﬁhe community.

i Further, the -evaluative data from interviews with local Title

I project personnel indicated that fostering support from ad-
ministrators for their projects and for coﬁmunity—briented pro-
grams was an essential task in developing Tiﬁle I projécts.
They did so by keeping in contact with the administrators, by
informing them of emergent needs and other developments in

the community, and by appraising them specifically about what
was being done in their Tiﬁle I pfojects and about the conse-
quences. A relatively extensive amount of support for Title I
projects seems to have been generated locally, at least with
the administrators most knowledgeable about as these projects,

as indicated in Table 12.

-139-

157



TABLE 12

DISTRIBUTION OF EXTENT OF SUPPORT FOR TITLE I PROJECTS ,
EXPRESSED BY ADMINISTRATORS INTERVIEWED

(N=29 Administrators)

Extent of Expressed Percentage of Administrator
Administrative Support Interviewed
Extensive Support 62

Moderate Support 26

Little Support 8

No Support 4

Total 100

It is the conclusion of the evaluation team that the develop-

ment of professional capability to perform adequately in this

S

complex community-higher education interface is critical for the
future of community-oriented programming. The data indicate that

there is a relationship between the number of years of service of

project directors and their ability to conceptualize and admini-
strate the complex task of releasing higher education resources
to assist problem solvers educationally. The distribution of
persons who- had major responsibility for running Title I pro-

jects according to the number of years of their service is pre-'

sented 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 SERVICE

(N=55 Project Directors)

Number of Years of Service Percent of Project Directors
One Year of Service ' 65
Two Years of Service 14
Three Years of Service 7
Four Years of Service . 5
Five Years of Service 9
Total 100
- It seems that encouraging more'continuity of service would

permit the further development of professional expertise in con-

ceptualizing and administrating.community—qriented.programs.

Encouraging Consortial Relationships

During the five years between 1966 and 1971, emphésis was
placed by the California Coordinating Council's Title I staff on
developing consortia to make it possible to assist community prob-
lem solvers educationally on a more extensive basis than would
usually have been possible using the resources of only one in-
stitution. A number of consortial arrangements were funded and
some developed spontaneously. Examples of Title I Consortia

according to participating institutions of higher education be-

tween 1966 and 1971 are depicted in clusters in Figure 12.
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Evaluative data indicated that this type of an approach
tends to be particularly important in parts of the State in which
a relatively few institutions serve large geographic areas. In
some instances, however, interviewees have pointed to the need
to develop intrainstitutional consortia, particularly in very
large and qomplex institutions, to facilitate interdepartmental
or interdisciplinary approaches to providing educational assis-
tance to those dealing with higher-order community problems.

Many interviewees indicated that they thought that a con-

JSortial approach to problem solving was favorable in principle

but that it did not always work out well in practice. They

- suggested that much of what was giving -difficulty céuld be avoided

if funding were given to each institution rather than to a re-
presentative or coordinating institution.

Developing a Communication Network

Since distinctive models have emerged for alternative ways
to implement Title I projects, the need has iﬁcreased for ef-
fective intercommunication between Title I project staffs which
are working with the same models in different higher education
institutions. Present and former Title I project directors who
attended the Evaluation Workshop emphasized the importance of
their being kept informed about what other project directors
afe doing and the consequences. They indicated that they need
more opportunities to interact with each other and with other
persons who are knowledgeable about Title I programming and re-

lated topics.

In interviews conducted by the Evaluation Team, many pro-
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ject directors reported that they had benefited from site visi-
tations from the Coordinating Council's Title I staff and that
they would welcome an increased amount of feedback from reports

sent to the State agency's staff. They spoke particularly fa-

vorable about the type of technical assistance concerning Title I
programming which had been provided by members of the Coordinating
Council's Title I staff. In some instances, the project director
in ohe institution was referred to project directors in other
institutions where needed technical information could be provided.
The Coordinating Council's Title I staff has. already fesponded

to part of this need through the initiation of a quarterly news-
letter which is now in its fourth issue.

Evidencing the Imputed and Verifiable Consequences of Title I Projects.

The evaluation team noted that the closer one got to most
Title I projects, the more evident it became that the projects
had impressive immediate, intermediate, and ultimate consequences.
It was found that many of the most iméressive imputed and veri-
fiable consequences of Title I projects which were reported to
the Evaluation Team never had a way of coming to the attention
of the public or those who make decisions about Title I. Using
the type of broad-aim program evaluation described in this docu-
ment, it is possible to obtain the typ;as of imputed and verifi-
ablé consequences of Title I programming which are presented in
Chapter IV. It would seem to be a matter of importance to create

a process by which the nature of similar consequences of future

"Title I projects can be reported, processed, and brought to the

attention of those who made decisions ahout Ti'tle. I and of the

public in general.
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The types of evidences of imputed and verifiable conse-
quences 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 I activities; (3) evidences of

educational achievement as part of the Title I project; (4)
reports from students, faculty, and administrators; concerning
how Title I projects have affected their higher education in-

stitutions and the education provided by these institutions;

(5) statements from community problém solvers specifying what

they have learned in Title I projects and statements of speci-
fic consequences which they impute totally or in part to what
they learned in Title I 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 théir staffs have learned in Title I

programs.

Summary

In this chapter evaluative data have been presented con-
cerning the following aspects of the development of Title I pro-
gramming: (1) developing and administering a state plan; (2) de-
veloping professional capability for community-oriented program-
ming; (3) encouraging consortial relationships; ani k4) developing
a communications network.

During the first year or two of Titlc I J.l' che Scate, efforts
were made to assess the existing forms of community service and
to identify alternative apprbachgs to implementing Title I pro- .

gramming. In thé next few years, certain approaches to Title I
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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 implementa-
tion models. These Title I efforts were undertaken for the most
part under circumstances of uncertainty as to the'nature and
extent of educational needs in the community and uncertainty
related to instability of the environmental context. When neces-
sary, the State agency administration of Title I allowed for
flexibility so that revision or substitution of alternative
\;approaches could be made, leading to the more adequate meeting

of the educational needs of community problem solvers.

Title I project personnel who worked with the above men-

tioned uncertainties needed to be able to conceptualize the

relatively complicated process called for in order to operate

broad-aim programs utilizing the highly specializgd resources

of higher education institutions. It is the conclusion of the

evaluation team that the development of proféssional capability

to perform adequately within the interface between the institu-

tions of higher education and the community is critical for the

future of community-oriented programming. In order to accomplish

this, it seems that encouraging more continuity of service would
* permit the further development of professional expertise.

During the five years between 1966 and 1971, a number of

consortial arrangements were funded under Title I. Some informal
arrangements also developed spontaneously. It was reported that

arrangements were particularly important in parts.of the State

in which relatively few institutions serve large geographic areas
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or vhere interdepartmental or interdisciplinary approaches can
be developed. In addition, it was suggested that funding be
given to each institution in a consortia rather than to a repre-
sentative or coordinating institution.

The need for effective intercommunication between Title I
project staffs which work with the same models in different
higher education institutions has emerged. Project directors
indicated that they appreciated workshops, site visits from the
Coordinating Council's Title I staff, and receiving technical
assistance from them_ concerning Title I programming. It was

found that there is a need for the imputed and verifiable conse-

quences of Title I projects to be brought to the attention of

the public or those who make decisions about Title I. The types
of evidences of imputed and verifiable consequences which could

be obtained have been described in this chapter.

165747




CHAPTER VI

SUMMARY AND CONCLUSIONS

Title I of the Higher Education Act of 1965 (PL89-329) com-
mitted federal support at the 75% level to institutions of higher-
education for community service and continuing education programs
to the attainment of these two objectives:

(1) to help people solve community problems; and

(2) to strengthen and improve community service and contin-

uing education programs of institufions of higher edu-
cation.
In thelstate of California, the Coordinating Council for Higher
Education was designated as the State agency to édminister the
Title I programs. Between 1966 and 1971, $2,523,869.00 of fede-
ral funding .came into thé State, matched by $1,600,081.00 from
the ;nstitutions of higher education, making a total of $4,123,950.00.
During this period, 97 projects were implemented by 36 institutions
of higher education in the State. \

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

The Request for Proposals (RFP) recognized that a five-year
evaluation study of Title I programs in the State of'California
couid not undertake a project by project analysis or a comparative
assessment because of:

1. the limited funds available for the study; and

2. the ex post facto nature of the study.

Moreover, previous quantitative evaluations of Title I programs
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had bzen found to be of limited value. Because Title I projects
need.to be iﬁplemented in essentially uncontrolled situations,
their programming is, of necessity, both broad-aimed and generally
unstandardized. In turn, the evaluation of this type of broad-
aim program needs to be descriptive and inductive rather than
experimental in nature (Weiss and Rein, 1969). Using a metho-
dology developed to evaluate broad-aim programs, the Title I pro-
jects in California between 1966-1971 were evaluated by:

l. reading all the project files to obtain an overview of
the 97 projécts;

2. conducting a workshop with Title I project directors to
determine key indicators and critical issues in Title I
programming;

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

4. using survey questionnaires to obtain supplemental data.

The analysis of the resulting evaluative data was done priﬁarily
through the use of content analysis.

The evaluation team found that there have been several sources

of confusion in interpreting the Title I Act. A widespread agree-

‘ment was found that the Act itself contains a lack of clarity con-

cerning what kinds of activities are appropriateiy (and legally)

fundable with Title I funds. In Chapter I, similarities and

differences which have been identified between what seems to be

the intent of the Act and each of the following are presented:
l. the agricultural exgension model;

2. community development;
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3. community services in community college; and

4.

public service in higher education institutions in general.

Despite these sources of potential confusion, ways were found

in the Title I projects to release the resources of higher edu-

cation institutions to provide educational assistance to commu-~

nity problem solvers who were addressing problems related to

environment and ecology, inner-city decay, community crisis, mi-

norities and disadvantaged, and inefficient government. From

these efforts, a rationale has emerged for the programming of

"Title I projects. This rationale, which is described in fuller

detail in Chapter III, consists of:

1.

identifying and analyzing the éxder of community problems
which are ultimately to be addrpsséd'by a Title I projéct;
programming to provide educational assistance to commu-
nity problem solvers without segking to involve higher
education institutions or their resources directly in

the community problem solving process;

identifying specific resources of institutions of higher
education which can be appropriately related to specific
phases of the community problem solving process; and
distinguishing between immediate educational consequences
of Title I programming and intermediate and ultimate con-

sequences of Title I programming.

The analysis of the evaluative data led to the inductive iden-

tification of the follcwing alternative involvement models:

l.
2.

the Facultvy Involvement Model;

the Student Involvement Model;
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3. the Agency Involvement Model;

4. the Target Population Involvement Model;

5. the Transactive Involvement Model; and

6. the Comprehensive Involvement Model.

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

Projects which used the fifth model primarily soﬁght to in-
volve faculty members, students, personnel from agencies, and/or
persons from target populations in transactive seminars to assist
educationally in diagnosing complex community problems and solu-
tions to them.

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

The ways in which these models héve been implemented, the
types of consequences which have resulted from their implementation,
and an analysis of their strengths and limitations in Title I
programming are presented in detail in Chapter 1IV.

In the first chapter, the following hypothetical question
was raised: 1In what ways and to what.extent were thg California
Titie I projects during 1966-1971 able to transcend their con-
ceptual and implementational difficulties in accomplishing, in
their own ways, for "community problem solving" and particularly

" urban and suburban community problem solving, what Adricultural

Extension Service has done for rural America?
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In the estimation of the evaluation team, the following
y claims can be made for Title I as implemented in California
between 1966~1971:

l. Effective models (described in Chapter IV) were developed
which educationally link the resources of higher educa-
tion institutions to community problem solving efforts
of persons from agencies and target populations and,
similarly, which involve faculty members and students
in providing educational assistance to community problem
solvers.

- Personnel with expertise in designing and administering
Title I programming have been hired and/or developed.
A clientele which utilizes the educational resources of
higher education institutions to strengthen their commu-
nity problem solving efforts has been developed.
Difficulties were frequently transcended because of the
flexibility of the statewide program and the ipgenuity
of personnel in Title I projects.

The extent of development of Title I in the State, however,

has been inhibited, in the estimation of the evaluation team,
by the relatively limited amount of funds for Title I available
and by the relatively few project directors who have been with

projects for more than one or two years.

In the RFP, questions were raised about the quality, magni-

tude, and persistence of the effects of Title I and about how
these effects related to Title I administrative policies. It
is the major conclusion of this ‘evaluation that higher education

institutions' resources can be made and have becn made relevant
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to the educational needs of community problem solvers because of
Title I programming efforts. Further, because of Title I, com-

munity problems in the State have been solved with catalytic ef-
fect in ways and to an extent otherwise not possible.

Throughout this feport, the effects of Title I programming
have been referred to in terms of the following chain of events:

1. Resources of higher education institutions are released

educationally to assist community probleﬁ solvers.

A typical, immediate, intended effect of this process is
learning by community problem solvers about how to solve
community problems more adequately.

A typical, intermediate effect of Title I is the utili-
zation of the learning acquired in a Title I project

by one or more community problem solvers to solve com-
munity problems.

In turn, a typical, ultimate effect of Title I is the con-
sequent reduction in a community problem.

The catalytic effect of these chains of events has been il-
lustrated repeatedly in Chapter IV. One of these illustrations,
for example, started by pointing to research conducted by faculty
members of a State College and the findings of a Title I transac-
tive seminar, composed of representatives from the lumber indus-
tfy, the business community, and the tourist industries of the
Humboldt area, which were compiled into a report. This report
was subsequently uséd by Congress in the decision to create a
new national park, the Park of the Rédﬁoods. .

The evaluative data presented.in this report generally indi-
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‘. cate that the achievement of positive effects from local Title I
_projects was facilitated by the role played by the State agency.
As described in fuller detail in Chapter V, the State agency al-
lowed for flexibility in Title I programming in the State. At
the same time it provided technical assistance in Title I pro-
gramming for local projects. It is the conclusion of the evalua-
tion team that this combination contributed 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:
l. more adequate communication between Title I project per-
sonnel; '
: 2. more longevity of service for those who have professional

expertise in conceptualizing and implementing broad-aim,

comnunity-oriented, educational programs;

3. more effective, inter-institutional and intra-institutional

consortial arrangements for Title I pfogramming; and

4. more adequate reporting of the extensive, imputed, and

verifiable consequences of Title I projects.

Referring to a chain of events which occurred in a somewhat
unstable environment, one interviewee concluded£ "In my opinion,
our community is a better place in which to live and work because
of what was started in a Title I project." Despite relatively
limited funding, it can be concluded, bhased on the imputed and
verifiable consequences of Title I projects in the State between

1966-1971, that these projects have had positive effects on both
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the communities and the institutions of higher education in which

they have been implemented.




APPENDIX I
? SCHEDULE FOR TITLE I WORKSHOP

September 23 & 24, 1971

Thursday, September 23, 1971
10:00 Welcome by William Haldeman
"Wature of the Task" - James Farmer
(a) Types of Evaluation
(b) The Nature of the Evaluation Precject
(¢) The use of Key Indicators, Alternatives, and Models
in Evaluation
Coffee break
11:00 Agenda testing - Paul Sheats
11:30 "Evaluation of Broad-Aim Programs" ~ James Farmer
Noon Lunch
- 1:30 "Identification of Problems and Issues" - J. David Deshler

3:30 Break

4:00 Feedback session by sub~groups to the total group
Synthesizing feedback with prcject inputs - Favl Sheats

5:30 Dinner

7:30 Simulation Gaming - Paul Sheats

Friday, Scptember 24, 1971
9:00 Breakfast
10:00 "Using Problem-solving Models in Broad-Aim Program Evalua-
tion - James Farmer
-~

11:00 Dreak

11:15 "Reporting of Impact" - J. David Deshler
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Lunch

Discussion in sub-groups on recommendations to Evaluation
Team

"Comments and Other Inputs" - William Haldeman

"Did We Hear the Feedback Right?" "What does it Mean to
Us?2" - The Evaluation Team

Using "Participant Workshop Feedback" sheets

Closure
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APPENDIX II

Y 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 Work
shop, from the In-process consultations with the CCHE staff and
Advisory Committee, and with +he National Title I staff, are
thought of as intermediary, flexible indicators. They are to
be used in the folilowing ways:

(1) To help focus the content and interrelationship of
the guestions to be asked in field interviews of HEI
and target population personnel; and |

(2} To serve as organizers for the second saction of the |
Final Report (rhe first section being the History and
Overviev of the 68 procjects; the final section being
based on Orqam.zlng Principles which have emerged
out of examination of the data in projects.).

The currently proposced Key Indicators are as follcws:

(1) Impact and Objectives;

(2) Problem Solving;

{3} Inter-Institutional and/or Inter-Agercy Relationship;

(4) Alternative Punding Patterns;

(5) Organlzatlonal Development.;

(6) Functions of Title I (Catalytic, bridging, finger in dike);
(7} I:.nVJ romnental Context and Influence on Title I;

(8) Semrantics.

<«

The kinds of questicas which scem to cluster under each of
these Key Indicators are as follows:

I. IMPACT AND ORJECTIVES

(1} How can we tell when we have impact on HEI; agencies; target
populations? :
(2) How can we clarifv and make more explicit organ‘"af'ional and
project objectives?
(3) How do we determina the most hencficial beanlPlall°S for
the maximum iuwpact? Who gets highest priority?
(4) By what criteria do we cvaluate a Title I program for funding
and refunding?
(3) How can reportlng data be used as feedback for both program
improvement and impact maximization?
(6) HMow can funding of projects which would be dcne anyway be
elininated or minimized?
(7) Who gets credit for what? and @Who gets blamed for what errors?
1 (8) How much latitude of change for objectives is desirable?
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(9)

(10)
II.

(1)
(2)

(3)

(4)
(5)

(6)
= (7)

III.
(1)

(2)

(3)

(4)
(5)

(1)
(2)
(3)
(4)
(5)

IMPACT AND OBJECTIVES (Cont'd)

How can fiscal and program accountability be related to each
other in order to control objectives and impact and in or-
der to produce a satisfactory critical path in a project?
What should CCHE do when projects don't send in reports?

PROBLEM SOLVING

How did problem solving in projects get done?

How 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 com-
munity problems or problems of target populations?

What problems are solvable given available resources?

What innovative conceptualizations have come out of the
past projects? :

Who has the problem? Who identifies it - local or CCHE?
How did objectives change during the project?

INTBR-INSTITUTIONAL AND INTER-AGENCY RELATIONSHIPS

What kinds of inter-institutional and inter-agency relation-
ships in connection 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 Community Colleges, State Colleges,
State Universities, and various types of private institu-
tions in Title I efforts? What are the conflicts between
the different institutions relating to projects?

How do the projects establish and maintain a cyclical flow
being HEI resources, agencies, and target populations?

(a) How is entry established?

(b) What is the role of Citizen participation?

What is the responsibility of CCHE in setting priorities,
guidelines, and target problems?

How do Institutional Administrators view Title I in the con-
text of the role of Higher Education? What differences of -
valuing emerge at different levels?

ALTERNATIVES OF FUNDING

What is the satisfactory use of Title I priorities?

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

What happens to personnel employed by Title I in terms of
their career 1lines?

How does the reward systems for such personnel operate and
effect them?

Apras
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V. ORGANIZATIONAL DEVELOPMENT (Cont'd)

Y (3) What are the different leadership styles which have been
operative in Title I projects and with what effect?

VI. FUNCTIONS OF TITLE I

(1) How have projects bridged communication, information, and
organization gaps and linked resources to problems?

(2) How has Title I functioned as a catalyst in establishing
a cyclical flow between HEI resources, agencies, and tar-
get problems?

(3) wWhat is the role and inter-face of Title I as a catalytic

“agent in community problem solving?
(4) What kind of HEI resources have been released?

VII. ENVIRONMENTAL CONTEXT AND INFLUENCE ON TITLE T

(1) How does the political climate, violence, etc. effect Title I
at the CCHE, HEI, and target population levels?

(2) How do historical events such as urban violence, smog, etc.,
effect funding priorities?

(3) what is the most appropriate timing for attacking a problem
in the light of public interest or- arousal of indifference?

VIII. SEMANTICS

1: (1) How is the term "community service" being used?
(2) What is meant by "community development?"
(3) What is meant by "Higher Education resources?"
(4) What is meant by "problem solving?"
(5) wWhat is "organizational development?"
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APPENDIX-

Public Law 89-329
89th Congress, H. R. 9567
November 8, 1965

g“ gtt 79 STAT, 1219

III

To strengthen the ediicasioan] resources of our colleges and uundversitlex and
to pruvide fingncinl assistauce for atudents in postsecondary gud higher
cducition.

Be it enceled by the Senate and Novee of Representatives of the
United States of America in Congress assembled, That this Act may
be cited as the “igher Education Act of 1965°,

TYILE I—COMMUNITY SFERVICIE AND COXNTINUING
EDUCATION PROGRAMS

AFEFROVESATIONS  AUTHIORIZED

Skc. 101, Yor the purpase of assisting the people of the United
States in the sotution nf community yroblems sueh as housing, poverty
. A 10 e AL}
government, recreation, vinplogment, ’\'onlh opportuiitics, transporti.
tion, healily amd land wse by enabling the Commissioner to make
) ) M A v 2] . N
grants wdeyr this title to strengthen conmunity service prosiums of
collegres and universiues, e are authorized to he :lppmlwmtcd
5,000,000 for the discal year enelinge June 39, 1966, and 150,000,000
for the £acal year ending June &, 1967, snd for the succeeding fiseal
year, 1or the fiseal year ending June 50, 1969, aid the succveding
fisenl vear, there may be appro seiated, 1o enable the Commissioner to
year, \ proj
make such prants; ouly such sams 88 the Congress may hereafter
authorize by law.

PEFINIFIUN ()7 COMMUNITY ¢RLVICTE PEOGRAM

Sye. 102, For purpores of this title. the tesm “communiiy service
program’ means an cdncational program, acdvity, or serviee, inelud-
g a rescaveh progeam and 0 univeryity extension or comtinaing
eduestion mevrryr. which i desioned 10 assist in the soiuticn of con-
munity probiems in raval, b, e sulmrban nreas, with particular
ewphasis on nrban and snbrhan problems, where the institution
offering sucn progrn, activity, o service determine:--

(1) thwi the propiesed program, activity, or service is nol. other-
wise available, and
2) that the vonduct of the pogsam ot performance of the
activity or service is consistent with 1he institution’s over-ali edu-
cationil progizuy sid is of such a natuie as is approvriate ta the
eftective utivization of the institution’s special resourecs sud the
competencies of its facuhy.
Where corrse offerings are volved, euch courses nust he university
extension o, continning edwation cowrses and nmst be-—

. (A) fully seceptable toward sz acudemic degree, or

(1) of college level as determined by the instivution cffering
such econrses.
ALLOPMENTS TO STATES

Ske. 105, (a) Of the sums approprinted pursuant 1o section 101 for
cach fizcal year, the Commizsionz hall atiot £25.000 each to Guam,
American Samot, the Conmonwealth of Puerto Lico, and the Vivgi
Ishnd. and S1o,e00 to each af the other sitades, wnad he Jhall ailes to
cach State un amount which hears the saue ratio to the rentinder of
cuch sums as the population of the State boears tu the population of ull
States.

(") 'he nmount of any State's allohiaent under subzection () for
any fiscal yent whizh the Comnsizsioner dererntines will not b regired

.

85:856 O - 85 {339

b
£a

H cher Hduca-
4io0n Act of 1565,



Q

ERIC

Aruitoxt provided by Eic:

Pud. Law 89-329 November 8, 1965

79 STAT. 1220

for such fiseal year for carrying out the State plan (if any) approved
under this title shall be available for reatlotent from tine to tune, on
such dates during such year as the Comumissioner may fix, to other
States in proportion to the original allotments to such States under
such subsection for such year, but with such proportionate amount for
any of such States being reduced to the extent 1t execeds the suin the
Commissioner estimates such State needs and will be able to use for
such year for carrying out the State plan: and the total of such redue-
tions shall be similazly weallotted among the States whose proportion-
ate amounts were not. so reduced.  Any smnount reallotted to a State
under this subsection during a year from funds appropriated prrsnant
to scetion 101 shall be deemed part of its allotment under subsection (a)
for such year.

¢) Inaccordance with regulations of the Connnissioner, any State

may file with him a request that a specified portion of its allotment
under this title be :l(l(ll‘(\ to the ntotment of another Stzte under this
title for the purpose of mecting a port ion of the Federui share of the
cost of ‘)ro\'idinu conununity service programs wder this title. 1 it
is found by the Commissioner that the proguims with respect to which
the request is made woukl wmeet needs of the State making the request
and that use of the specitied portion of such State’s allotment, as
requested by it, would assist in carrying cut. the purposes of this title,
such portion of such State’s allotinent shall be added to the allotment
of the other State under this title to be used for the.puspose referred
to above. ’ :
(d) The population of a State and of all the States shall be deter-
mined by the Commissioner on the hasis of the most recent satisfactory

datn availakle from the Department of Commerce..
USES OF ALL.OTTED FUNDS

Sec. 104. A State's allotment under sectien 103 nu ¥ be used, in
accordance with s State plan approved under section 105(b), to
provide new, expanded, or jimproved commuiity service progrims.

STATE PLANS .

Src. 105. (2) Any State desiring to receive its allotment of Federal
funds under this liac shall designate or create a State agency or insti-
tution which has special qualitications with respect to solving com-
munity problems and which is broadly representative of institutions
of higher education in the State which are competent to otfer commu-
nity service programs, and shall submit to the Commissiouer throngh
the agency or institution so designated n State plan., 1fa State desires
to desigmate for the purposes of this section an existing State agency
or institution which does not meet these requirements, it may do so if
the ageney or institution tukes such action us may be necessary to
‘acquire such qualifient ions and assure participation of such institu-
tions, or if it desiynates or cred.os A State advisory council which
ineets the requireoments not met by the desigmated ageney or iustitution
to consult with the desiguated agency or institution in the preparation

of tho State plan. A Stata plan cubmitted under this title shall be in

such detail as the Commissioner deems necessary aud shall—
1) vrovide that the agency or institution so desienated or

creuted shall be the sole ageney for administration of the plan or
for supervision of the administration of the phw: and provide
that such agency or iustitution shall consult with any State
advisory council required to be created by thissection with respect
to policy matters arising in the adinistration of such plan;
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(2) set. forth a comprehensive, coordinate  nd statewide sys-
tem of commumity service programs mler which funds paid to
the State (incluling funds paid to an institution pursuwant to
section 106(¢)) under its allotents under section 103 will be
expended solely for conmmunity service programs which have been
approved by the agency or institution adwministering the plan;

(3) set forth the policies and procedures to he followéd in
llocating Jederal funds o institutions of hizher education in the
State, which policies and procedures shall insure that due con-
sideration will be given— :

_. () tothe relative caparity and willingness of partienlar
institutions of higher education (whether public or private)
to provide cflective community service programs;

(13) to the availability of and need for community servico
prograns atmong the population within the State: and

(C) to the results of periodic evaluations of the programs
carried out under thistitle in the light of information vegard-
ing current and anticipated community problems in the
State;

(4) set forth policies and procedures desigmed to assure that
Federal funds made available under this title will be so used as
not to supplant State or local funds, or finds of institutions of
higher education, but to supplement. and. 10 the extent practicable,
to increase the winounts of such funds that would in the absence
of suzh Federal funds be made availuble forr commumity sevvice
programs: .

(5) sct forth such fiseal control and fund secounting procedures
as may be necessary to assure proper disbinsenent of and account-
ing for Fedeal funds paid to the State (including such funds
paid by the State or by the Commissioner to institutions .of
higher education) under this title; and .

(6) provide for aking such reports in such form and contain-
ing such information as the Commissioner may reasonably require
to carrvy ont his functions nnder this title, and for keeping such
records and fer afording such aceess thereto as the Commissioner
may find neceszary to assure the correctness and verifieation of
such reports.

(L) The Commissioner shall approve any State plan and any modi-
fieation theveof which complies with the provisions of subsection {n).

PAYMENTS

Skc. 106. (a) Fxecept as provided in & *heecetion (h), payment under
this title shall be made to those State agencies and institutions which
administer phs approved under section 105(h). ayments under
this title from a Stares allotment with respect to the cost of develop-
ingz and earrying ont its State plan shall cqual 75 per centum of such
costs for the fiscal year ending Juae 30, 1966, 75 per contum of such
costs for the fiseal year ending June 30, 1967, and %0 per centum of
such costs for each of the thrve sneceeding fizeal years, exeept that no
pagments for any tical year shall be made to any State with respect,
to expenditures for developing and administering the State plan
which exeeed 5 e centum of the costs {ov that year for which pay-.
nent ander this suhseetion may be wade 10 that State, or $25000,
whichever is the greater, In deteriining the cost of developing and
careying ont n State’s plan, there shall be exelnded any coat with respect
io which payments were received wnder any other Federal program,
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(b) No payments shall be made to any State from its ullotments for
any fiseal year unless and witil the Commissioner finds that the institu-
tions of higher education whicl will participate in carryving out the
Stato plan for that year will together havo available during that year
for expenditure fromn non-Federal sources for college and university
extension and continning edneation prearams not less than the total
anount. actually expended by those institutions for collese and univer-
sity extension and continning education programs from such sources
during the fisval yenr euding June 30, 1963, plus an amount equal to
not less than the non-Fuderal share of the costs with respect to which
payment pursuant to subsection (#) is songht.

(c) Payments to a Stato under this titie nmy be made in install-
ments and in advance or by way of reimbursement with necessary
adjustments on account of averpaynients or nnderpayments, and they
may be paid directly to the State or to otie or more participating insti-
tutions of higher education designated for this purpose by the State,
or to both. '

ADMINISTRATION OF STATE PLANS

Src. 107. (a) Tho Commissioner shall not finally dicapprove any
State plan snbmitted under this title, or any modification thereof,
without first affording the State agency or institntion submitting the
plan reasonable notice and opportunity for a hexwring.

(b) Whenever the Commissioner, after reasonsble notice and oppor-
tunity for hearing to the State agency or institntion administering a
Stato plan approved under section J05(b), finds that—

' (1) the State plan has been so chanwed that it no longer comn-

plies with the provisions of section 105 (n), or
(2) in the administration of the plun there is a failure to com-
ly substantially with any such provision.
tho Commissioner shall notify the State agency or institution that the
State will nct. be regarded as eligible to participate in the program
under this tiilo until he is satisfied that there is no longer any such
failure to comply. :
JUDICIAL REVITW

Src. 108. (a) If any State is dissatisfied with the Commissioner’s
final action with respaet to the approval of its State plan submitted
under section 103(a) or with his final uction under section 197 (1),
such State may, within sixty days after notive of such action, file with
tho United States court of appeals for the cirenit in which the State
is located a petition for review of that.action. A copy of the petition
shall be forthwith transmitted by the clerk of the court 1o the Com-
missioner. Tho Conumissioner thereupon shall file in the conrt the
record of the procecdings on which he based his action, as provided in
section 2112 of title 29, United States Code.

(b) The findings of fact by the Comnissioner, if supported by sub-
stantial ovidence, shall ba conclnsive; but the ceurt. for xood canco
shown, may remand the case to the Commissioner to take farther evi-
dence, and tho Commissioner may thereupon make new or moditied
findings of fuct and may modify his previons action, and shall certify
to the cowrt the record of the further procecdings,  Such new or manli-
fied findings of farc shall hkewiso be conclusive if snpported by sub-
stantial evidence.

(c) Tho court shall have jurisdiction to aflirm the action of the
Connnissioner or to set it aside, in whele or in part.  The judgment
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of the conrt shall be subject to review by the Supreme Court of the
United States upon certisrari or certification as provided in scetion
125§ of title 28, United S1ates Code.

NATIONAL ADVISORY COUNCIL ON EXTENSION AND CONTINUING EDUCATION

Skc. 109. (a) The President shall, within ninety days of enactment
of this title, appoint a Nutional Advisory Council on Extension and
Continuing Fducation (hereafter referved to as the *Advisory Come-
cil”), consisting of the Commissioner, who shall be Chairnim, one
representative cach of the Departments of Agriculture, Commerce,
Defense, Labor, Interior, State, amd Huonsing and Vrban Development,
and the Oflice of Jeonomie Opportunity, and of such other Federal
agencies having exicnsion education vesponsibilities as the President
may designate, and twelve members appointed, for staggered terms
and withont regrard to the civil service laws, by the President.  Such
twelve members shully to the extent possible, include persons knowl-
cdgeeable in the fields of extension and contimiing education, State and
local ofticialsy and other persons having special knowledye, ex perience,
or qualification_ with respect to commmnity problems, and persons
reprezentative of the general publie.  T'he Advisory Conncil shall meet
at the call of the Chaivman It not less often than twice a year.

(L) The Advicory Conncil shall advise the Commissioner in the
preparation of geueral regmlations and with respect to policy matters
arising in the administration of this title, including policies and pro-
cedimres governing: the approval of State plans under section 105(b),
and policies to eliminete dnpiication and to efectnate the coordination
of progrmms wmler this title and ather programs offering extension or
continning education activities and services

(c) The Advicory t'onneil shall review the administration and eflec.
tiveness of all federally supported extension and continning clneation
programs, inchiding community service programs, make recommenela.
tions with respeet thereto, and make arnual reports connnencing on
March 31,1067, of its findings and recommendations (including recom-
mendations for changes in the provisious of this title and other Federal
laws relating to extension and eontinning edueation netivities) to the
Sceretary aud to the President. The President shall transmit each
such report. to the Congress together with his comments and
recommenlations, )

(d) Members of the Advisory Couneil who are not regular full-
timo cinployees of the United States shall, while serving on the busi-
ness of the Conneil, b entitled to receive compensation at rates tixed
Ly the Sceretary, but. not exceeding &30 per day, including travel
time; and, whils o s ving away from their homes or regular places
of Iusiness, membyrs may bo allowed travel expenses, imcluding per
dicm in liea of subsiztence, as anthorvized by section 5 of the Admin-
istrative Expenses Aet of 1946 (5 U.S.C. 73b-2) for persons in the
Govermnent serviee employed intermittently.,

(¢) The Seeretary shall engage snch techuival assistance as may be
required (o emvry ow tha functions of the Advivory Comeil, and the
Secvetary slall,in sadition, make available to the Advizory Council
aich seerctarialy elerieal, and other azsistanee and such  pertinent.
didn prepaved by the Department of Tlealthe Edueation, and Welfure
As il way requite to earry ont its functions,

(f) In caresing ont its funetions pursnant to this section, the
Advizore Conneil may ntilize the cervices and facilitivs of any agencey
of tha Federal Government, in accordanco with agreements between
the Seeretary and the head of such agencey.
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39 Stat. 929,
60 Stat. 775.

77 Stat. 403,

78 Stat. 502,
20 USC 671 = Bli.
67 Stat. A3,

"Sohoel or de-
partmert ol
divinity,"”

RELATIONSHIP TO OTMER PROORAMS

Skc. 110. Nothing in this titlo shall modify authorities under the
Act of Februnvy 23, 1017 (Smith-Hughes Vocational Edueation
Act), as amended (20 U.S.C. 11-15, 16-53) : the Vocational Fduea-
tion Act of 1946, us amended (20 U.S.C. 15i-15m, 150-15q, 13aa-15j),
and 15aaa-15ggg) ; the Vocationa! Ioducation Act of 1963 (20 U.S.C.
35-33n) ; title VI1I of the Honsing Act of 1964 (Public Law 88—
560) : or the Act of May 8, 1914 (Smith-Lever Act), as amended
(7 U.S.C. 311-348). .

LIMITATIUN

Sic. 111. No grant may be made under this title for any educational
program, activity, or service related to sectarian instruction or velizious
worship, or provided hiy a school or department of divinity. }or pur-
poses of this section, the term “school or departiment of divinity™ means
an institution or a departmen: or branch of an institution whove pro-
aramn is specifically for the education of students to prepare them to
Become ministers of rehizzion or to cnter upon some other religious
vocation, or to prepare them to teach theological subjects.

TITLE 11--COLLEGE LIBRARY .\SSIST.-\'.\'(‘I-) AXND
LIBRARY TRAINING AND RESEARCH

Pakr A—Corrxcr Linnary REsoUrces
APPROPRIATIONS AUTHOHIZED

Ske. 201, There are anthorized to be appropriated 350,000,M0 for
tho fiscal year ending June 80, 1466, aud for cach of the two succeeding
fiscal years, to enable the Commissioner to make grants under this part
to institutions of higher education to assist and enconrage such institu-
tions in the nequisition for library purposes of booits, periodicals, docu-
ments, magnetic tapes, phonograph records, audiovisual matetials, and
other related library materials (including necessary binding).  For
the fiscal year endinig June 30, 1969, zad the cuceceding tiscal year,
there may be appropriated, to enable the Commissioner to make such
grants, only suc‘l sums as she Congress may hereafter authorize by

aw.
BASIC GRANTS

Sk, 202, From 73 per centumn of the suns appropriated pursuant to
soction 201 for any fiscal year, the Conunissioner is unthorized to mal:e
basic grants for the purposvs sei forth in that section to instititions of
higher education and combinations of such institutions.  The amount
of a basic arant shall not exceed $5,000 for each such institution of
higher education and each branch of such institution which is leeated
in & community difierent from that in which its parent instiiution is
located, as determined in zecordance with regulations of the Commis:

sioner, ard a lasic grant nnder this subsection may be mado only if the
application therefor is appiroved by tlie Connmnissioner upon his deter-
mination that the application (whether by an individnal insiitntion or
n combination of institutions)—

(a) provides satisfactory assurance that the applieant will
expend during the {iseul year for which the grant is requested
(from furds other than funds received under this part) for all
library purposes (exclusive of construction) (1) an amount not

=166~




Q

ERIC

Aruitoxt provided by Eic:

L

(Reprinted from Pederal Register, Vol.

Title £a—PULLIG WELEARE

Chapter ~~Offico of [ducotion, De-
rrontment of Health, Lducation, and
Wellaie

PART 173-—~FINAMCIAL ASSISTANCE
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CONIINUING  EiUCATION
GRAMS
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APPENDIX IV

ULATIONS
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TITLE I

Higher Education Act of 1965

Priday, April 8, 1966)

173.18  Accounting bazes for expeaditures,
173.10  Certification of Stato plan,
73.20 Rejorts,

Subpart De—Federal Financlal Particlpation

17331 Federal  Opancial  purticipation—~
general, :
173.22 Required  certification by Btate

anendy.

173.23 Flical yenr to which en expenditure
I3 clinspecable,

17324 Effective dato for allowable cxpendls
tures.

173.25 Proration of coatn,

1'13.26  Doviatton from estimates,

1132 Eleliie ceas,

173.28  Viscal ueelate.

17220 Retentiou of recosds,

192,09 Disvesttion of eguipment,

Sulipml E—Fayment Proceduros

Tederal poyment to a tinte.
0052 Continutny,  althortzeation of pay-
ment,
17303 Adpsuncals,
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e Act of 1365 (101, 82-329, %9 Stat.
1219, 80U B0, 1o,

th) “Commisteact”™ means the U.S.
Connulsaton weeatian, Departiem
of tvalth, 131 n, angd Wetfare,

(¢) "Cormmusiiy  servwee  progeam”
means on cducstionnl prodram, activity,
or ervier citersd by o fantitationts)
of higher educatioag end dedened to
ssslut in tue olniieoa of commnnity prob-
Jems i oraral, urban, or rubwilban preas
with particviin emphiasis onouricet and
suburban prab! mis, “Conmmenity sepve
a2 proprans” gy inclisde it is noy B
ed o restiach progranag, an entension
o conting cdurthion sctiity, or A
wourne, provided. bowaver, that sauch
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(2) ""Educationnl research program®
means an experfinental activity or dem-
onstietion carried otit on en otjective
and systematic basls using the resourees
of an insdtution(s) of higher educuiion
{o ldeptily and develop uew, expanding,
or improved approuches to the solution
of comruniiy probiems,

(3% “rxtension and continuineg ¢duci-
tlon" refers to the exstension wod cone-
thweance of the Lleaching and reweureh
resources of an Institution of hipher ¢d-
ucatien to meel the nnlaue educitlonel
needs of the aduelt population swho have
either completed or fntorrupted hioir
formal training. Tustructicnol meihods
include, but are not limited to, fonmal
classec, lectures, demonstealions, voun-
seling vid correspongence, radio, teles
tisfon, end other inrovative proprues
of In<bruction erd study avpangze
time wizd peopraphis lotation enubiing
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as an informed eond e poncible eltioen,
aid i hls ludividnal moveth and desed-
cpnient.
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bevinnlme on the ey doy of Jug e
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the fiseal v ar e

) “Institution of lw hev eduratdh
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secondevy education, ox Jie recognlzed
eoitivalont of such v eertiieate, 4 s
Teenliy nutheryied within such Stawe to
provice noprogrant of cddentian beyond
peeondoy edac o, () provik
cduestiomal praes n fer vhichit
1 haetudor's dorece cr provides ot les
than o 2evenr propran whch s reerple
able for ful! eredht tevrrd such ddorne,
G 155 publie or eer nenpralil fnstitue
tlon, nnd (5F §s noosedited by aone-
tuntldly 1ccopnize.! naccditing cvendy
or arociation s detedaed 1y the
Commissicney or, i nos o0 teereatted, §s
ra dnstitution wiw e credil, ure ne-
coepted, on U tefor, b2 ot asthnn three
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wom 6.0 fnehiades uny basines taenl
or Lectedoed Jostitution walch necty, tite
piovicions of oabpotopiobhs 1, G,
(4), ket ) of thix pavigiush”
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(g) “Nonprofit Institution” mnecans an
{nstitution owned and opcrated by one
or more nonprefit corporations or asso-
clations nio part of the nct carnings of
which Inurcs, or may lawfully Inure, to
the benefit of any private shareholder
or Indlvidual.

(h) *School or department of dlvin-
fty” means an Institution, or a depart-
ment or branch of an institutlon, whose
educational prograum lIs spectilcally de-
slgued to prepare students to become
ministers of relizion, to enter upon some
other religious vocatlon, or to teach theo-
Joglcal subjects,

) "Secretary” means the Secretary of
Health, Education, and Welfare.

(jr-State" includcs, in addition to the
several States of the Unfon, the Common-
wealth of Puerto Rico, the Distiict of
Columbia, Guam, Amerlcan Samoa, and
the Virgin Islands.

(k) "State agency or Institution" or
*State ancney™ incans the State ageucy
or State institution decsignated or
created pursuant to section 105(a) of the
Actand 3 173.3.

§173.2

The profram described In this part
shall be admistered by the State agency
or institution pursuant to a State plan
developed and submitted throutsh the
State apency or institution and approved
by the Commissioncer, The State plan
shall set farth a comprchensive, coordl-
nated, and statewide system of come
munity service programns destened to
assist In'the solution of community prob.
leins In rural, urban, or suburhan arcas
(with particular emphasis on urban and
suburban problems), such as, but not
limited to. housing, poverty, Govern-
ment, recreation, cmploymcnt. youth op-
portunitics, transportation, health, and
land use, by utilizing the resources of In-
stitutions of hizher education. The State
plan and necessary amendments thercof,
once approved by the Commissioner, s"aii
constitute the vasls on which F.deral
peyments will be made as well as the
besis for determining the propricty of
expendlitures by the State and partle-
fpating Institutions in which there s
Federal participation.

Progeam outline.

Subpart B—State Plan: Submission, ‘

Amendments, Approvals
§173.3  Sunc agency or institution,

(a) The State shall designate or
crcate a singgle State agency or institu-
tion to develop, submit, and administer
and/or supervise the adminlstration of
the State plan. The agency or institution
50 desiznated or created shall include
Individuals who have special qualifica-
tions or experlence In working with and
solving community problems, and who
arc broadiy vepresentative of institutions
of higher education in the State, pub-
lic and private, which are competent to
offer comnunity service pronrams. The
State may, however, desiinale an exist-
Ing State agency or institution which
does not meet the above requirements,
provided that (1) the Stete aceney or
Institution takes such astio as necessary

to acqulire such qualifications and to
assurc 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 deslgnated State agency
or Institution in the preparation of the
State plan and neccessary aracndments
thereto and In connection with any policy
matters arising in the adininistration of
the plan,

(b) Prior to submission of a State
plan. the State shall submit to the Com-
missloner a satisfactory assurance and
explanatlon regarding the basis on which
the 1cquirement of this section and sec-
tion 105(x) of the Act arc met. ‘The
State shall also designate the official of
the State agency or institution with
whomn the Commissioner Is to communl-
cate for purposes of Title I of the Act,

(¢) The State agency or institution
shall notify the Commissioner within 15
days of changes In the composition of
elther the State agency or Institution, or
the State advisory council, If any, affect-
ing Its special qualifications with respect
to solving communliy problems or Its
being broadly representative of Instita-
tions of hlgher educition In the State,
public anad private, which are competent
to oiler community scrvice prograins,

§ 1731 Submission of State plun and
wnnnal amendmeants, .

(n) A State plan shali be submitted by
the duly authorized ofiicer of the State.
auency or {nstitution for approval by the
Conmunissioner. For the fiscal year 19€6,
the information required by § 173.12 shall
be submitied with the original State
plan. The State plan must be amended
prior to September 1, 1966, for the fiscal
year 1967 and thercafter prior to the
commencement of each fscal ycar for
which funds are requested, In order that
the State plan will currently set forth
the Information required by §173.12.
Chis amendment shall be signed and
certified in the same manner as the origl-
nal plan submitted and shall become
cffective upon approval by the Commis-
stoner.  (For procedure on other amend-
ments, sce § 173.5.)

tb) Notwithstandiniy the appbroval of
8 State plan during any prior year, unless

and until the annual amendinent has
been submitied by the Stale agency or
institution ana approved by the Commis~
sioner there §s nn basls npon which new
commitments may be made by the State
aneney, ’

§173.5 Amendmentsio Sinte plan,

“In addition to the annual atnendment
required under §173.4, the State plan
shall be appropriately amended when-
ever there iIs any material change in tho
deslznation of the Stute affency, the con-
tent or administration of the State plan,
or when thera has been a chanse In per-
tinent State luw, Such amendment shalt
clearly Indicate the changes and shall be
signed and cettifled in the same manuer
as thy orizinal plan submitted mul shalt
become effectivo upon approval by the
Commissioner,
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§ 173.6  Approvul of State plan; no;u-
compliance; judicinl revicw.

(a) The Comumissioner shall approve
any State plan or amendinent thereof
which complies with the provisions set
forth in the Act and this part. (For
eflectlve date of State plan, sce § 173.24.)
No plan, or amendment thercof, shall be
finally disapproved until the State agen-
cy or Institution submitting the plan is
afforded reasonable notlce and opportu-
nity for a hearing.

(b) Where the Commlssioner, after
glving reasonable notlce and opportunity
for a hearing to the State agency or
Institution administering a State plan
approved under 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 adminlstra-
tion-of the plan there Is a failure to
comply substantially with any such pro-
vislon, the Commissioner shall notify the
State agency that the State is no longer
regavded as cligible to participate In the
program until the Coimnmlssioner is satis-
fied that there is no longer any such
fallure to comply.

(c) Final actions of the Commissioner
with respect to approval of & State plan
or ainendment thereto, or chanpes in or
noncompliance with an approved Stato
plan or amendment thereto are subject
to judicial review, pursuant to scction
108 of the Act,

§ 173.7 Incligible programs.

No payment may be made from a
State’s allotment under thls part for
(n) any community service program
whlch relates to sectarian {nstruction or
religious worship or (b) any community
service program which s provided by
f school or departinent of divinlty., An
Institutlon of hirher educntion which
has a echool, branch, departinent or
other administratlve unit within the
definition of *“school or depurtment of
divinlty” as set out In §173.1(h), Is not
precluded for that reason from partici-
pattng In the program described in this
part, If the conummlity service program
is not offered by that school, branch, de-
partment, or adininistrative uait and,
as In. sl other cases, the community
service program fs not reiated to scc-
tarlan fustruction or rcliglous worship,

§173.8 Relation 1o other Federal pro-
granis, -

Nothing In this part shall be construed
to mean that a proposed program shall
be excluded from participation on the
basls that It would aiso be cliglble to
reoelve financial assistanee under an-
other Federal program.

Subpar! C—Staic Plan Provisions
§173.9 Adwinistentive informntion.

The State plan shall contain a state-
ment of the nanie of the desipnated or
created Stiute agency or Institution and
of the officlal to whom commaunications
shall be divected; and i azsurance that
the agency or fnstitution so desipunated
or created shnil be the sole arency for
administration of the plun er for super-
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viston of the administration of the plan,
and that suen agency or Institution shall
consult with any required State advisory
counci! withi respect W policy matters
arising In the preparation and adminds-
tration of thc plan.

§173.10 Policics and ||rocn|urc-s for
sclection of community problems,

The State plan shall contaln n general
statement setting forth the pulicies and
procedures vhich will b foilowed by
the State peeaey in sclecting those come
munity prob.orats) or specifie fspects
tnereo! for the solition of which Mederat
funds atlotted under this prograny wiil
be used, The statement shall deserite
any general micthods andsor criterin
which (he Stale apcaey has dutermined
witl be used in1a sust s leetion(s),

§£173.11  VPolicies and precodes for
seleetion of fastitntions,

The Stale 1“"12 chied eont:
ment of th:- advics endp res Lo be
used In selecting the trutten(s) of
hicher (‘dx"'."u TR partispeaston nnder
the State p.. N, Chis satement sheelide-
gerlhe the poticfis mnd prot aures o be
ased in cmmm*“ an with the review of
appifeattons sulimitied by Institul tons of
Lizher alusation anteresixd in nartiel-
paliig fa this prearatn, apd Ol insure
that adeqguate notice of the relectad coms
xmmltv poobienfsy Jor the sotutivn of
ey finuneieY assistanee nides this
projram shall oowill b viven to
fnstitudioun st of nisber eduentinn walch
mithd guahy for pandeipalion, Cthe
Srate cugeray or institttion shall indi-
eate the crilorin wl-x( howill e used In
sotecting inctituiings of hither cdacation
jor povtict jon :u\.l tae consldeation
fullowiies

>

ninn B ostate-

ur s

wlhidel w03t e piven Lo
GO W hethar Lhe pretiean, tenviee, or
Louviy propored 1o Le vndenins

fstiantion o adnler cduen
jeily desioned Lo giveetly
ionn of avhan, el or
pretleme wata inactal omp:
wrban ¢ad sutnwcizad, probleas;

() Whethod Whe retative o aeity and
willlamaoss of e n.xl'-m W tostitue
oads), puhic or pelvate, vl be utitheed
0 provide eiicviive commundty strvice
progzriera;

() \’.'lv Mo he peosrawy, fovvied, or
pelivite o coelively ubhiiee he 'r""!...
pesnutoea of the tranituttoms) of anghior
sibireation oy (v its o u"x‘t

(W
pattyiy

ts- it N (§74]
vohan
oD

sesviee, op
HL ’;v (m. ..l"x.. ‘\"h the over-
o}l o.u--.-:.nmz:n: provrem el e Ingtitiae
RIS M8 r! 1o -zl.l(.l-.ml'

(¢; Wh 'xn I
joe prenes
or m. e
wlihin n‘ Sl or by o oG or
mus e fnttntios an other Suetes; and

[ athor e reanlite o num.l‘.
ohrestive il systemtic v\.‘h'.\l.u‘n' IH4

nnaly Nave
Len b:' Lwa

Y BIN RO
[HR AR
() Vhe ante et rvcoeram plan sl be

N 1.
Fnvaitid roprn ploaa,

sttt s pbe s endnient one o ain-
nuag Lesls ns oot ol il ¥ 3L

(b) The snnual program plan sybinis-
slon shall contain a stutement describing
the specitic aspeets of the comprehensive,
coordinated, and statewlde system of
conununity service proprams for which
financial assistance is requested, and the
basts for the sclection of the cammunity
service promiams. ‘the descriptionof the
niethod followed by the State azency in
determining the conmunily problemd(s)
or aspccts thercof to be solved shall in-
dicate that, and the degree to which:

(1) The State aosncey has consulted
with represcatative community lenders
associations, and n.ooanations, and with
representatives of sastilutions of higher
cducation;

" Due consideration has been pivenr
to the culstenee of other federally
financed proeras dealing with similor
acd othwer cotnranint'y probloms o the
State wnd convdination with thone pro-
prams, particnlarly in determining -
Grlties 20 probleins;

(3) Due consideration has bheen given
{4 Lho vesonrees ¢f Institutions of hiphaer
edueation esposiafy reicvanh or adirhla-
ble b '-"clnp tnd ey out ceminunity
x(l\l(‘-‘ prorsas related to the cominne-
ni'y problems seleetod;

3) Due consldurition has been plven
to the relation:d) of tic anpect of the
ennimunrity problenies) aelected for solu-
Lo o other sier fileant conmtly
;-u,blmm. m the S0y and :

Go QEher eriterie ove hoen used in
uln-un-' comnantbity service problen, Lo
e dnehded under the peepciom,

«) in bing the ».u:-mlwr caunt-

predteater pa e wspeels

thet the State wiid attempl
Se-Sete phiv chaal s tieate, e
o the pal of the increldl prob-
with  awhich cach partieslar
Lo will hbe conecrn; the scope,
e, complexity, aheation, ad
Gaates DIoDs e spoecitic aspecis of the
protecind; sl e relintonghin hebwoet
of activitics prcestd and sitnl-
of caizting o voelaplated o=
in the #Fhas, e steteaseat
(3 o Nadieete whathier the proo-
l' RIRE ~m| [HICSH s Lereory ¢ ict
i all types 0 conne ur whoher
ey ate of penerd e nee Lo i
Siate s a whais nhine ech! n'~l-
3y manifesued in 1‘1! conmtenLtios el
ee dteniont chell nloo liens Gee
apor wte nnauat fner the L e
"lu Jient Lt e Btatl vweney eotis-
will Lo vequired inaader to crrvy
chobype af prozrain vihich witl be
Len in atteaying (o solve thoene

v oo alternntive, J0oa SEate e
Aeterratoed the meareas activiics, i
aeowshneds will e Liseertaken -
: N 1o itn Pt o as il e W sohntien
Of e connmnnity poetdeins selected asg
part of noocombrchi e, conrdinated,
A st o teeside syatem of connnamily e
fec e varg, il i st forth cucly pro-
praans, oatisitdos, and aoaviees fnodoiadl
and cost eatiate forcaeh, ir lieg ol e
descrichions rapdie d under the aibove
patenr . caplht,

U EDY I U AT PERN TS Cesile, o desdre to
solv, crantentttye rabueins, elther than
checs o 2Dl st o loiment il neay
POl 8GR b votrtts whih the sane
apreciine by Ln piven Lo presentiy o be
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undertaken and give the priority of im-
portance and the basis therefor together
with budeetary estimates of cach pro-
grem, service, or activity. Such pro-
sramns, services, and activitics will be
considerced for reallocation of funds as
provided for under section 103¢tbh) of the
Act and §173.34.

§ 173.13 Fiscal assurances,

‘The State plan shall contain:

(n) A statcment of the policles and
procediires desizned to assure that Fed-
cral funds aliotted to the State for the
proyvam deseriked an this pait will not
be used to supjuant State or local funds,
or funds of in-titutions of hizhey edica-
tion but to supplement and, to the ex-
tent practicable, to inercase the amount
0! such funds that would othierwise be
made nvailable for commmmniy scrvice
nrogrems,

(b) A statement of assurance that the
Stote agency will, prior to approval of
any communitfy =ervice program under
the plan, provide the certification re-
quired under § 173,22,

£ 17314 Viscal proceduses,

The State plan siinl} comtain:

G A stotement settine forth such
fiscal contral snd fund pecounting pro-
cedures an ey be neeessury L0 assure
proper disturseinent. of and acconntung
for Yedoral Junds paid to the State, in-
cluding wuch funas paild by the State ta
institanons of hagber cducatiom,  Such
procedures shadl he i wceondader wath
applicable e flow and  repubetions
which shali e sot foclle in the plan or
an apj.ondiy thereto and shall asaere
that sevounds and supporting: documoenis
yetine o oany progeam invoelning Fed-
cral  tisemciad participation shall be
adequaie o permit an vecinsce and ¢ao-
peditions wedu of the proas e, .

) A alatoment aesaringe that all ¢x-
penditines of nstitutioens of hicher cau-
cation  chitaed  for Meaerel tinaneal
partieipstion o anatehi parposes or
for nay odier purpose relevant to the
procrag deseobed an thls jaat will b2
ahited cdier by the Siate or by aopaa-

sepde windtors; and dndicating, 3 the
cudit i te be conduebod ol the ictita-
tisnal level, hiow e State asency will
secnrsy hnormaidon neceasiry to wsre
Propes e of Juhds expeigted undor the
Act L osurn onstiintions ol hitho edu-
culion,
§ 1903 Iuctitational securanee.
() The Stae plen (et eontain o
dement ot sssurance al, prlor to G-
oval of ue compunily reoviee nuo-
2 thees the plan, cach institution of
wer céncabion pronosdnge Lo
punite sorvae proegvain shodl naieait to
the Siate aeiiey v eertitieation:

(1) “Phat the proposed profvaty is not
etheow e availnbled

2 Uit the corauet of the propran
or perfosue.nee of the actisity op nervice
ts concitent atth the astitution’s over-
all cdneatiznal progasn and s ot ruch o
nature ns i appropiinte (o e eiteclive
rhlication o the imstitaiion’s spechd re-

et

somers wnd the eompetoncies of its
taculty; s .
€3y e, i cotces wre Involved, suech

courses art oxtensionl or  conlinuing




Q

ERIC

Aruitoxt provided by Eic:

education courses and () that they are
fully acccptable toward an academic dec-
gree, or (i) that they arc of college
Jevel as determiined by the institution
offering the courses.

(b) Coples of the certiilcation required
by paregraph (a) of thls scction shall be
maintained by the Slate agency und
made avallable to the Commissioner upon
request.

§173.16 Policies and procedurces  for
~ Stnte ugency adininisirulive review
and evaluation.

The Stale plan shall contain a state-
ment of the policles and procednres to
be followed by the State agency in mak-
ing perlodic, systematic nud objective ad-
ministrative reviews and evaluations in
order to cviluate Lhe status and progress
of particular profrans In terms of the
anhual program proj.asals and overall
objectives stated in the plan.

§173.17 'Transfer of funds 1o partic-
ipating institntions,

The State plan shall contaln a state-
ment of the policies nnd procedures to
be followed in detcrmining, for ench jn-
atitution sclected for purticipation under
the plan, whether payment of funds shal
be made (n) as a reimbursement forr ac-
tual expenditures; (b) as an advance
prior Lo actual expenditures; or (c)
combination of reimburscments and ad-
vances. The State plan shall provide

that when, under any payminent procc-
durc, thé State agency determines that

an overpayment has been made, adjust-
ments shall be made by repayment or Ly
setofl anainst payment therealter,

§173.18  Accounting buses fur expendi-
fures,

(a) State .lcvel expendilures. The
State plan shall speelfy the particular ac-
counting basis (cash, accrual, or obiliza-
tion) used by the State azency and shall
set forth the relevant State laws, rules,
and repulations.  (Accounting prastices
relating to payments to participating in-
gtitutions are described in §173.23(b).)

(b) Parlicipcling institutions expendi-
tures, ‘The Stale plan shall provide that
the State agency will be respousible for
_ascertaining the accounting practice of
each Institution at the lime of its selec-
tion for participation under the State
plan and for malntainmyg such informa-
tion in the S'ate agency.

§ 173.19  Certification of State plan,

(n) The State plan shall hiclude as a
part or appendix thereto:

(1) A certification by the offielal of the
State npency nuthorized to submit the
State plan that the plan tor amend-
mceht) has been adopted by the State
apcncy nnd will constitute the basis for
operation nand udininistralion of the pro-
grams described therein:

(2) A ccrtification by the appropriate
State Jegal ofliccr that the State agency
named In the plan 1s the sole State
agency for the preparation and adminis-
tration or supervision of the ndminisira-
tion of the plan, and hns anthority under
Stute law to develop, submat, and nd-
minlster or supervise the admmistration
of the plan and that all the provisions
contained In the plan are consistent with
Siate Jaw,

(b) Citations to, or coples of. all rele- determincd above, the Federal share shall
vant statutes, regulations, court deel= be reduced by the amount of this excess.
slons, and directly nertinent policy  (h) No payment for any flscal year
slatements or Interpretations of Jaw by will be made, however, with respect to
appropriate State otliclals shall be fur- exponditures for developing or admin-
nished as part of the plan., istering the plan by the State agency

o ) which exceed 5 percent of the totatl clii-
§173.20 Itcporis. gible costs for that year or $25,000,
The State plan shall provide that the whichever is greater.

State agency will make and subinit to the 0 . . R
Comunissioner the reports Msted below § 173"';:“"““'"'"‘! certification by State

in accordance with proccdures cstab-
As a condilion to rccceipt of any pay-

lished by the Comnlssloner; aud that the
Stale agency will maintain such records, ments under the program described in

afford such access thereto, and conply this part, the State anency st snbmit
with such other provisions us the Com- to the Conmissioner, both at the time
missioner may Nad necessary o substan-  {hat 1t initially determines the institu-
Uate and/or verily the Information con- tlons of hisher cchrextion to participato
tained in the reports. wider the State plan, nnd each time that

() An estimated budpet itemizing the 18 approves a new program involving an
mmount of funids which have ov will be nstitntion not previously particlpating,
required by the State agency for devel- a’certitieation that al institutions pire
oping and administeving the State plan, ticipating under the plan will together
to0 be submitted at the time of the snb- have available during that ycar from
mission of the orivinal State plan and non-Iederal sources for cxpenditure for
thercafter concurrently with the annnal extension and  contimudng  education
amendment of the State plan; propiatis not less thiai the total amount

(b) A detailed statement, describing actually expended by those insiitutions
the proposed opcration of cuch com- for cxteusion and continulg edncation
munily scrvice prerim, to Le submitled programs from such sources during the
immediately upon approval of said pro- fiscal year 1965, blus an amount which
gram by the State arcney; is not less than the non-l'ederal share

(e} The catifieation requirca under of the costs of communily service pro-
§117322; grams for which Federal finnnclal assist-

() A proeress report, containine an ance Is requested,  The certitieation
cvaluation of cach aturoved conunmmly shall also state that the State arency
service prorram and indicating total ex-- hag obtalned all information inchuding
penditures Incurred In cacn such pro-  records dociinenting expenditures neces-
gram as of the date of evaluation, to be sury to make the thiove-noted fliditng
submitted on a seminnnual basis; and that such documants shall be kept

(e) A report of the total nmount by the State ugency and made avallubie
charged against the Stale's allotment to the Comnissioner upon request, Thic
during a particulur fiscal year, to be sub-  certifieation required wder this section
milted at the close of Lthe fiscal year; shall constitinte the bauls for the (inding

(1) An annual report containing an reguired to be made hy the Commisstoner
evaluation of the State plan program under section 106(h) of the Act,
und {ts adininistration in terms of the §173.23  Fiseal yenr 1 which an expen-
plan provisions and program objcetives; diture is chargenble.

(g) Acopyof any independent evailun-  Allolinents to o Stale under this part
ilons of the Stale plin, its proszram, ob- are mad: with respect to a flseal yenr
jectives and/or pdministration, or of any cominencing on Joly 1 and ending on
other natuve, $f obtaincd by any &tate, the following Junc 30
state ageney or institution, or State ad-  (a) Except as provided In paragraph
visory council; and (b) of this section, expenditures by the

(hY Any other reports containing such State agrncy shall be charped against
fnformation in such forin as the Com- (he nilotment for the flucal year in which
missloner may, from time to time, ré- the expenditure was incurred as deter-
qulre in ovder W cerry out his functions mined by State law zoverning the ac-
under the Act, counting practices Ly the State ngeney.

. . (b) 'The anmount of redernl itunuclal

Svbpart D—!:'fdm?l Financial participation In any.community scrvice

Participolion prograin approved nmder a State plan

§173.21 Federnl participu. shall be churited auninst the allolment
tion—general,

for the flscal yeur i which the approval
(n) The Federal Governtacnt will pay \'.'ns"um‘dc n|ml .\\'ns»ncocr.".ur)‘r x.n ox"dcr to
from ecach State's allolment en amonnt n‘c“m“t'- utu :)m;:rf.m in. due conrsc, re-
cqual to 75 pereent for the Hscal yenra gardless of whether the actunl payments
ding J 30, 1966, and June 20, 1967 to, or eapanditures by, the partielpnting
ending June J9, W08, 1 une 49, 964, 40 Giution are inade prior or subsequent
and 50 percent for the next 3 succeeding to Lhe elosc of that fiseal ye
fiscal years, of the total ntnount expended 1@ closc of Hhat fizenl year.
(on clieible costs as detined In §173.27) § 17321 Effective
by the State arency nud the institutions expenditnres,
participating under the State plan, ex=  Except for expenditures by the State
cept that, 1 caleslating  sarh lot_nl neeney for development aud ndhiedngs-
nmount, there shull be exchuied a0y gratlon of tho Stute plan or anmml
amounts received for the same purpoic gimendment thereof, Yederal finnncinl
under any olher Federal prorram and purticipation 1 nade only with respect
the matching fuads roquired tierefor, @ pionnts expended utider an approved
Where fees, If any, exceed the non=Fed- staie plan. For thie putpoge of this past,
eral share of the cost of the progr:iin, 1S qud nbsent any contra:y notifliention, e

=170~
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date on wmch the orlginal Siate plan
or subsequent anmual  anoendments
thereto chali be considered {u e in etfect
i{s the date of rpproval by the Coinmis-
sloner., The Siate nrency will b apprised
of this cffective dat in thie notice of an-
proval sint to the State aietiey by tho
Commijcsioner,

§ 173.25 T ruralion of costs,

Federnl finpacial parliciviion is aval-
1l ol th resocet Lo that nortion of
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costing $100 or more in which the Federal
Government has participated (whether
ceeured with funds derived from Fed-
eral grants or from matching funds)
whicli ccases te be used in th:ie conmunity
cervice protram, or in canncction with
the adiminbtration of the plan under
which it was nurchased, or s on hand on
the termnation date of the community
service program for which it was purs-
Yhased or the proroan desenibed in this
part, shali be sceounted for by one of
the follewviny: methosis:
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Btate plan or amcndments thereto, and
any other reports requircd to be sub-
mitted under scctlon 105¢(a) (G) of the
Act or § 173.20. Nccessary adjustments
will be made at the time of cach payment
on account of overpayments or under-
payments for any prior period. Atten-
tion Is directed to §§173.32 and 153.36.

$173.32 Continuing uuthorization of
paymcent,

(n) Until the State agency i= notified
by the Commiesioner that (1) a redeter-
mination has been made o! the amount
to which a State is eligable er (2) afind-
Ing hns Loon made Darseant to section
107(h) of the Act and §173.6 that the
Blale §s no loneer cliisible to participate
fn this program, the Commestouer thall
be deemed to have given implited author-
fzation of farth2r paymests under this
part.

(th) Neither the approval of the State
plan, the issnance of a f.otter of Credit,
the approval of withdrawals thereunder,
nor the waking of any drect payments
to the State or participating institutions
shall be d-emvd to waive the right or duly
of the Commtssioner to withhald funds
by renson of the fallure of the state te
observe sny Federal riguirements el
out in the Act or rcesuiaitony relnted
thereto o aby other 17levant Federal
‘Let or Orvder, cither before or alter
stich  edtainlstrative sction respecling
payment,

$173.33  Adjustmems.

‘The State sacticy n its maintenaneca
of reemunts, rocords, cied reports shell
meke peanptly any necesscry adjust-
ments to roiact refu.ds, cradits, unders
payinents, or overhaymoents, ns well os
any wdjustmiems vesultiug from Federa!
or Stutc admintatrative roviews and
andits,  Such aatmeats shall be oot
forthh in the State's financial veports
filed with the Commissioner.

£173.34 Realluinent.

" () In order Lo previde a basis forie-
allmmont by the Commmtsioner pirsuant
to scetlon 103¢h) of tiie AL, erch State
apency vl cubmml, ppon reqiest of the
- Commissioner by such diteis) as the
Commmi:sioner may specily, a statement
showinn all estimated anticipated needs
during the vemiunder of the emrent fiscal
yeur for carrying out the State plan.
The statemient will contain estunates
based on the estimat:d custs of complet-
fag community service prozrams already
approved  without expinsicon or othey
modification as well ns the costs of ex-
panding or moditying alveady aporoved
cornimty cervice procrons and up-
proving new communijly service prograing
which witt further earry out and develop
the objectives of the plaa. ‘The Continis-
sioner mny also request any addittonal
Informration on such repoils €3 he de-
sives for the purpose of making reallot-
ment,
th) Subrequent to the review of the
above doreribed reguirsed reports end
prior to thie date fixed by the Commis-

The Commissioner shall thereafter either
modify the amount authorized for pay-
ment to the Giale or if an overpayment
has already bcen made, direct the State
to return to the Commissioner whatever
amount the Commissioner determnines
the State does not require.

§173.35 Interstate transfer of allot.
ments,

Where two or morc States agree that
& portion of the Federal alloiment of one
State be added to and combined with
thut of the other State, there shall be
subnitted to the Commissioner, ns part
of buth St:ite plaiis or as amendients
thereto, the following information:

(n) A request that a spechied atncatt
of onc Stiate’s allotment be trausferred
to the other State for purposes descrived
therein;

() A description of the cotmunity
service propratads) for which the funds
v:i1l be used by the reelpicnt State;

(e} A statument of the totnl ute-cunt
to be expendad for ¢ ~h propranies) and
the amount of th on-Federnl share
thereof; !

u) A statement ndleating how the
requlrement for matching funds nnd/or
moinlenance of ctiort will be asiumed
by cither or hoth institutions:

te) A statement showing how such
program(s) will ussist in the solution
of cumnmunity problems of concern to
hoth participating States: and

(f) A certified stntenert from the re-
cipient State afcney that it will use the
funds for the puiposes idmtified by the
Stete requesting sucn transfer.,

6 173.36  Yuterest on Federal fundg,

1i: the event that any Interest Is earmed
on Federnl fands, §L shall be eredived to
the Unitexl States. ‘The State aneney
shall submit as a part of cacl annal
fuanaal report o statament shevinge the
amount of fnterest varmed o Federal
funds during that fisezl year, Such in-
tevest cnrnings will be censidered in the
adjustinent of the nest payment due.
vhere, hewever, an institution or Siete
will not participate in the program dur-
fng a subscquent beriod, such interest
shzll be refunded to the Commissionur,

§173.37  ‘Teriimantion of progun,

Wiiere any Sta’e duesires not to parvtie-
bate fn this prosvam durjng a snbse-
cuend year, or upon termination of (e
propram describied fn this part, the Statz
shall refund to the Conmissionce: any
overpayments which have been inade
cither to e Siate ageucy or lo a pars

-UHepatlng institution.

[suatnd Hanovo flowe 1T,

Commissioner of Fducation.
Anpproved: April %, 1966,
Jonn W. Qaruptite,

Scceretary of ceaith,
Education,and Welfure,

IFR. Doc. 66 3823; Mied, Apr. 7, 10C06;
8.40 a.m.}

sloner for teatlatnwent of funds, the Com-

missloner will notify cach Stale aseney
aflected by reallutiment of his determinge-
on respeeting the State's allotment.
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