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PREFACE

The Career Intern Program (CIP) is an’ alternative high school
for low-income youth between the ages of 16 and 21 who have dropped
out of their regular high school or who are at serious risk of doing
so. . DeveIOpgd in Philadelphia in 1972 by the Opportunities Indus-
triglization Centers of America, Inc. (0IC/A), the project achieved
notable success in helping youth graduate from secondary school and
in smoothing their transition from school to work, to further
technical training, or to post—secondary .education,

This report presents the f1nd1ngs of one nart of RMC Research
Corporation's Study of the Career Intern Program--the comparison of
the CIP with other similar alternative approaches. The coitract for
this study was awarded to RMC by the National Institute of Education
(NIE) in April, 1978, pursuant to an Interagency Agreement between
NIE and the Department of Labor (DOL). The major purpose of the
evaluation was to find out if the same beneficial outcomes that had
been observed 1n the Philadelphia prototype could be achieved in
four new sites. ' DOL funded the dissemination effort and, througn

. the Interagency Agreement, arranged to have NIE monitor both the

dissemination itself and the evaluation of the program at the four

. new sites. The tote&l evaluation comprises the comparison study just
" entioned and three other tasks: an assessment of tle CIP's imple-

mentation in the four sites; an assessment of the effects of the
program on students; agd an analysis of the relationships between
the CIP's operations and its impact on youths,

The comparison of the CIP with other approaches/is also dis-
cussed in two separate Task D volumes. Volume I describes the
comparison of the CIP with other programs emphas1zlng issues related
to implementation. The programs described in that volume were
started at the same time as the CIP, but offered different services.,
Thus, while it was not feasible to conduct comparisons emphasizing
effectiveness issues, comparigons in terms of implementation were
considered apprOpr1ate. The present volume--Volume II--encompasses

=%

comparisons of the CIP with other alternative schools having similar

‘program components. The comparisons emphasize issues related to

five outcomes that reflect, at least to some extent, the effective-
ness of the program: attehdance, enrollment, retention, graduation,
.and~ placement, The study explores specific questions such as:

//"What are the advantsges and disadvantages of a community-based

organization over a local education agency (LEA), prime sponsor, a
private contractor, or other agency in adm1n1ster1ng a program like
the CIP?" and, "What are the fodtures of alternative prcgrams for
youth that are related to ‘their success in attracting youth, in
1mprov1ng their school attendance, in helping them to graduate, and
in enhancing the1r-3hployab111ty?"

£

Having stated the focus-of this report, it is now necessary to
clarify its intentions and limitations. Tt is important, first, to
point out that the question of how the CIP compares in effectiveness
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with other approaches has changed from what was originally called .

for in RFP No. NIE-R-78-0004. The RFP specified that "projects
undergo1ng comparable evaluations" be identified. The search,

however, although extensive, failed to identify any projects with
evaluations that employed designs similar to that used with the CIP.
Thus, the comparisons that are made in this report employ such
criteria as success in increasing high school retention, decreasing
absenteeism, facilitating graduvation, and placing youth in jobs,
college, or skills-training programs. Since the data reported by
the five comparison sites and the CIP are not exactly comparable,
the findings must be interpreted with extreme caution. Not only do
the evaluation designs differ, but there are major differences in
how indices such. as attendance and attrition are defined and enu-
merated.

An additional, even more important problem is that the compar-
ison projects were substantially more stable and mature than the
CIP. Two projects had been in existence for seven years. Comparing
them to the three-year-old CIP is problematic at best.

Flnally, there does not appear to be any adequate way, when

cohpar1ng the CIP to the other projects, to take into account
differences in project effects that may be related to the demonstra-
tion nature of the CIP. Any inferences made about the relative
strengths or weaknesses of the CIP's components must be tempered by
the fact that thé CIP replications were undertaken as a field-test
study of implementation; the comparison sites were established
programs, not experiments.

[
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EXECUTIVE SUMMARY

- - "

P -

*  The purpose of this second volume of the Task D Final Report..is *
to present comparisons of the Caieer Intern Program (CIP) with five '
other" qu1te similar alternative programs. (Volume 1 presents the
comparisons of the CIP with other YEDPA programs in terms of imple-
mentation iesues. Volume 3 discusses cost issues.) As an alterna- .
tive- high- school program for dropout and potential dropouts, the CIP
was awarded exemplary status in 1977 by the Joint D1ssem1nat1on ’
- ~ReV1ew Panel of the National Institute of Education--and--the--UsS. I
«zg&()fhce of Education. It was tried out in four new sites between 3
oy December 1977 and October 1980 under a Depz-tment of Labor and 4
Natmnal Institute of Education Int:ersgency Agreement. RMC eval-
usted the rep11cst1on effort at all four sites. . Four tasks were
undertaken° Task A assessed the _implementation of the program; . :
Task Bx&._,ssessed student outcomes; Task C examined causal linkages ;
‘between _components. of ‘the treatment and . studént outcomes; and Task D
compared the -CIP with other similar altérnative programs. i

VR ;

Th1s port1on of the comparison study entailed a nine-month '
search for~ programs ‘having obJect:*:cs similar to those of the CIP, :
servmg s1m1lsr ‘target groups, .and having similar treatment char- N ;
sctenstxcs. “Thus, programs that (a) served pr1mar11y 16 to 21 year )
old dropouts and’ potent:ml dropouts, (b) sought to graduate these :
youth (e1ther by .preparing them for a regular high school diploma
"Or & GED) -and (c) attempted to-smooth the transition from school to .y
work, were cons1dered In. addition, the csnd1date programs had )
to prov1de instruction m basic academic sk1lls, have a career-
educanon focus, and prov1de some form of counseling. Every attempt
‘was-: ‘made to. select slternstwe programs having a -str1kmg resem-
blsnce to the CIP. , .

The sesrch for CIP-hke programs led to a review of over 500 ,
‘programs, 124 of which appeared to be within the study's scope. L
Careful examination. of the. documentanon of the 124 programs re-
sul*ed ii the 1dent1f1cst’on of .only five alternat:ve schools which
hsd a str1k ng resemblance to the CIP and could prov1de sufficient
data regsrdmg t.restment and outcowmes. to Jusnfy comparisons. These
f1ve alternat1ve schools were:
° b4 N
. The Alternative. Lesrning Center of Westover, West Virginia; -
e The Harbor City Learning Experience-Based Career Education
Program of Baltimore, Maryland; .

e The. independence High School of Newark, New Jersey; L

¢

e The Kensington~Edison Youth Program of Ph11sde1ph1a, Pennsyl- :
vsms, and '

— X

o The Urban League ‘Street Academy of New Orleans, Louisiana. d
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While these five programs closeti/re;e;;;ed the CIP, features such

as operating under the jurisdiction of the LEA, offen1ng stipends or
paid work experience, and providing spec1f1c skills training and
child -care services clearly d1st1ngu1shed them froiw the CIP, Also,
four of the programs had been in existence much longer than the

% . CIP (two had existed for as long as seven years)

. < = -
fem The comparisons of the CIP with the selected alternative pro-
B grams focused on five effectiveness measures: enrollment, atten-
p dance, retention, graduation, and placement Unfortunately, the
Looaw o programs used .different formulae for calculat1ug attendance and

- retention rates, and employed different definitions of several
; outcome variables, Consequently, feature-by-feature and outcome-by-
I outcome contrasts were usually not possi@le. Instead, a case study
} ) approach was adopted wherein each program's processes and treatments
s fere described. D1ffetences between them and the CIP'Were high~
) .7 . llghted and the outcomes were compared in terms of contrasting
f' factors thought to be related to stated or implied outcomes. Some
s, tentative inferences were drawn about the relative merits of various

program features, However, the inferred causal 'linkages between the

treatment and the outcomes could not be unambiguously drawn even
- where the data appeared to be quite persuasive. -

Vo e xRs Pt mgT NS

f . In“terms—of"aphiebing—enroiiment_nbiQEEEXE?» the most relevant

I factors appeared to be a good .reputation in the community, an intake
D schedule that was coordinated with the regular hign school, a non-
: threatening working relationship with the LEA, a catchment area with
a large enough pool of potential program enrollees, a location in
=, which there were not many other programs competing for the samé
students, and reasonably stable fund1ng. The CIP was at some
d1sadvantage during its first years' operation in that it did not
have enough time to establish itself in the community., It also
experienced the presence of competing alternative programs and fell

5‘_ under the threat of funding termination on more than oné occasion.
L However, once it became stable, 1t was able to meet its enrollment
e objective. .

5» The' CIP and all five combarison programs had difficulty main-

L taining high attendance levels. However, projects that provided
incentives such as child care, paid work, 'and car fare had more
& success iu getting students to attend. . The findings also  point
oo clearly to the fact that school attendance is impruved by firm

students .are. two -further -factoré that appear helpful in maintaining

. acceptable attendance levels. Attendance is also improved when
strong connections are made bstweeen graduation and attendance and
when unexcused absences are grounds for termination.,

~

| The CIP and the comparison programs also experienced substan-
tial d1ff1cu1ty in retaining students. Programs which served
i primarily dropouts were at a particular disadvantage compared to

programs serving a majority of potential dropouts. The data also

-1

attendance policies. A caring staff and daily follow-up of absent,




indicated that, while strict attendance policies increased atten-
dance, they decreased retention. Finally, programs offering part-
time work had less success in ret"‘ﬁ!ﬁé students because ‘the stu-

dents often were offered (and accepted) full-time employment.

The ’aduation findings indicated that programs offering GEDs
had more égicess graduating studénts than the CIP and other programs
offering regular high school diplomas. The main factor accounting
for this difference appeared to be the accelerated nature of GED
progrens. These programs were also more flexible in that they did
not have to conform to LEA curriculum requlrements.

In regard to the fifth and final outcome, placement, the find-
ings indicated that the CIP had an advantage over most of the com-
parison programs' in plac1ng graduates in college, but in terms of
job placements, the-comparison programs generally had the advantage.
This finding strongly reflects.the emphasis of the CIP on encour-
aging participants to continue their education, rather than directly
entéring employment. There was no d1fference between GED -and high
school diploma programs in terms of Job placements.  The kinds of
linkages that are made with the college and business conxnun:.ty, the
job or college orientation of the programs, and the availability of
employment in the area are factors that are related to the differ-
ences in college and job placements.

- In summary, the findings of<the present study revealed a number
of featurea that appear related to improved enrollment, - attendance,
and retentlon, and to a program's ebllity to_graduate and place
students in college, jobs, or on-the-Job traln1ng programs. The

\1mplementatlon difficulties exper1enceu by the CIP placed it at a

disadvantage on two of these outcomes--attendance and enrollment,
In regard to retaining students, no str1k1ng advantage or disadvan-
tagés were noted for the CIP although paid work experience, lax
attendance pollc1es, and a positive caring staff enhanced retention,
The GED programs had -more success graduatlng youths than did pro-
-grams-of fering--a- regular high school diplona. anally, the CIP had
.some advantage over other programs in placing students in college.

It is RMC's gerneral concluslon that had the cIp been a fully
functioning program throughout the three-year demonstration period,
it would have accompl1shed and- perhaps :even surpassed its objectives
on the five outcome measures., As it was, however, persistent diffi-

,hcult1es such as 1nterrupted funding, lack of sufficient time to
eatablxah its reputat1on in the communlty, the presence of competing

valternatlve programs, a lack of ‘time to set up, poorly coordinated
1ntake achedules, and' a lack of time to follow up on absent students
detracted from 1tanp°rformance in each of the five effectiveness
areas,.

GI‘

N




I. TINTRODUCTION

Y .
54“‘: e . >

Study Purpose

The purpose of this report is to compare the CIP with other
quite similar alternative high school proJects in terms of their

effectiveness. -The central question addressed is, "How does the CIP 4 —
" approach compare in effectiveness, as well as feasibility and other i AN
* factors 1mportant\f\r policy, with other approaches designed o help \*ti
N youths who have dropped out or who are at risk of dropplng out of p
S - school?" The intent of the comparison is to. provide information h

abdut the relative advantages and disadvantages of alternative
intervention strategles and different systems for. delivering pro-
grame designed to increase the "employability" of youths.

®

OVervlew:of Conpirison frograms o ’ “

R

~— An initial. search of career and vocational education programs,
e1ther operat1ng as: separate alternative schools or! as part of
regular,school prograns, ‘produced some 500 projects. ) Only. 124 of
these’SOO progects ‘were alternative schools. Lack of program
conparab111ty ‘in terms of scgpe,,ohgectlxes,,and_p:ogxam_t:eatmener—<——~—--‘
as ‘well .as- the lack of descr1pt1ve and ‘evaluative data, however,

- T ult1mate1y reduced th1s pool to on1y five alternative school pro= \\\\\ji\
’ ,Jecto. \- }
) < ' '
i . The ‘five .comparison projects are strikingly s1m11ar to the CIP.
Like. the. CIP, they serve dropouts. and/or ‘potential dropouts. All
-operate -88.-autonomous: a1ternat1ve .schools and are located in build-
1ngs that do not resenble regular high schools. Their educational
progrlls and teach1ng methods emphas1ze such features as small
classes: and 1nd1v1dua11zed instruction and, like. the CiP, are
‘ drfferent from cthose found in the traditional school. Finally, all
'the proJects 1nc1ude an academic component, a career focus, and
counae11ng serV1ces. e major distinguishing features of the
", projects dre 11sted below, .
e Orily one of the projects 'is a commun1ty-based program, like N
the CIP Three others operate under the jurisdiction of the .
‘LEA. The fifth project is a private school operatlng inde~
pendently of the- LEA,

) o Tbree of the sites ofier a hlgh school diploma, as does the
e CIP. The other two .programs prepsre students for the high
Lo :chooi equzvalency exam1nat1on (SED). - ey, -

SN e Four of tbe progect: offer either st1pends or paid work
*’-11*: - erperlence, unlike the CIP which offers neithey. ’

o’Two of the projects prov1de spec1f1c skills tfaining.




. Two of . the projects provide child care services for par-
ticipating students, unlike the CIP.

® One proJect has been operating for three years, two for four
years, and the other twc for seven and eight years respec-
tively.

These and other characteristics of the CIP and the five comparison
program7/are summarlzed in Table 1.

.
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Specific~8tudy Questions

The common and d1st1ngulsh1ng elements of the five compar1son
programs and the CIP make it possible to address a number of ques-
*tlons/ relevant' to pollcy makers and pollcy analysts interested
‘n el hanc1ng the employab111ty of youths. Given that all the pro-
Ject aperate as autonomous alternative. schools, for example, but
are adm1n1stered by different. organ1zat1ons, some information can
be ’ rov1ded about “the relatdive efféctiveness of these different
agencles in pxov1d1ng serv1ces designed -to increase youth employ-
ab1 ity. A, specxfzc questlon to be addressed is: What are the

antages and dlsadvantages of a communlty-based organization over

;’cal educat1on agency, pr1me sponsor, a prlvate contractor, or
oth‘r ‘agency: adm1n18ter1ng a program 11ke,the CIP? Additionally,
gzv n that/some programs make provisions for st1pends or .paid work
for youths, day care serv1ces, and skills training, questions can be
;8 'to“whether or not these program featiures are related to
Hlmproved ‘sch olfattendance, 1mproved retention rate, increased job .
'»pla ementg orian increase in the .riumber of graduates. It must be
rem mbered however, ‘that while dxfferences in project features are
rea911y apparent, estab11sh1ng causal . linkages between features and
‘;outcomes is-more difficult. : '

“.*"‘ ‘y . ) .

B .

- GeneraP Approach

mJ Invdraw1ng ‘the compar1sons, RMC avoided. feature-by-feature and
:outcome~by-outcome contrasts. Rather, a case study’ approach was
*‘sed where1n4each proJect 8 components were described in terms _of
‘the ‘procegses used -and’ the tréatments provided. Subsequent d1scus-

R
Irse T

‘}slon then po1nted out. d1ffereqces between those processes and
ts and hose~of the .CIP,. S o

5 A e

£e ct1veness of each ‘project was analyzed in .terms of the
ﬁhxch it ach1eved gtated . or 1mp11ed obJect1ves._ The

>qhought to be related ‘to the program 's outcomes were

~~4 .’v

g format1on_ gleaned fron 1n-depth interviews with

. :"vl—"}“

proJect staff and var1ous evaluat1ve -and descriptive
& causaL 11nkages drawn were in. terms of

From th1s analysts it was possible
tent t'VE statements about the re1at1ve mer1ts of the
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. .
. ' Table 1 ~:
Character1st1cs of the CIP and ‘Comparison Programs ’ .
' _, .Agpfdximé;ég ‘Type of Youth School Type of ’ Other Distin- ‘é
No.. Years- No. Par=- % . % Potential High School Fund1ng Sponsor1ng guishing .
.Operation . ‘ticipants Dropouts Dropouts Diploma Source Agency Features ’
= —— — — ‘ - - : ;
4 78 50 50 © GED . LEA  "Monongalia  'Paid work ;
: Diploma County experience; ;
Schools specific ;
skirls o
- A training -
2 100-200/ 50 50 Regular .  DOL/  OIC/A |
‘ site A - NIE ,;
T3 97 90 10 Regnular CETA; Mayor's Off. Student sti- E
) and GED LEA .of Manpower pends, child
»w'vEdgggtxonvProgram ‘ Prepara- Resources; care center i
‘ ' glgggpr . tion LEA ‘ E
sInde eqdenc‘ ngh ‘H 8 110 50 50 Reguiar DOL, YEDPA  Youth- Paid work f
Sch531‘11HS) . ’ i . ) State Title work, Inc. experience !
N 4 - P . ° xx . ;
oK g&ggcon-zdxson" C ok 80 -- 100 - Regular LEA -  Philadelphi. Specific g
g ¢ ‘hfPtogtam (KEY) o - . : -Sc. Dist. skills. '
T elphia, PA; T . ’ training | é

7 -, 90 100 - . = GED ‘Title IV Urban Stipends;
‘) o Prepar- ESEA; U.S.:: League .child care
ST ’ ation Office of " center

Career Ed.
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‘Report Organization

The remainder of this report is divided into four chapters.
Chapter II describes the search for candidate nrojects. Chapter III
presents a summary of CIP outcémes in the areas of "enrollment, AN
attendance, retention, graduation, and placement. It also contains : :
cage~study comparisons of the CIP with each of the five comparison
projects. The case-study descriptions include outcome information ;
and, where it seemed reasonable to draw them, inferences about :
relationships between treatment components and program outcomes. )
Theseé inferred relationships, in turn, are compared and contrasted .
with those observed in the CIP. An analysis of the results across
the six programs and the inferences drawn from the comparisons are-
presented in the fourth, chapter, followed by the fifth and final )
chapter whichfpresents, the summary and conclusions. - ’
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1I1. SELECTING PROJECIS SIMILAR TO THE CIP

" The Task D search for projects similar in scope to the CIP was
undertaken on a wide scale., Nominations were sought from many
sources, and several literature reviews were also undertaken. This
process'ﬁas ongoing from September, 1978 until May, 1979, when the
-accéptance of nomxnatzons had to be cut off.

v

4

Nomination‘Sources

focus of: thersearch was on Federal State, and local career educa-
tlon*proJects, but .adult. .and vocatzonal educatzon projects were not
excluded from“the study s,scope. Although clear and dzstznct
R xfferences among, . these different k1nds of programs do exist, they
T all*aerve”complementary purposes 1n,offer1ng bas1c skxlls training
and‘xnstructzon pertlnent to the world of work, The search was
11m1ted to- proJect that served 16- to 21-year~old youth.

,f Four maJor sources of -nominations were used to identify
HproJects. ‘The fxrstfmaJor source was the literature on career and
Af‘YPQQFtdﬁéh educati nm.ﬁAgwxde variety. of publ1catzons were obtained
" from. the of: Career :Education;,. NIE and other scurces. In-

1catxons were. : ‘Catalo ‘of NIE Education

m""(1975) "Cata g of ‘Féderal. Youth: Programs (1976); Regort on
s

e, e
‘Connxsszoner szatxonal ‘Conference on, Career, Educatxon
‘Monographs_ on"Career.’ Educatxon’ A Review of Career :Education
“Evaluation Studies “(i ~Program Plan -for Fiscal: Years. 197
ezducatxon andeork (1977);‘ “Profiles.of Career Education Projects
and ‘the’ Natxonal Dxrectory ‘of Experience-Based ‘Career
o “Educat1oanro§rams '1978).. - A~ 1979 ERIC” literature seéarch’ on alter-
native: schook‘programs,was»alsoyprovxded by the NIE. ProJect Officer.
’rent 1ssuesfof the Joiirnal of. ‘Regearch and' Development in Educa-
and the Journal‘of Career Educatxon were also reviewed.

T - et oon Py

T LK second maJor source of nomxnatxons ‘were persons in Federal,
State, and local agencxes “who excher provzded names of contact
‘persons for - nomznatrons or names of spec1f1c projects. For example,
lﬁembers of?t vocat*onal educat1on staff at the Bureau of Occupa-
,‘tzonal and‘Ad it Educatxon were contacted as vere menbers of the

Natzonsl Adv1sory Councrl on ‘Career Educatzon, the Chief State

School Offzcers, and the State Ceord1nators of Career Education.

.
- - ]
N “ s +

T Staff members of several research, firms were the third major
«8ou rce of proJect nominations. ‘Most profitable were visits ‘made to
the Amerrcan Institutes . for Research in Palo Alto to review speczfzc
.iject documentatxon of 257. projects that had been collected in
COﬂJ nctzon thh *revious research contracts. :

.
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- ‘Becauge the CIP is a career education project, the primary '
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Finally, OIC/A-and RMC’ staff members provided nominations from |
- their own personal and professional contacts. Input from these
persons led to names of contact persons at the National Urban

League, Operation PUSH-EXCELL and other commun1ty-based career-
education programs, C

Once contact persons were identified, they were sent a letter

describing the study's putrpose and requestlng nominations of spe-

‘ éific projects thought to be similar to the CIP. Nominated projects

- were sent similar letters that described the study's purpose and
requested descriptive and evaluative documentation. Over 200
contact-person and project letters were sent. In some cases initial

and follow—up telephone calls were made to expedite the gathering of
information.

More than 75% of the persons contacted for project nominations
responded to the requests for information and over 500 project
descriptions were reviewed, most of ‘which were not of alternative
school programs and were lmmedlately rejected as 1nappropr1ate for
further consideration. In all, 124 alternative school projects were
nominated as likely cand1dates for comparison to the CIP. Documen-
tation was received from 77% of these projects.

Selection Criteria

i
e

<

X
I
-~
¢
)

All documentation was reviewed to determine if the projects
were comparable to the CIP. Selecting projects with components
similar to those of the CIP required that a well defined set of
selection criteria be developed. These criteria were then used to

provide an obJectlve and con31stent framework for reviewing each
nominated preject.
.. To develop the criteria, the overall obJect1ves of tke CIP, the '
youth population it carves, and the CIP's various treatment compo~
nents (e.g., instruction, counseling, career development) and
" enabling components (e.g., personnel, relations with community) were
usedisas guidelines. (For a. detailed description of the CIP's
‘treatment and. enabling components, see Treadway, et -al., 1979.)
uons1derat10n was also given to the quality of the descriptive and
evaluatlve ‘information that was available for each project. Ulti-
rmately, 16 criteria were f1na11y developed for selecting projects to
vcompate with the CIP . <
Each prOJect had to undergo a pre11m1naryAreV1ew~-to see if the
aptOJect wds within the scope of the study--and a more refined
Teview--to analyzé-the components that could be compared to the CIP.

o *The:efore, each project was subJect to pre11m1nary and secondary
Cre
s sets-of. srreenlng criteria. .
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PreliminargﬁScreeningfCriteria

Thirteen pre11m1nary screening criteria were developed and
organxzed under the headings of obJectxves, demographic character- ;
1st1cs, treatment characterxstxcs, size, and availability. With.the
exceptxon of the 'last category, all of the preliminary screenxng
‘criteria were desxgned to ensure that projécts selected for compara- .
S tive evaluations would indeed be similar to the CIP. The 13 cri- i
S , -teria are listed below: . ’ . Co

Objectives ' : _ — :

‘ o the project must have the goal of enablxng students to “é
S complete -high school and must offer a means of preparing X i
. ] students ‘to earn a high school dxplomu, GED, or equivalent .
.d1ploma, .f

i‘ @z‘the progect must have the goal of 1ncreasxng hxgh school
retentxon“ P

- ) By .0 the pro;ect mn:t)have the/goal of enhancing career planning
‘-w. T . . and occupatxonai—kndn%edge amon§ youth, and

. N
R P AP

L

) o ——
’ . .o ‘the prOJect TMust have the goal of 1mprov1ng basic academic
ST .sk1lls. :

S - Demggrﬁph1c character18t1cs -

g

Ay ipt s an

\.

T s,

|
\

.o youtb served must: be actual or potent1a1 dropouts;

i .

N

o

) youth serve@ must ‘come pr1mar11y from poverty areas with
‘ h1gh'you_ 'unemployment, R

<.t

;“;.-‘ e ‘yonthuéerﬁedﬁmﬁﬁt‘be 16-21 years of-age; ané
- ® youth serveﬁ‘mtst have ‘sufficient reading skxlls to ensure
- .that'rhey ¢an, comprehend instructional materiais at the iigh
- school*ievel o

v
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S Treatment character;stxcs

) ™ -

o the prOJect must prov1de training in basic reading and math 4
skxiro"and . S ; :

. . .
] N . . o , . s

. fo‘ithe proJectﬂmust provxde for career piannxng and occupa- '.'*
o tional knowledge act1v1t1es.
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Availability.
e the project must have existing evaluative and descriptive
documentation; and

e the project must be operating currently.

Projects that did not meet these 13 preliminary séreening
criteria were considered outside the study's scope and were rejected
as cand1dates for comparison to the CIP. \

g Secondary Screening Criteria

Once candidates passed the preliminary screening criteria,

cor v o

et

P23
o
T

s

R
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These criteria were pr1mar11y concerned with the adequacy of avail-
able 1nf0tmat1on about the project and consideration could be given

— only fo documented information that RMC was able to obtain prior to
. ‘thé: writing of this report. The secondary screening criteria are
’ listed-below.

W o . . —— T .

Project\descrgpgion

.

A > Yt

e The components of fhe\-aggject_,mus&’he‘ ‘sufficiently well
_defiped: (either—through written documentation or from site
personnel) so that the procedﬁ?és~ and activities of the
prOJect are clear, e ‘

e

Z LRTeiroe
e

L5 o .o The éVéiuafiVe‘ and descriptive information reported must
T ) 1nd1catevwh1ch’segments of the student population are repre~

) ' ‘senitéd: ‘in the f1nd1ngs (e.g., grade 1evels, age levels,
1n-school ‘youth, out-of-school youth).

N
’ ‘

Outcome«evaluat1on .

ot e
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o The prOJect s outcomes must be compared with some stated or
4mp11c1t ‘ctiterion (e.g., expected attendance rates, place-
;goals) Carefully controlled exper1ments were mnot

had tc be_met before projects were selected
e CIPh, “TE
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three more-detalled cr1ter1a were used for the final selectionm, .
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Screening Process

_The screening of projects began by c~zparing the documented —~
1nfornat10n about each nominated project aga1nst the 13 preliminary
"“xelectlon ¢riteria- to determine if the project was within the
etudy 8 scope. In most cases information received from the projects
.was suff1c1ently detailed to allow such judgments. For those
prOJectt having inadequate information upon which to base a. deci-
3‘10:‘\,‘ follow-up telephone contact. were ‘made. (The most common
-deficiency was a failure to describe the socioeconomic status of the
partlclpants ) -Every.effort was made to obtain the needed informa-
‘tion::and. in only a few cases .were s1te personnel unable to provide
answers‘to - ou‘ questions.

Append1x A lists the 124 prOJects that were examined along with
tne d13pos1t10n of each after the screening process. _Table 2
summarizes: theefrequency of thé rejections by type. Seventy. percent
WE the nonlnated prOJects wer2 'rejected ‘because they did not -(oz -~
because it c0uld ot ‘be determ1ned that they did) meet one or more
~of‘the prel1mlnary screen1ng “criteria, .Caretul examination of the
documentat1ow -of ‘those projects that iid meet the preliminary
cr1ter1a revealed -that,.in all cases, the information available was
mot suff1c1ent ‘to meet the second set of criteria. Subsequent data
collectxon efforts, however, resulted in each of the five projects
that ‘mét the prellmlnary screen1ng criteria passing the secondary

crlterla as well.

. Table 2
Summary of Reasons Projects were Rejected
”Reasées,foi:Rejectioq. uba érosects APercentage
Outside Project scope ” ‘76 ) 64
i No-gesponse . 29 ‘ 24 A . #‘
*lns&fflhiegt information .7 ’ 6
No longer eiisgs . 7. 6 —
B _Total - S 19 100

\\

teria -are:
~V1rg1nla, (b) the Harbor .City
‘Career Educat1on) Baltimore,

-Ph1ladelph1a,;Pennsylvan1a, an
New-Orleans, :Louisiana.

?Schoolu Newark» New Jersey, (d): Kensing
d (e) the Urban\League Street Academy,

Wlth except1on for the

Center; these programs were vzsxted by the auth

ﬂ:}cont.cted,aby telephone ‘to gather addltlon.l in~depth information
”’bouc;their progtamﬂtreatment ana £heir evaluations. R\\\\

‘The five prOJects 1de;::E}ed as having met both sets of cri-
(a) the Alternat1ve Lea:ning Center, Westover, West

Learn{}g Program (Experlence-Based

Maryl n\g (¢) Independence High
n-Edison Youth Program,

lternative Learning
. All were also
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I1T. AN@LYSIS OF THE CIP AND THE FIVE ALTERNATIVE SCHOOLS

This chapter. summarizes the findings of KMC's ccmparison of the
CIP with the five alternative schools identified as comparable ‘to
it. The five projects are:

2
[vs ¢

e Alternative Learning Center (ALC), Westover, West Virginia

e Harbor City Learning Program: Exper:ience-Based Career Educa-
tion (EBCE), Baltimore, Maryland __ _ .- —-—— ="~

e Independence High School (1HS), Newark, New Jecsey

° hensxngton-deson Youth Program (KEY), Philadelphia, Pennsyl-
‘sania

¢

e Urban League Street Academy (ULSa), New Orleans, Louisiana

The chapter begins by summarizing RMC's findings-regarding CIP .
outcomes in the areas of enrollment, attendznr., retention, gradua-
tion, and placement. These five areas were selected because they -
provided the only basis upon which meaningful comparisons could be :
made between the 7IP and the five sxmxlar prOJecLs that were ;
identified.

-

Following the CIP outcome summary, case-study descriptions of
the five comparison projects are presented. Each™ case-study de-
scription .encompasses the 5 outcome ‘categories listed above as well
as 11 component s of the programs' treatment. These components are
‘instruction, career: education, counseling, student assessment,
program climate, pe? onnel, recruitment, facilities, funds, rela- ;
txons\thh the LEA, and relations with the community. The dxscus; 3
sion focuses on both the common and distinguishing features of each :
progrem and the CIP, partxculatly as the features are thought to be
telated to outcome differences between the cwo.

Data comparabxlxty .was the most severely limiting factor in -
RMC's attempt to draw meanxngful inferences from the comparisons
that 'wére made (see Appendix B). Differences in project features

were teadxlw apparent, but ceusal lxnkages could not be clearly 4 :

i establxshed Thus, inferences made in the discussions of the - 4
CIP- and. the five compariscn projects must be viewed cautiously.
‘Even” where the data-appear extremely’persuasive, it must !. remem-
bered that apparently equivalent bits of information (such as

N atténdance rates) are’ subject to computatxonal and definitional
dxfferences of a suff:cxent magnitude to cesi serious dcunt en their
1nterpretab111ty. For exanple, attendance rates were sometimes
‘calculated “by dxvxdxng the number of aftendees by the number of
enrollees. At other times the number. of attendr2s was divided by
the nimber of active partxcxpants. The ratio derived frcm these two
procedurea couid be dramatzcally different,

ot e A

i %

1

)

ATS




Summary of the CIP OQutcomes

3

Overall, the four CIP sites had some difficulty meeting enroll-

} ment quotas, maintaining attendance levels and retention rates, and

P graduating students. The factors thought to be related to why

certain outcomes were or were not achieved by the sites - 2 sum-

marized below for each outcome. (Detailed ,descriptions ot .hese -
factors can be found in Treadway et al., 1981.)

e

fi— Enroliment

The original objective was to serve four cohorts totaling 1,200
students at the four CIP sites during the two~year demonstration
period (1977-78 and 1978-75). JThis worked out to 75 students per
gohorb\peg site, assuming an even distribution of students across
e sitésAéhddcohorQSﬂ Recruiting for at least two of the cohorts was
5:"' "~ also eﬁpgcted‘to produce enough applicants to form randomly assigned
Lo cohtro%ggroﬁph of roughly equivalent size. The sites were expected
‘to en:gll the first cohort by the end of January- 1978, seven weeks
after the signing of the subcontracts between OIC/A and the local
0ICs, | (OIC/A had' received its contract from NIE on 8 December
1977.) . Enrolling the second, third, and fourth cohorts was to occur
ip,qu?e 1978, September 1978, and January 1979, respectively.

] R .

?he initial low level of youth interest in the CIPs and other
iﬁplepgntatioﬁ problems in the sites led to a revised objective (in
Deécember 1978) of 90 treatment students (and 55 control-group

“mémbers). for a combined third- and fourth-ccliort group (by January

IB;

1§79¥; Subsequently, a nine-month extension was negotiated. Its

% . ‘enrollment quota was 100 interns and 75 controls per site (except at
one site where only 75 interns were to be enrolled to prevent
overcrowding of the ‘facility). ' ‘

SN None of the four CIP sites was 'able to meet the enrollment
Yo qudgas for the first or second cohorts. All four sites succeeded in
o meeting the 90-55 quota for the third cohort, however, and three of
then met the fourth-cohort quota., Each site had its own unique set
of recruiting difficultieg, but some problems were shared by all of
them. - The most. importadt factors (not necessarily in order ‘of
importance) seeitingly -related to the sites' ability to meet the
'enﬁollmdht,quogas for the third and -fourth cohorts were:

| @ Feeder schools became more cooperative as the details of Co-
‘ their working relationsliips with the CIP were finally nego-
; tiated and-understood. /

v
.

e CIP-employed school coordinators became more proficient in
dealing with feeder school personnel. ’

|
;
|
;.
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Intske procedures were modified to reduce time delays be-
tween application and testing, and between testing and
notification of acceptance/rejection.

e Recruiting activities were expanded to include a larger
number of feeder schools.

~® Recruiting activities and intake times were better coordi-
nated with the regular school schedule than was the case with
the first two cohorts,

»
I

.
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. e A broader range of recruiting strategies was empioyed and
‘recruiters became more skillful,

BRI O AT PR

..

e The reputations of the CIPs became established in their
communities, thereby attracting skeptical youths who had
previously chosen not to apply.

RMC feeis that recruxtxng would ‘have been aubatantxally easier
stratxon perxod and the possibility thet -applicants .might be
aaaxgned to control. groups been less readxly apparent to potentxal

‘candxdates. Or the other hand, - RMC's opxnxon is that the CIP's
aponaorah:.p by !comun:.ty-baaed organization helped it to identify
and attract a gubstantial number of youths who would not have
applxed*for admxsaxon under different circumstances.
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ittendance

The CIP's. attendance ob;ectgye for the regular school term was
702 The 70%, crxterxon was eatablxabeu by, OIC/A on the basis of the
achxeved attendance of the CIP" prototype durxng its 1976 evaluation
,(beboney Aaaocxatea, 1977) Two. sites attained this 70% criterion
;durzng ‘the 1979-80 regular achool year, Three sites showec eéxpected
'patterna vhere .srmmer school attendance was lower than attendance
~dur1ng the regular yedr. For all sites, consistent positive rela~
txonahxpa ‘were- found ‘between: program functionirng and attendance:
‘That' ''is; ‘1ntern attendance increased when -a 'site -was, operating
‘ a-oothly -and. decreaaed when it was experxencxng operatxonal diffi-
'~cultiea. At one : axte, for -example, attendance dropped by 152

_1mned1ately after the reaignatxon ‘of .an effectxve dxrecLor._
‘Several factora appear torbe related- to the ‘lowar .than. expected
‘ attendance rates. Fxrat, in regard to the low summer achool atten-
f:dance 'the—prxmary;reaaon appeared to be the youtha need for summer
0 }',thle it is not -a.CIP polxcy to locate jobs for youth all
- gite 'dxd 80, much to thext benefxt. In-achool attendance

: ”f-provlde on-axte aummer enployment through the nearby CETA program.
fAt ‘the: other three :sites, some, dxffxculty with summer attendance
contxnued becauae of -such. factora as. travel txme to work ard con-
flxctxng achool and- work: achedulea.
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Another factor thought to be related to low attendance was the
difficulty the sites experienced in attaining and/or maintaining the
encouraging and supportive school atmosphere specified by the CIP
model. Furthermore, the counselors' heavy workloads frequently kept
them from making daily follow-up phone calls to the homes of absent

- students. This most often happened because the CIP counselors had

to spend much more time than expected on recruitment activities. It
is RMC's opinion that higher. intern attendance would have prevailed
at the sites had they been able to fully implement the daily follow-
up aspect. of the CIP.

CIP Retention

A 57% retention rate was reébrted for the prototype CIP by its
evaluators (Gibboney, 1977, p. 116). Of the four replxcatxon sites,
one exceeded this retention level with 652. The retention rates
reported by the otaer three sites were substantxally lower (26%,
392, and 41%).

e

-

A major factor thought to be srelated to low retention is the
1mplementat10n difficulty experxenced by the sites. To illustrate,
in the site which. surpassed the ‘standard ‘'set by the prototype,

. staff turnover was lowest, leadership was most stable, and the

project” was able to maintain ;full operational status for & longer
period than was the case at any of the other sites {Treadway et al.,
1981). At the site with the lowest retentiorn rate, exactly the
opposite conditions prevailed. ' -

Another factor thought to, be related to retention is the
termination policy in effect. All four sites had a policy of
terminating interns after a specified number of days absent. They
.varied, however, in thexr enforcement of this policy. ' When the
polxcy was strictly enforced the termination rate increased.
However, when termination for absences was enforced, attendance
correspondingly 1ncreased .

Two final factors thought to be related to retention were the,
interns' needs for employment and family care. These two factors
ranked second (13%) and third (8%) among 10 reasons for termination
cited by the CIP administrative staff. The most frequently cited
reason was attendance (29%), although that finding may be somewhat
misleading since employment und family care needs may ‘have been the
underlying ‘reasons for poor attendance.

Cclp Graduation'

To earn a high school diploma, CIP students must meet the
course credit and attendance requirements of the LEA at which they

are "officially" enrolled (the LEA that will issue their diploma)j.

During the two-year demonstration, the four CIPs graduated 225
(20%) of the 1,141 youtk who enrolled. .
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e Two sites reported the number of students that could have
graduated. This number was calculated on the bases of-the number of
credits needed for graduation.and the number that could be earned
* per semester. At one of these sites, 76% of the possible graduates :
) actually sraduated. At the other sxte, the nercentage was forty. -

“fba has dy % Lm
.

$o Several factors appear to be related to the f1nd1ng that fewer -
. . —
: interns graduated than could have. .In some.instances, -the expected
. LEA approval of courses did not materialize. A second fadtor-was
that interns. took .longer than the minimum time to compTEEe the
. ' program. Some took longer fcr such reasons as poor, attendance.: but
a iarge nuaber of others chose to remain in the program bécause they
liked the caring and supportive atmosphere, Some problems ,were
encountered in determining graduation—requirements for individual ‘
studénts. These studeuts then eitlier tiok courses they did not need
or failed to take others that’they did need. Finally, some interns
passed the entrance test, but were found, once enrolled, rot to have
the reading skills necessary to master CIP coursework.
L C

- Pad . ~ . ‘.‘:;‘,'u:
. _-Placement . . BTN
T —— . . L
/ ] . e : "
: * Across all four CIPs, 189 (84%) of the 225 graduates were wE st
~ . placed in college,. jobs, OJT programs, or the, m111tary. Of the -

189 graduates who wer: placed, 39X were in college. Twenty-eight ,
percent were ewployed '52 were enrolled in OJT programs, and 7%
. entered the military. -Thirteen of the graduates were unémployed, 5 :
are pregnant, and 1 was deceased, The status of 18 others was w
,unknoun. - , .- .

As a career-focused- _program, the CIP seeks to ﬁlace graduates
into post-secondary situstions that lead to sat1sfy1ng careers, not -
into Jobs. That ‘the CIP has no sk1113-tra1n1ng component reflects
this orientation. On thz basis of the figures -above, RMC concludes 5
that :for the youth who did graduate, the CIP does appear to have -
enhaunced their eventual entry into career-oriented positions.
Certa1n1y that can be 3aid of the half of the graduates who antered
college, and it is probably true for many of those who 'went into the
military, OJT programs, and ‘employment. .. .
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: ng; center (ALC) is an LBA-—opeuted
ive high achool “for d:bpouts and ‘potential dropouts between
‘ _gf’ ’llg" ‘and 17, a’l‘h rem's primary goals are to ensble:
axsi-a-GRD ‘oF ‘Teturn ‘to- tlu higb ‘schools  for .a ‘vegilar
) & ud o- asdiat Ehem “in: obtsining employrént.
'ga@uic skillc 1nctructioa, .counseling;
time work, It is: divided into. -three.
arser educa cation, -and counuling. The ‘pro~

openexit "pto;uﬁ, whete .a uxim of 35.

4. . Hey . eutl uy cutor thcr ptogt‘ ) .once
'o‘u".‘,‘tirot-urvad buio. Students attend
a day.. and cithar attend: the skills training
- half of the: day. ‘l‘he progru ‘operates,
“.”ix‘, «only e -;,"- . , .

. I8 e

7

“”s By y
durip_g t

qécur. Studonu are. taught
80 1 ocmlin. ﬂitctgtute, -and grasmar,
,tfi.,P.QQB? ext- wmaterials, although they
"k'o“' “wgrkbooko, xmd mdio vimal utcriah.

re“ltudcntn choon t:hc aubjcct
ﬂacaduic half of the day..

s ot part-tiue work -or
u. and: wonitlily career edu-
d t‘o, provido students with. a variety
) ‘utud.nu conplcto the. job
n: uuiom in duch topics
- elect ‘to: be placed into
imt' s voeational/technical
: day:. ‘Students: tork -and
in uuch occupationa as welding,
hild € ‘Most of the jobs‘ are:

i

{s: giciauy schedulcd for four
-"dqg dddru,p(’ the .studint's:

“i’ly,, howe, and sciiool -adjustment
uniont, Jﬁ latgoly scheduled: at
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The ALC 1978-79 and 1979-80- evaluations reported data sup- .
L portive of the program's success in enrollment, retention, grad- 7
P uat1on, and placement objectives. Attendance data were not re- ‘
s ~  ported.” The -énrollment data showed that the -program was able to
i operate “at full eapaclty,throughout the school year. It maintained
¢ an averge monthly enrollment of 35 students. Over the two-year
L period,: 156 studen&s were served. The termination data showed that °
. the program was able to-retain 83 (53%) of the 156 students en-
§ o rolled.” Also, over the two-year .period; the ALC enabled 63 (40%)
T of the 156 students to earn GEDs. Of thkese, 47 (75%) were placed
i(k in ful}-timeremployment,_the milﬁtary! college, or an OJT program.

’

i ' ) S Anqusis of ALC Components

a -

. . The ALC is -desigied to help dropouts and potential dropouts
) " earn a GED?wor regular high school diploma and, obtaln ‘employment.

B One major difference between the CIP and the ALC is that the ALG is
e an LEA-operated program rather than a community-based program having *
3 a somevhat symbiotic relat1onsh1p with the LEA. Another difference

is thdt the ALC is pr1mar11y a GED progrﬁm. It allows the return of

students to the regular high school to earn a regular diploma, but

very few studenta do so-(3%_in 1977-78). The -ALC also operates on a
. half-day school’ and a half-day work session Yather than a full -
= school day, as the CIP. These and other features of the ALC distin-
o guish it from thé CIP, although both programs attempt to accomplish
4 ’ similar objectives, The features of the ALC are compared to those

g -6f-the CIP in greater detail below.

<

o

., Context

e~ = >

j The ALC emerged in 1976 as an outgrowth of a proposs. submitted

«t9 the Governor's Committee on Crime, Delinquency, and Correction,

by the Monongalia COunty School” Systmn and the Monongsl1a County

Court System, The aim of the program, as intended by its: authors,

was to provide an alternative for Severely School Alienated (S.S.A.)

youths (youths having a high truancy rate) that would have a posi-

tive. impact upon the county's high incidence of juvenile” delin-

* -.quency. For the first two years of operation, .ne ALC program was

funded 90% by. [Federal monies and 5% each by State and local monies.

It.is currently (After four years operation) funded entirely by
local : (county school syitem) monies, .

[ N ~A._ -\"«1 - > / . K

The ‘ALC is. located near the coilege town of Horgantown, Wv. ’ i

‘The: proﬁect is housed in a new facility in Westover, 4 #mall mining

towr;, just a few miles outside of Morgantown. Like the CiP the ALC

) ia located in.- an ‘area that is plagued by a high crime rate and a

' wf\ high dropout rate (the dropout rate for the area was estimated at
10%: for the first eight months of the 1977-78 year),

o v sven e Baer @ WEr e s Ak, ew




ALC: Students

The 156 students enrolled in the ALC over the 1973~79 and 1979-
80 'school years were quite ‘similar to the CIP. interns. Approxi-
mately ‘half were dropouts and half were potential dropouts who had
‘records of truancy, poor academic performance, and encounters with
the. law. In both programs, typical students had negative attitudes
ﬁtoward the1r former schools. . The average age of the students was
l6,;although a few students as young as 14 were also served. The
maJor1ty of the students 'in both programs had achieved tenth-grade
‘gtatus -at the time of enrollment.

- The ALC" students, dszered from the CIP students in two impor-
‘tant ‘ways, First, although a ‘large number of the ALC students
(approx1mately 492)- céme - from families where ' parents worked in
construct1on, trucking, coal mining, secur1ty, food services, and
ma1ntenance Jobs, ‘the rema1nder represented a broad range of socio-
economic levels. A few -came. from families- where parents were on
the‘un1vers1ty faculty. - The second difference was. that 98% of the

. ALC students were white and only 2% Black as opposed to the pre-
. dom1nantly Black CIP popula*1on.

\\Program Treatment
' . The ALC treatment consists of three maJor elements: instruc-
- tion, ‘career- educat1on, and counsel1ng. These elements are dis-

'assessment wh1ch are two supporting elements of the ALC, These
three components are s1m1lar to those of the CIP's, although such
ALC £eatures as half-day sess1ons, skills tra1n1ng, and the return
of students to the regular high school to receive their diplomas
d1fferenbiate the ‘two programs,

",‘«‘," . ¢,

T
v

Instructxon. ALC instruction consists of individual and small-
group ztwo ‘or three students) ass1gnments in reading, math, social
stud1ea, ‘gcience, lxterature, and grammar, The  individual assign-
nents: dxffer for each studént on the basis of the student's academic
needs as determined by standardized tests and specific content area

'; placement tests- ranging from elementary to: college level skills.
Students attend either the morn1ng or afternoon sessions of the ALC
dependxng on. the1r work or skxlls-tra1n1ng-center schedules, They
.are ass1gned to .the ALC in groups of no more than 15 or 16 students
per half-day segsion, ‘

The kinds of assignments worked on each day are primarily left
up to the students who are encouraged to be rqspons1ble for their

..own, learn1ng. Typlcallass1gnments include work involving programmed

Lnstructxonal mater1als, workbooks, and textbook's. .Research-related

ass1gnments such as report writing and verbal presentat1ons are also

‘made. -Small group sessions are held perzod1ca11y to discuss current

eventa and litérature read1ngs.

S cusaed below in greater detail along with program climate and

[,
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One major differ

."fugion" of careers with the

Career Education. Only

students with job-related
ing, .4nd completing job app
Career ‘Counseling Seminar

receive such training
-instruction.
preparation classes usually
students on a job.
individual iearning packets

including social security
career-related pamphlets an
grams.

-~ Career Day Seminars,

for ‘the seminars, As is th
times set up displays and
ALC's: career-education act
*‘frequent’ than the CIP's.

A.unique feature o
triining Ccenter program.
Jjobs: relited ¢

- ‘ments:aze’ in fast food. s

onal te
. ‘They: genérally attend the:j
.. _day of the week, 4

“center personnel and by

related to occupations are sometimes incorpora
(computing rates of interest
related to banking), but the ALC program
area. The instructional program has a stri
. a heavy eggphasis on minimum proficienc
enable students to pass the GED.

tion program are similar to the CIP's;

ities, and the career-education activities.
~gkills such as resume writing, interview

lications. Rather than having a formal
like the CIP'"s (in which all students
) the ALC provides either group Or individual
Group instruction consists of participation in the job

which  have been designed to cover seven jo
and the tabor laws. They also work on

‘The ALC's monthly career T _
are held to inform students of 'the world of

"~ -work;, particularly about what it takes to get a job and
‘of work activities -required.
local- banks, retail businesse

" placement Yof students in part-t

work, the ALC's career -education -teac
o their career interests, although typical job place-

 ‘choosing to participate ifi. the county's vocationa
.program are trained in. occupat
B R Tt 0982 AT
ygxa}pighbu}1d1ngnandu§gpupds
- care, §tiudents mdy participat
al téchnical ‘center throughdut their -e

' ence between the.ALCfs instructional program
and the CIP's is that the ALC curriculum does not emphasize the

academic subjects. Academic activities
ted into the lessons
in business math, for example, is
does not emphasize this
ictly academic focus with
y level skills that will

two elements of the ALC's career educa-
the job-preparation activ-
Both programs provide

.-held just prior to placement of the

Students choosing to work alone are given

, somewhat like those used in the CIP,
b preparation topics,

d use career-related audio-visual pro-

education seminars, like the CIP's

and the kinds

Resource persons from the military,
s, and other occupations are invite in
e case with the CIP, these persons some=

conduct -job recruitment activities. The

ivities, however, are less varied and

£ the ALC's career education program is its

time jobs or in the cdunty's skills
_For those students choosing part-time
her tries to place’ them in
crvices and retail stores. Students
1 technical center
ions such a8 auto mechanics, nursing,
maintenance, construction, and child
e in the part-time jobs or the voca-
ntire atay. at the ALC.
obs.or the skillsocenter for half of each

<

- They. are monitored. on .a monthly basis by skills

tné “tareer education teacher who also

golicits evaluations.of students from employers.

-
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‘ : Counseling: Like students in the CIP, ALC students receive )
- individual academic, personal, and career-related couns€ling. The | ;
intensiveness of the counseling, however, distinguishes the two :
. programs. . Unlike the CIP's individual conferences, scheduled to
occur every ‘two weeks, ALC students are -scheduled for four -initial
conferences upon entering the program. Any additional conferences o~
are scheduled at the students' initiation, The counselor does i
schedule conferences intermittently throughout the year, but only to
keep abreast of the students' progress and to provide them with . . .3
opportunities to initiate additional counseling sessions.

Group. counseling occurs once a week at .the ALC. During these 3
sessions, students voice their concerns about .personal and program 3?
matters ‘in’ much the .same manner as do the CIP students in their - :

-+ biweekly group counseling sessiomns., The students are also informed :
‘about new program developments. In both the CIP and ALC, counselors =
. and: teachers work together to plan the session. _ In the CIP, addi- e
tional group counsellug, primarily in the career area, is- proq}ded :
through: ‘Career Counseling Seminars (CCS) which are held on a daily

. basis ‘throughout the first semester of the program.. ‘ r'E

—> One featuré of the ALC's counseling program that is similar to
the CIP's is the involvement of all of the staff in the counseling
process. = Teachers provide informal academic counseling as they
‘?é¥1ew the students' work, Similarly, the career developer provides 5
career counseling as students are assisted in completing the job ;
pf%paratlon materials. Dlspos1t10n conferences, -similar to the ) {
CfP s disposition ccnferences, are also held on a weekly basis to “
review the students’ progress and to get a consensus from the staff
on additional counseling needed by tqe students. o~

Student Assegsment

_ The major distinction between the ALC's student assessment
program and that of the CIP is that the ALC assessment is an in-
formal process. Students entering both programs are given diagnos-
tic:. and placement .tests, but students in the ALC do not receive
periodic (i.e., four times a year) formal assessments (report cards)
as do the CIP students.. Instead, ALC students receive daily verbal
feedback about their pyogress on individual assignments. As is the
case with the CIP, studeiit assessment involves all segyments of the
hs stolf, Weekly staff meétings are held to discuss each student's
" progress and to inform staff membérs of areas hé or she needs to
work: on. to .rrepare for the GED. Each staff member ‘has primary’
respon31b111t for the academic programs of approximately eight
students,. although. the responsibility for spec1f1c students may
shift from time- to time, depend;ng upon the content area in which
the student needs work

¢

When students meet the minimum proficiency requirements in
specific sk1118, they are encouraged by the stzff to take the/3GED,
The other requlrements for taking the test are that students be at

31
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:- least 17 yeafs old and that their former high school class must have 5
s graduated. "

v v

. In addition to the informal assessments from all the ALC staff,

‘ students are also assessed by their employers and the staff at the N
RN ‘ vocat10na1 skills center. Thus, the career education teacher is - o
1nformed about the students' total progress. These assessments are :
made on a.monthly basis and are.used by the career education teacher :
in designing additional Job~preparat1on activities for the students. ‘

.. K -

ALC Climate

-

The ALC climate has a -number of features common to the CIP's
/c11mate¢"ﬁike the CIP staff, the ALC staff is concerned with both
7 the academ1c and the psycholog1ca1 well-be1ng of the student., All-
staff members attempt to prov1de a support1ve but firm climate. 1In
both programs, students- work: with staff individually or in small i
groups, although in the CIP th1s opportun1ty does not exist as often ;
. since the student to teacher ratio ie higher. Also, in both pro-

Pia w2 Ao s

e grama, students receive spec1a1 attention and positive reinforce- > .;
" ment. . F1na11y, students in the two programs are héld accountable :
. ~ for ‘behaviors such as truancy and absence, although the ALC's :

. . sanctions re1at1ve to such-behaviors are more clearly specified.
by

L Two. features of the ALC' s climate distirguish it from the , :

CIP'bik F1rst, ‘the -ALC does not ‘have a dress code. The function of )
= thé%CIP's dress code is to prov1de students with a sense of the i
.’ -mportance of dress, part1cu}ar1y as it .is-related to the world-of- -
“« work rules. The absenceuof E: dress code in the ALC is perceived as
s"wax :to: ‘keep - -open . commun1cat10ns among the staff and students.
Thus, b1ue,geans are acceptable att1re for both staff and students.

.

. . -
- ~ .

S S Second the ALC students are involved in program .decisions more . 23
formallyfthanuare the CIP 1nterns. The .ALC's weekly Council Meet- :
1ngs“aldow students to: voice. the1r concerns about the programs and
learn-of new program developments. These council meetings
‘hreﬁémb1e~ -the: CIP s,.group counse11ng sessions in wh1ch students il
*vo1ce» the1r concerns about dress, attendance, and other school 1
. - lnwthe~ALC,phowever, gtudents are; given a formal role in )
fﬁgéauch de¢isions; rather than an infotmal one. In both pro-
] ,wever,(the»staff seeks and considers student copinions.

bd -

]

szt B!

. -
Vool e <

AL » s
§ i g 1

°v,Perso fine  ;

T
o

R T L L

'h‘ ALC program 1s'staffed by four full- t1me persons, a
1 -two, academ1c teachers, and a career -education
‘11 members of the staff are employees of the Monongalia

»-teacher

T

:
ACothy;SchooIMSystem (MCSS)\and hold secondary teaching certificates o
L‘xpccordance with State Department of Education regulatxons. v T

;

G Althouihikhe:u ff“isgsmali, 1y;-about ‘half of the students are in
‘mschoolwat ‘one t1me (the others are’work1ng) The student teacher
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- ratio; is thus about 7 to 1, substantially léwer than the CIP's 15

interns to every teacher.

[N

"Well qualified" staff are a-must for the ALC program. In

" addition to being certified in the appropriate ‘subject areas, all

staff members must have a minimum overall grade point average of

2.5. At present, three of the four staff members have master's

degrees. All are white (matching the ethnicity of the students) and
young (average age is 32). -

Although the ALC program is funded entirely by the MCSS, it is
administered solely by the director/counselor. Approximately 30% of
the director/counselor's time is spent performing administrative
tasks such as supervising staff, handling the budget, and repre-
senting the project at county and local school meetings. The rest
of the director/counselor's time is spent.-in teaching and counseling
atudents. The role of the director/counselor is different from the
CIP's director who--spends the majority 'of his/her time in admin-
istrative tasks. ‘The ALC program is small in comparison to the CIP
and thus® does not' require as much program monitoring and super-

vision. (The CIP -has as many as 150.students on site at a given-

time, compared to 15 or 16 at the ALC.)"

One other distinguishing feature of the ALC's management is
that its director has more autonomy than the CIP's director. Ualike
Ehg CIP's: director, the ALC director has complete control over the
budget and "does not réquire the MCSS's approval of material and

supply orders. In regard to hiring staff, the ALC director also has

‘autonomy, although all personnel selected must receive the official .

endorsement of the ALC's- Advisory Council and Superintendent of
Schools. In the CIP .demonstration, RMC. concluded that the direc—
tor's lack of autonomy in hiring and firing staff sometimes dimin-
ished his/her effectiveness.

Both, the director/counselor and the CIP director are required

to have master's degrees. The ALC director ds not required, how-

ever; to have two years administrative experience; as is the CIP
director.. " This lack of prior administrative _experience is not
thought to have.had a negative effect: on the ALC's program manage-
ment. It:should be noted that the ALC director acquired the
position “through .tenure at the project, as opposed to being hired
from outside the project, '

-

As -mentioned, the ALC director also serves as the program's

coiinselor. As such,, he/she is rezponeible f£5r advising students -

L et e

with personal and academic concerns and referring them to outside
-8ocial service regources. A distinction between the ALC's counselor

_and the -CIP's counselors is that the former places primary emphasis

upon the’ student's personsl development. The CIP counselors are
equally concerned with the student®s academic problems and posc
graduation plans. ‘ s

22 _33‘ | :




s oo . - . . «
The career education .teacher's positiom 1n ~he ALC is compar-

« able to that of the CIP's job developers. In%both programs, the

primary responsibility of these persons is to locate job experiences
for students. However, part-time work is sought for the ALC stu-
dents while two, two-week Hands-On experiences are sought for the
CIP interns. Also in both programs, these persons conduct reviews

__of the work sites and prepare students for the world-of-work.

- one distinction, however, is that the ALC career ed-cation teacher
is completely responsible for this preparation while it-is shared
by teachers, counselors, and job developers at the CIP. -

Like the CIP instructors, the ALC teachers are responsible for
coordinating and evaluating all aspects of the students' academic
program. One major distinction, however, is that students in ‘the
ALC plan their own instructional program. Consequently, their
instructors serve mor€ias coordinators than do the CIP instructors.
Another distinction is that the ALC program is totally individ~’~
ualized for each student. Thus”the chief role of the instructors is
to tutor students. On occasion the instructors coordinate the 'small
group sessions, but lecturing or engaging the .entire class in an
open discussion is not ome of their tasks as it is for the CIP-
instructors. ‘

The final distinction to be made between the ALC teachers and
the CIP instructors is in the subjects they teach. Although
teachers in both programs have subject area specializations, the ALC
teachers are responsible for moré fhan one subject area (sometimes
for as many as three subject areas). The CIP design does not call
for the teaching of courses outside one's areas of specializationm,
"althotigh this .occurred in the field test demonstration. This
difference probably relates both to the ALC's small staff (neces-
sitating that teachers deal with multiple subjects) and to the GED
orientation of the GLC.

)
Récruitment -

Approximately half the students referred to the ALC are in-
school youth and the other half are dropouts. During.the program's
early years of operation in-school referrals came from the schools
themselves (about 54%), the probation office (20%), and community
agencies (6%). The remaining 20% were self-referrals (Zuckerman,
.1978). The majority of the dropouts were referred by a "street
soinzalor” (44%). -Other referrals were through community agencies
(1I%) and the parent/legal guardian and probation office (7.5%
e,:aéh')i;., Thirty percent of the dropouts were self-referred, Cur-
rently, the majority of refertals come from former students and
their .parents. The majority of the students (77%) come from three
schools. in the area but the ALC students have former affiliations
with- a total of 12 county schools. :

v Students referred to the ALC must be between 14 and 17 years of
age and residents of Monongalia County, must read at a fourth grade

>
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level, and must be students who do not have severe 'behavioral prob-
lems. Upon acceptance into the ALC program, thay are given a one-
week orientation before the instructional program begins.

Facilities

. The ALC's facility, like “he CIP's facxlxty, bears little
resembiance to a regular public school. One distinction between the
two programs, however, - ig that the ALC building is new and is lo-
cated in a middle-income neighborhood. Both programs provide
office space for all the staff. The ALC_ instructors, however,
share the large open classroom space while the CIP instructors teach -
in-‘separate classrooms. ‘

Fundsf -

Thé - ALC is funded solely by the county, although in its first
year -of operation (1976); it received 90% Federal support and 5%
each of State and local support. 'One factor thought to be related
to the ALC's success in obtaining funds is that the program - was
supported from the outset by the county's schools. (The ALC program
was. originally conceivéd by county school .and court system per-
sopriel,) ' .

‘Relations with the Local Education Agenéz

Since its‘.inception, the ALC has Operated under the umbrella of
the County' School System. As such, the program is treated like all
the- other schools in the county and is -allowed to manage its own
opetatxon.

It was mentioned earlier that one option of ALC students is to
return to the high schools to earn their diplomas. This is espe-
cially true for students under (the age of '16. Consequently, the ALC
aims to maintain positive relations with the 12 schools from which
students are recruited, For example, it is careful to admit only

- those students for whom transcripts have been received. Also at
~monthly pr1nc1pal s meetings, the director discusses the school's

‘operational changes and provides an updated account on the school's
status to each principal who has referred students.

<

So far only a few students have requested transfers to the high
-schools for regular diplomas. One difficulty for these students is
that--a county-wide policy about transfering academic credit has not
yet been completely established.  The ALC program staff is optimis-
tic that a standardized policy will be established soon.

»
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. Relaéions ;tith the Community

The placeuent both of ALC and CIP students in part-cime jobs

- depends upon positive relations with representatives from the pubhc
and- private sectors, as does the CIP's placement .of students in
their Hands-On experiences. Both ptograms have an Advisory Council

\ :to recomend resource personnel and guest sprakers for the préject,
N and 'to. assist in promoting the program in the community. The ALC
Advxqpty Council also plays a volxcy-settxng role. In both pro-

. Was_expected with the placement of students in jobs. In fact, the
. two programs have relied upon the personal contacts of their career
staff to place studente. In the CIP,- not enougii time was available

to meet with *he council as often as was needed. In the ALQ, the
staff have -not yet needed help from the council :since partitime
,placemeggg ‘have not been difficult to obtain in the small rural area
where .the program is located. .

Aria_lysis of the ALC Evaluation ‘OQutcomes .

The 1978-79 .and” -1979-80 ALC evaluations include measures of
- four outcomes. ‘,‘entollment, tetennon, graduatlon, and placement.
'l'he. progrm m:.nt med #n average- mon..hly enrollment of 35 students
and< over; the two-year period enrclled a total of 156 youth. Of
'1_56 -8 udent:s' 73 (472) remainéd in thé program, 73 dropped
.10:(6%) returaed to the- regulat thigh school iu pursuit of a
‘1gh lchool dl.plom. 'l'he program enabled 63 youths- to earn
(752) of whom were placed in full-time jobs,

v
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A third factor thought to be related to the ALC's enrollment
success is that students- are referred from schools all over the
county, rather than from one or two high schools. 1In the CIP .
démonstration, the recruitment of students was enhanced when addi- g
‘tional high schools were included in the catchment area. :

4 r

The final factor is the accelerated nature of the program.
Students are able to graduate in a relatively short period of time
(anywhere from three to 10 months). The ALC staff indicated that
for many students, this is an incentive to attend the ALC. The .
possxbxlxty of shortening the time to graduation was also reported t
as an 1nducement to CIP participants.

Ao
Retentxon

¥ The ALC's termxnatxon polxcy, lzke the CIP' s, is desxgned to
encourage .studentg. to remain in the program., Moreover, its policy
is enforcedwathout exception, As students enter the program, they
:are~made avare. of the program's attendance and dxscxplxne rules
“Athrough s1gned student contracts).  They are terminated for such
’reasons as intoxication, possegsion and/or use of drugs or weapons, ..
and attendance. The termination process generally occurs in four i
stagea. ‘The first sanction for violation of the student attendance b
contract--not in school for two days--xs a telephone call home . to
the purents (or the student, as the case may be) to remind the
student of his or her contract obligations and to encourage the g
ntudent to return- to. “school. For a second offense, the student is
auspendod for & three-day period with the understanding that the
program would’ 11ke the student to return. Over the three~day.
perxod, the student is. to reevaluate the personal benefits of his or
her involvement in the program and is to also think about the
consequencés of termination. The, third offense is sanctioned by a
oné-month suspension. After four offenses the ‘student's slot
becomes open for another enrollee. Students in the CIP are also
gnnerally given second chances, although the ,sanctions for the
var1ous offences are not generally defined so explicitly as they are
in the ALC program.

The ALC program reports indicate tha -the program retained- 83
(53%) of the 156 youths enrolled over the two-year period. 73 (47%)
remained in the ALC program, and 10 (6%) returned to the regular
hxgh .school to earn a diploma. Since, one goal of the ALC is to
encourage students to earn regular hxgh school diplomas, the 10
returneel are 1nc1uded in the count of students retained in the T
program. During the fxrat year, 62 of the 100 enrolled youths were
_retained.. The following year 21- (34%). of these youth re-enrolled,
along with 56 new enrollees. Of ‘these 77 students, 42 (55%) re-
mained in the program. Of the 21 students who re-enrolled the 8
second year, the ALC retained 14 (67%) compared with 28 (50%) of the
-new enrolleen. Thua, as in the CIP, students who have invested more
tisie in the program feel they are closer to completing their
school1ng and tend to stay on in the program.

op
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As .in the CIP, the primary reasor for the terminations re-
ported by the ALC program staff (as opposed to student reports) was
attendance. Of the 73 students terminated over the two-year period,\
48 (66%). were because. of poor attendance. In the second year's
evaluation, a larger proportion of youths (72%) were terminated for
attendance. It is not entirely clear that ALC program factors such
as stronger compllance to the school's rules, or changes in school
polxcy, are related to this difference between the two years. In
the\CIP demonstration, however, tightening of attendance policy had
a posgitive effect on attendance, but had an adverse effedt upon
program retention. :
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GraduatiaﬁaL“

-

. Students attending the ALC program have the option of preparing

N fbr 'a GED at the ALC or returning to thé regular high school at a

~"later daté (usually within three months) to earn a regular high
school diploma. The GED option requ1res that stydents be over 17

years of agé and that the high school class of which they were a
member has already graduated or will do so within three months.

Regular attendance at the ALC is also a requirement, although a

minimum number of days required is not specified.

The academic goal of 96% of the students who enter the ALC -
progrtm is to earn a GED; the goal of the other 4% is to 'réturn to
the high school for a regular diploma. This latter group of youth
is generally younger--(most are 14 and 15 years old) and is strongly
encouraged by the ALC staff to return’ to their schools. ~

Dur;ng the 1978-79 year, 33 of the 100 enrollees earned their
GEDs in ‘Ypproximately six months time. The following year 30 (38%) :
< of the 78 enrcllees earned their GEDs. Since the State GED, require- ’
.ments: changed (increasing from six months to one year the length of '
_ time students had to be out of school prior to taking the OED), the
average length -of stay in the program for these students was 10
months compared with 6 months: for the graduates in the pre*ed1ng
year. In both years, the number of GED graduates exceeded the ALC's
godl -of enabling 752 of .those eligible to earn their GEDs. Out of
34 lxgxble students, 32 (97%) passed the test in 1978~79. In the
following year, 30 (97%) of the 31 eligible candidates earned thei:
-GEDs . .

T T LT
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. Placement ‘ - - S
W ‘ N ;
‘ ; The ALC places students who wish part-time work in part-time

// ‘jobs, many of which lead to full*txme employment once.the students
graduate.. During the 1978-79 year; 18 (55%) of the 33 graduates

. -were placed in full-txme jobs, 3 (9%) each were placed in college

.and the. military, andzl was placed in an OJT program. The following
yelr, 22 (73%) of the 30 GED graduates were employed, in OJT pro- s
gtlll, .0r in college, Of the 30 graduatea, 13 (43%) were engaged ' -




in full-time employment; 3 (10%).were in the military, 3 were in OJT
programs, | student was working part-time. ~ Two students entered
. %

college. .
Summarized over the two-year period, the ALC placed 31 (49%) of

its 63 graduates in full-time employment, 6 (9%) in the military, S
* -(8%) in college, 4 (6%) in OJT programs, and 1 (2%) in part-time .
employment:. Of the 63 graduates, 14 {22%) were neither employed nor
pursuing further academic careers. Two other students were married
females with young children. — )
‘The placement outcomes mentionéd are thought to match the
The ALC staff commented

- expectations of the ALC staff and students.
that Morgantown is & small town where students tend to live close to
Only a few st;’xdents are expected to go off to

their families.
college, primarilyqbecause the town‘.does not offer_ many employment
Many students enter occupa-

tions similar to those of other ir,iembers of their families,

t
»

>e,

opportunities for college graduates.




COMPARISON “2:

R . 'HARBOR CITY LEARNING PROGRAM:
S EXPERIENCE-BASED CAREER EDUCTAION
) Baltimore,-Maryland

PN

e N ProgramOvervxew . o

‘rhe llarbor Cxty Learning Program (HCL) is a year round alterna-
. ‘tive echool for economca.lly duadvantaged students, 902 of whom are
& hxgh ’echool dropouta. The program- ‘is a cooperatwe effort between
-"the Mayor's fOffJ.ce .of Manpower Resources (MOMR) and the. Baltimore
*cit'y Publ:.c, School System (BCPS).  Its major goals are to énable
-jtudent:t ‘to, -earn- hxgh .school: .diplomas or GEDs. and to help them

v
'-I
- .

‘fe-ploy-ent:. — . - s C . .. .

l'

-

- The: HCL is.. orgatuzed into five mm:.-schools or clusters, only

. one: of w}uch focuaec ‘on. -career educatxon—--the Expenence-l!ased

ow ?Career !ducat:.on (EBCE): cluster. The other four clusters provide
R t:rammg .and: are not compatable to the CIP,

,e

»

) In edd:.tmn. to be:.ng able to earn: a hl.gh school dxploma faster
then 1n( t:he tegulat ‘"\bhc school, student:s An;the: ‘HCL/EBCE . cluster N
«are»dlo gzveg e opportumty to. explore various Fereers. ‘The EBCE
't:hree najor offetmgs. m cateer-relate"d mstrucnanal-

cluld care, and pl cement servxces.
60 hours each in the Tstruetxonel and
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The EBCE soc;{\ services progranm provides individual academic,
personnl and family \counseling in addition to child care and place-
ment services. . Students receive crisis and scheduled counseling
~frou an on-slte counselor, the learnlng coordlnators, and from staff
at the- HOMR Youth Assessment Center (YAC). For students who have
children between six months and five years old, the EBCE provxdes a
u_full-txue day care center where, in addition to child care, parent
classes are prov1ded 1? hellth&‘ﬂutrltlon, and child development.
-!1nn11y, prior to graduation, students are referred to the transi-
tion unit of the YAC qkere they are provided assistance in job,

‘college, or OJT ‘placements,

The EBCE 1978-79€and 1°79-80 evaluatxon reports included data
S 'vln five: outcome. nrena* \nrollment, uttendance, retention, gradua~
Tt tion; .and plnce-tnt. \ program en;olled 81 students during the
T 1978-79 ‘year nnd?ﬂld'mhe follow1ng yenr. Schoo} attendance was
glightly . less? than the’ 903, performance *standard (89%), although
.'work=-gsite" ~nttendnnce exceeded &he. standard. (92%). The reported -
retentlon rate wna 85% for V378-79. This figure ‘is confounded,
ihowevcr, 'thh‘ posxtlve term%datlons " (students who enrolled in

TR

\
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" 'school or ajnon-CETA funded rogram within 60 days™of separation
. from “the EBCE progrlm) + No etention data were reported for the
g followlng year. The EBCE prog am graduated 3 students in 1978-79 °
-andy 35. in, 1979-80. Over the t o years, it placed 25 (66%) of the

) Qgrnduntel in either full-time subsxdxzed .or unsubsxdxzed employment,'
college; or an OJT program._ ) \ :
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A ) 7\-» ’ . Anaiysis of‘HCL/EﬁCE Componenﬁs <

Like the CIP, the HCL/EBCE project is designed to help eco-
‘nonxcnlly disadvantaged dropout and potential dropouts graduate from
high . school. 'The ‘students served by the two programs:-are quite

. similar. The -contexts in which they operate and some of the fea-

> tures they offer are also alike.., A major difference between the

two programs ‘is ‘that the EBCE is an LEA—operated program, rather

than a community-based program like the'CIP. In addxtlon, ‘the EBCE

has a number of ‘features not found in the CIP, including paid work
,experlences and day care, i

» Context

«  The HCL program was started as a nexghborhood Yopth Corps
. " program in 1973, It was developed by the MOMR in conJunctlon with
© .7 . the BCPS., The program was to impact upon the city's truancy and
S \dropout :problems. Part-time, paid work was offered as an incentive
' o . prevent students from leaV1ng school arnd to get others to return.
The EBCE component of the HCL program was added in 1978, as

pnrt of the national EBCE effort. The goals of the EBCE cluster g
were- nlso to enable studénts to graduate (either earn a hxgh school

,‘ oo : , 30
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diploma or a GED) and to provide them ‘with’ paid work exper1ences in
_the community that would expose them tc careers.

- Like thfee of the replication CIPs, the EBCE program is located
in a large, low-income urban. area which has been affected by a high
- youth unemployment rate and a high dropout rate. Of those entering

ninth -grade, for example, 42% drop out prior to graduation (Youth-
.work .proposal,. 1978), The project is housed in a manpower services
building. - Like the CIP's facility, it bears little resemblance t¢
che schoolc the students have left -behind. -

Students, -

The approximately.- 90 students per year who autended -the EBCE
. program. were predomnmtly Black (83%) low-income youth, the ma-
jority of ‘whom had dropped out of school (90%), The youth were
between the: ages of 16 and 2l.- Like the CIP interns, many of them
dropped ‘out because of economic, academic, or social problems that
wade it difficult for them to continue sckool, or because they had
been_reJected by ‘their home schools. Many also had ‘péor attendance

and trusncy records. Very few (less than 102) had ‘previous minor

encounters with the law.

Rgggram Treatment

— e

-‘Students attendxng the EBCE program are.requxred to complete
the,pragram in two years. Durxng their stay, they receive individ-
ualized career-related instruction, paxd work experiences, coun-
seling, and dly caré and placement services: Students are assessed
upon -entry into the program and at the end of each trimester.
Throughout their stay in the EBCE cluster, they are made to feel

recponsxble for their actions and especxally for their learning.

Instruction. EBCE instruction consists of approX1mate1y 60
hourc ‘per month of individualized activities in basic skills (read-
1ng,’math social studies, language arts, and science), life skiils
(interpetconai relltxonshxps, job retention skills), and career
education. The 1nstructional program begins with a two week orien-
tltxon cycle~dur1ng which the students attend life skills workshops
coverxng such areas as job se:pch and job retentioun, sex role
stereotypxng, tax; .credit, -life-management -planning, and program
-expectations, This two-week orientation period' is similar to the

o ,CIP*l CC8 class -where studencs are taught proper 1nterv1ew be-

hlVlotl, resume writing,. and world-of-work behaviors. At the end
of ‘the oricntltton, .the .participants arp@ tested and interviewed by
e lelrnxng coordxnator who draws up, individual academxc and voca-
tion&l profxlas. The information is used to place the participants
in- one -of the five learnxng.cooraxnator 8 classes, ~ .

Unllke the CIP 1ntgrns, EBCE students are grouped into self-
»contlined homerooms of no more than 18 students. They work
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. =% . primarily on individually. dssigned projects that are negotiated with :
" thé: learning coordinators. The projects consist of assignments in .
S basic skills, life skills, and careers that can be completed .at the
Ta Ty T {pgcgéggntqr; at job sites, or at other resburce places. “In general,
~ 'the ‘EBCE .Classes are held throughout the school day at the center,
_ Students.alsc attend biweekly employer seminars, A special learning

laboratory class is held. once a week for ptudents requiring special

%

e

I e

. rémediation.. ; . L
. . ' '»;_ ) . . ' . . ‘ . » "
’"f . The proje¢ts ‘that make up the bulk| of students’' work in the -
EBCE classes combine academic activities with -career and life skill
. ° gggivitieq. They may- last for as long as six weeks. In carrying :

it the ‘individually assignad projects, students work on- project
“planning -packages (teaqher-madqvcaregt-ekplqquion‘materials that
‘provide career ‘ideas to pursue),, learning 4ctivities packages
~ {(teacher-made;| basic skills improvesment materials. similar :to the
CIP's learning|packets), exploration packets (packages ithat focus on
‘4> spécific. cateer); of onother specific assignments: that, tequire
;fﬁhéﬁwfggiﬁégf§;§§gi§ﬁ,coﬁhunity;tgidﬁrqe persons (e.g., interviewing ;
‘a’ ‘potential -employer, or visiting a child care ‘center or museum). 3
‘Students "léarn| job: search skills, resume writing, job attitudes and :
‘behavior ‘€ffectiveneéss, ~ At the end of the project (which can last :
- £6r 8ix Geeks| and which, in many instances, becomes. part.of the °
work-experience activity) students. write reports, make multi-media
presentations, lor beccme certified by designated resource persons,

o " ‘In additidn to project activities, students are assigned work-
f§§¢khahg;tgxﬁboik activities, and programmed materials when they are
‘tutoréd: by the| leatning coordinator. Also, on a biweekly basis,
_they dttend employer seminars where resource persons from the
.community (e.g.\ pharmacists, .photographers, morticians, realtors,
"-enginéers) discyss such issues as; trends occurring nationally in
their occupations, retirement, career mobility, and the changing
work ethic., Thege employer seminars are similar to the CIP's Career

- ' Day activities eld periodically throughout the year. Finally, ',—§
o studénts ké€p jdurnals adut their experiences so they can draw B
connections. betwedn learning and other aspects of their life. - _,ﬁ

. ’ Work experienge. During the ‘school day, EBCE students gen~

e:iily”alterphte'bbtwéeu classes and work. They spend approximately
60" hours & gionth at job sites in the community. There they are
‘provided. first~hand knowledge about their chosen careers. This work
.experience is more élaborate than the CIP's where -stugents spend two: ;
_ “'weeks &t" two.job sites related to their career interests. At the ) C
. job. sites; EBCE students actually, participate in work activities. . 5
‘Tey experience: such occupations as construction, radiology, graph- "y
ics, Zoo“caretaking, law, and retail sales. The students are placed ;
Ain:public~ and private-sector jobs like tle CIP students, but unlike
‘the. - CIP interns; EBCE students are paid (from EBCE funds) on a
‘biwéékly basis. ' In both programs, students are given academic

*  “credit’ for the work experience. : :

¢
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. ‘!hroughout the: HCL/EBCE work expeuence, students meet a var-

~:iet - :0f coumnity resource persons. Not only are they assxgned to c
rdifferent -work: experiencee, but they also rotate among job' sites. : H
: ition; they are ‘often. placed at sites where they participate
-in« rre;ulet Job trnnm& progrue (e.g., training in computer pro-
. ‘The“community: resource . persons and the learning coordi-
nator lonitor and' evaluate the. students -on a daily basis. During ~ _ .
he euuer nonths etudente attend EBCE half. a day and alternate ‘ :
between :clenee and the work experience sites. They are also
nouitoted and’ evelueted ounng ‘the summer. P

.

.

Socul eervxcee; Except for dey care services, the EBCE ‘

' eocie (~service program, is quite emiler to the CIP's. Both® programs -
’ ¢ ! c; ipersonal, and family couneelmg, although in the
é&j\;‘ti;i"el‘i g ‘takes. - pl,ace on 2 echeduled--and more frequent
" C : oy EWice @:veek): ‘Father than on & "crisis" ‘and “as de-
s <eired” buie. Aleo ,.in ‘both programs: couneelore,, instructors, and
o othe eduinietretive staff’ (director and clister ¢dordinator): ;provide

' ﬂounuling. ‘One. de ference: between the, two progum, however, is ,

P e nc’t: doee uot provxdea echeduled daily group seminars like :
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’"echenin for student. placemente operetee ‘more X
“During the school yeaz, the counselor ;
, center where students can mske use of i
‘é6l1eges, and .social service agencies, ' 3
60 deye prior to. guduacion, the MOMR transi- ) .Y
‘ide plecement counseling to those students re- - 8
oK 1 A»made to \kplece etudents in conegee, v

R S SR :
cés: .are provided by HCL/EBCE ‘to help students ,

en* ettend» ischiogl more, frequently and to assist
Care: prov1ded in .such areas as .

enduchzld deve:.opmenc .

’

Scudents ceive fotmel euenmente of
,mthe\zzncs ptogtu ft.hree times: a .year, ‘at ‘the, eénd of

%Studente in *the CJ.P receive. assessments at the
T 2 'rhue. the CIP provzdes cwice as many:
Both progtemca ptovi’ ass umenc ispon entry
’ inetructi ‘ rut.ched to ‘the
an.| be developedg g)Iﬂior:mal assessment .
-ams;, Dbut: -only: the CIP holds meetings
here to rendet complete assessments of
K /. :
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of,«the* EBCE ptogtm dutmguuh it from the CIP.
,;zncz ‘provides: & _final assessment (provided by the
£ of the Youth. Aueument Center) of all '
du yh ,-desire .one: 60 deye prior to their gradua-
the BBCE ps-“ grem‘ ..eolicu:s ‘a. monthly assessment from
»work b,hevxore .as attendance, promptness,
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and dependability., These assessments are reported to-.the learning o
coordinator who, in turn, provides further instruction to students
in the areas needed. Finally, an integral part of the assessment is .
to -determine which students can meet the program’'s graduation goals.
Students who have completed their second year at the EBCE program _ T
can return to it the folloving trimester if and only if they can :
complete all requirements for their high school diploma in that one T
-trimester. In contrast, the CIP solicits evalydtions from Hands-On
suppliers at the end of an intern's placement... The CIP also as- g
sesges credits toward graduation each term and provides post- o
" graduation counseling and assessment. ' - :
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Climate. ‘Like the CIP, the EBCE program provides an atmosphere-
for .learning that is supportive, rewarding, and unpressured, but ’
that .also -ericourages student responsibility. Both programs have

. dress:.codés and small groupings where- the' teachers and students car .
-interdct ‘more frequently and where students can receive individual B
-and*.special ‘attention. The: Ewo programs alsc hold students account-
«able- for guch' behaviors as tardiness, attendancé, and truancy. In

. tﬁé‘EBQE’ﬁgégga@, however, *the policy regarding .these behaviors is
more: strict: For example, a single unexcused absence for a new
enrollee ‘requires a. .conférence with the student's parents and
‘placement of-‘the 'student’ on probation.” A second unéxcused absence

.during a trimester results in termination from the program.

*
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-which. the program involves students in decision-hmaking activities'
related to their instfuctional program. ' Unlike the CIP, where
students ‘have little involvement in instructional decision-making,
‘the: EBCE* students are expected to negotiate project activities with
Eﬁéxlearaing,éoordinators, including time frames for completing the

. projécts.= They also negotiate the amount of credit and the type of
evaluatiéns to be used in assessing their progress.

jf}hzaiptihguféhing element “of the EBCE climate is the extent to
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The EBCE staff are provided by the MOMR and the BCPS. The MOMR
personnel consist of staff at the Youth Enrollment and Youth Assess- -
ment: Centers, staff at the Parent-Infant Center, and on-site support . ’
staff (i.e:, the cluster coordinator, placement coordinator, data

“clerk and clerk/typist, custodial, and security staffj. The BCPS

staff consists of three administrative staff {i.e., principal, vice-

prificipal, and academic credit specialist) and five learning coor- .
dinators (teachers). The roles of the EBCE staff are like those of ¢
the CIP staff except that the responsibilities assigned to one ° X
staff member in the CIP are often given to several persons in the . : 3
EBCE;prbg%am.
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The EBCE on-site staff consists of 13 full-time personnel--one.
cluster coordinator,; one placement coordinator, one counselor, five
‘learning coordinators, and five support staff. This configuration
provides a student-teacher ratido of 18 studeats to every learning
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i ator, whxch 1s comparable to the CIP's ratio of 15 interns
teacher. The HCL/EBCE program provides a ratio of 90
14 compared with the CIP's student-

£ -counselor ratio of’ 35 to 1. 3

. In general the petsonnel recruited by the EBCE project are
older eand have more expenence in thexr areas than do the CIP staff.

have more than 50 years teachmg experience, Also, the majority of
the teachmg staff are in thexr mid~ to late thirties, while. the

:3 'l'he staffa of both programs do reflect, however, the racial and
’;1 ic backgtounds of the students. . »

v

progtmi, partlcularly thoee related to ‘the instructional staff, are
hendl d by the .p Vmc pal and v1ce-ptmc1pal who are also respon-

; :from the CIP management whete the d1rector is responsxble for
wthea «sdnxnxatrat}ve ‘and opetatxonal aspects of the program and can

Ti: u:at':.ons of !:he HCL/EBCE ma(\agenal staff (i.e.,
r .. and cluster coordfnator) -are comparable
IP‘ dn'ector. For example, all three have three or
1 expenence and have ‘Bachelor's degrees

a M One dlfference,

1ted to hu‘mg
Also ,

-ing nal .e.é, act1v1t1es of the coun~-
' el' o s ‘plarement\t‘:oo metor,, ;and Jln torul and clencal staff),

. \ge\ ~,--, pria ey
A '\« ‘ N

te 1 ;9qugtp" “of the students' in-
ifference between the Two .programs, how-

"5

teech chues in theu‘ areasf; of

‘ t 18 €
a speculist in readmg,, math Enghsh hxstoty,
!a"tm.ng cootdmator u renponnble for up to 18
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The placement coordinator's position in the HCL/EBCE program is
. somewhat akin to the CIP's career developer position, aithough some
tasks are shared by other HCL/EBCE staff. Like the career developer
who locates Hands-On experiences, the placement coordinator locates
community work experiences for the students,’ Also, the placement
coordinator conducts monthly reviews of the work sites, with some
help from the MOMR staff. A difference between these two roles is
that the EBCE learning coordinators and cluster coordinator monitor
students at the job site whereas, in the CIP, the job developer both
-places &£nd monitors interns at the Hands-On sites.

' The EBCE counselor performs many of the tasks that would be

handled by the CIP counselors. However, instead .of the CIP's

workload of 35 students per counselor, the HCL/EBCE counselor is
responsible for 90 students. The counselors in the two programs
sdvise students about personal and academic problems, and assist
them with college entrance and other post-graduation plans. . Also_in
both programs, the counselors refer students to such outside social
services resources as drug’ rehabilitation centers. They also assist
with the resolution of student-employer problems. _Unlike the CIP
counselors, however, the HCL/EBCE counselor sees students as needed

or as-called for by a crisis situation rather than on a'scheduled
basis. -

-

Recruitment
Seeruitment

Ninety percent of the referrals to the EBCE program are made by

‘the MOMR YAC; the BCPS refers the remaining 10% of the EBCE stu-

dents. All applicants undergo a three week pre-program eligibility

- assessment at the MOMR YAC. The staff there decide which HCL
‘program is best for each student, ’

3tudents who enroll in the EBCE come from low-income families,

are bLetween thé ages of 16 and 21, are local residents, and are

" dropouts or potential dropouts as are the CIP students. Also like

the CIP, functional literacy is a requiremest for entry into - the
EBCE, '

-~

.
4

The primary intake into the EBCE program occurs once a year, at_
the opening of the Fall term. ' Vacancies which result from termina-
tions, graduations, or transfers are filled, however, at the start
of the second and third trifestets. The maximum number of students
that can be served in the EBCE at 'any one time is 90 students,

~Since 90% of the referrals are made by MOMR, the EBCE program needs’
only to be concerned about filling 10% of thePtotal number of slots.
*Unlike the CIP, it has a large number (26) of schools from which it
can recruit potential dropouts, and therefore does not spend a great
deal of effort désigning and implementing recruitmerit strategies.

w47
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- Facilities

-~ 7 The EBCE ‘cluster of the HCL program is operated by the BCPS,
but lzke the CIP, is housed in a facility that bears little resem-
blence to a publxc school. The facility. is located on one floor of ;
an 6ld manpower services building. Office space is provided for the
clueter coordinator and other non-instructional staff (counselor,
plecelent cootdxnator) and a classroom is provided for each learning

coordxnetor. (The ptlnc1p&1 and vice-principal = are physically
o houeed in one of the othet HCL buildings although they make perjodic '
w ‘vidits to the EBCE'building.) Both the EBCE and the CIP have lunch
room facilities, but neither has recreational facilities: In the :
- E,CB program - phyaxcel educatxon is not a requirement for graduation H
L as it is in the CIP. . v p

. 5 ‘ ‘

. ?undé»~ .o ’ i

AEBCE funds are prov1ded by the MC R and the BCPS under a N
ét negotxated each year. -Funds for*such support staff members q
eﬂcluster*coordlnatOt, placement coordinator, and counselor are B
. ptovxded by MOHR, whereas funds for the ptxncxpal and teaching staff %
L -enbeta are ptOVIded by the BCPS. Materials, equipment, and sup- 4
LR plxel needed by these pereonnel are provided by their cortespondxng ’ ?

.,agencxee‘ Weges, ftxnge benefits, and payroll setvxces for the
etudents ‘are: pexd with MOMR ‘funds. ;

a1e adminxateted by the ptxncxpal a;though the
's—sgu ;1apptove ‘requests  for ' furniture and equipment.

angement .is somewhat comparable to that of the CIP where the’
ditector muat & o,teceive approval of requests for purchase. ' Un-
11ke :he CIP howevet, ‘the EBCE program has not” experienced delays R

1n ptogtem lcthltlee'becauae of budget approval delays. ~,§

N

) Relatxona<w1th the.Comnunxcy

sy AT T S e
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L I, the: ﬁﬁCB ptogtem, ‘as in the CIP, the placement of students '
1nww0tk experxencea teleted ‘to their career interests tequxtea that |
poextive reletxone be eatablxehed with. the ptxvate- end ,pub11c- i

4vtce tofthe EBCB ptogect. Horeovet, EBCE o
of ezcno,,aa does ‘the: CIP. But -like the ’
crals come fton ptogtam staff’ (leatnxng Y
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: Ovet the couéee of a yeet, the EBCE progtam places each student
] gver eeven dxffetent work: experlencea. Like the CIP; some ini- . .
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public service agencies, computer firms, and construction agencies,
These employers tended to be concerned about confidentiality of

,1nformaczon, equzpment breakage, and employer liability. Also, the

3

employers' previous negative experiences with Federal programs pre-
c1p§;ated some unwillingness to provide student placements. The
CIPs' staffs were able 'to develop strong linkages with the community
primarily as a result of their association with 0IC, a well known
community-based organization. Similarly, .the EBCE program's af-
lelatzon with HCL and the :BCPS was a factor leading to successful
wirk-site placements. Being able to link the EBCE program with the
B@PS Ls considered by the program staff as a key element in the
program's abxlzty to place students.

> Analysis of the EBCE Evaluation Outcomes *

The 1978-79 and 1979-80 EBCE evaluation documents include’ data
on enrollment, attendance, retention, graduation, and placement,
The program enrolled .81 and 114 students respectively for the two
years. In-school attendance iigures were reported at 89% for the
first year's evaluation. No data on school attendance were reported

. for the second year. Work-site attendance was 92% in both years.

' An 85% retention rate was reported, although this figure is
inflated by "posztxve terminations' -(students who dropped out but
soon enrolled in another program). Of the 8! students enrolled in
the 1978-79 school year, EBCE was able to re-enroll 36 (44%) the
next year. Of the ll4 students who enrolled in the program the
following year, 66 (58%) were retained. The evalustion reported 3
and 35 graduates respectzvely for the two years. Of the 38 grad-

uates, 16 (42%) were placed in full-time subsidized or .unsubsidized N

employment, .and 8 (21%) were placed in college or 0JT programs.
Only one student was unemployed. The whereabouts of the 12 (32%)
remaining students was not known

Enrollment R

The EBCE engollmente objeitives for the 1978-79 and 1979-80
years were ta .admit 90 students between the ages of 16 and 21, 90%
of whom werd dropouts and all of whom were Baltimore city resxdents
With this number of participants, the program would be operating at
full capacity. The number of students enrolled respectxvely for the
two years were 8! and 114. (The 114 is explained by the fact that
terminated students are replaced by new enrollees.)

The EBCE program’ experzenced some difficulty in meeting the

first year’s enrol lment obJectzves, even though it received re-.
"ferrals from 26 BCPS high schools. At least two factors appear to

be. related to the dxffxculty During the 1978-79- year, EBCE did
its own recruftment, since the MOMR Youth Assessment Center had not
yet been set up to handle EBCE as 2 new cluster. Thus all the

-preliminary screening of applicants had -t6 be completed in addition
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zto -other equally important mpleaentatz.on tasks. The task turned :
. “Out to take longer tharn- antxcxpated as it did in the CIP, and not o
. gnougb ‘time was available for its conplet:.on. . - :

e @ second factor tho\.ght to be related to the difficulty
T - énrolling students was that. the ERCE program had to compietg/f}n
< enrcliecs with the Youth Entitlement Program. In the CIP demonstra-
’ ‘.uon.» the avulabx.lity of youth for the program was also affected by

Y o )the preunce of competing progruu. e e

‘ During the cecond year, the EBCE progrem did not expenencn
~dxff1cu1ty id ‘meeting, its tem‘ollnlem: objective of 90 students. A

{r ‘factor: thought to ‘be related is that the MOMR staff at the Youth ’
L _ Enrollment (enter took responsibility for recruiting 90% of the
S8 _etudentt. S . :

.
&

Attendauce - B :

A ’rhe ettendance otandarda set for the overall HCL ptognm were

' , to»umtain 90%" school'.an¢ work attendance. The EBCE component -fell
= slightly 3hort of thu criterion for in-school attendance during the

e

-iyear: (in-zchool atfendance was 89%), but ‘it exceeded

v
s

3

+

thc ~n:eriou,£or work attendance (wotk &k tendauce ‘was 92%). At~
) teuéfzq & c:id not. decliuf during the. sunmer mutha as it did in the
Ac‘?af:‘ T BTSN . - 2
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unce.. J‘ot necond-'yeat* ‘lé“E otudentlf, the atteudauce requ:.remenn
" .are even: stricter. N 'x'hese aocudentl“ate\ temmate& on theu firec
unexcuud yabaeuce. ‘j; ’
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;“{:6 be' pnury reuonm for the decline in summer school
Given t:heu findinu, the half-day school ‘sessions and
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the paxd work experience would appear to be useful approaches for
1nprov1ng summer school attendance,

\\ Retention "

\gi The EBCE ter-xnation policy, like the attendance policy, is
te atr;ct. Studenta are terminated for such reascns as academic
-prot le-a, attendance, d;acxplxna.y problena, and dissatisfaztion
with the:: ‘program, The same is true for the CIP interns. The ERCE
“progr ; ‘unlike the CIP, however, haa a formal Student Review Com:
_:litteef(vhich consists of teachers and students) that imposes
aanctiéd ‘upon. atudento for ‘violations.-of their contracts. (The
‘student .¢ 'tracta outline ‘the attendance and. perfornance require-
:nenta;thef@ udents .are exﬁﬁcted to adheré to.) Chronic lateneaa,
which is defiged as b“ing*”late ‘three timesi per - trineater" carries a
;poaoibla oanct on of" probation or teruxnatxon. Studenta are. 1n-ed1-
vatalyiauapendad ‘fox intoxicatxon, poaeaaion -and/or -use, of drugs or
‘weapons, and ph:fxcal attacks. -dupon staff; other stidents, or em-
'gployera. Alao ‘on y. those. students with auffxcxent‘ctedita to earn
‘a high achool, iploga or GED in their .second’ ‘'year are allowed to
'raturn to: .the- progr")i in general 'the CIP ‘sanctions are not as
inflexibly.appliad>aa, hoae employed in the EBCE.

The 1978-79 evaluat on report 1nd1catea that the EBCE program
od: 67 (852) of its 8L enrolleea. Included. ‘in_these figures,
. ', ‘are: poaxtrvegterji"ationa (partxcipanta who- terminated from
EBCE. but who' regiatered cr .enrolled iin .6chool or a ‘AON=CETA funded
’ traxning prograa thhxn*GO aiy, after aeparatxon from the progran)
: positive: terninatxong— re: excluded ‘from the estimate of .pro-
t‘ntion, ‘the -findings “show: that only 35 .(44%) of the 81
enrolleea vere rataxnee. ‘Retentd n flgurea for the following year:
. ‘-teruinatxo 8) indicated that of 114 stu-
‘ denta, 66 (582) were ‘retdine¢.. The termination rate for second-year
) A han. for ﬁxrst-year_atudenta. Of the 36
_ returneeay,L7 (47%) termxnated compared with 41 (53%) of the 78
'»firat~year ‘stidents., The. latter fxndx g is ‘aot aurprxaxng since

returneea are more likely o graduate froq\the program.

[l

The*two noat frequently{cxted reasons for terminations for the
" itwo years' reapectively were:" attendance: (84% and 77%) and medical
(6% -and %), Attendance was also the most frequently cited reason
_ for ter-inatxona ‘by ‘the -CIP, although the- proportiona of students
;vho uere'terninated for this reason did not exceed 29% in the CIP
de-onatration. A. factor thought to be related to the high incidence
vof terninationa is- the EBCE's strict policy towards attendance and
te:-inatxon. Thewpolicy appears to be a useful one for attendance
(a’nce attendance figures were high), but it appears to have an
adverce effect upon ‘the program's: capabxlxty to retain students.

.9




Gtaduation -

The EBCE requtrenentl for a regular high school diploma are 852
attendance and a minimum of 20 credits, The program also offers a.
GED. to. students who want it and are able to pass the test. As a
two~yedr program, students- who do not show promise of completing
their .diplomas in-the second year are not invited back to the pro-
gram, Students may attend the program for an additional trimester
“after their second year, however, if one -and only one additional
:ri-ester is needed to complete the program requtreaents.

Durtng the 1978-79 year the EBCE program graduated three
studerits, ~“The following yerr 35 graduated, Of the 38 graduates,
only two graduated with"GEDs; the tu%t earned regular diplomas. In
both: years, the. nulbet‘of graduates’ was lower than was projected

based: on: the. number. of entry credits -and the maximym number of

credits ltudentl could have earned. - Four ltudentl could have
graduated’ in the l978-79 year; but only-three (75%) did. 1In the
folloving year, of the 45 possible. graduates, 35 (78%) did graduate,
It -should be nnntioned, however, -that the EBCE program was able to
gtlduatc the aajority -of the students within’ its two-year standard
ti-c. In gencral EBCB students do not need.a longer time to-grad-
uate than .expected, - One contrtbuttng factor appesrs _§9~”be .the
ptogran s ltrict polzcy towardo graduatton--two years, plus one and
only one :tilcster. W1thout this criterion, it is not certain that
thc llCl program would be .able to graduate as many students as it

dldo . gt

’Plgc nt q . . .

Thc ‘goal, of. the ovetall ‘HCL program is to’ place 502 of all
program: gradu&tcl in full-tiue -subsidized jobs and 30% in full-time
‘CETA subsidized: jobl within 'two months of program completion.
Unlikc thc»CIP ‘the. BBC! ‘program does not expect that many of its
students' ygll .g0.-on into ‘further' education, so it incorporates into
its currfcvlu- activities and ‘materials (resune writing,- career
explotation, job. attitudca) 'that. will prepare the studenta for
dircct entrance ‘into’ an occupatton. . .

. Of ‘the - 38.. 1978~79 and ;979-80 graduatel, follou~up data wvere
* réported for 25 (66%).. Of these 25, I3 (52%) were pliced in full-
. time joba, 5 (20%): entcred college, and 3 (121) each entered the
uilitlry and: OJT_prograns. Only one student ‘was not working.
Klto"ther, ‘the program:was .able to place 96% of the 25 graduates
fo‘jﬁho- follov~up data: were ava;lable. 1f one were to assume that
-4l of the students for .whom. rio follov-up data were available were

r,/ unplaccd, thc percentag¢~ of place-ents would fall to 63%, The

actu&l placcaent .percentage: ptobably ‘lies somewhere .between these
two- cxtrcucs. It is noteworthy that a higher number of students
entorcd ¢ollege than anttcipated.
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One factor related to the EBCE program's success in job place-
ments is the heavy emphasis it places on this endeavor. = The EBCE
center makes use of the MOMR to provide assistance in job placement.
As mentioned, the career development plans of all potential grad-
uates are forwarded to the ccnter approximately 60 days prior to
graduation. For students earning a'GED, an "incentive" offered by
the program is an increase in work experience from 60 hours per
month (approximately onesthird time) to 120 hours per month un%il
the student is placed in a job or CETA-funded progrun. Also, stu-
dents receive full-time jobs through their work experience contacts.
This emphasis on direct job placement is different from the CIP
where ‘the emphasis is on the placement of students in college or
other career-oriented, post-second=ry ‘situations.




COMPARISON 3:

INDEPENDENCE Hléu SCHOOL
Newark, New Jersey

.
- .

. .
~

Progr Ovetview .
Independence High School (IHS) xe a przvete, non-profit ‘alter-
natxve school for economically disadvantaged youth who lrave experi-
enced;eerzoue difficulties ‘with the public educational and criminal
Jue:ice .systems;. - The primary obgectxvee ‘of the program are. to
‘enable, :students. to earn high ‘school diplomas and to assist them in
ﬂobteiuln; -eeulngful enploynent in: the- career fields of their
- choice: The, pro;rll prov;dee ‘cateer angd: vodetionel education, basic
,»ecede-ic akills’ i-ptovenent, acedelzc &redit for work .experience,
recreltxonll progrene, social aervxces, -and nznxnu- wegee for such
purpqp“ .as.meals, transportation, and" pereonal expenses. The pro-
gTAm.- is: divided into three basic areas: instructional, vocational
vork“experxence. .and -so¢ial. services. The regular school year is
.rdivided into four eight-week sessions. Durxng ‘each session half of
igyewprograg pgrtxcxg!ptr attend school’ vhile the ether half work.
163¢:'Toles aré reversed each sibsequent eeuzon.e During ‘the

- - = . %
- ° L]

%\othet helf dey. . . .

U The IHS vocetioniﬁ -work. eiperzence progreu s ﬁeuzgned to
rowide .tudentl with e‘verxety of ‘work ‘experiences. to help .them
ref&pe theivxc&reergchoicce. ‘A8 & elrpoelxble, an attempt is also
. :lDurgn; the'echool 'year, students are placed in one or
tuo~jobe for an eight-week period eech. Typxca; plecemente include
.comatruction;. eeleo, iheelth ‘care, -art; &nd. social "services. In
eddition co‘we;ee, Utﬂd!ﬂt”tlc‘lve°8¢1del1c credzt for the success-
ful ¢oe@letion‘of ecch vork«ecttvity. S U L

.. N » - -

e . ‘. .
ﬁthéflﬂs inetructionellpro;rel is, non-greded and znvzdxduelxzed,
elthoug some $mall- end ler;e~group eccivxtxet .oceur; Studente are

engua;eberte,;-etheletxcs, end A-ericen etudzee. Studente

-eéeriels used are: textbooke, work=
leboietbriee, peperbeck lxbretzee, negezxnee, and

LA ¢ "
~

.....

phe:osrlpby.

‘,eelth*ieaues -are. diecuege&) ere eleo held durzng eeverel

euﬁner; eii*etudente ettend echool half of eech weekdey an4 work the

nad ca ‘mateh- each. -student's. caréer ‘interést -with his or her job

‘placed into\one “of :tiro ‘tesms’ eccordiug to- their- reedxng ebxlx.v.,
:-orning pheee of the -program,. they receive xnetructzon in

legraatléuel activztieo and ‘a. Life 8k1113 Seuznar (where phyozcal )
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survxvel ekxlle outdoor "education class. Special events such as
gueetxepeekere, pleyc, and concerte are provided whenever possible,
: ‘The 1as eocxel eervxcee program hes eight components" indi-
. ) viduel -and: group couneelzng, intake, orxentetxon, graduation
L preperetion, legel eervxcee, health eervxces, and therapeutic back-
“ !up. Studente ueet regulerly (end es needed) thh their assxgned

end? pleceaent obgectxvee. In-cchool in-class, and
ite~ettendence wee reported as 802 or better--lOZ higher than

The terninetxon dete ehowed ‘that the program was
5to retein el-oet 752 of the llo etudents énrolled Retention

-

- ‘ IHS graduated 16 etudente, 8 of ‘'whom were placed in
‘~‘g;_'*colle;e,,3 in, OJT“progreme and 5 in full-txme employment.
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: ;fi N g Anelyeie of IHS Components
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rtLike:the CIP;, the IHS 1e desxsned to help dropouts and poten-
tiel dropoute earn'\p hxgh school dlploma and: obtain meenxngful
:‘ ploylent.& 3 lation eerved is quxte -similar to the CIP's, as
| are the context in »hxch the. ‘school operates, the school's manage-
. aent, end xte prozren componenta. Ona. major difference between the
p?s»,lﬁs epd the CIP ie that .the IHS program operates independently of
- the loczl echool dxstrxct and without the direct support of a
] uconnunxty-beeed orgenxzetzon such -as OIC. The IHS operates as a
‘privete, non-profxt school ‘and has a number -of . features not found in
“the: CIP 1nclud1ng pexd work exper;ence, placement in a job or post-
,eecondery -school as. a cr1ter10n for graduation, and the groupxng of
,etudente for ecedemxc courses based on their read;ng profxcxency.
The follow;ng deecrxptxon of the IHS detaxfe the major ways in which
it dxffere from the CIP, although both ‘programs attempt to accom-
plieh quxte ezmxler obJectxvea. E . .

%
~

,"<Context ’ , : . )

Independence ngh School was founded as a prxvete, non-profit
'itxve echool An 1971 ‘by a group of college 1nstructors, VISTA

The
f1'of the ctudentc«hae changed from predominantly whxte to
3 64! Blecku and -1u4 Hispanic, <

I
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The IHS is a fully accredited school program located in a
renovated three-story house in a predominantly Portuguese section of
the city. Like the CIP, it-is housed in a ‘separate facility apart
from the public high schools. Although the city in which IHS is
located is relatively small compared to three of the CIP sites, it
is still plagued by a high crime rate, high youth unemployment

(34-36%), and a high dropout rate (302 projected for the 1978-79

period).

®
v

Students

The lléf:kudents served by the IHS during the 1978-79 school
year ‘were quite similar to the CIP interns. Approximately half were
dropouts, and half were potential dropouts who attended the public
schools on an irregular basis, had records of truancy, and/or were

: poof academiz performers. The median age of the students was 16,

although students as young as 14 were erved by IHS. Approximately
502 of the IHS students had been involved in at least iminor scrapes

-with the law.

The IHS students apparently differed from the CIP interns in
only one important way. ~Approximately 172 were beginning ninth
graders and thus had not accumulated any credits toward graduation.
CIP interns, on the other hand, were-required to have earned half of
the credits required for graduation prior to their éentry into the
progtam. (This requirement, however, was not always hcnored--
especially when pressures to meet enrollment quotas became severe.)

@

Program Treatment

The treatmeut provided to -IHS students consisted of the three
major elements listed previously (instruction, social services, and
work experience) plus two essential supporting ingredients--assess-
ment- and climate. These five components correspond closely with

hose of the CIP. Like the CIF, the IHS program treatment- is
concerned with the "whole person" snd is not limited tc the stu-
dext's academic progress: Each student's physical, social, and
ological well-being are recognized as prerequisites of academic
success and thus &s legitimate ptogtamconcetnq'h

While the five IHS componénts are quite similar to the CIP's,
as is the overall "whole person” philosophy of the IHS, some activ-
ities are unique to the IHS. Notable among these are the paid work
experience, the alterration of students between school and work, and
the differential treatment of students based on their reading
ability. These and other unique features are discussed in greater
detail below.

] Instruction. The IHS instvuctional program consists of basic
aki{}s classes (reading, math, language arts, and social studies
classes), special interest and special skills classes (courses in

&5
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photography, street law, silk screening, music, graphic arts,

drama), life skills classes (classes in human sexuality, nutrition,

drug abuse, -and other health-related areas), recreational classes
. (bowling, karate, swimming, basketball), and work seminar classes.
) The basic skills classes are held daily in the morning while most

other classes are held in the afternoon. Students attend work
» . seminar classes during their two eight-webk work semesters.

’

i For instruction iw the basic skills, students are divided into
two groups on the basis of their reading ability. Team I students,
those with lower reading ability, receive much more individual
attention than Team II students. The Team I classes are smaller
(i.e., never more than 15 students compared with as many as 35
students in Team II), and teachers in these classes are more likely
to aesist one or two students at a time, rather than work with the
entire group. In both teams, teachers use a variety of locally

!

P S " developed and commercial materials, many of which are self-paced and
: "~ . _ have a workbook or worksheet format. As often as possible, students
L , “~also participate in cultural, historical, -educational, and recrea-
S tional trips related to their school experiences.

The special interest and Special Skills classes are one way in
-which the IHS program attempts to fuse academics with careers and
‘to provide courses of interest to the students. The classes are

" designed to-provide tradining that students find helpful as they
make their career choices. The types of classes offered change from -
one. semester to the next based on student interests. Arrangements
are made . for students to participate elsewhere (e.g., in another
alternative school) if a course of interest to them is not offered

: at- IHS.
!

The work seminar classes, comparable to the CIP's Career
Counseling Seminar (CCS) classes, are held weekly during the two
eight7weekf'work~experience sessions. Like the CCS classes, the
work seminar classes are a main mechanism by which world-of-work
attitudes and behaviors are taught. Students are trained in proper
interview behaviors, resume preparation, world-of-work behavior

. (attitudes and appearances), self-awareness, self-esteem, tax forms,

- sex discrimination, banking procedures, and career options and

occupations. Guest speakers, classroom presentations, films, and
trips are an intgral part of the work seminar classes,
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. Social services. As is the case with the CIP, the IHS social
services component provides individual counseling, group counseling
(primarily through the life skills and work seminar classes), career
orientation, legal aid, and family counseling. In both programs
home visits and family conferences (at home and at school) are also
held both on a regularly scheduled basis and as needed. In both
programs this counseling is provided in whatever areas a student
needs, including personal and family problems and progress in
school.
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~ _An' integral part of the social ‘'services program is its out-
redch, an element comparable to the CIP's follow-up of program
greduetel. Informat1on on jo bs, the GED test, employment and
tre1n1ng progrens, health, legal issues, and a ver1ety of referral
services. are provided to former students, graduates, and even
_the community at large., Unlike the CIP's formal one year follow-up
-thoigh, the IHS social services program has no formal mechanism. As
graduates come back to the school they inform IHS staff how they are
doiogoend ask for additional advice or help.

Work experience. A d1st1ngu1sh1ng feature of the IHS, when
"compared to the CIP, is its 'work experience component . L1ke the
CIP's: ‘Hands-On, the work experience program aims to provide each

- student with first-hand knowledge about jobs in his or her chosen
career f1e1d(e)‘ ' The IHS work experience component, however, is
nore elaborate than the CIP's Hands-On.  While Hands-On places

~ etudents on a Job site for a ‘week or two (without pay) the IHS work
exper1ence ‘program: pleces students in paying public or pr1vate
sector’ jobs related to their career choices for eight weeks at a
_time. This work experience provides students with skills in such
Jobs as: conltructlon, trades, sales, education, and social services.
. The-students receive pay (from IHS funds) for their work experience,
elong with academj edit.

. Throughout the work experience, the students' performances are
aonitored °
The IBS studente rece1ve direct «auperv1a1on and tra1n1ng from
end dur1ng the summer months -when the etudents work for half a day
eend ettend school the other haif,

g

Student .assessment . Students: receive formal assessments of
the1r current: status. and progress in the program at the middle and

end of eech of the “four. IHS sessions, much the same as the CIP's
uzddle .and end of eemester aesesepents. Like the CIP interns, the
IHS students ereseleo formelly asse8sed upon entry-into the program
_to :s1st in develop1ng individual learning programs to plan and
deterntne ‘their career interests so- jobs can be matched with their
choices. Informei Aassessment of the students occurs during meetings
between the Job developera, coungelors, and teachers held as needed.
Theae letter meet1nge are comparable to the CIP's disposition

\fhe 1ntern is ProV1ded. .

f etures of the IHs aeaesament progrmm d1st1ngu1sh it

Fxneltyyeen 1ntegrel par:t of the assessment is
Not only ‘must students demonstrate that the

ettend ce,. and work experience re-
but they muet 1150 show that concrete

valuated by the IHS job developer and the employers. .

\5§\\\\ conferencee attended by all steff so that a complete assessment of
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The requirements for graduation in the CIP are that students meet
the minimum number of credit, course, Hands-On, and attendance
criteria. s .

. Climate. Consonant with the IHS "whole person" approach is the
philosophy that students must experience a secure and unpressured
learning environment if learning is _to be revarding and exciting.

groupings -are kept small so that students consistently receive
special attention and positive reinforcement. There is no dress
code, and students are encouraged to get involved in such decision-
. making activities as selecting and evaluating courses, and serving
" on course-credit committees. .
These latter climate elements of the IHS are unlike those of
the CIP!s, where a dress code is enforced, where students are rarely
allowed to call~staff by their first names, and where students are
v rarely involved in program decision-making. Even so, the IHS
program closely approximates the balance between firmness and caring
« that also characterizes the CIP. Students are held accountable for
such behayviors as tardiness, truancy, and missed assignments in both
programs. ‘They are also encouraged to express themselves, to be

. irdividuals, and to be committed to their work. ‘

e ' Personnel
The organizational structure of the IHS program is auite
sinilar to the CIP's: The numbers and kinds of persomnel required,
the staff's ‘qualifications, and the roles they play in thé program

and duties, however, differences exist batween the two.

The IHS program staff consists of :28 members--22 full-time and
six part-time personnel. This staffing pattern provides the program
with low student-teacher and student-counselor ratios that are com-
parable to the CIP's 15 pupils to every teacher and 35 students to
every counselor.

The IHS staffing includes a director, instructional,
vocational-education, and social-services supervisors, instructors,
instructional aides, job developers, social workers, and support
staff (including a business manage§)4”“‘~

» Like the CIP, the IHS program seeks out staff who are moti-
vated and caring, and who can serve as role models for the students.
This latter qualification implies that they should be young, able to
command respect, and similar in ethnicity to the students. The
majority of the staff hold bachelors degrees (78%), are between the
ages of 23 and 30 (83%), and are Black (54%).

Thus staff at IHS.dre addressed by their first names, and the -

- are also quite similar. Along the dimensions of staff activities

i
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The qualifications and roles of the IHS director are 'quite
similar to those of the CIP director. Like thie CIP director, he or
. she is expected to hold an MA degree and have administrative experi-
‘ence (three years rather than five, however). He or she bears
primary responsibility for monitoring all phases of the school
program. In performing these functions the IHS director has some-
what more flex1b111ty than the CIP director, particularly with
respect to such activities as hiring staff, accrediting courses, and
establishing ' graduation requirements. As an independent school
without any LEA linkage., the IHS director is not required to hire
union staff or to receive course approval from the LEA. Also, the
IHS director can hire staff members who do not .meet LEA certifica-
tion requ1renents, but who have "quality" experience (e.g., prior
exper1ence with disadvantaged and alienated youths) The IHS
director is also not beholden to a "Yparent"” organization such as the
local 01C. This relationship, while beneficial in most respects,.
did limit the CIPs* directors' autonomy and, in some instances, was
counterproductive. ' . )

The qualifications of the IHS supervisors are not as high as
those epec1f1ed for the CIP supervisory staff. - The four years of
teach1ng experience, MA degree, and certification in two subject
.areas required of the CIP's instructional- supervisor, for example,
far exceed the minimum of a ‘BA degree and one year of administrative
experience specified for the IHS's instructional supervisor.
-S1mi1.rly, the three years of administrative exper1ence required of
the CIP's career counse11ng supervisor (whose-'role is subsumed- in
the IHS by two persons who also have other responsibilities) far
exceed those of the IHS social services and vocational education
aupervxlord vho need only one year of administrative experience.
De3p1te this apparent difference in qualifications, the respons1b11-
ities of the two staffs are h1gh1y similar. .

.~—A8 in the CIP, the IHS 1nstruct1onal supervisor.is charged with
. ml1nta1h1ng cooperative work1ng-relat1onsh1ps among staff members,
managing the instructional staff, and assisting teachers. The IHS
supervisor is also charged with such tasks as research, development
of materials, and master teaching which, in the CIP are tasks
undertaken by the curriculum resource speclalist.h

The tasks of the social services and the vocational education
supesvisors are similar to.the CIP's career counseling supervisor's.
In -addition to managing their respective departments, both -super-
visors must also maintain cooperative working relat1onsh1ps among
staff members. The vocat1ona1 education sdperv1sor is also charged

with managing the placement of students in part-time public- and

pr1vate~sector jobs throughout the year, a responsibility similar to
mlnag1ng obta1n1ng Hands-On placements in the CIP,

Unlike the CIP's criteria of two-to-three years exper1ence in a
related field, IHS basic skills instructors, social workers, and job
developers are required to have only one year of experience in a
youth<orientéd program, The special skills instructors need only a

-
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high school diplom: and experience teaching "a special gkill and
working with youth. The roles and responsibilivies of these staff
are quite similar, however, to the CIP's instructors, counselors,
and job developers. In addition to teaching youth with diverse
skills, instructors must also develop'and maintain positive rela-
tions with students and other staff, and provide extra remedial help
‘to students when needed. Social workers manage a caseload of 20 to

. 35 students and provide personal, academic, and career counseling,

as do the CIP counselors. Unlike the CIP counselors, however, IHS
social workers do not have. responsibility for recruiting students,
Job developers arrange part-time jobs for students, monitoring their
progress on the job, and acquaint students with the standard pro-
cedures and protocol associated with seeking employment, duties
similar to the CIP's career developers' role in arranging Hands~Ons,

The IHS fiscal manager takes on those fiscal responsibilities
that would be handled by the CIP's direc or as well as those per-
formed by the local OIC. He or she ha dles not only financial
records and purchase cfders, but also assists the director ir
organization and coordination of office procedures.

Recruitment

——

2\ The IHS program has a waiting list of over 100 eligible appli-
cants. The major soufces of referrals (approximatery 50%) have been
such social sgervice agencies as the Division of Youth and Family
Services. Some referrals have also come from counselors, social
workers, and principals at the senior and junior high schools all
over the city of Newark. Other applicants have been friends -and
relatives of current and .former IHS students. Finally, come stu-
dents have simply walked in. \

Unlike the CIP, tae IHS has not had to spend a great dealjof
effort designing and implementing recruitment strategies. Perhaps
the main reason for this difference is that the program has existed
for over eight years and has become well known in its city and
community. Another reason may be that the IHS has not had to depend
as heavily on the LEA for its referrals, as has the CIP. The
majority of ‘the referrals, in fact, have come from city and county
welfare boards, police and juvenile justice committces, probation
departments, and the courts.

Students referred to the IHS must be between 14 and 20 years
of age, residents of Newark, and from low-income families. Once
referred to the IHS they are interviewed by counselors who deter-
mine if the school program can effectively meet their needs. Stu-
dents must then obtain transcripts, undergo a medical examination,
and obtain a social security card. Before acceptance, students are
given a one- to four-week orientation to the IHS (the CIP's orienta-
tion lasts for one week) before being placed into the instructional
program,

50
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Facilities .,

»

Like the CIP, the IHS has office space for all its approxi-.
‘mately 10 non~teaching staff members, and a classroom for each
instructor. There is also a reading laboratory, a dark room, and a
woodworking shop. Also, like the CIP, it has lunch room facilities,
does not have its own recreational facilities, and must make use of

such community resources as the boys club. and YM-YWCA.
<

~
3

Funds . ' . ’ ' ‘ \\

The IHS budget, unlike the CIP's, is administered by the
director and the: fiscal manager, testt1cted only by contractual i
" -limitations imposed by the funding agencies. The availability of ;
funds for the program has been a continuing problem, however, and - A
some -program -activities such. as the work experience component have ‘\
occasionally been blocked by a lack of financial resources. Similar
‘problems were experienced, at times, in the CIP demonstration.

A problem experienced yearly by 1e IHS is the issue of re-
funding. Unlike the CIP duting the demonstration period, the IHS
-depends upon multiple agencies for funding. Dut1ng .the 1977-78
year, for example, it received funds from nine agencies including
the State Law Enforcement Plann1ng Agency and the Youth and Family
Setvxces Division.

»

(S

Relations with the Local Education Agency -

Since its- 1ncept1on, the IHS program has operdted nearly
independently of the LEA (though in recent years relationships have
begun to grow). While a closer .affiliation would be desirable,
there are a number of disincentives, including lack of enthusiasm
within the LEA for ptogtams developed cutside the system, pressures
from the iocal teachers’' union, and the absence of a legal mechanism
that allows the allocation of state educational funds to private, -
non-profit schools (Yourish, 1980). These barriers are not unlike
those experienced by the CIP demonstration sites,

The steps taken by the IHS to improve relationships have
included regular meetings with the Executive Superintendent of
‘Schools, the County Superintendent of Schools, and other representa-!

- tives of the schools to attempt to convince them of the value of the
program and to seek nonies for the future.” These meetings have not -
succéeded in obtaining funding. More importantly, the IHS has never
succeeded in convincing the LEA to grant academic credit for courses
taken at the IHS by students who. subsequently returned to the
regular high schools. On the other hand, student referrals from
counselors, social workers, and vice-principals have increased.



Relations with the Community

The placement of students in non-subsidized and subsidized jobs
depends on strong positive relationships .with the private and
public sectors. Like the CIP, the IHS makes use of @ community
advisory board (called -the Governing Board) to link the program to ‘
the community. Just as the CIP, which had to depend upon the
community ' for. placement of students in Hands-On experiences, the .
IHS found that developing positive relations with the community
was -not an easy task. Both programs found many employers initially
resistant because of prior negative experiences with other sub-
sidized OJT programs. According :to IHS staff members, significant
factors related to the program's succes: in placing students are the
frequent job-site visits, supervision, and follow-up provided by the

.job_developers, For the CIPs, monitoring of the Hands-On is also an / §

important factor related ‘to the placement of students, but site

. supervision is.not provided directly by the CIP staff, - L

Fe)

. Analyses of the IHS Evaluation Outcomes -

_ Measures. of effectiveness reported in the IHS 1978-79 and
1979-80 evaluations included -enrollment, --attendance, retention, -
graduation, and placemént scatistics. The program enrolled 1i0 and- — - —
‘107 :students respectively for the two years. Attendance figures

were reported at 79% or better in-school, in-class, and at the

Wiork sites. ' For the 1978-79 year, IHS was able to retain 75% of -'

its: students (retention data were not reported for the 1979-80
school term). The program graduated 16 students during the two-year
-period, all ,of whom were placed. in college, in jobs, or in an OJT
program, - : .

~ . Ve N
Enrollment ( )

- The enrollment objectives for the IHS progran during the 1978~
79 and 1979-80 school years were to admit 80 to 100 dropout and
potential dropout 'students between the age of 14 and 21, all of whom
were Newark Tresidents. With this number of participants--half
assigned to work, and half attending classes--the IHS is operating
at full capacity.

The IHS was able to .meet its enrollment objectives without any
difficalty. Several factors appear to be relevaut to this attain-
ment. First, the IHS receives reforrals from all of its funding
soutces (which. at one. time amounted to as meuy ‘as 10 agencies).
Thue the program does not depend upon the willingness and efficiency
of a few schools to provide referrals (as was the zase for the CIP),
or upon zealous recruiting activities by members of the program's
staff. Second, the enrollment of students in the Ii§ program is a
rather uncomplicated process and does not entail eitier testing or
formal review of transcripts to determine if students meet.the age,
minimum income, and residence requirements. The referral ‘agencies

-
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for the IHS conduct the preliminary screening and refer students
. only if the minimum requirements are met. Other factors include:

° enrollment in the program takes plaEe four times during each
. school year, thus allowing new students to fill the slots of
'students who dropped out of the program or were terminated;

‘e the program has operated in the comumty for over seven
years and has-a well established reputation;
<Q
> ‘ e the program's catchment area encompasses the entire city of
Newark; and -

e there are only a few competing alternative school programs.

The nature of the CIP demonstratidon and evaluation requirements
prevented it from having several of the enrollment=facilitating
features of the IHS: The demonstration did show, however, that as
cgtchment areas were expanded and as the CIP became better kmown in
the community, recruiting difficulties were markedly reduced. If
the sites receive adequate continuation funding, it is RMC's opinion
that the recruitment task would be reduced to manageable proportions
b and that the programa could obtain enough students to operate at
e ~fullncapaclty. —_—

Attendance ﬁ»\

The attendance objectives of the IHS were to maintain in-
school, class, and work-program attendance of 80X, For both years
(1978-79 and 1979-80), including.the summer wonths, the IHS program
'was able to meet its in-school and work-program attendance obJec-
tives. In-class attendance fell slightly short of the 80% criteria
for the 1978=79 school term (it was 79%), but reached 82% the

-~ following year. For both years, attendance was higher in the work

5 program (91% and 90% for the two school years) than in-class or
in-school attendance. Attendance did not decline during the summer
months, very possibly because of the work stipend.

Several factors appear related to the high attendance rate,
particularly that of the work-program. First, according to the IHS
evaluation report (Yourish, 1979), students who participate in work
ac ivities have been found to exhxbxt a higher degree of motivation
and responsibility than those who do not. Another factor may be
that studeants are frequently visited on the job site and are pro-
vided with follow-up support.

Another related factor is thought to be the structured but.very
informal school atmosphere that is encouraging and supportive, vet
demanding. One facet of this atmosphere, furthermore, is directly
related to attendance. Students not at school within the first half
hour are called at home and are urged to come. ' Transportation
subsidies are provided for those who are in need of it. Similar
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activities were called for in the CIP model--and probably would have
raigsed attendance rates--but were' never fully implemented because
the time that normally would have been available for them was
consumed by the more pressing need to recruit students.

As’ mentioned above, unlike the CIP, IHS attendance did not
decline during the siummer. This difference between programs is
attributed to the fact that, during the summer months, students work
for half of the day and attend classes the other half. To be paid, -
however, they must attend both the work program and the IHS classes.
In the CIP, a primary reason for the decline in summer school
attendance was thought to be the interns' neéd for summer employ-
ment. The opinion was frequently voiced by CIP staff members that
some sort of work program was needed to hﬁid students during the
summer. In line with this recommendation, the linkage of pay to
both.-school and work attendance would appear to be a useful policy
for the improvement of summer school attendance,

Retention - «

The IHS program does not have a clear-cut policy toward termi-
nating students., In general, every effort is made to_keep students
enrolled including, at the discretion of the staff, placing students
on leaves of absencé for pregnancies or other personal crises.

" The 1978-79 evaluation report indicates that the school re-
tained 83 (75%) of its 110 enrollees. (Retention data were not
repo..ed for the 107 enrollees of the 1979-80 school years.) The
majority of the retained youth had not dropped out of school but had
accumulated fewer than 15 of the 92 credits needed for graduation
(58%). The program was able to maintain more in-school youth than
out-of-school youth; though a significant number of former dropouts
were retained (during the 1978-79 year IHS retained 35 (60%) out of
58 former dropouts).

The most frequently cited reasons for termination reported by
the IHS administration were: administrative separation (30%) for
truancy, tardiness, unexcused absences, transfers to a GED program
(17%),. and employment (17%). This rank ordering was similar to that
observed at the CIP sites where attendance was stated &8 the primary
reason for student terminaticns followed second by employment,
followed by family care and returns to the high school. Unlike the
CIP, however, an unanticipated outcome of the program was the
voluntary termination of five students because they needed and were
offered (as a consequence of their participation in the work pro-
gram) full-time unsubsidized employment. Since one of ‘the goals
of the IHS program is to provide career-related employment oppor-
tunities for students, the five terminations were viewed as positive
program outcomes. Similarly, the placement of gtudents who were 20
&ears or older and found it difficult to attend.school, into GED
programs wéds. also viewed as a positive type of termination. As
indicated, five (17%) students terminated to attend GED programs.
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Graduation

To receive' a high school diploma from IHS, students must mot
only meet the credit and attendance requirements, they must also
meet the program's standard of ''readiness' for the world outside of
INS. Specifically, .they must have made concrete plans for entering

‘employment, college, an on-the-job training program, or the mili-

tary. This requirement is consonant with the aim of the program
not only to teach students the skills necessary to obtain meaningful
employment, bui to motxvate them to fulfill their career potential
. a8 well., .

During the 1978-79 and 1979-80 school years, the program was
able to graduate 16 (10%) of its 155 students; 8 students each year.
This number of graduations was lower, at least for the 1978-79 year,
than was ptOJected based on the number of entry credits. and the
, maximum number "of credits students could have earned. Of the 19
students that could have graduated 8 (42%) did so during the 1978~
"79 year. Two of the remaining potential graduates ccupleted their
lchoolxng about one and one-half years later. Four students re- '
mained in the program and had not graduated as of June, 1980. Jhree
others reached the age -of 21 and were -encouraged to eriter "a GED
program, which all three ‘did. Only two. of the potential graduates
terminated: one because of poor attendance and the other because his

family moved away. With respect to attrxtxon, these findings sug- .

gest that the IHS had a strong "holding power." On the other hand,
the program does not graduate students nearly.as rapidly as would be
expected on the basis of their entry credits. Several factors
.appear related to this situation.

One factor related to the finding that the IHS program needs a
longer amount of time to graduate students than expected (a fxndxng
that was also observed in at least two CIP sites--Sites B and C) is
the extent to which the IHS program provides a caring environment

““for its students. In the IHS, like in the CIP, the staff are

dedicated-~as is evidenced by the enormous amount of uncompensated
time they spend with students on program tasks beyond their already
long working hours (Yourish, 1979, p. 15). Though they are firm,
staff dv not give up on the students., This caring attitude must
make it difficult for students to break away from the "fumily"
relationships to which they have grown accustomed. Several CIP
interas mentioned a similar reluctance to depart from the program.

_ One obvious reason for delayed graduation is that simply com-
pleting attendance and credit requirements is not enough. IHS grad-
uates students only if they have made concrete plans for their post-
high-school careers. Of 13 students for whom June, 1980 graduations
were planned, 9 failed to meet that date becausé applications to
college had not been sent out, SAT's had not been taken, employment
had not been sought, resumes had not been completed, and similar
reasons. Other students failed to graduate on schedule because of
lateness to afhool, absences, and not enough credits, although these
reasons were almost always combined with indecisiveness regarding
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post-IHS plans. Thus, meeting the program's standard of "readiness"
for graduation appears difficult for many students. Without that
criterion” it seems. likely .that a larger number of students would
have been graduated. It is nct clear, however, that the IHS would
be able to meet its placement goals without withholding the diploma
until post-graduation plans were finalized.

S

’

J

Placement

. The ultimate goal ‘of the IHS program is to prepare all of its

career interests. Placement in a full-time job, college, an 0JT
program, the military, or some" other career training program de-
signed to enhance their career goals is a prerequisite for gradua-
‘tion., ° . - :

\ > E *

\- 0f the 16 students graduated during -the -1978-79 and 1979-80
school years, 8 chose to enter college, 5 others entered full-time-
‘employment, 'and the remaining -3 enrolléd in OJT programs., Those who
entered college or OJT progrdms had plans for such careers as
computer technology, dental: hygiene, electrical engineering, - and
home economy. Those who choie full-time employment entered such
careers as retail sales, marketing, and public service. ‘

Two factors appear related to the IHS-program's success in the
placemont of, all its students: its graduation policy and.its
provision of student work experiences related to their?careers.
:Like the CIP; the IHS staff members assist students in selecting
" colleges, preparing resumes, completing financial:aid ‘forms, and in
other ways intended to help them meet the graduation. placement
requirement. At the CIP, the intentions are similar, but the IHS
sanction of withholding the diploma until concreteé plans are made

appears to force students to také actions they might otherwise put
off, ‘ )

students to continue. their education or find jobs related to their

e



Lz s

-y, "’ N -
- LB .

- -

""" COMPARISON &:

. - KENSINGTON-EDISON YOUTH PROGRAM
. 'Philadelphia, Pennsylvania

- .
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Progrn Overv:.ew

‘rhe Kennnzton-Edioon Youth Progru (KEY) is>an LEA-operated
alternative school f.or economically disadvantaged youth bétween tke
ages of. 15 and 21 who: ‘have had trouble le’ornmg in the traditional
ochool onvxron-ent. ‘l’he progrn is a cocperative effort between two
high ochoolo-xennngtow :and. .Edison--that are attempting to reduce

. the lgigh rate of dropping out. The major goals of the KEY program
are to; xholp dropouts and potentul dropouts earn high school

5 . dipio.u :and- to. assist them in obtaining meaningful employment in
carooraheldr of thexr choxce. The program provides basic academic
okg.llo i-provmnt, counoehng, skills training, and placement. It

is. divided into three areas: academic instruction, counseling, and

. Gareer: proporauon. !very week students alternate between the KEY

«center. 4&nd ‘the lundolph Skills Center which provides the career~

- proporation co-ponent ‘of the program. The KEY program opei'otgs
during- the regulor ‘school year only. . !
: /

‘l‘he iuotructional program. is indxvxduohzed for each student,
but" mll- and lar;c-group inotrucuonal octhues also occur,
Studcnto take ‘courses. in the buic«'oubject oreu (reading, . math,
Bnghoh ocicneé, ond Alericon hiotory) ‘as well as -elective courses
(porenting oducation, human. ‘biology, urbon environment, and ‘ecol~
ogy). ‘Class ‘sizes :are kept small (12-20 students: per class) and
poroonolizpd lurning s e-phuized. ‘The -KEY progrom includes both,
individuol and’ group counoeling on personal and” academic matters.
Studento ‘are initially f.nterviewed by the KEY staff to determine
thoir acadenmic and. -céreer objecnveo. Inforlul sessions are held

. throughout tha year' to address the otud%nto peroon:l concerns,
mcluding nchool ‘ad justment problems; The. guxdance counselors at~
tne ‘skills center and thou at tlie students' home schools olgo
,provxde coumelmg servizes to otudento as_needed.

'I'he career pregorouon component consists of career counseling,
okillo troinmg m two or more related skills, and job placement
»ouiotonce. The* progran is dengned to pro\n.de students with job~-
opecific entry-level “skills, expériences in a variety of career ;
fioldo, and proper attitudes toward work. Students receive skills N
croim.ng in seven clusters: communications, construction, health :
services, manufacturing and maintenance, peroonal services, power
-echmico, and wvarehousing. They also receive intensive career:
counulmg to help theém make realistic career decisions.

"Ifhe KEY 1978-79 and 1979~80 evaluations reported data about the o
progru 8 success in enrollment, attendance, retention, and gradua-
txon. Tie program was able to operate at full capacity during the
wo-yur{ perlod and enrolled 160 students. Retention data from the ~ ’
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1979-80 year showed that of 80 students, 64 (80%) remained in the
program. Of these 64 students, 15 (232) graduated. School at-
tendance for the two years was reported at 68% and 76% respectively,

Attendance was rsported as"ﬁmproved“ for more than half the stu-
dents,

Aunalysis of KEY Componesats

2

: . ,The goals of both the KEY program and the CI are to enable
dxoadvantaged potential dropout students to earn their hig~ school
dlplomao and to help them obtain employment relevant' to their career
interests, The two programs offer academic courses, counseling, and
career education. One 1mportan' difference between them, however,
is that the KEY program provides students with JOb‘SpGlelc entry-
level skxlls .training, whereas the CIP provides students with two
two-week Hands-On experxencea dea1gned not ¢to teach entry-level

. .klll. ‘but -rather to give an overview of the work. in two career
‘“\\ fxeldo. Also, the KEY program ius an LEA-operated program whereas

’ the CIP is a CBO  operated, community-based program requiring strong
linkages thh the LEA. These and other features of the KEY project
ave described in detail below. -

’context

Thz KEY program is an outgrowth of the Penn Treaty-Edison_
Project, a dropout prevention program funded in 1971 under Txtle
VII1 of the Elementary and Secondary Education Act. That program's
goala were to reduce the dropcut rate and develop career awareness
in youth It originally operated as a separate career education
project for the all-boys Edison High School but was expanded a year
later to inclide the all-girls Kensington High School car: 'r educa-
‘tism’ component. These two separate boys and girls components were
¢onsolidated inté the KEY program in-1976 to maE}xQPe program co-
educational. .

JEN The KEY program operates as an annex to the Edison and Kensxng-
ton High Schools. It is_located off-gite in a renovated house in
Kensington, a factory d1str1ct two miles northeast of downtown

-..Philadelphia. . The area is the last of Philadelphia's low-income
white areas, . Like the areas where the CIPs are located, it is
affected by a "high crime rate and high dropout rate (EdlsOn High

o School has the highest dropout rate of all the schools in Phila-
delphxa) .

%

Sﬁudénts

The 160 students who attended KEY during the 1978-79 and 1979~
80 years were potential dropouts between the ages of 15 and 21, The
students were drawn from Kensington Girls High School and Edison
Boys High Schocl in approximately equal numbers. Approximately half




'y

- half wece potential dropouts.

. the CIP

were dr:pouts who had been out of school for at least a year and
The racial composition of the stu-
denté =as 60% white, 202 Black, and 20% Hispanic. Like the CIP

“intarng, many of the KEY students were poor attenders and low

acvhievers.,

Program Treatment
T

The KEY program has a number of feature3 which distinguish it
from the CIP. For example, it offers students skills training
whereas’ the CIP offers two two-week Hands-On career exposure exper~
iences. Also, the KEY program provzde? less group counseling than

The following .description provides the details of the KEY
program in comparison to the CIP. The description is organized
according to the three major KEY program areas listed earlier
,(1nttruct10nal counseling, and career preparation), plus two sup-
port1ng argas (clzmate and assessment).

" Instruction. The KEY ‘instructional program, like the CIP's,
provides studen.s, thh a pegsonallzed atmosphere. Both programs
offer individual 1nstnuct1on, small class sizes,'a variety of
mnte:1ala that appeal to\the students' interests, and basic skills
remediation. Also, in bqth programs, the math classes are com-
pletely individualized., KEY students, however, are assigned semi-
programmed materials while the CIP interns work with., learning
packets. In the reading clasges, students in both programs work on
self—paced ‘individualized materials like the Sullivan Adult Reading
Series which- are selected because. of their high interest level,
‘However, in other classes, zuch as American history, science,
English, and social studies, the instruction is more traditional.
The lecture approach is used along with small- and large-group
activities snd students work more with textbook and workbook mate-
rials, They are also assigned individual projects such as book

reports and journal writing, and participate in open discussions and -

role~playing activities. The only. clags using learning packets
similar in format to the CIP's>is the parénting education class
which is offered as an e1ect1ve. Field trips related to the stu-
dents co k are/gn -integral part of the KaY 1nstruct10na1

program As they are-in the CIP, .

Two dzstznguzehzng features of the KEY instructioral -program
are its back-to-basics orientation in instruction and its somewhat
traditional teaching - format. Careers ar: not incorporated into
the academic courses as they are in the CIP. With the exception
of some discussion cf careers in the parenting course, world-of-work
attitudes are not fused. into the academic courses. They are dis-
cussed, however, in the career preparation courses provided by
the Randolph Skills Center. In acdition, the KEY curriculum does
not include plaaaea in which students get the opportunity to voice
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their career-related concerns as they do in the CIP's Career Coun-
seling Seminars. For the most part, KEY students remain in their
"home" classrooms where they receive instruction in reading, math,
and social studies, .

‘s ': Career Preparation. A d1stmgu1shmg featgre of. the KEY «pro-
.gram is 'its 'skills ‘center component S}:udents glternete; between
"the Randolph- SKkills" Centér and the KEY center every week.. They
;are ‘encouraged to’ develop Job-spec1f1c entry-level competency in two
or more skills, Such trqmimg, course, hag; a .dififerent: focus

than {the _ELLx.iﬂagﬁs_bn expene:}g‘ey,;;xw\i{e‘rgt&;uqegtg‘ pend: up ~towtwo
veekszeadh ' af two* Job‘ sites. : The Rﬂdol,ghﬁk:,uq sCenter ‘offers
&reé‘rzt\f‘aﬁa‘ene%s“‘ care’é’z‘” guidance CAXGer. ;. J.mol\(gmenﬁw andy job

eng
i, a..“"’ WL 1
piacenertr'a"ﬁnstance. A’ "“ob]éc‘nve of the. center) iscto train

| o gy Bt .
. students fo}r entfilﬂe‘{?l ‘:"?‘3* ??ﬁgf?enﬁhfw uudentx spend op L0 LW e —
than t‘iio ¥ s + uwandolph skitls Cebler pters

we-eksThe-Randol ph‘Skills" Center off’ers geven ogccypational clusters
tgroups ofireélated trades) t o' 'wh 1kch stu, ents are asgignedsaccording
toatheir meerests "and © proéhvi’” g H*Students are generally as-
ngde&ccofone&*blhitei“’ ‘but’ theya‘a'zs’él r1“.“1:ee to explore all the occupa- A
tioncl areas in that clusl:er:..~ Forj examp‘;g,n placewentoin the; Peps I .
‘sonal iser:vil:elvc’hmt‘!:t'i \vouid Silow dents to., explore. the areasiof;
dommetology,:: foo"d&pfepatatmn Hn ‘ 1cgumg‘gg gpge]&menn,, ,care
afb the elderly;: hotel“‘dgrkm': and ‘iaw enfore emenhmglgggmgn; dn:the-
Goqstruction eclagfesT swoﬁ'fd u"ilo?zreexf:f af.mn 10f octhA, ¢areexs Pof-

carpenter; mpluuibeb""f eféctticmn, ntxmiso?‘err uxl_dmg superintendentqf
papet! h&ng\:t"pamtei'e"afia“&ecora {) “ o ehsld duove Topment, care
cosmefoin:v, fagd preps atiog AT tvice, Ctacement 1a the

of Vin adéﬁtlon to- exﬁ&sﬁte \q “car(egg&zfﬁﬁggﬁgh the: oceupationadt

c(lultera““studen‘ts‘ atl:endi JO \“p’f-eg atxoxbuc}.asses yperenr.p'*dpet,

aceltudes*toward"the worid: of~work\are developed They are taught

thepimportaince 6f”¥é§%1ef’attendance\and punctuality, how to follow

d1rect1ons, and how to be respons1b1e in, completing assigned taskss:

These &lasses dté c’omparabf 'to fthe“c‘u" s, daily 'CGS..classes. (Howrr

evér;ithe s job’ prﬂp‘aratlon classes a’re 'not team, Q:aught ‘by . counselors”

and “instfuct'orsy as“are ti'xe CC cl sses., e Fe :
Ehe a2 v e T i
mrdmeweareet’*gmdance‘aspect of the skills center is comparable

t&the CIP's career development planning act1v1ty where interns lay

out their career goals and become acquainted with options and

opportunities” ‘available for employment and continuing education.

Prior to entry into the program, the KEY student and his or her

parents meet with- the assistant program coordinator to discuss the

ptogtau -and the student's career interests, During the student's

stay. at KEY, periodic meetmgs are scheduled with the Skills Center

sttff .£o counsel each student in his or her chosen career area. The ,

student: is also prov1ded quarterly accounts of his or her progress. :

The expec:atmn is that upon completion of the program, the student

9111 Yeceive a certificate listing the various skills he or she has

mastered .

Srerh L X KIS ar
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Job placement is a final aspect of the career preparation com-
ponent of the KEY project. As part of the 3kills Center offerings,
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senior-year students who are interested in a cooperative work pro- A

gram are placed in part-time jobs., One important feature of the : \\\

o Randolph Skills Center is that it also helps students to meet the N
g’ , requirements for apprenticeship programs, \

group counseling on an informal basis as do the CIP interns. Unlike
“the CIP students, however, who are assigned to full-time CIP coun-
selors, the KEY students are counseled by their respective home-

- 1 Counseling., Students in the KEY program réceive individual and

5 high-school  counselors. Also, during their sessions-at the Randolph
Lo Skills Center,‘the KEY students receive both career guidance and
L placement services. .

An' important distinction between the KEY program's-counseling

.and that of the CIP is its intensiveress. While bo&n programs

, provide comparable job preparation counseling, the CIP's individual
e perlonal and academic counselxng and its group counseling are more
o 1nteno1ve.~“~Aa,~mentzoned interns in the CIP are scheduled for
1nd1v1dua1 bzveeLly conferenceswith—their counselors. Ind1v1dua1
~cooferenceo for the -KEY students are scheduled only upon.. the stu- -

denc'o inifiation and more often than not, during a crisis. Also, H

there are no da11y scheduled .group counseling sessions in the KEY

progran ‘as there -are in -the CIP (CCS). ‘ ,

. ‘A feature of the KEY counseling program that is gimilar to‘Ehat : i

. o of the CIP is the involvement of the KEY staff in conferences where )

s each “student's progress is reviewed., During weekly meetings, KEY

' staff review each student's progress and get a consensus from the

'group-.on add1:1ona1 activities or ways any problems are to be

. solved. These wnekly conferences cve like the CIP's disposition
5 conferences. :

Lo S E xS £

Assessment
= Students in the KEY program are assessed daily'on.an inforfial
B batis and receive formal assessments four times a year, as do the

CIP interns. . Also in both programs, the students are ‘assessed upon
R entry to determine their reading and math skill levels -so -the
T nececaety remedial assistance can be provided. They also receive
- " formal assessments at the Skills Centcr four times a year to coin-
) - ,»cxde with their KEY progress reports. <~

Pl -As is the case in'the CIP, the students' formal assessments

- vconoict of graded progress reports. The assessments, especially

) rthoue provided by the Skills Center, are based upon student academic -

. performance and attendance. One dxstxnguxshxng feature of the KEY ‘

o proJect, however, is that students are also issued quarcerly Activ-

o ity Progress Report which lists the tasks the student has started ‘
and/or completed during the quarter.

Climste. The KEY climate is quite similar to that of the CIP.
In both programs, the staff are concerned about the whole student,
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including both academic and personal problems. The staff also try
to provide an atmosphere that is caring, supportive, rewarding, and
unpressured, but that also encourages student responsibility. Both
programs have small class sizes which allow for a more personalized
and individualized atmosphere. Students are praised for good work
and are given much encouragement. The staff in both programs also
show the students that they care through such behaviors as calling
students at home when they are absent from school and disciplining
students for misbehaviors. 1In the KEY program, the staff even visit
the students at the Skills Center to see how they are doing and to
provide assistance with problems they may have. This is not unlike
the CIP where staff members are expected to visit the students
during their Hands-On experiences.

As in the case of the CIP, the KEY students are held account-
able for such behavio., as tardiness, attendance, smoking, using
drugs, fighting, and breaking the dress code rules. The account-
ability system used in the KEY program is much stricter, however.
For example,. letters are sent to the parents/guardians of those
KEY students who are absent three times. After six absences,
a parent interview is required to determine whether the student
should continue in the program. Sanctions for poor attendance
were generally more lenient in the CIP demonstration sites.

Personnel

The KEY program staff includes a part-time program coordinacor,
a full-time assistant program coordinator, six full-time certified
teachers, and one full-time administrative assistant. This staffing
pattern provides student-teacher ratios that are comparable to the
CIP's 15 pupils .to every teacher. The roles that these staff mem-
bers play in the program are quite similar to those of the CIP's
staff,

The most important criteriom used to select the staff is com-
mitment to helping youth. Like the CIP, the program also seeks
etaff who are caring and motivated and who are able to cormand
respect.” With the exception of the administrative assistant, all
of the staff hold bs.helor's or master's degrees and are certified
in at least one area. The typical staff member has between 15 and
20 years teaching and/or administrative experience, compared to the
CIP where the wajority of the staff have fewer than 10 years experi-
ence.

The KEY program is jointly administered by the program manager
and assistant program manager. The program manager spends half time
at the KEY and half time administering two other district alterna-
tive programs. He or she is responsible for monitoring all phases

"of the KEY program and serves as a liaison between the program and

the .district offices. This includes serving as liaison between KEY
and the Skills Center staff and lobbying for KEY funds.
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W o~ampr o~ rop

The assistant program manager is responsible for the internal
KEY program operations. He or she supervises the staff, administers
the budget, arranges students schedules, and in general manages the
overall operation of the program. The assistant program manager
also teaches, counsels students, develops curriculum, conducts the
intake, and assists the program manager in such tasks as repre-~
senting the project at school board and local meetings.

Many of the tasks performed by the program manager and assis-
tant program manager are like those performed by the CIP's director.
Similarly, the relationship that exists between the two KEY managers
is like that which exists betwcen the CIP's director and its local
0IC.- Just as the assistant program manager depends upon the program
manager to sponsor the program, build support for it, and act as an

- .intermediary between the program and the school board, the CIP

directc * depends upon its local OIC for these functions.

The KEY program-manager and assistant-program-manager Job
descriptions call for-more qualifications than the CIP director's,
While the CIP director is expected to have a master's degree and a
minimum of .two years experience, the KEY's assistant program manager
is expected to have these qual1‘1cat1ons plus certification in at
least two subject-matter areas. The program manager is expected to
have the equivalent of a master's degree in administration, and five
years administrative experience.

As mentioned above, the assistant program manager is expected
to teach, counsel, develop curriculum, and handle intake. Thase
tasks are comparable to those of the CIP's instructional supervisor,

. teachers, and counselors. A distinction, however, is that these

responsibilities do not require as much in-depth involvement in the
KEY program. For example, intake into the KEY program only requires
an interview with the student and his or her parents and the comple-
tion of certain release forms. Students are initially assessed by
their classroom teachers. 1In the CIP, intake entails not only an
interview but also achievement testing, initiation of a career
development plan, and an assessment of the number of credits re-
quired for graduation. It should also be noted that the assistant
program managér does not have regularly assigned classes as do the
CIP teachers. Finally, counseling is done on an informal basis and
during crisis occasions rather than on a biweekly basis, as is the
case with the CIP.

One important differencc between the KEY program managers and
the CIP directors is the amount of autonomy each has. Both programs
operate as independent high schools. The directors thus have sim-
ilar amounts of autonomy in such activities as hiring staff and
awarding academic credit. The KEY program managers, however, must
accept teachers from the LEA based on seniority and have little con-
trol over teacher selection. The CIP directors can only hire staff
members who meet LEA certification requirements. The directors/
managers of both programs also must obtain course approval from the
feeder schools.
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Teachers in both programs are responsible for the students'
entire instructional program. They counsel students on an informal
basis and develop and maintain positive relationships with students
and other staff. Unlike the CIP instructors, the KEY teachers are
not expected to make home visits (although they are expected to meet
with parents to discuss the students progress), nor are they ex-~
pected to coordinate ‘their instructional activities with other
teachers to the extent that is specified for the CIP.

] The qualifications of the KEY teaching staff are similar to
those of the CIP teachers. In both programs, the teachers are
expected to be certified or certifiable. Previous alternative-~
school experience is also desired by both programs. One distinction
between the teachers in the two programs, however, is that teachers,
in the CIP are selected because they can serve as role models for
the youths. Thus, CIP teachers are young. able to command respect,
and ethnically similar to the interns. Because of their union
affiliations, KEY program staff cannot be selected for these char-
acteristics, -

Recruitment °

Approximately half the students referred to the KEY program are
dropouts and half are potential dropouts. Most of the program's
referrals (approximately 75%) come from current or former KEY stu-
dents. ' Referrals also come from counseling and administrative staff
members at the two high schools. The third source of referrals is
lists of dropouts received from the Kensington and Edison High
Schools and from community persons. Approximately 104 of the stu-
dents are recruited through dropout lists. An additional 154 are
recruited through the high schools' staff referrals.

- Intake into the KEY program occurs from September through
January until the progrdm has acquired 80 students. To enter the
program students must be between the ages of 15 and 21, must be
dropduts or potential dropouts, and wust be residents of the
Kensington-Edison attendance area.

Facilities

The KEY project has office space for its program manager and
assistant program manager and for each of its six teaching staff
members. It does not have lunch room facilities, since the students
are dismissed from school at 1:30 each day. To conduct its recrea—-
tional program, the KEY program, like the CIP, must make use of the
community resources. Recreational activities take place at a nearby
community playground. c
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Funds

Unlike the CIP's budget, which is administered by the director
in conjunction with the local OIC, the KEY budget is administered by
the assistant program manager who is restricted only by the budget
limitations imposed-by the school district's -general fund. Material
orders are also handled directly by the assistant program manager
who solicits the teachers' needs for new books, equipment, and other
materials each year. Supplies for the project are received from the
Kensington and Edison High Schools. The program manager handles
requests ,or and receipts of these supplies.

Except for the KEY project's first year of funding, which was
provided by Title VIII federal monies, the project has received
money from the school district's general fund. The program manager
must lobby for funds each year since the district has 32 such
alternative programs,

Relations with the Local Education Agency

The KEY program is an annex to the Kensington and Edison High
Schools and, as such, must coordinate its activities with these two
schools. Like the CIP, the KEY program depends upon the high
schools for student referrals, and for the award of course credit
towards graduation. Like, the CIP, KEY studerts receive diplomas
from the feeder schools rather than from the program itself. KEY
-students. are also referred back to their respective high schools for
counseling services as needed. Both programs receive in-kind sup-
port such as student food services (breakfast for KEY students and
lunch for CIP students) and transportation services. The KEY pro-
gram is also dependent on its feeder schools for office supplies.

In addition to coordinating its activities with the Kensington
and Edison High Schools, the KEY staff must maintain close rela-
tionships with the Randolph Skills Center staff and school board
personnel. The KEY program is dependent upon the Skills Center
primarily for student scheduling, maintaining student records, and
for monitoring the students progress. Weekly visits are made to the
Skills Center to assist students with problems and to let them know
that the project staff are interested in their performance.

Relations with the Community

The placement of KEY graduates is dependent upon strong posi-
tive reiationships” with the business community. For this reason,
the Skills Center advisory board includes community and business

“persons, The staff at the KEY program also attend community meet-
ings to share details about the KEY program with interested persons.
Contacts ate also made with community resource persons who are able
to provide such ancillary services as family counseling and legal
services,
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Parent involvement is an integral part of both the KEY program
and the CIP. 1In the two programs, parents are invited in for open
house events and discussions on the student's progress. Both pro-
grams also contact parents when students are absent. In the KEY

program, however, parents are contacted daily until the student
returns to school,

Analysis of the KEY Program Evaluation Qutcomes

The 1978~79 and 1979-80 KEY evaluation reports included meas-
ures of effectiveness in enrollment, attendance, retention, and
graduation. The program enrolled 80 students each year, Of the 80
students enrolled during the 1979-80 year, 64 (80%) remained in the
program, Fifteen of the 64 earned their high school diplomas.
Attendance was reported at 68% and 76% for the two years respec-

tively. Attendance improvement was noted for more than 50% of the
students in each of the two years.

Enrol lment

The KEY enrollm:nt objectives for the 1978-79 and 1979-80
schcol years were to admit 80 students between the ages of 15 and
21 who were all residents of the Kensington-Edison attendance area.
With this number of students the program would be operating at full
capacity. The program met this enrollment objective both years.
Also, each year it had a waiting list of over 20 eligible students,

Several factors are thought to be related to the KEY program's
ability to meet its enrollment objectives, First, the project is an
annex to the Kensington and Edison schools which have very high
dropout rates. The program staff estimated that over 500 youths had

dropped out from these schools, a sizeable pool of students from
which to recruit, :

A second related factor is_the visibility of the KEY program in
the community. According to KEY staff more than 75% of the enrol-
lees weie referred to the program by current or former KEY students.
Also, the KEY program evolved from a former dropout prevention
program, the Penn Treaty-Edison Program, which had existed for five
years. The long-standing reputation of this program in the Kensing-
ton community and KEY's incorporatioa of many of the Penn Treaty-
Edison components have helped to establish KEY in the community,

The KEY program is able to maintain a substantial list of
eligible candidates but has experienced difficulty in. keeping the
candidates interested in the pProgram. One reason is that the wait-
ing period for entry into the program is anywhere from six months
to a year, In that length of time the students find erployment or
make alternative plans. This experience is similar to that of the
CIP where long periods of uncertainty between initial application
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to the program and ultimate admission to it led wany potentxal
students to take alternative courses of action.

Attendance

Retention //////

“

The attendance objective of the KEY program for the two-year
period considered here was to improve the attendance of more than
502 of the participants. It exceeded that standard in both years.
Of the 61 and 51 students for whom attendance data were reported,

.43 {70%) and 37 (73%) respectively improved their attendance while

atteadance remained the same for 21 of the remaining 32 students.
The average daily attendance rate for the two years was 68% and 76%.

Two factors are thought to be related to the KEY program's
success in meeting its attendance objective. One factor is the
caring attitudes that the KEY stafi portray through activities such
as following up on absent students daily, and visiting them at the
Skills Center to provide support and to assist them with any prob-
lems they may have. It was expected that the CIP staff would pro-
vide a similar daily follow-up on students who were absent. Un-
fortunately, time constraints and the priority given to other tasks,
such as recruiting, prevented them from consxstently conducting such
activities.,,

The second factor thought to be related to the KEY program's
high attendance is the firm policy of its Skills Center regarding
unexcused absences. Parents or guardians of students who are absent
three times receive letters reminding them of the school's policy.
The .parents are called in for an interview after six absences, at
which time a decision is made as to whether or not the student is
benefxttxng from the program and whether or not his or her partici-
pation should contxnue. Students terminated from the Skills Center
for poor attendance are simultaneously terminated from the KEY
project.

The KEY termination policy, like that of the CIP, 'e/de;;;ned
to keep students in the program for as long as is possible. For
example, although students are automatically susperided (for a few
days) for such misbehaviors as smoking, using -drugs, or carrying

weapons, they are allowed to return to school after a conference

has been held with their parents. ALsof/while poor attendance at
the Skills Center is a cduse for dismissal, poor attendance at the
KEY center' does not generally result in the termination of the
student. The only sanction that:-pour attendance carries is the
possibility of course failure, although students in the KEY program
are not failed if they complete "the required work. This latter
policy is different from the CIP's policy where 70% attendance is a

requirement for passing a course.
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The KEY program retained 64 (80%) of the 80 students enrolled
during the 1979~80 year. The majority of these students were
second- and third-year partxcipants. .

One factor thought to be related to the KEY program 8 high

. retention rate is its early dismissal hour (students are dismissed
at 1:30 p.m.) which allows students to hold part-time jobs while
attending school. Although the most frequently cited reason for the
KEY program terminations was to accept employment, fewer students
left for this reason than was expected. (It was estimated that over
half the KEY students needed work while attending school.) There
was a similar need for part-time jobs among the CIP siudents. The
longer school day, however, made f1nd1ng suitable embloyment sub-
stantially more difficult. This is thought to be a major factor
contributing to the CIP's lower retention rate. '

Other factors thought related to the KEY program's ability to
. retain a high proportion of students are:

e the' caring attitude shown by,staff who call students when
they are absent and who provide students with a lot of
individual attention; and

.4
e the absence of rigid termination policies that make it pos-
. sible for students to pass coursework on the basis of their
accomplishment of the work rather than on the basis of
~ attendance.

Graduation

The KEY program's requirements for obtaxn1ng a regular high
school dzploma are that students complete the required number of
courses in the required content areas, Since the program is not

scelerated, "students may take as long as three years ,to earn
* their diplomas.

The goal of the KEY program is to graduate at least 50% of the.
eligible students. During the }1979~80 year, 16 students had
achieved twelfth-grade status. Of these 16 students, 15 (94%) grud-
uated. Twelve (80%) of these: graduates were enrolled for more taan
two years before completing the KEY program. Their average age at
graduation was 18.€.

-
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COMPARISON 5:

URBAN LEAGUE STREET ACADEMY
- + New Orleans, Louisiana

< Program Overview ' v

The 'Urban League Street Academy (ULSA) is a community-based
alternative high school for economically disadvantaged persons aged

* 16-60, virtually all of whom have been out of school for a year or
. longer. Approximately 802 of the students are between the ages of
. 16 and 21, The program is operated by the Urban League of Greater

New Orleans, but receives extensive in-kind support from the New
Orleans Parish .School Board. The primary objectives of the ULSA
- program are to enable students to earn a GED and an ULSA diploma,

- and-to assist them in obtaining meaningful employment. (Note: the
ULSA d1ploma is not equivalent to a high school diploma or a GED.

It: is a certificate of completion. To obtain that certificate,
'however, students must havé demonstrated reading, math, and language
_profx;xency at the 10th grade level on a standardxzed achievement

test

> 1

The program is divided into three basic areas: instruction,
career educarion, and counseling. Students receive instruction in
Basio ‘academics, individual and grovp counseling, career awarenass :
,exper1ences, stxpends, job referraln and day-care services. The i
,regular school year is d1v1ded .into fxve nine-week sessions (called
l:quxnnestera) and students attend classes for half a day only. They
‘participate "in counseling’ ‘activities in the afternoon 1f they

5choose. ' ‘ 0
- \

The 1nstructxona1 program provides training in basic readxng, W g
math, Engllsh science, and social studies, Students are grouped
into- ¢classes of no more than 20 \per -teacher. Throughout the half
day they rotate from one class to another just as in a traditional

_hxgh school., They participate in individual, small group, ‘and large
group activxtxea. xhe core materxals -used are GED materials, text-
.books, and referenCe books. Readxvg, English, and math classes are -

. held 4in the commun1ca,1ons apptecxatxon laboratory. The core cur- 4

_riculum for these classes consists of individe-1, self-paced audio- :
visual mater1als. In all the classes, mastery learning is empha-
sxzed \

The career educatxon program consists of career counseling
clasoes, career day seminars, and job readiness activities that help
-students nake. the ‘transition to the world of work. Students se- .
lected for the Urb&n League s Career Awareness Education Program )
(CA!P) -attend classes’ in career communications, career math, and L
. careerycounselxng in addition to their regular basic skills classes. :
) f*These students also participate in two or three on-site work ex-
- periences where they learn about occupations related to their
A_qa:egg\xnrerests. The rest of the ULSA students participate in two
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or three career-day seminars and exhibitions held during the course
of the year. They also attend the ULSA career counseling seminar
class once a week and receive career counseling from the ULSA coun-
selors and the ULSA Postsecondary Resources Training Center staff.
The latter also assist them with college and career reference
materials.

The counseling program consists of intake, individual, group,
and family counseling, and such supportive services as job referrals
and referrals to'child care and health care agencies. The students
meet regularly with thdir selected advisors and counselors to dis-
cuss personal and academic concerns. Lunch hours, study periods,
and after school hours are spent in seminars, rap sessions, or study
sessions. These group meetings are designed to facilitate the stu-
dents' development of high self-esteem and self-confidence.

The ULSA 978-79 and 1979-80 evaluation reports include data on
enrollment, Ittendance, retention, graduation, and placement. Over
the two-year period, the program enrolled 174 students between the
ages of 16 and 21. Of the 174 students, 154 (89%) were retained by
the program. The program graduated 61 (35%), 22 (36%) of whom
earned a GED diploma. Follow-up data reported on the 22 GED grad-
uates indicated that 17 (78%) of them entered either part-time or
full-time employment, enlisted in the military, or entsred college
or an OJT program.

Analysis of ULSA Components

The ULSA and CIP projects have similar goals, serve similar
youth, and provide similar services (counseling, career education,
academic instruction). The two programs, however, have a number of
features which c¢learly distinguish them from one another. For
example, while both programs operate under the auspices of a
community-based organization (the Urban League and OIC respec-

tively), cnly the ULSA gives stipends for attending career-related

activities and provides a day care center. The CIP, on the other
hand, provides biweekly individual counseléng and Hands-On work
experiences,

<t

Context and Objectives

The ULSA project was originated by the Urban League of Greater
New Orleans to combat the high dropout rate among youth, partic-
ularly minority youth, and to enhance their employability by pro-
viding an alternative education. At the time of. the original
funding the. dropout rate among local youths was reported at 19.5%,
compared with an average of 6% among the nation's 50 largest
cities (Glapion, 1978).
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‘A grant to set up the Street Academy was awarded to the Urban
League in 1972 by the Office of Economic Opportunity. Subsequent
funding came from the Department of Health, Education, and Welfare,
under the Emergency School Aid Act (ESAA). The ULSA was founded
that year’ in a storefront building. It has grown from 125 to 180
students per year. The program is now located in the heart of New
Orleans adjacent to one of the city's largest public housing units.

Students

The 174 youth served by the ULSA program during the 1978-79

and 1979-80 school years were similar to the CIP interns. The stu-
dents were predominantly Black (99% Black in the ULSA) and between
the ages of 16 and 21. (The ULSA program also served students up to
age 60, but 80X of its participants were between the ages of 16 and
21.) Approximately 50% of the ULSA students had been involved in
minor scrapes with the law.
’ The ULSA students differed from the CIP interns in one impor-
tant wey. All the ULSA students had been ¢ut of high school for at
least a year, compared with the CIP where half the interns were
dropouts and half were potential dropouts. Only 302 of the ULSA
students had completed grade 10, while 50% of the CIP interns had
accumulated half of the credits they needed for graduation.-

Program Treatment

Students attending the ULSA program proceed through these
phases. Phase I--the Street Academy--is like the CIP's Phase I in
which students are diagnosed to detzrmine their appropriate place-
ments in English, math, and other subject areas. Unlike the CIP
interns, who also participate in Career Counseling Seminar (CCS)
classes to learn more about their chosen careers arnd tle world-of-
work behaviors during Phase I, the ULSA students undergo a series of
group counseling sessions designed to facilitate ‘their development
of high seli-esteem and positive self-concepts.

In ?hase II--the Academy of Transition--the ULSA students
continue to develop basic skills in the academic areas, but they
_also. participate in more sophisticated elective and mini-courses
(gither'than remedial courses. Also in Phase II, students engage in
pre-vocational activities that irclude actual work experiences, car-
eer seminars, and other world-of-work focused activities. This
,aspect of Phese II is comparable to the CIP's Phase I Career Coun-

' seling Seminar and Phase II Hands-On placements.

The final phase of the ULSA program--the Academy of the
Future--is comparable to the CIP's Phase III in which interns
complete the coursework required to earn their diplomas and make
concrete post~graduation plans, In the ULSA, GED preparation,
college preparation, and post-graduate plans are emphasized.
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T . Throughout all three phases of the ULSA program, the staff are
© ¢ 7 __concerned with the "whole_person," justmas_the_CIP‘s~sca£F are. The

w77 "details -of the three phases of the ULSA program's treatment are
P dxscussed below. ’

S “Instrﬁétion. The ULSA instructional program consxsts of basic
< . 8kills classes (read1ng, math, Euglish), mini-course ciasses, and

electxve classes, many of which are designed to build positive
s self-xuages ‘(Black studxes, ‘drama, ethnic studies). Students attend
L gch,class £wo, of .three days of the week and during the morrings
o on v. Tﬁe classes are generally .held for nine weeks. No more than
j 20 *tudents are assxgned“to any nne class.

-

) -

Studentu are admxnxstered dxagnost1c tests upon their entry
“,‘program. On 'the basis of the test results; they are
{ ,' tbup& and are wcheduled to attend classes in
,.and Bnglxeh wlth,thexr assxgned group. The primary
d'1n these classeé*xs based ‘upon Benjamin Bloom's theory
N Y Tbe students are -evaluated on their mastery
ﬁillsaobJectxves.

*Dutxng Phasea II'and IIT of the instructionai program, stﬁdents
e, at“leest two electzve courses (bas1c science, ethnic studies,
‘“ﬁology, fore;ga anguage) “ahd, at "least three mini-courses
rid: craﬁes, typxng, ‘human sexualxty, family life, physical

,“q sewxng, conaumer educa;xon, horticulture, sickle
X .The electzve'courses are held two »r three times a
The- week ly mgnx-courses, which arz raught by eommunxty re~
ns, are deslgned to- match the ctade 'ts' interests.

ce J w1de varxéty of activities in their
the readxng,.Engllsh and math classes which
'fcommunzcatxons appreciation laboratory, stu-
ily uith’ individual, . seFf~paced ‘audio-visual mate-
zncludzng‘fxlmstclp,§ OJector« calculators, record players,
2 écordersw v1de ‘cassetce tapea, and video tape cameras. Inf
1ec§1ve an& nxn1~courses they partxﬂxpate in small and large
’v ctzvxtzen, sémxnars, f1eld ctrxps, penel discussions; and
1 4Phase I1 of the -progranm, many of the act1v1t1ea are’
téught and -are centered around such units.of study as man and

; ulture,»men ‘nd communa cations, and men and. his economics.,

\gf,iw*&eek the- qtugents partrcxpaxe in cultural, historical,
G Al cpdl o1 recrcgi;on 1 tripz reldted to their school .experi-
D ng'Phase°I§I, the corewmater'als used are GED materxals.

. , ‘.J N ;e

iﬁhygeq qgg actxvztxe' n the ULSA's instructional

arto 1 . CIP} In the case of the CIP,

progtam is more individualized (through
) -and is “fuz d" with 4 career focus.

-

kS e g
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Thc ULSA ca:eer educatxon program i8 organ-

nto-two' parts.” [Approxxmately 3; tudents .are selected (on the
“of ge atCepgggcg) toa

plttlc pate in th¢ Urban League 8
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--*———————parCtCtpate in the-ULSA career educatlondg;ogram

Career Education Awareness Program (CAEP). The rest of the students

In the CAEP, students participate in career communications,
career math, and career counseling classes which are held once or
twice a week. They participate in mock job interview sessions and
learn to use the daily newspaper classified ads, employment agen-
cies, and .personal contacts to find jobs. The students also take
field visits to nearby businesses and participate in two or three
job-cite observations related to their chosen careers. These latter
job-site observations are comparable to the CIP's Hands-On exper-
iences. Students in the ULSA spend as much as a week at each of two
or three job sites to learn more about the job. They are paid

- stipends provided by the CAEP funds (based upon their attendance at

A

the job observation sites and in other CAEP activities), while the
CIP interns are not paid for their Hands-On experiences.

Students participating in the ULSA career education program
attend a job preparation course where they learn such world-of-work
activities as completing ‘job applications, resume preparation,
interview behsviors, and world-of-work attitudes. In addition, they
participate .in . two career-day seminars where they can hold mock
interviews with local businessmen, professionals, and skilled
laborers in careers of interest to them. Job seminar sessions are
also held throughont the year. At these sessions community persons
describe the local job market and advise students on the training
needed for various careers.

The ULSA Business Studies Program (BSP) is an integral part of
the career education program. The BSP classes are offered to all
students who are interested in clerical jobs. Courses are offered
in basic .typing, shorthand, business communications, and records

‘management. Business Studies Certificates are awarded to students

completing the program ‘and the Urban League Placement Office helps
them locate jobs. The CIP does not offer such a program, altnough
it does provide typing classes.

The career education classes held' in the CAEP and ULSA are
comparable “to the CIP's CCS classes, although the ULSA classes are
held less often and have more of a counzeling than a career-
knowledge focus.. In both programs, guest speakers, films, and trips
are integral parts of the career classes and seminars.

I
. Counseling, The ULSA counseling program consists of intake,
and. 1nd1vzaua1 group, and family counseling segsions; sécial
serv1ces, and outreach activities. * As in the CIP, intake consists
of d1agnost1c test1ng aad program orientation. In the two programs
scudents are given diagnostic tests upon entry so*decisions can be
made regardxng their class and course assiguments. Also in both

. programs, students are scheduled for an initial individual coun-
-8eling session where they discuss both personal and academic prob-

lems . ‘dnd their career goals. In the CIP, however, .students are

L v s
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scheduled. for subseéueht individual counseling on a biweekly basis

—

In both the ULSA and the CIP, g;puﬁ/:oungeling sessions are
held where students participate in - role playing, rap sessions,
seminars, and problem solving activities. One distinction between
the two programs, however, is the ULSA's more explicit emphasis on
the development of high self-esteem and self-confidence. In the
ULSA, Phase I of the counseling program is devoted almost entirely
to improving the students' self-concept and self-confidence.
Studerits are assigned to interaction groups consisting of no more
than 10 persons., In those groups, self-disclosure -activities,
directed and open discussion, motivational dialogues, games, films,
slides, tapes, and other materials and techniques designed to im-
prove human relations, self-concepts, and self-confidence are used.

. The ULSA social services and outreach programs are quite sim<
ilar to those of the CIP. In both programs students are assisted in
obtaining employment, entering college, or entuiing an 0JT program.
The two programs make extensive use of their ccmmunity based organi-
zations to place students in OJT programs. They also refer students

to legal and health care agencies when needed, and represent stu-
dents in court. i

One “important difference between the ULSA and CIP programs is
that the ULSA students receive day care services free of charge,
whereas the CIP interns do not receive such services. As is dis-
cussed below under LEA regulations, these services are provided by
the LEA and are designed to encourage higher attendance among stu-
dents with young children. For several CIP sites, a lack of child
care service was cited as having preveated students from atterding
the program. In fact,. for three CIP sites, child care’was the third"
most [frequently cited reason (out of 10 given responses) for drop-~
ping out of the CIP. . B

Student assessment. Student assessment in the ULSA program is
an ongoing process, as it is in the CIP. In both programs, there
are also specific points at which students receive formal assess-
ments., In the ULSA program, students sre formally assessed at. the
end of each quinmester (nine-week period) while in the CIP, formal
assessments occur a' 1e middle and end of each semester. In both
programs, tle students are also assessed at the tiwe ~ of entry,
primarily to determine their academic needs.

informal assessment of ULSA students occurs not only in _the
classrooms, but also during the weekly staff meetings held with
counselors and instructors. These meetings are comparable to the
CIP's weekly disposition conferences where all staff members par-
ticipate in discussions regarding each student's progress in the
program. ’ )

The ULSA assessment proerram differs from that of the CIP in
that it uses written evalaz..ons rather than grades and has 2 "no

rather_than as needed.ahd[ormdesired,~as-in—&he—ULSA«program_ﬂ——~'——— -
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failure" policy. Unlike the CIP, the p:ogram is not required to.

meet LEA course credit requirements since it is a GED ‘program.
Therifere, it attempts to build student self-confidence and encour-
ages them to attain their full potentisl without the threat of a
grading system.

ULSA climate. The philosophy of the ULSA program is that a
positive sense of self-worth has a "favorable influence upon one's
ability to function in the learning environment" (Glapion, 1978).
Interpersonal relations between students and teachers are stressed
as an essential factor in building the student's self-esteem.
Individual and group counseling sessions which provide individual
positive reinforcement and encouragement are held frequently, where
peer tutoring and peer support 1s also encouraged, as is the devel-
opment of individual responsibility and accountability.

The ULSA's climate is similar to that of the CIP. In both
programs, the staff members try to provide a supportive, rewarding,
and unpressured atmosphere. Rap se881ons, seminars, field trips,
and similar activities are held to encourage greater interaction
between teachers and students and amopg students themselves. Also,
since both programs emphasize the "whole person' concept, teachers

. and counselors deal with the student's personal concerns as well as

§cademib and career concerns.

Finally, both the ULSA and CIP encourage student- responsibility
and are firm with students. Students are held accountable for their
course of study and for pursuing their career choice plans. Neither
program allows students to wear hats in school and both discourage
students from addressing staff members by their first names. In the
CIP program, however, students are sanctioned for violations of the
dress code, whereas in the ULSA program, they are ‘not.

N —— _—

Personnel e

A major Jistinction between the ULSA program and the CIP is
thdt the forier is a GED preparation program and the latter is a
high~s:hool~diploma-awarding program. Since GED preparation re-
quires only about five months compared to the one and a half or two
years most students need to complete a regular high schesl diploma,
student turnover is higher at the TLSA than at the CiP. Also, a
smal}er staff can operate tk:2 ULSA than the CIP since there are
fewer. students on~site at any given time. Thus, the ULSA program
does not need full~time counseling and instructional supervisors
nor does it hire a full-time curriculum resource specialist. Since
the Urban League's CAEP staff take responsibility for placing stu-
dents in work experiences, th: ULSA prozram also has no requirement
for a job developer.

7

' “The ULSA starf cousists of 14 full-time personnel compa.ed to

the ¢IP's 22. . The program employs a d1rector, a coordinator of
student affairs/counselor (comparable to the CIP!s director ‘designee
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and counseling supervisor), eight teachers (two each in reading,
math, and English, ‘@fd”_one.each in science and social studies), two
counselors, and two administrative staff members. With this
staffing pattern the ULSA class sizes and student-counselor ratios
are kept small (no more than 20 students per teacher and approxi-
mately 35 students per counselor).

. The major criteria used to select the ULSA staff are a genuine
concern for people and a commitment to helping youth. These are
also important considerations in hiring CIP staff. Thus, both pro-
grams hire personnel who are motivated and caring. Unlike the cip,
however, the ULSA does not purposefully seek out staff who can serve
as role models for the students. The present ULSA staff as de-
scribed by the director is "a melting pot of persons of different
races, religions, backgrounds, ages, philosophies, and ambitions"
(Glapion, 1979). -

Like the CIP's director, the ULSA director is expected to have
a master's degree and several years experience in the administration
Iénd supervision of educational programs. In both programs the
directors must possess strong leadership qualities. They are re-
sponsible for al! phases »f the program's operation, including the

maintenance of linkages with the LEA and community organizaticas.

Also, both directors report to their parent organizations (The Urban

' ‘League and OIC respectively). The ULSA director has more autonomy
than the CIP director, particularly in the hiring of staff and
establishing graduation requirements.

The ULSA coordinator of student affairs/counselor assists the
director, supervises the counselors, counsels students, and main-
tains contact with neighboring schools, the LEA, and with community
organizations and agencies. As mentioned, this position combines
the roles of the CIP's counseling supervisor and director designee
positions., The qualifications required of the ULSA coordinator of
-student affairs/counselor are not as high, however, as those spe-
cified for the CIP' supervisors. Instead of four years teaching, a

“master's degree, and three years administrative experience, the ULSA
" coordinator/=ounselor is only required to have a master's degree in
counseling. This person must also be willing, like the CIP's super-
visors and designee, to work beyond normal expectations (Glapion,
1979).
!

The tasks of the ULSA instiructors are quite similar to those

-of the CIP's instructore, In both programs, the instructors are
responsible for the students' entire instructional program and for
counseling students (or an informal basis) on personal, social,
educational, and emotional problems. In addition to teaching stu-
dents in their major discipline, instructors in both ‘programs must
also teach in other areas as the need arises (especﬂally fur sub-
stitute teaching). 1In the case of the ULs. .teschers/, the expecta-

. tion is that they plan and cornduct 2 least one mini-course (e.s.,
courses in consumer education, horticulture, human growth -~nd
development, everyday law) in an ares that is not necessarily their
major discipline,

|
|
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Although the tasks of the ULSA and CIP instructors .are highly
- gimilar, their required qualifications are not. The_ two programs
require that the instructional staff be willing to work beyond the
normal expectations and be genuinely devoted to helping youth. But,
college degrees and certification are not required for the ULSA
program (although they are preferred) as they are for the CIP. 1In
the CIP demonstration, certification qualifications were temporarily
waived for several of the instructional staff having other qual-
ifications, but eventually everyone had to meet ‘the“LEA certifica-
tion requirements. :

Counselors in the ULSA program perform tasks that are quite
similar to those performed by the CIP counselors. In both programs,
for example, the counselors are responsible for recruitment, intake,
home visits, student referrals to social service agencies; Tecord
keeping, and serving as liaison to the community. The two programs
also require that couuselors interact with teachers. One distinc-
tion betyeen the two, programs is that the ULSA counselors do not
participate in team teaching activities while the CIP counselors
team teach the CCS classes with the instructors. Another distinc-
tion is that ULSA counselors are not requ1red to conduct extensive
1nd3v1dua1 counseliny related to the student's career planning or
personal needs. On the other hand, the ULSA counselors do conduct
extensive group counse11ng sess1ons, particularly group sessions

. deslgned to enhance the students' self-confidence and self-concepts.

- These group counseling . 'gessions are somewhat similar to the CIP's

cCs cﬂasses, but their focus is more on building self-esteem than on
prepar1ng ‘students for the world of work.

The ULSA counselors are requ1red to have only a h1gh school or
egulvaleacy diploma, quite unlike the CIP's requirement of a bach-
"elor's .degree and two to three years counseling experxence. The
ULSA program algos requ1res that counselors have an interest in edu-
cation -and the. school community, ptevious contact with mincrity
‘students, -and the ability to communicate with parents.
N ]

‘Recrus tient

The ULSA program maintains a waiting list of over 400 eligible

- . applicants  for the approx1mate1y 180 slots. it .has each year. The
majority. of referrals (approximately 80%) have come frocm former and

_ -gurrent: part1c1pants in the program. A few referrals (approximately

s 2% £¢"5%) have come from the .two high schodls in the area. Other
I referrals have come as a result of the ULSA program's publicity
- . aﬂtzv1£1ea which have been quite extensive. Both the ULSA and the
-CIP ‘have used: brochures, newsletters, newepaper ads, television,
\'radxo\lpots, pnd ‘presentations befnre community groups to recruit
pﬁnﬁ em )art1c1pants. Unlike the CIP, however, the ULSA has also
K% LnV'Ived~1ts Advisory Committee members on radio talk shows, much to
itg . mef:.t. .

- .
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Intake into the ULSA usually occurs in the fall, but as stu-

dents earn their GEDs, ULSA diplomas, or terminate, new students are - -

enrolled in the program. The CIP had no comparable mechanism for

replacing departed students. Students entered the program in

cohorts at times determined by the demonstration schedule.

Both CIP and ULSA applicants undergo a screening process to
determine which of them can be admitted to the program, Both pro-
grams required that students read at a minimum competency level
(fifth-grade level minus one standard error of measurement for the
CIP and fourth-grade level for the ULSA) 1s measured by a standard-
ized achievement test. Applicants also had to be at least 16 years
old and local residents. Upon acceptance linto the program, the ULSA
students, like the CIP interns, are given a one-week orientation.

Facilities

The ULSA project occupies three floors of the Scottish Rite
Temple building in which it is located. Like the CIP, it has office
space for its director and administrative staff. Eight classrooms,
a communications appreciation laboratory, and counseling offices for
each counselor are loca*ed on one floor. A second floor contains
the day care center and an eating area. A third floor of the facil-
ity houses the two CAEP classes,

Funds

Since its inception, :he ULSA program has had to complete for
funds each year. The project was originally funded by the Office
of Economic Opportunity. The loss of these finds forced the ULSA to
close briefly in 1973-74 (Glapion, 1978). Since then, wita the
exception of the 1979-80 year, most of the funds have been provided
through an ESAA grant. The ULSA program has also received funds
and/or. in-kind “support from the lccal Urban League chapter (e.g.,
for its CAEP), the LEA, aud from such agencies as the State Depart-
ment of Heaith and Human Resources (for inservice teacher training,
student seminars, and such special youth projects as setting up an
urban community garden),

As was the case at the CIP, periodic funding uncertainties
caused staff concern over whether the program wculd continue to
operate and whether program services would have to be cut back or
halted (Glapion, 1978). However, the ULSA program did not expe-

rience "staff turnover because of the funding diffisulties. One
factor thought to be related to the program's success in holding
staff is their commitment to the Street Academy concept. This

commitment to the ideals of the program is similar to the commitmsent
of CIP staff members, but the CIP situation was confoundec by the
demonstration nature of the program,
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89

PSR 2. O T A crmcsabh s st st s ¢ Vomeetta o et e #men e amehe o




Relations with the Local Education Agency

During its first few years of operation, the ULSA program
operated with only the good will of the LEA, In subsequent years,
however, the relationship has become more substantive with the LEA
providing four of the ULSA's eight teachers, free lunches and trans-
portation for eligible students, a Title I Homestart program to
encourage students with young children to attend school, the use of
its equipment and materials, and a budget allotment based upon stu-
dent enroilment (Glapion, 1979). The ULSA and LEA have membership
on each otier's ESAA Advisory Councils and participate in the
district's Continuing Education—Program for the qualifications of
ULSA GED eligible students. Another important linkage with the LEA
is the ULSA staff's participation in the LEA's ESAA program for new
members. These kinds of linkages with the LEA have not yet evolved
in the CIP, perhaps because of the CIP's newness in its communities.

Several factors are thought to be related to the closeness of
the relationship between the ULSA and its LEA. First, as just
mentioned, the ULSA program is a GED preparation program and unlike
the CIP, does not. offer a regular high school diploma. This status
places the ULSA in a situstion where it is not competing with the
regular high school for the same students. Also, it does not need
to follow LEA staffing guidelines nor does it have to get permission
to recruit and authorization to grant course credits.

A second factor thought to be related to the mutually sup-
portive and cooperative relationship between the ULSA and LEA is the
fact that the LEA is able to keep students on its rolls who are
actually being served by the ULSA., This arrangement provides a sub-
stantial financial incentive to ‘the LEA. Although the CIP operated
in & ‘similar fashion, ‘it was some time before the LEAs began to
understand the benefit's that cooperation brought them.

A final factor related to the -lose -relationship between the
LEA and the\\yLSA program is the longstanding reputation of the
" ULSA's parent organxzat1on, the Urban League of Greater New Orleans,
1n’the community The ULSA was dependent upon and made use of its
_affiliation with ‘the Urban League in its negotiations with the
'school board. Many of its- accomplishhents would not have been
rea11zed in the absence of the Urban League's prior linkages with
the community and. the achool board. The CIPs were similarly de-
pendent on their aff111atibps with the local 0ICs.

Rel‘itio'n's with the Community

Po¢1t1ve relations with the communzry are essential to the
'ULSA 8 success in placing CAEP students in work experiences exposing
xhe& to ava1lab1e career options, Staff members of both the ULSA
s :\:CIP‘programs maintain a lisc of cooperating ageacies and re-

esB‘tce peérsons whom they can call upon tc provide either job-sites
~cr cltssroom speakers. As was planned in the CIP demonstration, the
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ULSA uses the resources of its advisory panel members and invc:ives
parents in its program activities to the greatest extent possible.
For example, parents and members of the business community are used
as resource persons for the career-day seminars, rap sessions, and
workshops, One of the highlights of the ULSA's parent involvement
program is the lunch hour sessions held frequently with counselors,
parents, spouses of participants, and the students, The ULSA staff
members aire given 'the opportunity to discuss student attitudes and
progress and to familiarize family members with the aims and opera-
tions of the ULSA. The ULSA parents and the community are also kept
informed of the program's activities through a monthly newsletter.
In the ULSA project, the staff includes three neighborhood resi-
dents, while a host of community volunteers are involved in project
activities (Glapion, 1979).

Analysis of the ULSA Evaluation Outcomes

Data on the attendance, enrollment, retention, graduation, and
placement of ULSA participants were reported for two years, 1978-79
and 1979-80. The program enrolled 9! and 105 students respectively.,
It was able to retain 53 (58%) and 84 (80%) of th: students who
enrolled. Attendance ranged between 50% and 80%, but these figures
are misleadingly low because substaptial numbers of inactive stu-

dents were kept on the ULSA's rolls until they were officially
‘terminated by' the LEA. The program

raduated 3! students the first
year, 10 of whom earned their GEDs. During the 1979-80 schodl yéar,
30 =students graduated, 12 of whom iere awarded GEDs. Of the 22
students earning a GED, 16 (73%). were placed in full-time employ-
ment, college, or 0JT programs.

Enrollment

The enrollment objective of tle, ULSA program was to enroll 180
students each year. Of these. 180 students, 144 (80%) were to be
between the ages of !$ and 21. With this number of participants,
the program would have operated at its full capacity. Funding
limitations, however, curtailed the number of students who could be
served. For the two years novered by this analysis, the ULSA
program was able to enroll as many students as it could afford to
serve. It received monies for 85 |6~21 year old enrollees in
1978-79 and 105 16-21 year old students in the 1979-80 year. Of the
91 students enrolled in the 1978-79 program, 22 re-entered for the
1979-8) year along with 83 new enrolieces (a totai of 105 enrolleas
for the year). Thus, over the two-year period, the program enrolled
174 youth between the ages of 16 and 2i,

Several factors appear to be related to the, ULSA program's
enrollment success. Fiyst, the ULSA program has an elaborate re-
cruitment program that fanges rrom on~the-street canvassing (in the
earlier years of the ptogram this procedure was use quite exten-
sively) to local newspap radio, and television announcements, and
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__to talk shows. Second, there are few alternative schools in the
. area and consequently there is little or no competition for stu-
L dents. A third factor is that there is a large dropout population
~e— from which to draw participants (the 1977-78 New Orleans School
: ""  District survey on dropouts reported a total of 2,437 dropouts; the
) program could only accommodate 85 part1c1pants that year). A fourth
. factor thought to be related to the ULSA's ability to recruit suffi-
cient numbers of students is its attractiveness as a GED preparation
program in which the average length of stay is shorter than the time
needed to earn a regular high school diploma. Fifth, the ULSA
program offers its own diploma which is particularly useful for
admittance to: local trade and vocetional schools. " To earn that
diploma, students need to attain a 10.0 grade level or better on a
. standardized achievement test. A final factor is that the program
- had operated in the community for over gix years (by 1978-79) and
¥ ’ has a well-established "reputation, particularly as regards its
‘ affiliation with the Urban iLeague.s ,

et

the CIP demonstration, the recruitment task would have been much.
easier. As it was, the CIPs collectively had only the benefit of

g the last factor, the affiliation with their local community-based
i organizations. Given the time factors of the CIP demonstration, the -
many negotiations that had to take place, and various other con-
straints, the CIP's affiliation with the local OIC was not enough to
overcome the negative forces that were at work.

Attendance

S The ULSA's attendance objective is to maintain 70X or better
attendance. During the two-year period 1ts attendance ranged be-
tween 50% and 80% (as it did at several of thé CIPs). (It should be
noted that the, figures are.excess1ve1y low because.of the fact that
inactive students are included in the attendance calculat1ons )

VSR

Several factors appear related to these attendance rates. -

First, the absence of a strong “atteridance policy is thought to be
important . Like several of the CIPs, the ULSA program does not '
terminate students for what would normally be considered poor atten-
dance. It uses the LEA criterion of 20 consecutive days of unex-
cused absence prior to terminating a student. In general, students <
are contacted by their counselors after approximately five days.
If, within the following 10 days, the student has not returned to
school a follow~up call is made or postcard is sent. In some
instances, home visits are made. Students.returning to school are
counseled regarding their poor attendance, but tkere do not appear
to be an» strong sanctions.

4
: It is RMC's opinion that if all of these factors had existed in ' ‘
£

A second and closely related factor is the absence of any ties
between graduiation and attepdance (such ties are present in the
CIP). Since the ULSA is a GED preparation program,,it does not have
to meet LEA or state attendance guidelines. %% tudents become

- B
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eligible for the GED by scoring at the twelfth grade level on a
standardized test. In the CIP sites, students ‘are not given ‘credite

‘for courses in which they are enrolled if their attendance is poor.

Retention .

o

The ULSA termination policy is very clear ¢ut. As mentioned,
poor attendance is not taken too seriously and does not carry strong
sanctions (students are terminated after 20 consecutive days ab-
sence). Misconduct, on the other hand, carries sanctions'.as it does
in the CIP. ULSA students are automatically suspended for' the
entire year for such offenses as drugs and smoking, but the ULSA
staff members do seek out other alternative programs for susperded
youths. For such offenses as .fighting, ULSA students may get a one-
or two-week suspension, and as in the CIP, they are likely to be
given sécond chances. Unlike the ULSA students, however, the CIP
interns’are also g1ven second chances for drug offenses?,n

&.

The 1978~79 ULSA evaluation report indicates that the program
retained 53 (58%) of the 91 students enrolled. The following year
the 'program retained 84 (80%) of the ,105 enrollees. Included in
both these figures, however, are non-attend1ng students whose names
should be dropped after 20 consecutive days 'absence. —_The 1$78~79
findings indicate that attendance and employment were the two most
frequently- cited reazons for'termination, with equal numbers of stu-
dents having been terminated for each of the two reasons (24% each).
These reasons were also primary reasons for termination at the four
«CIP sites. Ch11d care, which in two of the CIP sites ranked third
among 10 reasons’ for termination, was not reported in the ULSA as a
related factor. The ULSA program ‘does provide child care services
for youth who require chem, apparently much to its advantage. The
CIP does not provide cnild care services,

Graduation

The nrimary goal of the ULSA program is to enable studencs to
earn their.GEDs. The program alsc offers its own diploma as an
incentive for students to continue in pursu1t of their GEDs. It
also encourages students for whom earning a GED appears unlikely
after their two years stay at the ULSA, to return to the-high school
to earn a regular diploma. These students are provided credit for
courses taken at the ULSA. .

To qualify for the GED test, students at the ULSA must score a
12.0 or better grade level on the CAT. Good attendance is not con-
sidered a prerequisite for the GED test, although it is encouraged.

To earn a ULSA diploma, students must score s 10.0 or better on
the CAT. ‘' This diploma does not carry the same weight as the GED,
but it is particularly useful for admittance to local trade and
vocational schools. R
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-entering school,

During the 1978-79 and 1979-80 years, 61 students earned a
ULSA.diploma==30 in the first year and 3l in the second year. This
number of students represents 35X of the 174 students enrolled in
the program over the two-year period. Of the 61 students, 24 (39%)
were qualified.to take the GED test. Of the 24 GED qualified stu-
dents, 22 (92%) earned that diploma. This latter number represents
13% of the total number of students enrolled over the two-year peri-
od, .

One factor - thought ‘to be related to the small number of GED
qualified students is the 12.0 grade level criterion established by
the county. This criterion is believed by program staff to be
higher than what is needed to pass the GED. No efforts have been
made to lower the criterion, however, since the county and the ULSA
staff want to maintain the credibility of the GED in colleges and
universities which accept students on the basis of the GED. By
setting a 12.0 criterion, the ULSA and county feel assured that the
GED students can succeed in college or in OJT programs.

Placement

The ULSA program assists students in locating job, college, and
OJT placements. During the Academy Transition Phase of the program
(Phase I1) students are taught how to complete job and student loan
applications, as are students in the CIP. Also, through the two-
week work experiences, student contacts with employers sometimes
result in employment opportunities after graduation.

During the two vear period 9 (41%) of the 22 GED graduates were
placed in full-time jobs, 3 (14%) entered the military, 2 (9%) each
entered college and OJT programs. Of the 22 graduates, four (18%)
were neither employed nor had plans for further schoeling. Two
other female students (9%) were married with young children. 1In
all, the program assisted 73% of the students in getting jobs,
the military, or an OJT pvogram. The ULSA pro-
gram's expectations were to place as many students as it could in
jobs, college, ‘and 0JT programs.. Given that the unemployment rate
among youths in the avrea is 40%, the number of successful placements
is considered by the program staff to be a positive outcome.
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IV. ADVANTAGES AND DISADVANTAGES OF THE CIP

. This chapter summarizes the comparisons made between the CIP
and five simiiar programs serving similar youth. To.the extent that
differences in program outcomes appear to be related to specific
program features, these linkages are discussed. An attempt is also
made to suggest changes in-the CIP model that might enhance its
ability to ackieve its objectives. The discussion is organized by
outcomes. :

Outcome 1; Enrollment

None of the five comparison programs appeared to encounter any
significant difficulty in meeting its enrollment quotas. The CIP,
on the other hand, had difficulty recruiting students through the
first half of the demonstration period.

Perhaps the most significant difference between the CIP and the
comparison programs was length of.time in operation, which strongly
affected their reputations. All five of the comparison programs
were well established and mature. They had operated long enough to
have become krnowa in their respective communities and had successful
track records. None of them was a demonstration project and none
aseigned any applicants to comtrol groups. The CIP; on the other
hand, was new, had no track record, was a short-term demonstration
project, and had to deny access to a certain percentage of appli-
cants who were assigned to‘control groups. The comparison schools
thus had good reputations in their communities while the CIP, at
"’ least initially, was largely an unknown quantity but with several
marks against it. ~

* [ ]

As time passed, the CIP did acquire a positive image, and re-
cruiting was .immensely aided by this development. .Other changes
(which served to make the CIP nore similar to 'Y comparison pro-
grams) also helped. .

Most of the comparison programs had large pools of dropouts and
potential dropouts to draw. from. All had morz than one feeder
school "and several of them recruited city-wide. Because of its
initial recruiting difficulties, the CIP, too, ‘moved in the direc-
tion of expanded catchment areas. As would be expected, when re-
cruiting was extended into ‘additional neighborhoods less difficvlty
was encountered in meeting enrollment quotas..

Another problem encountered by the CIP was competitior irom
, other dlternative programs, some of which cffered monetary incen-
. tives for participation. The five comparicon programs did not
encounter this type of competition. '~ ’
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A final difference between the CIP and the comparison projects
was the scheduling of student intakes. The CIP's intakes were
initially out of phase with the regular school system, while the
comparison programs all operated on a schedule similar to that of
the regular schools. Several of the comrarispn programs had the
additional advantage of an open-entry, open-exit policy whereby
individual vacancies could be fiiiod as they occurred,

It seems unlikely that the CIPs' recruiting difficulties would
persist were tlie programs to receive continued funding. Oae of
the sites was able to enroll a very large group for its final cohcrt
and the other three were all able to meet their enrollment ob jec-
tives. This success appears primarily attributable to the program's
enhanced reputation in the community and the expanded , catchment
areas. Dropping the requirement for control groups would substan-
tially facilitate recruiting efforts as would better training.

. [

e, >
4 .

Even with what has been learned through the CIP demonstration
itself and the comparison between the CIP and other similar pro=
grams, i% is not clear that large enrollments can be instantly
achieved by new programs--especially if they are "tainted" in the
eyes of the community and perceived as federal experiments.

-

Qutcome 2: Increasing Student Attendance

Attendance data were available for only four of the five com-
parison programs, Three of these programs apparently outperformed
the CIP in the attendance area. The other program appeared to be
about equal to the CIP. :

The three projects that were able to maintain high attendanze
levels all had strong 'sanctions relating to unexcused abserces. it
appears that such sanctions represent a strong force serving to
raise attendance.

Other factors that appear to contribute to high attendance
include paid work experieace, half-day school sessions, transporta-
tion subsidies, ahd child care services. In addition, attendance is
improved when students absent from school are’contacted each day by
telephone, & .

The CIP's, inability to meet its attendance objectives was a
direct functiop of the operational difficulties each site experi-
enced. When the program was functioning properly, attendance was
good. When implementation difficulties arose, it fell off. Imple-~
mentation. difficulties also tended tn detract from the program's
climate, thus providing a furth2r disincentive for attending.
Ancther problem was that staff could not follow up on absent stu-
dents because recruitment took too much 'of their time. It is RMC's
' belief that attendance rates would have been higher had the- CIP
experienced fewer and less frequent implementation problems. The
presence of such incentives as day care services, car fare expenses,
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and half—day school sessions would have also .improved the CIP's
attendance rate had they been available. '

Those comparison progrems that included a job training compo-
nent tended to have better attendance records than those without.
Attendance was also higher in the job training sessions than in the
academlc port1ons of the same programs. These findings raise the
question as fto whether the incorporation of a job training component

one to answer., Two problems, however, come quickly to mind. The
f1rst concerns the accreditation of skills training activities. One
——advantage—of*belng an 1ndependent school, as is the case of one of
the comparison programs, is that the school itself determines the
-amount of credit to be awarded. A clear dlsadvantage for the CIP
would be that awarding credits for work experience would require the
LEAs ‘to modify their curr1cula to accommodate these non-academic

v 'puraults.
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_into -the-CIP—would—raive—attendance. ~This question is not an easy~
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o The second problem related to incorporating a skills training
- rcamponEnt’centersgon {the compatabiiity of such a component with the
overall design of ‘the CIP. While the program mdkes a major, effort

- tor "1nfuse" 1ts‘3cadem1c offerings with career-related content, it
does have a ;primarily academlc orientation and many of its graduates

g0 on tofcollege. it is RMC' s opinion that the college orientation

.of the CIP would change to a “job placement . orientation (as is the
‘case Wlth ‘the comparison programs) and would thus diminish one of

the CIP ‘8: main strengths.

T

-

A f1nal point relevant to attendance concerns summer programs.
All ;progtams .that . operated during the summer (iucluding the CIP)
fnoted 1lower. attendance»than during the regular school year. Lim-
‘iting. summer programs to a half-day helps, particularly if students
can»obtaln Jobs for the -other half-day. .

> P

 -Outcotie: 3. Retentioni
o SR Of the four compar1son sites reportlng retention data, none had
gpec1f1c retentlon rate objectives, although each had an implicit
S+ ..goal -of retalnxng as-. many students. as possible. On the other hand
., the: CIP'_};argeted Yeténtion wate (based on the ptototype program's

ra‘ent;onirate) was 7OZ s {

A

_ on | The reported retention rates at the compar1son
pﬁ grams\ranged from 44 'to “5%. Only one cip” slte came close to
LT -the established 7OA lcr1terlon.' Part of the difficiulty the CIP
koo *experxenced in: reta1n1ng youth appears to have been the .extreme
SRR pressureﬁ*the :Bites ‘Were under to meet enrollment quotas. This
Ao ‘ptesaure;led to -the enrollment of students who should not have been

‘_;admxtted and who left the program almost instantly.

*.
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In the comparison programs it was more difficult to retain
out-of-school youth than in-school youth. (Comparable data were not
reported for the CIP.) 1In all the programs, including the CIP,
strict termination policies decreased studert retention,.but atten-
dance rates were improved.

Unfortunately, non-comparable retention data from the CIP sites
and the comparison programs make it impossible to draw firm conclu-

'sions ‘regarding tke advantages of different program features in

1mprov1ng_jtudent_retentlonww—Seem1ng1y-programs~wh1ch~serv

oo N ate s

primarily dropout students are at a particular disadvantage since
dropouts are more difficult to retain than potential dropouts.

‘Whlle paid work experience and half day sessions would appear to be

incentives for retalnlng dropouts, their effectiveness is marginal.
Out-of-school youth appear to have a greater dependency on full-time
work than in-school yoith. )

Programs—that—are—lenient—with—students—amd—give thew second

chances to remain in the program as well as programs that follow up
on. absent students are able to maintain students longer than pro-
grams that have different policies. On the other hand, programs
that terminate poor attenders dn appear to improve attendance.
Finally, programs offering part- time paid work may:.-be at a disad-
vantage since students are often lost to the program because their

-part-time employment leads to offers of full-time jobs.

»

Outcome 4: Graduation

- Both the CIP and the five comparison programs failed to grad-
uate all the students who could have graduated. At all four CIP
sites, there were fewer graduates than expected, and students
generally took longer than necessary to graduate.

One of the most important findings of the analysis was that the
two. GED programs were able to gradudte a larger proportion of eli-
gible youths than were regular diploma awarding programs. One ad-
vantage of the GED programs is their accelerated nature. Youth can
graduate in as little as three months compared to the averdge of two

- years that they took to earn regular high school-diplomas.

A second advantage of tne GED programs is that they are not
perceived as threats to the status of the LFA (as was the case of
thé CIP and the one comparison program operating as aan independent
school). Since they do not compete by offering regular high
school diplomas, the GED programs enjoy positive relationships with
their LEAs that may include the acceptance of transfer credits,
funds, lunches, transportation, equipment and materials, and even

‘LEA'prOVLded teachers. The CIP sites ultimately established posi-

tive relations with their respective LEAs and received similar
in~kind support. But initdial difficulties with the union and
scnocl board delayed the award of academic credit and subsequently

gzaduat10n——~{n~one—cIP—sxxe~—student§"Wefé*féf“Sea ¢redif for CIP

88 | 35
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In the case of the tw: companson
sxtes offenng a regular d1ploma but cperating under the auspices of
the NLEA» awarding academic credit was not problematlc. Seemingly,
th:.s lund of, institutional arrangement poses no threat to the feeder
schools and teacher unxons.

T .

e __ S A <th1rd -and final advantage- of the GED programs is that atten-

daace end punctuahty are not prerequisites for graduatmn. Failure

t6 meet attendance and. punctuality requirements Were major reasons
‘ot—why—‘fewcr"e‘hgiﬁm‘o_uths graduated from the CIP and the three
comparlson programs offering regular diplomas.

Outcome-‘ 5:' Placeinent

. The. placement: findings md1cate that the CIP has some advantage

over the comparison programs——a—n——p-h!cm'g* students 1in college. 1In
mr JOb placements, however, the companson programs have the
advantage. ‘This. f1nd1ng is not unexpected, given. .the di fferent
placement obJeetives -of the "programs. The :CIP placed 502 of its
graduates in college whrle three ‘°of the four comparison programs had
college placement rates of 8%, 9%, and 20%. One other cowparison
p ogram also placed 502 of its students in college and the fifth
G mp:_a’rifaon; program d1d not report placement data. Job placement

programs at 362 SOZ 552, and 57Z

\

1

, The fxndmgs suggcst ‘that placxng -gstudents in jobs, college, or
OJT pro_grams 1s dependent upon. (a) the k1nds of linkages that the

f1n 1ng among aII the programs, including the
personalAcontact:s ‘appear, -irore. ‘important .to -the
nts ;n h | bs -and-: collegesf that do. formal 11nkages
or ncil; ‘The CIP .and: two of the comparison
Advxsory Councxls to assist ].th placements,
ciations uth employers and colleges and the CIPs'
he1r local OICs ‘were seemxngly more effective,
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Two. other implications drawn from the placement findings are
importai. t. First, GED programs are as likely to place graduates in
jobs as are programs offering regular diplomas. Second, programs
run by community-based organizations do not appear to have any
advantage over other programs in 0JT placements, even though a major
objective of their parent organizations is to provide skills train-
ing placements. It should. be pointed out, however, that the CIP's

TR Ao K M 0 %, ol
vee o (O {

tocuz is different than the 0IC's. Nevertheless, the kinds of
placements that programs make seem to depend on factors other than
the types of affiliation they havec or the type of diploma they
grant. )

Summary

The findings of the comparison study suggest a few changes that
might ‘improve the CIP's capability to attract students, to improve
their attendance and retention, to graduate and place them in jobs,
‘college, or an JJT prégram. In terms of enrolling students, the CIP
as designad 'has no obvious disadyantages. The findings indicate
that ‘success in recruiting depends on a good reputation, a large
enough pool of candidates,.an intake schedule that is compatible
with .the regular schocl schedule, and r=asnnably stable funding,
While the CIP, as implemented in the demonstration effort, failed to
meet several of these conditions, the problem did not lie in the

program's design. The design could be strengthened, however, by
incorporating a requirement to coordinate intake periods with the
regular school-schedule, 2

The CIP appeared to be at some disadvantage with respect to
student attendance. Programs that offered paid work experieuce,
half-day sessions, child care, and car fare as incentives had fewer
problems..with maintaining regular year and summer school attendance,
Even more important, however, were strong §anctions relative to
truancy, It appears that the CIP would be well advised .to enforce
such sanctions more consistently than was common in the demonstra-
tion. One disadvantage the CIP had resulted from implementation
difficulties. These difficulties led to frequent inability to
provide daily follow-up of absent students and to maintain the
caring, supportive climate needed to enhance attendante. Without
implementation difficulties of the magnitude experienced in the CIP
demonstration, it is highly probable attendance problems would
greatly decrease.

No striking advantages or disadvantages were noted for the CIP

.in- terms of improving student retention. Programs serving high

proportions of dropouts were at a particular disadvantage in that
out-of-school youth were more difficult to retain. If a, recommen-
dation were to be made in this area, it would be to screen appli-
cants more closely and—to-reject- high-risk ¢ases. -On the other

hand, the program makes its greatest contribution when it succeeds
in reaching high-risk youth. There needs to be appropriate recogni-
‘tion of the fact that very high retention rates can only be achieved




by -excessive 'creaming" of ‘the applicant crop--certainly an unde-

sarable approach, and one that would contradict the basic thrust of

g all the programs to serve those most 1n need,

‘3“ terms of graduation,-the GED programs appeaved to have some
advantage. They not only produced more graduates, but they were as
successful in placing them in jobs as programs leading to regular
high .school diplomas, One might hypothesize that the quality of

. jobs and the growth potential of students who earned regular high

school diplomas would exceed that of students who earned GEDs, but

‘guch. -an hypothes1s would require more data over a long period to be

tested In any case, none of the comparisons led to any recommenda-

t1on .that might enhance the percentage of .CIP students who graduate.

- -

‘ ‘ The CIP .ddes appedr- to have some. advantage in. placing students
Voo in: college,ﬂbut in. terms of job placéments, the .other programs have
o ) more guccesss The placement of graduates 1n jobs or- college, how-
;“ depends :upon. the school" ‘or "work" orientation of the program

d upon«correspond1ng personal contacts site ‘personnel have with

3
t

W

th localfcollegas or-businesses. As mentioned, the CIP places more
emp lasis on-post=secondary ‘gchooling :as an avenue to career develop-

ment.\ No s1gn1f1cant advantages were 'found. between regular d1ploma
ﬂawardlng programs and*the GED ‘programs in plac1ng students in jobs.

Also 'CBO=run. programs were not found to “ave any significant
«advantages over:other types of programs in. plac1ng ‘graduates into

R

OJT programs.

L

These“summary f1nd1ngs*' h1le_supportable by the data RMC has
col ected -ar ubJect to uus1nt rpretatlon ‘unless. v1ewed in the

a3

,sevéra “years~‘the oldest be1ng e1ght years;old. In -contrasgt, the
: Several of the

“AThus,xthe c}@par‘son programs held 1n1t1a1 advantages over the Cips
Athat‘probably affected such program,character1st1cs as recruitment
' : ! egard to program goals, the f1ve compar1son

»obJectfves.‘ The- f1ver compar1son programs "all have ex1sted for
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SUMMARY .AND CONCLUSIONS

The primary purpose of this report is: to prov1de details of ‘ g
fcompar1sons that were made between the CIP and five similar pro-
Tans . The common and un1que features of the comparison programs
,zthe CIP are descr1bed as is the ‘process o6f identifying the
LV Some causal l1nkages are -drawn between
these features and f1ve 1nd1catora .of success: enrollment, atten-
1 5, ‘etentron, graduatxon, and placement. As pointéd out,
i ver, the inferences- must. be regarded as tentative because data
frc: the four CIP sites and the comparison. programs ‘are not entirely
«comparable. - The programs are known, ‘for example, ‘to have used
' ent 'formulas“ for comput1ng attendance and retent1on rates,

ey

v g e o

T

On the other hand

. the CIP appeared to be
of‘college placements.

All the programs had -some__

Hto unexcused absences appeared to he very effec-
_ood attendance--although ‘at the cost of lowering ’

b

ograms mlso‘had some d1ff1cu1ty reta1n1ng -students,

Ty

ing: pr1mar1ly 1n-school youth had: more. .success .than
ﬁrgﬁ roport1ons of dropouts. Wxth respect to

rndxng Job placements for graduates. .
other hand ‘were: more successful in .
Moreover, xn 11ght of differences

:programa’ They,merely h1ghllght the1r d1f£erent 1ntents.

S

) A_The 4aJor program features that appear 1mportant to the various ‘ o
RPN 9gtégme aréas ate. summar1zed as followsi / -

i- Loc' 1on 1n an area haV1ng few -competing alternat1ve schools -

T Reputat1“n 1n the communxty as a viable, effect1ve alternat1ve

P

SRS R




= Acceptance by regular high schools as a non-competitive and ;
useful entity .

- Coordination with .the feeder schools in terms of intake sched-
‘ules

"3

e

= Recruitment from a catchment area large enough to prov{de an
ample pool of potential recruits

o
-

S1E, DG A e

= Accelerated nature of program

‘e Features Enhancing Attendance

- Firm attendance policies where attendance is linked to grad-
. uation and unexcused. absences are grounds for termination

R - Such incentives as paid work experiences, half day school ses-
- ' sions, car fare, and on-site or nearby child care services

- Caring staff who provide daily follow-up of students absent
C- « _ from school or work

o Features Enhancing Retention

-~ Paid work experiences ’

: 4=ﬁax.attendance;policies )

¢
= A .positive, caring program climate

i
5
H

"y

Lar g s v B e YA

® - Features 'Enhancing; Graduation .

~ Accelerated ‘nature of program . , h

Low

ui?

Operation: under the auspices of the LEA

Offering of GED. rather' than regular high school diploma =

<
I

¢, Féaturés Enlianéing Placement of Graduates. - -

iﬁf‘é-Béfsgﬁg}.géépciﬁ@i@ﬁsfgﬁ program staff with colleges, community E
" ‘businessés, and community. orgahizations .

\

+
.

[ O R R 8

~E

L
4

e o R e e

Zatha Ny

B

K20




n

Foe With respect to the CIP, RMC's general conclusion is that had ) T
DRIV § & been fully implemented throughout the demonstration perlod it -
Ay L ’w0u];d ‘have met and perhaps surpassed the objectives set for it on :
a11 f1ve outcomes. Once the CIP established a positive reputation .
in. the~ community, became perceived as "non-threatening" to the LEA, -

. ,mcorporsted more flexible intake procedures , and expanded its §
S - catchmént area, it was able: to meet its enrollment obJectl.ves.
Alsow when it was able to providé summer employment opportunities
and da11y follow—up -0f absent students, in-school attendance was
mproved Wh11e paid’ work. exper:.ences, half-day schcol sessions,

.car fare, and child cate services might have enhanced its perfor-
.mance. in Some areas, these features would have -increased costs and
‘.altered the fundamental nature. -of the .program, On the other hand,
v less flex1b111ty vn.th respect to unexcused: absences m1ght prof1*ab1y
be adopted ‘by: -the' ‘CIP.  In any case, it appears that it was the ]
pers1stent mplementat:.on d1ff1cu1t1es exper:.enced by the CIP that S
SRR prevented the program from:meeting a11 of its objectives. With:more
T ‘time, we. beheve ‘that these d1ff1cu1t1es would ‘have been overcome. ' ¥

S AN ¢ BT »

At e s e

The 1ssue of whether mcorporatmg suchs 1ncent1ves as paid work C
exper:.ence, child ‘care, car fare, and half: day sessions would en- :
hance“the ‘CIP's ab111ty to. retain students or improve thexr atten-
dance* .cannot be resolvéd here. When the program was able- to provide

‘‘‘‘ :‘c'hxld .care 8eérvices: md1rect1y through the local social ser- i
v:.ces sgenc:.es, a..tendance d1d séem to mprove. On the: other-hand, o
adOptmg half—day -gessions. would appear -to ‘impair seriously the
accelerated nature of the CIF and thus one -of the features appar-

,‘ent1y> Ji‘é’lated to its, ab111ty to. graduate students. Likewise, the

*mcorporatmn of pa1d -work éxperience would appear to alter the -~
» orientation: obJect1ve of the CIP, It is RMC's 0pm1on that a

jcharge~from the ;present career .orientation to a work crientation ) .
-would: reduce the-"CIP's ab111ty to p1ace as many graduates in col-
leges,sVn ‘has done to date. Such a change would Tepresent a major
departure from the CIP's -objectives: ' :

}e

R i A R S TR

.
Fewe Lo

A
B

B el L JN
4w e ddame 5y T o

tem




B hav FRMOL W lg et au % e Na?oiar ayd ver Aa Lt vl v LNy T Porran o~ S O ATALTL R B TAREE s ah i Snn LG A Ty e n Nl ST WP ANVE Y MGy 2> Dndare WP 4% PRITPrE=r PR R TP TRV rasrs Fn GYY Tt W g
mjr o ; BN » i v,” R .7,. BESRE Sk pwm!.. - .”l R ..f.. e ‘m,,..% T ,”:s.rh. L : e STy .W ‘..3.. HJ.“. ....f..\ &5 R I‘...n(a \.d w, 5 ,,JML, 5 .‘.... A \Uﬁ J._H u.ﬁm ¥ wg .H.m,.l».w,...\vn“«m..m,mum,
P N . . .7 . ki . £ ’ N - D T S O T T M s
, o . . . ., N . e . BN I N A S e e LT T . L e
v N . 4 : [ fx oo A
: . ' . » L R . P i L et
: R . . . . % ’ N . .
‘ i 4 . o - . . * ‘ . . ’
1 i .
- . . . N ’ 4 : ’
e . z ' N . ;
| ’ : i M
, . !
. I
B ‘ 4
¥ ) ‘ _
. '
A i . . -
. } i
. oy
. . N ., e - - 4
. . v ' - ’ m
-M g - . i
V i o . v
: j _ : w
. L i
. . . * . T ‘ 1
. N ¢
. : 1
. w 4 . . NI
< E4 ' ‘ - ¥
_ . o !
e [=] . . M
. = . Lo e cow : o
. . ) a s -, . FO - . CAy
. | . : T y M
. B~ . N ‘. I PERY I L
. . < ' ] et 3 X
. . S
_ P ,
4 4
. E .
: e g
AN .
' = !
| . S
D : “ Qo ’ .
o . - - E
el | .
BT . ' - ; -
. N [72] ' .
P N ! Qo
e . Q- '
w s
a ST
N
» . ¢ N
N . L '
. .
'
. . ; .
. . - ' N ’ Y . N I
¢ f . v g !
. . v -t
. . .
- » - ~ N :
- - - 1 e - 2
. sl . ' T <o .
. x - . - T R . N
: o RS . . . ) P
) . , . T ) R
R g ! ; L i
. Lo - ot 2
' . - ‘ P - SN,
A [N AT s
~ ~ “ B . fu ., L] : 3
& ‘. - Coea, s .
N - N e
B o s R
Al BT LT ‘M.NM,
» E I e s RIS

.%t:..\;
P e S I e ey . N SRS,
U drar e ~&H,«V,h&\ﬂh Y T L AT A

A7 s,
B I L o A N O A I s S

VRN ST

PR
b,

Gk



¥

_APPENDIX A: -DISPOSITION OF NOMINATED PROJECTS

-

g T I T T AT L )
PP R TR

.

% T ~ _Project Name and Location e Reason .for Rejection -

Lo o _ Advancing Careers Through Individual ' Outside; Project Scope =~ -
b .~ Opportunities Now (ACTION) ‘ .

S ’ Evergreen AL 4

Explorat1on and Preparation in Careers < Outside Project Scope
(PIC) (Experiénce-Based Career Education)
Searcy AR °

Fort -Smith Public Schools ' ) No Response
Fort Smith AR s

?f.f - Little Rock Pub11c Schools No Response
RN ' thtlecRock AR

’ P1ne ‘Bluff Public Schools ‘ ; No Response
Pine Bluff AR ¢ ‘

S0 Career. Lab . ‘ No Response
AN Mesa AZ - '

P v . sy J . .

”Coch1se County Career, Education Outside Project Scope

Mesa AZ

Extended School. Day Program - - . Mo Response
Tucson. AZ )

L
%;:- - "mea County Developmental Career- -Insuificient Information
hir e ) ‘Guidance. Project ) o~
Tucson  AZ

i v

. - -

'xucsonyPublxc ochools Experience-Based Outside Project Scope
Careen»Educat1on Program
Tucson AZ -

;Career 0pportun1t1es Program ’ No Longer Exists
‘Comp*on CA

?deson ngh School Expericnce-Based Outside Project Scope
'CareerdEducatxon
Fresno CA

VZExecut1ve Intern: Program ) Outside Project Scope
Fremont CA

Far’ West ngh Scheol Outside Project Scope
N Exper1ence-Based Career Education
e Oakland CA

4
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Pro;ect Name and ‘Location

" Reason for Rejection .

Yi‘.‘«% ) . .
Pacrf:c Horizons High School
- Experrence-Based Career Education
‘Stoc on CA

Sture Larrson Contrnuatron School
<<ﬂ8tockton CA

Youth Career Action Program
San Jose CA -

‘PUSH for Excellence Program
Los Angeles CA .. e

Outside Project Scope > -

Outside Project Scope
No Longer Exists
. : & -

>

Gutside Project Scope

‘fProJec;'Optlon

Denver Publlc Schools- ProJects
Dnnver o

Explorlng Careers in the Community (ECC)

Lakewood CO

Career Educatlon ProJect K through 14
Brldgeport CT

Center for Vocat1onal Arts Program
Norfolk '

Communlty ScRool Program
‘West Hartford CcT :

Bxperxence-Based‘Career Education
Porrland ngh School
Portland CT y -

Career,Educat1on .
Brzdgeport «CT. x

-~

Newar,;gi‘ DE". - |

»ProJect REAL (Experxence-Based Career

~~~~~~

Hllmrngton .DE

‘Boward County Schools ProJect

Port Lauderdale FL

Duval\County Schools ProJect
Jacksonvxlle 'FL Tk -

.9

T N Response: - —-

No Response

Outside Project Srope

-

Ingufficient Information

R

K

No Response

[}
-

No Response

Outside Project Scope

No Longer Exists

Outside Project Scope -

Outside Project Scope

)

No Response .
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Project Name and Location Reason for Rejection )
P E.D. Beggs Vocation and Career Center -  No Response o
e T Pencacola FL - s - . : L =
L’TA ’ » ’ ’ -1 < i 1
- s , John E. Ford Career Educationi Center Outslde PrOJect Scope
v - Jacksonville FL T T T i i S . T T
I ’ . > s - a .
; s .«onnunlty Based Vocational .Education Outside Project-Scope '
L (Experience-Based Career Education) . .. . :
< Brunswlck GA . o N
v . . V ‘ : 5]
‘Skxlls :Education Program: Operntxng ) No Response .

Engincers Union Lccal #13- .
Agana, Guam .. . . N ] R

Project Holomua L OQutside Project .Scope -
‘Hilo ’HI ' - ) ”

A

Connunxty nqgeer Experlences \ Outside Project Scope ' . ,
Idaho Falls ID | ‘ ' .o _ . “
'Careet'Educatxon Program - Insufficient JInformation ;
Boisa- ID , ' IR R T 42
;Pocatello- School District #25 Outside P;ojecr Scope l

Pocatello ID . los

, .
Decatur School D1str1ct - s . . Outside Project Scope

Bxperlence-Based ‘Career Education:, - , -
Degatur IL P e ' ?

~

%

N v~

Jollet Townshxp High. Schcol sttrxct #204 Outside Project Scope
‘Experience=Based Career Educat1on . ot
Jollet a7 ! . ~ e

o Ombudtman Educational Serv1ces ~\;\ Outside Project Scope .

T LTD, - " : - T.‘ )
Hundeleln iL " *

Sycanore Connunlty Schools . Outside Project Scope
Experlence-Based Career Educatlon . Sa
Sycalore L~ 5 - .

’ R A - A‘ﬁ
- Career Develop-ent ‘Program . Outside Project Scope L
fﬁ FortxDodge P . . . o

f e

The Co-nnltx School: A Pathway #o- No Respoiise A ' o
_ S\ICSS!.! - . i . :
‘o0 Elkhart [ IN. : ;

e DR TEr s P
Caating e e B SR A




it - 3 + 3

1 e - - -
. - . - . N3

3 - - R o
. * - v . %
. - : - o
- - LR .

. P

X

--’ﬂ" 7'. . . . " ] (Z

. e . ' . - . o S
(¥, Pro;ect’Nuewand S Reason for Rejection . i
PR N IE = - - - ‘ T ) . /
Amm&w o ~* ‘No Response. L
: Laﬁt.@tfcg*»— C oS BRI
Proﬁect!?lp* B I " 'Odtside. Project Scope , CoLR
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The following discussion provxdes the details of the various
problems encountered by RMC in its analysxs of the outcome data for
.the four CIP sites and the five comparison programs. The analysis
- employed five outcomes--enrollment, attendance, retention, grad-
uates, .and .placement -of graduates, With the exception of placement
of graduates, different indices were used to measure quite similar
outcomes, making it untenable for .RMC to carry out comparisons
using the reported statistice, In all instances, RMC tried to
obtain raw data and recompute indexes on a commoaz ground. Unfor-
tunately, the raw-.data could rarely be obtained, particularly in the
attendance and retention areas. Tne problems associated with the
four outcomes are summarized below.

Xﬁrollment -,

.Two aspects of the -enrollment data made it difficult to draw
f1rm conclusions. F1rst, :what was ‘meant by enrollment apparently
vaned from program to program. Although it was not entirely clear,
it appeared ‘that, for several pregrams, enrollment was defined as

\t”e":n'umber of students enrolled 'in the program at the time of
admiggion,. . Smce -attrition is high during the first few days or
g
evenrweeks of\program operations, this kind’ of 1nformat1on is likely
‘to: -be quite mis eadxng. Another program used aversge monthly

enrollment--a much more meQungful statistic. In the case of the

CIP .,he enrollment »count was-, the number of appl1cants who were
adm:.tted to- the program--regardless o\f\ whether or not they ever
attended. -To make more: valid: .comparisons- -among: programs, it was
necessary to: probe‘ records carefully and attempt £0.:C cast the enroll-
ments. of each program in a common. -metric. ‘For ‘the compar:.son sites
and the CIP, ‘enrollment was def1ned as the number of students

asugned to ‘the. program minus. ‘thosé who never showed up for the

program s, mstructxonal treatment.

- .
-

. 'l'he seconda po:.nt to be ‘made. regard1ng the va11d1ty of conclu-
sxons about "énrollment is :that only a few programs’ pad reported
enrollment goals 0K capac1t1es.~ :One program, for exampie, is oper-
at1ng 4t maximum. capac1ty when-: serv:.ng 35 students per month.. Thus,
although it, had enrolled fewer students than the other programs, it
,had enrolled as many as it could accommodate. For another program,
‘maxinum- capacxty was 90 students. Wtule it was clear that programs
. cannot be expected to extend serv:.ces beyond their maxioum capac1ty,
-t ’also aeemed unfaxr to make .comparisons in terms of success in
ach1ev1ng enrollment quotas between\ lsrge- and small-capacxty
«programs. ’For the analys:.s, énrpllment quotas -0f the various
programs ‘were not compared aga1nst :each other. Rather, the factors
related to why ‘the , progrsms ‘were. or were not able to accomplish
‘the1r enrolxlment obJectxves ‘weré--discussed. -

)
-




Attendance Rate 18sues.

o <.4..‘“L~\,n~.h Ry

Three factors made dra\nng conclusions about attendance rates
. hazardous. F1rst, 1t i8 not clear whether the reported rates were

basedhupon average da:.ly attendance or aome .other estimates, For

VRO ) ;several CIP srtea, ‘the data reported represented the average atten-
. over ‘& .period of three months (Harch,, April, and May 1979).

gh‘ athe pr"gram 8 operatxons were more stable during this
hanx they ‘were- earher, the: figures are l1kely to be unrepre-

Sl o sentat1vely low because the months of Harch, April, and May are
R generally the nonths in 'which attendanée is. poorest in.most public
o scnools. ~

& ey

',JA .gecond. factor related to attendance is the previous atten-
dance, patterns of the, ypartzczpatmg youths. S).nce one characteris-

d\.

N8 14 ; uld have een gwen ts prevxous attendance tecords
i changesr m attendance patterns from prevxous years. ‘Only one
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of gn:‘.trally enrolled. Thxs« procedure dxd
0 (graduatea -and, a8 a: result, a retentzon rate of 302
- Had ;graduates been «counted: ‘as: retamed the rate
: y At _anotheé . PEOgram,. the. retention raté was
bt ained:: by addmg to the *number of youths currently enrolled in the

thos : poattwe termnatmns" (e.g., graduatlng or
egular chool system) and dxvxdmg the sum by the

~1s meant by pos:.txve and negatwe
return to the regular hxgh school would. be
8, L for* one program, at another

as. ,,f,_xfwd as"hav:.ng terminated.
1 cntena ‘for deteruu.m.ng= when a

@i‘o'g‘ram, the crxtencn for
ve -days'! absence,. while in
ed after four weeks'
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*

IS absence within a twelve-week period. Also, in some. instances,-
z students returned to the program just prior to being dropped from
the enroliment list, or were dropped and then readmitted. Only one
program veported the number of students dropped from the total
enrollment who subsequently returned to the program. For these
various reasons inferences regarding program features related to
high retention rates were drawn quite cautiously.

Total Number of Graduates

¢
It was considered inappropriate to make simple compariscns

among programs in terms of the number of students “"graduated." Pro-
grams differ from one another in terms of at least the following
three highly relevant characteristics: (a) the kind of diploma
offered ;~ (b) the proportion of enrollees who were former dropouts as
opposed to potential. dropouts, and (c) the number of students who
could meet graduation- requirements in the time period being con-
sidered. It seemed almost certain, for example, that graduating
N students with GEDs is easier than graduating them with regulax high
) school diplomas.. It is also easier to graduate potential rather
shan actual dropotts and those who have completed most of the
requivements for graduation as opposed to those who have completed
fewer. When taken together, these factors were more than enough to
explain all differencés in graduation rates that were observed among
programs. We were unable to identify any treatment variables that

appeared to be related to graduation rates. )
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Assessing the advantages and disadvantages of the CIP in com-
parison to other alternative approaches is a complex and problem-
atical task. 0f_five indicators of succéss, four-—enrollment,

v attendance, retention, and number of graduates--had inconsistencies
” that rendered the drawing of conclusions extremely hazardous.

Th. major issues releted to data comparability are summarized
as follows:

-

. ¢ Enrollment Issues ) -

" - Programs used different methuds for estimating current -and" -
_total enroliments (i.e., duplicated vs. unduplicated counts)

- Eprollment capacity was confounded with total enrollment

K
«

e .Attendance Rate -Issues e

- Programs use different methods of calculating attendance rate

”

- Programs use different procedures for recording attendance .
113

.. 118 .
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‘e Retention Rate Issues ) :
~ Programs used uifferent methods of calculating retention rates

- Programs differed in their definitions of negative and pdsitive
terminations

-

2 .,

® Issues Related to Number of Graduates ‘ C

= Programs varied in the type of diploma offered to youths (i.e.,
GED vs. regular high school.diploma) :

- Relationships existed between the number of graduates and the :
number- of ciedits needed to graduate when youths entered the '
project. The programs that were compared served target groups
that differed in this respect"

S

. Im ordeg to. make useful comparisons among“prograﬁs, some degree :
of comparability with respect to such concepts .as '"negative termina- '
tion," "positive tefmination," "current enrollment,”" and "atten-

~dauce!” were essential.. RMC was able to make some recalculations,
but: the desiréd degree of comparability could not be-achieved from
- the information. available in any existing records.
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