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FOREWORD

In mid-1977, the Federal government began funding a
program called "Cities in Schools," a demonstration pro-
gram to integrate 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 describe the CIS of the social worker and
youth counselor, who point to the intrinsic value of the
services that CIS provides.
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We may describe the CIS that was portrayed by offi-
cials of the existing social service and school systems,
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 ro ram evalua-
tion: a statement of the program's accomplis nts 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 CIS ap-
FiTach, 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 "What 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' PEliCEPTION 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 aimed 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: since each "client"
deals with many "providers," no personal
relationships are developed;
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lack of accountability: providers are
rarely held responsible for failure or
rewarded for success; and'

lack of morale: both 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 wholedDerson. 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 cycle 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 delivery 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
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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 Like
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 great deal of variation within this
general model. The CIS schools include elementary
schools, middle schools, senior highs, ,--nd 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 'A-1 Indianapolis is specifically designed for
delinquenc 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 UrTIS 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 I-1 shows CIS's complete description
of each role and the kind of people who are intended to
fill it.

"Component" refers to the program in a given school.
**Throughout this report "Family" denotes the CIS Family

and "family" denotes the students' kinship family.
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EXHIBIT 1.1 CIS Description of Family Staff Roles*

FAMILY Sl..FF

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

CATEGORY PRIMARY FUNCTIONS

Educator 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.

Youth Worker 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 youth in order to share personal relationship
with all 40 students; make visits to students'
homes and facilitate close contact and involvement
with parents.

Social
Service
Specialist

Ptogranurtic
Speckles

To serve as the social service resource with a
grouping (family) of 40 students and 4 staff; 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 personal relationships
with 10 of the 40 students.

To serve as the programrresource within a
grouping (family) of 4C and 4 staff,
organize athletic, culture creational
activities for the student/staff team, identify
facilities in the community to be utilized for
these activities, participate in team planning
to ancdurage 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.

NOTE

An Educator would serve as a
licensed teacher, reading lab
instructor, or professional
tutor; could be loaned from
community agencies specializing
in educational fields.

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

A Social Service 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 arms.

A Programmatic Specialist
could be a playgrOund super-
visor from the Department
Parks and Recreation, YMCA
athletic director, physical
education coach or Junior
Achievement instructor; could
be I ed from community
agen specializing in recrea-
tiona and/or cultural fields.

Token from Propoul for an Integrated System of Human Service Delivery, 30 March 1977.
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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 area (education, social services, pro-
grammatics and'youth work) and by Family (across content
areas). In 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. In 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 inclUe_es 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.

9
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THE IMPLEMENTED PROGRAM

During 1978-79, the second full school year offederal funding, CIS served about 2,500 students in 18schools in Atlanta, Indianapolis, and New York, andemployed 279 caseload staff. Six of the schools werehigh schools, three were junior highs, five were alter-native schools, and four were elementary schools. (SeeTable 1.1 for enrollment and staffing levels for each CIScomponent in 1978-79 and 1979-80.)

In 1979-80, both New York and Indianapolis closedsome of the smaller components -- Arlington High School,Crispus Attucks High School, and School #101 in Indiana-polis; P.S. 180 and P.S. 120 in New York -- to maintainthe pure form components at the same level. Atlantamaintained all of its components and increased the numberof caseload students. Although total staffing andcaseload levels shrank slightly in 1979-80 in the threeoriginal cities, the overall size of CIS was augmented bythe addition of three components, one each in Houston,
Oakland, and Washington, D.C.

These components include three distinct types ofprograms -- pure form, also known as "Plan A", a lessintensive variant known as "Plan B", and street acade-mies. We will describe each of these in turn, focusingon the pure form components that are the subject of thisstudy.*

Plan A

CIS generated Plan A (the name for the implementedpure 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 theoriginal evaluation data collection sites; Carver wassubsequently dropped from the evaluation when theimplemented program turned out to be quite different from

*Detailed profiles of the projects in Atlanta,Indianapolis, and New York are contained in two documentsof the evaluation: Report No. 1: Program Descriptions(hereafter called Report No. 1), and Report No. 2: TheProgram and the Process (hereafter called Report No. 2).They are available from the National Institute ofEducation. The new projects in Houston, Oakland, andWashington, D.C., were not part of the evalution.

10
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TABLE 1.1
1978-79 and 1979-80 Enrollment and Staffing in CIS

C19 Components

No. of Ilse Iced a
&Own

No. of Cosavorkers

1978-79 1979-80 1978-79 1979-80

ATLANTA

Smith High School 98 101 11 14

Carver High School 125 105 12 13

Academy A 110 96 11 8

Academy B 96 133 10 9

Academy T 100 163 10 8

St Luke's Academy 90 88 9 e

Craddock Elementary 120 128 10 6

I Aid 739 814 73 66

INDIANAPOLIS

Arsenal Tech High School (Plan A) 643 634 65 53

Arsenal Tech High School (Plan 8) 310 144 39 14 C

Arlington High School 60 6

Crispus Attucks High School 71 8

Indy Prep 29 36 5 6

School No. 101 (Jr High School) 124 13

School No. 26 (Junior High School) 74 40 8 4

School No 45 (Elementary) 74 71 12 7

Total 1,385 925 156 84

NEW YORK

Julia Richman Hig:1 School 162 199 19 29

15-22 (Junior High School) 120 134 22 19

PS-125 (Elementary) 80 6

PS-180 (Elementary) 60 3

PS-53 (Elementary) 70

Total 422 403 50 48

HOUSTON

M C. Williams Junior High School 77 7

OAK LAND

Hamilton Junior High School 78 15

WASHINGTON, D.C.

Terrell Jr High School 157

a The exact number of caseload students fluctuated from month to month, these figures represent
approximate levels Curing the first semester

b These figures do not include protect directors, and secretarial staff in 1979.80, Service staff who do not
maintain caseloads are included only for the elementary and iunior high carograrni,

c represents those Plan 8 staff with specific CrielOadS only

Milling data, 11 1r



'US'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
1960s. 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 4,500 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. In 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

*Among other things, the Principal changed the program's
scope and functions to fit with other initiatives he was
taking. These changes may have beeq good or bad, but the
result was not a "pure form" project.

12 -.
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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 11.1 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. In 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 Co be "Title XX eligible," i.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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19



TABLE 1.2
CIS Student Characteristics, 1979-80 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% 9296*

10 34% 36%

11' 20% 21%

12 4%

* Age and grade breakdowns at Julia Richman are estimates.

Females predominated in all
Most of the CIS high school
15-16 years old. The Julia
9th and 10th graders; Smith
11th graders as well (Smith

of the sites except Smith.
students in 1979-80 were
Richman project served
and Arsenal Tech included
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
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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. In 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 a
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 ace 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 students 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 progress repots to the _probation
officers.

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



-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, etc.) 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 servi :e 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, CISstudents
are block scheduled with other CIS students for at least
one class, with one exception. In 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 Familyis grouped together with the
social service specialist, programmatLs 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 class-es 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 reading 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
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entire semester. In others, students with reading
problems or those lagging behind in a subject are
generally 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 peactical
approach to economics, money and banking, the market
system, financial statements, career choices, and con-
sumerism.

*Regular credit is received for this course. In
Indianapolis, the city school system has adapted the
Orientation course for city-wide use for ninth graders.
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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 frequency 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 frequency 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 of 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 stadent. Caseload activities are scheduled at least
twice a month, 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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Man B Programs

"Plan B" refers to variants of the CIS approach as
applied in the public school setting. In 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 assigned to schools at support staff for the entire
student body or for a few grade 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. In 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
cafeteria, 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.

*One of the programs classified as Plan B, School #26,
did have a Family structure during its last year of
operation.
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The elementary school programs focus on academic and
behavior problems. In some components, students are
referred to CIS-operated learning centers for help; in
others, Caseworkers provide special in-class help or
after-school 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 regularly 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 according 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 integral part of all the programs, and some-
times students were also referred for professional
counseling.

The junior and senior high Plan 13 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 criteria
varied by school and over time.

Street Academies

During 1978-79 and 1979-50, 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 needs 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 successfully 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 schools. 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 5 teachers, 2 to 3 social service
specialists, a streetworker, a project secretary, and a
project director). In addition, Atlanta has a Social
Set-Vie-6 Tdoralh a tor and an eirratorwork
with all four academies. Teachers and social service
specialists counsc' 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 frequently 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. They 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.
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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 also 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 neighborhoods.

Indy Prep is an intensi 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 requirements 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 PrograminatIcs-person-f-one an Educatory and
one the Project. Director. In addition to the CIS staff,
five teachers on loan from IPS Day 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 regular 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 9:0n 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. In addition, CIS staff
teach orientation class and social studies. In 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 and 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.
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Chapter II.

The Evolution of 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 to 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
eriences of a small band of activists --
male Christian streetworkers --,who went
early 1960s. They spent the rest of the
with the kinds of youths wt-.) later would
clients of CIS.*

of the exp-
moitly white,
to Harlem in the
decade working
be sought as

Their work in Harlem eventually produced a set of
"street academies," largely sponsored by corporate
donors. They were alternative schools, dealing with the
dropouts 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

vgoiii76r-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: Hary Oostdyk, Stanley
Stern, Betsy Baltz, Karl Kelp, Ray Reed, and Richard
Lugar. For New York: Hari! Oostdyk, Carolyn Smith, Bruce
Spraggins, Tony Hernandez, Pilule( Lipsitz, and Jewel
Bickford. For the pre-CIS background: Hary Oodtdyk,
Willoughby (Nib) Walling, William Milliken, and Neil
Shorthouse.
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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 astheir 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 100"). 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 caDie775ii61311 who 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. In 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 /act
in a personalized context.

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

FTEg-itatement applies to a shifting group 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 Hary Oostdyk, who have been the leading
actors in developing the ideas and obtaining support.
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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 combination of
old 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
structure.' 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
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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 operational goals were stated as:

1. Eliminating program duplication and
consolidating common activities and
programs.

2. Creating an educational environment that
develcres the skills necessary for employ-
ment in out free enterprise system.

1. 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 System 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 involveAent and support of
private organizations and individual
volunteers;
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3. Better planning for use of existing
resources at the local level so that the
system draws upon the large base of
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 much 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. In that
sense, any statement about the order of priorities is
bound to be wrong;* 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 general goals held by some of
the leading figures 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:

-rgige1161315rt No. 2, pp. 11-15, for a detailed discussion
of goals aiiff oTieFtives 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-Si--
coordinated around- families. (Proposal,
p. To. Emphasis in the original.)

But, given the many difficulties associated with
integrating services for even the student, plus 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-
tiond of the program were ones that the Proposal
mentioned only indirectly: reducing abseWEiiTrirtproving
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-
uators came upon ?Alen 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 learned
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.
IITNers who were authors of the proposal have said that
the function of the Proposal was to get funding, and
service integratioq 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. If they had been told
to put Caseworkers in the school, arJ 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 52,674,000 in new Federal
funds to round out a total projected 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)
approved it on the same day, via a letter to the depar-
tient heads who were prospective funders of the program.
it read in part that "On March 30, 1977, I approved the
proposal...as an-experimental effort aimed at developing
an integrated system of human service delivery." -A

period 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

-7TFe White House connection was instrumental in
obtaining the initial funding. It lid 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), heither_the administration nor the scope of
the program was affected.
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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
evaluation 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 planned 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 CIS 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 (tiring 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-

"gtikeFdader" 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

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 youngsters 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 pLr=lciram did 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 major 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 CIS response was am-
bivalent, with energetic efforts to change some aspects
of the CIS operation in response to the findings reported
in the draft, but also an 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 2B-page commentary on the report, prepared by
several members of the staff and approved by Milliken
(then President of CIS Inc.) as a statement of policy.

The period between Report No. 2 and the analysis of
program impact (Report No. 1) released in February 1980
was punctua d by a series of formal and informal inter-
actions bet een AIR and the program staff, stakeholder
groups, and the national CIS Board. Report No. 3 trig-
gered anoth r round of these meetings. Throughout this
pe-r-l-ocerw Tape rating rrr a -cDrrtext-' that --h-ad

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

IMPLEMENTING THE FEDERAL DEMONSTRATION

From t e beginning, CIS operated under a peculiar,
probably uni ue organizational and funding scheme. CIS
itself (mean ng IOC) was initially supported entirely by
private fund . The projects in the many schools where
CIS worked w_re 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 CIS
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
of which a CIS program was paid for. Rather, each
contributed under C.le 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. In New York, in
1977, the delay once stretched over two months. Staff
quit, or could not be hired under -such uncertain circum-
stances. In 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 19/9-80 kept the Indianapolis program short of
stalirmbire. 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 offer. 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 lobs did not constitute a rich pool of

qualified youth workers, remedial teachers, or social
service specialists.

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. in some schools, the relationship of
CIS and the Principal remained_ excellent nonetheless. In

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 systems,
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, seemed 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 setwi, was
a continual drain on the attention and energy of CIS
managers. CIS ilsias not an administratively top-heavy
program. A few managers, 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 acomplicated
program. One of the maior 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 dispassionately, CIS's failings
(and there were some) were multiplied by the tangle of
administrative requirements created for them by the
funding structure.

It 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 remeMbefa7 in interpreting the subsequent
chapters are as follows.

The New York program was volatile throughout the
177-80 period. Two elementary schools were droppe from

,-,rogram -- one because the promised staffing ever
materialized, the other because of persistent co.flicts
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
of 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
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idea. Structurally, the New York program made major
gains in its efforts to obtain staff from the established
social service agencies ----but again found itself ham-
strung when the promised personnel did not show up when
promised.

Of all the changes in the Julia Richman program,
perhaps the most dramatic was in the nature of the
students in the program. In its first, pre-federal year
(1976-77), the program had taken 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. In
reaction, the program deliberately chose students with
relatively good records when it began the 1977-78 school
year, only to 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. In 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, continuing programs 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. .-

Indianapolis was by far the largest of the three
programs. In Tech High School alone, 600 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, Indianapolis made a
major effort to implement the basics of the "pure form"
according to all the specifications of the rhetoric. It
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was during that year that the Tech program also produced
the best evidence of positive impact on the students, and
hopes 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 delayed, 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. in 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 execu-
tive vice-president (formerly the director of the Oakland
program) was hired' to direct administration of the
national program. Technical assistance on administration
and plahning 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, Indianapolis, and New
York. In short, CIS could argue in 198(1 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.
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This history raises a fundamental qdestion. 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 deserved 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

programs.

None of this is new to CIS. Readers of evaluations
will find the refrain a familiar one: "We are unable to
assess the potential of the original, concept because of
implementation difficulties." Insofar as CIS is not an
isolated example, but the latest in repetitive history of
similar 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 III.

The Accomplishments of CIS

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 IT, we shall go
on to the question 9f the program's potential. We shall
probe the limits of what might be accomplished with the-
CIS approach. Here, we confine our remarks to 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 groOndwork for
institutionalizing the program once the federal pilot
funding ends. In the evaluation design, we converted
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:

ASSERTION NO 1

"US will provide a superior structure and process for integrated
service delivery to disadvantaged your.gam"

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.

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 the 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 it.

/4-
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TheCities in Schools counselors are all
kinds tf 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
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 sp- eaks their language and understands
their way of life. He puts them in touch
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 to give are the resources of
existing federal, state, and local social
service programs -- delivered in a personal
way. (CIS, 1979, unpaginated)

The statement pperationalizes the program's service- -
delivery functions. According-to CIS, Assertion 41 will
be made valid in the following ways:

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

CIS will provide Caseworkers trained in a
variety of skills.,
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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. lin

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

How well did the program mirror this image?*

CIS wi.1 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 outset 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.

To esi.imate the incidence of nonacademic problems, a
rating proOdure 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-

,

*The evalOtion's data on this subject consists of: (1)
CIS's data op service delivery from its own management
information System, (2) AIR's reconstruction of service
delivery fro rt the case records of students in the sample,
(3) structured interviews with students, (4) structured
interviews with Caseworkers, (5) narrative descriptions
by students,
sample. The

aseworkers, and parents for the "intensive"
intensive" sample was a subsample of

students whos 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

"severe," "moderate," and "no evidence of a problem."

Questionable cases were discussed among the raters. Ai a

rule of thumb, a "severe" rating required either direct

evidence that the problem was affecting the student'S

behavior (e.g., a 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

PROBLEMS

Smith

(ri 44)

Arsenal Tech

(n io 134)

Julia Richman

In ig 54)

Emotionally Withdrawn
9% 15% 13%

Emotionally Aggressive
34% 32% 50%

Economic
36% 26% 56%

Family
50% 26% 50%

Other
39% 27% 33%

Vi.........i..
No "Severe"

7% 45% 15%

Percentages sum to more than 100 because of multiple "severe" 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 Statistic 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.
"Severe" tended to mean very severe
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indeed. At Tech, only 55% of the sample were rated as
having at least one severe nonacademic 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" ratings=
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 regulations 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: on this topic, no data collection strategy for
comparison data was both affordable and legal.
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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 expert4ses of the
Caseworkers were notAmet in any of the three sites. Each
site had 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 leading characteris-
tics were as follows:

More than a quarter of the Caseworkers
had not completed collerle.

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 oppose) 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,
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juvenile delinquency services).* Many of the othet4 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 proress in enlisting
the participation of soclii-iervice agenc es. As shown
in Tables 3.2 and 3.3, Atlanta and New York were especi-
ally successful in obtaining 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 their families. He speaks
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 Caseworker 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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TABLE 3.2 .

Number of Staff Assigned from Agencies at Smith, Arsenal Tech, and
Julia Richman in 1979-80*

Agency PLAN A
Coworker shaft

PLAN B
Other

Caseworker &et
ATLANTA - Smith High School

Fulton 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
Percent of Total Caseworker Staff (13) _

INDIANAPOLIS - Arsenal Tech High School

Near l ast Side Multi-Service Center 8 0
Comrhunity Action Against Poverty 0 3
Chamber of Commerce 0 1

Indianapolis Public Schools 1 5 0
Total Agency Assignments 13 4 17

Percent of Total Caseworker (Rao A Si B) Staff (96) 18-4

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 6
Percent of Total Caseworker Staff (29)

Indianapolis 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 regardlese 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
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TABLE 13
Source of as Staff Salaries at All Schools, 1979-80

_

NUMBER OF FULL -TIME STAFF EOUIVALstritip

Admunstrettv
and limervieory
Stiff

Caseworker
Staff

-
Other
Omitted Staff ' 'T°T.,_ _--.Alti ,

ATLANTA Smith Carew. 4 Acedsodes, Craddock,
Right to Road Academy, Youth Contervation
Conunitnity Improvement Prolog. Adoninietrativi
Mae
Office of Education 221 23 2/3 2 9 45 2/3
HUD/DOL 4 0 3 7
VISTA 0 0 4 4
Fulton Cty Dept. of Family and Children's .

Services 0 23 0- 2
Title XX-Department of Human Resources 9 16 0 25
Atlanta Public r7hools 0 16 0 16
United Way/Boys Club 14 1/2 o 1 1/2
Atlanta Housir4 Authority 0 1/2 0 1/2
Boy Scouts of America 0 1 0 1

CETA 0 2 0 2
City of Atlanta Police Department 0 2 0 2
Discovery Learning, Inc 0 1/3 0 1/3

36 114 7 107

Includes only staff with specific caseloads

Includes staff of the Youth Congo-vamp, Community
Improvement Protect and VISTA Community Organizers.

1 Includes half the salary of two people.
2 Includes 1/3 the salary of 3 people, 2/3 the salary of one

person. and 1/2 the salary of 2 people.

3 Includes 2/.3 the salary of 3 people.
4 Inc/rides 1/2 tn. salary of 2 people

INDIANAPOLIS - Arsenal Tech Plan A and Plan B.
Indy Prep, School No. 26, School No 45.

Title XX 31 19 12 34
CETA 3 19 13 35
Office of Education 101 15 0 25
OE - Community Action Against Poverty 0 0 3 3
Title XX - Near East Side Multi- Service Center 0 8 0 8
Title XX - Indianapolis Public Schools 3 6 0 9

19 67 28 114

Includes only staff wan specific caseloads in Plan A-Arsenal.
1 Includes 1/2 the salary of 2 People.

Includes Plan 8- Arsenal Tech Staff. Plan El-staff do maintain caseloads. but they
serve mini, non-caseload service functions es wall

NEW YORK CITY - Julia Ridunan

Office of Education 3 2 1 6
New York City Youth Board 0 4 1 5
New York City Human Resources Admin. 1 5 0 6
New York City Board of Education 1 5 0 6
New YOrit City Police Department 0 5 0 5
Inwood House 0 0 1 1

Interfaith Neighbors 0 0 2 2
VISTA 0 0 3 3

TOTAL 5 21 8 34

Includes only staff with sPaciftc caseloads.

Includes VISTA volunteers working in students' neighborhoods. a teacher in the Learning Center.
Social Worker Coodonator. a School and Grade Coordinator.a pert -time Social Worker for

Pregnancy prevention group. two Counselors and ens school-wide Services Corrrlirestor.
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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-latianships between Caseworkers and students remained
confined to the school setting and to school topics.
When we asked whether the respondent had ever discussed
family problems, money problems, or other personal
problems with the Caseworker, th'sb 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 figure
rose to 62% in 1979-80.

In Indianapolis, the comparable figures 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,
dropping out) resulted in large majorities that reported
discussing at least one, and often more of those topics.
The percentages 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), ant_ the
percentages should be interpreted with that in mind. But
the information from students, Caseworkers, and the
archives (for which sample sizes were 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 c.f magnitude rather
than specific estimates of percentages.
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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 good) if not on
the mark. The Caseworkers d,d not portray a situation .

that was out of line with the one given by the students.
Fdr 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, 15% 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, 15% 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. The 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). Visits 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 about 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 quest;ons 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 tLey expressed an
assessment.

The next set of knowledge items involved the
student's situation outside the school. The Caseworker
was asked,

"How about problems that are not 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," "delinquency," "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?"
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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. Overall, the Caseworkers were Slow in estab-
lishing detailed knowledge about the student's situation
away from the school.

Now we turn to the question 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 interview 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 "don'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

'gee 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. The teachers we
interviewed as part of the "intensive" case histories
typically knew nothing about the student's out-of-s6hool
situation. Often, they were ignorant even 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 IV.

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 Cageworker 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 r:ir.

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 the 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 teactVers 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 times 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.
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diminished markedly during 1979-80. In 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
tutoring 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. In
1979-80, the levels of student participation fell
moderately in Indianapolis. In New York, participation
in 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 enriching
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 Cit./ Hall, tours of local industrial plants,
watching a local production of Carmen, skating and
bowling parties, a visit to the-17a-HUU Theatre of Harlem,
a tennis clinic by Arthur Ashe.

57
61



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
engaged in at least one such activity during 1978-79 and
1979-80.

TABLE 3.4
Students Reporting Participation in "At Least One" Programmatic Activity

Activity

Smith Arsenal Tech Julia Richman

1978-79
(n = 24)

1979-80
(n 16)

1978-79
(n = 102)

1979-80
(n =35)

1978-79
(n 34)

1979-80
(n 11)

Participatory 81% 27% 46% 0% 9%

Entertainment 81% 24% 34% 21% 18%

Enrichment 25% 94% 47% 26% 35% 0%

Social 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. In Indianapolis,
the shortened school year and loss of stafgain were
reflected in lowered activity 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
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assume, however, that these activities, like a close-
relationship with'a Caseworker, were goods in themselves.
For an adolescent from Harlem who had never left the city
to go for a camping trip in the. mountains; for a young-
ster 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.

"[The Caseworker] puts them in touch with
job possibilities, financial and legal aid,
health care and housing, and if necessary,
drug rehabilitation....What [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 problems4 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.
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the spring inter lews for 1979 and 1980 revealed that, by
May,

At Smith, 16 of the 23 respohdents had
applied (or been accepted) for summer
jobs; of those, 11, had been helped by
CIS.

At Tech, the comparable figures were: 82
out of 99 were applying, of whom 71
acknowleOged 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 Caseworkers, the archival logs
maintained by CIS Caseworkers, and the results 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 law (pp. 107-110). The
data from the 197F i9 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 response categories were: drug
use, alcohol use, emotional problems, family problems,
delinquency, 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 whb received help
on the other categories (delinquency, drugs, alcohol)
ranged from 2% to 8% in both years.

The meaning of "receiving kelp" 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, also in 1978-79). In 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, mental health (including probems of alcoholism or
drug addiction), housing, income assistance, employment,
or any other family need. The wording was deliberately
inclusive, so that we would capture the full i'ange of CIS
efforts, minor or major, successful or unsuccessful, in
this domain. Despite the inclusiveness of the question,
the "yes" responses were few. In 1978-79, Caseworkers
reported that they had been "involved" in 11% of the
students' families. In 1979-80, the proportion rose
slightly to 17%. When 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.

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 avoisl
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. Id 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. In 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
program had made a major effort to maintain accurate,
complete logs, and he felt (and we agreed) that these
data should be reflected in the evaluation. Therefore,
we 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 16g, especially when no further action
was indicated. In adlieion, 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. In instances when a Case-

*The numNr 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 assume that not all of the
physical examinations were noted in alf-of the appro-
priate case files.

With those qualifigOtions, the instances of attempts
(successful and unsuccessful). to respond to specific
service needs were as follows:

Help in applying for a job 19
Medical (other than physical exam) 10
Housing advice or assistance 4

Emergency supplies (e.g., food) 4

General transportation,help- 3

Advocacy,with the juvenile court 3
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. In 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 theslog reported only th'at the Case,-
worker attended a court hearing.

The most impressive aspect of service delivery 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 items, 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 with 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 patterns 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.

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 for 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.
This 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-program 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.

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 ptoblems, staff counseling for the
family, professional counseling, housing, clothing,
legal/criminal lustice, day care, transportation, and
"other."
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search. The results they found for the same categories
were vastly different from AIR's. Where we had found 10
instances of medical assistance for all 39 cases, they
found ..7 for just the subsample 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. Instructions 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
ambiguity. In short: we believe our numbers to be accu-
rate. Further, they were inclusive.

In compiling the list of 45 items, 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
MacDonalds and encouraged him to take it,"

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

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

"John 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
applications 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.
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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 imr;dct
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-term,
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 achiel.ement 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 most of the students who
have the worst academic and behavioral 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
cooperation, 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 +-/o implications for the impact analysis.

First, the sequential nature of the out7omes shapes
the interpretation of cause an0 effect in assessing CIS'r
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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 factors -- 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
I 1st have fed into the student's decision to attend
school 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. 171-26). 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.
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If successful, 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 pressure,
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 clais-
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 durinc 1979-80. Because
of the school strike in Indianapolis, school did not
start until late October. Two out of the 9 months of the
"treatment" were eliminated. Further, the "nontreatment
period" mas 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

OUTCE
Smith Arsenal Tech

(NA: Not Available)

Julia Richman

1.

2.

3.

Increased understanding of options
and requirements

Increased sense of control over
the future

Stricter standards of personal
behavior

NA

NA

4. Increased voluntary learning 0 0

5. Increased attention and effort
in 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

NOTE Sample sizes varied by indicator, as specified 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

Original Sample Size*
Smith

74

Site

Arsenal Tech

259
Julia Richman

154

Left school before graduation 22 (30%) 36 (14%) 39 (25%)

Transferred to another school P
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%)

W For Smith and Julia Richman, the population of all 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.g.,
incarceration). Of all those who left the sample for
reasons that we could determine, 79% fit this category at
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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 haw many
of these students would have dropped out if the Arogram
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
Reasured 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. In 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 entranct
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

Mean Days
Absent

9th Grade

% Leaving
School Rolls

During
10th Grade In)

Mean Days
Absent

9th Grade

% Leaving
School Rolls

During
10th Grade 61)

Smith 41.7 29% (42) 44.0 34% 59

Arsenal Tech 27 4 20% (122) 27.7 34% 104

Julia Richman 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-
la=tive. 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 lot them when it was truncated in 1979-80.
The results fr m 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.q_Only in, Indianapolis do we retain a large enough

*In addition to the similarity 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.L________-
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sample to use for more han 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. In 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.elbe Smith High School CIS
program. They tell us that, the year before joining CIS,
these students had an average A 50.9 days of absences.
During the first year in CIS the average absences dropped
to 35.9 -- a reduction of 29%. During the second year of
CIS, absences dropped again, to an average of 32.6 days

an addicional reduCtion 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
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 -- th
difference from pretest to posttest n^ the same item.
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
Effects of Attrition: The Case of Attendance

fakirs*

No. of Days Absent

9th grade 10th grads

Remained in sample 50 9 35.9 32.6

Left sample 47.2 55.8

Total 50.2 44.0 32.6

Total n (29) (59) (30)

Anenal Tech
Remained in sample 35.7 19.9 26.9

left sample 44.5 39.3

Total 39.2 27.7 26.9

Total n- (80) (104) (62)

Julia Richman
Remained in sample 36 5 37.2 53-0

-eft sample 54.9 55.0

Total 43 2 44.5 53.0

Total n (77) (100) (52)

Original sample students who joined 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.
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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. Is this argument
consistent with experience? Table 3.9 shows the results
when the attendance records of the comparison groups are
put against those of CIS.

TABLE 3.9
Absences: CIS Compared with Non-CIS Students

Days Absent

Non-CIS CIS

9th Grade 10th Grade (n) 9th Grade 10th (irade (n)

Smith
Students who completed 10th grade 34 8 26 2 (31) 35.9 32.6 (39)

Students who left y Pool rolls during
10th grade 61 1 (11) 55 8 (20)

Arsenal Tech
Students who completed 10th grade 21 9 31 0 (90) 19.9 26,9 (68)
Students who lett shoot rolls during

489 (23) 393 (36)

Julia Richman
Students who compicted IOW grade 41 1 41 0 (68) 37.2 53.0 (69)
Students who Jett y 1.uol rolls d,,r.ng

10th grade 60 7 (34) 55 0 (31)

CIS sample_ yVrii) Pdr tit_ipated in CIS through the end of the 9th grade

Comparison 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 suer ial program

At Smith and Tech, the comparison groups closely mimic
the results of t1-1:. CTS group from the ninth to the tenth
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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 youth were likely
to have been a more problem-laden group, especially at
Smith and Julia Richman. Thus, for example, we would
dispute an interpretation of the Julia Richman data that
CIS made things worse. Rut while the comparison data
cannot be '3ed to fine-tune our assessment of effects
that did occur, they can be used to make a less ambitious
tatement: Students witf 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.

*It should be noted that the reductions in absences
found at the Tech proycam in 1978-79 could not be
explaird away in the same manner. See Report No.
68-72.
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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) did not
reveal improvements among the students who remained in
the program. In short, we are not faced with a body of
results for 1979-80 that look 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 about 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
week 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 original.)

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 IV. To
conclude this aspect of the assessment, the summary
*seatement is that the quantitative analysis of impact
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revealed no consistent pattern of progress in New York
and 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 chacjes in their way of doing
business would be required.

Beyond this limited statement, however, the evalua-
tion cannot speak to the issue. Although rew York and
Atlanta did employ a few outstationed regular employees
of the existing system, nowhere ylid 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 leave 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.
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The assumptions behind the numbers we attach to the
cost elementg are as follows: .

Personnel Costs. These vary widely across the
country. Our basic cost calculation 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 elsting 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 regular 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.g.,
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 contineing 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 figure is higher than the program has
experienced. It is used on the assumption that upgrading
the tutoring and self-monitoring 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. In many high schools
with diminishing enrollments, extra 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
$c750/month in the calculation.

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

1. Caseworkers (12)
2. Director
3. Clerical
4. School personnel
5. Programmatic activities
6. Transportation
7. Teaching materials, testing
8. Overhead

TOTAL

$216,000
24,000
12,000
12,000
8,640
3,168
7,200
9,000

$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 analoo organi-
zatIon must be factored into the total.

Tm 1 m ntation of special curriculum supplements.
If a spec a e ucationa program were to e insta e.
that required more teachers than the school would
ordinarily use, the teachers' salaries and support costs
would add to the total.
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Use of outstationed personnel on a large-scale.
This option would require the budget provide for
liaison support from the regular social st_rvice 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
configurations will fall between $1,800 and $2,200. Is
this amount a large number or a small number?

We have no metric for measuring it. The results
from th-e 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 deoend 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 IV. The figures presented here provide a basis
for proiectinq 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 chanter, and
that we were trying to draw lessons from the CIS exper-
jence. 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.

e 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 reduted
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 lust finished



doing in Chapter III.*

In this chapter we take another stance. It 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. It 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 goals 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 they 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
eiraluation process that make negative results the

,Cpr)edictabla 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 in part on the
basis of CIS as a case in point, we borrow from his
thinkin.g 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,
wlien 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 doesn't mean that their grades will get bet-
ter." Seeing it stated= explicitly, 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 analogy: 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" strategy. 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. It 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 :lave tried to implement the approach by use of
the "rationale" as described in Chapter III. 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. It achieved
those results when the program was implemented most
fully. From a diagnostic standpoint, this is a generally
positive sign that the CTS 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 wit E CIS as a
program, but with lessons that may h".17-e--b:ii-learnIT
about some of the elements of CIS. From m-ITTs perspec-
ifliI7 the ques7n 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 devotel'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 about which are which.

CIS ELEMENTS AS PART OF THE SOLUTION

CIS's truly distinctive frheme was 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
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only for special cases (e.g., chronic delinquents). CIS
was unique in its application of the Caseworker as an
all-purpose vehicle for problem-solving. In 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. Is 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 disguised 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 Hid 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. In
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.g., 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 stucOpts repeatedly 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 21)
is unclear. It depends on the students. If 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 andevening followup. If a program were to take many 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 theirtime 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 withtheir caseloads) has important facilitating virtues. AsCIS intended, Caseworkers in the best-run projects did
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 clustering 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 easyway 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.
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The Caseworker

When the relationship was formed as intended, it seems to
have had the virtues that CIS ascribed to it. But, as we
described in Chapter III, over the whole population of
Caseworker/student relationships, a substantial propo-
rtion appears to have fallen short of expectations:
contact between Caseworker and student consisted of talks
about a few specific school performance problems; the
Caseworker's knowledge about the student was spotty;
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
II 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 highlinhts the importance of
using Caseworkers with specialized training and expe-
rience. Out of necessity, CIS gave us an opportunity 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 mOdels. 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 guidance, 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 -- open acceptance
of drug use and toleration of illegal activity are
examples -- were isolated. A more widespread set of
examples related to a generally 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
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see that the student got a fair hearing, without approv-
ing of the student's misbehavior. In many instances,
teachers complained, the advocacy-roIc 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 !the Caseworker1 to leave," one reported, "because he
did not respect us." Parents 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. Rut the data do not support the
argument: being streetwise, or having that image, was not
associated with unusually close relationships with
students.

Educational Support. If Caseworkers are to provide
.educational support, they have two 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 so poor. On
occasion, the students themselves noted this fact: "I
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. Many 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. In interviews in both the fall



and spring, the new Caseworker claimed that
the student was motivated and had no
problems with any of his subjects, and
therefore was not receiving any tutoring
help. In 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 continueil to show similar patterns. For-
example:

Patricia tried to commit suicide and almost
succeeded; she had to be hospitalized for
two weeks. The 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 psychological 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." In 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. Many of the
students in CIS had complex problems. How does one
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 buttressing 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 illustrative 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. The Caseworker 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 iob site regularly, and keeps the
student on the job.

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." In such instances, the Caseworker had some-
thing to do, on which it was reasonable to expect some
closure- -The same- specificity-app-lied to the mandate-to
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's 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. Only 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. "They really care," and
variants on that theme, were 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



directly, students who enioyed close relationships with
the Caseworker would state that "I can talk to X like T
can't with other people." These types of responses, plus
the behavioral evidence of close relationships (e.g.,
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 tha
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 prolects at
Smith, Arsenal Tech, and Julia Richman gave us an oppor-
tunity to watch how CIS 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 included-physical 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 variance in the outcome measures, a
quantitative supplement to this analysis would have been
included, using regression approaches to examine the
roles of background variables in facilitP.Ling 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 change' subpopulations dominated
the results.
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The conclusion that seems most solidly 'ended in
the case histories is pessimistic: CIS did emon-
strate that its approach can permanently af the
subpopulation of youths with the most sever- blems.
Some examples of what we mean by "most se lems":

Student is in the middle,of a bit
custody struggle. Is shifted fr om
to home. Has been a victim of prolonged
neglect and physical abuse.

Student is disfigured; may be one sours..
of another problem, extreme emotional
insecurity. Is on probation for selling
drugs. Is 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 CTS'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 runaway with a history
of dealing drugs and violent behavior. He
lives with his grandparents and siblings in
an unsupervised 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 he had enjoyed the activities and
appreciated the tutoring -- "I feel like I
have learned something for the first time."

In terms of actual attendance and grades,
no improvement was observed. Tn November
of the next school year, Austin 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 were being achieved. Similar, less
dramatic stories were frequent, 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 'CIS1 office on his own."
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Beyond this type of gai.1, 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 a 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 4
limited: in these most difficult cases, visible, behav-
ioral gains were typically short-term, and did not
survive tha 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. In Atlanta, where a regular staff
member of the Department of Children and Family Services
was assigned to CIS, Caseworkers throughout the program
c,Lled 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. In addition to the standard interview and
archival material, we asked Caseworkers to nominate cases
that they considered to be successes. Independently of
those nominations, the evaluation staff rated each of the
cases in the interview sample (see footnote on page 19).
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 "severe* problem as described
on page 39, 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 buddy. The Case-
worker also tried to counsel Jacob, visited
the home, and eventually obtained psycho-
logical counseling for him. When it became
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 slipped 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 syneriTTE
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." In 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. They 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 opposite that for the dras-
tically disadvantaged. It is easy to infer that these
students need some combination of remedial education
inputs; it is less easy to argue 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 or grades, 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

*If -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. In the dren-ended answers to the
question, "What do your friends outside the program think
about It?TM, the "It's for dumb kids" theme was recurrent.



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 looks like a clear CIS success story:

Ronald's reading jumped four grade levels
during his first year in the progt m, from
2nd to 6th grade. His grades were
excellent--5 As and I As 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
him:,elf attributes his improved academic
performance to the greater help he gets at
Tech, from the CIS staff, and a more
relaxed atmosphere.

Further, these outcomes 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 hope life,
the role of CIS becomes less clear:

The family is an unusually strong, suppor-
tive one. As Ronald told it, the father is
a hard worker who tries to give his chil-
dren everything they need. They built a
fishing boat together last summer. Mom
likes to do ceramics; he and she work on
hobbies together. Together, the family has
done a lot of work on their house --
paneling, carpeting, insulation, a complete
renovation of the kitchen. Ronald feels he
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has learned a lot by this and is proud of
his accomplishments. Being the youngest is
an advantageyou can see 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 4ere were single-parent, 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 determtned that the child succeed.
Arthur, one of the mo7t cleat-cut success stories in the
case files, is an example:

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 -,fining CIS, Arthur
missed 55 days of iol. 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
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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 regular classroom the teacher
will not take time to help you, CIS staff
will.... 'It ECIS1 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 lob, consistently saw them-
selves in need of support -- they had the motivation, hut
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. FCTS1 has enabled Arthur to think
about things that aren't offeree'i 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 (CISI
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 discrete, concrete, fixable problem that
CIS could solve -- or at least reduce. This type of
student is very close to the one that was moot 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
economkg5nEj___DIS also was able to deal, 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 category 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
a dramatic turnaround (often the students were doing
reasonably well already), but rather that the student
maintained the status quo in an situation that,, could have
been expected -to be disabling:

Alice was referred to CIS because of a
sudden drop in attendance and grades, after
a history of normal school performance. It
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 the
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.



The following is an example of CIS 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. In 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 categoried 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. In 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.
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The studellt 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 CTS'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*,4ther 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 this 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
o . The asset can he a strong parent, or the
stu 's existing motive4".on. It can be a combination
of minor assets -- a little motivation, reasonable levels
of academic achievement, an0 no major deficits. The
student without any visible assets - -with problems at
home, no signs of self-starting, behavioral nroblems, few
basic academic skills -- -nay be retrievable, but not by
CIS alone.



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 value.
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 three sites that we examined is "no."
In one year, inone 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 have been even worse
without CIS. Lacking adequate-comparison groups, that
possibility remains open. The data that bear on the
issue cast doubt on that proposition.

At the next levelr the question becomes,

"Can the factors that limited the program's
effectiveness be corrected?"

Three types of impediments limited CIS's results:
The-clay 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
could not be made more than a few months
in advance. Even funds that were
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 the Caseworkers it

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

The implied changes are not exotic. They are onesthat would put a CIS-like-program on the same financial
and managerial footing as the typical established serviceagency. If, they are made, it is reasonable to expectthat 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 ofCI. 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 werenumerous 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. In 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 access to the demonstration sites._
Earlier reports of the 04441uation 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 considerations. Given stable financing and
management, the source of many of these doubts would be
eliminated. If the question is, "Can the 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 budget, and funds that
arrive on time;

offer year-round positions for a period
of more than one year;
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hir4 its workers from the general pool of
social service workers, remedial 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 record as a whole,
the data support these positive statements about the CISapproach:

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 caseload and the
Caseworker's location in the 'S.:tool
facilitated knowledge of the student-that
very few teachers could match and an
availability to help that centrally
'1Ocated service workers could not match.

CIS demonstrated that the school location
and daily presence can facilitate
screenings for service needs (e.g.,
medical examinations, checks on basic
welfare needs) that would not have
occurred otherwise.
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Through its programmatic activit es, CIS
provided opportunities for soci 1 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 consistefltly.

The critical evidence cited in Chapters III and IV
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. If 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 people can be found to staff a
program that tries to maintain several hundred studentson caseloads.
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Second, the fixes that were listed above are to some
extent 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 more 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 effects that the programhoped to see -- improved attendance, improved academic
performance, 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 implemented. 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 perday. CIS was correct in pointing to its unique charac-
teristics, and this uniqueness did give some cause for
hoping that, for once, dramatic results might be
obtained.

It was r-47, highly concentrated effort that prompted
one observer to remark at the outset of the evaluation
that the most provocative finding about CIS would not beif it was implemented as planned and found to work, butif it was implemented as planned -- and failed. In this
context, one of the fihdLngs of the evaluation 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 -- and
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 indivi-
dual case histories suggest that the progress will
probably be concentrated among the students who already
have the most 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 ;is and B's. A5 far as the Case-
worker c--1 figure it out, Mary had always
had the Intellioence and the ambition, 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
(e.o., by canoollino permission for Mary to
go on an activity at the last second), but
at the f:?_nd of the 1978-79 school year, Mary
had gone from a failure to an unequivocal
success -- by her testimony, by the Case-
worker's, and by the records.

During tLe ,oraillE,r, there was no CIS
progra .' Then the strike kept Mary away
for a, other two months. When school
retor d to' normal in late October, she had
rely os3d. Her mother continued to keep her
home under any pretext. Mary's new
Caseworker had no more luck than the
preceding one 'in getting through -to the
mother. And Mary herself was seen by the
Caseworker as listless and lacking metiva-
tion. The grades dropped back to D's and
Fl-s. Absences went back to the levels of
her pro-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 want to do now," wrote the
interviewer in the spring of 1979, "and regrets the time
she has already wasted in achieving her goals." She was
going to be the first in her family to graduate, the
first to have a skilled =lob. She was proud of being on
the honor roll, troud getting an A in a class she had
flunked the previou:=, t.?,rm. And it came to nothing.

The "whit are :;any. What if, for example, a
program lid not droc the student for 3 months during the
summer (5 months in this case, because of the strike)?
What it the same CasewocKer ha-1 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, .ho rlde ,.)-11),; two home visits (and was openly
resented by m:)I',-r) had been trained to deal with a
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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 of 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.f 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 yet
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. It
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 that 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 , ministrative support necessary to
teach-effectively, and to covern,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
lor noneducational solutions. And probably it will be
helpful if these counselors ha4e an identity that sets
them apart from the academic staff, to facilitate their
mandate to look at the youngster Ls 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 mans 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.
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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 pediatrician would do
an initial assessment on an infant, identify key variables
to check regularly, and followup through childhood, so AIR
set UD its initial research/monitoring design 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 strong, so
have AIR and CIS staff progressed through CIS' infancy - 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 objective
pediatric evaluator of growth and progress, 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 program assessment, identifying areas of
concern and areas of success. We didn't always agree and
argued vigorously at times. On one key issue in particular,
however, we did agreethat at the end of the three-year AIR
evaluation the program was just at the beginning point of
being ready to be thoroughly evaluated! The infant was now
on its feet, ready for the first road race, and the race was
over. _Mare are three arpas_
felt the evaluation did not give a true or complete picture
of the program.

First, there were some very important 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 they entered the picture after the evaluation design
was fixed, and so remained (-It 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' budgetary
constraints.

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

1. Areas in which we remain in disagreement.
2. New programs and proiects not evaluated

by AIR.
1. rxisting projects not evaluated by AIR.

B. Conclusions

* * * * * * * * * * * *

A. Descriptive Information

1. Areas of nisagreement

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 clarify the overall situation.

- Attrition is not analogous to "drop-out". CIS re-
cords attrition in 13 categories in its Management
Informat-ieft-gyetem-(MTS). Seven categbries are con-
sidered negative (Employment a student should not
have to stop school to work, lost interest, preg-
nancy, family problems, institutionalized, expelled,
unknown - we should be able to find out), three are
considered neutral (relocation-family moved, health
Problems-some traumatic conditions such as cancer,
other-should be explained), and three are positive
(GED/graduation, other school/training, armed ser-vices) .

- Transferrina to another school is not considered a
negative termination. many Students in CIS come
riabroken homes, one-parent families in unstable
circumstances and sometimes these families move
often. When we look at CIS students in comparison
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to other students in their schools, however, the CIS
mobility rates are not--at least in Atlantasigni-
ficantly higher.

- In Atlanta, and Indiana lis, overall termination
ViieTTiiAecreasinq, In Atlanta, first an second
quarter data f6r-78-79 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%. In Indianapolis, overall CIS terminations
dropped from 554 in 1978-79 to 336 in 1979-80. In
78-79, 57% of those terminations were negative, and
in 1979-80 the percent of negative terminations
dropped to 34%.

- At least two adjustments in the Atlanta attrition
data have been made since September, and CIS TresstiloildWiltAIRts. In the fail of: 1980
AIR reported that at the end of 2 years, 26 of their
Atlanta sample of 74 CTS students remained 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 original
sample were still attending school somewhere. In-
deed, 3 of them were still enrolled in CIS, 7 were
in the regular program at Smith, 3 were on the
active roll at other high schools, and one
was studying-will-le- a Job Corps participant.

- 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 regular
school with only occassional follow-up monitoring by
CIS staff. So, it would-not be unusual for partici-
pant-status attrition to be quite high over a two-
year or longer period. CIS recognizes that the
length of time a participant should spend in the
Program to derive maximum benefit is a variable
which needs to be studied.

- It should be reiterated that while still consider-
able, CIS attiltion is not abnormal for an inner
city school. It creates an evaluation probraier
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AIR, but should not reflect negatively on CIS' capa-
bilities. As noted, when brogra*wide attrition or
termination rates are studied, it is apparent that
CIS 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 figures are high because four of the seven
projects were Street Academies. Students in the
Street Academies are youth who have already dropped
out of school, and are generally older than inesikol
students. They 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 neighborhood. When terminations are broken
down by type, in Atlanta and Oakland only 17% of the
terminations were for negative reasons in New York
only 7% and in D.C. only approximately 2%. Houston
and Indianapolis figures had not been recorded.

Table 1

Termina _ ns as a Percentage of Fhrollment

1978-79 1979-80

Atlanta 48% 41%

Indianapolis 43% 36%

New York 20% 20%

**
Houston 15%

*
Oakland 11% 17%

*
Washington,D.C. 40'% 40%

These two citier, were only operating for a part of the
school year 1979-79. It would be expected that had they
been open all Year, the termination rate would have been
higher. both were Jr. High projects.

** Houston project did not begin until the summer of 1979.
It was a single Jr. High pro' et.
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SOCIAL SERVICES (S.S.)

Counseling - In S.S., AIR evaluates CIS' ability in
JESTTaition of primarily "hard" social services.
AIR has said, "... delivery of social services as
traditionally defined (e.g. housing, welfare
assistance,- professional counseling, legal advice,
medical assistance) was a small part of the CIS
operation." 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 by
a licensed therapist/profesional counselor. We
feel that most of the discrepancy 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 by
coordinating their resources provide a better
oroduct. AIR does not compare us to existing
resources to show whether our program services youth
and families better than each cooperating singular
organization does. And, they summarily dismiss the
efficacy of 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?
How many youth in the-existing social service
structure_ receive counseling based on-needs-assessed-
by a group of caseworkers from various disciplines
combining their expertise?

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 any, CIS Family
groups which did not have at least one or two
experienced social service staff to provide informal
guidance to the inexperienced Family caseworkers.

As can be seen in Table 2, the levels of CIS
non-professional counseling services provided were
very, very high. They averaged about one per case-
load student per week, as long as they remained in
(IS. Not counted are the numerous counseling services
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.
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Table 2

Counseling Services Provided

N 1978-79 N 1979-80

Atlanta 1,206 27,900, 1,160 38,144

Indianapolis 1,514 33,228 923 25,844 (1)

New York 395 14,400 215 4,134
(2)

Houston (3)
89 3,158

Oakland 115
( 4)

2,448 159 2,710

Washington, D.C. 131(5) 948 160 4,892

(1)
Entire school system was closed until end of
October for teachers' strike. Two CIS projects
were closed.

(2)
Only data for Julia Richman project were available.

(3)
Project openrd in 6/79.

(4)
Project opened in 12/78.

(5)
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 asa 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-oneraps, or whatever form in which counseling contactis established, it is the key to positive change in thestudents.
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Defining Measurable Parameters of Social Services
included disagreement with AIR on the S.S. status of
programmatics and educational services as well as
general counseling. We think AIR's boundaries were
much more narrowly defined that were CIS' in deter-
mining what, exactly constituted specific S.S. needs.
There seemed to be agreement on written terminology,
but when it was applied to categorizing caselog
entries we differed sharply. On page 63 of the Report,
AIR reports on a two-year analysis of 39 caseload
student files; they-identify 45 services delivered.
In Table 3 CIS staff counted over one thousand services
aft-i-7qiiiiig through only 12 of the same 39 files.

Table 3

Social Services
1978-79 and 1979-80 School Years

12 CIS Caselog files

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
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Food Stamps 1
Title XX Eligibility 18
Other Public Assistance 3
Housing 1
Clothing 8
Food 2
Day Care
Parental Involvement 25
Group Cultural-Activities 36
Group Educational Activities 46

TOTAL 1,118

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

1) to impact students' attendance and school
performance;

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 in4obtain-
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 itself, for many students attending
school regularly is a first step in taking responsi-
bility for their lives. Attendance and academic
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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 -qmder it invalid. We agree
that the results are inc ilusive. 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
enrollment in CIS projects during 14/8-79 and 1979-80.
Even in 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.
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Table 4

CIS Enrollment - All Projects

# of
Sites 1978-79

# of
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
10/8-79 and 1970-80. 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 5

CIS Attendance - All Projects

Atlanta

Indianapolis

New York

Houston

Oakland

Washington, D.C.

1978-79 1979-80

78.9 79.3

85.2 78.6

71.3 77.4

86.3

67.0 78.2

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 student
rather than on a group average basis.

- In reviewing Atlanta attendance data'b-r thse students
in the Smith project for the full two yearja evaluated
by AIR, we discovered that one-half of thisgroup's
percent of attendance increased and one-halfdecreased
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 attendance compared to 1978-79.

The above data show that comparing data on a by-student
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 CIS has
been successful in stabilizing or improving attendance
with a significant number of students.

BASELINE BUDGET - RELATIVE PROGRAM COSTS

We would 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 a"ailability of their 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. In the
first stage, projects were_formed in a city and most
if aot all staff and other costs were raised by CTS
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 agencies, the school
system, and local governmentand business to deter
mine level of potential support. The involved organ-
izations "buy into" CIS, determining the extent of com-
mitment and types of in-kind they can-mobilize. The
project starts with the number of staff which agencies,
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. In the
third stage, cities will take the initial steps in
developing their CIS project. The natioral 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 responsibility of
running the project for their own city.

- 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 all 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 stafftand facilities?

- What long-range impact may CIS be having on --

welfare costs (education = jobs)

birth defects (prenatal care = well babies)

- crime rates (values &-pride good citizens)

unemployment (career development =. jobs)?

- Or asked another way; If CIS can provide pre-
natal care and nutrition information that saves
one unborn child each-year from developing perm-
anent birth defects caused by his adolescent
mother's use of drugs or poor diet, what Mould
be the estimated long-range, lifetime savings
to the existing social services?
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- It is sometimes necessary to look at what the
benefits 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-lomically feasible model.

INSTITUTIONALIZATION

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,r unqualified staff
assignments

- lack of job security and benefits

institutionalization should not be a priority concern
'Jr a part of the CIS standardization model. We strongly
liFagree with that conclusion. Coordination of services
delivered by experienced staff could be bought ifthe
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 schools (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
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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,
palticularly as seen currently in the Houston and New
York projects.

- In Houston, all but the five administrative staff are
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 Perks and Recreation, Hispanic Interna-
tional University, etc.

- In New York there are over 40 staff outstationed from
such city agencies 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 Neighbors, Inc., Columbia University Teachers
College, etc.

In Indianapolis a CIS Policy Group was created in May
of 1979. CIS had gone to the Indianapolis Corporate
CommunitS, Council to ask for support for the program.The Corpo ate Community Council responded by helpingto develo a policy group for the program.

The Poli Group has accepted responsibility for ident-
ifying a d garnering resources, monitoring program re-sults, and replication of the program. The members arefrom organizations which are influential in their areas
and throughout the city/state. It is the vehicle by
which Indianapolis CIS will move into the third stageof the institut:_onalization processthe city taking
ownership of the pfogram. Policy Group members include:
Director, Near Eastside ;1ulti- Service Centers Executive
Director to the Governors Special Assistant to U.S. Sen-
ator Richard Lugars Vice Pres. of Indianapolis Power and
Lights Board Chairman of Merchants National Banks Vice
Pres. of Inlrls. Chamber of Commerce, Superintendent of
Indianapr-di Public Schools; President of American
Fletcher dati)nal Bank; Board Chairman of Indianapolis
Water Co.; E%,:cutive Director of Community Service
Council ;:a.'; President of Indiana National Bank;
P esident C Hicitand t3,isli Telephone; Vice- President of
Midwest *,ti,.1.1 '2,ark; ';iecial Assistant to Senator
Birh r-utv Mayor of Indianapolis.



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
to 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 6straints, 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
projects 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

1979-80

- one project at M.C. Williams Jr. High School

- 89 caseload students
284 non-caseload students
373 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.'
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1980-81 (Sept. - Dec.)

- three project sites: M.C. Williams Jr. high, Wesley
Elementary, Marshall Middle

- 193 caseload student., 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,

OAK LAND

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 private agencies had outstationed
staff.

More than 110 organizations and individuals provided
financial support or other services and resources.

118117-L-1
- 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.

- Mora than 277 special recreational, cultural, and
educJtionrIl activities have been arranged for students.
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WASHINGTON, D.C.

1979-80

- one project at Terrell Jr. High School

- 160 caseload students
lAss non-caseload students
1,158 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.

1980-81 (Sept. - Dec.)

- 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.

3. 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

* 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

141



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. In 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.

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.

- 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 Prep
And approximately,800 other caseload students in
Plan A an Plan Brat Arsenal Tech High School.'

1979 -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 fur(ding
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- - 3 sites in addition to Julia Richman

I.S. 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.S. 22 - Jr. High Scnool
P.S. 53 - Elementary School

- 193 caseload students
374 non-caseload students
467 total students served.

- 11 public and private agencies had outstationed
staff.

- More than 3,600 social services were provided.
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1980-81 (Sept. - Dec.)

- Five project sites: Julia Richman High, I.S. 22,
P.S. 53, P-.S. 101, I.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 sites. P.S. 101 and I.S. 117 have not
yet reported data.

- Average attendance for three-of the projects is 76%.

- Over 6,700 social services have been provided.

- More than 113 special vicreational and cultural
activities have been arranged for students.

- More than 65 tutoring and special education
activities have been arranged for students.

- 11 public and private agencies have outstationed
staff.

- All but one staff person at Julia Richman is
institutionalized.

B. -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 assessmenttool, 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 ofDirectors.

And, not to belittle the concerns we have expressed, we
found we agreed with AIR on several issues. The most nota-ble are:

1. AIR says there have been problems with Ole 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.
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b. CIS responses to the need to strengthen the case-
worker capabilities have included--

(1) Extensive work to get existing service
agencies to deploy experienced staff to
the CIS projects. Where this has occurred,
better results have been shown.

(2) Obtaining grants for the national CIS office
which will enable the provision of technical
assistance, including staff development and
training, to each CIS city.

(3) Development of comprehensive one-year and five-
year plans, which identify staffing and budget-
ing priorities.

(4) 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) Adequate funding to hire experienced and
qualified staff.

(2) Development of a set of appropriate criteria
against which prospective staff could be
measured.

(3) Development of a comprehensive training and
assessment program for existing staff.

(4) 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--
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(1) Not getting or keeping the quality of case-
workers needed.

(2) Inability to stabilize caseloads /program
structure.

(3) Unwillingness of agencies to participate in
CIS, much less institutionalize staff.

(4) Damaging CIS' credibility with schools, com-
munity, city, agencies, other funding sources.

(5) Lowering staff morale; i.e. "Where, and when,
is my next paycheck coming?"

(6) Requiring extensive, duplicative paperwork,
and overlapping reporting and evaluation re-
quirements.

b. CIS responses to the need to stabilize funding have

(1) Development of an organizational five-year-
plan, which includes a priority for affecting
policies and legislation on funding and fund-
ing patterns at federal, state, and local
(county, city) levels.

(2) Much work, already accomplished in getting
agencies to outstation their staff to CIS,
with agency funding.

3. AIR has said that CIS needs to improve its management:.

CIS has responded to this need by--

(1) Hiring, in Fall, 1979, an Executive Vice
President charged with developing and imple-
menting a comprehensive management system.

(2) _Moving to standardize goals, objectives, and
basic program structure.

(3) Refining and implementing a Management Inform-
ation System (MIS) which is reported monthly,
and used in program management and planning.

(4) ,airing a comptroller to standardize and con-
solidate all financial records and reporting,
and to set fiscrl policy and practices.
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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) Standardizing 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 net:fan-4j
staff.

(4) Utilizing the services of the SupportCenter
to assist in developing the five-year and one-
year plans, for each city and for the national
office.

(5) Obtaining grants to pr4vide 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.

Finally, CIS staff would like to express thanks to the in-
valuable input received from Norman Gold, the NIE project
officer for this evaluation.

Our infant, CIS, is on its feet--indeed has passed quickly
through childhood. The real race CIS is in has no discern-
able finish.- line, 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 generations of poverty and dependency.

A-23



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 February 1981.

STAFF

The evaluation was conducted by AIR's Institute for
Neighborhood Initiatives, directed by W. Victor Rouse. The
evaluation's Project Director and Principal Investigator was
Charles A. Murray. Associate Project Directors and other
senior staff,of the evaluation over the course of the three

cp iand one-half years were: Blair B. Boure, 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, Shirle9\tHines, 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 andaoilministrative staff), (2) the students in CIS,
(3) other stints in the same schools, (4) school staff
(teachers and'administrati-re), (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 students), 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
(0-toin triangulated information (CIS, student, archival) on
i 30 percent sample of all CIS students. The 30 percent
figure was governed primarily by the practical limits to the
lemands we could place on Caseworkers: Given a ten-student
__Joao, we Interviewed 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 8.1.

DiScussions with CIS administrative staff were not
limited to a single protocol. The form shown in Exhibit B.2
was used for purposes of data collection on outstationing.
Other interactions 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 8.5, described below).

Social service agency staff. We attempted to interview
the head of each agency that maintained a relationship withCIS. 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 8.6, to obtain comparisons between the working
environment in CIS and in traditional service delivery
formations.



Political and business leaders. The interviewees,
vied by city, depending on the contacts that the program
70ad established. When the respondent represented an organ-
lization with a direct link to CIS, the instrument in -
Exhibit B.5 was used. In addition, open-ended narrative_"
interviews were conducted in which the respondent was
asked to recount the history of his interaction with the
program, with fullow-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 .;tudent.
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 CIS, 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 CIS, 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 interviews 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 neighborhood, a review of the
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school record and the stl:dent's attitudes about school
(,Ittenance, grades,lbehavior, relationships with teachers,

understanding of areas thatneeded improvement.

The second section concerned the students' interactionwith CIS. Subtopics were a description of the activities
CIS has provided, the students' attendance at those activities

their assessment of the value of the activities, a dis-,slon of the relationship with the Caseworke and with CISceactwrs, an assessment of what the program is good for, and
th9ir opinion of CIS classes.

The third section asked the student to identify theteacher that tne student knew the best or liked the best.That teacher was subsequently interviewed as part of the
intensive` sample data collection.

The fourth section dealt with the interviewer's observa-tions about the student: 'attitude, dress, demeanor, abilityto communicate, and other characteristics that would notcome across in the written record of the student's responses.

Archival

The archival data collection, like the interview sched-ules, broke roughly into halves: A aeneral acquisition ofprogram documentation, dealing with the history and admini-stration of the program, ltd searches for the records dealingwith specitic students.

The three main sourc7es of archival data on the studentswere the school files, the CIS program files, police records(in Indianapolis), and court records (in Atlanta). Data onpolice and court histories of CIS students could not beobtained from New York because of local statutes governingconfidentiality. The forms used to record these data areshown in Exhibit B.8.

Observational Data

The three on-site data collectors (-and Washingtonstaff, during field work) had extensive `opportunity toobserve the program. These included observation of CISclasses, tutoring sessions, teacher conferences, counselingsessions, home visits, staffing sessions among Familypersonnel, policy meetings of CIS administrators, meetingsof the CIS Policy Board, observation of programmatic activi-ties,_and, perhaps most importantly, day-to-day observationof the program at jerk. We did not attempt to structure theobservatirn-, the types of events that are most important to
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an assessment of the program are relatively e and not
amenable to observation during a specifie ime period. A
form was provided for recording obsery ional material
(Exhibit B.9).

Comparison Groups

The evaluation did not have access to natural compar-
ison groups. In all sites, the participants were selected
in ways that made the CIS population unique 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 funding support
for CIS was eligibility for Title XX funds, and the size of
the CIS program at Tech meant that nearly all Title XX-
eligible students had to be assigned to CIS. The result was
substantial shifting of the randomly assigned populations,
sind the CIS population was not comparable to the comparison
group 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. In view of the acknowledged uniquenes
of the CIS population, it was decided that greater expen
ture of resources to obtain interview data would be unju
ified.

Grade and attendance comparison data were nonetheless
obtained for non-CIS students at all sites. Ex post facto
procedures 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. In all
cases, we tried to word the conclusions precisely, with
emphasis on the limiting characteristics of the comparisons
at each site.

Samples

Table B.1 on the following page summarizes the samples
for data related to specific students (ignoring respondents
who discussed the program in _ienc.Irc11).
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DATA ANALYSIS

The discussions of specific analyses are incorporated
into the text of 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 quantified 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 persp6ctive 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.

Therefore, it was decided to focus on a qualitative,
diagnostic analysis. To facilistate this, Caseworkers were
asked to provide ratings of the sample students on a few
simple dimensions of level of economib, persOnal, academic;
family, or "other" problems; a rating of the level of inten-
siveness of the case worker effort; and a rating of the
level 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 independently reviewed by the authors of the final
report. The qualitative discussion in Chapter 5, and quali-
tative 6iscussions of case worker performance in Chapter 3
represent consensus judgments based on these reviews.
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This =on n isysharissa by taw t20 U.S.C. I MIel Who., %Mu
PO not fighora0 to h11100910 your C0001fatIOn',5 mow to
"%me the nouns of inn survey cconstnpnensive. =urns and

ONIII Form No 5114-1254
Eaton:ion Dais 30 Au42141 1280

Swoons IO No

. Grace Race

CITIES IN SCHOOLS EVALUATION

Caseworker
Interview

Form
POSTTEST / Scnedule A

COmbOnent

Case Manage- ICI No.

Sex

Interviewer Nom: You are a member of an mortendent evaluation town visiting Atlanta,
New York and Indianapolis.

We will be asking about 2 or 3 students that have bean randomly
selected from your careiosd.

NI waiters are strictly CONFIDENTIAL. Students are assigned
identification numbers; names are not recorded.

Wi have interviewed you once about this student in the fall.
During this interview we would like to focus upon two ClUritilltS:

1. What do You see as the needs of this STUMM
and his/her family?

2 In what way has the program helped?

CHARACTERISTICS OF THE STUDENT

.01108=111WOMa.m

1. We have selected this student at random. How typical is this student?

Of all the stutents :n my caseloao. this 3tubent

ha$ had the iewest problems has nab more problems man most

1:3 has had fewer oromems than most has nab me most problems

0 1 abOut average

2. How dose is your relationship with this student compared to others in your caseload?

Cioser than with aimost Inv ther
rnSty Oeh: in v casetoao

ECioser man me average

About average

7

Not as vose with most o' me otnes

N. ou piCkeP me stuoent am probably
:east :lose wan

Othe tsoec:fy)

3. In terms of school work, how motivated is this student compered to other students
in Malta, grade?

or <10 V.,

C.I.J1,1 ^1C'Ivatin

TOtailt acts ""`CT"arOn

One, sscec,fv)

L j Does on,v enougn tp get r.,,v

4. How self-confelent is hersres for his/her ace?

know Lacks sc'-:onhaence

very self.conflaer: B-7 Qtr. .scec:-i,
MAbout average 156



Cties in SenOois evaiLtatiOn
CASEWORKERS INTERVIEW ;ORM/A

5. How intelligent do you think he/she is?

Dcn'r know Below average

Very intelligent Other (specify)

AbOut average

5. How well does this student interact with other kids?

A

Don't know
is a loner. 8y v him/herself almost

Friendlier than average8 Needs to be around otner oeopie
all the time constantly

Has a few good friends CI Other (specify}

INTERACTION WITH CIS PROGRAM

7. During the LAST WEEK ONLY (last 5 school devil; how often have you had an extended talk
meth this student. DON'T WORRY IF THE LAST WEEK WAS NOT TYPICAL; we are gang
to combine your answers with those of all the other ass managers.

Did not talk, except to say hello in Passing Twice

One More than twice
Other lexolaun.

ei Was int week tvoial D Yes ONO
8. When do you usually see him/her to talk? (check all that imply)

During regularly seneduled Vats After school

During special activity period Evening

For inowidual appointment Weekend ..
In the hall Omer (specify!

In me iundrirodm

9. When was the LAST TIME you saw hum /her to talk (more than saying hello)?

Dui mg re.gulerly scheduled class After school

During special activity oerioo Evening

;dr indiviOuel appointment Weekend

in the hell Other lsoeliv)
in :ne lunchroom

1.-10w clic me meeting come about'

What was the topic'

What hadoene.11

10. Which tomes have you discussed with this student this year? icneck 311 that addlyi

Rm1Scncol

.vork

Teacne Drawee:1s

Vone. ;rot:ler:13

Sc'ooi oenavior orodiems

Attericance at School

Other ism")
B-8
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Plans or activities
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Cit"4 to &nowt+ Evywetion
CASr:WrivcoS INTERViW roDPAP4.

11. Of the ones you mentioned which tines have you talked MOST about? (give an examoiel

(mace a star beside that toolc in item 10)

12. What program activities has this student participated in this year so far?

Activity No. Of times Who nrticioatee

11 Is there anything that makes it difficult for this student to participate in the prognim's
atterschool activities? (cneck alt that aooty)

Notes

Not known

No

Has a Ice

Health oroblern (specify,

Other tsoecifx)

...

Child :are resocnsioilly, 40r farntv

irensoortavon

Parents won't vow o3rt.:.oation

,41 ACAOEMIC

14. Did this student need help with any school subteen this year? icheck alt that aootvt

None

Reaping

Main

G'ar^:.ar

Omer isoes,fv1

Soc:at stk.:tes

Engi.sr. as 2 seconc ang.age

Cornoos,von

Sc.ence

15. What did C1S do for these academie problems? tcneck alt tnat aocivi

Dor `:

Not maned

:rne !foci:

16. At what level is this student reading right now

Don KhOw

Rens trier man grade !eve!

Roos about it grade love!

13-9

S orovicec

Laarrong center

qeoino :lass
7.jtonng ouring sct100'

Tuto,no atter sznoo
3.,st, a, ,r.I ::ass riele

15s

SeSSIOnS or Week tri'c'e'

RReam bet ow rue eve.
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17. V.ould vo ray that this student's grades are relectinn of his/her real ability?

pow
Don't know

Performing far Wow ability
Somewhat below ability

Close in Salmis Evaluation'
CASEWORKERS INTERVIEW FORM/A

BAbout at ability
At the limits of his/her ability level

If Performing below ability. what is the reason' (check all that apply)

votes

Poor attendance

Failure to do assigned work

Speaks English only as second language

Health problem (specify)

Other (specify)

Low motivation

Family problems

Poor teacher/student relationship

al SCHOOL BEHAVIOR
At its noted before, a student's cad" may nor reflect his/Mr real pommel Sometimes
the wbey a student behaves at school interferes with his/her academic DerfOrThenee.

18. How often has this student acted this Ivey at school
during the past few months?

NOW
HOKIN
Ever

About
Once a
month

About Almost
One a Every
walk Day

Don't
Know

Skip scnool

Cut :fats

Arrive late for scriool , I

Get in trouble in clasi for fooling around . ,

Set into angry arguments with staff
..

Get into angry arguments wit?, other students .

Get righ at school

Gr. 'rite f;drits at scn ol

Omer i specify i

19. Of this list, which do you consider the student's most serious problem?

VVI1V

20. For each item that occurs "once a week" or more ark, What did you do the LAST TIME this happened?,

isr Item 2nd Item 3rd turn

C,ounseleo student inolyiduaily at scnoci

Called Stuaent s nOuSe

vis.teo Student s nouse

Wen: ou, of sznool to fine student

MOO :0 teaCrier

Talkec to ear*, or other snool official

,sdec, T),

Notes

13 1 0



C.t'es in Schools Eveluatioi
CASEWORKERS INTERVIEW cORM/A

NON-SCHOOL PROBLEMS

21. How about problems that are not school-related? Do you know about any?
*check Mat apply)

Notes

0 Not known 0 Emotional oroolems

ElNo other croolems 0 =arnilv CrOOlerns

0 Drug use Delinauency

p,Alconol use Cue" (specify)

22. How did you deal with these problems? (repeat for wcri item checked)

Is tern 2no item 3ra item

ID No action

Counsel stuoent individually at scnooi

0 Home visitIcounsei oarenttsi

Talk wit?, Dean or other school official

0:Referral to other social service agency

0 Other isoecifyi

Notes:

23. Has this Student been in trouble with the police this year? (probe for event. wnen, outcome, ano
role of Staff memter in me situation)

24. His tMs student gone to court this year? (orobe for reason outcome. role of any staff 'nemoer)

25. Has this student been on probation this year? (orobe for wnen, why staff role with probation officer)

CONTACT WITH FAMILY

r. Hare you visaed this student's home this yew? r-- Nc "es Numper of :Imes



27. What other contort have you had with the pereeseli)?

TeleanOried :wenn

Parents telephoned salooi

Parents Came to scnool for group meeting

Parents came to school for private appointment

Otter (specify)

2$. Besides general ohnversabon, what have your visits been about? (check all that apply)

Filled out other forms (soeCify)

vi

can he wn
Find out if family neeos °ter services program

Discussed arrangements for non-school services for student

parents about student's school work

Filled out forms for program permission dinar

i Toio tarniiy.a0Out program

Filled out forms for ous/lunch tickets m a
Filled out forms for income eligibility

Discussed arrangements for non-school services' for another member of famliy

Other (specify)

Notes.

a Now would you descnbe this student's relationship with his/her family?
icneck all mat apply, for each tern checkeo. ask "What makes you say this?'') A

PleasOns wry vOu lay this

Don ! know

Parents are unusually su000rtive

NO unusual characteristics. spout average

Parent and child are alienated

Parer+ unapie to control child

Parent is negligent

Parent is exceotionany strict

Parent sometimes abuses cnilq

Other (specify) -7-
30. From what you know of the family so far, what are the Denims' attitude toward the program?

cheek all mat

IDon t know
the oarentIs aoes things that Interfere wan CS's attempts to work wain me stucent

The parent(s) is not interested one way or tne Other

The parent(5) approved of CIS, but does not often do much to help

The Parentis, actively suocorts what CIS is trying to do wan this Student

Otner (inscribe)

31, From what you know about the ferhtly so fir, ere there any needs that refrain unmet?

IMedical Or oental care

rlo

Houvng

Employment

Income assistance

Don t know

Child care

Mental near, e., alcoholism, drug adOiction, otner emotional proolerni

Other liOec:fy

Have ,iett-peen ?waived in trying to arrange Ms on these or any other services? Yes ED No

Jescrioe

B-12
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BEHAVIOR CHANGES

.15 '4471 0i3 3 t -31

LASEWORKr.Rs :NITERVIEw

32. Does this student act in the following ways more than last year (or the first few
months of this year), less than lab year or about the sem?

(probe for examples, descriptions of each activity)

a. cmOletes school assignments

b. pays attention, in Class

c. reads for pleasure -

d. participates in extracurricular
activities (a g., clubs. teams)

e. gets high at school

f. makeS new friends

More than
last Veit

Less iron
last year

About me
same as
tilt Year

.

qe FINAL COMMENT

33. Overall, what the highest priority task ycu hed in working with this student?
zueS: ,S nor unnerstooa, asp or all rne proolems !hat have omen menillnes,

:he bogies: one for this stuaenr ")

34. In what areas dal this student make the greatest progress this year?

33. V.:ist role did C:S play in the student's achievements?
Whet she could have been done for him/her?

13 1 3
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Thu r44Ort 4 sutnonlea by law (20 U.S.C. 12214. Whits vou
art nen remorse, to reason°, your cooperation is meows to
Text tha rta..it3 Of thus survey COMOrOtitt4rvit, /caning, and
tummy.

OMB Form No 51.R.1 25x
Expiration Oats 30 August 1980

C.ty

Cue Manage!

Component

CITIES IN SCHOOLS EVALUATION

Case Manager
P Interview

Form
POST-TEST I Scneduie

Case Manager ID No.

Ca raoe Race Sex
Cl

1. What do you think CIS has accomplished this year? What is your
opinion of the piisgrern?

2. What are some of the problems the program has encountered?
How would you attempt to solve them?

B-1463



:NSTITUTIONALIZATION QUESTIONNAIRE--S CHEDCLE A

PROJECT DIRECTORS; C.I.S.

1. Sow were social service agency staff assigned to C'S?

2. Sow was the assignment of social service agency staff coordinated
with agencies?

3. What kinds of problems have you encountered in coordinating this
'effort?

4. Are there any volunteers currently working with CIS?

5.

NUmber'of Volunteers
and Affiliation Activity Hours per Week

:Y/)
Have you developed contacts with Co churches, merchants,
community-based organizations?

or

Name of Nature of
Contact Oroanization Contact

=1

D-15

(12/8/78) 164
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LI,Ad 51-4-1254 expiration Date 30 August ;SO
repot Iarrirmfreire by low 120 USC ?rho While vfN aro not receu

rsz o no your cacoeraefori of mama tb make true multi or :rut sy-
12reltreriffli.v1/ 4r4te.

tuaet C

_tear 'of Your;roucr of 10

Mit

Cornoonent

CITIES IN SCHOOL-5 EVAL'..isTICH

Student
Interview

Forrri
POST-TEST /Schedule A

Birtnotate

Grace Sex Rate

Introductory Remarks: ON CONFIDENTIALITY: we will use ID numbers (no names) and will nor discuss this
conversation with anyona Information will be assembled to report Olvgivirt sangrias and _results, not to discuss specific individuals.
You ere nor reoresenting CIS. but are a Member of an evaluation- teem that is miring die
program in the three cities Asters it °citrates (DescribeifnecessrrYI
kik are talking to many students, staff members, and parents in each of the cities to find
out wrier Me participants do and do nor like your die program.
We are trying to leant bbour the program so other schools can sort programs like Mk
Seddon= are not required to answer any cuesvoris they do not want to. Asx if the sworn
has any questions before You
I4ie are interested in Moir experiences during this scdool year only. Some west:tons willrefer only to the_lasr few months.

IMMINNIEMINIIMMIN11011MMIll
0 SCHOOL BEHAVIOR

1. hloWdo.you feat about 746004 in amine

,Vtiv 00 yOu'reel It vc w4V'

.oring EFury
Don't like it

Wortnymile Okay

Other (setectfy)

2. Which classes do you enjoy? (lint

**ow 0 you :enave Meer' Llten 0 ParrIC:03Te n Ciscussions 7axe nOtel
0 Slaw 0 Write letters 0 2001 arounc
000 marling 0 Talk to frtenos 0 Do norriework 'or °Me classes

Flew SOrleTrueic °Veer than clan worn
0 Otner IsoecIfy)

3. Which dames do you vat ohm? Hat

ow ZS vol., oenave in :nem' 0 Listen 0 Par:IC:Date ,^ 030u-nrOMS 0 Take notes...._

71 slew 0 Write letters 0 cool arcunc
D Do nothing 0 Tark :o rter1C5 04= Do ncrrieworx 'or Jane c.asses
1....!-FeaO sometrung °the, 'Ian class 4vcric

Li Clre3r 'SDOC!+',"
1,

Omar counts are you taking this year that you didn't have to take? Ifist)

13-16
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Cow .n &moots Evewenon
STuCENT INTERVIEW nopu

is st 01 sound programs mastoids at your school

Cu am, cf ;Me'n' :St)

40 t'e any Ou Nowa L.: CS :o oe nut Aron (list)

ACADEMIC

S. Km you had difficulty with any of than tunlidls t is Ye
wary Me worm in winch you read trio studies.)

W:C.7Scenes

LIS:sr ^;

0 No crociirn

EE.S. L. Cor-cosittor C=anon::

Mom Otner ,srao:ry)

7. Cloas someone in the program help Yitu with any of these lublantal? [fives E No
II Km you periciaatad in any of the following?

act,%;n= Svist-c^,t or, Weed et ..40411r1C-:

Ce:er 2 3 4

12137-'1 :3SS 2 3 4

Li !,,,,,,saual 3 4

IS-1<: ,n-Vass !"telc 1 2 3 4

^er-tworK 1 2 3 4

I. In orient are you doing better or wens an your school work this year than tast year?

Better E:) No Change Worse Other (soecify)

10. People mostly talk about three kinds of problems that students have in school-

, They ao not go to clessosMey cut classes. are lire, or do nor even come ro school.

2 Thy/ num, trouble for trio teeenert in c/assicj Thiry tit art trouola rn me hail; and around the school like getting into fights. or being ,4717 all the rime.

ADOUt how many tames in tne out few months have you ..
Wye, pert lv ever a 'Rem.' a ^yew "AM oav

SkIPC40 senooi

Cut class

Arrived late for class L 1
1

1 [ I I

i I I

11. What do you do when YOU skip school, out doss, or are Ire?

3.4o: ^ 410 =Tr rio.^Z On school grounot E -"ac Al,- 4.enos :If' 37`002 ;1'ov:es

.zse I zIgertitte E :el -lir 0 : rik ....1; Ir:C.Ir.g

1,1 S:5.: .! vitt. ;!r' . enC toy,r er: C SUN ''Iorte TZ %WV" V CI Stay ne-te to caovs, .

7 --e, .7.-., Al

12, About how often in the past row months nave you .

,r1 trOUPia in Cass for fooling arouno

Wad angry arguments wan terriers
Wad angry arguments wan other ewe/ants

Seen 'ugh it cnooi
Med lira it scnoor 13 -17

.ere', -seer r :.1,--rsr
aver wegic 3,441^.
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Goal in Scions frnuurnon
STUDENT isinaviEW nem

12. Hama your gents men oiled in to a oiscuaintary ?manna with the orincitall ltto Year?
iaxmore rasalsits. outcomes. role of C:S start. If arsoucamei

New Once or twice More than trim tunas

14, Nave you been 'upended from 'came star yoar?--
(explore masons. 3utcorria. rote or CIS sae. it. aabhcabiej

1:3 Once or 'mice More than Mree Pmes

15. Did you drop out of scrum* at any tom Una yaw? a Vii
lOre reasons for c.r=oing out. !notivanon for nstum)

No

PARTICIPATION IN EXTRACURRICULAR AND ENRICHMENT ACTIVITIES

16. What do you usually do attar scnool? When do you molly go? ........
t..

.17. Would yisi0A11-1ER be doing sonnethino eba ear school? El Yes . [3 NCI

' its. Ana!'

12. hors o out al activities that 'summits sornstemes do attar ',shoal or on weekends
Whit= isms nave you done in ma Ian year?

-11-113-1 =:r4

-1.reno a clay

.arum
me -town
s1crn 'vents

Ir "useu-s
-17!'":".7 srec.si events

-ocreit::n K.:nines

-s ancrle
1 if-tarme- :arcs

ac:rviino Icnom cur 701.::;
Nucr..":c-,occ Z.V"),!' ac-.viT1es

;:-..-tvf rue

veer? Who worn? tforrutv memos. =001 ,S)S)

1

18
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caves .rIscnoois Evaluation
57%.:0ENT INTleview : :01\a

19. Do you war want to participate in soma of these activities but can't?
j

Yes E No

orcsle^ ch,ic care reszonsicif Ives ,Vasr, iv! tec/:an : iou

E",troymem!

Other (soec4v'

Para.-73i IstrIc:.ons Not e^ougn vcxets

O

PEER GROUP

20. How many of the other students in your group of 10 are good friends:

How many are mere in this group that you can't get along with at all?

21. How would you descnbe yourself in terms of the way you get along with other knit?

_ w--eve only a e rienOS r"-1 averace Z.tenalter an averagem Lsualiv out ;Cling

:Jar ,-; ze rounc z.ecOle. 0:her 'oescricel

22. Has anybody you know well dropped out of school?

ar -as -ace you siav scr.00'

'our sista- ;cc: "rie-1. at:uaintance, ctre"

E ves No

EMPLOYMENT

23. Have you had a pert-tune nib the year? No E
7:07

71r11.0 00tatri rSCrISI

24. Have you mode arrangements for a summer job the year?

vet Mays been hired

in me orocen of spoil/mg

No

if so wnat will you be ciOing7

What Ole you co to ao0iY7

aid C!S staff heio with arrangements' How?

I 25. If you have not yet made arrangements for a summer lob, do you plan to gat one? Eyes EN°

2. Do vou Plan to finish high school? E yes

vra', :0 v0.i czar 00
1_1 No

27 If yes, what do you Man to do when you finish high school,

ima

NMI
a' cc: '

B-4965



28. What can you do in high school that will help you reedit this qui?

0731k ro OrOcrirnstalf
lace tZursas in me two

0:10 volume., -work in me fieic

I:3 Visit tool ousiness office

Jon know

Cu., in knows Ciewation
STUDENT

0 Talk to guidance counselor

0 Visit college a vocational IGiool
0 Write for information (catalogues. applications)

0 Take entrance examination (i.e.. SA 7)

0 Omer (soecifyi

29. How did you decade on Oa future?

0 aikeo to career counselor 0 Example among family or friends cl TV /radio/movies
:afrOU.SPeOole in me news 0 ReaKI1DOUt it (wewf.?)

0 Oner 1$,ZeCiN

Heard about it in class

30. Is then someone around your neighborhood you would like to be like? C21Yes ENO
If yes. Aino, Nhat Poet henhe co/ Why oo you want to be like chat Persons

CRIMINAL JUSTICE CONTACTS

31. Have you been hassled by the boil= this year? Niviir 0rice or twic
mc:oentwnat nal:mined. wno was involved, outcome)

32 Have you done anything against the law and not gotten caught this year shoplifting, vandalism)? ElYes EN°
oesc-ice ci4erise1

33. Have /you been sent to court this year?
-!asz^

Yes \4°

34, limp you been on probation this year? Eves E] No
ies YriY7



waiiimiNalsomslwrolamm.

Cries ix Scnools Evetuovon
STUDENT INTERVIEW PORN

INTERACTION WITH CIS STAFF

3$. With *hid, program saw member do you spend the most omit?

WhVl 41111M
3$. About how often each week do you see

Daly 34 :Imes E1.2 times EHarcily ever

When) (c,ICk ail that a0olvi During scmoi howl After =loci Week arias

37. Han you talked to program saff about any of these topics since the school year began? 1::1 yes No

q yes. Indicant wrticn school work reaCner orflOIOMS C personal Orcoicris

.0 attenoance 1:3 home orootems 0 11.000thig out c: school

C roolerns °Inv texolainiQ just :aik

Probe for details about one of the topics checked

mblIm.-
A. Has anyone from the program wined your home this year? El yes No

Peouency Nimes or Visit

BEHAVIOR CHANGES

34. Do you at in the following ways more than last year, less than list year or
about the same?

a. Compute scnocti assignments

b. Pay attention in COO

a. Read for pleasure

G. Participate in *stria mew ler
activities le.g., mos. teams)

a. Get nir at school

f. Make new tryinas

Prot* for exempts& asecriotions of each &emir/

More than
last year

Lass than
last year

About the
same as

last ynr

P,-21
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Cit1111 in Sonosis Evaluation
STUDENT INTEIViEW PO IM

STUDENT CRITIQUE

40. What do your friends outside the program think about it?

41. What do you think Os* program it supposed to do?

42 What do you Mink you got out of it?

43. What do you think of the program?

44. Do you want to be in it next year? Why?

1;1
J3-22



Relboheleht IC No.

Cities en Setwofs ivekwoon
STU0047 iNTEIlvieW FORM

INTERVIEWER NOTES

a. ..(onesty of reS13011Se"

b Obeerytr4 neeith/rneciicat orooierns

2 3 j 5

2. Ctner coservations (Le.. oovious recent drug or alcohol use, hostility, fatigue)

C. What came won to you luring the interview tnat we might miss
'rem resoing the resoonses to the swarm cuestions7

...11=1

B-23 172



CITIES IN SCHOOLS

STUDENT POST-INTERVIEW RATING SHEET
out ono for soch nuctiont atter me triterview

Student 10 No. Interviewer

Till me at wrist point these kinds of behavior become a problem for students your age.

ATTENDANCE: If a student is absent about

rionce evefy
LJ day

LJ few weeks a week
rl 2 days
L...J a week

r--13 cloys
LJ a week

r--14 or more
LJdays a week

VERBAL ABUSE
OF TEACHER
OR STAFF:

If a student often ( a few times a week) .

talks beck to a
Witcher using
dirty language,

talks beck to s teacher
using dirty language,
making thaws.
sawiming. etc.

something beyond
1.1 screaming such as

pushing or shoving
the teacher

AGGRESSIVE- A student often la few times a week)
NESS
TOWARD
OTHER
STUDENTS:

ri threatens ri pushes I1 starts ri starts reel Miura fights
L--I other sup L....lother LI minor LJ fights (fists, LI end often

dents (not students fights (a but someone brings a
in fun) around few blows) usually gets weepOn (pipe,

hurt) bottle. etc.)

DRUGS AND A s t u d e n t g e t s h i g h at school . . .

ALCOHOL
Mona every
IJ few weeks

ria few
LJtimes a

week

almost
every day
for pert
of the day

rialmost every
morning and stays
that way for the
rest of the school day

DEUNOUENT A student .
BEHAVIOR:

r--1 is committing ri is not violent. but 4
LI minor offenses L-Jcommittirig offenses

for which he/she that would be felonies
could get arrested for an adult (burglary,
(petty shoplifting, shoplifting expensive
vanoalism, att.) goods. etc.)

rl is odmmitting
L_I violence- related

offenses (battery,
purseinatching,
robbery, etc.)



Cm to Seim* Evetuatese
STUDENT teiTERvISV POW

POSTTEST

City Component ATTITUDE

Respondent ID No

I DO you Dawn that most Or ObleMS Van solve themselves
if you Nu don't fool with them,

RESPONSE
(circle yes or no)

Yes No

2. Ant you often blamed for things that lust aren't your fault? Yes No

3. Do you feel that most of the time it doesn't Or/ TO try had
bK21.00 things never turn Out right anyway) Yes No

4 Do you feel that most of the time parents listen to what
their Olildron hal to soy? Yes No

S. When you get punished. does it usually seem it's for nd good
reason at ail? Yes No

6. Most of the lime do you find it hard to change a friend's mind? Yes No

7. Do you feel that it's newly impassible to change your
Parent's mind about or /thing? Yes No

a Do you feel that when you do something wrong there'S
very little you can do to make it right? Yes No

9. Do you behave that most kids are tust born good at sports? Yes No

10. Do you feel-that-one di-the-best ways to rilihdie most problems
is mat not to think about them? Yes NO

11. Do you feel mat when a kid your own age decides to hit you.
there's little YOU can do to stoo him or her?

12. Have you felt that when DeOPle were mean to you it was
usually for no meson at ell?

Yes No

Yes No

13. MOst of the time. do you feel that you can change
wnat might nacoen tomorrow by whit you do Tway, Yes No

14 Do you own, mat when bad things we going to happen
they lust are going to happen no matter taint you try to do
to stop them? Yes No

15. Mau of the time do you fino it useless to try to got your
Own way at home) Yes No

16. Do you feel that when somebody your age wants to be
yOur enemy mere s little you can dO to change matters, Yes No

17 Do you usually few mat you have little tO Say about what
you get to eat at home' Yes No

18. Do you feel that if someone doesn't like you there's little
YOu can do about it? Yes No

19, Do you usually feel mat it's almost useless to try in seftoi
because most other children are lust piton SMIRK Thin yOu are' Yes No

20. most at Me time, IC voj Toll that you have little to say SOOut
0.441 yOur family steCideS to 007 Yes No

21 Are you me Tina of person who beleves that manning
ammo ^limes Mince :urn out better' Ye No

B 2 5



EXHIBIT BA

Cities in Schools Evaluation

Teacher Interview Form

City Component Teacher I.D. No.
Sex Race Age Interviewer

o Introductog 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.

1. Are you familiar with a program called Cities in Schools operating
in this school? No Yes
Under what circumstances have you observed the program?

2. From what you have seen or heard, how would you describe the program?

(Probe for perceived objectives, description, activities, outcomes.)

3. what kind of students seem to be chosen for this program?

Have you ever recommended that a particular student be Included in
the program? No Yes If you have, what problems were they
having?

4. 'Do you see the program making changes in these students? (I.e.,
academic improvement, differences in school behavior, self-esteem)

No Yes Describe:

In your opinion, has the program had a positive effect upon the
students? No Yes If yes, how?

Have there been an-i negative effects on the students? No Yes
If yes, what are they?

Are tnere any ways in which CIS has made your job easier? No
Yes If yes, how?

6. Are there any ways in which CIS has made your job harder?
Nc Yes :f yes, how?

L-26 1I :)



7. Any other side effects?

8. In your opinion, how important is this program to the students it
serves?

9. If you had money, what kind of special program-would you develop at
this school? (Probe for objectives, activities, student population.)

10. In your opinion, how much communication is there between CIS staff
and the teaching faculty?

What has been the nature of the communications?

11. Do you have any suggestions for improving the program?

12. Any other observations?

2 7

176



INS4.11-wr ONALIZATION QUESTIONNAIRE --SCHEDULE B

DIRECTORS, DEPUTIES OF SOCIAL SERVICE AGENCIES,
AND COMICNITY-BASED ORGANIZATIONS (STABBED ITEMS)

1.* What is the nature of your agency's relationship with CIS?

EXHIBIT 8.5

Staff have been assigned to work at a school, as part of CIS.
Plans to assign staff to a CIS project have been completed.
Plans to assign staff to a CIS project are being developed.
The agency is making inquiries about CIS.
None
Other (describe)

Briefly describe the procedure your agency uses in choosing which
staff members are assigned to CIS.

How are staff who are assigned to CIS paid?

Federal. funding only
Matching funds (describe)

Agency funds only
Other (describe)

4. By what means does your agency maintain contact with staff assigned
to CIS comoonents?

Informally, as needed.

Through periodic memos or reports from assigned staff.
Other (describe)

1/3/79



5a. Sow would you characterize your agency's current position on

the CIS project?

(1) The agency is prepared in principle to assign personnel
to the program on a permanent basis.

(2) The agency approves of CIS as a program, but is unlikely
to assign staff without continuing Federal subsidy.

(3) The agency is taking a wait- and -see approach.

(4) The agency is not favorably impressed by the CIS program.

(5) No opinion.
(6) Other (Describe)

Sb. [If 6a is answered by "1" or "2", ask 5b.] Have you or staff
designated by you publicly taken a position on the CIS project?

visited the CIS site.
Spoke at a meeting or public gathering (Describe)

Wrote lettar(s) or article(s) on behalf of CIS.
Encouraged other agencies to obtain information on CIS.
Encouraged other agencies to assign staff to CIS.

7.* Could you comment on your own assessment of CIS?

8.* What future would you predict for CIS?

,1-..M

What is the basis of your prediction?
11111111m

B-29
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9. aas C-13 partIclpation affected the way that your agency does its lob?



EXHIBIT B.6

SERVICZ DEL.T7ERY ''CF.STTONNACRE--SOCZAL SERVICE STAFF III

:n CIS. now many students are on your caseload?

2. About now many of them do ycu talk to daily?

3. About how often do you talk to any one student (besides saying hello)?

once a day

monthly other

once a week every few weeks

4. ?lease take a look at this list of places where counseling may take
plebe.

A. 5 of instances

100%

At a student's home

Away from school, but not at home

At appointnents in the office

At appointments somehwere else at
r hoof (e.g., lunchroom)

unplanned encoun-Ars during the
school day

B. Duration of
Session

.n Column A, place an estimate of the percentage of your counseling
that occurs at eacn place. In Column B, indicate how much time you
usually smend warn a student.

About how often dld you talk th client?

once a day once a week every few weeks

mcr - -I - other

Agency wnere previously assigned

:-Jcatlon (e. central office, storefront, branch office, etc.

..11e10. +.11!=11.....

HOW laroe was your agency :aseload?

now many taese :1;.erlos you tar k to daily

13- 31



10. ?lease read over the following items, and for each one indicate
(by a cneck in the appropriate space) how your agency experience
and CIS experience comoare.

Access to client

Time spent in direct contact with
clients

Career prospects

Development of my professional
skills

Support services from the
administration

Knowledge of the client's
real needs and resources

Availability of help from
other staff.

?ositive impact of your work
on the client

1 l

Agency Agency Agency ::S CIS
much somewhat and CIS somewhat much

better better same better better

..E.N.

.!
.. .11-.1

al..

A
One tenet of the CIS philosophy is that the program will be able to react
families through contact with the student at school. Have you
found this to be true?

I;-



How would you compare your work at tne agency and at C:5 wIth regard
to _ne problem of burt_Ing out?

....1.01=

13. What is. the most =portant disadvantage of working out of the
school rather than out of the office where you worked before?

14. what is the most_ important advantage of working out of the school
rather than out of the office where you worked before?

.1reIIIIMMi

O
Overall, wnere would you prefer to work _f you had to choose
between C:S and your agency's central office?

1
3 3

S2



6. Do you sm:.2.1 feel that you are part of your agency?

17. Sow do you deal with the two supervisorsthe CIS program manager and the
agency supervisor?

18. What changes would you make in the EIS program?

31 S



Interview Form

Site

Interviewer

Interviewee

Data

EXHIBIT B.7

Project History

Name

Relationship to Cities in Schools
(Role, length of service, dates)

Note to Interviewers.

Title/agency Phone

AIR wiI1 prepare the manuscript; your primary responsibility is to
gather as muon information as you can about the history of the project.

Key data sources will be the project archives and personal interviews
with key actors throughout the project development.-

References to people, eventsidecisions etc. should be well documented
with information such as agency affiliations, dates, reasons for
decisions, the decision makers and so forth.

Request copies of any documents, reports, correspondence, archival-ma-
terials of potential value in assembling the history.

as Gather lots of examples of the interviewee's experience or observations
related to the project. These can be situations which occurred with
the students, staff members, sponsors, parents. We can learn a lot
aoout the project through anecdotal accounts and they'll contribute to
a more interesting narrative.

Don't be bound by this outline. It is designed to cover the basics but
is pr=ao'y more exclusive than inclusive; let the interviewee ;elk
aoout the program. We have a lot To learn.

'e outline :slow oriefly summarizes the contents on the cllowing paces.

I. IntrOCuc-:on

II. Developing the PrjeO7

r. The Orisinel otogram

d. Ear!y Support

Ge

A.

,ng Started: The =irst Year

yet -:ng tre .-ocrmm

anc Chances

F.,)aluat'ons and Reactions

C.:ntinuatftn

b-35

* Items marked with an este snculc zrovic.e coocrluniTies for sucn examples.
Collect tc- neoiti7e and posit:ve sit.atiors.

184



1. Introduction. Make a brief statement about the origins of the project.
77707:11 antecedents of the project here and/or elsewhere)

II. Developing the Project.

A. The Original Program.

* 1. Why was the project started Li this city?

2. To what extent was the ides for the project initiated here and/or
elsewhere?

3. Who were the key actors required to establ:sh the
project here?

4. What local conditions stimulated this city's interest in Cities in
Schools? (or whatever else called earlier)

. Describe the design cf the early project.

1 S.)
B-36



6. What were the long -range goals at the beginning of the project?

7. Were there any first year objectives stated at the outset of the
project?

B. Early Support.

.* 1. Describe the role, nature and extent of involvement, expectations
of the following early supporters.

Role Nature and extent of Expectations
Mayor invOlveMelIT

School
superintendent

Youth service
agencies

Business
community

Local com-
munity

her

On funding. Try to obtain the following.

r:es SOuOMT Why? Decree of sui:cess r,:ontinuaTion
in collars

3 7



III. Gettino Started: The First Year

A. Setting Up the Program. (Description of the first implementation)

I. On school selection.

Name of school

2. On student selection.

Type of students

3. On staff selection.

Grade level Why selected

How selected Apprmximate numoer

Source (where come from) How used Selection criteria

4. Describe the administrators of the program e. g. who and why?

5. Agency participation.

c.

Name of agency Nature and extent of Why selected
involvement

'he - urti'ngs Sources ant 7ne approximate amount 5.1001:eo ny eec-

L-3



7. Describe how the program was sat up.

8. Describe some of the major activities during the first year. Note
specific successes and failures.

8. Problems and Changes.

* 1. Describe any differences between the proposed project and the one
which became operational.

2. Identify problems encountered in establishing the project.

What changes were made as the year progressed? Why?

Evaluations and Reactions.

I. If an evaluation was conducted, state what changes were made as
a result. (Collect relevant documents)

Describe the response of the participants, parents, community mem-
bers, stakeholders and others To the program.

-39
1 88



P,..oject Continuation. Use one of these forms for each of the subseouent

years TO The present.

Year 2 Year 3 Year 4 Year 5 Year 6

* A. Oescri,be chances in the project between the previous year and the one

checke, above.

I. Expansion of the project.

Z. Reduction of the project.

3. Organizational set up.

4. Personnel.

5. Agency particioa )on.

Funding sources.

Studen- os3 on.

8-40 13,



0 B. Were there any new and/or different relationships among the princi-
pal actors, agencies, sponsors etc? If so, please describe.

* C. What obstacles arose during this year? Did any of the old ones dis-
appear? How were these obstacles addressed?

D. Were there any changes in the focus of the project e. g. long and
short term goals? What were they and why did they change?

S. Describe some of the major activities during the year. Note specific
successes and failures.

Describe the resOonSe of nonschool participants and/or observers Ccom-
munity, parents, other stakeholders).

G. Were there any evaluations. If so, state wnp, %then, how and why? Wha-
wes Ccre as a result of the conclusions?



Other comments offered by the interviewee.

Use this space for recording examples.



des in Scnools Project Histories

Some suggest ins to help in developing the histories:

Note: AI will write up the histories so you can concentrate on gettingthe facts and figures down and not worry about putting the information
into polished prose.

Basic sources of information will be:

1. project archives
2. talking to the people who were involved at the time.

Please include wherever possible

1. names, titles, agencies of all persons mentioned
2. dates for all events
3. for every step that required a decision:

a. who- made the decision
b. for what 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. (Readable
interview notes will be fine.)

2- Brief o

...ntroduction

e

Developing the Project

A. .,4e igs:.-nal Program

' Early at?perl:

Startea--The First Year

tting It

itms and Changes

(exr--Changes and Expansions

:earChanges and Exoansions

J 192



S. Exuanded outline with questions.

--introduction-a brief statement of when the project was started or how
1pak,it-has been going and what it is all about.

1. Developing the project

A. The Original Program

1. -Why was the prefect 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 were
the antecedents of the project in this city? in other
cities?

S. Who was involved in getting the project started in this
City?

4. Why de you think this city was receptive to the Cities in
Schools idea? Were there specific local problems that were
of major. concern?

S. Whit were the long-range goals at the beginning of the
project?

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. Early Support

1. Whose support was sought to get the project going?

a. mayor's office

b. school superintendent's office

c. Principal youth-service agencies

d. any other important groups (e.g., business community)

2. What was their reaction? What was the nature and extent of
their involvement? What were their expectations of the
project?

What was the role/reaction/expectations of the local
community? ;heighoorhood)

4. Where was 1-untimg sought? Why? With what success? Where
did first fundint tome from?

L-44 19,i



'II. Getting StartedThe First Year

TT'

A. Setting.it UpDescribe the program as it was first implemented

1. School selectionWhich school(s), why was it (were they)
selected

2. Student selectionhow many students were Involved, how
were they selected

3. Staff selection--what was the staffing pattern, what were
the selection criteria

4. Administration- -who became administrators,
/

why

S. 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

411.0111.

7, Budget breakdown: amount of money from each'funding

8. Describe some major activities of the first year

B. Problems and Changes

C.

The

A.

source

1. How did the program as it was set up differ from the
proposed program-prior to implementation? Why?

2. What -other problems were encountered-in getting started?

3. What changes were made as the year progressed? Why?

Evaluations /Reactions

1. Was an evaluation done? If yes, attach report, memoranda,
or other products. Was anything done as a result of the
conclusions?

2. What was the response of participants, community, other
stakeholders?

Second Year

What happened to the project? Were there changes? Expansion?
Components dropped?

B. Describe the program set-up for this year.

C. Name the new people and agencies involved this year.

D. Was there a=new /different relationship among the principal
actors, agencies, funding sponsors? Describe the new roles.

B-45
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B. Were there changes in the focus of_the project? In the long-
range goals?' I. she objectives_for_this year? What were the
changes? Why did they change?

F. Were old problems ameliorated? trid new ones arise?

G. Give figures for second year.

1. Student/staff characteristics by component

2. Budget breakdown by component and source

H. Describe some major activities/accomplishments during the year

I. Were there any evaluations? By whom, when, what was looked at,
conclusions, what was done as a result of, the conclusions?

J. Reaction of participants, community, other stakeholders

Di. 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.

B-46 1 95
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1111

EXHIBIT B.8

C, .V

Component

AIR Stumm 10 No.

Station' &rhyme

IDENTIFICATION

A. City: 1 Atierna
;WC* one

2 Inmensoona

3 New Yam Calf

3. Component Ina in school menial

C. R Sament ID No. .

O. Sanaa Sim:soil° No.. l I '

S. Grade rn SCheDi 1978 79 Onto mummy. 01 -12)

F. CIS Family 140) iwnte in norm of family grouo Hew):

G. CIS F.tnlly i10) larelama: wile In name ofatme rnanegierl: CM 10 No.

'f. Data ,Dina CIS.
monm yew

I. Still in program me end of litter:--....Ym

If no. date irt CIS
mom year

Rayon for Witharewing iarcle one
I Graduation
2* GED
3 Went pea Into muar icnooi program at

another tch00i
Moyle awry

5 Imatrammd
0 Unloosen
7 Emomyrnent
8 armed gem=

'0 Lost Interim
Pgnency

'2 ;srmily prof:menu
3

le Exoemea
150 Omer immelfyl

PERSONAL INFORMATION

A Ram I Illacic 3 Inesaenic

2 Wino Ottmor

S. otorm 1 inglisn 3 ringlrin/Sammin
Language' 2 Solemn e Other

;ex. ' Mita 2 Parrots

J. 600enra of Meolcal Froomfre lame all the =JO
e no ,nformenon
3 nom 'source touclflet none,

pnysiam "lemmata
2 cirdnic f I inalS:
3 'malnutrition
4 8.4F/learmirg cuatroliry
5 vuermiconoi rsa
6 nwingryttion Wes
7 paw loamenow

B -47 .196
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Ctv

Cornoonent

AlP Student IQ no

Stuant IQ No

II. PERSONAL INFORMATION (continued)

E evidence of Emotional Smogs
teffet in mat 411201VI

X nee information
0 none isource specifies none)
1 violent. actin out

frill:went toes of temper
3 unc000isrative
A WAS frame
5 amt icesaltie/

;. Stuininl 3 an unwed parent?
X no information
0 No

Yes

a. Stuaent nas special nem (circus all trust alsolvy
X no information
1 bus octet
2 luncr. Poxes
3 sonosi fa*

tinier tosecnbel

H. Student nas boo?

X no information
0 no
1 oarttirrie Minna striool year
2 summer loo
3 born parttime curing =tool anti simmer icas

4

Gate Source

Coctr romance itieicritie any tneOnflatlinCnin in sm.

III SCHOOL INDEX

rime in sonool tome oriel

1 Enures at Peirniting of veer
2 Enteric later fill in ostai

Reason for ITS *Mry feirr.:1 ono/

1 esesonsi employment 5 ncerceretea
2 Ilnitsi . 6 caner ispecilvi
3 ins or storming
4 Pace or money 7 transterrecl from

Mother seem
1 finisneo scnool Veit

2 witnargv, rpm =nom
(fill in Gavel 4 Lhatmew

9. Flesson for witriorewing tcireft arias ,

1 richnitton
GE-

3 went DICK MO necuiar imam worm at snow icrical
A TOWICI awe'
3 MOIrerlITIK1
8 wllowt,

rno,oyment
9 .071,ea-servicn

loft ntlrett

anippancv
2 Imily prntnitrni
13 nowt,
14 .testae
15 caner ;spec,

B-48 1J



IV. FAMILY INFORMATION.

4. Lives wan X no information
1 - can mutat wenn
2 one natural =rent ono solo =rant
3 mass wont family
4 lives atone Or with siblings

(not went)
5 is Iivuu with Other abuft "slams
8 Imo with person outer than Maws
7 timer Iclescrese,

3 Site of famliv.
X no information

Nuncio' Of siblings

Otriar oaCialis in norm (list raismoriatio/

Total Noma' of mall* ragulariv
loan; in Noma.

C. asuman arra of tuna:
X no information
1 *grace sertao
2* some nor school
3. grams= from nab acriool

. some coilegengenficai training
finnan", cost nari school training counts
Mat 4-var colloas/
;Moats° 4warsr Wage

7 =a vaccine
unonown

O. &citation awl of meaner

X no Information
1 grace salmi
2 toms nor =tool
345rilsquatso from Mon wheal

soma coilegerteefinibal training
f minima Oast hip whotil training warn

et -veer =wool
uttac__year =lace

7". acc ;moose
Jrwnown

o 'wait; V natant:kr

geyser 3, mule nose
ioo

Monier or forme and
100

g Employment smog of friacf of nousenOal

x no ,ntortration
rawly'," tentoioven

2 nynoorarliv ,Jnerrionwoo
3 enceinte-am' unowthowin
4 not taealmq wont Out onystailly WO to wort

CJi SWIM

',mar oasonoc

196
B-49
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Component

AIR Sorban 10 No.

Student &moat*

Oats Source



Gtr

Can:anent

AIR Stutient 10 No.le

Stuosint 8irmoate

411
IV. FAMILY INFORMATION (contmPecl}

CI. Income level of family

los than 55.000 sof year
2. 55,000 - S70.000
3 . S70.000 - 575.000
4 more man S15 000
5 over soescribei

myna

X

of fir.ancias asswancs rat .= by
that scowl:

no intormatian

family

5 - unerntsioyment compensation
0 none 8 State Supplemental Income
1 AlF)0C 7 Food Stamps
2 Social Security 8 resionsicl
3

4 4
aissoility/worsman's compensation
cni1c1 sucoont

10 Omer lsoecifv)

Family situation (circle ail that apply!

X no information
1 =mot :Avow illotwIriCKIimitlitle
2 Wont emotionally unstaisio
3 carom drug/ *cone' souse
4 soing(s) arugssiconei moos
5 parent tnyoi.eci In CrITtrilll 8CTIVIDSII
6 Idol (nisi inyonoes in criminal activities
7 unwed sibungisi nays =Ogren

DeScritie awn problem eirciory

Social Service moot of me firmly (vrea all that acionel:

0 . none iform states Mere are no service mita ,
mpievment 3 Prue/mom treatment

2 smcome estresncs 10 cloths
3 mealcalicesmal care licsovinensi lust=
4 To= items 12 Trensportrnon
5 mousing 73 OM sane
6 cfmacsremayeve ;6 Pregnancy counseling

mental resaimicounseisng 15 o'mer isoecifyi

Desc-rbe each nen circlets:

K. Is trie Student Tine XX ibisible?ve

X. CIS RECORDICEEPING 'circle onel

2:5 =lie es miming most or me inronseision name
to r."-nolete mis 'form

C'S cile is misers some or ,nforrnetion Rep=
:0 C0m010141 my "Orr

C:S rhissins only s 'en ,terrs memo to
:empire mis Torrn

:4aer wont, pescriee oat/ inconsistencessi

Data Source

;)8 -50



14:thirai No/19713-79 Ctv
CITIES IN $C14004

Coniponont

AIR Student IC Nor

Rfutbent Birthday

is there shy recordist en disciplinary actions for this stuiserrt? C Yft (:) No

if "Yes", comPlate Section V for each =len:

V. DISCIPUNARY ACTIONS AT SCHOOL (fill out one for oath 'inctaant between 1975 anti 1978).

A. incopri, ts: Date.

* Prodiern Type, x no information
cutting sass

P truancy
cottoning Class

4 fighting
5 drugs
8 a vernal souse of limners
7 other (asserts,:

Handled By

Parental
notification.

Action taken

p

ic no information
1 dean
2 teecrw
3 C1S staff mammy
4 a- Orme:Pal

x a no information
parents came to school

2 parents
3 =rents sent note
4 no parental notification
5 other (describe):

x no information
0 none
1 warning
2 oetention
3 suspension
4 panne° for semester
5 cowling
6 other idliscrioel

7 in-hous sumension

Numoer Of days of CISCIClinary action

Cocer remarks loescribe data inconsistence's).

Data Source



I

16,CITIES IN SCHOOLS
Archival Data/1978-79

Vt. ATTENDANCE

City

Component

AIR Student ID No.

Student 841r:clay '--.. L..--:---

1. r:II in nurhoer of days absent using me smallest period of time
recorded (semester. Quarter, six times Per yew) hOiNINOr often
the =tool records it. .

lot 2nd 3rd 4th 5th

1975.77

1977-78

1978-79

6th Total Data Source
1
i

1
1

2. Fill in numoer of cies:es cut (same time periods as in Item 1, above)

1st 2nd 3ro 4m 5th 6tn Total Data Source
1976-77

1977-7$

1978-79 1

1 t

I c

Coder remarks (describe data inconsistencies).stehows).

t
gp,

41111
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TiES IN SCHOOLS
Archival Data/1978-79 City

Co moo 'lent

AIR Student IC No

Stuaent Birtnaav

VII. GRADES

A, Fill in grace winks or graces for each marking pericto in 1978.79 and
the final grace t average.

1st 2no 3ro 4th 5th Stn Fine'

GPA

Reeding 01

Sorel I ing 02

Enalisni
Literature 03

Social
Stucies 04

Math 05

Science 06

Orientation 25

Careers 27

Crug Educe-
non/Heald+ 32

U.S History I &
II (Indianapolis
amyl

3. List the cour..es tauten in 1978-79 Data Source

4

5

8.

3.

10,

B-53 202



Archival
CITIES IN SCHOOLS

Data/1978-79

VU. GRADES (commued)

ty

Component

A I Ft Student ;O No.

Stuoent Elirtnoay.

C. Fill in final graces for each subject listed for 1977.78 ano 1976-77 and
= grace point average for those years.

G ?A

Reading 01

Spelling 02

English/
Literature 03

Social Studies 34

Math 05

Science 06

Orientation 26

Careers 27

Drug Education/
i-lealth 32

U.S. History (
II1( Inclianopol
onlyI

Civocs (Ntre
Yorl onlyi

1977-78
Final Grace

1976-77
Final Grade

- 5 4 2u3

Data Source



Ay CiTIES "sr SC)400Li
Archival Data/1978-79

VIII. TEST SCORES #976.79

City

Comoonent

AIR Stuoent ID No.

Student Birtnoay

Start will, most recent score first ano go twit to last mree sets wears, Or test scores.
Record: name of test: date of test suotest coos'. ono score.

Subtest codes. I
2
3
4

Reeding 5 Vocabulary
Language 6 Smell/accuracy
Math 7 Total battery
Gornorehension

Set
Date. Test Name. Date

Data Source Code* GE PercentilePercentile Raw Score

Sat 2
Test Name Date-

Code' GE Percentil Flaw Score Data Source

Raw Score

3eE5
Teat Name'

Set 3 Seth
Te5t are Date: Test Nome: Date

Percentite Flaw Sccre Data Source Coo,' GE

Data Source

Date.

Code' GE Percentile Raw Score Data Source

Percentile Raw Score Data Source



/jiff*
CITIES IN SCNOOLS

Archival De12/197I1479

IX. SCHOOL BEHAVIOR / ATLANTA CONDUCT GRADES

Class 1

Crass 2

Class 3

Class 4

C1333 5

Cass 6

Glass 7

Class a

4,3 memory,

City r
Component

AIR Stuaent I 0 No.

Stuaent Birtnaay. i.....-i...,.

gall winter SOnrio Average Data Source

I.

D 56 200

.... '...........-...



hCITIES IN SCHOOLS
ettival Dirca/19713-79

IX, sCHODI. BEHAVIOR / INDIANAPOUS CONDUCT

A. Attitudinal Grades

Cheerfulness

Coot:oration

Courtesy

Deoendadility

industry '
Luedershio

'Punctuality

School Interest

SiudyAtiedits

1977-78 1978-79

1

I

,

I

Gtr

Comoonlent

AIR Student 10 No.

Student Birthday. i....i--Ji......1

'

dr



XI CIS SEOVICE CON (ACI SIIEE

(the only X necessary)
City

Cootpoottot

Am SIMS not II) Ho.

Studien We dolma------,
No l'hdtt Who 1 Ylke Topit Outttote

1.

7.

n.

to

1

2

3

14

its

__ i____ i

/ _____ I__._ __ _______

----

i i --__

___ _

/ i

-'J t_

____ _ i _ /____

_ _ i_ L___

/ /

_ /-____ L.__

/ /

I /

L.__ I__

_ -- ____

__ / _ ____ / _

/ /

/ L.

____ _ _ _

_4'



Archival
CM ES iN SCHOOLS

Archival Das/19741-79 City

Component

COMPONENT still rt one rot 011Cn component in winch AIR is =acting data)

1 =III in total numoirr of school aays. using toe smallest period of time morass:
(semester, ouar:er, six times per year, however often me savel recoros it.

1976.77

1977.78

1978-79

1st am 5th 6m To*

,

n- 59209



COLUMN DESCRIPTiON:
s ^ter or tr, 2 -7,i

eta illy 2 4s.,
:.:7.7.N4SE sae st orow
N." Ms:4,71C_re .1, mermen av affirms,

AIR ID No.

City

Police File No.

Coder

-C N.mart, 'Of ,,c,""s .,4"'o "Wiwi° am(
-.no* 01

arsares -slava Sy -nostril
4.-iarImm seta 0.sclaryea

Ono of °films"
1 Neorstri . 3av Mgr
H 2 3 4 5 l/

e ,
=O

°None. EV :::
''''.; 2

7 8 9 Id

Victims

;., 7
7-
It 12

2 Nurner at aerstaelr -Crattalarra
'3 Nur-ae, 2' w,irm$ corer:

Offense Corms:
_trar-10- 'CCM",

rzooery
-rr". .4.: `ttOe'V
.TV' -:coati

:5 2.Jriesneriiry
:e

'C '3z -4r rt
5".CE I Itien,ornon c sr tratIron
- 2 Aillaw
"I'vSES '2 Satter, or esseuii aeC DAMN,

"rvO.u^-lirV ,Timilaucirium
Arny-oila urCe

S u mac" ...InOr gemarral
2ace
:4tv,i to Salta i 411.1auit
..4vritt 1011.111:2MOLV
22mr CUr,MC

ZeIaufietcv a' a 0Minor
2' :nag ssrreltS0 Oi410111

3ere'v wriv9 ocoory Or r-le#
2 Sexua, anauir

24 3s.re I len against Orlen$

2$2.111.0m mer01
*''Y POTWIliem Of -far !prima

-iNSEE 33 Pcnessien :=M011e0 taaerBIXO
34 0=settion 2r %IOW orooierev or
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Observer Report Form

Observer:

Date :

4.1re

'Location:

Staff Present:

EXHIBIT 8.9

Cl

Ar

Students Present (if classroom observation, record the number of students
in attendance and the number tardy):

Description:

On:

(C:S 1/d/79)

c
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Ifs* resin is authorized by law 120 US.C. 122140. While You
ate_stit required to respond, your cooperation la MEWS to
mak-. the retults of thn survey comptelsenpyi, accurate, and

OMB Form No. 51-R.1254
Expiration Date 30 August 1980

Component

i'XHIBIT B.10
CITIES IN SCHOOLS EVALUATION

.Case Manager
Interview

Farm
POST-TEST Scheoule

Cise ManJcier Case Manager ID No

Gracie Ra. e Sex

1. What do you think CIS has accomplished this year? What is your
opinion of the program?

2. What are some of the problems the program has encountered?
How would you attempt to Salve them?

. D 6 2 4/79



City

CASEWORKER INTERVIEW FORM
$

Component

EXHIBIT B.11

POST-TEST 1980

Caseworker Caseworker ID No.

Grade Race Sex

...]....1.11....
1. What do you think CIS has accomplished this year? What 2S your

\opinion of the program?

2. How would you rate the overall impact of the program on the students
this year? Circle one.

..,

Program had Program had Program had
a slight li moderate a major

Program had- positive positive positive
no impact impact impact impadt

Why did you circle that option?

3. Were you a caseworkei is 1978-79?

Yes No

If yes, how would you rate the effects of the CIS program on the
students this year as opposed to last year?

Why?

Worse No Change Better

B-4



4. What are some of the problems the program has encountered.
How would you attempt to solve them?

V
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