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FOREWORD

In mid-1977, the Federal government began funding a

'program called "Cities in Schools," a demonstration pro-

gram to intedgrate human services in the inner-city. It
would use the school as the focal point =-- "put the city
in the school® -- whence the name. In September, 1977,
the American Institutes for Research was awarded a con-
tract by the National Institute of Education to conduct
an evaluation of the Cities in Schools Program. This is
the final report of that evaluation. :

It is the last of a long sequence of evaluation re-
ports, briefings, presentations at conferences, memoranda
of interim findings, and seminars. It comes at the end
of a participatory process that involved a Technical
Review Panel to monitor our work, half a dozen "stake-
holder" panels to help develop our marching orders, and
continual interchange, formal and informal, with the CIS
staff. The evaluation itself is now being evaluated (by

_the Huron Institute) to determine what has been learned

about conducting this type of interactive evaluation.

Throughout, our reports have catered to the needs of
the people who were already involved in CIS. This time,

.in the final report, we address also the larger audience

of people who want to know what has been learned about
how to deal with the problems of urban schools, how to
integrate human services, and how to take a program from

demonstration to an established component of the system.
For this audience, we treat CIS as a case in point.

But which "case in point" that CIS represents shall
we describe? We have choices.

We may describe the CIS that the supporters of CIS
see: a small group of dedicated street workers with one
of the few original approaches available.

We may describe the CIS that attracted a short

flurry of national publicity because of President and
Mrs. Carter's support.

We may desccibe the CIS of the social worker and
youth counselor, who point to the intrinsic value of the
services that CIS provides.




We may describe the CIS that was portrayed by offi-

cials of the existing social service and school systenms,
of amateurs who are long on rhetoric and short on perfor-
mance.,

We may describe the CIS that the CIS staff sees: an
underfunded, hand-to-mouth effort that is trying to
tackle some of the most intractable of our urban problems
while fighting off bureaucratic interference and rival-
ries.

Each of these versions can be sustained by the
facts. CIS did some things very well and some things

very badly. Depending on how one values the different
things, CIS can be seen as an extravagance or a neces-
sity.

Rather than write a report of the "On the one hand-
...on the other hand..." genre, we begin with an overview
of CIS (Chapter I), then proceed in the subsequent three

chapters to give full play to each of three different
approaches.

The first of these is a contextual evaluation. CIS
developed out of a particular set of circumstances and
evolved over time. Chapter II describes this process,
with emphasis on the practical and political factors that
affected the program's implementation.

The second of these is a traditional program evalua-
tion: a statement of the program's accomplisﬁ%énts relative
to the objectives that had been stated at the outset. Chap-
ter III presents these results, drawing on data from pre-
vious reports as well as from the 1979-80 experience.

The third of the evaluation approaches is diagnos-

tic. It explores what worked for whom in the CTS ap-
proach, and attempts to estimate the potential of CIS's

various elements. The focus in Chapter IV is on "What

has been learned from CIS?" rather than "wWhat did CIS
accomplish?" )

Chapter V draws together the conclusions.



Chapter I.
The Cities in Schools Program: A Primer

As the chapter's title suggests, this is an intro-
duction to Cities in Schools (CIS) for readers who are

unfamiliar with the program. Others may proceed directly
to Chapter II without loss.

CIS’ PERCEPTION OF THE PROBLEM

CIS is a program to integrate the delivery of educa-
tional and social services to inner-city students, using
the school as a base of operations. The problem that
motivated it is a familiar one. As we put it in the
Evaluation Design:

Despite all the programs, all the money,
and all the people that have been aimeg at
the problems of inner-city youth, a very
large proportion of those youth apparently
remain stuck in a cycle of failure, with
*failure” defined in the elementary terms

of an adulthood of stunted personal develop-
ment, or destructive social behavior, or
chronic unemployment, perhaps addiction or
jail.

CIS holds that current resource allocations would be
sufficient to meet the needs of youth, if the delivery
system were not fragmented and uncoordinated. CIS con-
tends that the system's ineffectiveness is a function of
four defects:

® lack of coordination: comprehensive
needs cannot be met in one place; ser-
vices are fragmented:;

® lack of personalism: §ince each "client"
deals with many "providers," no personal
relationships are developed;

1




® lack of accountability: providers are

rarely held responsible for failure or
rewarded for success; and

e lack of morale: hoth client and provider
are apathetic about a system in which
neither believes.

As CIS sees it, this situation has many negative
consequences. -The system duplicates some services and
neglects others, treating the client as a bundle of
discrete problems to be addressed in isolation, rather
than as a whole,person. Access to the people who need
the services is limited because the initiative rests to
‘an unreasonable degree with the recipient. He or she
must recognize the problem, learn about the service, find
out where it can be obtained, travel to an unfamiliar
place to seek help from strangers, and, too often, deal
with an indifferent bureaucrat. For many people, these
barriers are sufficient to prevent them from seeking-
help. The existing services that could aid the family's
attempt to succeed are not tapped, and the cyyle of
failure continues.

THE CIS SOLUTION

CIS proposed an approach to correct these system
defects. The central feature of CIS is the assignment of
Caseworkers to groups of problem students at an inner~
city school. The school provides centralized access to
the youth, an entry point for access to the family, and a
place to put the CIS staff. Because one of the major
problems of service delive.y for youth is finding them,
CIS argues that services should be provided through the
one place where they arc legally required to be =--
building onto the public school, the institution that
already is charged with playing a central role in the
youth's development.,

The school provides the place. The caseload pro-
vides the essential programmatic element. Each student
in the program has one person on the CIS staff who is
directly and comprehensively accountable for monitoring
the student's well-being. If the student is absent, the
Caseworker is supposed to track him down. If winter
comes and he has no coat, the Caseworker is to see that




he gets one. If the student cannot stay in school be-
cause he has to help take care of younger siblings, the
Caseworker is responsible for helping the family 1:ake
other child-care arrangements. In short, CIS takes the
stance that the Caseworker can never say of a problem,
"It's not my job." The caseload is to be small enough
(10 to 15 students) to make this degree of responsibility
reasonable.

There is a cgreat deal of variation within this
general model. The CIS schools include elementary
schools, middle schools, senior highs, -4 street

academies. Caseloads are static in some schools, selec-
ted during the summer and maintained throoughout the

year. In others, caseload assignments are flexible;
students are assigned to caseloads as problems crop up
and are mainstreamed when the problems are resolved.
Finally, the specific criteria for student selection vary
from component to component.* In some components, low
attendance or low academic achievement alone warrant
inclusion in CIS; in others, a combination of these
criteria, along with disruptive behavior, poverty, and
other problems, are applied. One alternative school
component in Indianapulis is specifically designed for
delinquer.c youth.

But CIS has one distinctive structural approach that
was the basis of its proposal for federal funding (IDC,
1977) and still dominates its promotional literature.
Internally, CIS distinguishes this approach from the
variants by calling it the "pure form" We will also
adopt that usage. The pure form OF CIS consists of the
two basic elements of the CIS structure ~- the school

setting and the caselcad -- and a third element =-- unique
to the pure form -- the Family.**

A Family consists of 40 students and four full-time
staff. Each staff member has a caseload of 10 students,
plus a specialist role. The four specialist roles are
Youth Worker (also known as a Facilitator), who has
overall management responsibility for the Family;
Educator; Social Service Specialist; and Programmatic
Specialist. Exhibit 1.1 shows CIS's complete description
of each role and the kind of people who are intended to
fill it. -
= |
- “*WComponent" refers to the program in a given school.

**Throughout this report "Family" denotes the CIS Family
and "family" denotes the students' kinship family.

N~




FAMILY S1..FF

7 s Family Staff’s functions may be described in general terms as follows:

EXHIBIT 1.1 CIS Description of Family Staff Roles*

CATEGORY

Educator

Youth Worker

Social
Service
Special

Programm ~tic
Specialis

CERICF

Aruitoxt provided by Eic:

PRIMARY FUNCTIONS

To serve as the educational resource within a grouping

{family) of 40 students and 4 staff; required to
provide diagnostic testing of students’ academic
needs, advise other staff members on individual
problem areas, facilitate remediation where
appropriate, and assist classroom teachers in
supportive role, able to provide guidance, friendship
and availability to the youth and develop personal
relationships with 10 of the 40 students.

To serve as the manager of a grouping {family) of
40 students and 4 staff; able to supervise operation
of the team, maintain attendance and grade point
records on the 40 students, provide leadership of
planning sessions involving the team staff, must
display high degree of charismatic skill in relating
to gouth in order to share personal relationship
with all 40 students; make visits to students’
homes and facilitate close contact and involvement
with parents.

To serve as the social service resource with a
grouping (family) of 40 students and 4 staft; able
to provide in-depth counseling of adolescent
youth, diagnose the need for psychological testing
of appropriate students, assist youth and their
parents with social service needs, and prepare
necessary records on students in caseload; able

to offer guidance, friendship and availability to
the youth and develop personai relationships

with 10 of the 40 students.
To serve as the programrr~  resource withina
grouping {family} of 4C and 4 staff,
organize athletic, cultura creational
activities for the student/statf team, identify
facilities in the community to be utilized for
these activities, participate in teamn planning

1o ancourage recreational events of an educa-
tional nature and include activities encouraging
involvement of students’ parents and other
family members; able to provide guidance,
friendship and availability to the youth and
develop personal relationships with 10 of the
40 students.

8
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NOTE

An Educator would serve as a
licensed teacher, reading lab
instructor, or professional

tutor; couid be loaned from
community agencies specializing
in educational fields.

A Youth Workercould be a
Boy's Club Supervisor, Police
Athletic League Instructor,
Girl Scout Representative or
staff from a Multiservice
center; could be loaned from
community agencies which
generalize in the delivery of
youth services.

A Social Servics Specialist
could be juvenile probation
officer, public housing
advisor, welfare caseworker,
psychologist or other profes-
sional counselor; could be
loaned from community
agencies apecializing in social
service areas.

A Programmatic Specislist
could be a playground super-
visor from the Department
Parks and Recreation, YMCA
athletic director, physical
education coach or Junior
Achievemnent instructor; could

be loaned from community
agengles specializing in recrea-
tional"and/or cultural fields.

* Taken from Proposal for an Integrated System of Human Service Delivery, 30 March 1977,



The Family is the structural key to integration of
services. The theory is that integration of services
requires a specific person who is accountable to the
student and his family and who cares enough about the
student to identify his needs. This precondition of
service integration is met through the caseload. By
“bringing together a multidisciplinary team of experienced
professionals, CIS intended that Caseworkers would share
their skills, knowledge, and experience. Students would
no longer be assessed in terms of discrete problems, nor
treated in a compartmentalized fashion. The end result
would be that the student would receive help for the
underlying causes of his behavior rather than simply for
the symptoms.

To ensure that this cross-fertilization of ideas
took place, the pure form calls for weekly Caseworker
meetings by content areza (education, social services, pro-
grammatics and 'youth work) and by Family (across content
areas). 1In practice, some components scheduled Family
work periods during school as well. Content meetings
were used to track staff efforts and to bolster their
skills in each content area. In essence, the Caseworker
wears two hats: he is directly responsible for the 10
students in his caseload, but he is also responsible for
any of the 40 Family students who have needs falling
within his content area. 1In practice, most of the respon-
sibility was excercised within with the individual case-
loads.

Another structural feature of some pure form com-
ponents intended to foster interdisciplinary help for
students and to strengthen the Family unit is the
"orientation'class setting." This refers to a class
consisting of the 40 students in a Family and the four
Caseworkers. It provides the students and Caseworkers
with an opportunity to interact with Family members
outside of their caseloads and to conduct Family busi-
ness, such as scheduling programmatic activities. The
low ratios of students to staff are intended also to
increase the amount of individual attention provided to
"each student. Subject matter taught in orientation .
classes varies, but it typically incluces material on
careers, values classification, and decisionmaking.

Given the context of the CIS framework, we now turn
to the CIS program as it was implemented in Atlanta,
Indianapolis, and New York in the 1978-79 and 1979-80
school years. '
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THE IMPLEMENTED PROGRAM /

During 1978-79, the second full school year of
federal funding, CIS served about 2,500 students in 18 o
schools in Atlanta, Indianapolis, and New York, and
employed 279 caseload staff. Six of the schools were
high schools, three were junio

some of the smaller components -- Arlington High School,
Crispus Attucks High School, and School #101 in Indiana-
polis; P.S. 180 and Pp.S, 120 in New York -- to maintain
the pure form components at the same level. Atlanta
maintained all of itsg components and increased the number
of caseload students. Although total staffing and
caseload levels shrank slightly in 1979-80 in the three
original cities, the overall size of CIS was augmented by
the addition of three components, one each in Houston,
Oakland, and Washington, D.C,

These components include three distinct types of
programs -- pure form, also known as "Plan A"
intensive variant known as "Plan B", and street acade- .
mies. We will describe each of these in turn, focusing

on the pure form components that are the subject of this
study.*

r & less

Plan A

CIS generated Plan A (the name for the implemented
pure form) at four high schools in 1978-79 and 1979-80 --
Smith and Carver in Atlanta, Arsenal Tech in Indiana- -
polis, and Julia Richman in New York. These were the
original evaluation data collection sites; Carver was
subsequently dropped from the evaluation when the
implemented program turrned out to be quite different from

‘;'—*._'- . . .

*Detailed profiles of the projects in Atlanta,
Indianapolis, and New York are contained in two documentsg
of the evaluation: Report No. 1: Proqram Descriptions

(hereafter called Report No. 1), and Report No."2: The
Program and the Process (hereafter called Report No. 2).
They are available from the National Institute of
Education. The new Projects in Houston, Oakland, and
Washington, D.C., were not part of the evalution.

10




TABLE 1.1
1978-79 and 1979—-80 Enroliment and Staffing in CIS
No. of Casslosd ° No. of Caseworkers °
C1S Components Jydents
1978-79 197980 1978-79 1979--80
ATLANTA
Smith High School a8 101 11 14
Carver High School 125 105 12 13
Academy A 10 9% 1 8
Academy 8 26 133 10 9
Academy T 100 163 10 8
St Luke's Academy 0 88 9 2
Craddock Elementary 120 128 10 6
Total 739 814 73 66
INDIANAPOLIS
Arsenal Tech High School (Plan A) 643 634 65
Avsenal Tech High School (Plan B) 310 144 39 i4°
Arlington High School 60 - 6 -
Crispus Attucks High School EA] —_— 8 —
indy Prep 29 36 5 6
School No. 101 (Jr High School} 124 — 13 —_
School No. 26 (Junior High School) 74 40 8
School No 45 (Elementary) 74 7 12
- Totel 1,386 925 156 84
NEW YORK
Julia Richman Hig'y School 162 199 19 20
1S-22 (Junior High School) 120 134 22 19 o
PS-125 (Elementary) - 80 - 6 —_—
PS-180 (Elementary) 60 - 3 ——
PS-53 {Elementary) — 70 _ _
Total 422 403 50 48
HOUSTON
M C. Wilhams Junior High School - 77 —_ 7
OAKLAND
Hamiiton Junior High School —-— 78 —— 15
WASHINGTON, D.C.
* Terrell Jr High School - 157 - 9

The exact number of zase!nad students fiuctuated from month (o month, thase figures represent
aporoxmate 'avers curing the first samester

® Thess figuras do not include project directors, and secretarial staff in 1979-80. Service staff who do not
O maintain caseioads are included only for the siementary and junior high programs,
E MC ; Reprasents thase Plan B statf with specitic caseloads only
P - -y

Missing 38ta. ll . 1 {




CIS's expectations.* The discussion centers on. the Smith,
Arsenal Tech, and Julia Richman projects.

The Settings

CIS works with youth from inner-city neighborhoods
in the "worst" schools -- those likely to have high
concentrations of the multiproblem students for which CIS
was designed. The Plan A components in Atlanta and )
Indianapolis are located in areas that fit the inner-city
stereotype. Both schools are in declining residential
areas that had once been white middle class and had under-
gone a racial and socioeconomic transformation in the
19608. The neighborhoods have high crime rates, deteri-
orating housing and high unemployment rates. In the
Smith neighborhood, for example,- 45 percent of the heads
of households were jobless in 1975-76, less than 10
percent of the families owned their homes, and the mean
family income was $9,675.

‘The site of the Julia Richman high school project is
anomalous. The school is located in the fashionable East
60s of Manhattan and was once a girls' school with a .
student body drawn from the middle and upper classes of
New York. Julia Richman now draws almost all of its
students from Harlem, predominantly from East Harlem,
with a few students who come all the way from the Bronx.

'All three of the high schools are large. Arsenal
Tech is the largest, with approximately 4,590 students
housed on a 74-acre campus. Julia Richman serves about
3,300 students. Smith is the smallest of the - three
schools with an enrollment of 1,100.

The typical indicators of a school's rankings --
mobility indexes, drop-out rates, attendance rates, and
standardized tests -- leave little doubt that Smith,
Arsenal Tech, and Julia Richman represent the "worst"
schools. 1In 1977-78, Smith ranked. next-to-last in per-
centage of student attendance among the 22 high schools
in the Atlanta Public School System (APS). It had a
drop-out rate of 11.8 percent, the highest in the APS
(the mean was only 4.9 percent). Smith ranked last also

¥YAmong other things, the Principal changed the program's

scope and functions to fit with otker initiatives he was
taking. These changes may have been good or bad, but the
result was not a "pure form" project,



among the 22 schools in all three subtest scores in the
11th grade Tests of Academic Progress, given in the fall
of 1978. The school's means on the subtest scores were
all at or below a seventh grade equivalent, although the
national norm is 1l.1 and the Georgia norms ranged from
9.4 to 10.1. Smith's "mobility index," based on student
transfers, used as a measure of school stability, was
.41, the third worst in the Atlanta system

At Julia Richman, two-thirds of the student body
read at least two years below grade level, compared to 44
percent in the New York school system as a whole. More
than a third (35 percent) of the student body left Julia
Richman each year. Average daily attendance ran at
roughly 68 percent. A third of the students were
financially eligible for free lunches.*

Students and Staff

Students are selected for the program on the basis
of poor attendance, disruptive school behavior, and low
academic achievement in the preceding year. 1In 1978-79,
the primary selection criteria were poor attendance and
low reading scores, and to a lesser extent, disciplinary
problems. In Indianapolis, where Title XX funds were
used, poverty was also used as a selection criterion.
Students whose Caseworkers were paid with Title XX monies
had tb be "Title XX eligible," 1.e., from families with
incomes at or below the poverty level. CIS enrolled 101
.students at Smith, 634 at Arsenal Tech, and 199 at Julia
Richman in 1979-80.**

Table 1.2-displays the CIS students' age, sex, and
race in 1979-80., The CIS populations at Smith and Julia
Richman were almost entirely constituted of minority
groups: black at Smith, and black with an admixture of
Hispanic at Julia Richman. At Arsenal Tech, slightly

more than three-quarters of the CIS students were black.
Of the whites, most came from Appalachian backgrounds.

*The Indianapolis public school system does not.release
comparative statistics on its schools. The judgment of
teachers and administrators at Tech, plus our own
observations, indicate that Tech is one of two high schools
with the most disadvantaged student populations in
Indianapolis, :

**These represent numbers of students who at least
registered at the beginning of the school year.
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TABLE 1.2
CIS Student Characteristics, 197980 at Smith, Arsenal Tech, Julia Richman

Smith Arsenal Tech Julia Richman -

TOTAL STUDENTS ENROLLED - 99 634 ' 199
Race )

Black 100% 63% 71%

White 0% 36% 0%

Hispanic 0% 0% 29%
Sex

Male 55% 49% 47%

Female 45% 51% 53%
Age

14 3% 18% 2% *

‘15 36% 31% 21%

16 30% 33% " 35%

17 _ 23% 14% : 28%

18+ 8% 4% 14%

- Grade
9 ' 42% 43% 92%"

10 34% 36% - ’ 8%

" 20% 21%

12 : 4%

* Ace and grade breakdowns at Julia Richman are estimates.

Females predominated in all of the sites except Smith.
Most of the CIS high school students in 1979-80 were
15-16 years old. The Julia Richman project served
9th and 10th graders; Smith and Arsenal Tech included
11th graders as well (Smith even had a few seniors).

Staff at the three projects were assigned to the
four role specialities discussed earlier: programmatic
specialist, educator, social service specialist, and

9




youth worker. Within each Family, the Tech and Julia
Richman projects tried to maintain equal distributions of
males and females, blacks and whites (plus some Hispanics
at Julia Richman).

The size of the Caseworker staffs increased during
the last two years of the evaluation at Julia Richman
and Smith. Julia Richman had a basic staff of 19
Caseworkers in 1978-79 and 29 in 1979-80; the comparable
numbers for Smith were 11 and 14. 1In contrast, Tech
had 65 Caseworkers in 1978-79 and then, because of
a funding delay, had only 53 Caseworkers {at most) in
1979-80 -- while the number of students in the program
remained constant.

Routine Activities

The bulk of CIS's daily activities in the pure form
programs can be grouped under four headings: counseling,
human services, academic support, and special activities,

as described below.*

Counseling. Much of what CIS staff do during ai%kktl
falls into "counseling," defined broadly. Students talk

to their Caseworkers nearly every day. They meet infor-
mally in the halls, in class, during lunch, or_ after
school. Attendance and school work are the most common
issues discussed, and students and Caseworkers indicate
that discipline problems ayre also a frequent source of
discussion. Personal and family problems are brought up
less frequently. In addition to the individual contact,

" students in grade 9 meet with the others in their Family

during orientation class and with their caseload once a
week in a group counseling situation.

Arsenal Tech has a regular counseling center staffed
on a rotating basis by social service Caseworkers.
Students with particularly serious problems are referred
by Caseworkers and teachers for individual or group

counseling. Some astadents drop in on their own. " In
addition, the counseling center staff are responsible for
students on probation. They serve as the liaison between
the school and the court, regularly submitting atten-
dance, grade, and progres= repcrts to the .probation
officers. -

*The actual levels cf these activities are discussed in
Chapter III. N




Human Services. The projects vary in the number and
type of social services provided to the students (see
Chapter III) but all of them engage in some routine
service delivery activities. All three projects provide
some preliminary health and dental screenings (i.e.,
pulse, temperature, blood pressure, eye checks, T.B. skin
tests, sickle cell anemia, et~.) either through CIS
nurses or referral to local health centers. Relief
services such as book fees, bus tickets, and clothing are
arranged when possible; and Smith has set up second-hand
clothing shops. Other social service efforts include a
preventive health project at Arsenal Tech that attempts
to increase students' understanding of sexuality, contra-
ception, disease and hygiene, and to provide drug and
alcohol counseling on a small scale.

Academic Support. In Plan A programs, CIS ‘students
are block scheduled with other CIS students for at least
one class, with one exception. 1In Smith, CIS students
were not grouped together for any classes in 1979-80,
although they had been block scheduled for English, math,
science, and social studies in the previous year. In the
Plan A program at Arsenal Tech, students are together for
math, English, reading, social studies, and orientation
class. At Julia Richman, CIS students are grouped
- together for English, civics, orientation, and =-- in the
case of the ninth graders with the lowest reading scores
-- Learning Center. Most of these classes are taught by
CIS teachers. In the classes taught in an orientation
setting, an entire Family is grouped together with the
social service specialist, programmatics specialist, and
youth worker assisting the CIS educator. '

In some cases, as with the reading lab and math
courses at Smith, CIS grouping provides smaller class
size and more individual attention than was otherwise
available, but the majority of the blocked classes are of
average size. In some instances, CIS also has put a
Caseworker in the classroom as a type of teachers aid.
More generally, CIS sees "freeing teachers to teach" as
one of it's major educational support functions.

Special reading programs. Smith, Arsenal Tech, and

Julia Richman have special readirg labs, staffed by CIS
reading specialists and featuring individual instruction
and class sizes of 3 to 15 students. In some cases,
students are assigned to the Learning Center for an




entire semester. In others, students with reading
problems or those lagging behind in a subject are
generallv referred to the reading labs (called Learning
Centers) by classroom teachers for a specified time
period -- a few days to several weeks. Using both
individualized reading materials and the assigned class-
room work, the reading specialist works with the student
until he or she is ready to return to class. Reading
labs are seen as an adjunct to, rather than a replacement
of, regular classes.

Orientation. The CIS programs in Julia Richman and
Plan A at Arsenal have "orientation" classes in which all
four caseloads and Caseworkers from a Family are grouped
together.* The Family educator plays the lead role in the
class, but other Family staff teach when the subject

matter is appropriate to their backgrounds. The content
of the orientation class varies according to the site and

the grade level. Orientation classes at Julia Richman
and those for freshmen at Smith and Arsenal deal with
careers, goal setting, decisionmaking, and values in an
effort to increase students' awareness of themselves and
the working world and to improve their decision-making
capabilities. Arsenal Tech also has orientation classes
for sophomores and juniors. The sophomore class receives
one semester of health and one semester of drug educa-
tion; the junior class consists of U.S. History I and II
-- courses that are required for graduation.

Career education is an important element of orienta-
tion classes. For example, a drug education class
focused on criminal justice careers related to the
criminal use of drugs. Representatives of the police
narcotics squad, attorneys, court stenographers, and
probation officers were invited to discuss their work.
The class culminated in a trial with students role-
playing. Another example is "Project Business," a nation-
wide program sponsored by Junior Achievement that was
utilized in six orientation classes at Arsenal Tech.
Twelve persons from the business community met with
students weekly for a semester, presenting a prfactical
approach to economics, money and banking, the market
system, financial statements, career choices, and con-
sumerism. -

*Reqgular credit is received for this course. 1In
Indianapolis, the city school system has adapted the
Orientation course for city-wide use for ninth graders.




Teaching approaches vary from traditional, struc-
tured lecture classes to participatory, learn-by-doing
classes where the students are actively involved in
lesson planning and implementation. An example of the
latter is the "Pottersville" concept at Arsenal Tech.
Students have researched various service jobs and have
attempted to construct a human services delivery system.
The programmatics program at a CIS elementary school was
actually run by Tech CIS students who were participating
in Pottersville.

Tutoring. Caseworkers conduct tutoring sessions at
all three pure form projects. Their efforts are supple-
mented by volunteer and peer tutors in some cases. Since
tutoring is conducted on an as-needed basis, there is
wide variance in the fregquency and length of sessions.
Some students have regularly scheduled individual
sessions several times a week, while others just drop in

after school for a little help on a particular
assignment.

Home visits. Family involvement is an important
part of the rationale of the CIS program, and the Plan A
projects all require that the Caseworkers make periodic
home visits (once a month has often been the norm). As
discussed in Chapter III, the actual freguency of home
visits has been highly variable. These visits typically
involve telling parents about the program, getting
permission forms signed, or discussing specific problems
at school The home visits serve also to set the stage
for providing services to the family.

Programmatic activities. CIS provides an extensive
array oI programmatic activities both in and out of
school for students during the year. These activities
range from flag football after school or a pizza with the
Caseworker to trips and visits to museums and sports
events. Some of the activities include the entire CIS
student body, others the Family, the caseload, or simply
one student. Caseload activities are scheduled at least
twice a mor.th, and a major Family or program activity
occurs about once every three months. The activities
that CIS has provided are discussed in Chapter III.
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Plan B Programs

- "plan B" refers to variants of the CIS approach as

applied in the public school setting. 1In 1979-80, Plan B
programs were in operation in three elementary schools,
three junior high schools, and three senior high schools.
Although the severity of the problems CIS is dealing with
at the three school levels differs -- incipient academic
and behavior problems at the lower grade levels and full--
blown attendance and academic problems at the upper grade
levels -- the approaches are generically similar.

Plan B can best be described in contrast to Plan A
or pure form. First, it is,less structured; students are
not grouped into Families.) Second, Plan B Caseworkers
are asiigned to schools ag support staff for the entire
student body or for a fewl!qrade levels, rather than for a
specific caseload of students as in pure form. They
perform the same functions as Plan A Caseworkers --
counseling troubled youth, tutoring low achievers,
arranging for social services, and providing programmatic
activities -- but they are not restricted to specific
service recipients. 1In most Plan B programs, however,
Caseworkers develop priority caseloads of students with
particularly severe problems and work with them inten-
.sively on a short-term basis or, in some schools, through-
out the year. Plan B Caseworkers do not have a regularly
scheduled period to work with their students as do the
pure form Caseworkers. Frequently, teachers release
students from a class for tutoring sessions or counseling
about in-class behavior problems, and Caseworkers catch
students whenever they can to provide other types of
help.

In addition to providing help to individual stu-
dents, Plan B Caseworkers perform support services for
the entire school such as monitoring the halls and
cifeteria, staffing in-house supervision rooms, nursing
offices, and study halls. In one school, several of the
Deans are CIS staff. Other foci of Plan B programs are
neighborhood services and parent involvement. Staff are
included in community organizing, liaison with members of

the Parent Teacher Organization, and solicitation of
community and parent support for student activities.

_r'“_""—"""—'_' . :

One of the programs classified as Plan B, School #26,
did have a Family structure during its last year of
operation,




The elementary school programs focus on academic and
behavior problems. 1In some components, students are
referred to CIS-operated learning centers for help; in
others, Caseworkers provide special in-class help or
after-scnool tutoring. In both cases, Caseworkers are
available to provide supportive assistance to teachers.
They might lead small group discussions, tutor students
who are lagging behind, counsel students about behavior
problems, or simply help the teacher "keep peace." In
components where staff are assigned to specific
classrooms, Caseworkers meet reqularly with the teachers
to discuss their progress with individual students and to
develop strategies.

The social service and programmatic activities
provided at elementary schools varied accordina to the
predominant needs of each school. CIS arranged .for
medical and dental screenings, operated clothing banks,
and helped process applications for book and travel fees
or income assistance. Informal counseling was, of

. ’ course, an inteqral part of all the programs, and some-

times students were also referred for professional
counseling.

The junior and senior high Plan B programs resemble
those in the elementary schools. Caseworkers provide
tutoring, counseling, and programmatic enrichment activi-
ties for priority caseload students, and to a lesser
extent for the entire student body. Most components
operate Learning Centers for tutoring during school and
in-house suspension programs. Arsenal Tech also runs a
program to encourage freshmen students to stay in high
school. Staff encourage parental participation through
tours, link students with alumni mentors, and train °
teachers in ways to encourage students to complete high
school. '

Caseload students are selected on the basis of poor
attendance, low achievement, and behavior problems. The

specifics (and the specificity) of the selection cr1ter1a o
varied by school and over time. )

Street Academies

During 1978-79 and 1979-80, the CIS program operated
in four street academies in Atlanta and in Indy Prep, an
alternative high school program in Indianapolis.
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The Atlanta street academies are alternatives to the
standard high school and were established to meet the

educational and social service neelds of urban youth
unable to cope within a traditional school setting. The
first Atlanta academies were founded over eight years
ago. Four were in operation during this study: Academy
A, Academy B, Academy T, and St. Luke's Area III Learning
Center. Indy Prep was established in 1976-77.

Although street academies are located in physically
separate facilities, each maintains an affiliation with a
high school in the public school system, preferably the
one geographically closest. The high school gives
diplomas to students who successfilly complete a pre-
scribed course of study. The academy serves as a place
where the high school may refer students who experience
difficulty adjusting to a standard school.. Credits for
some extracurricular activities such as the drill team
may also be granted by the public schcols. Students are
sometimes assigned to an academy by the juvenile court as
a condition of probation.

Staff members of the Atlanta academies represent
both the educational and social service sectors. Total
staff in each alternative program generally number 10 or
11 people (usually 4 or S teachers, 2 to 3 social service
specialists, a streetworker, a project secretary, and a
project director). In addition, Atlanta has a Social

Service Coordinatar and an Educatiom Coordinmator who work
with all four academies. Teachers and social service
specialists counse' students, provide transportation to
school or extracurricular activities (sports events,
field trips, theater), and generally try to provide
support and guidance. The teachers teach the academic
classes and fredquently all or part of the elective
courses. Social service workers address a variety of
student needs -- such as court-related problems and
referrals to social service agencies. Tney typically do
not work with the teachers in daily classes as in the
pure form programs.

Because the total population of each academy is only
about 100, the 40-person Family concept is considered
inappropriate. Academies are small and selfcontained,
and staff and students tend to come in frequent daily
contact with one another.




Students come to the Atlanta street academies from
many sources: streetworkers searching for dropouts,
public school officials referring "problem" students,
parents seeking help for their children, staff of the
other academies, social service agencies referring
students, and court officials seeking placement for
delinquents. Students als® learn about the academies
from their friends who like the flexibility of the
program. Each academy serves approximately 70 to 115

students. Ages range from 15 to 23, but there is no
upper limit. Almost all of the students are black and
live in poor ne1ghborhoods.

Indy Prep is an intensir~ program primarily for
students who are on probation. It parallels the street
academies in Atlanta with one major exception: The
street academies are self-contained units that attempt to
graduate students, whereas Indy Prep is-an interim
arrangement. Students are transferred into regular

classes at the IPS Day Adult School after spending an
adjustment phase at Indy Prep. Accordingly, students
must be at least 16 years old, the minimum age for
participation in the IPS Day Adult School program. Since
the reguirements in the Day Adult School program are not
as stringent as those in the high schools, Indy Prep has
broad flexibility in course offerings and hours.

Indy Prep has five staff members: two are Facili-

-tators, one a Programmatice person;,—one an Educator, and

one the Project Director. In addition to the CIS staff,

five teachers on loan from IPS Dayv Adult teach Indy Prep
students on a part-time basis. Each staff member has a

caseload of approximately six students, but the numbers

vary as students enter and leave the program. Indy Prep
is structured around the Family concept, but the project
is so small that in practice it is a highly individual-

ized counseling-tutoring program.

There is no formal selection process for Indy Prep.
The program accepts any student who is unable to function
in a reqular school setting but willing to agree to
follow the program rules. Twenty of the students in

1978-79 were referred by the court and nine volunteered
for the program after having been expelled or suspended
from other high schools.
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Academic Program. Students in the Atlanta street
academies attend basic classes -- English, math, reading,
science, and social studies -- from approximately 9:00 am
to 1:00 pm. Academies match their course descriptions
and credits to those of the regular high school. At Indy
Prep, students attend classes from 8:00 am to 4:N0 pm to
earn a normal seven credits per semester. The students
are segregated from the other Day Adult classes but the
content of the courses is similar. Courses offered by
the IPS Day Adult School during the spring semester
include math, English, reading, gym, music, science, and
U.S. history and government. 1In addition, CIS staff
teach orientation class and social studies.  1In all five
academies, a great deal of time is spent in informal
counseling and tutoring sessions.

The alternative programs offer the same type of
social services anA extracurricular activities as the
other CIS components. The small caseloads are intended
to foster close Caseworker-student relationships, and a
great deal of time is spent in informal counseling.
Caseworkers visit students' homes periodically, and refer
the students to service agencies as needs crop up. They
also plan group and individual recreation and cultural
activities with their caseloads.




Chapter Il.
The Evolution oﬁ CIS

CIS was a "demonstration program" -- a term that
calls to mind a tidy process whereby a program package is
designed to meet certain ~bjectives, provided with enough
support to give it a fair trial, and then evaluated.

Like most demonstration programs, CIS had very little in
common with this model. The program's accomplishments
and failures occurred largely because of contextual
factors that had nothing tc do with the program's
intrinsic merits or defects. This chapter describes the
main elements in an eventful history.

- GETTING STARTED ,

The program now called CIS grew out of‘the exp-
eriences of a small band of activists -- mostly white,
male Christian streétworkers --_.who went to Harlem in the
early 1960s. They spent the rest of the decade working

with the kinds of youths whu later would be sought as
clients of CIS.*

Their work in Harlem eventually produced a set of
"street academies," largely sponsored by corporate
donors. They were alternative schools, dealing with the
drepouts who could not succeed in the public school
setting. Along with education, the staff of the street
academies tried to make good on what was to be known in

*Most of the historical material is drawn from
interviews. For Atlanta, primary sources were: David
Lewis, Neil Shorthouse, Sandra Swans,.C.T. Martin, and
Helen Branch. For Indianapolis: Harv Oostdyk, Stanley
Stern, Betsy Baltz, Karl Kalp, Ray Reed, and Richard
Lugar. For New York: Harv Oostdyk, Carolyn Smith, Bruce
Spraggins, Tony Hernandez, Pauld Lipsitz, and Jewel
Bickford. For the pre-CIS backgrourtd: Harv Oostdyk,
Willoughby (Wib) Walling, william Milliken, and Neil
Shorthouse, '




CIS as "personalism" -- the all-embracing responsibility
of the Caseworker to know the student -and get hold of
whatever help was necessary.

In the 1970s, the work shifted to Atlanta, where
another set of street academies was set up, funded
(improbably) by the U.S. Postal Service as one of seven
such programs around the country. But as' their experi-
ence with street academies accumulated., the founders of
CIS increasingly saw the standard school setting as the
next step in reaching inner-city youth. Bit by bit, the
notion of introducing Caseworkers into the school took
hold, and by the mid-1970s the idea had led to embryonic
programs in Atlanta (where the program was called
"Project Propinquity”) and Indianapolis (where it was
called "Tech 200"). By this time, an institutional
umbrella had also been created: the Institutional Develop-
ment Corporation (IDC), which would later be renamed CIS
Inc.

The details of how the footholds were carved out are
described in Report No. 2 (pp. 16-50). Here, a brief
description of the people whc were in charge will help in
understanding later developments.

Above all, it must be understood that the founders
of CIS were committed to helping kids in trouble, and
that this commitment dominated their stance toward the
program, toward getting support for it, and toward their
administration of it.* They were streetworkers. 1In this
sense, the mission -- to help kids -- antedated the
solution. The founders were not social engineers with a
solution who set out to find a problem to which it could
be applied. Rather, they became convinced out of their
own experience that the key to dealing with the dropouts
.and the delinquents and the losers was intensive
one-on-one contact. Youth services had somehow to be put
in a personalized context. -

The specifics about how this might be done were
secondary to the essence of the logic: "Hire people who

*The statement applies to a shifting gqroup of half a
dozen persons who formed tne nucleus of the. program in
its early years. In the discussion of priorities and
style, "founders" refers primarily to William (Bill)
Milliken and Harv Oostdyk, who have been the leading
actors in developing the ideas and obtaining support.

.t
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feel as strongly about kids as we do, and put them in a
structure where they will have access to them and access
to service resources." As time went on, the specifics

took shape ~- the notion of :he 40-student "Family," of
four staff from four-human services specialities, and the
rest. But these were details, not essentials.

The foregoing hints at another defining !
characteristic of the founders: They were pragmatic and
enterprising. They managed to carry on their work for
almost a decade with only a smattering of Federal money.
Throughout the period of the evaluation, the core
organization (first called the Institutional Development
Corporation, later changed to Cities in Schools) still
operated entirely on donations -- the Federal money went
to the school systems, not to the CIS organization
itself.

Maintaining solvency'in that way, for that long,

. required continual fundraising. CIS cast a broad net,.
ranging from foundations tc large corporations to
socially prominent private philanthropists on the New
York/Washington axis.

As the founders developed their financial sources of
support, they also developed their political entree. It
was always from the top. The Indianapolis program
depended on the patronage of Mayor (now Senator) Richard
Lugar. The Atlanta program got off the ground with the
help of Postmaster General Blount, and was solidified
through the active support of some of the city's most
prominent financial and business leaders. In New York
City, the program got started through a conbination of
o0ld connections from the 1960s program, but this
uncharacteristically within-the-system approach was soon
buttressed by a direct:link with the Mayor's Office and a
prestigious "Policy Board" headed by Howard Samuels, a
prominent figure in New.York politics.

The program's penchant for working at the top
political levels reflected a pragmatic judgment. The
founders were challenging the existing human services
sttucture. The challenge was not likely to be sponsored
by the existing bureaucracy. Only directives from the
top would force access, they reasoned. But the strategy
also contained the seeds of later problems. For, if only
pressure from the top could get the program started, only
. support by the existing bureaucracy -- or at least a




In this endeavor, the general goals of the System
were to be:

(a) to coordinate the delivery of services .
for the greatest benefit of the under-
privileged; (b) to organize the delivery of
services comprehensively around the needs
of the whole person, the family unit and
the community; (c) to allocate resources
with benefit of information and advice
drawn from local people who are familiar
with the needs of their neighborhoods and
communities; and (d) to proceed initially
within the boundaries of existing programs.
(Proposal, p. 13)

The operatioﬁal goals were stated as:

1. Eliminating program duplication anAd
consolidating common activities and
. programs. ; ,

2. Creating an educational environment that
Aevelo,.s the skills necessary for employ-
ment in our free enterprise svstem.

3, Providing a forum where the needs of an
‘ entire neighborhood can be expressed to
the community power structure and . =
through which new patterns of meeting -
these needs can be more fully developed.

These were followed by a statement of "Specific Develop-
mental Objectives,"” as follows:

As the Syskem takes root it should bring about:
1. An extension of the scope of service

beyond the individual to the family and
to the neighborhood;

2. Greater intergovernmental cooperation
among Federal, State, and local agencies
and growing involvement and support of
private organizations and individual
volunteers;




3. Better planning for use of existing )
resources at the local level so that the
system draws upon the large base of

o established organizatinns and resources
and uses only a negligible amount of new
Federal funding:

4, A demonstrably workable prototype of a
more effectively integrated neighborhood
based service delivery system, capable
of surviving local political changes;
and,

5. A plan for limited replication of proto-
types and for systematic testing and
evaluating of those replications.
(Proposal, p. 18)

Such was the rhetoric on which the funding of CIS
was based. It is unclear how mu¢h of it should be read
as the "real" intentions of the program. The confusion ’
has-arisen in part because the lead staff of CIS have
never marched in lockstep on the specifics of its
ideology. There is no such thing as doctrine. 1In that
- sense, any statement about the order of priorities is
bound to be wrcng.* But this is our best reconstruction
of the consensus:

In _the most general sense =-- an aspiration to break
away from compartmentalized services and move toward -a
holistic relationship between service-provider and
service-recipient -- service integration was always an
authentic objective,

The objectives relating to neighborhood-wide forums
and outlooks never had much life outside the confines of
the Proposal. They were ger.eral goals held by some of
the leading figqures in CIS, especially Oostdyk (who was

" one of the authors of the Proposal), but they never
figured in the operations of CIS.

The objectives relating to integration of services
for the whole family, not just the CIS students, were
very real at the beginning. Certainly they figure
prominently in the Proposal:

e Report No. 2, pp. 11-15, for a detailed discussion
of goa and _51ect1ves as perceived by the senior CIS
staff.
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Prototype development will emphasize the
importance of the family and seek to
strengthen the family structure. The
ultimate target of services should be
coordinated around families. (Proposal,
p. 20. Emphasis in the original.)

BPut, given the many difficulties associated with
integrating services for even the student, Pplus the
difficulties of gaining entree to the family, CIS staff
'‘backed away from this objective in practice, consigning
it to a category of "next steps" once some other barriers
had been surmounted.

.The objectives that dominated the day-to-day opera-__

tions of the program were ones that the Proposal )
mentioned only indirectly: reducing absences, improving --
academic skills (especially reading), acclimating the
students to the world of work (and the world in general),
counseling, and providing ad hoc social service assis-
tance as needed. -

This was the central disparity between the program
described in the Proposal and the prograft that the eval-
uwators came upon when we first started observing CIS in
the fall of 1977: The means to an end -- service inte-
gration -- held center stage in the Proposal, while the

-end itself -- to help kids in trouble -- held center
stage in the program that actually existed.

When questioned on this point, the principals in the
development of CIS respond with varying viewpoints, Some
argue that there was no dissonance. The lesson léarned
from the 1960s was that the existing structure for
delivering human services was ineffective, but parallel
structures (such as the New York street academies) could
not be a replacement. The notion of service integration
was the driving force behind CIS, and continues to be.
Others who were authors of the proposal have said that
the function of the Proposal was to get funding, and
service integration was a saleable theme. For them,
service integration was an important but not primary
motivation. They genuinely believed that their approach
. could provide improved services without increasing the
number of social services employees. They genuinely
believed that the isolation and piecemeal delivery of
services impeded their effectiveness. But the incentives
of economy and a more rational structure were not the
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mainsprings of their enthusiasm. 1f they had been told
to put Caseworkers in -‘the school, ar:l to forget about
restructuring the social service delivery system, their
motivation would have been essentially undiminished. The
key notion, to reiterate, was to build a program that
would enable intensive, daily interaction between Case-
workers and kids.,. :

-

Whatever the order of "real" priorities, the written
proposal before the White House and the funding agencies
was unambiguously a proposal to begin the process of
building a new configuration of human service delivery.
It would use an operational component called "Cities in
Schools" (its prospective organizational basis was left
unclear) and a nonprofit consulting organization called

" the Institutional Development Corporation to begin this

prototype work. It sought $2,674,000 in new Federal
funds to round out a total proijected budget of $5,915,000
for the first year as a national program (Proposal, p.
75). -
‘The Proposal was dated 30 March 1977 and the
President (who had been kept. abreast of its development)
aiproved it on the same Aday, via a letter to the depar-
thent heads who were prospective funders of the program.
It read in part that "On March 3n, 1977, I approved the
proposal...as an-experimental effort aimed at deweloping
an integrated system of human service delivery." A
peridd of negotiations ensued. Finally, it became
necessary for the President to send a letter to the
cabinet heads of the seven departments that were to
contribute support, explicitly asking them to support the
effort.*

In the end, the seven agencies formed a sort of
consortium in sponsorship of the program., The Community
Services Agency (CSA) was designated as the agency
responsible for monitoring the implementation of the

*The White House connection was instrumental in
obtaining the initial fundAing. Tt Aid not have much
effect on the subsequent implementation of the project.
The Carters' support was the subject of media attention,
especially when Chip Carter briefly joined the staff of
CIS. But aside from Mrs. Carter's continuing interest in
the progress of CIS (she visited all of the original
sites), neither the administration nor the scope of
the program was affected.




program, while the National Institute of Education took
responsibility for the evaluation,

ENTER THE EVALUATION

The competitive procurement process for selecting an
evaluator was completed in September, 1977. AIR was
awarded a contract for a three year evaluation. The work
was to begin with a six-month design phase. Then, the
evaluaticn would collect data for three school years:
1977-78, 1978-79, and 1979-80. In mid-course, the eval-
uation would submit a full-scale interim report on the
CIS process and its impact on the youths in the program.
The technical aspects of the evaluation would be moni-
tored by a "Technical Review Panel" chosen by the Eval-
uation Research Society. And, from the outset, the eval-
uation would be plannred and administered in accordance
with the needs and interests of the "stakeholders" in the
evaluation process.,* Stakeholders -- people who had a
stake in whether CIS worked -- would consist of decision-
makers who were to decide on the fate of the program, the
clients (parents and studer ), and the CIS5 staff
members.

In October 1977, AIR's evaluation team made its
first round of visits to the three sites, beginning the
six month design period. We talked to the stakeholders,
assessed the state of the available data, and recorded
the state of implementation, The product-was a detailed —  — =
evaluation design that expanded on the design presented
in the proposal, and adapted it to the program that had
evolved.

In May 1978, we began systematic data collection in
the three field sites, collecting end-of-year archival
and interview data about the effects of the program on
students furing the 1977-78 school year.

The spring data collection was intended primarily as
a pretest of the data collection instruments, But as we
examined the results with an eye to improvements in the
way we obtained data, it quickly became obvious that the
findings had important implications for the program as
well. Judging from what we had been told by the Case-

¥WStakeholder" is a term first coined by Edwards,
Guttentag, and Snapper (1975).
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workers themselves, students in some sites had relatively
few "problems" in the sense that CIS used the word,
except that they were doing poorly in school. The
incidence of CIS's "service delivery" other than general
counseling was very low. Few Caseworkers had developed
much knowledge about the family situation. Often, the
Caseworker had not even visited the family.

More generally, the program that we were evaluating
was not the one described in the Proposal, but a collec-
tion of disparate activities in inner-city high schools,
grade schools, middle schools, and street academies.
Some of these activities were undoubtedly useful. Some
bore a resemblance to the activities planned for the
program. But in no sense was the evaluation going to be
able to assess the validity of the CIS concept. The
concept was not being tested.

AIR communicated these results to CIS staff, Part
of their response was that the evaluators had not asked
the right questions, or that the Caseworkers and students
had not responded accurately. But another part of the
response was to try to make the program work better the
next year. A number of steps were taken to specify
guidelines for Caseworker responsibilities and to arrive
at explicit statements of what CIS was supposed to be.

In particular, all three sites sought to tighten
the critaria used to select the program's participants.

Indianapolis tried to apply some hard-and-fast criteria:
the student had to have shown at least a 10% absence rate
or to have tested at least three years below grade level
in reading, or to have exhibited documented behavioral
problems. Atlanta did not apply formal criteria, but did
end up with a set of voungsters who had severe academic
and other problems. New York, which during 1977-78 had
deliberately chosen an "easy" population of students
(because the program was so understaffed) went to the
other extreme and recruited the "worst-of-the-worst.”

The extent of the modifications was limited,
however. The CIS sites were accustomed to substantial
autonomy and had always looked askance at standard-
ization. Further, senior CIS staff themselves were not
unanimous about strategy, nor were they temperamentally
attracted to the notion of coercing uniformity in a
program that had to work under such widely varying
conditions. Thus, the pinqram d4id not try to establish a
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common format for the various schools, nor even a common

nomenclature. No attempt was made to standardize a core

set of activities or a core "curriculum" for the orienta-
tion classes and tutorial programs.

The next maijor checkpoint during the evaluation was
the circulation of the draft of Report No. 2, an assess-
ment of administrative and process characteristics of the
program, in April of 1979. The findings expanded on the
types of information that had been uncovered during the
preliminary look during the summer of 1978, pointing to a
variety of discrepancies between the program's image of
itself and the reality. "Again, the CT1S response was am-
bivalent, with energetic efforts to change some aspects
of the CTIS operation in response to the findings reported
in the draft, but also anM intense -- and tense, on occa-
sion -~ dialogue with the evaluators about the justice of
the findings. The final version of Report No. 2 con-
tained a 20-page commentary on the report, prepared by
several members of the staff and approved by Milliken
(thern President of CIS Inc.) as a statement of policy.

The period between Report No. 2 and the analysis of
program impact (Report No. 3) released in February 1980
was punctuated by a series of formal and informal inter-
actions between AIR and the program staff, stakeholder
groups, and] the national CIS Board. Report No. 3 trig-
gered anothgr round of these meetings. Throughout this

period,; how i CIS—was operating in-a-comtext that had, -

4

it sometime$ seemed, been designed to- prevent success.
The avaluat?on of what CIS had done was increasingly ir-
relevant to|the evaluation of what CIS could do. We turn
now to the teasons for this state of affairs,

IMPLEMENTING THE FEDERAL DEMONSTRATION

From tHe keginning, CIS operated under a peculiar,
probably unijjue organizational and funding scheme., CIS
itself (meanling IDC) was initially supported entirely by
private fundE. The projects in the many schools where
CIS worked wdqre under the administrative aegis of the lo-
cal school system. The money for running the projects
came from an array of federal and private sources -- as
many as seven federal agencies were contributing funds at
one time or another. And, depending on the city, the C1S
program might have personnel whose institutional homes




were scattered among a dozen municipal agencies,
community-based organizations, and national organizations
such as the Boy Scouts.

The funding sources were not coordinated. ,The
various agencies did not contribute co a .common pot out’
6f which a CIS program was paid for. Rather, each = ,
contributed under :ie guidelines of its own grant
programs, requiring CIS to comply with its particular )
objectives, reporting procedures, and payment schedules,
Nor was funding automatic. CIS had to apply for each
grant separately, and face the likelihood that the
requested funding would be reduced, that it would not be
awarded on schedule, and might not be awarded at all.

Of the many results of this gerry-built foundation,
four stand out. )

First, because the government agencies were slow in
reaching funding decisions and in paying invoices, CIS
was in a perpetual state of financial crisis. It was
common for paychecks to be delayed. Tn New York, in
1977, the delay once stretched over two months. Staff
guit, or could not be hired under such uncertain circum-
stances. 1In some cases, staff continued to work on a
volunteer basis even when funding had tun out altogether.
Apart from the many short-lived crises, the funding
problem in 1979-80 kept the Indianapolis program short of

—— gtaff, while-the number of caseload participants remained
the same.

: Second, CIS was constrained to hire marginal or
inadequate Caseworkers. To some extent, good prospects
were put off by the shaky, short-term prospects that CIS
could cffer. To some extent, the program was at the
mercy of the choices of staff made by agency-officials
who were to assign someone to work at CIS, To some
extent, the small salaries made the program noncom-
petitive with other job prospects. In Indianapolis,
these factors were exacerbated by a peculiarity of its
funding situation: about a third of its Caseworkers were
funded out of CETA lines. And the people who were
eligible for CETA iobs did not constitute a rich pool of
qualified youth workers, remedial teachers, or social

service specialists.
|
E

Third, CIS was always in an ambiguous position with
regard to the school system -- neither a part of it, nor
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independent of it. 1n some schools, the relationship of
CIS and the Principal! remained_excellent nonetheless. 1In
some schools, the program had to leave, either at the
Principal's request or because CIS felt that the program
had been compromised. But in all three school svystems,
CIS attracted suspicion -- in some cases, open hostility
-- by senior officials, Much of this could be ascribed
to their genuine skepticism about the program. A
substantial portion of the resistance, however, seamed a
natural reaction of a bureaucracy (or any organization)
toward a program that was operating on its turf, but not
wholly under its control.

Finally, the financial and organizational setuy was
a continual drain on the attention and energy of CfrS
managers. CIS was not an administratively top-heavy
program. A fedAmanagers, with modest clerical support,
were trying to keep the many grant applications flowing,
the finances in balance, and still attend to the
day-to-day administrative tasks of running a-complicated
program. One of the major complaints of outsiders who
worked with CIS was its sloppy management. This impres-
sion remains one of the strongest sources of opposition
to the program. But seen dispassionatély, CIS's failings
(and there were some) were multiplied by the tangle of
administrative requirements created for them by the
funding structure.

1t is within tnis context that the progress of the
program must be viewed, The details of the history are
recounted in Report No. 2 (pp. 16-71). The highlights
that should be remembered in interpreting the subsequent
chapters are as follows.

The New York program was volatile throughout the
1277-80 period. Two elementary schools were dropped from
t..e Srogram ~- one because the promised staffing flever
materiaiized, the other because of persistent conflicts
with the Principal. The overall management of the New
York program shifted frequently. At Julia Richman alone,
the program went through four directors during the three
years. Julia Richman also underwent periodic shifts in
its programmatic emphases. Some of these changes were
constrained by events ~- lack of personnel being a
primary factor. Others were a function of the exuberance
0% the program's leadership: new and better additions to
the CIS procedures and services were conceived, perhaps
tried out, then dropped or replaced with yet another new




idea. Structurally, the New York program made ma‘jor
gains in its efforts to ohtain staff from the «stablished
social service agencies -- but again found itself ham~-
strung when the promised personnel 4Aid not show up when
promised.

0f all the changes in the Julia Richman program,
perhaps the most dramatic was in the nature of the
students in the program. 7In its first, pre-federal year
(1976-77), the program had takan on the students with the
most difficult problems, with only a skeleton staff to
deal with them. Most of the students dropped out; or,
more accurately, most of them never were attending school
enough for the program to start to deal with them. 1n
reaction, the program deliberately chose students with
relatively good records when it heqgan the 1977--78 school
year, only tc be told by the evaluators that the students
appeared to have so few problems that it was difficult to
determine why they were in the program. 1n subsequent
years (1978-80), with a larger staff (or promises of a \
larger staff), the Julia Richman program again took on
the toughest cases, As we will discuss in subsequent
sections, the magnitude of the problems of these students
was sometimes so great that they raise the question of
whether any one program could deal with them, no matter
how well implemented, ‘ )

The Atlanta program added a new school, Carver High
School, during the 1977-78 school year. Otherwise the
Atlanta program remained structurally much the same over
the three years, conténuing prograns in four street
academies, an elementary school, and Smith High School.
The major events were internal, involving the relation-’
ship of the separate projects to the administrative
umbrella (EXODUS, Inc.), and the administration of the
projects themselves. The -project at Smith High School
underwent an administrative overhaul over the course of
the 1978-79 and 1979-80 school years. -

Indianapelis was by far the largest of the three
programs, 1In Tech High School alone, A00 students were
carried on caseloads in Plan A (or "pure form." See page
7 £ff)., As in New York, the Indianapolis program had a
tendency to change focus -- new twists (e.g., Green
Carpet, Plan B) were added, then revised. But during the
1978-79 school year in particular, Tndianapolis made a
major effort to implement the basics of the "pure form"
according to all the specifications of the rhetoric. Tt
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was during that year that the Tech program also produced
the best evidence of positive impact on the students, and
aopes were high that these accomplishments could be
validated and improved in the 1979-80 school year. Then
a teachers' strike immobilized the school system for the
first two months of the 1979-80 school year. And key
federal funding efforts were dAelaved, leaving the program
at a fraction of its planned staff for the rest of the
year.

Nationally, CIS started the period of federal
support with the attitude that the iron was hot. Through-
out 1977 and 1978, national staff were busy traveling to
prospective replication sites. All three cities were
hosts to numerous "tours" by outsiders, ranging from
local school officials from other jurisdictions to the
head of the federal Office of Education. New programs
were established in Oakland, Houston, and Washington,
Plans were underway for several others, 1Tn 1979, these
efforts were deliberately cut back. The problems in
orchestrating the programs in place were already keeping
the staff fully occupied.

At the same time, CIS made a concerted effort to
respond to criticisms of national management., An axecu-
tive vice-president (formerly the director of the 0Oakland
program) was hired to direct administration of the
national program. Technical assistance on administration
and planning was obtained. A comprehensive "five-year
plan" was developed. Staffing and budgeting priorities
were identified. Staff training and development activi-
ties were stepped up.

The learning process was visible, CIS at the end of
the 1979-80 school year was identifying problems and
responding to them in ways that were not part of its
pre-1977 repertoire. The programs in the expansion sites
_were reported to have sidestepped many of the problems
that were encountered in Atlanta, Tndianapolis, and New
York. In short, CIS could argue in 1980 that it was
ready to be evaluated.

But the evaluation was not starting in 1980; it was
ending. And as this history should have indicated, the
evaluation was dealing with a program that was only
partly implemented. Each of the critical elements was
present in some of the sites, at some times; but not all
of the elements were present in any one site over the
period of the evaluation.




This history raises a2 fundamental question. The
reason that CIS was funded as a federal demonstration
program was the belief of its advocates that it repre-
sented an innovative, potentially important tool. All
agreed that this belief dcserved to be tested. But the
test was conducted in a way that seemed calculated to
undermine its value. The barriers were not the "natural”
ones that established programs must cope with as well,
but barriers that are characteristic of demonstration

prog rams.,

None of this is new to CIS, Readers of evaluations
will find the refrain a familiar one: "We are unable to
asseas the potential of the original. concept because of
implementation difficulties." 1Insofar as CIS is not an
igsolated example, but the latest in repetitive history of
gsimilar histories, the account presented above may be
more pertinent to the way the federal government supports
demonstration programs than to the specifics of CIS.
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Chapter lIl.

The Accomplishments of CIS
p ,

In this chapter, we apply the traditional criteria
of program evaluation. We ask: Did CIS accomplish what
it proposed to accomplish? We summarize the findings
that bear on this question. In Chapter IV, we shall go
on to the question ¢of the program's potential. We shall

prebe the limits of what might be accomplished with the.

CIS approach. Here. we confine our remarks te that which
actually was. )

* * % ¥ %

*

When a demonstration program such as CIS seeks
federal support, it necessarily makes three assertions:
that the program will implement activities of a certain

type and quality; that, as a result of those activities,
it will produce some important benefits; and that it is

‘affordable. By demonstrating the validity of these

assertions, the demonstration lays the groundwork for
institutionalizing the program once the federal pilot
funding ends. In the evaluation design, we convected

these general assertions into the following for CIS:

® CIS will provide a superior structure and
process for integrated service delivery
to disadvantaged youngsters,

® This higher quality of service will lead
to significant, positive impact on the
youths in the program. .

® These positive benefits can be achieved

without excessive increase to costs of
present alternative delivery systems
(which produce less benefit). (Evalua-

tion Design, 1978, pp. 1-2)
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We used these assertions as the basis for deciding
on the specific outcomes to be examined in the evalua-

tion. These have been our findings:

ASSERTIQN NO. 1

“CIS will provide a superior structure and process for integrated
service delivery to disadvantagec’ your.gsters.”

In its proposals for funding, its presentations to
potential donors, and in its brochures and other public
documents, CIS has used a commonly understood definition
of "integrated service delivery." The statement in CIS's
current promotional brochure is clear and representative
of CIS's current thinking:. ) .

Last year America poured over 300 billion .
dollars into programs for unemployment,

education, hunger, health care, drug and

alcohol abuse -- a patchwork of uncoor-

dinated social services.

Cities in Schools has figured out a way to
coordinate these resources and put them
into the lives of people who need them
most. _

It operates in one central location: the |
city public school. i

So if you're a young girl with a drug
problem or a city mother worried about her
son's first arrest, getting help can be as
easy as going to school.... ()

It works like this: The students selected
for a Cities in Schools.program attend

classes with che other kids. Outside of
class, they report to special counselors.

These counselors monitor their student's
schoolwork. They provide remedial educa-

tion and lots of encouragement. They plan
sports activities and field trips. If one
of their students skips class, they find
out why and try to do something about {;.

Ed
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The-Cities in Schools counselors are all
kinds «f people. They are licensed reading
instructors, job counselors, or Scout

leaders. They are lent by the city or
selected from other agencies.

Instead of working all over .the city, they

work full time in the schools. They free

the teachers to teach, and they give the

kids support.that may get them through

school and out of the welfare—unemploy-
ment-drug cycle. -

Cities in Schools is more than an L
educational program. It reaches outside
the school, to the community.

] ~ Each counselor is- responsible for ‘a group
] of students of his very own. He knows
them, he knows their families.

He speaks their language and understands
their way of life. He puts them in tcuch
with job possibilities, financial and legal
aid, health care and housing, and if -
necessary, drug rehabilitation.

Cities in Schools counselors are not
miracle workers. They are advisors,
referees, role models and friends. Most
important, they're always there.

What they have tQ-give are the resources of
ex1st1ng federal, state, and local social
service programs -- delivered in a personal
way. (CIS, 1979, unpaginated)

The statement pperatlonallzes the program's service--
delivery functions: According-to CIS, Assertion #1 will
be made valid in the following ways:

® CIS will deal with students who have
serious, probably multiple problems.

b an N IR i L R Rl

e CIS will provide Caseworkers traihed in a
variety of skills.‘




" ® The Caseworkers will develop close
personal relationships-with the students.

® The Caseworkers will monitor attendance
and school performance, and provide
remedial help as needed.

® The Caseworkers will provide enriching
extra activities such as sports and field

trips.

-

® The Caseworkers will orchestrate the
delivery of social services as needed.

How wéll did the program mirror this image?*

C1s wiil deal with students who have serious, probably
multiple problems.

"So if you're a young girl with a drug
problem or a city mother worried about her
don's first arrest....”

Since the outsét of the 1978-79 'school year, this
expectation has been met substantially at all three
Sites, and almost universally at Julia Richman and Smith.
In all three cities, a reading of the complete file on
each student almost invariably indicated severe academic
deficits. More important, the students also showed very
high incidence of nonacademic problems.

N |
To estimate the incidence of nonacademic problems, a

rating prodedure was employed. Three members of the
evaluation |staff reviewed the complete file of each
member of the interview samples (Caseworker and student
structured interviews, intensive interviews, documenta-
4

*The evalu&;ion's data on this subject consists of: (1)
CIS's data oh service delivery from its own management
information system, (2) AIR's reconstruction of service
delivery froﬁ the case records of students in the sample,
(3) structured interviews with students, (4) structured
interviews with Caseworkers, (5) narrative descriptions
by students, Caseworkers, and parents for the "intensive”
sample. The "intensive" sample was a subsample of
students whose CIS experience was investigated through
supplementary 'interviews. See Appendix A. '
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tion from the CIS files, and school records), rating each
of the problem categories on a three-point scale of
rgevere,"” "moderate,” and "no evidence of a problem.”
Questionable cases were discussed among the raters. As a
rule of thumb, a "gevere" rating required either direct
evidence that the problem was affecting the student's
behavior (e.g., 3 student becomes very withdrawn after
death of the father) or a reasonable expectation that the
problem would have a major impact (e.g., only living
parent is a chronic alcoholic). The results are shown in

Table 3.1 below.

TABLE 3.1 .
Percentages of Students Rated as Having “Severe” Nonacademic Problems

e

Smith Arssnal Tech Julis Richman
PROBLEMS : (n=44) (n=134) (n = 54)
Emotionally \Xlithdrawn . 9% 15% 13%
Emotionally Aggressive 34% 32% B50%
Economic 36% 26% 56%
Family 50% 26% 50%
Other 39% 21% 33%
No "‘Severe” - ‘ 7% 45% 15%

+ Percentages sum to more than 100 because of multiple "savere” problems among some students.

.

As the table indicates, the student populations in the
Julia Richman and Smith programs had high incidence on
all categories. Perhaps the most telling gtatistic is
that 93% of the Smith sample and 85% of the Julia Richman
sample were rated as having at least one "“severe" non-
academic problem. ssevere* tended to mean very seyere




indeed. At Tech, only 55% of the sample were rated as
having at least one severe nonacadenmic problem. This
reflects partly the constraints of funding: Much of
Tech's support was provided through Title XX, which
provides funds for families that meet a financial
"poverty" criterion. Thus, CIS at Tech found itself with
a large number of students who were poor and had academic
problems -- but who otherwise came from stable homes with
supportive parents, and who had no abnormal behavioral

difficulties. In part, the lesser incidence of students
with severe problems at Tech may also reflect the nature

of the context: inner-city Indianapolis does not have

the same level of urban problems as inner-city Atlanta or
New York.

" The estimates in Table 3.1 are probably lower

bounds. Many of the "no evidence of a problem" ratirngs:
could represent lack of positive information rather than

persuasive evidence that no problem existed.*

CIS will provide Caseworkers trained in a variety of
skills.

"The Cities in Schools counselors are all
kinds of people. They are licensed reading
instructors, job counselors, or Scout
leaders. They are lent by the city or
selected from other agencies."

*Did the CIS students represent the bulk of the students
in those schools who had such severe problems? We can
only guess about this as about so many other aspects of
the evaluation that would ordinarily have called for
comparative data. In this instance, the ordinary
barriers -- the requlations calling for parental
permission, and the very low return rates on parental
permissions in these schools -~ were only one factor. An
. equally important barrier was that the personal problems
in question were not ordinarily known by teachers or by
other school personnel, nor could we expect them to
emerge from a one-time interview with the student.
Dossiers from the welfare agencies were not open to us.
In short: oa this topic, no data collection strategy for
comparison Jata was both affordable and legal.




At the basic, structural level over which CIS had
direct control, the Caseworker structural model was
implemented as planned. Caseworkers were hired, assigned
caseloads of 10-20 students, and were given a broad
charter to deal with the problems of that student, what-
ever they might be. These staff persons were generally
grouped into four-person teams, as the plan intended.
Although there was variation across and within sites,
these teams generally conducted regular staffings of the
caseloads and otherwise attempted to take advantage of
the multiple-staff setup.

Expectations for the training and expertises of the
Caseworkers were not met in any of the three sites. Each
site haa a few trained personnel, but these were out-
numbered by a large majority of Caseworkers who came to
the job with very few special qualifications. These
findings were discussed in detail in Report No. 2 (pp.
74-82, Tables 4.1-4.3). Some of the Ieading characteris-~
tics were as follows:

® More than a quarter of the Caseworkers
had not completed colleas, )

® Among the specialist categories in the
Family staffing, only the educators were
typically trained for that job (69%).
Only about one in three of the social
service specialists, one in four of the
youth workers, and one in five of the
programmatic specialists had appropriate_
specialized training.

® The availability of persons with training
and experience in the critical areas of
remedial education (as opposed to.general
teacning training) and psychological
counseling (as opposed to informal
counseling experience) was very low.

As noted elsewhere, CIS's latitude in this area was
narrow: both the salaries and the job security that CIS

could offer were unattractive to trained, experienced
people. This situation did not change after the analysis
in Report No., 2. Of the new Caseworkers hired since
then, only 25 percent have specialized training in the
major skill categories (social work, counseling, remedial
education, remedial reading, recreation, nursing,




Eretg,

juvenile delinquency services).* Many of the others had
some experience -- acting as a counselor at summer camps,
running recreation programs for the parks department.

But even when this experience is taken into account,
almost half (48%) of the new hires showed no qualifi-
cations for the job, either in training or job experi-
ence.

The program did make substantial progress in enlisting
the participation of social service agencies. As shown
in Tables 3.2 and 3.3, Atlanta and New York were especi-
ally successful in obtainin? outstationed staff. The
large majority of these positions were accompanied by
some sort of financial subsidy for the agency. Not
surprisingly, the agency officials who were interviewed
consistently reported that their budgets were tightly
constrained, and that they could not afford to outstation
staff to CIS if the subsidy ended.** *

The Caseworkers will develop close personal relationships
with the students. ;

"Each counselor is responsible for a group
- of students of his very own. He knows
them, he knows thz2ir families. He sgpeaks
their language and understands their way of
life.... Cities in Schools counselors are

not miracle workers. They are advisors,
referees, role models and friends. Most

important, they're always there."

On this dimension, the accomplishments of CIS run to
extremes. For a minority of students, extremely close
personal relationships developed between Caseéworker and
students. For another set of students with few problems
or need to interact, there was relatively little contact,
but this is not necessarily a problem -- Caseworkers

might appropriately be concentrating their efforts on the

¥The definition of “"specialized training® is loose: a
BS with a major in social work was counted, for example,

as were partly completed graduate programs.
**For more on relationships between CIS and the existing
social service agencies, see Report No. 2, pp. 127-138,
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TABLE3.2.

Number of Staff Assigned from Agencies at Smith, Arsenal Tech, and
julia Richman in 1979—80f

PLANB
Agency PLAN A Other
_ - Caseworker Jtaff Cassworker Staff

ATLANTA - Smith High School )

Futton Co. Department of Family and Children’s Services 1 0

Department of Human Resources  ; 1 0

Atlanta Public Schools 4 0

City of Atlanta Police Department 2 0

Mennonite Central Committee 1 0

Total Agency Assignments 9 0 9

Parcent of Total Caseworker Staff (13) . 69%
INDIANAPOLIS - Arsenal Tech High School

Near East Side Multi-Service Center 8 0 N

Comrwinity Action Against Poverty 0 3

Chamber of Commerce 0. 1

Indianapolis Public Schools ' 5 0

Total Agency Assignments T 13 4 17

Percent of Total Caseworker (Plan A & B) Staff {85) 184
NEW YORK - Julia Richman High School

New York City Youth Board 4 1

New York City Human Resources Administration 5 1

New York City Board of Education 5 1

New York City Police Department 5 0

Inwood House 0 1

Interfaith Neighbors 0 2

Total Agency Assignments ) 19 8 25

Percent of Totsl Caseworker Staff (29) 86%

Indtanapolis Public Schools contributed 5 teachers to CiS who maintained small {1--3) caseloads
due to the understaffing. -

. % Numbers in this table include staff from agencies regardless of the source of their salary,

students with the greatest needs. For a third set of
- students, Caseworkers failed to develop the expected:
‘personal relationship, despite the need to do so. The
problem from an evaluation standpoint is that it is
impossible to distinguish with confidence between
students in the second and third groups. In short, we




. TABLE 3.3 _
Source of CIS Staff Salaries at All Schools, 197980 P

NUMBER OF FULL-TIME STABF (OB EQUIVALENTS!

Adminstrative Casowerrker * Other =
and i Seaft Caselond Staff **
Saff .
ATLANTA - Smith Carver, 4 Academies, Craddock,
Right to Resd Acadermy, Youth Conservation
. Community improvement Project, Administrative
2
Offrce of Education 22! 2323 0 45273 :
HUD/DOL 4 0 -3 7
VISYA c 0 4 4 i
Fulton Cty Dep‘t. of Family and Children’s n
Services 0 23 0 2
. Title X X-Department of Human Resources 9 16 0 25
- Atlanta Public ©~hools 0 16 0 16
United Way/Boys Ciub 14 12 0 112
Atlanta Housing Authority 0 112 0 172 1
Boy Scouts of America 0 1 0 1 |
CETA 0 2 0 2
City of Atlanta Police Department 0 2 0 2 1
‘Drscovery Learning, Inc 0 13 0 1/3 |
. » (7} 7 107 }
* inciudes only staff with specific cassloads 1 Inciudes haif the siary of two people. :
** includes staft of the Youth Cocnaervation Community 2 i
» imgirovernent Project and VISTA Commumty Organizers. lpnei'mwum .:.:,3 : gm‘x&so%ompﬁ? the salary of one !
3 > 3 includes 2/72 the saisry of 3 people. 1
' 4 includes 172 the salary of 2 people
INDIANAPOLIS - Arsenal Tech Plan A and Plan B, : '
'i indy Prep, School No. 28, School No. 45,
| Title XX 3' 19 12 34 ‘ :
CETA 3 19 13 35 .
& Office of Education 10° 15 0 25 ) l
: OE - Community Action Agawnst Poverty 0 0 3 3 ;
Title XX - Near East Side Muiti- Service Center 0 8 0 g8 |
Title XX - indianapolis Public Schools 3 6 0 9
19 7 P 14 |
*  Inciudes only staff witn speciiic caseioads in Plan A-Arsenal. T includes 172 the salary of 2 peapie.
- . ** includes Plan B-Arsenal Tech Statf, Plan B8'staff do maintain caseioads. but they
SBTVE Many non-caseioad service functions as well
NEW YORK CITY - Julia Richman
| . Otfice of Education 3 2 1 6
New York City Youth Board 0 4 1 5-
New York City Human Rasources Admin. 1 5 0 6
' New York City Board of Education 1 5 0 6
New York City Police Department 0 5 0 5
Inwood House 0 0 1 1
interfaith Neghbors 0 0 2 2
VISTA 0 0 3 3
TOTAL § n 8 3

n —~

* “includes only staff with sa:acmc cassloads.

** Inctudes VISTA volunteers working in stud«\ss’ ninghborhoods, & tascher in the Lesrning Center,
# Social Worker Coodinator, 8 School and Grade Coordinator, a pert-time Socisl Worker for &
oregnancy prevention group. two Courselors and One school-wide Services Corrriinstor.
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can describe the level of contact between Caseworker and
student, but statements about the quality of the relation-
ships over the entire sample are problematic.

"We start with the reports of students whom we
interviewed. Their responses suggest that most of the
r -'ationships between Caseworkers and students remained
confined to the school setting and to school topics.
When we asked whether e responden ad ever discussed
family problems, money problems, or other personal
problems with the Caseworker, tﬁgsé were the results:*

® Atlanta had the best record. In 1978-79, 42% of
the respondents said they had discussed any of

these topics with the Caseworker. This fiqure
rose to 62% in 1979-80.

® In Indianapolis, the comparable figureé were 21%
in 1978-79 and 3% in 1979-80.

® In New York, the comparable figures were 23% in
1978-79 and 9% in 1979-80.

The responses to a parallel question about four
school topics (school work, attendance, teacher problems,
dropbing out) resulted in large majorities that reported
discussing at least one, and often more of those topics.
The pzrcentages reporting at least one were:

® In Atlanta, 71% in 1978-79 and 81% in 1979-80.

® In Indianapolis, 73% in 1978-79 and 63% in
1979-80. :

® In New York, 82% in 1978-79 and 64% in 1979-80

*The Smith and Julia Richman sample sizes for the spring
interview data in 1979-80 are extremely small (fewer than
20 in both the Caseworker and student samples) because of
attrition (see Chapter III and Appendix A), an® the
percentages should be interpreted with that in mind. But
the information from students, Caseworkers, and the
archives (for which sample sizes vere adequate) was -
consistent on virtually all topics. This convergence
across data sources gives some confidence that the sample
size for any one source does not. In any event,
interpretations are based on orders cf{ magnitude rather
than specific estimates of percentages.




These figures are probably understatements, Reasons
that a student might fail to respond "yes" to the items
include bad memory, impatience to finish the interview,
or lack of understanding of the question. But the basic
finding that the level of interaction on these subjects
was lower than the program intended is supported by the
Caseworkers -- whose answers should logically tend to be
overstatements (to make themselves look gouod) if not on
the mark. The Caseworkers 4.4 not portray a situation .
that was out of line with the one given by the students.
For example, the percentages of cases in which Case-
workers reported that they had discussed at least one of
the out-of-school topics were 42% in Atlanta, 135% in
Indianapolis, and 60% in New York for the 1979-80 spring
survey.* Even when restricted to school topics, the
answer of "none" occurred for 11% of the cases in
Atlanta, 135% in Indianapolis, and 20% in New York.

The same pattern prevails when we focus on the
extent to which Caseworkers reported that they were
familiar with problems and needs of the students. We
examine two indicators: home visits by the Caseworkers,
and the Caseworkers' self-reports about knowledge of the
students. -

Number of home visits is one indirect indicator of
the extent to which Caseworkers explored the student's
personal situation. fThe results vary both by year and by
site. The Smith program particularly emphasized home
visits, and they remained frequent throughout both years
(the mean per student was 15.5 in 1978-79, when a strict
policy of at least one home visit per month was in force,
and 5.6 in 1979-80), vVisits diminished markedly in both
Indianapolis (from a mean of 4.6 to 1.9) and New York
(from 3.4 to .8) from the 1978-79 to the 1979-80 school
years.

The more informative indicator is the number of
times that Caseworkers answered "I don't know" when we
asked abnut a student's problems and characteristics,

Two issues are involved: How quickly did the Caseworkers
get on top of their caseloads? How well did they get to
know the members of their Caseloads?

*The question was asked in a different form (about the
"last week") in 1978-79, and comparable data are not
available for that year., The results from the
alternative form are presented in Report No. 2, p. 87,
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For the first of these issues, we turn to the
interviews conducted in the fall of 1978, four to eight

weeks after the students had been assigned to caseloads.

The first set of questions involved the behavior of
the student at school:

"Does this student need help with any
school subjects?"

"At what level is this student reading
right now?"

"How well does this student interact with
other kids?"

...and similar items asking the Caseworker to discuss the
student's motivation, self-confidence, and other charac-
_teristics. For these questions, the "don't know"
responses were extremely small (zero to less than 5% of
the total). We cannot be sure that the Caseworkers'

responses were accurate, but at least they expressed an
assessment.

The next set of knowledge items involved the

student's situation outside the school. The Caseworker
was asked, R

"How about problems that are no* school-
related. Do you know about any?"

.+.and was shown a list of categories: "not known," "no
other problems," "drug use," "alcohol use," "emotional
problems," "family problems," "delinguency," "financial,"
and "other." The percentages of students for whom the
Caseworker responded "not known" in the fall interviews
were 68% in Atlanta, 58% in Indianapolis, and 61% in New
York. These self-reported percentages are high, given
the emphasis that the program placed on determining the
students' needs quickly.

A third type of knowledge question asked about the
student's family:

"From what you know about the family so

far, are there any needs that remain
unmet?"




The categories were: "Don't know," "no," "medical or
dental care,"” "child care,” "alcoholism," "drug addic-
tion," "emotional problem," "housing," "income assis-
tance;" "employment," and "other." -Again, the “don’'t
know" responses were very high during the fall inter-
views: 81% in Atlanta, 68% in Indianapolis, and 75% in
New York. Ov2rall, the Caseworkers were 3low in estab-
lishing detailed knowledge abcut the student's sxtuatlon
away from the school.

Now we turn to the gquestion of whether the Case~
workers later developed a detailed level of information
about the students, using the interview material obtained
at the end of the school year. By that time, when the
Caseworker had typically known the student for about
seven months, the "don't know" responses had diminished.
But they were still substantial, given the premium that
CIS put on the "personalism" of the Caseworker/student

relationship. The "don't know" responses for the item
about the students' out-of-school problems during the
spring administration of the intarview constituted 18% of

the responses in Atlanta, 29% in Indianapolis, and 23% in

New York. The:"don't knows" for the item about the needs
of the student's family were .zero in Atlanta -- possibly

a function of its strenuous home visit policy -~ 27% in
Indianapolis, and 17% in New York.

We have been using isolated indicators. When we
read the entire case file, including the narrative
interviews with Caseworkers, the numbers appear to be
generally representative. Sometimes students had been
arrested and appeared in court without the Caseworker
knowing about it. Sometimes the student would tell of
specific family problems (e.g., an invalid mother) of
which the Caseworker was unaware. We.cannot quantify
these into a confident measure of "Caseworker knowledge
of the student."” But the simplest indicator -- Case-
workers stating explicitly that they did not know about
certain important items -- gives a rough sense of the
magnitude of the problem. The proportions of "dor't
knows" about out-of-school needs (running around 20% in
most instances) are not out of line with the other
indications about Caseworker performance.*

We should emphasize two points before leaving this
topic. First, we have been assessing CIS against its own

¥See Report No. 2, Chapter 4,
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standards. When the Caseworkers' level of knowledge
about the student is compared to the teachers' level of
knowledge, the contrast is dramatic. Thé teachers we
interviewed as part of the "intengive" case histories
typically knew nothing about the student's out-of-school
situation. Often, they were ignorant evem of the

student's school performance apart from their own
classes. Second, the discussion has emphasized the

proportions of Caseworkers who apparently maintained
relatively superficial relationships with their students.
We have not discussed the sizable proportion Caseworker/
student relationships that were extremely close, and in
which the Caseworker had a highly detailed, perceptive
understanding of the student's personal and family *
situation.  These are part of the analysis of CIS's
potential, in Chapter 1V,

.The Caseworkers will monitor attendance and school
performance, and provide remedial help as needed.

"These counselors monitor their students'
schoolwork. They provide remedial educa-

tion and lots of encouragement....If one of

their students skips class, they find out
why and try to do something about it.”

This expectation has been met with regard to monitor-

ing of schoolwork and followup on absences. Accomplish-
ments in remedial education have varied widely across
sites and across years, from intensive efforts to frag-
mentary ones. )

The level of effort was extensive, and this was most
true of efforts to keep the students in school. Although
there was variance across and within sites, Caseworkers
generally took an active role in monitoring attendance
and school performance, and in trying to get the student
to school when absences occurred. CIS instituted close
checks on these aspects of Caseworker performance, and
they appear to have had an effect.

Caseworkers were actively involved also as advocates
and mediators for the students who encountered disciplin-
ary problems and the Caseworker knew about it. According
to the students, Caseworkers were seldom involved in
minor disciplinary encounters. They were much more
likely to be involved for major problems involving sus-
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pension. Of the suspensions that the students admitted
to, the Caseworker was involved in some fashion in 70% o
the cases (aggregating over both of the school years).
Atlanta showed by far the most consistent and active
record: The Caseworker was present at the hearing in 11
of the 17 instances that were reported by Atlanta
students, and had at least discussed the issue with the
student in 3 of the remaining 6.*%

The level of effort in tutoring and other directly
educational functions was inconsistent. All of the sites
had some form of "orientation" class for all of the CIS
participants, emphasizing life-coping skills (e.g., how
to apply for a job, how to manage a budget, how to plan
for a career). The details of the curriculum, the number
of years that it continued, and the attention given to
the curriculum varied widely among sites.** Reading labs
are available at all of thé sites; again, the degree of

CIS control over materials and staffing varied. And all
of the sites offered tutoring services. -

In addition, some of the CIS students attended
classes taught by teachers specifically chosen for CIS.
This varied by school, and by year.. The importance of
being a "CIS teacher" also varied. In some sites, in
some years, the CIS teachers consisted of volunteers who
were, by the consensus of observers, highly motivated to
work with disadvantaged or "problem" students. In some
sites, in some years, teachers were assigned to CIS with
very little choice; and neither CIS nor any other sources
of evidence argued that these teachers were generally
better than the average in the school.

Individual tutoring occurred on a case-by-case
basis, decided by a combination of the student's need,
the student's willingness to participate, and the
Caseworker's determination. Group tutoring also
occurred, at regularly scheduled timek and places.

According to the interview data, tutoring involved
roughly half of the students during 1978-79, then

*Note that the number of suspensions reported by
students understated the real incidence, estimated from
school records. -

**See Report No. 2, pp. 57-60, for a more detailed
description.




diminished markedly during 1979-80. 1In 1978-79, the more
active year, Caseworkers indicated that fewer than half

" (48%) of the CIS participants received any regular
tutoring at all. Only 17% of the students were receiving
tutecring as often as three days a week. In the 1979-80
responses, Caseworkers indicated that only 23% of the
students received regular tutoring, and only 9% received
tutoring as often as three times a week. The differences
among the three sites were minor -- the same trends
prevailed in all of them.

The' Caseworkers will provide enrichment activities for
the students.

=

"[{The Caseworkers] plan sports activities
and field trips.™

This expectation (which encompassed much more than
sports and field trips) was generously met in all of the
sites during the first two years of observation. 1In
1979-80, the levels of student participation fell
moderately in Indianapolis. . In New Ycrk, participation
1n such activities fell to very low levels, at least for

the students who remained in the program for a second
year.

One of the major activities of CIS was an attempt to
expose the students to experiences they would not '
ordinarily have (e.g., taking CIS students to a play, or
on a camping trip) and to engage them in out-of=school
group activities as a general mechanism for enr1ch1ng
their experiences. The activities also acted as incen-
tives to stay in the program.

The variety was wide, as a sampling of the activi-
ties indicates -- visits to art galleries, tickets to the
Ice Capades, a camping trip to North Carolina (from

"Atlanta), preparing a collection of the students' art,
photography, and poetry, organized sports teams, attend-
ing a touring Broadway show, a group trip to New York,
tours of Cits Hall, tours of local industrial plants,
watching a iocal production of Carmen, skating and
bowling parties, a visit to the Dance Theatre of Harlem,
a tennis clinic by Arthur Ashe.



For summary purposes, we may group these into four
categories: particpant events (sports teams, reacreational
events), general entertainment (movies, sports events,
amusement parks), "enrichment®™ entertainment (plays,
concerts, museums, visits to other cities), and social
events (dinners or other social gatherings with CIS
staff). Table 3.4 shows the percentages of students who
ﬁgggggg in at least one such activity during 1978-79 and

TABLE 3.4

Students Reporting Participation in “At Least One” Programmatic Activity

Smith Arsenal Tech Julis Richman
. 1978-79 1979-80 1978-79 1979-80 1978-19 1979-80
Activity {n=24) {n= 16) {n= 102} (n=35) h=34) ~ (n=11)
Participatory . 0% 81% 27% 46% 0% 9%
tntertamment 8% 81% ) 24% 34% 21% 18%
Enrichment 25% 94% 47% 26% 35% 0%
Sacial 21% 38% 48% 34% 3% 9%

* Percentages sum to more than 100 because of multiple activities among some students.

The proportions of students who participated during
1978-79 were high at all three sites. Atlanta increased
the level of participation in 1979-80. 1In Indianapolis,
the shortened school year and loss of staf gain were
reflected in lowered act;vity levels. At Julia Richman,
there appears to have been a generally lower level of
activity, but the second-year students (who constituted
our sample in 1979-80) were especially inactive.

We are unable to attach specific outcomes to this
participation, except the positive reactions of the

students that they enjoyed them. It seems reasonable to




assume, however, that these activities, like a close-
relationship with’a Caseworker, were goods in thHemselves.
For, an adolescent from Harlem who had never left the city
to go for a camping trip in the. mountains; for a young-
ste? from inner-city Atlanta to see a professional dance
company: these kinds of experiences can hardly have been

negative, and they were probably landmark events in some
instances. ‘

The Caseworkers will orchestrate the delivery of social
services as needed.

Y

[The Caseworker] puts them in touch with
job possibilities, fimancial and legal aid,
health care and housing, and if necessary,
drug rehabilitation....wWhat [the Case-
workers] have to give are the resources of
existing federal, state, and local social

service programs -- delivered in a personal
way." .

This topic has been a source of continuing contro-

versy between the program and the evaluation. Therefore,
we incorporate CIS's reading of the situation in Appendix
B. =~

From one perspective, the counseling function
represented a major social service in itself. We have
already discussed the topics of the interactions between
Caseworkers and the students. Insofar as those interac-
tions usually involved some sort of discussion, advice,
or other counseling content, and insofar as they spanned
a variety of concerns -- school performance, family
problems, emotional problemss etc. ~- "integration" of
that service was taking place.

The program was also especially active in helping
students to find and keep jobs.* Student self-reports in

*One of the most successful of these programs (in
Atlanta) occurred after the observation period for the
evaluation had officially ended. Using a combination of
CETA slots and corporate support, a high proportion of
interested students were placed and successfully
maintained in summer jobs.




the spring infer iews for 1979 and 1980 revealed that, by
May r N —"_'N\

® At Smith, 16 of the 23 respohdents had
applied (or been accepted) for summer

jobs; of those, 1l had been helped by
CIs. ,

® At Tech, the combérable figures were: 82
out of 99 were applying, of whom 71
acknowledged CIS help.

® At Julia Richman, 31 out of 34 were
applying, and 30 acknowledged CIS help.

£

CIS also conducted active screening programs:
medical examinations for CIS students and surveys to
determine eligibility for Title XX assistance were the
two most common types. Other efforts were made to esta-
blish whether families were obtaining all the benefits to

which they were entitled from programs such as AFDC and
Food Stamps.

When the subject is limited to actual delivery of
social services of the type mentioned in the CIS brochure,
the level of accomplishment appears to be low. Based on
all of the evidence that we have been able to assemble
from interviews and from the archival materials, our fin-
ding is that delivery of social services as traditonally
defined (e.g., housing, welfare assistance, professional
counseling, legal advice, medical assistance) was a small
part of the CIS operation. We will summarize the basis
for this finding in terms of three types of evidence: the
structured interviews with Casewcrkers, the archival logs

maintained by CIS Caseworkers, and the regults of the
intensive, open-ended interviews.

Interviews with Caseworkers. The data in Report
. No. 2 indicated that the incidence of noneducational
service delivery was extremely low (pp. 107-110). The
data from the 197f ,9 and 1979-80 school years were
consistent with those results, despite the efforts of CIS

to upgrade the identification of needs and the delivery
of services.

. ' For student needs, the relevant item in the inter-
view asked whether the student had problems that were not
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academically-related. The respcnse categories were: drug
use, alcohol use, emotional problems, family problems,
delinquenc¢y, financial problems, or "other." We then

asked the Caseworker to describe how these problems were
handled.

The results from both years and across cities were \
consistent. On three categories -- emotional problems,
family relations, and financial problems -- the percen-
tages of students who received help were substantial
(Emotional problems: 17% in 1978-79, 21% in 1979-80.
Family relations: 28% and 27%. Financial problems: 30%
and 26%). The percentages of students who received help
on the other categories (delingquency, drugs, alcohol)
ranged from 2% to 8% in both years.

The meaning of "receiving help" admits of consi-
derable ambiguity. The percentages of students who were

referred to service delivery resources was very small
when computed over the whole sample of students (from 1%

for alcohol problems, in 1978-79, to a high of 8% for
family relations problems, aisc in 1978-79). 1In the rest

of the cases, "receiving help" consisted of counseling by
the Caseworker. :

At another point in the interview, we asked whether
- the Caseworker had "been involved in trying to arrange
assistance" with regard to medical or dental care, child
care, mentai health (including probems of alcoholism or
drug addiction), housing, income assistance, employment,
or ary other family need. The wording was deliberately
inclusive, so that we would capture the full ~ange of CIS
efforts, minor or major, successful or unsuccessful, in
this domain. Despite the inclusiveness of the guestiorn,
the "yes" responses were few. 1In 1978-79, Caseworkers
reported that they had been "involved” in 13% of the
students' families. 1In 1979-80, the proportion rose
slightly to 17%. wWhen we examined the details of what
being "involved" meant, the numbers dwindled further.

For example, the percentages just given include instances
such as, "Talked to the store manager where [the student]
had been laid off. Haven't heard anything since" -- '
apparently an instance of an unsuccessful attempt to
help. They include instances such as "Encouraged mother

to apply for Food Stamps -- don't know if she ever did,"
_ where both the extent of the Caseworker's effort and its

outcome are in doubt. The more concrete examples, such
as "Took student to see the doctor" accounted for fewer
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than half of the instances when the Caseworker said that
he had been involved in arranging help.
. - X

These data can be interpreted in several ways,
depending on one's estimates of the ability of the Case-
workers, whether the data reflect ignorance of problems
or real incidence, and the proportions of students that
constitute a "large" or "small™ number. But we may avoid

these am~iguities by staying for the moment with the most
basic issue: For whatever reason, CIS Caseworkers did not

report large-scale orchestration of service delivery to
meet family-specific needs. On the contrary, their

responses taken at face value suggest that such services
were provided (or were needed) only sporadically.

The Archives. 1In 1977-78 and 1978-79, we examined
the program's case files, attempting to reconstruct the
inventory of services and interactions. These efforts
proved to be of no analytic use, except to .point to
problems in record-keeping. A few. of the Caseworkers
kept excellent records; most did not. 1In the summer of
1980, however, the Director of the Smith program asked
that we reexamine our coding from the 1978-79 school year
and add data from the 1979--80 school year. The Smith
prog-vam had made a major effort to maintain accurate,
complete logs, and he felt (and we agreed) that these
data shculd be reflected in the evaluation. Therefore,
wae reconstructed the archival record for 39 students: 18
who were nominated by the Smith staff as their best
examples of success, and another 21 randomly selected

from amonG the remaining members of our original 1978-79
interview sample.*

~

- For certain types of CIS services, we cannot expect
that the logs reflected the complete record. Caseworkers
were routinely supposed to check on the eligibility of
families for Title XX and for other types of
entitlements. We assume that some of these checks were

not entered in the log, especially when no further action
was indicated. 1In ad&irion, the program provided free

physical examinations for all students. Sometimes Case-
workers took their own caseloads to the examination, and
that was noted in the log. 1In instances when a Case-

_T,,_,_____,_ + - s

The numbgr of cases in this effort was determined by
the amount of time we had available at that late point in
the evaluation (the data collection was supposed to have
ended). /
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worker took several students at one time, or students
from another caseload, we assumg that not all of the

phy51ca1 examinations were noted in alY of the appro-
priate case files.

With those qualificdtions, the instances of attemptsr
- (successful and unsuccessful). to respond to specific
service needs were as follows.

Help in applylng for a job 19

Medical (other than phy51cal exam) 10

Housing advice or assistance 4

Emergency supplies (e.g., food) 4

General transportation help 3

Advocacy with the juvenile court 3

.6 Other legal assistance 1

) " ~Help in applying for welfare benefits 1
" "TOTAL 45

Note that the total of 45 represents number of citations
either in the log or in associated documentation, not
numbers of students. 1In 15 of the 39 cases —- 38% --.
"social services" as that word is traditionally defined
were not provided. Further, many of,. the items in the
list involved marginal services —- general transpor-
tation assistance” meant that the Caseworker drove the
student someplace. "Advocacy with the juvenile court"
was counted even if the-log reported only that the Case=
worker attended a court hearing.

The mest ilmpressive aspect of service délivery was

employment assistance, consistent with the experience at
the other two sites.

The Qualitative Record. The set of "intensive"
cases, in which the Caseworker, student, and parents were
interviewed using open-ended jtems, reveal a story that
is -consistent with those of the structured items and the
archives: There were indeed isolated instances in which
Caseworkers were instrumental in obtaining assistance in
housing, emergency food allotments, or other services.
But we continue to deal wvith very small numbers. More to
the point, the instances in which the Caseworker did
arrange for help are outnumbered by accounts of problems
that the Caseworker had identified, but did nothing (or
was powerless to do anything).
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The patterrs follow those observed earlier in CIS's
history (see Report No. 2, pp. 110-122). Rather than add
to that record here, we will incorporate material about
the characteristics of effective and ineffective Case-
worker behavior in the analysis in Chapter IV.

N

~ Summary. The picture we have given of CIS's accom-
plishments in providing services -is not consistent with
the information that CIS collects on the same subject.
We are most conspicuously at odds on the issue of social
service delivery. CIS's Management Information System
(MIS) reports student contacts, family contacts, student
services, and family services 1or 22 categories of
services.* Strict definitions of "contact” and "service"
are used, requiring that the event involve concrete needs
and actions. We have no evidence that the numbers in the
MIS are deliberately inflated.—On the contrary, we have
observed repeated efforts by CIS to upgrade the accuracy
~of the system. -

Why is there a discrepancy? The answer seems to lie
in some wide differences between AIR evaluations and CIS
Caseworkers about what constitutes evidence of a service.
TRis is best illustrated by the results when AIR and CIS
used the identical data base (in Atlanta) to count ser-.
vices.

When the Director of the Smith .rrogram requested
that we reexamine the case files, He did so because, from
his perspective, those files contained evidence of inten-
sive and extensive service delivery. The files were
indeed fat, sometimes running to more than a hundred
entries. Yet, when we had finished with them, we emerged
with the skimpy list shown earlier. The rest of the
material fell into the categories of educational ser-
vices, general counseling, and enrichment activities.

1

After these results were given to CIS in October,
staff at Smith took 12 of the 39 names and duplicated our

*The categories are: employment, dental, medical,
glasses, drug/alcohol counseling or treatment, AFDC, food
stamps, Title XX, Medicaid, other public assistance, -
counseling for family problems, peer problems, school
problems, and personal problems, staff counseling for %the
family, professional counseling, housing, clothing,
legal/criminal Sustice, day care, transportation, and
"other." )




search. The results they found for the same categories
were vastly different from AIR's. Where we had found 10
instances cof medical assistance for all 39 cases, they
found .7 for just the suhsample of 12. Where we had
found 19 instances of help in applying for a job, they .
found 29 instances (again, for just the subsample of -12)
in the category of "career development and job placement
efforts.” And so on, through all the categories.

There was no time for the obvious next step: to
compare notes on those 12.* We do know that AIR's numbers
were obtained through an extremely detailed examination
of the files. 1Instructions were explicit that every
possible instance be noted. The data collectors indepen-
dently reviewed identical files on a spot-check basis.
Two data collectors always worked together, so that
marginal items could be discussed. Direct quotations
were taken from the files for later review when there was
ambiquity. In short: we believe our numbers to be accu-
rate. Further, they were inclusive.

Ir. compiling the list of 45 iteme, a loose defi-
nition of "service" was used. For example, we did count
an entry that read,

"Told John that there is a job opening at
MacbDonalds and encouraged him to take it,"

even though it 1s not at all clear that a real
service had been provided. But we did not count
entries such as

"Asked Joxn whether he had submitted the
job application. He said no."

"Johr told me that he had decided not to
apply for the job."

"Talked with John about summer jobs, and
told him I would be glad to help him with
applicatiuns if he wanted me to."

One plausible explanation for the discrepancy between our
figures and those of the MIS is that analogs of the last

three examples are showing up as "services provided."

*The results about the 12 were received five days before
the final report was due.

o
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For that matter, should we have counted them too?
Our judgment is "no." CIS is described appropriately as
providing for extensive interaction between students and
Caseworkers. A legitimate distinction may be drawn
between general interactions, whether about jobs or
school or personal problems, and specific services. The
story from the Caseworker interviews, from the student
interviews, from the open-ended "intensive" cases, and
from the logbooks all consistently indicate that the
incidence of the latter type of service delivery was low.

ASSERTION NO. 2

“The higher quality of service leads to significant, positive imract
on the youth.”

It is obvious that the purpose of CIS is to help the
students who participate. It is less obvious precisely
how that help should manifest itself in short-ternm,
observable results. There are some candidate measures
that quickly come to mind -- higher attendance, better
grades, better behavior in school. But these do not get
at the ultimate purposes of the program. CIS was not
developed because inner-city high schools have attendance
and achievement and discipline problems. It was started
because of the longer-range debilities. Given everything
known about the type of school population with which CIS
works, it must be expected that meost of the students who
have the worst academic and behavicral problems while CIS
works with them will become adults with worse problems
yet -- perhaps unemployed, on drugs, in jail, and,
whatever the specific outcome, wasted. As its ultimate
Objective, CIS seeks to forestall this future for at
least some of its students.

To do so, CIS does not have the option of a single,
dramatic "treatment"” that makes the problems go away.
Rather, it can only set in motion a sequence of events
whereby the program engages the student's interest and
coopcration, induces internal changes in attitude and
motivation, and finally (it is hoped) observes the fruits
of those internal changes in the form of changes in
behavior. We stress the notion of a sequence of out-
comes. It has *'70 implications for the impact analysis.

First, the sequential nature of the out-omes shapes
the interpretation of cause and effect in assessing CIS'c
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role. Failure to achieve the early outcomes casts doubts
on CIS's role if changes in the later outcomes are
observed. Conversely, failure to achieve the later out-
comes does not necessarily mean that the program is a
failure. We discuss this issue at greater length in
Chapter IV, but the main point is a simple one: CIS is
not intended to be a panacea, but a contributing factor
to improvement. Certain outcomes are almost entirely

within its control, and CIS can be held accountable for
them. Others depend on a variety of other circumstances.

Failure to achieve them may have more important
implications for other aspects of the "surround" -- the
rest of the factore -- than for CIS.

Second, developing an explicit view of the sequence
enables us to put the achievements of the program in

context. What does it mean, for example, that a student
attends school more often because of CIS? This is not a
good in itself; it is good because it facilitates certain
other outcomes. Specifying the outcomes to which it

contributes -- and specifying the earlier outcomes that
r 1st have fed into the student's decision to attend

s-hool more often -- provide a framework for interpre-
tation.

To organize the indicators, we divided the sequence
of outcomes into four stages: CIS services,
preinvestment outcomes, investment behaviors, and
achievement. Figure 3.1 on the following page depicts
the overall map of outcomes that we have used. The map
(or "program rationale," in AIR's terminology) moves from
left to right, starting with the Caseworker's inputs and
moving through the preinvestment outcomes, then the
investment behaviors, to the achievement measures.

The definition of each stage, and the logic behind
the specific outcomes listed under each, are described

fully in Report No. 3. (pp. 17-26). Briefly, the argu-
ment is this:

® CIS tried to achieve its impact on the
students through four mechanisms: by
directly influencing behavior through the
Caseworker's advice, example and autho-
rity; by affecting the student's values,
norms, and motivations; by reducing the
student's learning deficits; and by
reducing the economic and social impedi-
ments to achievement.




89

72

O

Aruitoxt provided by Eic:

ERIC

FIGURE 3.1
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o If sucqéésful} these efforts by CIS will )
cause some early, internal outcomes. The
student will have a better idea of what
his options are, and what must be done to
take advantage of them. He will have an
increased sense of ability to control his
future. And he will adopt stricter
standards of personal behavior.

® To the extent that these internal changes
have taken place, some behavioral changes
should also occur. These are labeled
*"investment" behaviors to indicate that
they represent attempts to achieve --
investments of time and energy —- rather
than successful attempts to achieve.
Examples of investment are increased

resistance to negative peer pPressure,
increased effort to get to school, in-

creased voluntary learning (in the form
of electives, for example), and increased
attention and effort in the classroom.

® If enough investment occurs, some evi-
dence of success should eventually fol-
low: reduced absences, increased clas¢s-
room success, reduced destructive beha-

vior,and increased success in inter-
personal relations.

® Finally, these successes should be

reflected in the official measures:
reduced arrests, reduced dropouts, higher
grades, higher test scores.

It is within this framework that we have examined
the results of CIS. What have we found?
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Impact Results: 1978-79

After testing the performance of CIS in 1978-79
against these indicators, Report No. 3 found that,
combining results across sites, CIS could not point to
evidence of consistent success, even in achieving the
earlier outcomes. For individual sites, however, some
clear distinctions could be drawn. Smith and Julia
Richman did not show a pattern of progress. The Tech
program did. To summarize the results in Report No. 3,
we developed a simple tally, duplicated in Table 3.5
below. In the Table, we display the direction of the
results for each major cluster of indicators, using a
three-point scale, assigning "+" when results were posi-
tive, "0" when they were mixed, and "-" when they were
negative. .

The difference between Tech and the other two sites
was striking. To account for it, we noted differences in
program continuity (the Tech staff had been stable at the
senior levels for three years), the student populations
(Tech had an "easier"™ population to work with), the
external factors (Tech had an "easier" urban context to
work within). But the most provocative difference
between Tech and the other two cities, from-an evaluation
standpoint, was that Tech had much the better record in
successfully operationalizing the structure and the
rhetoric on which CIS was based. Our basic conclusion:

The more closely CIS program operations and staff resem-
ble the CIS model, the better the results. And we inter-

preted this as being a positive sign in evaluating CIS,
the concept.

Impact During the 1979-80 School Year

We have very little new information to add to the
1978-79 analysis. Two events contaminated the analysis
to such an extent that, to put it bluntly, the impact
data from 1979-80 are uninterpretable.

First, the Tech program that produced the positive
results abruptly ceased to exist during 1979-80. Because
of the school strike in Indianapolis, tchool did not
start until late October. Two out of the 9 months of the
"treatment" were eliminated. Further, the "nontreatment
period" was lengthened from three months to five months,
with unknown but presumably definite consequences on stu-
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TABLE 3.5 /
1978-79 Direction of Results in Achieving Outcomes

Smith Arsenal Tech Julis Richman
oqggge - {NA: Not Available)
1. Increased understanding of options
and requirements . — + NA
2. Increased sense of controf over ‘
the future NA + +
3. Stricter standards of personal
& behavior \ - + -
\4. Increased voluntary learning 0 0 +
5. Increased attention and effort
n the classroom” - - 0 —
6. Reduced voluntary absences, cuts - 0 —
7. Increased success in interpersonal
relations 0 + -
8. Increased success in learning
situations + + 0
9 Acquisition of basic reading skills + + NA
10.  Reduced official delinquency + 0 NA
11.  Higher attendance : - + 0
12.  Higher grades . 0 0 0

B

NOTE Samiple sizes varied by indicator, as spectfied in Report No 3

dent momentum, motivation, and attitude toward school in

general. The reduction in the school year was compounded
by a major shortage in Caseworker staff. Funding delays
meant that the program was was around 20 to 30 percent
short of its planned Caseworker staff throughout the
year. But the number of students assigned to caseloads
remained at the planned level. Caseload size was
increased. Continuity in Caseworker/student pairings was
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low. Taken together, the strike and funding problems
drastically altered the nature of the Tech program.

This leaves us with the two other sites, Smith and
Julia Richman, which did not show demonstrable effects on
the impact indicators shown in Figure 3.1 during the
1978-79 school year. Did they improve their performance
in 1979-80? In trying to answer that question, we run up
against the second contaminant: a very high attrition

rate in the sample. The data are shown_in Table 3.6
below.

TABLE 3.6
Attrition in the 1978-79 CIS Population

Site

Smith Arsenat Tech Jutia Richmen
Original Sample Size* 74 259 154
Left school before graduation 22 (30%) 36 (14%) 39 (25%)
Transferred to another scheol ¥
or graduated . 6 (8%) 13 (5%) 31 (20%)
_No information 8 {(11%) 61 (24%) 0{~)
Still in school as of 5/80 38 {51%) 149 (58%) 84 (55%)

K For Smith and Julia Richman, the population of ail students still on the roles as of
1 October 1978 was used For Arsenal Tech, a random sample was selected.

As the table indicates, only about half of the stu-
dents who were in the program in September of 1978 were
still in the program as of the end of the 1979-80 school
year: 51% in Smith, 58% at Tech, and 55% at Julia
Richman.

Most of these disappearing students left the school
system before graduating. That is, they were dropouts,
or left school for some other negative reason (e.q.,
incarceration). Of all those who left the sample for
reasons that we could determine, 79% fit this category at




Smith and 73% at Tech. The rest of the disappearing
students on whom we had information had transferred to
another school, been mainstreamed into the regular school
program, or had graduated.

This still leaves open the question of CIS's true
dropout rate because, as Table 3.6 indicates, we could
not obtain definite information on the whereabouts of
some of the disappearing students. Among the "no infor-
mation® students, the most plausible assumption is that

most had left the school system; but we cannot determine
the precise number.*

Attrition through dropout is a negative indicator in
itself. One of the purposes of the program was to keep
students in school, and in a large proportion of cases it
failed to do so. Preventing dropout is, however, one of
the tougher, longer range outcomes, and it depends on
many factors beyond CIS's control. The dropout rate has
a decisive effect on how well we can measure the pro-
gram's effectiveness (as we will discuss shortly), but
it is not decisive evidence that the program itself was a
failure.

We have no satisfactory way of determining b>w many
of these students would have dropped out if the ',rogram
had not existed. CIS in all three sites dealt with sub-
populations that were believed to be the most likely to
fail. Further, the estimates of dropout rates from
school data yield results far different from those that
employ material from CIS as well. That is, the school
records tend to show either "no information®™ or “"tran-
sferred to another school system” when the real reason
was dropout. Conversely, they sometimes show "dropout®”
when in fact the student had returned to school. Thus,
{(a) the official rates of dropout in all three schools
are lower than from CIS, but (b) these figures are

measured using incomparable data and an incomparable
Population.

We may, however, examine the records of groups in
those schools who also had attendance problems, but were
not in CIS. 1In Atlanta, the comparison group consists of
non-CIS students who entered Smith as ninth-graders in
fall 1978, and who missed at least 10 days of school

¥*Even the category of "transferred to another school" is

suspect, especially for the younger students who could
not legally leave the school system.
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during the 1978-79 school year.* In Indianapolis, we use
a comparison group that originally was randomly chosen
from among all students who met the program's entrance
criteria.** In New York, the comparison group consists of
non-CIS ninth graders who entered Julia Richman as
ninth-graders in 1978-79 and were not assigned to any +
other special program (e.g., for gifted students). In
all three cases, the comparison of dropout rates asks:
Among students who stayed in school throughout the ninth
grade, what percentage left the school's rolls during the
tenth grade? The results are shown in Table 3.7.

TABLE 3.7
Attrition in the 10th Grade: CIS Compared with Non-CIS Students
Non-CIS ) cis
% Lsaving % Leaving
Mean Days  School Rolis Mean Days School Rolis
Absent During Absent During
9th Grade 10th Grade {n) 9th Grade 10th Grade {n)
Smith 41.7 29% (42} 440 34% 59
Arsenal Tech 274 20% (122) 27.7 34% 104
Jutia Richman 47.6 33% {102) 44.5 30% 106

CIS sample: all students who participated in CIS through the end of the 9th grade.

Non-CIS samples:  Smith: students absent at least 10 days in 9th grade.
Arsenal Tech: comparison group (see Appendix A).
Julia Richman: all 9th graders not participating in another special program.

*Ten days was the lower limit that produced a subgroup
with a mean absence rate closest to that of CIS
ninth~-graders.

**Despite subsequent contamination, the Tech comparison
group is by far the best of the three in terms of its
statistical comparability.
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At all three sites, the ninth grade attendance pat-
terns were similar for the CIS and non-CIS group.* The
proportion of the ninth grade "survivors®™ who then
dropped from the rolls during tenth grade was nearly the
same for CIS and non-CIS alike at both Smith and Julia |
Richman. At Tech, the numbers favor the comparison |
group: only 20% of the comparison group left the rolls |
during the tenth grade, compared to 34% of the CIS group.

Explanations of the results from Tech must be specu-
lative. Given the relative "comparability" of the Tech
comparison group, the large, statistically significant
difference cannot easily be ascribed to hypothesized
"other differences" between the two groups. The expla-
nation favorable to the program is that the successful
CIS program in 1978-79 was keeping students in school who
would otherwise have dropped out during that school year;

: the program loat them when it was truncated in 1979-80.
The results frdm 1978-79 lend support to that expla-
nation. Using a comparable measure, CIS lost only 6% of
its ninth graders, while the comparison group lost 15%
during that year. Given the admixture of school trans-
fers and other innocent reasons for leaving the rolls,
this should remain speculation.

Our reason for introducing the attrition problem at
this point in the discussion is not because we think it
,is intrinsically the most important datum, but because it
"has a pervasive effect on the rest of the impact analysis
for the 1979-80 school year. Attrition of this magnitude
creates two insurmountable problems.

First, the attrition drove the interview sample
sizes to very low levels by the end of the 1979-80 school
year.@LQpiy 19 Indianapolis do we retain a large enough

| I S
)

*In addition to the similaritg between ‘means at each
sites, the variation was comparable, with the exception
of Julia Richman. Standard deviation pairs (non-CIS/CIS)
were: Smith: 28.7/25.6. Tech: 29.3/23.7. Julia
Richman: 35.0/43,
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sample to use for more than anecdotal purposes -- and the
Tech program in 1979-80 'was truncated.?

But sample size is the lesser problem. Even if the
sample sizes were usable (as in the archival data on
grades and attendance), we cannot interpret the data,
because of what we must assume to be a major selection

artifact. That is, those who stayed in the program were
different from those who left, and the bias works in
favor of CIS. This is most simply illustrated in the
case of attendance. When we report attendance data, we
are in effect saying: "CIS took a population of .students
with poor attendance records. 1In assessing CIS's impact -
on attendance, we shall ignore the 50% whose subsequent

. attendance was worst, and present the figures for the

other 50%."

The actual data reveal the problem vividly. First,
consider the unadorned attendance data for the students
in our remaining sample at_the Smith High School CIS
program. They tell us that, the year before joining CIS,
these students had an average of 50.9 days of absences.
During the first year in CIS the average absences dropped
to 35.2 -~ a reduction of 29%. During the second year of
CIS, abcences dropped again, to an average of 32.6 days
-- an addicional reducdtion of 9% and an overall reduction

of 36% from the pre-CIS year. This appears to be a
highly positive finding.

But: the only students in our sample are the ones
who stayed in school through the two years. What about
the students who left the program? When we compute the .
absences of the students who remained in the program for
one year, but later left the school (and our sample), it 1
turns out that the mean absences for this group during
the first year in CIS was not 44.0 days, but instead

*The impact analysis examines change scores -- the
difference from pretest to posttest o~ the same jitem.
Statistically, change scores are much more sensitive to
small sample size than estimates of the population mean
at either time separately. Put roughly, interpreting a
mean value requires only that the estimate be accurate
within a certain range above or below the true value.
When a change score is being intrepreted, the same level
of inaccuracy in both estimates can lead to a
misinterpretation not only of the size but even of the
direction of the true change,
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55.8. The pre-CIS absences for this group was 47.2 days.
Thus, the net change in attendance among those who later
disappeared from the sample was not a reduction of absen-
ces, but an increase of 18%.

Table 3.8 shows the figures for all three schools.

TABLE 3.8
Ejf:’cts of Attrition: The Case of Attendance
. No. of Days Absent
( 8th.grade 9th grade 10th grade
Sidith — ,
Remained 1n sample 509 - - 359 326
Left sample 472 55.8 -
Total 50.2 44.0 32.6
Total n {29) {59) {30)
Arsenal Tech
Remained n sample 357 19.9 26.9
L eft sample ’ a5 393 R
Total 39.2 27.7 26.9
Total i {80) {104) (62)
Julia Richman
Remained in sample 3656 37.2 53.0
Veft sample 549 55.0 -
Total 432 445 53.0
Total n 177) (100) (52)

Original sample students who jomned CIS as 9th graders in September 1978.

Tech has a somewhat more positive picture than Smith:
absences decreased among those who later left the sample
as well as among those who stayed. Julia Richman shows
negative results for both groups: absences went up among
those who survived the tenth grade as well as among those
who left.

o 77 §2




CIS has argued an alternative explanation: The
students that are assigned to CIS are the ones that are
expected to drop out. To keep such students in school is
an achievement in itself; to reduce the absences of even
a minority of them is noteworthy. 1Is this argument
consistent with experience? Table 3.9 shows the results
wheri the attendance records of the comparison groups are
put against those of CIS.

TABLE 3.2 |
Absences: CIS Compared with Non-CIS Students |
Days Absent ‘
Non-CIS cis |
9th Grade  10th Grade {n} 9th Grade  10th Grade (n} 3
Smith
Students who completed 10th grade 348 262 {31) 359 326 {39)
Students who left school rolls during
10th grade 611 - {11} 558 - {20}
Arsenal Tech
Students who completed 10th grade 219 310 {90) 19.9 269 (68)
Students who lett school ralls during
Ot grade 489 - (23) 393 - {36) 1
Julia Richman
Students who completed 10:h grade 411 110 (68) 37.2 53.6 (69)
Studenits who ft s bool olls during
10th yrade 60 7 — (34} 550 - (31}
CiS sample. i siidenis wio participated in GI1S through the end of the 9th grade

Comparison samples:  Smith: <tudents absent at least 10 days in 9th grade
Arsenal Tech: companisun group (see Appendix A}
Julia Richman: All 9th graders not participating 1 ancther soecial program

At Smith and Tech. the comparison groups closely mimic
the results of thz TS group from the ninth to the tenth

5.4
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grade. At Smith, the students who remained through tenth
grade reduced their absences by 9%. The non-CIS students
who had had attendance problems (at least 10 days absent
in ninth grade) but had survived tenth grade also reduced
their absences, by 25%. At Tech, the CIS students (who
had shown a large reduction in absences between the
eighth and ninth grades) increased their absences by 35%
in the tenth grade. But the comparison group students
also increased their absences, by 42%.

At Julia Richman, the comparison group did not
resemble CIS. The comparison group students who survived
the tenth grade held their absences steady at about 41
days. The CIS students who survived the tenth grade

showed an increase of absences from 37.2 to 53.0, or an
increase of 42%.

We stress the limits of these comparisons. The

comparison groups show similar ninth grade attendance
patterns, but in other respects the CIS vouth were likely
te have been a morc problem-laden group, especially at
Smith and Julia Ricnman. Thus, for example, we would
dispute an interpretation of the Julia Richman data that
CIS made things worse. But while the comparison data
cannot be 3¢d to fine-tune our assessment of effects
that did occur, they can be used to make a less ambitious

tatement: Students witl attendance problems in the ninth
grade behaved about the same in the tenth grade whether
or not they were in CIS.*

The main point, however, does not have to do with
attendance but with the magnitude of the distortions
introduced into all of the impact measures by the large
attrition rate. When attrition is relatively small, the
analysis can compensate for the selection problem. When
it reaches the proportions that characterized the CIS
samples, it cannot. The numbers are not interpretable,
and the same phenomenon applies throughout our measures.
Whether the topic is attitudes, values, classroom
behavior, peer relationships, or achievement, the stu-
dents who left the program were predominantly "failures"
on some or all of those dimensions. The analysis is per-
force limited to those who were at least "partial suc-
cesses™ by the token of having remained in school.

*¥1t should be noted that the reductions in absences
found at the Tech proycam in 1978-79 could not be
explaired away in the same manner. See Report No. 3, pp.
68-72.




Even ignoring the selection problem, the numbers as
they stand are not generally positive. Grades, for
example, did not increase even among those who remained
in school; in fact, they declined slightly over the stu-
dents' first two years in the program. The items covered
for 1978-79 in Report No. 3 (e.g., on values, difficulty
in school, locus of control, level of effort) d4id not
reveal improvements among the students who remained in
the program. 1In short, we are not faced with a body of
results for 1979-80 that loo% good on the surface, but
are probably spurious. The numbers as they stand do not
make the case.

These statements about selection artifacts and about
the observed results apply to estimated changes across

the CIS population. It is appropriate to remember wnat

we said apout such estimates when we first wrote the
evaluation design:

Large changes in individuals are of primary
interest; not mean changes among groups.
Suppose, for example, that 100 CIS students
showed a mean increase in attendance from
2.0 to 2.5 days per week. If that change
consisted entirely of students who had for-
merly been skipping three days of schol per
weck and after CIS were missing only two-
-and-one-half, then the change would say
very little about real impact on the youth,
regardless of statistical significance.

But if instead the change consisted of some
students whose attendance changed drama-
tically =- from one or two days a week to
full attendance except for legitimate
absences -- then for that subsample of
students the change in attendance is plau-
sibly indicative of some fundamental change
in approach to school and approach to the
future. The same applies to most of the
measures. (Evaluation Design, p. 12.
Emphasis in the oriqinal.)

Given this situation, the appropriate next step is
to examine the program's effects on a micro, case-by-case
level, rather than to rely on statistical associations.
This is the function of the discussion in Chapter 1IV. To
coriclude this aspect of the assessment, the summary
statement is that the quantitative analysis of impact




revealed no consistent pattern of progress in New York
an Atlanta for either of the two years 1978-79 and

1979-80. The analysis did show a consistent pattern of
positive indicators in Indianapolis for the 1978-79
school year. This pattern was not repeated in 1979-80.
The parsimonious explanation is that the 1978-79 program

was not repeated in the subsequent year, because of the
teachers' strike and to understaffing.

ASSERTION NO. 3

“These positive benefits can be achieved without excessive increase
to costs of present delivery systems.”

The actual costs that CIS incurred were split among
multiple sponsors. Some were dollar expenditures; other
were in-kind., Some were associated with formal agree-
ments; others were informal donations. Some had precise
metrics (salaries); others did not (what is the oppor-
tunity cost associated with vacant office space in the
school?). Some of the costs were ones that a continuing
program would have to sustain; some were peculiar to
CIS's status as a demonstration program.

The original assertion of CIS looked ahead to a full
implementation of the concept, which would use the
existing cadre of service-delivery personnel into the
schools. The argument was that CIS could be implemented

without a net increase in people, and hence without major
incremental costs.

The possibility remains a live one. Agencies that
use a caseload approach (e.g., probation departments,
welfare agencies) could reconfigure the caseloads so that
staff stationed at the school in combination with staff
remaining at the central office cover the same total
workload. For agencies that do not use a caseload
approach, some fundamental chaiges in their way of doing
business would be required. &

Beyond this limited statement, however, the evalua-
tion cannot speak to the issue. Although Yew York and
Atlanta did employ a few outstationed reqular employees

of the existing system, nowhere ¥id the program have the
opportunity to test whether it is possible to use out-
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stationed personnel to cover existing responsibilities.* .

In the following discussion, we present a framework
for assessing costs of CIS as a continuing, year-round
program attached to the public school system. We assume
a program the size of Smith's: three Families, each with
four Caseworkers and initial caseloads of 15 students per
Caseworker. We assume that attrition and replacement®
will ‘leavé each Caseworker with a net of "12
student-years" per caseload per year.

The purpose of the exercise is not to describe what
CIS cost in the three sites (though our figures are
generally consistent with experience) but to permit
readers to project what a stable program would cost under
varying local conditions. The cost elements are:

1. Caseworker salary and benefits

2. Director's salary and benefits
3. Clerical salary and benefits

4. Other personnel support (e.g., for time
of school and service agency liaison,
financial monitoring)

5. Teachers' salary and benefits

6. Programmatic activities not covered by
donated services and materials

7. Transportation (home visits, trans-
porting students to appointments, etc.)

8. Costs of teaching materials, testing

9, Overhead (office space, utilities,
materials)

*If we cannot estimate the net costs of a fully
implemented CIS, we can at least specify the gross dollar
costs. The staff at one cf the new sites, Houston,
consists almost entirely of outstationed personnel. The
experience there may permit some inferences about
long-term feasibility of re-placing human services staff
in the school.




*The assumptions behind the numbers we attach to the
cost elements are as follows:

Personnel Costs. These vary widely across the
country. Our basic cost caleculation assumes $18,000/year
in salary and benefits for the Caseworkers, $12,000 for a
secretary/assistant, and $24,000 for the Director. These
salaries are considerably higher than the ones paid by
CIS. They are used on the assumption that professional
Caseworkers will be employed (with special training or
directly relevant job experience).*

We assume that the program is under the adminis-
trative aegis of the school system, and that support of
the program will require an aggregate of .5 person-years
of various school administrators (Principals, personnel
office, etc.) with average salary/benefits of $24,000.

The costs do not assume that the Caseworkers are
outstationed from existing agencies. Personnel costs

associated with regular staff from those agencies are
therefore not projected.

We assume that teacher's of CIS classes will be
drawn from the reqular staff, will carry a teaching load
equivalent to that of other teachers, and that the CIS
program will not add to the total classhours that the
school would otherwise support. No costs associated with
teaching are included in this version.

Costs of Programmatic Activities. It is assumed
that the program obtains donations for such items as
tickets to events and short-term use of facilities (e.qg.,

a camp, recreation hall). CIS has been successful in
this at all sites. A residual out-of-pocket cost of $5

per student per month is added into the total.

Transportation. We have arbitrarily estimated
$.22/mile and 100 miles per Caseworker per month.

Teaching materials, testing. It is assumed that CIS
provides tutoring materials for the Caseworkers and
conducts some special testing for self-evaluation
purposes. The budget is calculated at $50 per student

¥In view of the evaluation's continiting theme that
better Caseworkers are essential, the assumption attempts
to set a realistic projected cost for a "CIS that works."
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per year. This fiqure is higher than the program has
experienced. It is used on the assumption that upgrading
the tutoring and self-monicoring aspects of the program
is a high priority of CIS, and that past expenditures
would have to be augmented.

Overhead. The costs of office space and the asso-
ciated expenses can vary widely. 1In many high schools
with diminishing enrollments, extr. space is available at
little opportunity cost to the existing plant. At other
sites, space might have to be rented from a nearby house
(following the Smith model). We use a figure of
$J50/month in the calculation,

Plugging these assumptions into a budget, we reach
the following estimate:

1. Caseworkers (12) $216,000
2. Director 24,000
3. Clerical 12,000
4. School personnel 12,000
5. Programmatic activities 8,640
6. Transportation 3,168
7. Teaching materials, testing 7,200
8. Overhead 9,000

TOTAL $292,008

With a net of 12 student-years per caseload, the
cost per student per year works out to $2,028.

These figures represent a baseline from which a
variety of permutations may be figured. The costs
presented above are especially sensitive to:

A continuing role for a national coordinator. If
the experience in multiple sites is to be shared, then
the costs of maintaining a CIS, Inc. or an analo¢ organi-
zat.on must be factored into the total.

Implementation of special curriculum supplements.

If a special educational program were to be installed
that required more teachers than the school would
ordinarily use, the teachers' salaries and support costs
would add to the total.




Use of outstationed personnel on a large-scale.
This option would require the budget .~ provide for
liaison support from the reqular social scrvice agencies.

In any option, however, the dominant cost is for the
Caseworkers. The price per student swings significantly
up and down depending on relatively small changes in the
estimated salary of the Caseworkers, or in the size of
the Caseload.

Let us assume that the final figure for most
confiqurations will fall between $1,800 and $2,200. 1Is

this amount a large number or a small number?

We have no metric for measuring it. The results
from the CIS-that-was do not give us a basis for pro-
jecting long-term dollar savings in the kinds of costs
that CIS hoped to reduce -- the costs of incarceration,
of welfare, and the others associated with dependency.
And even under the best of circumstances, we could not
calculate the value of the human support that students
receive while they are in the program.

The point of the calculation is not to drive
decisions about CIS, but to inform them. The calcula-
tions of costs versus benefits for CIS devend upon not
upon the demonstration effort but upon a prudent projec-
tion of what may be expected if the effort is continued.
Material for assisting in that assessment is contained in
Chapter 1V. The figqures presented here provide a basis
for projecting the likely magnitude of the investment.
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Chapter IV.
The Potential of CIS

Let us step hack for a minute and put Chapter III in
the context of evaluations of other, analogous programs.
Suppose that Chapter III were the concluding cha»oter, and
that we were trying to draw lessons from the CIS exper-

lence. Without exaggeration, this is what the "lessons"

would amount to:

"We have learned that a program which is in
a developmental phase, receives uncoor-
dinated and irregular funding from multiple
sources, is constrained to rely heavily on
untrained Caseworkers, has limited access
to the social service delivery system, and
works with adolescents who have a history
of severe problems -- such a program is
unable to make major headway in solving
those problems.

We have also learned that, despite these
constraints, the program can achieve a
pattern of measurable benefits (Indian-
apolis, 1978-79). However, this success
was not repeated when the staff was réeduced
and a strike cut two months from the school
year."

These findings are not particularly useful. But
they are characteristic of evaluations of social action
programs.- Whether the program has been intended to help
disadvantaged students, or welfare recipients, or drug
addicts, or juvenile delinquents, the evaluation report
has consistently concluded that "it doesn't work." Some-
times the evaluator has gone further, and tried to specu-
late about the program's potential if it were admini-
stered under different circumstances (as we did in both
Report No. 2 and Report No. 3). But even in the process
of doing so, an element of apology intrudes. Evaluators
have been trained that a "dispassionate" assessment
consists in taking a program at face value and assessing
it relative to its promises, as we have just finished
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doing in Chapter III.*

In this chapter we take another stance., 1t consists
of two parts. The first part briefly resets the premises
of CIS and of the evaluation. The second part examines
the CIS experience in terms of the new premises,.

“PROBLEM REDUCTION" vs “SOLUTION-BUILDING"”
IN THE EVALUATION OF CIS

We begin by drawing a distinction between what we
shall call the "problem-reduction" and "solution-
-building” approaches to program development and evalua-
tion.

"Problem-reduction"” has been by far the most common
of these approaches, and CIS started life as an embodi-
ment of it. So did the evaluation. CIS as a single
program was not expected to solve the problem of failing
inner-city youth, but it was expected to reduce the
problem a bit. Tt would save at least some of the
students who came into its hands, and save enough of them
to make the program cost-effective.

Program gocals have chronically been established on
the basis of this strategy, and the evaluators have
followed suit. The "positive changes" that evaluators
look for are reductions in the problem that motivated the

program -- and reductions are what theyv fail to find.
The pervasive error has been the premise of suffi-
ciency. CIS, like analogous programs, was funded on the

assumption that this particular addition to the existing
mix would be enough to produce significant improvements
in the status quo. We have become so accustomed to this
way of thinking that its unlikely logic has seldom been

\\
¥Schwarz (1980) characterizes the standard approach as
"program devaluation,” and describes the dynamics of the

.« €Valuation process that make negative results the

+ predictabla finding. His article is also the source of

the contrast between "problem-reduction” and
"solution-building” evaluations. Because Schwarz (the
President of AIR) has been AIR's Senior Reviewer for the
CIS evaluation, ann developed the article i1n part on the
Rasis of CIS as a case in point, we borrow from his
thinking in this chapter without further citation.
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exposed. While CIS (or something like CIS) may be a
necessary condition for progress, the sufficiency premise
asserts that, for a significant number of its students,
it is the only unmet necessary condition.

One of the senior staff of CIS put it succinctly,
when faced with data showing that even the students whose
attendance improved dramatically were still failing most
of their courses: "We have learned that getting the kids
to school doosn't mean that their grades will get bet-
ter." Seeing it stated fexplicitly, the natural reaction
is "Of course -- we all knew that.” But in fact, neither
program designers nor evaluators typically take advantage
of that knowledge in setting goals and objectives.

To use an gnalogy: CIS saw itself as baking pies
(having major effects on a student's life). The evalu-
ation was seen as counting how many pies were baked. The
more accurate view of the situation is that CIS was the
flour. An evaluation that counts pies is never going to
be in a position to answer the more pertinent questions:
How good is the flour? What else is needed to produce
the pie?

We propose an alternative to the problem-reduction
strategy. We call it a "solution-building" strategqy. It
assumes that a given program -- CIS in this case -- is
one component of the solution to the problem it
addresses, and that there may be no visible change in the
problem until all or most of the other components are
present. ]

The change posed for the definition of "success" in-
CIS is substantial. 1t does not let CIS off the hook for
achieving positive outcomes. But it drastically shifts
the foci of our attention, and the nature of the proof we
are looking for. Under a problem-reduction approach, CIS
asserted that

CIS will significantly raise achievement
measures {e.g., attendance, grades, test
scores) of a significantly large proportion
of its clients.

Under a solution-building approach, the assertion is that
%
CIS will significantly improve intermediate
performance measures that represent its
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contribution to the eventual solution of
the problem.

We have tried to implement the approach by use of
the "rationale" as described in Chapter T1II. The appro-
priate performance measures are not necessarily the
obvious ones such as test scores, but the intermediate
outcomes (e.g., increased effort in the classroom) that
track whether the program is making progress in terms of
the intended sequence of events. Thus, when the Indiana-
polis program achieved a consistent pattern of improve-
ments in these intermediate outcomes, we were prepared to
interpret this as positive and important, regardless of
the results on grades and test scores.

But this approach to outcom does not resolve the
diagnostic issue. We know that IS did achieve a consis-
tent pattern of results in one of its sites, Tt achieved
those results when the program was implemented most
fully. From a diagnostic standpoint, this is a generally
positive sign that the CIS concept has some validity.

. But this is not much help to a decision-maker who is
faced with a different kind of question. The most useful
diagnostic information has nothing to do with CIS as a
program, but with lessons that may have been learned —
about some of the elements of CIS. From this perspec-
tive, the question to be answered is:

Disregarding CIS as a specific program,
what elements of CIS might be valuable in
dealing with the problems that motivated
the program?

The rest of the chapter is devoted 'to extracting
what lessons we can, Some are solidly grounded in the
data; some are extrapolated from more isolated cases. We
try to be explicit abour which are which.

CIS ELEMENTS AS PART OF THE SOLUTION

CIS's truly distinctive theme wasS the use of small
caseloads and intensive personal relationships between
service-provider and client. Most high schoc:s have
counselors, but they serve large numbers of students and
usually respond to specific events. Most social service
bureaucracies have some sort of caseload arrangement, but
either the caseloads are very large, or they are used




only for special cases (e.g., chronic delinquents). CIS
was unique in its Aapplication of the Caseworker as an
all-purpose vehicle for problem-solving. 1In trying to
derive lessons from the CIS experience, our attention
shifts to these two sets of issues:

The uses of the personal relationship between Case-
worker and student. Ts the relationship feasible on a
program-wide scale? If so, what kinds of Caseworkers are
needed? And, most important, for what is the rela-
tionship useful? What kinds of specific functions can the
relationship facilitate?

The appropriate CIS participant. No one proposes to
use a CIS-like approach for every student -- it would be
prohibitively expensive even if it were useful,. Limiting
criteria for participation are essential. Who can CIS
help? Who can CIS not help? How can the two groups be
distinguished?

Personalism and the CIS Structure

The personal, supportive relationship between a
student and a specific Caseworker can operate as CIS said
it would, and seems to be facilitated by the CIS struc-
ture. The figures in Chapter III were based on the total
population of Caseworkers, and they disquised the merits
of the personal, holistic approach to students among the
better Caseworkers, A review of the case files of the
students with whom Caseworkers did develop the intended
relationship justifies three conclusions.

First, the assignment of the student to a specific
person on the basis of general evidence of need rather
than in reaction to a specific event has advantages. 1In
the traditional school policy, a few "Deans" are assigned
to take care of disciplinary problems, and they spend
their time with the students who come to their attention
for a specific event., The event (e.q., a fight) is dealt
with. The student is then typically left to his own
devices until a new crisis arises. The case histories of
CIS studgnts repéatedly show the ups and downs that occur
between these episodes. They show also that Caseworkers
who are assigned to keep track of the student even when
he is not being a visible "problem" can identify dynamics
in the student's life -- budding problems in some cases,
an upswing in confidence or energy in others.
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Second, the small Caseload is a crucial enabling
condition. Whether the proper number is 10 or 15 or 20
1s unclear. 1t depends on the students. 1f a program
like CIS restricted itself to only the most difficult
Cases, then ten is probably the proper size. Caseworkers
who had ten such students (and the best Caseworkers
tended to get that kind of Caseload) were usually fully
occupied keeping abreast of them, including weekend and
evening followup. If a program were to take manv mar-
ginal cases -- students with academic or attendance
problems, but not much else -- then the larger Caseload
seems feasible. CIS Caseworkers in that situation tended
to behave like their counterparts in probation offices
and welfare agencies, spending a large majority of their
time on a minority of the toughest cases, Whatever the
specific number, the fact that Caseworkers were able to
give several hours a week, over a long period of time,
was said by the Caseworkers to be one of the major advan-
tages of the CIS approach. Further, the students them-
selves talked about the availability of the Caseworker as
one of the common reasons that the CIS people were

"different" from other adults, and were accepted as
trustworthy.

The "Family" concept (four Caseworkers grouped with
their caseloads) has important facilitating virtues., As
CIS intended, Caseworkers in the best-run proijects d4id
interact regularly in assessing the state of the stu-
dents, providing each other with an important back-
stopping resource., We rarely observed the projected
scenario -- the exchange of professional expertises --
because so few of the Families were staffed by four
professionals with expertises to share. But the mix of
sexes and races did permit other perspectives to be
voiced. More importantly, the ciustering of Caseworkers
gave the student an alternative. Matching student with
the right Caseworker could not be done with precision
before the fact. The Family structure provided an easy
way to make corrections as more was learned about the
youth's specific personality and needs.

In sum, the structure seems to have been right for
facilitating a Caseworker relationship with the student.




The Caseworker

When the relationship was formed as intended, it seems to
have had the virtues that CIS ascriba2d to it. But, as we
described in Chapter TII, over the whole population of
Casewcrker/student relationships, a substantial propo-
_rtion appears to have fallen short of expectations:
contact between Cascworker and student consisted of talks
about a few specific school performance problems; the
Caseworker's knowledge about the student was spottv;
when a problem was recognized, it was perceived super-
ficially. Are there structural reasons for this? Is it
embedded in the nature of casework? Or could another
program based on the CIS model reasonably expect to do
better?

In large part, the problems are susceptible to
straightforward solutions. As we indicated in Chapters
IT and TIT, many of the problems associated with getting
good Caseworkers can be explained by the sources of money
and the amounts of money that were available. None-
theless, the CIS experience highliohts the importance of
using Caseworkers with specialized training and expe-
rience. Out of necessity, CIS gave us an opportunitv to
ask whether amateur Caseworkers can be effective.
Judging from the CIS experience, the answer is "No."
Three types of problems were exacerbated by the use of
Caseworkers with poor qualifications:

The Role Model Function. According to Caseworkers,
teachers, and some of the students, a minority of Case-
workers were not positive role mddels. The complaint
that Caseworkers "act like the students" -- as peers --
was frequent. The Caseworker was not someone that the
student could treat as a source of quidance, but a friend
who had many of the same problems as the student and who
validated rather than challenged values that CIS was
trying to change. The extreme cases -- onen acceptance
of drug use and toleration of illegal activity are
examples -- were isolated. A more widespread set of
examples related to a generallv lackadaisical attitude
toward the kinds of infractions -- getting in trouble
with teachers, absenteeism, quitting a job because i“ was
too much trouble -~ that the Caseworker was supposed to
discourage,

This was especially troublesome because of the Case-
worker's advocacy role. The Caseworker was supposed to




see that the student got a fair hearing, without approv-
ing of the student's misbehavior. In many instances,
teachers complained, the advocacy role overshadowed the
role-model function. In one instance, for example, a
student who had struck a teacher was defended by the
Caseworker against the teacher (in the student's pres-
ence) on grounds that sometimes the provocation would
justify striking a teacher.

Parents also occasionally had complaints: "I had to
ask fthe Caseworker?! to leave," one reported, "because he
did not respect us." Parecnts and teachers alike
commented on Caseworkers' dress and manners.

There is a matter of perspective in assessing these
comments. It can be argued that the point of CIS is to
establish close relationships with the students, not with
other adults, and that the clothes and the talk and the
values were exactly what was necessary to obtain that
close relationship, But the data do not support the
argument: being streetwise, or having that image, was not
associated with unusually close relationships with
students,

Educational Support. 1f Caseworkers are to provide

-educational support, they have to have a command of basic

skills. Among Caseworkers with less than a college
degree (and even among a few who did have a degree), many
were not in a position to give their students much
tutoring help, because their own skills were SO0 poor. On
occasion, the students themselves noted this fact: "1
don't ask X for help in math. He doesn't know it any

better than T do." Again, Caseworkers were a source of
evidence. Manv expressed dismay about some of their
colleagues' basic skills (e.g., in writing, mathematics).

In still other instances. the Caseworker's mistake
was not a matter of academic skills, but failure to do
basic homework about the student and his academic his-
tory:

Ted had a good attendance record but

" terrible grades. His first Caseworker
provided him with intensive tutoring sup-
port. Ted finished his first CIS year with
greatly improved reading scores and a C+
average. The next year, Ted had a new
Caseworker, 1In interviews in both the fall
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and spring, the new Caseworker claimed that
the student was motivated and had no
problems with any of his subijects, and
therefore was not receiving any tutoring
help. 1In fact, Ted's gradepoint was a full
point lower than the year before, and he
was telling the interviewer that he was
trying as hard, but the courses just seemed
to be tougher,

Needs Assessment. The main problem with using
amateur Caseworkers stemmed from the complexity of the
students' needs. The CIS experience illustrates vividly
that a program which tries to deal with the most diff-
icult students ends up with cases that call for judgments
about very sensitive issues. The case files reveal
numerous examples of Caseworkers who had questionable
judgment in such instances. Note that "questionable" is
the operative word. We have no third-party, objective
assessment against which to judge the Caseworker's
behavior. The accounts we cited in Report No. 2 (pp.
114-122) provide some detailed examples., The subsequent
data collection continued to show similar patterns.,- For-

~ example:

Patricia tried to commit suicide and almost
succeeded; she had to be hospitalized for
two weeks. fThe Caseworker visited her
often and tried to talk her out of her
depression. Patricia continued to have
behavior problems, and an attempt was made
to arrange for psychological testing. The
attempt failed, because the family did not
qualify for public assistance. During the
next school year, the school counselors
again tried to set up psychotogical tes-
ting. But, the Caseworker said, "I told
the counselors that Patricia doesn't need
the testing. She has been consistent in
improving her grades and attendance."”

‘This is the kind of account that we label as "“"ques-
tionable judgment."™ 1In this particular instance, it is
compounded by an inaccuracy: Patricia's grades and
attendance did not go up during the second year; they
went down, .
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Sometimes, the problem of judgment seemed to be more
one of carelessness:

Lucy's Caseworker took her to the bowling
alley with some other students. She had
been especially withdrawn, and had never
participated in such activities, so the
Caseworker had made a special effort to get
her to attend. The Caseworker picked her
up for the trip to the bowling alley, but
at the end of the evening left her to find
her own way home. Lucy finally had to
walk. Her parents were furious, and refuse
to let Lucy participate in any more CIS
activities., :

Such instances were not isolated. Manyv of the
students in CIS had complex problems. How does dne
appropriately deal with an attempted suicide? Or with
suspected sexual abuse at home? Or with extreme with-
drawal? There are no prescriptions; the state of the art
in counseling leaves much to be desired; but the choices
and the possibilities are much greater than many of the
Caseworkers appeared to recognize.

Often the symptoms were inconspicuous ones. The
case histories frequently contained clues that are impos~-
sible to interpret at long distance, but which clearly
need interpreting by the Caseworker on the scene, The
case of Mark is illustrative:

Mark lives with his mother and six sisters
in a housing project. He is one of the
better students in CIS. He attends school
regularly and he never gets in trouble in
class. He fails many courses, however,
which is the problem that originally quali-
fied him for CIS.

Evidence started to accumulate that Mark
lives in a fantasy world, believing that he
attended a carpentry school during the
summer, and talking about a close rela--
tionship with his father {who lives in
another city). Mark also refused to eat
lunch in the cafeteria, and told the Case-
worker he was in CIS because he was crazy,



All this was reported by the Caseworker.
The Caseworker's response to the problem
was to try to shower Mark with attention
and "attempt to draw him out." After the
second year in CIS, the Caseworker recom-
mended that Mark did not need CIS the next
year because CIS "had broadened his
horizons" -- even though the fantasizing
and the fear of the cafeteria continued,.

Judging from the record as presented by the Case-
worker, some professional psychological evaluation might
have been appropriate.

This discussion does not argue that all Caseworkers
should hold advanced degrees. There is clearly a role
for training and staff development. The value of Case-
workers who have street wisdom is not disputed. Perhaps
simply a stronger admixture of trained personnel would
provide the needed technical puttressing for those with
little training. But if there is a single area in which
a-CIS-like program should focus its energies, it is in a
careful selection and training of the Caseworkers, and in
expeditiously weeding out the mistakes.

The Uses and Limits of Personalism

CIS's strongest argument for its approach may well
be the potential it offers for making good on other
inputs. Some illustra*ive examples from the case files:

® The orientation class is having a section
on different types of careers; the Case-
worker uses this as a basis for discus-
sions with the student about his inte-
rests, which' leads into discussions about
the training possibilities following high
school.

® A special reading curriculum is avai- .
lable, but the student tries to avoid it.
The Caseworker uses her friendship with
the student to get him to take the class,
and gives him supplementary tutoring
help.
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® The student has a medical problem, but
keeps skipping the appointments with the
physician, fThe Casewnrker takes the
student to-the next appointment.

® A student gets a summer job through a
CIS-sponsored program. The Caseworker
briefs the employer ahead of time, visits
the job site reqgularly, and keeps the
student on the djob.

In each instance, the Caseworker was not the
provider of the service. The Caseworker was the supple-
mentary resource who took advantage of the personal
relationship with the youth. An examination of the case
histories suggests that CIS was most successful when its

-- Caseworkers were charged with this kind of specific,
goal-oriented task. Rather than a diffuse charge to
determine the student's needs and respond to them, the
Caseworker had a concrete mandate: "The members of your
caseload are enrolled in the remedial reading course. They |
will be pretested and posttested. We will be monitoring
the progress »f your caseload. Make sure that they get |
tutoring.” 1In such instances, the Caseworker had some-
thing to do, on which it was reasonable to expect some

-~ - -closure. The same specificity applied to the mandate to - “ﬁ
track attendance and grades, and accounts for the
generally intensive efforts that Caseworkers made to get
the students to school,. : -

The specificity of the task facilitated the
student'c response. To do the things necessary to
improve a grade-point average, the student had to make a
global change in his stance toward school. But to attend
tutoring sessions or get a physical examination called
for a more limited compliance with the Caseworker's
request, and this much seemed to be possible.

The students' statements do not directly address the
role of the personal relationship in facilitating the
compliance. oOnly rarely did a student say things like,
"I wouldn't do this for anybody but my Caseworker."™ But
statements about the Caseworkers being "different™ from
the teachers were common. "Thev reallv care,” and
variants on that theme, wevre voiced by many. Others,
when asked for an open-ended response to "What did you
get out of the program,” talked about the Caseworker's
persistence in getting them to come to school. More

-
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directly, students who enjoyed close relationships with
the Caseworker would state that "I can talk to X like 1

. can't with other people." These types of responses, plus
the behavioral evidence of close relationships (e.q.,
hanging around the offices to talk to the Caseworker) are
indirect evidence of the proposition that CIS has always
advanced: The personal relationship enables other things
to occur.

The case histories are much less supportive of the
proposition that the Caseworker can often have a genera-
lized impact on the student, independent of specific
services and specific objectives, We will touch on this
issue at more length in the following paragraphs.

Who Should be in CIS?

During the course of the evaluation, the projects at
- Smith, Arsenal Tech, and Julia Richman gave us an oppor-
tunity to watch how CTS works for a varied population of
students: poverty-stricken and middle-class, withdrawn
and acting out; hyperactive and lethargic; from southern
rural, Appalachian, and urban ghetto backgrounds; black,
white, and Hispanic. The problems covered the range,
Single-parent and no-parent homes were common, compounded
—— ~—— by specific problems that includedphysical abuse, -
pregnancy, psychological disturbances, and incest. There
was in addition a substantial minority that seemed to be
slow learners, with no other discernible problem.

Given this mixture, what inferences can be drawn
about which students profit most from the CIS approach?*
We stress the inferentia aspect: We do not have a large
enough sample to test statistical relationships. And in
the qualitative analysis, we must assume that our know-
ledge of the "real" home and personal situation is
imperfect.

¥Given enough yariance in the outcome measures, a
quantitative supplement to this analysis would have been
included, usirg regression approaches to examine the
roles of background variables in facilitaiing success,
Th- actual distributions contained such a small
proportion at the plus side of the range that such
analyses were inappropriate. The noise from the "no
change” and "negative chanqge™ subpopulations dominated
the results, ' )

103




The conclusion that seems most solidly grqunded in
the case histories is pessimistic: CIS did
strate that its approach can permanently af
subpopulation of youths with the most severk

Some examples of what we mean by "most se obhlems" :

® Student is in the middle of a bitbter
custody struggle., TIs shifted fro ome
to home. Has been a victim of prolonged
neglect and physical abuse.

® Student is disfiqured; mav be one sourcse
of another problem, extreme emotional N
insecurity. 1Is on probation for selling
drugs. Ts suspected of theft and
burglary. ’

® Student is the mother of two children.
Lives with stepfather, who is unemployed
and an alcoholic. May have been victim
of sexual abuse by stepfather, Usually
very withdrawn and sullen; sometimes
== - suddenly aggressive. Functionally
illiterate,

® Student has history of medical problems,
is physically weak, History of violent
behavior toward peers, Has run away from
home. Once attempted suicide because of
fear she was pregnant.

In assessing CIS's ability to deal with these -
severely disabled students, our pessimism does not derive
‘from an inability of CIS Caseworkers to establish contact
with these students. Some of CJS's most impressive
successes were in the relationships that Caseworkers were
able to develop with students who had been unreachable.
The conclusion is based rather on a consistent pattern in
the assessment of results by Caseworkers and students,
and in objective indicators: no source of evidence
indicates that CIS achieves more than temporary improve-
ments. Take, for example, one of the hardest of the
hard-core cases:

Justin is a repeated runawav with a history
of dealing drugs and violent behavior. He
lives with his grandparents and siblings in

an unsupecrvised environment. His long list
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of problems includes school suspensions
(once for pulling a gun on another
student), two stints on probation, and
various altercations with a girl friend
over a child he fathered. He seldom
attended school and was failing all his
courses when he came into CIS. His Case-
worker worked intensively during the school
year, giving Justin individual attention in
class, setting up regular tutoring sessions
with the reading teacher, and persuading
Justin to join in the programmatic activi-
ties offered by the program., They would
talk daily (when Justin came to school).
The Caseworker was able to set up periodic
sessions with a professional counselor.

When Justin was interviewed at the end of
his first year in CIS, he was emphatic
about the respect and love -- his word --
that he felt for the Caseworker. He said
he was trying to improve his attendance,
and attributed his efforts directly to his
desire to please the Caseworker. He also
said ke had enjoyed the activities and
appreciated the tutoring -- "I feel like I
have learned something for the first :ime.”

In terms of actual attendance and grades,
no improvement was observed. Tn November
of the next school year, Justin dropped
out,

At the end of his first year in the program, Justin
exemplified the "investment" stage of progress. Improve-
ments were not apparent in terms of the hard indicators;
the evidence did indicate, however, that the first
elements of progress weére being achieved. Similar, less
dramatic stories were frequsnt, with progress being
described in terms of improved motivation, increased
commitment to change, or more peaceful relations with
peers. A typical accomplishment might be described as,

"For the first six months, Anthony wouldn't
even talk to me. Finally he did, and at
the end of the year he was starting to come
over to the 7CISY office on his own."
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Beyond this type of gaia, Caseworkers very seldom claimed
that significant gains had been made among the hard-core
problem cases. Among that small set, it turned out that
most had subsequently dropped out of school, or had
regressed in the next year. The number of cases in which
progress was claimed with no contradictory indications
from other data sources was extremely small.*

It should be emphasized that these remarks focus on
visible results. Embedded in those cases is s good-in-
itself that has an unknown value: youths who were
experiencing extraordinarily disabling circumstances had
a friendship with the Caseworker that was acknowledged to
be positive, caring, and supportive. We do not under-
value that accomplishment. Our conclusion is more
limited: in these most difficult cases, visible, behav-
ioral gairs were typically short-term, and did not
survive the evaluation's period of observation.

It is at this point, however, that CIS did give
evidence that it could make good on its referral function
when it had Caseworkers who were either directly seconded
by the social service agencies, or when the Caseworker
realized that the problem was beyond the capacity of the
program to handle. 1In Atlanta, where a reqular staff
member of the Department of Children andA Family Services
was assigned to CIS, Caseworkers throughout the program
c.lied on her to help cut red tape, or for consultation
about how to get help. From New York came this example
of the referral role combined with CIS's standard coun-
seling functions:

¥Some explanation for this generalization is
appropriate. 1In addition %o the standard interview and
archival material, we asked Caseworkers to nominate cases
that they considered to be successes. Independently of
those nominaticns, the evaluation staff rated each of the
cases in the interview sample (see footnote on page 139),
This produced a list of nominated successes. We then
examined both the qualitative and archival material on
these cases. The statements in this discussion refer to
the cases rated as having a "sevece” problem as described
on page 139, and derive from (1) the very rare occasions
when these files contained even unsubstantiated claims
descriptions of progress, and (2) the additional
attrition in our candidates when face-valid contradictory
evidence (e.g., dropout, incarceration) emerged from the
archival data, :
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Jacob lives with a "Grandfather" who is
really his father and a "sister" who is
really his mother, and who deals drugs.
Jacob loves school, and could cope with it
well enough to reach high school. But his
behavior has always been strange enough to
get him the reputation of "the crazy kid"
around the neighborhood. CIS was a delight
for Jacob. He hung around the office, and
the Caseworker became his budAdy. The Case-
worker also tried to counsel Jacob, visited
the home, and eventually obtained psycho-
logical counseling for him., When it be-ame
evident that Jacob would require institu-
tional help, the Caseworker began the
search for an available slot, That took
time, however, and it was not until almost
a year later that it was possible to place
him. In the meantime, the Caseworker
reported, other CIS students became
protective of Jacob, shielding him from the
"crazy kid" taunts that the rest of the
school picked up.

CIS can persuasively argue that without CIS, Jacob
would have s]lipped between the cracks of the social
service bureaucracies. Certainly he had done so for many
years before CIS took him. Perhaps as important, CIS
provided for him an interim home that provided him with
support and comfort.

With the severely disabled students, then, there
seems to be room for the referral function. But it is
not clear that the referrals resulted in long-term gains.
And the evidence that CIS can work effectively in tandem
with these supplementary services and have a synergistic
effect is fragmentary,

We have been asking, "What can a CTS-like program
contribute to the mix of inputs that will make inner-city
schools work."™ 1In the case of these most drastically
disadvantaged students, the CIS approach has the capacity
to establish a supportive relationship. It is much
harder to infer from the record what might be done -~-
added to the mix -- that will yield the desired gains for
the CIS population.
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A second group of students seemed impervious to help
from another direction. These consisted of students who
had poor grades and attendance, poor motivation, but were
otherwise unexceptional, They had apparently normal
family situations, were neither withdrawn nor behavioral
problems. Thevy were not in trouble with the law. They
did not show signs of untapped abilities. They were, in
short, slow learners. A member of this subgroup typi-
cally did not have an especially close relationship with
the Caseworker, even when we limited the review to Case-
workers who were known to have been successful in
establishing close relationships with other members of
their caseloads. With this set of students, the
conclusion is 180 degrees oppositc that for the dras-
tically disadvantaged, 7Tt is easy to infer that these
students need some combination of remedial education
inputs; it is less easy to arque that the CIS caseload
approach is an essential part of the mix.*

The CIS success stories do not neatly fall into
categories. Among those who were neither drastically
disadvantaged nor simple "slow learners," there was a
large random element: when the Caseworker was competent
and tried hard, results were sometimes reported and some-
times not. Sometimes the Caseworker saw progress when
the student did not. Sometimes the archives revealed
improvements in attendance cr qgrades, while the Case-
worker did not claim they were the result of CIS. Some-
times the student reported that the program had been
helpful in getting him through school, while neither the
Caseworker nor the archival record indicated progress,
Taken as a whole, however, three types of students may be
especially susceptible to the kind of help that CIs
offers. We discuss them with the understanding that we
are extrapolating from relatively few cases.

The first category consists of students who have
problems, but who also have supports from home. The

¥IE CIS were to exclude the students whose only visible
problem was slow learning, it would have the side-benefit
of diminishing CiS's reputation as being a "program for
dumb kids,"” which was a problem at all three sites,
especially at Tech. 1n the omen-ended answers to the
question, "What do your friends outside the program think
about i¢?", the "It's for dumb kids" theme was recurrent,
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problem with this set of cases is that one of two things
might be happening. Perhaps CIS was working in tardem
with the parents, accomplishing together what the p..rents
could not do alone. The other possibility is that these
cases represent instances in which the student was going
to improve anyway, and CIS's presence was superfluou..
This example conveys the nature of the ambiguity. When
we start with the statement of the problem and the
change, it Jooks like a clear CIS success story:

Ronald's reading jumned four grade levels
during his first year in the progr m, from
2nd to 6th grade. His grades were
excellent--5 As and 3 Bs in the last 6-week
period--and much better than in any school
he had attended previously. The parents
and Caseworker alike observed that the
student was very withdrawn at the beginning
of the school year, whereas now he contri-
butes regularly during classes and seems .
proud of it. An evaluation observer
confirms his present behavior -- Ronald was
the only one who was participating in a
Junio. Achiever class session. Ronald
himself attributes his improved academic
performance to the greater help he gets at
Tech, from the CIS staff, and a more
relaxed atmosphere,.

Further, these nutcomes are occurring in
the context of being the youngest of five
children, in a family that has never
graduated any of its members from high
school.

When the description shifts to Ronald's home 1life,
the role of CIS becomes less clear: F

The family is an unusually strong, suppor-
tive one. As Ronald told it, the father is
a hard worker who tries to give his echil-
dren everything they need. They built a
fishing boat together last summer. Mom
likes to do ceramics; he and she work on
hobbies tcgether. Together, the family has
done a lot of work on their house -~
paneling, carpeting, insulation, a complete
renovation of the kitchen, Ronald feels he




has learned a lot by this and is proud of
his accomplishments, Being the youngest is
an advantage-~-you can see *';at your
brothers have done and learn from their
experiences,

So he does not participate in the program-
matic activities at Tech; he would rather
go home, He sees the Caseworker as a
friend, and feels comfortable talking to
her, But if he has a personal problem he
talks to his parents about it. The Case-
worker is fine, but she's not family.

Of the examples of this type, we have found it
impossible to disentangle the relative contributions of
the home supports and CIS. But it would be consistent
with the experiences of parents and adolescents every-
where that adolescents do not always turn out right just
because the parents are good parents, Additional
supports are often needed to fill in the gaps.

CIS had the capacity to perform this supportive role
in family settings that were much less secure than
Ronald's. Successes were observed in family settings
that Were were single-pareng, poor, or with other severe
disadvantages. The key seemed to be whether there was at
least one parent who was providing love, attention, and
discipline, and was determined that the child succeed,
Arthur, one of the mo-<t clear -cut success stories in the
case files, is an exarnple:

Arthur's father is in prison. He lives
with his stepmother and several of his own
siblings and step-siblings. The apartment
is located at the streetcorner that is the
drug dealing center of the city.

In the year befor ~ining CIS, Arthur
missed 55 days ot sol. When he did
attend, he got in tights. He was on proba-
tion for vandalism, and extorted lunch
money from the younger students on their
way to school. As the Caseworker noted,
Arthur was mean.

The only visible asset in Arthur's envi-
| ronment was his stepmother, The Caseworker

iy
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reported that she was a strong personality,
who had managed to make a close family out
of the assorted children in her care. She
was deeply concerned about Arthur's
behavior and school performance.

The Caseworker provided intensive coun-
seling and academic help. Arthur's step-
mother and the Caseworker collaborated in
checking on his homework, and in tracking
whether he got to school after leaving from
home. They surrounded him,

During the second term in CIS, Arthur's
attendance improved dramatically, to near-
zero absences., He stopped fighting. He
stopped stealing lunch money. He started
passing his courses.

The improvement continued throughout the
second year in CIS. By the last interview,
"he was making plans to become a veteri-
narian. From the interviewers notes:
"Arthur said he had learned more because
while in the reqular classroom the teacher
will not take time to help you, CIS staff
will.... 'It [CIS] is all about caring,
one big family that is helping me push
myself forward, showing me the right thing
to do.'"

The combination of the supportive parent and the
Caseworker seemed to be the key ingredient in these
stories. Parents who were interviewed, especially single
parents who had a fulltime job, consistently saw ‘them-
selves in need of support ~- they had the motivation, but
not the time, to look after the problems that had put
their child in CIS. Further, the comments of the parents
often explicitly gave the credit for improvements to CIS,.
These are the remarks of Arthur's stepmother as noted by
the interviewer:

Arthur wouldn't have made it in the regular
school. JCTS1 has enabled Arthur to think
about things that aren't offeres in life
for him, and about what he would like to do
when he completes high school. He isn't as
mean as he once was and is more respon-
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sible. The program has affected the whole
family because the other children talk
about how Arthur has progressed. It [CIS]
has helped all members of the family to
communicate with each other.

The second category of CIS successes involved
students who already were showing signs of motivation,
but who faced a Aiscrete, concrete, fixable problem that
CIS could solve -- or at least reduce. This type of
student is very close to the one that was most often
described in CIS's descriptions: the girl who is missing
school because she has to take care of her little
brother; or the one who has to work full-time because
the family is not getting AFDC assistance; or the -
student who had a chronic undiagnosed medical problem.

Sometimes the problem was not only a physical or
economic one, S also was able to Adeal with a sudden,
crisis situation -- the death of a parent, or desertion
by a parent. The common denominators in the cases we
group under this cateqory were that the problem was in
some sense "delimited,” and that the student had visible
assets of motivation, and receptivity to help.

The nature of "success" in these cases was less often - o
a dramatic turnaround (often the students were doing 5
reasonably well already), but rather that the student
maintained the status quo in an situation that could have
been expected -to be Aisabling:

Alice was referred to CIS because of a
sudden drop in attendance and grades, after
a history of normal school performance. Tt
turned out that she had become extremely
upset by her father's death, and feared
that her mother would die as well.

The Caseworker focused her counseling on
the grief and fear triggered by thé -
father's death. After several months of
intensive interaction, attendance and
grades returned to normal and remained
there during the second year of obser-
vation,

Perhaps the specificity of the problem is less
important than the level of the student's motivation.
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The following is an example of CTS apparently working
with both a generalized and a specific problem:

John had been living in a loosely super-
vised environment for several years. His
mother was an alcoholic and spent most of
her time with boyfriends. He took to CIS
very quickly. He liked the programmatic
activities and liked the Caseworker. John
had no major behavioral problems other than
skipping school. The Caseworker continued
to track him down when he skipped, and
John's attendance improved substantially.

Shortly after these improvements had seemed
to stabilize, John's mother left town
abruptly. The Caseworker provided
immediate temporary housing for John, then
helped arrange for John's grandmother to
take him in. As of the end of observation,
John was continuing to attend school
regularly.

CIS's accomplishments in this case followed the
intention of the program very closely: The Caseworker
was on hand at the time the problem arose, and could move
quickly to avert a potentially crisis situation. 1In such
cases, the merits of the ongoing relationship and the
daily contact that the CIS-approach provides are apparent

. -- there was no need to wait for John to think of
approaching his grandmother, or for a social service
caseworker to become aware that John was on the streets.

The third of these overlapping categories consists of
students who probably "should not" be in the program in
the first place, That is, their problems are said to be
minor: the parents are not an active problem, but not
very supportive either; grades and attendance are not
good, but not failing; there are no overt behavioral
problems. 1In some of these cases, CIS seems to-.have
given the necessary nudge. The most common pattern was
that CIS was instrumental in giving the student career
aspirations:

® The tenth grader whose Caseworker got her
interested in cosmetology, and who raised
her grades to get into a cosmetology
school.

i
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® The student could barely cope with his
academic courses, but could draw, and
whose Caseworker then laid out a program
that put the student into vocational
training for draftsmen,

® The student who worked as a volunteer at
a hospital through one of CIS's programs,
and subsequently improved both attendance
and grades in an effort to get into
nursing school.

There is, of course, a problem in interpreting these
examples. Wouldn't the student have stumbled onto some
other aspiration and reacted the same way, because of
som¥.gther event if CIS weren't there? But if the
question is the potential of CIS, it seems fair to
conclude that the traditional "mentor"™ function is one
that CIS can play. Among the students that CIS takes, it
also seems fair to say that very few-other adults in the
school have the time, or in some cases the interest, to
perform €his function, ;

Who belongs in CIS? If the question is put in terms
of, "Who is most likely to benefit?" the answer that
emerges from the examples of success seems to be: :

udents who come to the program with at least some sort
g%\g::g;{ The asset can be a strong parent, or the
stu 's existing motivetion. It can be a combination
of minor assets -- a little motivation, reasonable levels
of academic achievement, and no major deficits. The
student without any visible assets --.with problems at
home, no signs of self-starting, behavioral nroblems, few

basic academic skills -- may be retrievable, but not by
CIS alone.

114

110



Chapter V.
Conclusions

The final step in any evaluation is to try to
synthesize the evidence that was assembled, to make one
or more summative statements about the program's vyalue.
In the case of CIS, this can be done at several levels.
If the summative question is the simplest one,

"Is the program as it exists a good invest-
ment of public funds?

the answer-from the “hree sites that we examined is "no."
In one year, in one site (Indianapolis in 1978-79), .the
program could point to evidence of a pattern of positive
results. Elsewhere, and in other years, the program did
not demonstrably affect the behavior of large numbers of
its participants. The best that can be argued from the
record is that perhaps things would havé been even worse
without CIS. Lacking adeguate -comparison groups, that
possibility remains open. The data that bear on the
issue cast doubt on that proposition.

At the next level, the question becomes,

"Can the factors that 1imited'the program's
effectiveness be corrected?" '
:Three types of impediments limited CIS's results:
The ‘'way the program was funded and structured by its
sponsors, the way the program was run by its admini-~

strators, and the responses of local agencies and school
systems. . ;

Of these three, the dominant factor was the funding
arrangements. Even if the other problems had not
existed, the program's ability to implement the planned

CIS would have been crippled. The most important impedi-
ments were: -
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® The multiplicity of funding agencies.
Each had its own agenda and its own
requirements,

® The fragility of the funding. Case-

workers typically could be guaranteed
only nine months work -- sometimes not

that. Plans for allocation of resources
coyld not be made more than a few months
in advance. FEven funds that were
3 contractually obligated were chronically
late, forcing a series of financial
crises on the program.

® The requirements of the funding. Some-
times the money could be obtained only by
doing things that were guaranteed to
create ‘problems. Title XX money could be
used only if the student met certain
economic criteria ~- but meeting those
criteria did not guarantee that the
student was one who needed, or could
benefit from, CIS. CETA lines used for
hiring Caseworkers forced the program to
choose from a poorly qualified pool of
applicants,

® The level of the funding. The salaries
that CIS paid for fhe Caseworkers it ,

~hired could not compete with those in the
schools or other public service agencies.

The implied changes are not exotic. They are ones
that would »ut a CIS-like program on the same financial
and managerial footing as the typical established service
agency. If.they aré made, it is reasonable to expecdt -
that they would enable the program to make major improve-
ments in its staff, its-long-range planning, and its )
monitoring. - )

The ‘second factor was the internal administration of

CIS. Early in the program's history, it was a major
factor. At the time Report No. 2 was written (spring,
1979), the critics of the program's administration were
numerous and vocal (see Report No. 2, Chapter 5). On
this count, however, changes have occurred. We cannot
know the effects of the extensive administrative renova-
tions that have occurred -- most of "'them began well into
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the last year of observation. But, in any event, the
question at issue is not whether CIS, Inc. has become an
efficient, businesslike operation, but whether it is
reasonable to expect that a CIS-like program could be
designed to run that way. Nothing in the early criti-
cisms of CIS suggests otherwise. The problems were
managerial, with managerial solutions of the kind that
CIS is now trying to implement. There was no inherent
conflict between them and the CIS approach.

The third source of limitations to the program's
effectiveness was the stance of other social service
agencies and of the school systems. 1In CIS's calcu-
lations, these have loomed as large as the funding
problems. Strategies for encouraging agency cooperation
and developing workable relationships with the school
systems have been complex and changing. CIS identifies
many of its problems with the compromises that have been
necessary to gain accéss to -the demonstration sites..
Earlier reports of the e€waluation have focused on this
aspect of CIS's experience.™~ But our reading of the
evidence is that many of these problems have been func-
tions of the way CIS has been funded and managed. By and
large, the complaints voiced by other elements in the
social service system have been accurate ones, grounded
in legitimate consideratiens. Given stable financing and
management, the source of many of these doubts would be
eliminated. If the question is, "Can *he human services
delivery system be reconfigured. in the way that CIS
originally envisioned?,"” then the jury is still out. But
the limiting factors in the CIS experience that we evalu-
ated were primarily grounded in the funding arrangements
and CIS's own administrative choices. :

- In sum: Most of the major limiting factors that we
observed seem to be fixable. The fixes do not depend on
charismatic leadership, drastic modifications in the
basic CIS approach, or complex systems. Specifically, we
identify five basic conditions that could be met by a
CiS-like program and that are fundamental. These condi-
tions would ensure that a CIS-like program could:

® have an assured hudget, and funds that
arrive on time;

® offer year-round positions for a period ~
of more than one year; )
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® hird its workers from the general pool of
social service workers, vemedial educa-

tors, and other types of youth workers;

® sustain the caseload contact over the
summer; and

® choose its students solely on criteria
of need.

Given a CIS that meets these conditions, we now ask,

"If these.changes are made, will the resul-
ting program yield the desired benefits?"

The answer has two parts. One relates to the services

that the program provides. The other relates to the
behavioral impact of the program on its clients.

=

Effects on Services, Taking the racord as a whole,
the data support these positive statements about the CIS
approach:

® At its best, the student's relationship
with the Caseworker was a close, confi-
dential, supportive one, often the only
such relationship with an adult.

® CIS demonstrated its capacity to develop
these relationships with students who are
believed to be the most difficult to
. reach. ‘

® Even.when the relationships were more
superficial, the small caselqad and the
Caseworker's location in the school ]
facilitated knowledge of the student -that
very few teachers could match and an
availability to help that centrally
'located service workers could not match,

® CIS demonstrated that the school location
and daily presence can facilitate
screenings for service needs (e.qg.,
medical examinations, checks on basic
welfare needs) that would not have
occurred otherwise.
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® Through its programmatic activityes, CIS
provided opportunities for sncidl and
cultural developmental experiences that
would not have occurred otherwise.

On the negative side, there was really only one
major finding:

® These positive things could have happened
more often and more consistemntly.

The critical evidence cited in Chapters III and 1V
was almost exlusively about failures to do good, not
about negative results. The criticism was that some
Caseworkers failed to learn enough about the student's
needs, not that anyone else knew more; that sometimes
Caseworkers failed to provide services, not that anyone
else would have provided them otherwise; that some Case-
workers were poorly qualified, not that a qualified
alternative was standing by.

The only evidence of outcomes that were truly
negative -- that the program made the students worse off
than they would have been without CIS -- was skimpy.
There were repo-ts, mostly from one site, of negative
labeling ("CIS is a program for dumb kids"), a handful of
instances in-which the Caseworker's actions were probably
worse than doing nothing ~-- and that is about all.

Given this situation, CIS (or an analogue) is not in
the position of having to alter the programmatic direc-
tions of its efforts. It has only to do more often what
it already knows how to do. And the ways to do that --
get good Caseworkers and manage them effectively -~ are
the purpose of the fixes. It seems reasonable to predict
that their effects would be to increase substantially the
level of the "input™ that has been CIS's most attractive
feature,

We add two important cautions. First, the size of
the program is likely to be an important factor. 1If a
program is the size Of the one at Smith -~ about 120
students with about 12 Caseworkers -- the program should
be able to recruit enough people with the qualities that
are required in a Caseworker. It is much less clear that
enough of the right pecple can be found to staff a
pbrogram that tries to maintain several hundred students
on caseloads. :
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Second, the fixes that were listed above are to some
ext~nt at odds with one of CIS's major objectives: to
staff itself with outstationed staff from other human
service agencies. CIS reports that some of its best
results are emerging from a program that has done just
that (in Houston?. We simply note here that the task of
selecting the right Caseworkers is central to improving
CIS's inputs, and that this is inherently mores difficult
to the extent that the selection of Caseworkers is taken
out of the program's hands.

Nonetheless, the essence of our conclusions about
CIS's inputs is that (1) CIS demonstrated that they were
feasible, and (2) some straightforward changes in staf-
fing and management could be expected to increase their
consistency and intensity across all participating
students,

Increasing the Program's Impact. Would these
changes produce the kinds of cffects that the program
hoped to see ~- improved attendance, improved academic
per?ormance, and, in the long run, an improved chance to
make good as an adult?

Our data permit us to say very little. The pattern
of improvements that was observed at Tech in 1978-79
occurred when the program was also being most fully,
faithfully impliemented. To this extent, it is reasonable
to expect that results on the outcome measures will
follow from better program content.

Other results are less encouraging. CIS when imple-
mented as planned constituted an unusually intensive
"treatment." Most remedial programs for the kinds of
youths that CIS served last for weeks or months, not
Years, and the level of contact is usually measured in
number of contacts per month, not number of contacts per
day. CIS was correct in pointing to its unique charac-
teristics, and this unigueness did give some cause for
hoping that, for once, dramatic results might be
obtained.

It was t* ‘3 highly concentrated effort that prompted
one observer to remark at the ocutset of the evaluation
that the most provocative finding about CIS would not be
if it was implemented as planned and found to wérk, but
if it was implemented as pianned —- and failed. 1In this

context, one of the findings of the eévaluation that
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cannot be ignored is that even when everything went

right, there was very seldom a visible effect. The
Caseworker would be capable, energetic, determined. The
needed services would be found. A close personal rela- -
tionship would be developed. The student would tell the ‘
interviewer that the Caseworker was the one person who'
understood him, that CIS was one of the best things that
had happened to him, that he was learning more than ever
before, seeing new possibilities for the future -- ang

then the records would show that he was becoming more
truant, or more truculent, or ‘more delinquent.

The data from the Indianapolis experience suggest
that evidence of more progress will be forthcoming if the
input side of CIS is improved. The data from the indijivi-
dual case histories suggest that the progress will
probably be concentrated among the students who already
have the mest going for them. It is not at all clear -
that CIS is an answer for any appreciable number of the
worst-of-the-worst among the nation's problem youth.

Perhaps the best way to close is with a true case
that captures the ambivalence that has characterized this
evaluation. It was drawn from the Indianapolis sample:

Mary lives with her mother and two
brothers. One of the brothers is a
problem: he beats up on Mary and "tears up
the house"” (five times this year alone).
Twice, he has pulled a gun on Mary. He has
dragged the mother down the stairs. Mary
wants someone to check the brother. The
mother will not do anything about it; she
is afraid of him. Mary tends to be sickly,
and miss school. This is exacerbated
because the mother keeps her home from
school for any excuse. The family has a
long tradition of not finishing high school
(Mary would be the first in her family to
do so), and the Caseworker can cite
instances that suggest resentment at the
idea of Mary breaking that tradition.

When Mary joined CIS, she was absent most
of the first term. The Caseworker kept
working with her, however, and there was a
dramatic turnaround in the second term.
Absences went to zero, and Mary started
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making A's and B's. As far as the Case-
worker cin figure it out, Mary had always
had the intellioence and the amhition, but
she had been taught that she was not
supposed to succeed, and CiS's contribution
was to tell her that it was not only
possible to succeed, but a good thing to

, do. The mother continued to be obstructive
(2.0., bv cancelling permission for Mary to
go on an activity at the last second}, but
at the ¢nd of the 1978-79 school year, Mary
had gone from a failure to an unequivocal
success ~- by her testimony, by fhe Case-~
worker's, and by the records.

- o During the summer, there was no CIS
’ program. ' Then the strike kept Mary away

cther twe months. When school

returged tor normal in late October, she had

Deed.  Her mother continued to keep her
hom~ urnder any pretext. Mary's new
Caseworker had no more luck than the

- preced.ng one 'in getting through to the

) _ mother. And Mary herself was seen by the
: ) Caseworker as listless and lacking motiva-
\ © tion. The grades dropped back to D's and

Fls. Absences went back to the levels of
her pre-CIS years. ’
. )

Thus the choice in assessing the potential of CIS:
The program achieved what could have been a decisive
change in the trajectory of this girl's life. "She says
she knows what she wante to do now," wrote the
interviewer in the spring of 1979, "and regrets the time
she has alyeadv wasted in achieving her goals.” She was
gcing to be the first in her family to graduate, the
first to have a skilled iob. She was proud of being on
the honor roll, vroud - getting an A in a class she had
flunked the previous t2rm. And it came to nothing.

The "what ifs" ; What if, for example, a
program 1id not dro
summer (5 months in ¢ g
What if the samen Caseworke a1 been available in the
second year? What if, once she came to school, she had
been fed into a curriculum that excited her? What if the .
Caseworker, «hc rade anly *wo hore visits (and was openly

resented by fhe rmoincrd had besn trained to deal with a
T 1.8 )
1‘ ~ E
Ve
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hostile situation, and had been able to get through to
the mother?

Nobody can be sure that any of the "what ifs" would
have retrieved the situation. But the "what ifs" are

plausible. There is no sense of inevitability in the
history ot CIS.

The data for this evaluation support all three of
these statements: CIS as a whole did not achieve its
objectives. CIS under certain circumstances did achieve
many of its objectives.” CIS was implemented in ways that
demonstrably diminished the impact that was possible.

Those capsule conclusions do not constitute a
prescription for policy decisions. Our own view after
three years of watching and evaluating CIS is that more
is known now about how to make a CIS-like program work
than was known before. That increased knowledge ought to
be built upon. Some of the fixes suggested by the
evaluation ought to be tried. And if that is done, it is
probable that the process will have to go through vet
another iteration, and perhaps a third, fourth, or
eighth. Each time, it is reasonable to expect that more
will be accomplished, more efficiently. :

This is not, of course, the way things are done. Tt
is more likely, given the history of other programs, that
CIS will be tossed aside -- not just CIS, Inc., the
organization and the specific program it developed, but
the special ideas it contributed and the steps forward
that it took. Soon. another solution will spring up. It
will be given a shot, of sorts, found not to be The
Solution after all, and discarded.

Let us pose this choice. On the one hand, it may be
decided tiat inner-city schools are never going to work
until fundamental changes take place in the communities
that surround them. The problems are too great, the
competing influences are too strong. The best we can do
is take the few students who somehow have resisted the
influences, and educate them.

Or, we may start by trying to visualize an inner-city
school that does work, and trace our way backwards to
what must be part of that success. A good curriculum
will be a component -- a curriculum that can successfully
be taught to this particular set of students. Good
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teachers will be\a component, ones who have the training
and are given the Wiministrative support necessary to
teach-effectively, and to govern.their classrooms. But
in visualizing the inner-city school that works, it also
seems inevitable that, there will be some sort of addi-
tional component to provide one-on-one, continuing
support to students who are facing special impediments.
It will have to be something more than can be provided by
counselors who have school-wide responsibilities. A
caseload arrangement will probably be necessary. The
counselors will have to have access to noneducational
resources, because so many of -the impediments will call
for noneducational solutions. And probably it will be
helpful if these counselors have an identity that sets
them apart from the academic staff, to facilitate their
mandate to look at the youngster .5 a whole person, not
just as a student. .

We do not reject the first choice out-of-hand. The
data collected for this evaluation by no means promise
that there are solutions. Maybe nothing will work by the
time that adolescence is reached, and programs will have
to focus on the earlier years. But if the choice is to
keep trying, then the lesson of the CIS evaluation is not
to toss CIS aside and hope for something better. The
more reasonable assumption is that "an inner-city school
that works"™ will include as part of its resources some-
thing very like CIS, and that the most economical way to
reach that goal is to build on the start that CIS has
made.

N\,
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Appendix A.
Commentary by CIS

For the past three and a half years Cities in Schools
has been evaluated by AIR. Much as a pvediatrician would do
an initial assessment on an infant, identify kev variables
to check regularly, and followup through childhood, so AIR
set up its initial research/monitoring desian and followed
it for the three years of CIS' infancy. Also, much as the
pediatrician would confer with the mother and both adjust
their input so the child would grow healthy and strona, so
have AIR and CIS staff progressed through CIS' infancv - AIR
providing feedback at key checkpoints and CIS staff
adjusting conditions where indicated to facilitate growth
and development. It has been an "interactive" relationship
between evaluators and evaluatees. AIR was the obhjective
vediatric¢ evaluator of growth and orogress, CIS staff were
the nurturing parents.

Sincere and deep appreciation is given to Charlie
Murray and Cherry Bourque of AIR, who worked so closely with
us in the evaluation. They made every effort to assist us
in our internal proaram assessment, identifving areas of
concern and areas of success. We didn't always agree and
ardgued viqorously at times. On one key issue in particular,
however, we did agree--that at the end of the three-year AIR
evaluation the program was just at the beginning point of
being ready to be thoroughlv evaluated! The infant was now
on its feet, ready for the first road race, and the race was

. over. There are three areas, in particular, in which CIS -

felt the evaluation did not give a true or complete picture
of the program.

First, there were some very imoortant variables on
which AIR and CIS remained in disagreement after the 3~year
evaluation. Second, there were some very important
variables which were not covered in the evaluation at all
because thev entered the picture after the evaluation design
was fixed, and so remained cut of the design framework. And
third, there were some program facets which were functioning
throughout the evaluation period, but which were excluded
from the design because of functional and budgetarv
constraints.

Because the evaluation was truly interactive, CIS has
been afforded this opportun1tv to respond and provide
additional information to AIR's report. We include:




A. Descriptive informative on:

1. Areas in which we remain in disagreement.

2. New programs and proijects not evaluated
by AIR,

1. Fxisting projects not evaluated bv aIR,

B. Conclusions

* * * k k kX Kk & * k K

A. Descriptive Information

1.

Areas of Nisadqreement

ATTRITION

AIR states that one of the reasons it was difficult
to evaluate impact data was the high attrition

rate. While attrition certainly hampered the evalu-
ation, CIS felt that some additional statements
should be offered to clarifv the overall situation,

~ Attrition is not analogous to "drop-out™, (IS re-
cords attrition in 13 catedories 1n its Management

—Information System—{MIS) Seven categories are con-

sidered negative (Employment - a student should not
have to stop school to work, lost interest, preq-
nancy, family oroblems, institutionalized, expelled,
unknown - we should be abie to find out), three are
considered neutral (relocation—familv‘moved, health
problems~some traumatic conditions such as cancer,
other-should be explained), and three are positive
(GED/graduation, other school/training, armed ser-
Viceeg),

- Transferring to another school is not congsidered a
negative termination. ™any Students In CIS come

from broken homes, one-parent families in unstable
circumstances and sometimes these families move
often. When we look at (18 students in comparison




to other students in their schools, however, the (I3
mobility rates are not--at least in Atlanta-~signi-
ficantly higher,

In Atlanta, and Indianapolis, overall termination
rates are aecreas1nq. In Atlanta, first and second
quarter data for ~79 showed a 32% termination
rate, and for the same period in 79-80 the rate was
23%: in the third quarter of 79-80 the rate was down
to 18%. 1In Indianapolis, overall CIS terminations.
dropped from 554 in 1978-79 to 336 in 1979-80. 1In
78-79, 57% of those terminations were negative, and
in 1979-80 the percent of negative terminations
dropred to 34%,

At least two adjustments in the Atlanta attrition
data have been made since September, and CIS fidures
still do not agree with AIR's, 1In the fall of 1980
AIR reported that at the end of 2 years, 26 of their
Atlanta sample of 74 CTS students remaineAd partici-
pants and an additional 8 remained in school but not
as participants: a total of 34. The rest had
"dropped out" or their status was unknown and they
were considered probable dropouts. .

CIS countered with data that showed that an addi-
tional 14 of the reported dropouts from the oriqginal
sample were still attending school somewhere, In-
deed, 3 of them were still enrolled in CIS, 7 were
in the regular proaram at Smith, 3 were on the
active roll at other high schools, and one

wasgstudyiﬁq~wh%hrﬂrfkmrfbtps_barftétﬁéht.

Students do not enter CIS on permanent status. For
most, it is a one-year program. For those with
severe needs, perhaps two. In some circumstances, a
student might be mainstreamed back into reqular
school with only occassional follow-up monitoring by
C1s staff. 50, it would not be unGisual for. partici-
pant-status attrition to be quite high over a two-
vear or longer period. CIS recoqnizes that the
lenqth of time a participant should spend in the
projgram to derive maximum benefit is a variable
which needs to be studied.

It should be reiterated that while still consider-
able, CIS attrition is not abnormal for an inner
citv _school. It created an evaluation problem for
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AIR, but should not reflect negatively on CIS' capa-
bilities. As noted, when program-wide attrition or
termination rates are studied, it i¥s apparent Lhat
C1s has, in fact, been gradually lowering the termi-
nation rate for its students., Table 1 shows termi-
nations as a percentage of total CIS caseload en-
rollment, by city, for. 1978-79 and 1979-80,
Atlanta's fiqures are high because four of the seven
projects were Street Academies. Students in the
Street Academies are vouth who have already dropped
out of school, and are generally older than in-sibol
students. Thev have more severe behavioral and
social problems, and tend to enroll and terminate
and re-enroll. D.C.'s rates are high because the
school is located in a very high mobility housing
project neighbqorhood. When terminations are broken
down by tvpe, in Atlanta and Oakland only 17% of the
terminations were for negative reasons. in New York
onlv 7% and in D.C. only approximately 2%. Houston
and Indianapolis flqures had not been recorded.

Table 1

Terminaticns 3s a Percentaae of Parollment .

1978-79 1979-80

Atlanta 48 % 41%
Indianapolis 43% 36%
New York 20% ) 20%

* %
Houston -—- 15%

*
Oakland 11% 17%

*
Washinatoen,n.,C, 40% 40%

* These two cities were only operatinag for a part of the
school year 1978-79. It would be expected that had they
been oven all vear, the termination rate would have been

higher.

Both were Jr. High projects.

** Houston project d i ot be¢in until the summer of 1979,

It was a

single Jr, h pro’ ~t,




SOCIAL SERVICES (§.S.)

Counseling - In 8.8., AIR evaluates CIS' ability in
coordination of primarily "harda" social services.
AIR has said, ",.. delivery of social services as
traditionally defined (e.gq. housing, welfare )
assistance, professional counseling, legal advice,
medical assistance) was a small part of the CIS
overation.” We strongly disagree with the
implication of that statement., The evaluation
separates out most CIS counseling services as not
professionally administered, i.e. - not provided hv
a licensed therapist/orofesional counselor. We
feel that most of the discrevancv AIR notes between
their assessment of services delivered and our
assessment of services delivered occurs because of
this difference of opinion. CIS is not a
traditional service system, and we don't define
ourselves in traditional terms. We utilize staff
from the traditional organizations and bv
coordinating their resources provide a bhetter
oroduct. AIR does not compare us to existing
resources to show whether our program services youth
and families bhetter than each coonerating sinqular
organization does. And, thev summarily dismiss the
efficacy ¢f general counseling by an eclectic staff-
as a notable service delivery.

How many youth, in a normal situation, see and talk
with a caseworker from any agency on a daily basis?
Fow manv vouth in the-existina social service
structure receive counseling based on needs - -assesserd-
by a group of caseworkers from various disciplines
combininag their exvertise? :

Granted, CIS has had many staff who were not agency
seconded and who did not have a great deal of
experience. But, there were few, if anv, CIS Family
aroups which did not have at least one or two
experienced social service staff to provide informal
quidance to the inexperienced Familvy caseworkers,

As can be seen in Table 2, the levels of CIS
non-professional counseling services provided were
verv, very high. fThey averaged about one per case-
load student per week, as long as they remained in
CiS. Not counted are the numerous counseling scrvices
provided to former participants to provide support
when they return to the regular school program, or
graduate, or even after they drop out. Maintaining

a supportive relationship with a dropout sometimes re-
sults in CIS staff getting a student back in school.




Table 2,

Counseling Services Provided

L3

N 1978-79 N 1979-80
Atlanta ) 1,206 ~ 25,90Q 1,160 38,144
Indianapolis 1,514 33,228 923 - 25,844 (1)
New York , 395 14,400 215 4,134 (2
Houston -39 89 3,158
0akland 154 5 448 159 2,710
‘Washington, D.cC. 13103 ° g4 160 4,892

(1)Entire school system was closed until end of

October for teachers' strike. Two CIS projects
were closed. .

{2)0nly data for Julia Richman project were available.

Project open~d in 6/79.

Project opened in %2/78.

(3)
(4)
(S)Project opened in 2/79,

A convincing argument we advance for including counsel-
ing as a social service is that even when services to
youth have been provided to correct all the physical
tangible problems, (i.e. housing, medical, legal, and
welfare) if that youth's attitude, self concept, and
values remain the same those tangible social services

most likely won't result in measurable improvement,

If the student does not recognize his/her hostility as -

a problem, he/she is not likely to work on changing
that attitude to one of cooperation and trust,

Personalism, Family group meetings, informal one-on-one
raps, or whatever form in which counseling contact

is established, it is the key to positive change in the
students.

A-6
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Defining Measurable Parameters of S

ocial Services -

included disagreement with AIR on t
programmatics and educational servi
general counseling. We think AIR's
much more narrowly defined that wer

There seemed to be agreement on wri
but when it was applied to categori
entries we differed sharply. On pa
AIR reports on a two-year analysis

student files; they:identify 45 ser
In Table 3 CIS staff counted over o
after going through only 12 of the

Table 3
Social Services

1978-79 and 1979-80 School
12 CIS Caselog Files

he S.5. status of
ces as well as-
boundaries were
e CIS' in deter-
mining what, exactly constituted specific S.S. needs.

tten terminology,

zing caselog

ge 63 of the Report,
of 39 caseload

vices delivered.

ne thousand services
same 39 files.

Years

Type of Service

Frequency of

- Provided Provision
Transportation 96
Home Visits 131
Attendance Monitoring and

Counseling 399
Academic Performance

Monitoring & Counseling 93
Career Development and Job

Placement Efforts 29
Probation Monitoring and

Legal Advocacy 9
Counseling on Negative Behavior 62
Referrals for Psychotherapy 2
Counseling on Inter-Family

Relationships 24
Counseling on Peer Relation-

ships 12
Counseling on Motivation and

Improvement in Self-Concept 70
Physical Assessments 6
Medical Treatment 17
Dental Treatment 10
Glasses 8
Family Planning 4
AFDC - 4




-

Food Stamps

Title XX Eligibility

Other Public Assistance
Housing

Clothing

Food i

Day Care

Parental Involvement

Group Cultural_ Activities
Group Educational Activities

TOTAL

The purposes of S.S. in CIS projects are:’

1) to impact students' attendance and school
per formance;

}
2) to impact students' behavior at school, with
peers, and with family;

3) to deliver health services, both preventive
and treatment;

4) to provide enrichment experiences;

5) to assist in job placements and job readiness -
training;

6) to provide legal advocacy and probation
monitoring:

7) to involve parents in their children's progress;

8) to meet emergency needs, i.e. housing, clothing,
food;

9) to assist students and their families in~obtain-
'ing public benefits which they may need;

10) to do all of the above in the context of a )
personal, trusting relationship with the student.

A relationship has to be established with the student
that includes good communication. A student must have
a reasonable attendance record to take advantage of
the resources of the project. While school attendance
is not an end in 1itself, for many students attending
school reqularly is a first step in taking responsi-
bility for their lives. Attendance and academic




monitoring, dealing with behavior problems, interven-
ing in suspensions and preventing expulsions are basic
functions that project staff must perform is the high-
risk student is to remain in school.

The information on the past two pages are included for
two reasons: First, to establish the fact that
students in CIS require an intense level of service

if they are to grow to self sufficiency. Table 3
shows that such intensity of effort is being provided
by CIS. Second, the AIR report downplays the import-
ance of much of this activity, and the levels at which
they are reported. Many of the services fall into the
categories of educational services, counseling, and
enrichment activities. These are and must continue to
be major service areas.

CIS believes it is this failure by AIR to acknowledge
the importance we place on non-traditional Social
Services which has resulted in our widely different
interpretations of the data.

While AIR's interpretation does not validate our hypo-
thesis, neither does it ender it invalid. We agree
that the results are inc clusive. CIS will not belie
its claim for the efficacy of its model until or unless
proof is shown.

ATTENDANCE

Attendance, as discussed in the Report, focuses on only
those students followed longitudinally for two years,
In fact, the "n's" reported in tables throughout the
evaluation reflect just this group. We would like to
clarify the fact that total enrollment in CIS was con-
siderably higher, and that attendance for the overall
groups showed positive trends. Table 4 shows the total
enrol}ment in CIS projects during 1978-79 and 1979-80.
Even 1n the three projects AIR studies, while attrition
truncated their sample, the projects themselves main-
tained their enrollment at desired levels by entering
new students when others left.




Table 4

CIS Enrollment - All Projects

#of 4 of

Sites 1978-79 Sites 1979-80
Atlanta 7 1,206 7 1,160
Indianapolis 7 1514 4 923
New York 3 395 3 388
Houston - - 1 89
Oakland 1 115 1 159
Washington, D.C. 1 131 1 160

Table 5 shows the percent of attendance, by city, for
1878=79 and 1979-80. As can be seen, unmatched, over-
all attendance increased in every city but Indianapolis.
The drop in Indianapolis corresponded to a city-wide
decrease in student attendance attributed to the eight-
week teachers' strike.

= Table 3

CIS Attendance - All Projects

1978-79 1979-80
Atlanta 78.9 79.3
Indianapolis 85,2 78.6
New York 71.3 77.4
Houston - 86.3
Oakland 67.0 78.2
Washinaton, D.C. 66,2 80.0
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But, an additional view is more important ~--that is
looking at and comparing data on a student by studernt
rather than on a group average basis.

In reviewing Atlanta attendance data™for thése students
in the Smith project for the full two years evaluated
by AIR, we discovered that one-half of this-group's
percent of attendance increased and one-half- decreased
from 1978-79 to 1979-80. The combined data for this
group shows an increase from 79,.9% to 81.2% attendance.

Attendance data for the students in this group who were
retained for the 1980-81 school year (third year in
CIS) were also reviewed. For the first quarter of
1980-81, tvo-thirds of the group remaining improved
their attendance over the prior year.

There were 130 students in the Smith project during the
1979-80 school year. Fifty-six of them increased their
percent of a*tendance compared to 1978-79,

The above data show that comparing data on a by-studeni - -
basis provides a clearer picture of the project's im-
pact in some cases than does averaging data for the
group as a whole. We think we have shown that C1S has
been successful in stabilizing or improving attendance
with a significant number of students.

BASELINE BUDGET — RELATIVE PROGRAM COSTS

We weould like to emphasize that at this time and in
the future we would not start a project, or encourage
anyone else to do so with "bought" staff. caseload
staff should be at a level determined by agency com-
mitment and availability of thair existing personnel
to be outstationed as caseworkers (institutionaliza-
tion), and as determined by the desired project size.
The AIR projections on page 84 of the Report do not
reflect what we would recommend in division of proj-
ect costs: caseworkers would be paid for by their
home-base agencies, and teachers would be paid for

by the host school system; school personnel and most
overhead would be in-kind contributions; only some
administrative, activities, and materials costs would
be direct financial responsibilities of CIS. This
relieves a tremendous burden on the new projects in
fundraising activities.
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CIS is actually now at about a second of three stages
in its development of financial costing. 1In the

first stage, projects were formed in a city and most

1f aot all staff and other ¢osts were raised by CIS
from Federal, state, and .other sources. In the second
stage, which is where most of the projects are now,
CIS meets with city officials from agercies, the school
system, and local government and business to deter-
rmine level of potential support. The involved organ-

~ .izations "buy inta" CIS, datermining the extent of com-

mitment and types of in-kind they can-mobilize. The .
project starts with the number of staff which agencigs;
and the schools provide to it. Some costs are picked ™
up by CIS through Education Department funding or other
sources. Technical assistance and coordination is
provided by the national office, CIS, Inc. 1In the
third stage, cities will take the initial steps in )
developing their CIS project. The national office will
provide the standardized model and whatever technical
assistance is necessary or requested. All- funding will

be arranged and coordinated by the city itself. A
local policy group will bear the responsibilicy of
running the project for their own city. L
When AIR sets a figure of -perhaps $1800 to $2200 per

‘'year per student for CIS, they fail to address the most

important and largely unanswered questions that are
posed: : :

- What would it cost to provide ali the services
CIS provides, particularly the daily contact,
if each agency had to provide it at this level
to a comparable number of youth, using their
own staffrand facilities? 4

- What long-range impact may CIS be having on--

-
-

- welfare costs (education = jobs)
- birth delects (prenatal care = well babics)
- crime rates (values & pride = good citizens)

- unemployment (career development = jobs)?

- Or asked another way; If CIS can provide pre-
natal care and nutrition information chat saves
one unborn child each-year from developing perm-
arent birth defects caused by his adolescent
mother's use of druys or poor diet, what -yould
be the estimated long-range, lifetime savings
to the existing social services?




- It is sometimes necessary to look at what the
b:nefits to only one individual might be, to
put an overall value on the model as a whole.

= The human value cannot be calculated. CIS re-
serves the right to operate humanistically,
within an ecc.aomically feasible model.

7

INSTITUTIONALIZATION r

A lot has been said about institutionalization. In
CiS, institutionalization is that process which re-
sults in caseload staff--caseworkers--being outsta-
tioned by their agencies at no cost to CIS, to work
at a school-based CIS project site. AIR reports the
concept faithfully--

- potential agency savings
- coordination of services

- personalism

skill-sharing

They seem to conclude, however, that because of a
number of reasons--

- bureaucratic paranoia

- inexperienced and/~r unqualified staff
assignments

- lack of job security and benefits

institutionalization should not be a priority concern

wr a part of the CIS standardization model. We strongly
dirfagree with that conclusion. Coordination of services
delivered by experienced staff could be bought if .the
funds were made available, but that:

- is becoming ever more difficult given the
existing economic climate.

- totally defeats the concept of the cities being
in the schocls (CIS). When city governments and
local agencies buy into Cities in Schools by
agreeing to outstation existing staff, in effect
restructuring their service delivery system,
then they have internalized the program as a




part of their city. We think that this is the
only way the program can survive and fulfill
its potential.

Just because it hasn't always worked in the projects
at the level desired is not conclusive evidence that
the idea should be abandoned. Rather, we think that
in the past two years we have proven it does work,
paiticularly as seen currently in the Houston and New
York projects.

.

- In Houston, all but the five administrative staff are 1
outstationed (25 experienced social service staff)
from agencies such as Big Brothers/Big Sisters, Boy
Scouts, Harris County Child Welfare, Community Youth
Service, Harris County Department of Education, Houston
Department of pdrks and Recreation, Hispanic Interna-
tional University, etc.

- In New York there are over 40 staff outstationed from
such city ajencies as the New York City Youth Board,
Human Resources Administration, Department of Social
Services, New York City Board of Education, Department
of Parks and Recreation, and from such private agen-
cies as United Families, Catholic Charities, Inter-
faith Neighkors, Inc., Columbia University Teachers
College, etc.

- In Indianapolis a CIS Policy Group was created in May
of 1979. (€IS had gone to the Indianapolis Corporate
Communit¥y, Council to ask for support for the program.
The Corporate Community Council respohded by helping
to develap a policy group for the program.

The Poli Grzoup has accepted responsibility for ident-
ifying afd garnering resources, monitoring program re-
sults, and replication of the program. The members are
“rom organizations which are influential in their areas
.and throughout the city/state. Tt is the vehicle by
which Tndianapolis CIS will move into the third stage
of the institutionalization prccess--the city taking
ownership o1 fthe ptoqgram. Ppolicy Group members include:
Director, Near tastside Multi-Service Center; Executive
Director to the Governor, Special Assistant to U.S. Sen-
ator Richard Lugar; Vice Pres. of Indianapolis Power and
Light, Board Chairman of Merchants National Bank; Vice
Pres. of Indrls. Chamber of Commerce; Superintendent of
Indianapcli= Public Schools; President of American 4
Fletcher ati,nal Bank; Board Chairman of Indianapolis
- Water Co.; Ewscutive Director of Community Service

; Council - 1'ai* -4 wa7; President of Indiana National Bank;
P esident <f indiana B21l Telephone; Vice President of
Midwesr ' ot ioe -1 Zark; €recial Assistant to Senator ~
Bir~h ¢5.n; -0+ Doputy Mavor cf Indjianapolis.

Q A—i
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AIR modified its research design during the course of the
three year evaluation in several ways. Because of the large
numbers of students and the vast amount of statistical data
.£o be compiled and analyzed it was decided to follow for two
years only those students who were enrolled in CIS at
Arsenal Tech, Smith and Julia Richman High Schools in the
fall of 1978. All other existing CIS sites, students, and
new students entering the three projects studies were ex-
cluded from the analysis.

Even with the modifications, which were dictated primarily

by financial &6§straints, the basic variables to be evaluated
remained constant. Yet the program AIR evaluated at three
sites was not really representative of CIS as it existed.
Other than basic descriptive information, three CIS new
pProjects which began after the AIR study started were not
studied, and fourteen existing project sites in Atlanta,
Indianapolis and New York were also excluded. The following
two sections give some current information on the status of
these "unknown soldiers.” :

2. New Programs or Projects not Evaluated by AIR

HOUSTON

1379~-80

- one project at M.C. Williams Jr. High School

89 caseload students
284 non-caseload students

———ie.

73 total youth served
- 55% were in families receiving public assistance.
- Average attendance for the project was 86.3%.
- Over 3,800 social services were provided.
- 15 public and private agencies had outstationed staff.

- More than 40 organizations and individuals provided
financial support or other services and resources.'

A"ls‘lag




1980-81 (Sept. - Dec.)

- three project sites: M.C. williams Jr. high, Wesley

Elementary, Marshall Middle

- 193 caseload students are being served.

Average Attendance for the three projects is 83.4%.
over 4,700 social services have been provided.

More than 79 special recreational, cultural, and

educational activities have been arranged for students.

OAKLAND
1979-80 |
-~ one project at Hamilton Jr, High School
~ 81 caseload students
389 non-caseload students
470 total youth served
- 44% were in families receiving public assistance.
- Over 2,300 social services were provided.
- Nine public and pfivate agencies had outstationed
staff. ’ B
~ More than 110 organizations and individuals provided
financial support or other services and resources.
1980-81 (Sept. - Dec.)

Three project sites: Malrose Elementary, Hamilton
Jr. High, and Fremont High

166 caseload students are beinj served.
Average attendance for the three projects is 86.3%.
Over 2,200 social services have been provided.

More than 277 special recreational, eultural, and
educotionnl activities have been arranged for students.




1979-80

1980-81 {sept. - Dec.)

~ WASHINGTON, D.C.

one project at Terrell Jr. High school
160 caseload students
1,198 non-caseload students
1,358 total youth served
70% were in families receiving public ‘assistance.
Average attendance for the project was 80%.
Over 6,900 social services were provided.

One agency had outstationed eight staff.

More than 50 organizations and individuals provided
financial support or other services and resources.

one project site: Terrell Jr. High School

138 caseload students are being served.

Average attendance is 81.5%

Over 4,200 social services have been provided.

More than 96 special recreational, cultural, and .
educational activities have been arranged for students.

Existing Projects not Evaluated by AIR

IN ATLANTA

Craddock Elementary School
Carver High School

Atlanta Street Academy "A"
Atlanta Street Academy "B"
Atlanta Street Academy "T"

* St.

Luke's Area III Learning Center

A

* St,

Luke's is a unique street academy sponsored

jointly by st. Luke's Episcopal Church (building,
maintenance, utilities and volunteer tutors),
Atlanta Public Schools (teachers, educational

A-17
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materials, and educational resources), and Cities
in Schools (administrative staff).

14 public and private agencies had outstationed
staff,

In 1979-80, more than 400 special recreational
and cultural activities were arranged for students.

In 1978-79, 55 CIS students graduated form high
school or received a G.E.D. 1In 1979-80, 74 students
achieved this distinction.

In 1978-80, more than 95 organizations and indi-
duals provided financial support or other services
and resources. - -

iz

™

1980-81 (Sept. - Dec,)

Six ‘project sites: Carver High, Craddock Elementary,
~ Academy "B", Academy "T", Smith,

St. Luke's, Academy "A" closed

because of funding cutbacks.

726 caseload students are being served. v

Average attendance for five of the projects is 84.1%.

(Attendance has not been computed for the elementary
project.)

Over 7,600 social services have been provided.

More than 178 special recreational and cultural
activities have been arranged for students.

More than 416 tutoring and special education acti-
vities have been arranged for students.

IN INDIANAPOLIS

1978-79 - Six other Project Sites:

Elementary School #45

Jr. High School #26

Jr. High School %101
Arlington Sr. High School
Attucks Sr. High School

"



Indy Frep
And approximately 800 other caselocad students in
Plan A an. Plan B.at Arsenal Tech High School.’

1975—80 * three other Project Sites:

Elementary School #45

Jr. High school $26

Indy Prep

And approximately 600 other students in Plan A
- and Plan B at Arsenal Tech High School.

* Three projects were closed because of fuﬂging
constraints. ’

~ Five public and private agencies had outstationed
24 staff.

- More than 75 organizations and individuals provided
financial support or other services and resources.

- Reading scores for Tech Plan A freshmen students
increased 2.1 grade levels.

IN NEW YORK

1978-7% - 3 sites in addition to Julia Richman
I.8. 22 = Jr. High School
P.S. 180 - Elementary School
P.S. 125 - Elementary School -
-~ 13 public and private agencies had outstationed
staff.

1979-80 - Two sites in addition to Julia Richman.

I.8. 22 - Jr. High Scinool
P.S. 53 - Elementary School

- 193 caseload studeﬁts
374 non-caseload students
467 total students served.

- 11 public and private agencies had outstationed
staff.

- More than 3,600 social services were provided.

A-19
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1980-81 (Sept. - Dec.)
- Five project sites: Julia Richman High, 1.8. 22,
SR - PeST337-P.Sy 101, 1I.S. 117.
' P.S. 101 and I.S. 117 are
very new, have only one staff

_a piece,
-~ 461 caseload students are reported being served

in three gites. p.s. 101 and 1.S. 117 have not
vyet reported data.

Average attendance for three of the projects is 76%.
Over 6,700 social services have been provided.

- More than 113 special rucreational and cultural
activities have been arranged for students,

More than 65 tutoring and special educatiocn
activities have been arranged for students.

11 public and private agencies have outstatianed
staff,

= All but one staff person at Julia Richman is
institutionalized.

“Conclusions

Over the past three years, CIS has made significant improve-

ments in staff development,

development and use of the

Management Information System (MIS) as a program assessment
tool, data collection and internal evaluation, and standard-
ization of the CIS model. We have also benefitted from

the development of a strong and effective National Board of
Directors.

And, not to belittle the concerns we have expressed, we

found we agreed with AIR or several issues. The most nota-
ble are:

1.

AIR says there have been problems with the quality of
CIS caseworkers.

a. CIS agrees that because of funding constraints and
because of agency assignments, many of the case-
workers are not what AIR defines as professionals,
and some do not have the skills which fit the

tasks to be accomplished. .

A-20
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b. CIS responses to the need to strengthen the case-

(1)

(2)

(3)

(4)

. worker capabilities have included--

Extensive work to get existing service
agencies to deploy experienced staff to
the CIS projects. Where this has occurred,
better results have been shown.

Obtaining grants for the national CIS office
which will enable the provision of technical
assistance, intluding staff development and

training, to each CIS city.

Development of cdﬁprehensive one-year and five-~
year plans, which identify staffing and budget-
ing priorities.

Strategy meetings with human service agency

directors in Houston, Atlanta, and Oakland,

to plan future institutionalization of case-
worker staff. Meetings in the other cities

are planned in the very near future.

C. In the future, CIS plans to continue to work for--

(1)
(2)

(3)

(4)

Adequate funding to hire experienced and
qualified staff.

H
Development of a set of appropriate criteria
against which prospective staff could be
measured.

Development of a comprehensive training and
assessment program for existing staff.

Negotiating with agencies to--

Assign experienced and resourceful staff
to CIS; staff whose backgrounds meet our
criteria.

Institutionalize those staff, so that their
funding is not in jeopardy each year. This
would have a stabilizing effect on the over-
all program,

2. AIR states that unstable, fragmented funding has had a
number of negative effects on CIS.

a. CIS agrees that the funding problems have had
negative effects such as-- -

A-21




3.

AIR

(1)
(2)

(3)

(4)

(s)

(6)°

CIs

Not getting or keeping the quality of case-
workers needed.

Inability to stabilize casnloads/proyram
structure. ‘

Unwillingness of agencies to participate in
CIS, much less institutionalize staff.

Damaging CIS' credibility with schools, com-
munity, city, agencies, other funding sources.

Lowering staff morale; i.e. "Where, and when,
is my next paycheck coming?"

Requiring extensive, duplicative paperwork,
and overlapping reporting and evaluation re-
quirements.

responses to the need to stabilize funding have

inclu@ed——

(1)

(2)

has

CI1S

(1)

(2)

(3)

(4)

Development of an organizational five-year’
pPlan, which includes a priority for affecting
policies and legislation on funding and fund-
ing patterns dt federal, state, and local
(county, city) levels.

Much work, already accomplished in getting
agencies to outstation their staff to CIS,
with agency funding.

said that CIS needs to improve its management.
has responded to this need by--

Hiring, in Fall, 1979, an Executive Vice
President charged with developing and imple-
menting a comprehensive management system.

-

Moving to standardize goals, objectives, and

- basic program structure.

Refining and implementing a Management Inform-
ation System (MIS) which 1s reported monthly,
and used in program management and planning.

diring a comptroller to standardize and con-
sclidate all financial records and reporting,
and to set fiscsl policy and practices.




4. AIR has said Cities in Schools has too many agendas;
the goals are overly ambitious.

CIS has moved to correct this weakness by~--~

(1) sStandardizing the operating model, and the
goals and objectives,

(2) Holding an education conference in November,
1980, with nationally recognized educational
leaders and innovators as presenters, to ex-
Plore CIS's role in the educational arena.

(3) Implementing regularly scheduled management -
meetings between city directors and natiohnal ,
staff. (

/

(4) Utilizing the services of the Support{Center
to assist in developing the five-year \and one-
year plans, for each city and for the national
office. =

(5) Obtaining grants to prgyide technical assist-
ance to each local city and for the national
office,

(6) Greatly decreasing the private debt incurred
while originally developing and demonstrating
the program,

(7) Elicitng greater involvement of the National
Board of Directors (and local Policy Committees)
in monitoring fiscal and programmatic controls,
and assisting in fundraising.

* % k * * *x

Finally, CIS staff would like to express thanks to the ip-
valuable input received from Norman Gold, the NIE project
officer for this evaluation. E

Our infant, CIS, is on its feet--indeed has passed quickly
through childhood. The real race CIS is in has no discern-
able finish:}ine, no cheering crowd at the end. Yet the .
outcome is critical for our nation--a workable model with
which cities can prevent the loss of thousands of productive
citizens to generationsg of poverty and dependency.
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Appendix B.
Design of the Study

On October 19, 1977, the American Institutes for Research
(AIR) began the evaluation of the Cities in Schools Program.
Data collection for the evaluation ended in the summer of
1980. The final report was submitted in Fesbruary 1981.

STAFF

The evaluation was conducted by AIR's Institute for
Neighborhood Initiatives, directed by W. Victor Rouse. The
evaluation's Project Director and Frineipal Investigator was
Charles A. Murray. Associate Proiject Directors ard other
senior staff:of the evaluation over the dourse of the three
and one-half years were: Blair B. Bourque, D. Rigney Hill,
Robert E. Krug, Saundra R. Murray, Dian Overbey, Janice
Redish, and Jane Schubert. Support for data collection,
data analysis, and report preparation was provided by Pamela
Belluomini, Joan Botts, Louis Cox, Joan Flood, Wilfred Hamm,
Ronald Harnar, Shirley(Hines, Cindy Israel, Eileen Kelly,"
Karol Kerns, Helen McKenzie, Mary Martin, Denise Peck, Anita
Bennett, and Ellen Stotsky. The principal on-site data ",
collectors for the evaluation were Dian Foley, (New York),
Juanita Harris (Atlanta), and Toni Simons (Indianapolis).

DATA COLLECTION PROCEDURES

Three types of data were collected: interview,
archival, and observational. We describe each in turn.

" Interview Data ;

Interviews were conducted with (1) CIS staff (Case
workers and’ administrative staff), (2) the students in CIs,
(3) other stydents in the same schools, (4) school staff
(teachers and‘administrative), (5) social service agency
staff, and (6) local business and political leaders associated
with the program. The interview data sometimes concerned
individual students (as in the interviews conducted with CIS
Caseworkers and sfudents), and sometimes impressions and
observations of the program as a whole (the interviews with
teachers, CIS administrative staff, the social service
agency staff, and business and political figures).
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CIS Caseworkers. The basic sampling principle was to
otuin triangulated information (CIS, student, archival) on
@ 30 percent sample of all CIS students. The 30 percent
figure was governed primarily by the practical limits to the
d2mands we could place on Caseworkers: Given a ten-student

- - -i08a, we Lnterviewed each Caseworker concerning three .
students during the fall pretest and spring posttest. This
represented about two hours of interviewing during each
round. Topics in the interview focused on school achievement,
school behavior, out-of-school behavioral or environmental
problems, interactions with the Caseworker, participation in
CIS activities, and overall student responses to the program.
The instrument is shown in Exhibit B.1. :

Discussions with CIS administrative staff were mnot
limited to a single protocol. The form shown in Exhibit B.2
was used for purposes of data collection on outstationing.
Other 1nteractions varied from a few informal interviews on

the program to regular extended discussions of a wide range
of topics.,

CIS students. The student interview protocol covered
the topics addressed in the Caseworker form. The instrument
is shown in Exhibit B.3.

Other students in the same schools. These interviews
were conducted as part of data collection for a nonequivalent
comparison group, to be used as a supplement to the analysis
of CIS effects on the students. Because of severe self-
selection problems (very few parents would return the

mandatory parental permission forms), these data were of
little use.

School staff. Interviews were conducted with 25
randomly selected teachers not assigned to CIS. The inter-
‘view items called for open-ended responses to items about
the program in general, as shown in Exhibit B.4. Additional
interviews were conducted with the principals in the schools
where CIS is active, most of the assistant principals, and
senior members of the school system administration (see
Exhibit B.5, described below)

Social service agency staff. We attempted to interview
the head ¢f each agency that maintained a relationship with
CIS. The instrument shown in Exhibit B.5 was used for this
purpose.” In addition, CIS Caseworkers who had previous
experience with another social service organization other
than CIS were interviewed using the instrument shown in
Exhibit B.6, to obtain comparisons between the working

environment in CIS and in traditional service delivery
furmations.




, Political and business leaders. The interviewees
vg}ied by city, depending on the contacts that the program
] %b%d established. When the respondent represented an ofggg—

~ ‘ization with a direct link to CIS, the instrument in - -°
@ Exhibit B.5 was used. 1In addition, open-ended narrative;
interviews were conducted in which the respondent was
asked to recount the history of his interaction with the
program, with foullow-up questions as necessary about
the respondent's assessment of the program, prognosis for
the future, and suggestions for improvements.

CIS and school staff and political leaders. Several
people who had played a major role in developing the program
at each site were interviewed to obtain historical data.
The interview guide is shown in Exhibit B.7.

The “Intensive” Sample

Midway through the evaluation, it was decided that
additional data should be collected about a subsample of
students, to permit a more detailed, triangulated case
history approach. In addition to the standard data collec-
tion, members of this subsample were to be given additional
narrative-response items in the fall and spring interviews.
A third, entirely narrative, interview was conducted in the
middle of the year. The sample procedure was followed for
Caseworkers associated with these students. Parents were
interviewed, as well as a teacher designated by the Student.

The subsample was called the "intensive" sample.

A total of 25 students were included in the intensive
sample: 5 from Atlanta, 10 from Indianapolis, and 10 from
New York City. Because the purpose of the intensive sample
was to maximize our diagnostic information about CISs, a
random sample was deemed inappropriate. Rather, we ex-
plicitly asked Caseworkers and administrators in CIS to -
nominate those students who (1) provided examples of CIS .
participants with high need for C1S, and (2) provided
examples of an active CIS intervention.

Material from the intensive interviews was written in
narrative form. For purposes of analysis, the main points
were abstracted onto a face sheet. A page of guidelines was
prepared for the interviewer, to be used for both the. student
and Caseworker 1nterviews for the intensive sample. The
guidelines had four sections.

Section 1 was an assessment of student and family
needs. Subtopics were a description of the student, descrip-
tions of the family members, description of the student's
friends, description of the neighborhocd, a review of the




school record and the student's attitudes about school
(attencance, qrades,‘behav1or, relationships with teachers,
= s ad,, abd UL L Laeni's understanding of areas that

needed improvement. . -

The second section concerned the students' interaction
with CIS. Subtopics were a description of the activities
CIS has provided, the students' attendance at those activities
«n7 their assessment of the value of the activities, a dis-
»310n Of the relationship with the Caseworke and with CIS
ceachers, an assessment of what the Program is good for, and
th%ir opinion of CIS classes.

The third section asked the student to identify the
teacher that tne student knew the best or liked the best.
That teacher was subsequently interviewed as part of the
intensive sample cata collection.

-
L3

The fourth section dealt with the interviewer's observa-
tions about the student: ‘attitude, dress, demeanor, ability
to communicate, and other characteristics that would not
come across in the written record of the student's responses,

Archival L ;3 s

The archival data collection, like the interview sched~-
ules, oroke roughly into halves: A general acquisition of
pProgram documentation, dealing with the history and admini-
stration of the Program, gnd searches for the records dealing
with speciiic students. -

The three main sources of archival data on the students
were the school files, the CIS program files, police records
(in Indianapolis), and court records (in Ailanta). Data on
police and court histories of CIS students could not be
obtained from New York because of local statutes governing
confidentiality. The forms used to record those data are
shown in Exhibit B.S8.

Observational Data

The three on-site data collectors (and Washington
staff, during field work) had extensive ‘opportunity to
observe the program. These included observation of CIs
classes, tutoring sessions, teacher conferences, counseling
sessions, home visits, staffing sessions among Family
personnel, policy meetings of CIS administrators, meetings
of the CIS Policy Board, observation of Programmatic activi-
tles, and, perhaps most importantly, day-to-day observation
Oof the progyram at sork. We did not attempt to structure the
observaticns; the tvpes of events that are most important to




an assessment of the program are relatively e and not
amenable to observation during a specifieg/ffzz period. A

form was provided for recording observa¥ignal material
(Exhibit B.9).

Comparison Groups

The evaluation did not have access to natural compar-
ison groups. 1In all sites, the participants were selected
in ways that made the CIS popula.ion unigue to that school.

The closest approximation to a comparison group was
obtained for the 1978-79 school year, at Arsenal Tech. In-
coming ninth-graders were classified as "eligible" for CIS
on the basis of explicit criteria based on eighth-grade
attendance and reading scores. A member of the evaluation
team (C. Murray) randomly assigned names to CIS and com-
parison populations. But a criterion for fundin support
for CIS was eligibility for Title XX funds, and the size of
the CIS program at Tech meant that nearly-all Title ¥X-
eligible students had to be assigned to CIS. The result was
substantial shifting of the randomly assigred populations,
and the CIS population was not comparable to the comparison
groJdp on a presumptively important dimension: poverty.

At all sites, attempts to obtain comparison data were
also frustrated by Federal regulations involving parental
consent. Parents of CIS participants signed consent forms
as part of the process of entering the Program. But return
rates of consent forms for non-CIS parents were extremely
low (on the order of.20-30 percent), and follow-ups still
left such a high non-return rate that the self~-selection
biases were great. 1In view of the acknowledged uniquenes
of the CIS population, it was decided that greater expendf-
ture of resources to obtain interview data would ba unjuft-
ified.

3

Grade and attendance comparison data were nonetheless
obtained for non-CIS students at all sites. Ex post facto
pProcedures were employed to draw what inferences we could,
focusing on the non-CIS students whose pre-ninth grade
records were similar to those of the CIS students., 1In all
cases, we tried to word the conclusions precisely, with
emphasis on the limiting characteristics of the comparisons
at each site.

Samples

Table B.l on the following pPage summarizes the samples
for data related to specific students (ignoring respondents
who discyssed the program in yeneral).
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DATA ANALYSIS

¢

The discussions of sbecific analyses are incorporated
into the text or the various reports, General comments
follow. :

For quantitative analyses, standard procedures for data
preparation and coding applied. At the end of data collection,
and after the guantified data had been keypunched from the
forms, all documents relating to a student were gathered in
a single file. The set of case files that resulted were the
primary tool for the qualitative analysis. It was found
that, while any one source was often incomplete in its
information, the multiple sources taken together provided an
interpretable portrait.

A major shift in analytic perspective took place in
early 1980, after the data were analyzed for Report No. 3.
Originally, as described in the evaluation design, we had
expected to use a regression-based approach to analyze the
relative contributions of various components of the CIS
"treatment." It was also intended to use regression-based
analysis to explore the kind of student that profited most
from CIS, under what circumstances.- But an examination of
the data from 1978-79 revealed that we would lack adequate
variance in the outcome measures to permit a useful analy-
sis. The very large numbers of "no effect" students would
drown out the explanatory role of the variables that did
promote a "successful" treatment. o

Therefore, it was decided to focus on a qualltatlve,
diagnostic analysis. To facilijtate this, Caseworkers were
asked to provide ratings of the sample students on a few
simple dimensions of level of economit, persOnal, academic,
Famlly, or "other" problems; a rating of the level of inten-
siveness of the case worker. effort; and a rating of the
ievel of outcome. The AIR evaluation staff conducted
similar ratings on the basis of materials ih the case files.
These ratings were used with quantitative indicators such as
changes in attendance and grades to pull files that were
candidate examples of success and failure. These files were
then indtpendently reviewed by the authors of the final
report The qualltatlve discussion in Chapter 5, and quali-
taL*»e diiscussions of case worker per formance in Chapter 23
represent consensus judgments based on these reviews.
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This 1400 18 suthonzea by law 120 U.S.C. 122'sl Whus vou CITIES IN SCHOOLS EVALUATION |

$7E NOT FEQUITES 1O AMIDONG YOUr COODSTATION S NESOET 1T

MENRG tha resuity of this SUrvey COMOreNensive, accurate and -
timely, . _ Ca E E : I,l :er

OMB Form No 51-R.1254

Exoirsnion Dfn 0 August 1380 lﬂterVieW
- Form

POST-TEST / Schedule A

ra

Sy Corponent - .
Stucent iD No Case Manage- |D No.

Graoe ) Race ____ Sex

Svam— - A

Interviswer Notas: @ You are 2 member of an incependent svaiustion tsem visiting Atianta,
‘ New York and !mdignapolis.
® e will be ssking about 2 or 3 students that have been randomly
3 sefected from your caseiosd,
® A/l arvswars are strictly CONFIDENTIAL. Students sre assigned
i identification numbers; names are not recorded.
E ¥ *
> '@ We have intorviewed you once about this student in the fall.
Dyw thig interview we would like to focus upon two questiong:

n

3 1. What do you see as the needs of this stucent
) and his/her family?

2 in what wey has the program heiped?

... @ CHARACTERISTICS OF THE STUDENT
1. We have selected this student st random. How typics! 13 this student?

i - Df a1l *he stugents :» My caseioad, this sTugent
D has had the Tewest probiems has nac more probiems shan most
D nas haa fewer orobiems than most has nad e mMost prodblems
: D '$ 300Ut average
2. How close i3 your reiationship with this studert compared 1o dthers in your caseioad?
- D Cioser than with aimost any Sther Not 35 ¢'ose ac with mest 0* the otners
2 stucen: in rmy caseioad - ]
- . ._J. v Ou Dickea e ttucent | am probabiy
Cioser *nan tne average ‘east 21088 witn

3 ADou’ avarage D Jther 1spec:ty)

3. in terms of school work, how motivatad is this student compersd to other students
in his/her grade?

el Uk

Totalhy acvs ~orvaron
Crmer scecty) )

_l Don't <now

cuite MCTvaes

[ Does oniv enousn 1o get oy

B L B

4. How sif-confident 15 hesshe tor his/her age?

x B Con * know : Lacks se. - zonnigence
g - vary se'tconiizert B-7 Otrer scec:-y: -
E MC D Abou? aversge 1 5 6

Aruitoxt provided by Eic:
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C.uies in Senools Evardatiyn
CASEWORKERS INTEQVIEW FORM/A

[ .
5. Mow intsiligent do you think he/she is? ,
A
Den't know Below average
Very inteilgent Other (spec:fy:
About average
6. Mow weil doss this student interact with other kids?
. Don't know Frienghier than average )
s a loner. By him/herself aimost Needs to be aroung otner peopie
all the ume constantiy
D Has a tew goog friends D Other (soecify)
@ INTERACTION WITH CIS PROGRAM
7. During the LAST WEEK ONLY (last 5 school daysl, how often have you had an extended talk 3
wath this student. DON'T WORRY IF THE LAST WEEK WAS NOT TYPICAL: we e going 3
*  to combine your answars with those of sil the other case managers. E
E
Did not talk, excent 1o sav hello in passing Twice é
Once L More than twice :
Otner texplain}
@ Was iast veek tvpical D Yes DNe
8. When do you usually ses him/her to talk? (check all ghat a0oiy) :
During reguiarly séheduled class After scnooi )
Ouring special actvity perioc Evening
For ingwvidual appointment Weexendg _
in the hail Otner (specify)
ir the wumcnroom .

9. When was the LAST TIME you sew him/her 1o talk {more than saying helio)?

Duiing reguiariy scheduled class Atter school ;
During special activity peroc Evening
For incivigual adpointment Weekend E
in the hall ) Other (spezify) =

'n the iunchrocm
1]

® row dic the meeting come about’
® What was the oo’
® ‘Wnat nappene2’

10. Which topics have you discussed with this student this yesr? (creck 31! that apoly)

Scnoor work . P-oplems at nome
Teacner propiens Pians ror activities
Woney srogiems Cther oe~sonal prodle™s
S¢m50: panavior Drop ers -Ust tatk

Q Artencance at s<hoo! R=§

EMC Jther soes:tv) . -




-
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Citres in Senoois Evauanion
CASSWNRVERSG INTERVIEW SOPA

11. Of the ones you mentioned which anes have you tiked MOST about? (give an examote) '

{piace a star [ &} besige that tooic in item 10}

T

v

12. What progeem activities has this studert parnicipated in this year so far?

Activity No. of times .

Who narticipatec’

7

. =

132 is thers anything that makes it difficult for this student to participate in the program’s

sttar-school activines? (cnecx ail that 3opiy)

Not known

Chilg 2are ~esponsioi:ty “or famuy

No Transporaton
has a ot Parents won't aliow Darts.pauon v
Heaith probiem (spacify)
QOther (specify)
Notes ‘
@ ACADEMIC ,
14. Did this student need heip with any school subjects this vesr? (check ali that applyi
i Nons Sociar stuoes

Seacing - Engisn 35 3 SACSNG anguage
Matn Comooes.tron
Grarmmar Sc.ence

. Crner 150esfy!

15. What dic CIS do for thess scademc problems? (cneck ail That apoiyi

Dar': ciow
Not nesqged
Ciner snec vy

16. At what level 13 this student reading right now?

Don ¢ xnow

ZiSorovigen SeI81oNS DI Week (sUCE
¢ Laarning center 1 2 3 4 g
® Seaqing Tiass ) <« 3 4 3
¢ T tonng quring sehoo H - 3 2 5
¢ T toring after scnoo! ’ z 3 K 3
€ 30 & n-ziass veip : z 2 4 z

Reags beiow grage -eve

Aruitoxt provided by Eic:

Reaos cetter than grade ieve:
Reads spout &t grace lave!

.

Non-reaser



ERIC oo 15:

Aruitoxt provided by Eic:

17, Y.ould vou ssv that this student’s grades 27e a reflaction of his/her reel ahility?
Don’‘t xnow o About at abiity
- Pertorming far beiow abtisty At the limurs of his/her abiity level
Somawnat betow ability
@ If pertorming betow abiity, what 15 the reason? (check alt that apply)

Poor attenganze = Low motivation

Fanure to do assigned work Farmily problems

Soaaks Engiish aniy as second language Poor teacher/student relationship
| | Heaith proviem (soecify) oo

Cities in Scnoois Eveivstion®
CASEWDRKERS INTERVIEW FORM/A

Other ispecify)

Notes

@ SCHOOL BEHAVIOR
As we noted before, a student’s grades may not refiect his/her real potential, Sometimes
the way a Student behaves st school interferes with his/her scagemc performance,

18. How often has this student actsd this wey st school

during the past few months? About About Almost
- araly Once a Once s - Every Don't
Never Ever Month Week Day Know
Skip scnoo! ! : |
Cut class | ’
Arrve late for schoot _ ' ) i i
1 H *'_v]

Get in troudie in class for fooling around : ‘

et n1c angrv arguments with staff B ) N

Get ‘1o angry arguments with other students ' ' ,

ln ]

Get nigh at school

Get 016 fighTs at schoo! i

Otner 'snecifv: ' ' ‘ |

19. Of tus list, which do you consider the student’s most serious problemn?

® Wny? ' __

20. For esch 1tam that occurs “once a wesk” or more sk, What did you do the LAST TIME this happened?,

i

1s7 1tem nd irem Srd 1tem

T Counseied stugent inaviduarly at scnoc ! ) I ‘
Cailed stugent s nouse 1 | | .
V5,180 stugent s nouse 5
wen: sut 3t seacol 10 fine stugent !
Taiked C reacner )
Taikec 10 Dear or other schoot official

Jivmer ispeci Ty

Ngtes

¥4
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- i ! ; C.tes 1n Senoois Evaivation

B CASEWORKERSS INTEAVIEW SORM/A

" @ NON-SCHOCL PROBLEMS

21. How about problems that are not school-related? Do you know about any?
tcheck at- that aopty)

-~

% -
D Not knawn D Emorional prociems
Y
' D No other croolems D Zamuv crooiems
D Drug use ) D Deiinguency
[ Atconot use [[] erer tsoecitv)
Notes . -

22. How did you deal with these problemm? (repeat for sach 'tem ~hecxed!

157 t1em 2ng ltem Y 5eQ item

D No action - E

D Counser stuoent individuatily at scnoot

G Home visit/Counser darent(s; ! i !
D Taik -a1zn Dean or other schoot officta
Dﬂeferm 10 Other sOC:al service agency -
D Ortner (spec:ty)

—{~ |

Notes: : -

23. Has this student been in troubie with the police this yesr? (prope for avent. wher, outcome, ang
roie o1 s1atf memper 'n rne situation)

-

25. Has this student besn on probetion this year? (0robe for wnen, why staff roie with probation officer)

CONTACT WITH FAMILY ~
28, Heve you visited this student's home this yesr? LNe E Vs Numper of nimes
ERIC

| ERIC 160
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27. What other contast have You had with the perent(s)?

Teiepnoned carents —
Parents teleohonea scnoal —_—
Parents came 1o school for group meeting ——
- Parents came to'school for private aoporntment
Qther (specify)
28. Baswdes peneral conversation, what have your visits been sbout? {check ail that apoly)
| Toig ramily aDout program - Taiked 10 parents about student’s school work
Fiiled out forms for program permission || Find out if family neecs otnar services orogram

Fillea out forms for bus/iunch tickers can heio witn

Filled out forms for income ehgibility
Filled out other forms (soecify)

Discussec arrangements for non-schoo! services for student
Discussed arrangsments for nan-schod! services for another member of famuy
Other {specify)

Notes.

29. Mow would you describe this student’s retstionship with his/her family?
icheck all mat apoly. for eacn tem checkeqa, ask “What makes you ssy this?”) -

Reasons why vOu Sav this
Don 1 know -
| _| Parents are unusually supoortive i

No unusual Charactenstics, aDout average

Parent and chiid are aiienated

Parent unapie to control chiig

Parent is negligent

Parent 1§ excepuionafly strict

Parent sometimes abuses chilg -

QOtnher {spec:ify) v

30, From what you know of tha famiy 3o far, what are the parents’ attitude toward the progrsm?
icheck ail that appivi

Don t know

The parent(s] does things that intertere witn CIS's attempts 10 work witn e stucent
The parentis) 1$ nOT nierestad one wav or the Sther

The parent(s) approves of C15, but does nit often do much to help

The parentis; actively supcorts what CIS 1§ trying to 4o witn this stugent

Otner (gescribe)

e - -

ﬁ\\\me what you know sbout the famrdy 30 far, ere thers sny needs that remain unmet?

i Jon t know Housing
| { No Income gssistance
I \\,7 Medicat or Jental care Zmoioyment
: 3 Child care
I \ Mental Peaith (1 e.. alconolism, drug a0dicTion, other eMoTION! Srogiem;
‘ Cther (soecity)
|

Have Vou-Deen mVGIved 1n TVING 10 arrange aIISTance on these or any other services? || Yes || No

E 8. JEsciDe

ERIC T B-12
s 161
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CASEWORKERS INVERVIEN S2RAM/A

@ BEHAVIOR CHANGES

32.' Does this student sct in the following ways more than last year (or the first few
months of tius yesr), less than lest year or shout the same?

3 {probe for examples, descriptions of each activity)

About the
More than Less than ame as Don 1t
last vear last vear agt vaer L$21- )

3. o~mpretes school assignments

b. pays attenticr 1n class

¢. reads for pleasure

d. participates in extracurncular
activities {e g., ciubs. teams)

€. gets high at schoo!

f. makes new friends . ‘ i

S FINAL COMMENT ' '

33. Overalt, what iz thy highest prionity task you hed in working with this student?
vt 3uesT IR 8 NOT uNOErSEDOG, as~ © Of ail the propiems N3t have baen mennanes,
s g tne piggest one for this stugent?”)

4. in what sreas did this student make the greatest progress this yesr?

38, V.iist role did CIS piay in the student’s achievements?
What sise couid have been done for hm/her?

B-13
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This report 15 sutNGrIZea by ‘aw (20 U ,5.C. 122101, While you CITIES IN SCHOOLS EVALUATION

are NOt OOy 1O rELDONG, YOUT COCDETSLION i§ NENOEa 10 -

MExe the res. ity Of This SUTVEY COMOrehentve, SCCUTELE, and =
umey

s oo 5181250 ‘N Case Manager
Exprration Dats 30 August 1880 r InteNleW

Form

- POST-TEST/ Screduie B-
Cy ] Comoonent l o
Case Manager Case Manager 1D No. .
Grage Race Sex

o —— —— ——— . ' i

! 1. What do you think CIS has accomplished this year? What is your

opinion of the pfogram?

ra mmmoftmmmmmmmumd?
How would you attemgt to soive them?

Q B-14 163




INSTITUTIONALIZATION QUESTIONNAIRE--SCHEDULE A

PRCJECT DIRECTCORS), C.I.S.

¥

How were social service agency sta?f agsigned to CIS?

How was the assicnmaent of social service agency staff coordinated
with agencies?

What kinds of problems have you sncountered in coordinating this
affort?

Ars there any volunteers currently working w:}th CIs?

Number of Volunteers -
and Affiliation Activiey - Hours per Week

7z

Bave vou developed contacts with camuniar/&urches, merchants, or
communicty-based organizations? ]

lame of - Nature of
Contact Oroanization Contace

‘3/731

IToxt Provided by ERI
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" @ SCHOOL BEMAVIOR

ERIC . : B-16

Aruitoxt provided by Eic: *
s

Mg Soem Ng 5T.R.1284 Sxpiration Dare 30 aygust 580
Thisreport 3 pitnneizeg Dy igw (20 USC 1) Whiie v are not reau rag
T EIDOND yOUr SICDErATION 1S MNOND 10 MR The "MIUITS OF TRy 5~ oy
IIMUreNeNsive  ICTUratE. NO tiMmely

o Comoonent

CITIES (N SCHOOLS EVALUATICN

Student
Interview
Form

POST-TEST/Scheguie A

W

S:ugent & No . diraste Lt i i el )

-2ager of vour-grougof 10 _
¥

Grage

———

Sex

Race

Introductory Remarks: e ON CONEIDENTIALITY: we will use 1D numbers (no hanm) and will not dizcuss tis

converssuon with anyons, Informagon will
resuls, not to discuss specific indivicuals.

be assembled to report program scuvities and A

¢ You are niot representing CIS, but are a member of an evaluaoon teem thet 15 isiung the

program in the three cities where 1t apergtes.

{ Describe if necessary|

¢ We are alking ro many stdens, staff memoers, and parents in each of the ciues to find

N QULWAAL INe parTicipants do and do not ke about the p

rogram,

¢ e arw trying to /earn dbout the program so other schools can smproynrn.; like this

= o Sgucents sre not required 1o snswer an

has any questions before you begin:

¢ We are inwrested in their expenences during

reter only to the /ast few months.

Y Guestions they do not want m. Asx if the student

this scaool yesr only. Some questons will

1. How do.you fesi about school 1n qenerai?

8onng D Fun

Worthwriie D Okav

[J oo notning [ Taik 1o trenas
(7] Resc someming oter man class worx

O

- . . Don't like 1t Otner (soec:fy)
NRV 3 you'Teer this way? :
¥
2 Wheeh classes do you emjoy? (list)
~Ow 3% vOu Zehgve in them? D'..:s'ren . D Parucioate i Siscussions D Take motes
: - Osieeo O write rerters [T =00 arounc

Do nomework ‘or ather oiasses

—
l_Feaa sometning cthes whan class work

- [ Omer tsoecity)
Ay
I Which clrues do you not emjoy? {list)
~0w 30 vQu Jgnave in tnem’ DLssreh O Parcicate = qiscusyions D Taxe notes
(sieso Jwrite rerters 7 Sz arcunc
Joomoming ] Taix 10 rrencs [ So nemeworx ‘or omer - asses

J Otnar 'spec: e

= VDBt COUTIEI 418 YOU TAKING s vesr that you dicn’t have to taks? (hist)

A ]
i

LES
-_——ry




C.tigs 18 Senools Svauaniont
STUCENT INTERVIEW FOAM

3 &t ¢! special programs avaiabie st your school=

-® oy 7Ny ot irem? st

Ara s=are 30y Loy wOUIS LiKE g o8 10 Dutaren T hst

@ ACADEMIC -

8. Have you had difficulty with any of thess subject this year? (0 ne srociems
ivary the oraer in which you read the studies.)

po— - B
H:-c:'r i.2ie Science ssL . D Corcesitior E] Seacing
L Sse = - Mam Qtmer 'sec:fy)

7. Mmm:nhmhhy@mmmofmmmﬁm? D‘qs Duo :
8. Mave you parucipated in any of the following? by

. gt ity Se59° 27T 37 weRe TITT'E TPROLENS
Ll aarr.ng Cencer v2 3 4 %
1 _1Bayamg ass ' 2 3 & =
g viBUat TLIOr Ty atter KnSo! : T3 4 8 *
T ]Sz 4 nans heic i 2 3 & &8
2 3 & 8

|_] =5 vam nemeworx - 1

9. In genaral, 3re you doing better or wesss 1n your school work this year than last year?

D Betver D No Change D Worse 7 D Qthaer ispecify)

10. Pevpie mosty taik sbout thres kinds ot prublm; that studsnts have in school—

t  They 0o not go to classes~they cut classes. are late, or do not sven come 1o SChQO!.
2 Thev maxe troudle for The teechers in clases,
2 They get in troudie in the halls and around the school=like getting into fights, or deing Sgh 3il the rime.

ApoOuT how many Times 1N tne Dast few MONMSRAVE YOU .. ;0 gncy dpaut 2mes  dimont
Never yrgiv ever 3 MOn* 2 e "erv gav
Sxipoed scnhool i | I
’ Cutciass I i
Arrved Iate for ciass | i | | 1
11, What do you do when you sh;o school, cut cisss, or sre iste?
Seez - D Rac wite CTIENTY SN KCNCC! FTOUNCS D Rac = frenzs ot sThoo Frouncs
| |8=oxa s sigarente D <ot g D =rax G 2 nseoine
« Ezemn i mevntmpiréoenc Doy 80 Stay nome 15 warr TV D $1av nc=e ¢ caovs.:
d Zeer e

12. About haw aften in the past faw months have you . . . R
-y Loyt Tmae ADCJI TTIR &Mty
Nerer ver § =g 3 WK ne. S8

Seen n trounie in class for fooung aroung
=g aNgry arguMents with teacners
& g ANQry argUMeNnts with other students
‘ “Beer gn &t senoet |
]: TC mad fignts at scnoo! : B-17 | I

.

e




C e 1n Screon Bveiusnon
STUDENT INTERVIEW ECAM

13. Hawe your aMenT been cailed i t0 & disapinary hearing with the onnzoa o year?
axoiore reaidng. outcomes, roie ot LIS saart, f aooucaoier

, DNwe DOm or twice D More tan mree umes

|
' |
' |

A |
R /\ . j
- |

14, Have you been uumpended from sciool tha yut?{‘
lexoiore "sasons. aucoma. roie o CIS sart, it iobicadiel

DN«« Dofactor:vwct DMonmmmmnme '

t

3

15, D you drop out of ichool st sny tme this year? D Ves DNo ;
WEXDION reasons far SrEEDINg oul, Motivation for return) - |
. - |

16. What do you ususily do sfter scnooi? Whers do you ususlly go? |

i

r
|
| ® PARTICIPATION IN EX:T'RACURRICULAR AND ENRICHMENT ACTIVITIES

<
37. Weuid you:RATHER be doiny something siss sttar school? D Yes . D No

‘ ses. angr’?

1B. Mere 15 2 st of achivities TIAT STUASNTS SOMSUMEs 0o ¥IIr xThOO! OF On weekends.

Whien envs have you done it the lagt yaar?
L iyt venr? Who went? (tamuy trenos, scmooi, S1S)

Taar soorS chpapail. o) I |
AP0 3 DIV i

Dianer 23rhies

t
!
e 's me movies ! :
H
1
;

) QUi JEES e

ATETI SCOMS venS
J ot muses = |

ATETD ITEC.A aven TS (LTTLS, ML) ! i . :

TLiEso reTTERuIN CTvities i . !

S5 FNCTREY T f

v § 7 Frousecent Sarxd H ' N

ThLTT KTVIUGS (ETON L CU JTOUS)
Ne'grIOMOCT ECRALCH ZEUIE KCTVITIES | '

QLTS §TTVITINS

-

s TEmmsT

ERIC ‘ 167
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ﬁ
) |
19. Do vou sver want to participate in some of these achvities but can't? ;J Yes

© e am tar sou’

D ~@a3i™ oresiem

{ | Emziovmen: L_iParena
| Otner (spec sy

Chiid care resconsicinties

-esiriclong

Cltas n Schoois Svaiustion
STUDENT INTERVIEW FORM

l NO

=

=

Masn c Aviten

NQt 2mrougn ucxers

@ PEER GROUP

20. How many of the other students in your group of 10 are good frienas:
How many are there in this group that you can’t get slong with at ail?

21. How wouid you descnbe yourssif in terms of the way you get aiong with other kids? -

’_J —-3ve Shiv 3 “ew riencs

L 1ar *3 e 373unc Secci? b

~GOout average
Jtner rqescrioet

i

D S-iengiier *nan average

D Usuaiiv gut joing

2. Has anvbody you know weii dropped out of school? D Ves

5
43 T 23 T Tenson ITeCoLY

(e

T =ar-as =308 vGu 5Tav 1M SCngoi”

23 27150 sQuUr DroTher sisien SOSC Crierd, acIuamnance, ciner?

@ EMPLOYMENT

2. Have you had a pert-time job this year? D No

N
e mor e mom
S Al L2 S0 SO

D Prr-iime

-
~gr =
P

EL

CT Sl 3T Tired STtAM reasens:

24. Have you made arrangements for a summrer job ths vear?

D Ves. have besn hired
Cj in e process of apolying

0O e

it 5o wnat will vou be going?

“What 910 vou do to acply?

Jig CUS statf netg with arrangements’ How?

] 25. if you fave not yet made arrangements for a summer 105, do You plan 1o get one? D\’es D No

E

RIC

s

. ——
ZQ. o vou pian to fimish high school? l i vag ’ i Ng

-
o

ea mm?
vOu S1ar °3 387

SlANZ AT

27 if ves, what on you pian 10 do when you fimish high sehool?

—
. © 2 emy temam e csa e ome "2 amy oarn
Ity ImIT 3 : i Rt

- e
ER~TE i I el Ve

= = = Y

-2 37T LIy
*x

ERAN LR Tt T

Q

Eer LT T




Citien 1n Scnoois E;mumoﬂ
STUDENT INTE!V!E\M\FQAM

28. What can you do 1n high school that wail heip you resch this gosi?

(3 7ak 10 orogram stait ([ Taik 1o guigance counseor \
[ Taxe zzurses in me e [] Vvisit coliege or vocational senool
(] 2o voiuntesr worx in me faig [ write for information (catalogues. acohications)
[ visiz iocar ousiness office [0 Taxe entrance examination (1.e.. SAT)
D 200 kNOw D Otner (soec:fyi
29. How did you decide on thrs future?
[ ~aicec 2 career =ounseior [[J Examote among tamily o frengs O Tviradieimovies
(O =amous sezore in tne news [ Reaa acout 12 (where?)

D QJwner 1soeciive
(] Heard about 1t in class

30. s thers somecne around your neghborhood you would like to be like? DVes DNO
ifres. wno? Ahat coes hesshe do? Why 0o you want o be nke that person’

@ CRIMINAL JUSTICE CONTACTS N

31. Have you been hassied by the police the year? DN@W DOnce or twic More tan three times
SS:ecT NCigent—wnat naooened, Ao was (voived, dutcomel 5

.\

3

{

( .
32 Have you done sy thing against the law and not gottan caught this yser (i.e., shoplifting, vandslism)? Dvu D No
-gescmice ctéensel

[ AR ot e ¥ - Tololih Whcotedanl 3}

!
\\M

34. Huve vou besn on probetion this vesr? D\’es D No
T ves vnv?

ERIC "1y




Cives in Scnoois Evelustion
STUDENT INTERVIEW EORM

@ INTERACTION WITH CIS STAFF

3s. Wimmidlmmﬂmmmdomsm;demmnmg?
Why?

38. About how often each week do you ses

Dombv DB-‘- Times DLZ nmes DHarcnv ever

When? (check 3 that 00!y} Quring scnooi hours After scnooi D Weekenas
37. Have you tiked to grogram staff about any of thess topcs since the school vurbqnn?DVes DNO
f ves, indicate wnich 63ICS D KNOOH WOrk D teacner srodiems D oersona: Lreoiems
N D attengance D home cropiems D 3rooning out < sCMoo!
D JuSt zatk - D money orobiems D otner (axolain)

Probe for detaiis about one of the topics checked

38. Fas snyone from the program visited your home this yese? D Ves DNo
Fraguency Nature of Visit

® BEMAVIOR CHANGES

38. Do you st in the following ways mora than last year, less than last year or

sbout the same?
About Te
More than Less than same as
last year iast vear iast yenr

a Compiete scnool assignments |

t
b. Pay sttantion 1n clas : ]
; ,

¢ Read for plesure i i

a Particioate in extracurmiculsr
KIVITHS (8.g., CUDS, Teams) i

o Gt nign 3t school

f. Make new frienas

Prode for examoiss, gescriptions o5f eacn activity

p-21
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Cines in Senoeis Evaiustion
STUDENT INTEAVIEW FOAM

STUDENT CRITIQUE

40. What do your friends outsids the program think about 1t?

41. What do you think the program s supposed to do?

42. What do you think you got out of it?

43, What do you tunk of the program?

44, Do you want 1o be in 1t next yesr? Why?

171
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Resoonaent {0 No.

Cites in Scnoors Evelustion
STUDENT INTERVIEW FORM

INTERVIEWER NOTES

o

LL]

. Honesty of resoonse’ :gm! ' l 2 l 3 ' ‘ ’ $ lvm

Obsersec nesith/medical propiems

Otner ooservations (i.e.. GOVIOUS rECent arug 9r aicohol use, hostinty, fatgue!}

_ What =ame across 10 vou 2uring the interview that 'we might miss
spam reacing the resoonses to ine seoarate Guesiions’

@
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CITIES IN STHOCLS
STUDENT POST-INTERVIEW RATING SHEET

{till out one for sech TTudent sfter e iNterview!

Student iD No.

interviewer e

Tail me at wnat point these kinds of behavior bacome a probiem for studants your age.

ATTENDANCE: if a student 1s absent about . . .

once every 1 day 2 days 3om' 4 or more
fow weaks a week 2 week 2 week days a week

VERBAL ABUSE If a student often { a few times a wesk) . . .
OF TEACHER

OR STAFE: talks back to a talks back t0 3 tmacher somerthing beyond
tescher using usmo dirty h'om screaming such as
dirty language pushing or shoving

su'ummq ctc. the teecher

AGGRESSIVE- A student oftan (a2 few times a week) ...

TOWARD threatens pushes srs starts ronl starts fights
OTHER other stu- other minor fights {fists, and often
STUDENTS: dents (not sTUdents fights {a but someone brings 8

in fun) sround fex bioval  ususlly gets waepon (pipe,

hurt) bottie, etc.}

DRUGS AND A student gets high at school . . .
ALCOHOL:

once every 3 few simost aimost svery

few weaks times a svery day morning and stays

week for part that wey for the
of the day rest of the school day

DELINQUENT A student . ..
BEMAVIOR:

is commntung is not violent, but is is commitung

minor offenses committing otfenses vio

for which he/she that wouid be faiomes offenss (battery,

could get srrested for sn acult (burglary, purse-snatching,

(petty shoplifring, shoplifting sxpensive robbery, stc.}

vanaalism, ete.) goods, etc.}
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Citiss in Schoots Evelustion
STUDENT INTERVIEW FORM

POST-TEST
City Component ATTITUDE

Aesponaent ID No

RESPONSE
{circie ves or nol
1 Do you Deireve that most probiems will solve themsaives
if you just don't f0ol with them? Yes No

7 Arw you often blamaed for things that just aren’t your fault? Yes No

3. Do you fesl that most of the time it oesn’t Day 10 try hard
Decause things never turn out right anyway? Yes No

4 Do you feel that most of the ume parents histen to what

their chuidren have 10 say? Yes No
S When you get punished, does it usuaily seem 1t's for nd good
remson at ail? Yes No
8. Most of the tme S0 you find 1t hard to change 3 frend’s mind? . Yes No
7. Do you teel that it's nesrly impossible to change your )
parent’s mund about ar ything? Yes No
8 Do you feel that when you do something wrong there's
very littie you £an 00 10 make it right? Yes No
9. Do you believe that most kids are just born good at sports? Yas No
10. Do you fesi-thatone of the best ways to handie most problems
18 just not to Tink about them? ) No
11. Do you feel That when 3 k10 yOur Own 3ge decides 10 Mt you,
Thers’s hittie you can G0 10 S100 fim or her? Yes No
12. Have you feit That when DEODIE werg MeIn 10 you It was
usuaily for no resson at ail? Yes , No
13. Most of the ume, do you fesl that you can change
what Tught haooen TOMOITOW by what you do toaay’? Yes Ne
14 Do you Deieve that when bad things are going 1o haopen
ey just are going 10 happen no Matter what you 1ry 1o do
1o $100 them’ Yes No
18, MOST of the ime do you fina it useless 10 try 10 get your -
own wey at home’ Yes No
16. Do vou feei that when somebody YOur Ige wants 10 be
your engmy there $ litlie you can 80 1o change matters’ Yes No R
17 Do vou ususily fesl tat you have hiTtie 10 53y sbout what
yOu et {0 st at horne’ Yes No
18. Do you feel that :f someone ooesn't like you there's hittie
you can ¢o aoout it? Yes No
19. Do vou ususiiv feel Tat 1T's simost useless to try in school
DECEUSE MGST Other ChIlgren are JUST DI3IN SMArTer Than you are? Yes No
20. Mosr of the time, 30 vou fesl thi YOu have 1ittie 10 s8y apout
what vour farfity decioes 10 0o’ Yes No
21 Are you the xing 3f DErson who bet:gves That planming
Ne8C maKes hiNgS TuUM out berter’ Yoy No
e B=-25 1 .
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Cicy Component Teacher I.D. No.
Sex Race Age Interviewer

[+]

EXHIBIT B4

Cities in Schools Evaluation
Teacher Interview Form

——————

Introductory Remarks

= You are a member of an independent evaluation team doing an assess-
ment of the Cities in Schools Program.

= You are interviewing teachers, selected randomly from the faculty,
to discuss the impact of the program on the school and the students,

~ All answers are strictly confidential.
Are you familiar with a program called Cities in Schools cperating

in this school? No Yes
Under what circumstances have you observed the program?

From what you have seen or heard, how would you describe the program?

(Pzobe for perceived cbjectives, description, activities, cutcomes.)

What kind of students seem to be chosen for this program?

Have you ever recommended that a particular student be wncluded in
the program? No Yes If you have, what problems were they
having?

" Do you see the program making changes in these students? (I.e.,
academic mprovement, differences in school behavior, self-esteem)
No ~ Yes Describe:

In your opinion, has the program had a positive effect upon the
students? No Tes If yes, how?

Have there been amy negative effects on the students? No Yas
If yes, what are they?

Are tnere any ways in which CIS has made your job easier? No
Yes I1f yes, how?

Are there any ways in which CIS has made your jeb harder?
Ne Yes II yes, how?




g

10.

ll.

12.

Any other side effects?

In your opinion, how important is this program to the students it
serves?

If you had money, what kind of special program would you develop at
this school? (Probe for objectives, activities, student population.)

In your opinion, how much communication is there between CIS staff
and the teaching faculcty?

What has been the nature of the communications?

Do you have any suggestions for improving the program?

Any other observations?




EXHIBIT BS

INSTITUTIONALIZATION QUESTIONNAIRE~--SCHEDULE B

DIRECTORS, DEPUTIES OF SOCIAL SERVICE AGENCIES, S —
AND COMMUNITY~BASED ORGANIZATIONS (STARRED ITEMS)

is the nature of vour agency's relationship with CI8?

Staff have been assigned to work at a school, as part of CIS.
Plans to assign staff to a CIS project have been coxplated.
Plans o assign staff to a CIS project are being developed.
The agency is making inquiries about CIS.

None

Other (describe)

[T 2

2. Briefly describe the procedure your agency uses in choosing which
staff members are assigned to CIS.

3. How are stalf who are assigned to CIS paid?

Pederal funding only
Matching funds (describe)

Agency funds only
Other (describe)

4. By vhat means does your agency maintain contact with staf’ agsigned
to CIS components?

Informally, as needed.
Through periodic memos or reports from assigned staf?.
Cther {(describe)

1]

| o




How would you charactsrize your agency's curreat position on

the CIS project?

(1)
(2)

(3)
(4)
(s)
(6)

The agency is prepared in principle to assign personnel
to the program on a permanent basis.

The agency approves of CIS as a program, but is unlikely
to assign staff without continuing Federal subsidy.

The agency is taking a wait-and-see approach. ..

The agency is not favorably impressed by the s program.
Mo opinien.
Other (Describe)

[1£ 6a is answered by "1" or "2", ask Sb.] BHave you or staff
designatsd by you publicly taken a position on the CIS project?

Could you commant on your own assessment of CIS?

Visited the CIS site.
Spoke at a mesting or public gathering (Describe)

Wrote letter(s) or article(s) on behalf of CIS.
Encouraged other agencies to obtain information on CIS.
Encouraged other agenciss to assign staff to CIS.

What future would you prediet Zor CIS?

-
-

is the basis of your prediction?




9. Has 75 participation aifected the way that vour agency does 1ts 7ab?
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EXHIBIT B 6

SERVICT STAFT Amr

SERVICE DELIVERY CUESTIONNAIRE~~SOCIAL

-

In CIs, how many students are on your caseload?

About nhow many of them do ycu falk to dally?

About how often do you talk tc any one student (besides saying hello)?

once a day once a weex

every

few weelks

»

monthly

other

Please take a look at this list of places where

counseling may <take
place.

L3
“»

A.

of irnstances

Duration of
Session

3.

At a student’'s home

Away from school, but not at home

At appeointients in the office

At appointments somehwere slse at
~:hool ({(e.g., lunchroom)

Unplanned encoun-ers during the
school day

.
———————————
————————
————————————
A t— —

100%

< Column

A, place an sestimate of the pércentage of your counseling

that oczurs at eaca place. In Column B, indicate how much time you
usually spend wiin a student.

=

LY 12
el

vou talk tc client?

-
[ -]

abcut now often

once a week every few weeks

mcnonly other

AGensy where previously assigned

=ocation (e.z., centzal office, storelront, branch off.ce, e=:.
dow large was vour agency caselcoad?
ADCUT now many of waese sl.ants 44 Jou talx to daily?




10, ?Please read over the following items, and for each one indie
(by a cneck in the appropriate space) how your agency exper:

anéd CIS experience compare.

Agency Agency Agency
much somewnat and CIS
better tetter same

Access to client

o~
EEpe

sesier

g

cI3

somewhat much

better

Time spent in direct czntact with
clients

Career prospects

Deveiopment of my professional
skills

Support services from the
administration

Knowledge of the client's
real needs and resources

Aval.iapiliity of help Zzom
¢ther staff

fesitive impact of vour work
on the client

4

11, One tenet of the CIS philosophy is «hat %he program will he asle tc reach

families through contact with the student at school.
found shis to be true?

Have you

ERIC
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-

dow would you compare ycur wWork st tne agency and at CI5 wiil
to tne prcblem ¢f burning cut?

3

regard

I

I T

X

Q

"13. What is. thae most .mpor:tant disadvantage of working out of the
schocl rather than out of the office where you worked before?

- ‘

14, What is =he most important advantage of working out of the school

P rather than out of tne offjze where vou worked before?

f . .

\
13, Overall, wnere would vou prefer t¢ work _f vou had to choose
between I25 and vour agency's central off:ice?
" .
L

152

i)"33




Axtr
J

26. Do you still feel that you are part of vcur agency?

17. How do you deal with the two supervisors--the CIS program manager and the
agency supervisor?

N
<_/’H§§\‘
\\\\\\, e
18. What changes would you make mm




EXHIBIT B.7

dMsS N SC-CO8S

Project History

interview Form

Site Data

| nterviewer

| nterviewee

Name ~TiTle/agency Phone

Relationship fo Cities in Schools
(Role, iength of service, dates)

Note +0 |nterviewers.

e AIR wi!l prepare *the manuscript; your primery responsibility is o
gather as muych information as you can gbout the history of +he project.

o Key data souries wili be the project archives and personal interviews
with key actors Throughout the project develcpment.’

e Refersnces To people, events decisions etc. should be we!| documented
#ith information such as agency affiliations, gates, reasons for
decisjons, The decision makers and so forth.

® Request copies of any documents, reports, correspondence, archival -ma-
terials of potential value in assemdiing the history,

* o Gather lots of exampies of +he interviewess's experience or cbsarvations
reiaved To the project. Thesa can be situations which occurred with
the students, staff members, soonsors, parents. We can learn a lot
acouT The project through anecdctal accounts and they'!! contribute +o
a2 mare interesting narrative.

e Don't be bound by this outiine. I+ is designed *o cover *he basics but
. is privaciy more exclusive Than inciusive; let The inTerviewse T2lk
apout the progrzm. We have 2 ot To learn.,

“ The cuviire selow sriefiy summarizes the contenTs on the fcllowing pages.

I. Intraduc™ion
[1. UCeveloping The Project
4. The Oricinai Program

2. Ear'y Suppor+

- i, Ge=*ing STarred: The TirsT Year

A. 3Set—ing Ub Tne Program

iy

. ®=solems anc Crances

Ivaluaticrs 2ne ReacTions

)

Y.  PealecT ZomTinuaTicsn

b=35

* |vems marked wiTh an asTeris< shculé sroviZde copsriuniTies far sycn examples.
[: i%:~::ilec? ro== nagative and oositive siTuaTiors.
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Introguction. Make a brief statement about the origins of the projecT.
(incluge anTecsdents of tThe project here and/or elsewheres)

Il1. Develooing the Project.

A. The Original Progaram.

* |. Why was the project started i. thic city?

2. To what extenT was the idea for the project initiated here and/or
¢isewhera?

establish t+he

3. Who were *+hNe key acTors requirsd to

project here?

What loca! conditions stimulated ™his ci*y's inTerest in Cities in

* 40
Schools? (or whatever else calied earlier)

Describe *he design of +he early prajecT.

15,
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6. What wers the iong-range goals 2+ the beginning of the croject?

7. Were there any first year objectives stuted at +he outset of the
project?

B. Earty Suppore.

* 1. UQDescribe the role, nature and extent of involvement, expectations
of the following early supporters. .

Role Nature and extent of Expectations
Mayor involvemenT

#

School
superintendent

Youth service
agencies

Business
coomunity

Local com=
munity

Z. On funding. Try *o obTtain +he following.

Scurces sougnT Why? Dearee of success ContinuaTtion

s gollars
A e ——




111, Get*ing Storred: The Firs® Year

A. Setting Up the P-ogram. (Description of the first implementa+ion)
i. On school! selecrion.

Name of school Grade level Whv selecTed

2. Qr student selection.

Tyng of stucents How selected Aporeximate numper

3. On staft® salecTion.

Scurce (whers come from) How used Salection criTaria

4. Describe the administrators of the program e. g. who and why?

Name of agency Naturs anc exvent of Why salectad
invelvemen™

5. Agency parTicipavion.

—

LIST The funrg ngs Sourtas ang The 200raximaTe amount 34001 2C ov eace




7. Describe how The program was 33t ug.

* 8. Describe some of the major activities during the first year. Note
specific successes and failures.

8. Problems and Changes.

* 1. QDescribe any differances between the proposad project and the one
which became cperational.

* 2. ldentify problems encountered in establishing the project.

* 3. What changes were made 2s the year progressed?  Why?

£. cvaluations and Reactions.

I. 1f an evaluyation was conducted, sTate what changes were made as
a resulT., (CollecT relevant documents)

+ 2. UCescribe +he rasnponse of the parTticipanTs, scarenTs, communiTy mem-
bers, sTakenhclgers ang ovhers To The program,




v, Project Continuation. Use one of These forms for aachQQf the subsequent

years TO The prasant,

~ Year 2 Year 3

¥

Year 4

Year 5

Year &

* A. Describe changes in *he project between the previcus year and The one

checkeqd apova.

I. Expansion of the project.

2. Reduction of the project.

X, Organizational set up.

4. Personnel.

5. Agencv parvicinaTtion.

6. Funding sources.

Studen= =omoosi~ion.

B-40
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* B. Were Tthers any new and/or different reiztionships among the princi-
pal actors, agencies, sponsors efc? If so, pleasa cescribe.

* C. What obstacles arose during this yeer? Did any of +he old ones dis~
appear? How wers these obstTaclies addressed?

0. Were there any changes in the focus of the project e. g. long and
short term gosis? What were they and why did +hey change?

* E. Describe some of the major activities during +he vear. Note specific
sucsesses and faiiures.

* 7. QDescrive the response of nonschoc! parvicioanTts and/or observers (come-
muni®y, parants, oTher sTaksholders). .

G. vere *nere any evejuzrions. [f so, s*a*e wno, wnen, hcw and whv? Nha=
wBS 2Ore 38 3 resulT of The conclusicons?




Other comments offered by the Interviewee.

Use this space for recording examples.




O

"ERIC

Aruitoxt provided by Eic:

[

ities in Schools Project Histories

Seme suggestions to help in developing the histories:

Note: AIR will write up the histories so you can concentrate on getting
the facts and figures down and not worry about putiing the information
into polished prose.

Basic sourcss of rnformation will be:

l. project archives
2. talking to the people who were involved at the time.

Please include whersver possible

l. names, titles, agencies of all persons mentioned
. dates for all evenrts
. for every step that required a decision:

a. who made the decision
b. for whar reasons

At every interview, you should ask for copies of any documents,
archival material, reports to Sponsors, correspondence, etc. that
you or the interviewee think might be useful to us.

Narrative and anecdotal accounts: Interviews often result in
interesting and revealing information that does not seem to fit
directly into any section of the outline. Please do include with the
noTes you give us incidents interviewees relate to you. (Readaple
Terview notes will be fine.)

A.  The Criginal Program

3. EZarlv Suppors -
e

R SUC
IZ. Getziing Startsu--The First Year

Y

SsrTing 1t Up

?reoiems gad Changes

Ity

<~ n ilu.anlens, Tezacsions

+--. >ezzac (ear--Changes and Zxpansions

- Thirz [ear--Changes and Exzans:ons

192
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¢ - 5. Expanded outline with questions.

L -Introduction-=a brief statement of when the project was started or how
long. it -has been going and what it is all about.

1. Developing the project
A. The Original P;:ogrzm
1. -Why vas the project started here in this city?

: "~ 2. To what extent was the project developed here and to what
’ . _ extent was it an idea brought from elsewhere? What wers
' ’ the antecedents of the project in this city? in other
Cities? - -

it

. 3. Who wa.srimrolve‘d. in getting the projeci‘smted in this
4. Why do you think this city was recsptive to the Cities in

Schools idea? Were thers specific local problems that were
of major-concern?

N

. 5. What wers the long-range goals at the beginning of the
L - project?

<7 6. What were the first year objectives at the time the project
was being formulated? ] :

< 7. What did the project look like when it was first proposed?
B. E&ly Support _

‘1. Whose suppor: was sought to get the project going?

>a.. mayor's office o

b. schoél superintendent's office

¢. principal yéuthfsa-fice agencies

d. any ot;ﬁer important groups (e.g., business commumizy)

2. What was their reaction? xWha: was the nature and exteant of
their imvolvemen:i? What wers their expectations of the

- projece?

What was the role/resaction/expectations of the local
communily?  aeizhooThood)

[ ¥]]

4. Where was funcing sought? Why? With what success’ ‘Whers
did £irst fundin} zome from?

r-44 19
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'I1. Getting Started--The First Year
A. Setting it Up--Deszribe the program as it was £irst impl;nented

1. School selection--which school(s), why was it (wers they)
selectad

2. Swdent seiection--how many students were involved, how
were they selected

.3

3. Staff selection--what was the stafiing patterm, what werse
. the selection criteria

4. Administration--who became adminisr:ators,/why
/
5. Agency involvement--which agencies, exact nature of their
commitment, why they were selected .

6. Describe the actual set-up (e.g., students were divided
into families of with staff )

7. Budget breakdown: amount of money from each funding source
© ) 8. Descrive some major activities of the first year
B. Problems and Changes

1. How did the program as it was set up differ from the
proposed program prior to implementation? Why?

2. What other problems were encnunté;ed’in gefting started? .
3. VWhat changes were made as the year progressed? Why? E
- C. Evaluations/Reactions ) =
1. Was an evaluation done? If yes, attach repor:, memoranda,
or other products. Was anything done as a resul: of the .

¢conclusions?

2. What was the response of participants, community, other
stakeholders? -

II7. The Second Year

A. What happen;d to the project? Were there changes? Expansion?
Components dropped?

B. Describe the program set-up for this vear.
S. Name the new people and agenciss invoived this vear.

D. Was there 3.new/diiferent relationship among the principal
actors, agencies, funding sponsors? Describe the new roles.




- ’ ’

—

E. Were there changes in the focus of the project? In the long-
range goals?‘ In the objectives. for this year? What were the
caanges? Why did they change?

F. Were old problems ameiiorated? Did new ones irise?

G. Give figures for second year.

i
1. Student/staff characteristics by component
2. Budget breakdown by component and source

H. Describe some major activities/accomplisiments during the year

I. NWere there any evaluations? By whom, when, what was lookad at,
conclusions, what was done as a result of the conclusions?

J. Reaction of participants, community, other stakeholders

The Third Year

For each subsequent year (if any) run through the questions in
part III again. In that way we can get an historical picture of
the project on a year-by-year basis.

-46 195
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Component

AlR Stugert 1D No.

Stuaent Sirthosts

EXHIBIT B.§

"ERIC

Aruitoxt provided by Eic:

-

1. IDENTIFICATION

A Sitv: 1= Atignta

iCifcie one; . .
2 * indmneoois
3 = New Yorx City

3. Component tfill in scnool namei_

& AR Stuaent 1D Na. . il

D.ScrootSysem IONo..  _J 1 g 4

£. Graae in Schooi. 1978 79 (wrte numoer 01 -12) L

F. CIS Famiiy (40} iwrite in name of fs‘fmlv FrouD leacer):

G. CiS Family 110} (cassiond: wr:te in name of case meneger i: CM 1D Ne.
H

month  yeer
1. Sull in orogram st end of yesr: ves no
it no, date 1eit CIS — —v—— :

montn yesr
Rewson for Witharawing icircte onar

1 = Graduation

2+ GED

3 = Went DBCK 1nTO rERUISF ICNO0! DrOGrM &t
SNOTNC TCHOOH

*1 = Peggrency

‘2 ® Famuv prooiems - -

13 = samth

14 = Expetieg
1§« Otner pecity)

L

1. PERSONAL INFORMATION f
A Race. 1= Blgex 3 = rispenic
2=White &= Other

8. roma t = English 3 = Engiisn/Soenin !
anquage 2 = Spengh L= QOther .

S.5ex. = Maie 2= Ferran

2. Svidencs of Meaical Progiems (circie #it *nat aoDiy)

¥ = np informgnion

J = "one 'source soecifies none
™ SAYNES NIN0ICAD

2 = caramc iness:

3 = mginutriion

4 = SMR/isernirg ousbiiity

§ = arugsicono .

8 » ngaringuvision los

7 = ather (oeecHDe! . —
Beq7 196




¢ City ———
- Comgonent et —r—

AfR Stugent 1D no

Stuaent 1D No —— — ——

T

% Y . Uata Sourcs )
1i. PERSONAL INFORMATION (contnuea)

& Svicence of Emotional Soresses
teircie ait tnat sogiy)

1

X » ng intormation i

0 = none (source soacifies none) i

1 & violent, scting out

2 = frequent loss of wmper [ -
3 = yrcooperstive '

4 = jacxs fnenas
5 = omer (goscribel '

7. Stugent 13 an unwed arent? X

X ® no intormation
O =Neo
s Yas

+ . Stuaent nas soeciai NMO (Circie ail thet 400ivH"

X = no information

1 ® bys iex et .
2 = iynch ucxet

3 = scnoot fees

4 = gtner (cescribel” "

M, Student hat jo0? \

X = no inforrmeuion

0= pne

1 = ORI-1rme CUNNG SCNOOI velr

2 = summer 100

3 = both nart-ume during SCNocl and summaeyr job

Coger remars (ORICrtoe any iNCOMISTENCINS in CITRI.

) 4

4, Time in scnogt (Cirtie one!

I1. SCHOOL INDEX - }
i
{
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V. FAMILY INFORMATION,

A Lveswith - X = ng intorrmanion
1 = 00tN natural parents
2 = one NRTUrE! DErENT SN0 T80 DEreNnt
3 = ungle parent family
4 = {ives aione or with 5iblings
. inot perent) .
5 = jivas with other souit "eiative
§ = {ivas with Derson Othar then relative
7 = other (aescride),

3 Size of farmiv.
X @ no mformstion
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Qtner 280gis in home (list reipnionsnip)

i

' - Tows number of peodie reguisrty
. Lwng 1 hame.

C. E3ucation isve of father: -
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’ 2 = some hgn scnoo!
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= 0. Eaucstion evel of mother:
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CITIES IN SCHOG..S
Archivai Data/1978-79
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L]

Cay

Component

AR Stucen: ID Ne,-,

Srugent Birthoay = e ™

's there any recorals! en amc:olingry actions for this student? O Yes U No
s if "Yes”, compiate Section V for sach aciien:
V. DISCIPLINARY ACTIONS AT SCHOOL (fill cut one for ssch inciaent Setween 1975 ang 1978).

.

_ % rendied Sy

A %ui

A incaents: Date. o

* Progiem Type.

~EON B LD -

. Dara Source

no information .
CUtTING class .
wrUINCyY

QIFUPtIng class . N
fighting »

arugs .

verpai apuse of Leacners -
other {gascribe): .)

.

B LRy - R

notification.

UV B W) - X

no mformation / i
g ]

g::cnr 7

CIS staff memoer

princ:oal . .

no information

parents came 10 school

parents caileq

sarents snt note

no parental notification

other {describe):

LI I B ]

& Action taken

DU B WK O X

no information

none

warning

aetsntnion

USDENION

tanneq for semaster

oaoaling

other {Jescrioel -

-
H

*= n-NoUSe SUSDENsION

® Numper of davs of discichinary a&C%ion e

COGer remarks (gescribe cata inconsistences) .
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CITIES IN SCHOOLS
" Archival Data/1978-79 Cay

Component

AIR Stuagent 1D Ne.

Stugent 8irthoay . -

Vi. ATTENDANCE

1. Sl number of davs absent using the smaliest period of time

N recorded (semester. Quarter, Six times Oar vesr) however often
“ the school recorgds it. . .
151 2nd 3ra 4th Sth 6th Tortal Data Source
H H ! i ) N i
. 197677 f x 3 s ! ’
197778 | ! | | | |
197879 | ? ; | ! , ! :

2 Fill in number of classes cut (same time Deriods as in ltem 1, above)
st 2nd 3ra 4th Sth 5tn Total Data Source

1976-77
1977-78
1978-79 |

W —

Coawr remarks (describe data méonsnmcxas).
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CITIES IN SCHOOLS
ival Data/1978-79

Vii. GRADES

City
Component
AlR Stugent 1D No

-

Stugent Birtnoay . -
2
A, Fill in grage oomnts or graces for sach marking period in 1978-‘9 anda
the final grace t average.
15t inG 2ro 4th Sth 5tn Einal
GPA | i | i
Resding 01 i | i ! f
. !
Soeiing 02 ) ! ! - !
Englisn/ i ' 3 ! i I
witerature 03 1o . ' ' !
Social . ! : | i
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Math 05 ’ ! ; | e i
: 1 ] :
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Careers r) i | X i
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i ‘ X
| p | s
| i ' §
. Lust the coursas taken n 167870 Jats Source
N !
3 !
. :
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6. : E
- i
i, !
3
0.
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CITIES IN SCHOOLS
Archivai Data/1978-79

s

Vii. GRADES (continued)

City M

Camponent

AlR Stugent .D Neo,

Stugent Birthcay. ==

C. Fill in fingi graces for esch subject listea for 1977-78 ana 1976-77 and
* grage pomt average for those years.

GPA
Reading
Soeiling

" English/
Literature

Social Studies
Math '
Science .

Qrientation
Careers

Drug Education/
Hesith

U.S History (1 &
HH{indiananohs
only}

Civics {Naw
York onlyj

1977.78 "1976-77
Finai Grade Finai Grade
!

Yy

0 S——
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CITIES 'N SCHOOLS
Archival Data/1978-79

Vil TEST SCORES—1976-79

Start with most recent score first anc go Back tO asT three sets \yaears) OF 1St sCores.
Record: nama of test;

A

City

Component

AifR Stugent iD No.

¢ -

Stugent 8intnoay

‘

date of ST sUDTEST CO0e”. 3aNa SCOre.

* Subtast codes. 1 ® Resding 5 = Vocabuiary
’ 2 = Language 6 = Soeed/accuracy
3 = vath 7 = Total battery
4 = Comprehension
Set 4
Date. Test Name. Date
Percantiie Raw Score oata Source Coge® 3E Percentile Raw Score Oata Source
; ; ‘\‘ i ‘ : |
s : »
H { ! j t
! ! |
I i :
i § J |
] i
| ! ! | ,!
Set §
Cate- Test Name: Date.
Raw Score Data Source Coge® GE  Percenuie Raw Score Dara Source
| | | | | |
s - ' : |
s | ! | ‘ ;
| . | : i
] | !
! : !
. ' |
" i
] ' i . i
] ; !
| | | f '
Set 8
Sae: Test Name Date
GE  Percentiie Raw Sccre Dats Source Coge® GE Percenuie Rsw Score Data Source
! ! | i
L | !
i , !
F
i
.
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13 SCHOOL BEHAVIOR / ATLANTA CONDUCT GRADES

CITIES IN SCHOOLS
Archival Data/1978.79

Class !
Cass 2
Ciass 3
Class ¢
Class 5
Clags €
Class?
Class 8

=Homeroom

Fail

Winter

Spring

City

o

Fa

C.omoonnni
AlR Stucent iD No.

Student BirtNAaY. i = - -

Aversge * Data Source
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CITIES IN SCHOOLS
Archivai Dsta/1978-79

1X. SCHOPL BEHAVIOR / INDIANAPOLIS CONDUCT

A, Attutudinal Grades

Cheerfuiness
Cooperation
Courtesy
VDmumumhw
industry -
Luagership
'i’uncmﬂm .

. Schoal Interest
Studyisbits

8. Teacher's Rating

Superior ?
Above Average
Average

Below Average
Poor

Soscal

197778 1978-79
!
!
!
'
L] !
!
|
i
I
1977.78  1978-79
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CITIES IN SCHOOLS .
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location:
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&
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in attendance and the number tardy): ’
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“XHIBIT B.10

Try rg@fn 4 suthorized by law (20U 5.C. 1221s). While you CITIES IN SCHOOLS EVALUATION
e requirsd to respond, your cooperstion i3 nesded to

€ the results of this survey comprehensve, accurate, and
timely,

OMB Form No. §1.R-1254 . ' Case Manager
Expiration Date 30 August 198C . 'nterV'eW

Form

POST.TEST / Scheaute B

-

Cty Component
Case Manager Case Manager 1D No =
Gradie Ra. e Sex .

. 1. What do you think CIS has accomplished this year? What is your
opinion of the program?

4
>
i
2. What are some of the problems the program has sncountered? '
How would you attempt to solve them? . B e
* -
O .E-62 4779
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CASEWORKER INTERVIEW FORM

'

EXHIBIT B.11

POST-TEST 1980

City Component

~ B
Caseworker - -+ . Caseworker ID No.
Grade Race Sex

12

opinion of the program?

4
1. what do you think CIS has accomplished this year? what is your

this year? Circle one.
4

Programfgad Program had
a slight "& moderate
Program had positive positive

no impact impact impact

Why did you circle that option?

- 2. How would you rate the overall impact of the program on the students

=
Program had
a major
positive
impaédt

3. Were you a caséworkeg ia 1978-797?

Yes No

stugents this year as opposed to last year?

Worse No Change

Why?

If yes, how would you rate the effects of the CIS program on the

Better

T —



4. what are sdme of the Problems the program has encountered.

How would you aitempt to solve them?

: I
d

3,
-
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