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discussing methodology are followed by four substantive chapters, one
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to

TARGETING ON IN-SCHOOL YOUTH: FOUR STRATEGIES FOR CbORDINATING
. . 4
EDUCATION AND EMPLOYMENT SERVICES

This report is the third in a series of Interim Reports to be
prepared by the Youthwork National Policy Study on various aspects of
the Exemplary In-School Demonstration Projects. These projects are.
being conducted under the auspices of Title IV, Part A, of the Youth
Employment and Demonstration Projects Acts (YEDPA) of 1977. The pro-

ects are a set of local programs and represent an effort by the U.S.
Department of Labor in collaboration with countless local and state
educational authorities, public and private séctor organizations, and
community based organizations to explore together improved means of
providing employment and training opportunities for young people, par-
ticularly those from low-income and minority families. The Exemplary
In-School Demonstration Projects are administered through Youthwork,
Inc., an intermediary non-profit corporation. '

TARGEING ON IN-SCHOOL YOUTH is a report devoted to the analysis
and explication of four strategies currently being employed to assist
in-school youth in their career awareness and in making the transition
from school to work. The four strategies—-academic credit for work
experience, increased private sector involvement, career awareness,
and job creation through youth operated projects--all seek means of
linking education and employment- training. In this present report,
*selected aspects of these four strategies are examined in detail.

These include the administration of the various projects, the curricula,
_the form and content of academic credit being granted, and the involve-

ment of the youth themselves in the operation of the programs. Data

for this report came from thirty-six projects in 29 states.

' . . -
Additional copies of this report may be obtained by writing in
o care of the above address.

February 1980
-—‘j < -
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There are two contrasting views of
what is wrong. in the job market.

The first holds that many applicants
are not hired because they lack - "' -
basic competences required for
effective performance or because

they hdve acquired training for

which there is little or no demand.
1f blame is to be apportioned, the
educational system must be considered
the major culprit. The opposing view
holds that the educational system is
a minor actor. The critical issue

is the lack of strong and consistent
demand for labor. A slack market
means trouble no matter how well
people have been educated and trained.
I suggest that both positions are
overstated: Both employers and
employees, especially those with
education and skill, possess con-
siderable flexibility that should
facilitate the absorption of new

job seekers into the economy.

Eli Ginzberg, 1979
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PREFACE

The Youth Employment and Demonstration Projects Act (YED?@) became
law on August 5, 1977. It amended the 1973 Comprehensive Employmegt and
Training Act (CETA) so as to provide the initiative for an expanded
effort to address the p&oblems of youth uhemployment. YEDPA added several
new programs to improve employment and training oéportunities for young
people in theirﬁléte Eeens énd early twenties, particularly those from
low-income families. It has sought to emphasize more experimentation and
innovation on the paré‘of the CETA local government sponsor. system than
has been the cage with prograﬁs developed for unemployed adults.

The Act 1s particularly concerned with overcoming the barriers
between school and work by ﬁore closely linking education, employment,
and training institutions. It seeks to forgg new relationships. One of
the four programs authorized by YEDPA was that of the Youth Employment \
and ' Training Program (YETP). This program was designed to provide a l
full range of work experiences and skills necessary for future employment,
espe¢ially for those low-income youth, 16 to 21 years of age, who are im
school or out of school and unemployed or underémployed. Certain YETP

provisions provisions also allow designated forms of participation by .

Y7




- .
youth 14 and 15 years old, as well as by youth who are not economically

disadvantaged.

LY
2

What provides a sense of urgency to this effort is that there is
a desperate need both to improve the education of low-income minority
youth and to find the means by which to create more employment for them.

v
The evidence on this point i both conclusige and sobefing: the situ-
;tion for poor minority youth, ag compared with white middle-class youth,
has steadily dete;iorated over the past 15 yeéfs. Whether one measures
employment rates or labor force participation rates, the disparities
have grown and continue to do so. This is in spite of all the education,
employment, and training programs initiated since the mid-1960s and
carried on to the pregent (cf. Adams and Mangum, 1978:19-36).

The spending level for YEDPA for both fiscal years 1979 and 1980
has %een approximately $1.1 billion. The first priority for these funds
has been to generate in the vicinity of 300,000 employment opportunities
for youth. As such, they have become an integral component of efforts
by the administration to reduce the present levels of unemployment.
Nevertheless, and in recognition that present approéches to reduce youth
unemployment are‘imperfect, both‘in design and implementation, the Act
has authorized the Sécretary of Lébér to allocate up to one-fifth of *
YEDPA funds on demonstration projects to support knowledge development.
The mandate from the Congress was clear:

Sec. 321. It is the purpose of this part to establish 4

variety of employment training, and demonstration programs

to explore methods of dealing with the structural unemploy-

ment problems of the nation's youth. The basic purpose of

the demonstration gprograms shall be to test the relative

efficacy of the different ways of dealing with these problems
in different ‘local contexts.

8
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Sec. 348. ...to carry out innovative and experimental pro-
grams, to test new approaches for dealing with the unemploy-
ment problems of youth, and to enable eligible participants
to prepare for, enhance their prospects for, or secure '
employment in occupations through which they may reasonably
-be expected to advance to producting working lives. Such

} programs shall include, where appropriate, cooperative
arrangements with educational agencies to provide special
programs and services... ] s

’
.

The monies that were to be distributed according to formt}g among
the local sponsors of programs for youth would alleviate some unemploy-
ment and "buy time". Yet there was little Confi&ence that, in’the end,
these projects would either address the long-term.needs of éhe youth or

>1Aprovide new insights iﬁto how programs might’ be more efféctively organi;ed
and implemented so as to have a greater impact. New idea;, new approaches,
and new actors Qould have to be on the s¢ene if innovative and path-
breaking approaches were to be found. And while it was not explicit in \ o ‘\
the legislation, it can be surm;sed‘that it was the hope of the authors
that 1f successful projects could be located where jobs were created and
the youth were prepfred to assume them, then perhaps cities and‘states
would be encouraged éé redirect portions of the 80 percent formula funds
towards projects of this kind. Thhs, the discretionary funds projects
could achieve a ripple effect throughéﬁt thg entire infrastructure of
youfh employment and ttﬁ&ning prpgraﬁs.,

To learn more about one aspect of-the complex sét of relatioms

between education and present/future employment opportunities, the

Department .of Labor set aside in Fiscal Year 1979 from the discretionary

funds approximately $15 million for "Exemplary In-School Demonstration Ty

Projects". These grants were to explore the dynamics of'in-échool
» g -
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projects and their effectiveness. The&.aléovwould be awarded to promote
cooperatién Between the education;and employment and training systems.

To assist the Department of Labor ghd its regional offices in
undertaking this effort, Yquthwork, Inc., an intermediary non-pfofit
c;rporation, was established in January i978. It was cyeated with

" financial and administrative support from the Field‘Fbundation, the
Public Welfare Foundation, the Southerm Education Foundation, the Taconic
Foundatién, and the Eleanor Rooosevelt Institute. Youthwork's responsi-
bilitigé were to include: developing guidelines‘for the combetition to

sklect the Exemplary In-School Demonstration Projects, reviewing submitted

-
-—

proﬁosals, making recommendations for funding, providing guidanée and
technigal asslstance for thoée projects selected in the competition,
developifig and implementing a knowledge development ﬁlan so as to increase
understanding of differént approaches and their effectiveness, and for-
warding research reports and policy recommehdationé to the Department of
Labor.
_ As a result of a five-tier evaluation process designed to selegt
from among the more than 520 submitted proposals, Youthwork made its
recommendations to the Department of Labor. Forty-eight projects were
chosen. The first contracts were signed and~projects began éperatipn

in September 1978. Forty-seven of the original 48 projects have been or

are now (February 1980) operutional.l }’

i

1
An additional nine projects were also funded during Fiscal Year 1979 hﬂ

a non-competitive basis. 2

i/
10 3
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To asgess these projects and their efficacy ty achieving the twin
goals of program effegtiveness and inter-institutional collaboration,
YOuthwork undertook a number of knowledge development efforts. These
were to include the use of analytic ethnégraphic material collected by
‘a trgined observer placed at each project, third-party evaluations, MIS
systems, and self-study report; from the individual projects.d

For the first of these efforts, that of developing a‘Fross—site
comparative framework employing quafitative data collection strategles,
Youthwork, Inc., selected in September 1978 a group of researchers at
the College of Human Ecology, Cornel% University. The Cornell project,
entitleﬁ "YOuthwork‘Natioﬁal Policy Study", has undertaken a longitudinal
qualitative research program. Trained observers at each of thé project
sites h;ve been gatﬂoring data on gelected key policy igguee. These
data are, in turn, analyzed and used by the Cornell gtaff as the basis .
for reports(ésuch as the preaen;) and for the development of national
policy recoﬁmendations. .

‘ TARGETING ON IN-SCHOOL YOUTH: FOUR STRATEGIES FOR COORDINATING
EDUCATION AND EMPLOYMENT SERVICES 1is the third of the Interim Reports
fo be preparei/by the Youthwork National Policy Study. The Report provides
a systematic and det;iled aspegsment of the four strategies being
. employed by Youthwork, Inc. to effeet a closer linkage between education
and employment for in-school youth. The goal ig to provide a framework
within which to view these four strategies and assess their relatiwe
utilit; for different target popuiations of youth. Each of the four

strategies will be analyzed according to: program administration, /

program curriculum, the form and content of granting academic credit,

)
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youth involvement in program operation, and staff-student, relations..
: ,/

The thrust is to both dis{;:guiah these strategles, one from ano{her, - 1dl

and to also clarify the variations that occur within each of the approaches.
- <

The analysis is both 1nt%:;>and intra-organizational.

"~ Data for this pgegentqreport have been gathered.by trained on-site @
observeis at thirty-six projects in 29 otates} Ehe data ﬁaye taken the forms of
intensive and in-depth interviews, non-participant observations, the use
of wrigten matériala. and statistics gathered by each scite for the purpose
of reporting to the Department ogfLabor and to Youthwork, Inc. A moréP

. detailed discusgion of the methodology is to'be found in Chapter Two.

The Report ic divided into seven sections: the Introduction, a
chapter discussing the mefhodology, four subptgntive chaétero, onc for
each.of the four strategies being analyzed and the Summary and Recommendatigns,A
Each of the four scubstantive chapters will examine one sirategy in light
of the six analytic afaae listed earlier.

Appreciation musé be expressed to the many on-site observers
associated ;1th our effprt. They have consistently performed with a
level of interest and competence duripg their many months in the field.
A list of their names follows this Preface. Likewise, mention must be
given to the local project personnel who have been genétOus with their

v .

time and candid in thegf recponses. Ao a meanc to protect those persons
’ \

at the local sites who have been part of this cizeable knowledge

>
development effort, anonymity was promiced from the beginning. Those_
who have participated will know who they are. Perhaps they will
recognize themselves amidst the descriptive and imtervicw data.,
‘ | . '

12
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In those instances where a local site does not believe itself to

liavé been represented accurately, even if anonymously, we would welcome

. A

comment and feedback. We would note that attempting to do justice

simultaneously to data from 40 or more sites has been a challenge;

#

The trade-off between scope -and depth is always one confrontifng a research -

.effort. Our success Mduld come in the reader gaining a grasp of the

¢ -
contextual framework within which the various projects operate. We are

working on poiicy issues that-c27 across a broad spectrum of projects.

The goal is to sort out the gén ric commonalities and Aifferences, not

. . /
to dgtail or evaluate the nuances of individual eff77ts.
N : -/
' /
Ray C. Rist /

Principal Investigator
. February 1980

; ' _ ' cowvii ; S
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SUMMARY AND RECOMMENDATIONS

This monograph is an interim repoft o; the four programmatic .
school-to-work transition models being developed and implemented by
Youthwork, Inc. It is the third 1ﬂ a number of su;h reports to be
prepared by the Youthwork National Policy Stud;; located at Cormell
University. The report addresses béth the within model Qariations as

well as the distinguishing features bet various models. The

four models--academic credit for worl/ experience, career awareness,

expanded private sector 1nvolvément, and youth initiated projects—-

can best be conceptualized as varying 1n—s‘ool strategies for

involving youth'as they undertake to make their transition from school to

work.
Edj 'The four models are-'neither conceptually definitive nor are
théy m

utually exclusive in practice. They represent different

17
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emphases on a common theme. This report seeks to sort out the

strengths of the varying approaches, suggest when an approach is most

appropriate for a particular target population of youth, and to des-

‘cribe something of the latitude availablekfor program implementation

within the respective strategies.

A consistent theme across all four approaches is that none

is "actor proof". We state this as our very rsthgeneral finding becaise

we wish to emphasize our conviction that the pursuit of actor proof
programs in the area of youth education and employment/training
programs is futile. Besides being a poor use of time and resources,
such an approach ignores the key strength of the pfojects we have been
studying--a strength based on the inspired and competent efforts of
staff.” To look elsewhere tﬂan.td the people who organize and implement
the programs is to miss the central point. The projects only work when
people involved successfully make them work. The contrary tendency,

as Mangum and Walsh (1978:14-15) have noted is:
i To be searching for the "actor proof program,

or programs, that were -so well conceived and
constructed that their effectiveness does hot
depend upon the competence of the human beings
who either operate them or participate in them...
Evaluations may be correct when they blame the
failures of programs or program components on

the weaknesses of program personnel, but such
criticism sheds very little light on the
potential effectiveness of the programs or the .
components themselves.

We take it as a major task of this present report to highlight those
areas of ''potential effectiveness” so as to fnhance the effectiveness
of the actors involved, not to render them irrelevant.

. {

boxid
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The second of our general conclusions with regard to these four

strategies is that while these efforts are necéssary to youth in their

~

transition from school to work, they are not sufficient. Our data
suggest that there exists a persistent discomfort at the sites and

in the offices of their sponsors that "not all is being doﬁé that

g

ought to be done'. Wé view this as a misdirected concerﬁﬁkéﬁbecialiy
in light of those expectations for.the projects to accémplfsh more
than what is possible. Given the coﬁstrainks on the projects of
funding, of scheduling, of existing on '"soft money" as short term
demonstration projects, of some numbers of youth being reluctgnt to
commi; themselves to yet another federal project, and the lack of
prior collaboration between the CETA system and the local LEAs, the

. .
projects have performed remarkably well. But they cannot be expecfed
to ensure~emplpyﬁeht opportunities with promotion possibilities, nor can

they be expected to retain all youth in their programs.

That we have learned so little from our efforts over the past

two decades ought not now press us_into seeking instantaneous results.

These projects will meed careful scrutiny, not to provide premature '

"outcome" data, but to learn what we can of implemegtation, of the

)

trials of program start-up, and of how to slowly but confidently build
the inter—instftutionél linkages necessary for program operatioﬁ.
The,task is one of learning how to weave together the socigl net to

. .

be placed below youth as they make their way into adulthood and the

world of'work. This view ig consistent with that of the National

Commission for Manpower Policy which has recommended that the focus

of study on CETA programs be that of the strengths of the various

~

i

N
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approaches. As was noted (1978:107-108):

In view of the rapid and continuing growth of
federal manpower programs, together with the
deliberate shifts in programmatic emphasis,

it would seem reasonable to assume that the
efficacy of manpower programs, in their

various forms, was well established. This

is not the case, however. Not only is the
efficacy of any single program more an article
of faith than documented evidence, but also
there are very few clues regarding the relative
efficacy of alternative programmatic approaches.

Youth need to get started somewhere in build%ng their experience
yith work. It is inappropriaté‘zg measure program perfofmance énd
outcomes when the youth have barely left the starting blocks.‘ To
assist youth in making éhoice@ as # result of exposure and experience
in an in-school project ought to be acknowledged for what it is.

The third of our general findings is one that we have documented

previously (cf. Interim Report #2). The one "treatment'" which has con-

sistently appeared as important to the youth and to the overall success

of the projects has been "individualized attention". The student

populations being served by'the Youthwork projects tend, as a‘generali-
zation, to be students who have not experienced success in conventional
schools and in conventional classrooms. They are students whose constant
accumulation of unmet academic and interpersonal needs are not well

ﬁka
redressed by large-scale, mass programs. The students appear to hav

besgt responded in these settings where there has been quiet and

consistent interaétion with adults, where the individualized assessment
of their basic skill needs have 1led to an individually tailored and
closely monitored course of study, and where the adults in the programs

have taken the time to assist the youth in sorting out their options
& T .
20 ;
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and choices for tﬁe future (the very oppodsite of an "actor proof"
program!). This finding holds across the various strategies and

across the age ranges of the students. Students have fluorished when ,
they have been treated as ''whole persons”.

In this present report, eaéh of the four strategies have been
examined along several dimensiéns. Those common to the four are l)lthe
conditions and provisions of awarding academic credit; 2) the means
of ensuring youth involvement in the projects; and 3) the forms and
functions of varying styles of program administration. In addition,
each of the four models have been studied from the perspective of one
or more additional issues specific to the model. Recommendations for
the generic as well as strategy-specific concerns are located at the
end of each. chapter. What follows in this present summary is an

overview of those findings generic to all four strategies.

I. Awarding of Academic Credit

The academic credit for work experience pfojects have, of
necessity, demonstrated a’range of approaches. /Given that there aré
no standardized procedures, each project has had to evolve a set of
agreements between itself, the school administration reaponsible for
the certification of credit, and the youfh. The agreements have,
over the course 25 our study, been fh a constant state of change.
This has been due Both to the changes in criteria developed‘by the
school administrators as well as the changiné needs of the participant
youth. But amidst this welter of variation, there has emerged a rather

constant concern--for what competencies ought students be awarded

credit and what form ought that credit to take.
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The fact that there has been such a constant tempo of change

in the projects suggests that it is highly important that there be

developed a means of sharing information .and problem solving

experiences among the projecté. Where possible, they need to be

able to benefit from one another. If there is no single blueprint

for developing the linkage between work experience and academic credit,

then those who are, as it were, in a constant state of improvisation

.
need all the assistance they can muster. Which leads to a second

concern. Technical assistance in the area of implementing the linkage

A,
between academic crédit and work experience needs to be both systematic

and sustained. Assistance in the development of competency statements

and in specifying measurement of these same, competenciles appears

absolutely essential at present. And so long as there are changes -
within the proje¢ts, that assistance should be continued. It is not
evident to date that such assistance has been of the consistency and

g

sopgigtiéation tiéprebéht frequent '"rediscovery of the wheel" by the
various projects. )

Third, therg is the concern té be reitérated from the general
findings discussed in the last section. The fact that the academic
credit for work experieh;e projects hé;e been in a state of flux
renders meaningless any discussion of "outcomes" in a coqventional
senge. That competencies have been defined and redefined, that the
basis for granting credit has been fluid, and that the youth have

more than once expressed bewilderment at the situation in which they

ﬁave found .themselyes ought to give pause to any considerati®n of

summa't ive évaluationa. It is the process that is most.in need of

study, not the measure of products.
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Finally, there is evidence that those academic credit for

work experience projects which have beedfhbst successful implementing N

the linkage between credit and experience have been those projects

with close' ties to the school system if not a particdlax school building.

-

Proximity and frequent interaction appear to be important concerns

to school administrators as they have negotiated with project

officials regarding the granting of Eredit. The fact that the granting
(or withholding) of credit is an important institutional funétiqn of
schools means fhat they are not likely to relinquish tﬂis perégativé
without assurances and some means of monitoring the projects. Being
in'the same school building as other more traditional educational'
activities appears important in this regard. For the projects, there

is perhaps less autonomy, but greater ease in implementation and in

the securing of credit for their activities with the,youth.

II. Youth Involvement

Succinctly, in other than the specific strategy area of "youth

involvement', there is little evidence of it in the Youthwork projects.

Indeed, there is even‘considerable variation wi;hinbthe strategy area.
The reasons for this current.situation are several. ‘First, only a few
projects (five to éeven) havé éreated an organizational mechanism

by which youth involvement could be more tﬁan simply eposodic and
sporadic. In these aucceéﬁful inetancgs, the youth have been given
respong}ble roles in the project, be they ag'"peer counselors" or

as "directors" of their own small enterprises. It is in such
institutional roles as these that the youth have had a basis from
which to discuss their éoncerns and attitudes regarding the proﬁecte

. and the activities taking place within them. -
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A second reason for the low levels of youth involvement in the
projects 1s that there are, save the instances above, no efforts

underway to train the youth to learn how to become more actively

involved in the projects. The tenor of most all projects is that

- the youth are "clients" and,as such, are served. The concept of

"empowering" the youth to take a more directive role in the affairs
of their projects is simply absent.

. Youth also tend to be traﬁsient through the project. While
staff remain, cohorts of youth come to tie project and,after some
period of time, leave again. The proggam is thought to "belong' to
the adults. This limitation plus the fact that the "institutional
memory" of the project is held by adults makes‘&t exceedingly difficult
for youth to play a meaningful role.

In theilarge majority of projects, what involvement has been
evident was that which was most immediate to the concerns and activitigii
of the youthlthemselves——their roles and their responsibilities.

Iss&es of budget, of the staffing of the project, of the design of

the curr}culum, and negotiations with other organizations and agencies
were all retained by adu}t staff. .The point in stressing the latk
of involvement is to alert those interested in‘the issue to the
constrdints as well as to suggest whaF might be avenues for change.
There appears to be liktle or no empirical evidence that youth.
involvement 15 a prerequisite to a successful transition. But,
alternatively, there is little or no literature which suggests it
iz a hindrance. Thus the issue is one of utility. Is youth
involvement congruous with the philosophy and orientation of the
individual project? If so, it should be encouraged. If not, other

strategies are also available to asgsist in the transition process.

. ‘
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I1I. Program Administration

Differeng approaches to program administration among the thirty-six
projects reviewed for this report have proven successful. The approaches
fall on a continuum from a étrong central administration which oversees

proéram operations to a participatory approach where deq.bions are

more frequently made in a decentralized manner. In either event, the

most smoothly operated programs all exhibit a clear sense of program

purpose and direction. \ s

Expressions of dissatisfaction were heard most frequently when
the lines of responsibility were not explicit and when the p{%grams
could not organize themselves to deal with recurrent problems in an
effective manner. In those instances where '"no one knew for sure
what they were Suppased to be doing", p(ggram disorganization and low

'staff morale were clearly apparent. Again, it should be stressed that
no one administrative sfyle was more closely 1dent1f1ea with thege
dissatisfactions any more than one was identified with the successful
practices. What also provoked consideraﬁle frustration among staff

was the sense that they, as an organization, were spending considerable
~am0unts of their time on recurrent problems--problems that they believed
éould be solved b; changes in program organization or more delegation

of responsibility. . Issues such as recruiting students, developing
competencies for academic credit, maintaining high retention rates,

and authorization for expending funds were consistently mentioned as

points of contention.

In contrast, programs operating most smoothly, be they

hierarchical or participatory, possessed several factors in common.

These were: 1) development from a gre-existing program or cluster

of programg; 2) low staff turnmover; 3) location within or near to the

Q ' 25
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schools where students were being served; 4) staff E&hbers were either

members of the faculty®or were at the site daily as participants

in the program; 5) operators experienced in working with in-school

youth programs and with educational admin;st§at16ns in general; and .

6) the program taking place or at least beginning during the regular - -
f ¥

school day. As the number of these factors declined at ‘the sites,

there was a corresponding decline in efficiency of program brganization

and administration.

~
-

To return to a theme noted earlier, there is evidence from
X "
our survey of the administration of the programs that there ig a clear

°

need for technical assistance to the projects on matters of organization,

governance, decision making strategies, and problem solving. The time i
v ~

and energy of many staff and ﬁﬂny adminigtrators at sfmply too many

prejects were taken up in dealing with these issues. A consistent

strategy of assistance might have lessened the times when improvisation

was built on improvisation, consuming more and mord of the energieo
of those on the projects. It is also recommended that thése who are
about to undertake the development and implementﬁtion of ‘such projecto

be provided with in-depth training so as to forestall if not eliminate

the emergence of these problems at yet additional numberg of siteo.

We are likely to find, if no ~assistance 15 provided, that history
S & .

P
- .

repeats it?éif.

’
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CHAPTER qﬁE -

INTRODUCTION -

- The youth unemployment siEBAtion in the United States is a matter

of the utmost national concern. With unemployment rates for all youth

approximately 20 percent and for those of minority youth nearly double

that figure, the country is in'th\midst of seeing literally hundreds

" of thousands of young people. pass into adulthood without ever having.'

bgen'employed. And thé implications of this prolonged period of unem- ;
. N : . ’ d .

ployment and schism between the young and the wopld'of work are‘not

. -~ . .
encouraging. As has been documented in a growing number of studies,

the relation between long term unemployment and the work experienceé of

persons while young is clear: Those who are marginal fo or completely

/outside the labor force'while_they are young tend to Be,the same-

persons in the same pre&icament when they are adults. The process

appears to be a cumulative one, and the cycle of unemployment persists.

L




It should also be scres_sed}hac the size of this population is not

insigeificant On the average in 1977, 1.6 million young people

- \
‘between the ages of 16 and 19 were unable to find jobs and their unem-
L)

| ployment rate was almost three times that for persons 20 years and older;

‘i!ated differently, youth account for appoximately one-tenth of the labor
force, but algost one-quarter of all unemployed In his address of
January 10, 1980'where he announced his new initiatives in the area of

youth unemployment, President Cartek stated that there were:
\//2 million ‘high school studentq in lower income school

. districts alone who are at least’ two years behind in

e ' : their basic skills that are taken for granted in

today's job market, and I need not tell you that the \\
2-year measurement is much better than many of these

young peoples' educational leyel demonstrated. A

large number of high school :ssduates in the United

States of America are still fufctionally iltliterate.

They cannot read or write. égey cannot add or sub- ~

tract well enough to hold a simple job. . oo

There is a second large group of disadvantaged young N

people also, coincidentally, about two million, who g
S are already ,out of school but having severe problems
{ gettin% a job and 1f they ever get a job, of holding

a job.
In sum, there is an "at risk" population in these two categories alone of
nearly 4 million youth who are likely candidates for the unemployment rolls.

The response to this situation by the federal government has been

thtoygh the initiatives contained in the Youth Employment and Demonstrations
Projects Act (YEDPA)'of 1977. Created with a specific focus on the needs
ﬁ?f youth, the effort’was to signal a quantum leap in the support of
youth employment'and training projects. t Indeed, in its first two years ‘
(1977-1979)'Y11PA programs accounted for one fourth of the measured

employment growth for all'teenagérs and approximately three-fourths

of all employment growth for black teenagers.
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But if YEDPA was to be more thah simhly ameliorative--desperate
as such ameliorative efforts were needed--there had to be new approaches
and new strategies for addressing the persistence of youth. unemployment.

The reason being, as Magnum and Walsh (1978) have cogently stated, that -

little or no systematic effort has been made over the past years to

learn from previous efforts, both positive and‘negative. The decisions =

on what programs to instigate, what policies to pursue, and what objectives
to seek have heretofore not been ﬁade..Their rather somber assessment
includes much of what they undérstand to be in the YEDPA initiatives

as well. They note:

It is ironic that after 17 years of experimentation
with employment and training programs fer youth,
Congress found it necessary to legislate activities
. and programs aimed at discovering the causes of youth
4 unemployment and its potential solutions. It seems
fair to ask whether the assumptions upon which past
youth programs were based were faulty, or whether the
programs themselves were poorly designed or mis-
managed. Yet, aside from the research provisions of
the Youth Employment and Demonstration Projects Act
(YEDPA), the programs authorized by the Act are the
same as those which have been implemented over the past
17 years--work experience on community improvement and
conservation projects, institutional and on-the-job
training, counseling, placement and other kinds of
supportive services...Congress undoubtedly hoped that
programs initiated under YEDPA would be innovative and
would unearth heretofore untried techniques, but one
of the criticisms of past programs has been that they
have been almost exclusively experimental. Experiment
has been piled upon experiment, but a concerted, overall
policy for treating youth unemployment and transitional
problems has never emerged. (p. 11) . .

If Mangum and Walsh are correct in their assessment that "aside
from the research provisions", little new or-innovative could be
anticipated from the YEDPA effort, then, of neéessity, attegtioniv
éhould focus on what the research sponsored YEDPA might yield in the

way of new insights or programmatic initiatives.
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of pafticular concern in the present instance has been the initia-
tive taken by the Office of Youth Programé in DOL to sponsor the Exemplary
In-School Demonstration Project. This project has been administered with
the assistance of Youthwork, Inc. Each individual program, competitively
,éelected, was to be an exemplary effort in one of four areas: (1) expanded
private sector involvement, (2) joé creation through youth-operated
projects, (3) academic credit for work éxperiénce, or (4) career information,
guidance, and job seeking skills. The special focus of these programs
has been on the relation between in-school (or those who can be persuaded
to return to school) youtﬁ and employment/training opportunities. The
underlying rationale is one of bridginé the traditional schism in American
society between school and work by developing a number. of mechanisms
whichjallow these two experiences to overlap. Rather than youth experi-
encing their education and work as dichotomous and unrelated,, the aim is
to explore innovative means by which to make them coterminous and
interrelated. )

The individual local programs selected for this demonstration
project were éiated to operate from between nine and eighteen months,
i.e., between September 1978 and March 1980. Programs could include
summer activities in 1979 1if thos; activities were shown to be a
logical extension of tﬁe school year program. They were funded from
$15 million set aside by the Department of Labor for discretionary
prqjects under the authoriQy of the‘&ETP leéislation. The projected
size of the youth populations to be served in the proérams varied from 1
a low of. 35 to a high of 10,000. Sites were lécated,acroSs the nation

in 31 states an&-in locations that ranged from fural to metropolitan

areas. Individual grants ranged from dpproximately $175,000 to $400,000

with the average beiﬁg near $300,000. :3()
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The period covered by this present reporf--September 1978
through December 1979--has provided a sufficient time ffame within

which to examine the four substantive areas in which programé were

to .operate. Each of these four models was designed to address one or

more of the contributions that in-school programs: could make to increase
both thé academic preparedness of the youth‘énd the skills they would \
need to successfully secure employment. The task of this present report
is to explicate both the organizational differences between the four

models as well as to define more clearly within model variations. The

goal ts to provide to program personnel and;pplicy;makers alike an

understanding of the range of;gptions available within the four models

.and when it is that one or another of the approaches appears most suitable

for a particular target population of youth.

A particular strength of this report is that it is able to examine

the programs over time. In this way, our analysis is able to take into ‘
account changes that have occurred ana the merits of these same changes.
The concerns with modifications in curriculum, in restructuring adminis-
tration, in coming to ggreements on the éwarding'of academic credit, and

in finding ways by which to increase the involvement of youth-are docu-
mented in detail in this present repor;:' Each of these concerns, set
within the context.of the on-going life of the individual pfograms,
provides a window through which to examine how it is that the programs
organized themselves and responded to the needs of staff, administrators,
and youth. What is presented hére is an analysis of those contextual
variables that have come to play such a dominant'role in the life

of the programs. Further, it has been these same contextual variables :
. %

.that have come to be such important determinants of variations
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the bulk of YEDPA appropriations, improved knowledge development is of &

between program strategies. The ¢hoices made on academic credit, on
forms of youth participation, and on curriculum have all had an important

impact in differentiating the-strategies, one from another.

YEDPA and Knoﬁledge Development

While the direct support for youtb employment prégrams commands

high priority. Indeed, the Cbngress authorized in the legislation that, o
A

up to a full 20 percent of the YEDPA funding could be used for demon-
stration pfojects seeking innovative means by which to address theaprobléﬁmy

of youth employment. The first General Principle of the YEDPA  Planning

- o
Charter of August 1977 stated: , ! &

- . ny
Knowledge development is a primary aim of the new
youth programs. At every decision-making level,
an effort must be made to try out promising ideas,
to support on-going innovation and to assess per-
formance as.rigorously as possible. Resources
should be concentrated and structured so that the
underlying ideas can be given a reasonable test.
Hypotheses and questions should be determined at
the outset, with an evaluation methodology built
in. (p. 5)

With the first phase of YEDPA funding in FY'1978,,an ambitious
agenda of demonstration, research and assessment activities was implemented.

The Knowledge Development Plan structured an array of discretionary efforts

which would hopefully address a number of thelmost pressing questions
facing national policy makers. (DOL, 1978.) Within this 1978 plan
were a number, eight to be exact, "first order”" questions which needed
to be answered to both design and implement-the national prierities

regarding youth unemployment. Of the eight.first order questions posed

by the 1978 Knowledge Development Plan, two are relevant to this present

report. They are:
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1) Are there better approaches and delivery mechanisms
for the types of career development, employment and .
training services which are currently being offered?

and

2) What works best for whom? What performance or "
outcome standards are best. to determine what does
and does not work for youth? Which youth with
what characteristics benefit from which programs .
and approaches?

It became apparent that’as YEDPA moved iﬁto its second fiscal

year (1979) that a‘number of "second order" questions also deserved
attentioﬁ. For the most part; these questions were refinements and further
clarifications of the original eight. They focused more specifically,

x for example, on targeting for sub-populations of youth, on isolating
the effects of specific service components, and to compare among aiternative .
delivery approaches. Seven such second-order questions were posed for
the fiscal year 1979 effort.. Three of these seven can also be addressed
with this present report. They are (DOL, 1979:5):

1) What strategies are most important at different
points in the lives of youth? Must training be
delayed until greater maturity is achieved?

Are employment and training programs a way of
inducing maturity? : .

2) How do the problems of significant youth segments
differ including those of migrants, rural youth,
the handicapped, offenders, young women with
children, runaways, and the 1like? Are special
needs groups and special problems better handled
by mainstreaming or by separate programs for
these groups?

*

and

3) How can the lessons from knowledge development
activities best be'transferred to improve
existing youth programs. How can the institutional
change process be promoted?
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" Of course, these br&ad questions from the fiscal yearé;1978 and

1979 Knowledge Development Plangs subsume many more detailed and spe-

cific sub-questfbns. Several are taken up in this present report.
They include (1) wha; insitutional settings appear most appropriate for
pérticular sub-groups; (2) what strategies are most appropriate for
enhancing the quality of the wofE experience; and (3) gtrategies for
enhancing the apprdpriateness of the job placementfy

It should be stressed again that the vantage point from which
these questions afe addressed 1s that of the actual programs themselves.
The views are not those from the "top down", but from the "bottom up".
An important distinction and one that ought not to be dismissed when

further policy and program initiatives related to the YEDPA effort are

undertaken. ' v -

Youthwork, Inc. and Knowledge Development

The ﬁrogrammatic activities of Youthwork, Inc. are a dir;ct responsge
to the efforts by the Department of Labof to address key knowledge ,
development issues. With Youthwork focusing on in-school youth and the
manner in which the educational and CETA delivery systems are able to
contribute ;o the resolution of the youth unemployﬁéﬂt problem, there
has been achieved that ;ecesqary concentration of resources "so that the
underlying ideas can be given a reasonable test". The Youthyork knowledge
development effort has predicated its endeavor upon the following
assumptions:

--More 18 known about the intentions of innovative

youth programs than about program operations.
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~-More is known about program outcomes than the

/\\ processes that generated such outcomes.
--More is known of the reasoms for program failure
than for program success.
uw}th these assumptions explicated, Youthwork formulated four
knowledge development goals, each of which sought to address the imbalance
described in one or more of the aésumﬁtions listed above (Youthwork; 1978).
1) To identify barriers to program implementation -
and how to overcome them.
2) Tb ident§fy unique features within programs that
most help youth to achieve program quectives.
3) To examine both the degree and direction in whiéd\ o
participating institutions have changed, and how
these changes took place.
d 4) To assess basic assumptions underlying both the
policy and practice of in-school programs in

ﬁelping youth make the transition from school to

work.

v’

To achieve these goals, Youthwork gtructured its knowledge develop-
ment activities towards data collection and analysis in three areas:

the central policy question of the respective roles and feeponsibilitiea

of the educational and CETA delivery systems vis-a-vis youth employment

and training; programmatic issues relating to the implementation and
collaboration of approaches undertaken by individual prbgrams in the
four focal areas; and the local knowledge development issues unique to B

each prdgram operator and community.




It is to aspects of the first and second of these data

4

-

collection and analysis areas that this present interim report is addressed.

This report focuses on between as well as within model differences. It
describes and analyzes certain unique features which distinguish programs.
The degree éhd diréction that the participating programs have changed

is 1lluminated as are several of the fundagﬁntal assumptikgﬁ,fkéut the
transition from school to work and the manner in thch different
programmatic models are thought to assist in that tramsitionm. Direct
observation of program activities, both formal and informal interviews
with participants, and the longitudinal perépective have all been employed

to ascertain when programs are working, why they are working, and for

whom they are most appropriate.

Targeting on In-School Youth: Defining the Issues

As suggested in the quote by Ginzberg at the beginning of‘thié
report, there‘are éwo cong;aéting views on the origins and persistence
of youth unemployment. The first view posits that many applicants are
not hired because they lack certain basic competencies or that the
skills they do possesé are outmdded or for which thefe is little
demand. The fault for this situation 1s laid on the doorstep of
education, the sector of the soclety résponsible for instructing the
youngj}n basic competencies and for orienting them towards appropriate
adult roles The alternative view holds that the 1ssue 1is not one of
the skills or competencies of the applicants, but rather that for some
years now there has been a weak and inconsistent demand for labor--
particularly the labor of the young. In this context, the point 18

raised that one can create a thousand and one different bridges for

o
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the transition from school to work, but if there 1s no.work when the

4

t;ansition is completed, all is for naught.
Ginzberg wrigés that he believes both ﬁositions to be overstated.’

But overstakement 1s not the same as being incorrect. If both positions

ate fundamentally true, then each is tied in a reéciprocal relation to:

the other. Which, in turn, S%Fgests that gny effort that éddresses :

only one of the two propositions will have a very low probabilify of -

_ success. No single strategy can be assumed to comprehensively- address

what is a multi-faqeted and multi-dimensional pgenomenon.
But having said tha; a single strategy will not spffice is

simply to have stated the negative. Indeed, it 18 not clear what will:

work, hence, the emphasis within the YEDPA legislation upon innovation

and research. We must consider ourselves fortunate at this time if we later

learm that we have been'working with the correct questions, for it 1is ) 9

obvious that we are some way off from providing the correct answers.

Witness this summary of responses by program operators to the question

2

of how to enhance the motivation and performance of the youth in their

programs (Mangum and Walsh, 1978:68-69):
) .

The majority of operators at the local sites agree )
that motivational and performance difficulties asso-
ciated with youth are among the most severe operational
problems. But there is disagreemént on how best to
resolve these issues. Some argue that programs dealing -
with youth should not contain other target groups,
thereby allowing operators to concentrate totally on
their special problems. Others assert the opposite,
that the role models provided by elder, more experienced
workers are essential for the younger, less stable
employces. Some operators contend that the problems
of youth may not be particularly different fygbm these
of other hard to employ groups and that a wel
structured program with quality work sites providing
meaningful work, training, and opportunities for
permanent transition is the key to success with all,
target populations. Other combinations of program
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treatment are being attempted with youth, such

as the inclusion of remedial education and insti-
tutional job training in the basic work experienpce
format. What is clear is that definitive answeré

Y to these or other questions concerning.the most
effective methods for dealing with youth are not
yet at hand. (emphasis added) | '

If definitivg answers are not at hana, the first task then 1is
one of sorting out which questions are likely to be anawerea and when.
Secondly, it will be necessary to undertake systematic efforts to gain
the answers in such a way that the impact 1is cumulati§e. In much the
same way as the OYP has prioritized a set of generic éirat and second
order questions, the same has to be done on a more specific level for
each of the areas in which we are woefully lacking in data and
answers. We have to begin to chart our course, or we will end up
once again as Mangum and Walsh described it earlier, without an overall
policy for addressiné the issues of youth'unemployment and school to
work tradsition. |

We are at present in a staﬁe of approximation--a stage where

there are useful operating Ieséons to be learned from answering

" correctly posed questions. Our sophistication in eorting out what

works best for whom 1s slowly accumulating, but agai&, we are learning
more about the negatives, i.e., what not to do, and still uncertain
on the prescriptiéﬁ.

There are sTveral additioﬁal insights to be gained from é closer
examination 'of the duality and reciprocity of the cagsal relations posed
by Ginzberg. These can be presented as complementary‘to his basic
position and can also illuminate the framework within which the
following analysis of the four progragmatic‘alternativcs has ‘been

%
under taken.

/
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First, .the fact that effective strategies must include gtfention
to both sides of the relation-;training and employment--necessitates
that those institutions which perform one or the other of these functions,
best must, of necéssity, work collaborativgly with.pther instifutions
to achieve tbe maximal impact. The issue is not one of "either-or",
but rather that .'of what each ‘is able to most effectively contributé
to the success of the wﬁole. It is\no longer either education or
gmployment, but an effective combination—ef the tw§4 The‘taskﬁis to
work out effective linkages between institutions so as to build on
respective strengths. That such a view\has been accepted by the Congress
and the Department of Labor is élso evident in the ﬁandated 22 percent
"set aside'" in the YETP portion of the YEDPA legislation. These funds
have geen specifically Eargeted for those programs which are created as
a result of collaborative efforts between the CETA and LEA fn an¥ .
locai community. Literall; hundreds 'of such awards have been made 1in
the past two fiscal years, suggesting thag collaboration is beginning
aﬁd the exploraéion of mutual assistance 18 underway.
Second, the question of/GWhat works best for whom" remains of

. , L4
the highest' priority. 1If resources are to be used most effectively

to assist those ﬁost in neé&, thgre must be an increased )
unggraganding of the education and eﬁployﬁent needs of groups of

youth and how 1t 1is thqt these can be fulfilled. The concern is for
specificity, or as 1s used in'the title of this report, with ";argeting".
The match between ghe needs of‘y;uth and :he cdnréc;(program response

is a major concern of the current YEDPA de@onstration efforts. The

creation of Youthwork and other non-profit intermediaries is but one

example of the means being employed to study specific program alternatives

across various youth pepulations. 2 .35;
v <,

/
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Finally, to remediate for the present lack of skills and compeQ b

tencies among literally millions of young people will necessitate a

e .

. strategy different than that which must be employed to halt the con-

tinuing rgoccurance of this condition in the futuref For teenagers and
young adults who lack basic skills, the options are relatively limited
especially if they have already left the educatibeal system. Remedial
programs can be created, but current\p{gctices are not encouraging as

to retaining youth in the programs, 1if in‘f/;t they ean Se persuaded to
enter in the first place. The transmiesion of basic skills by nen- ,
trqditional means 1s ;erhaps the preeminent educational(%halleege for .
this eohort of youth. On the employment side; the¥ same can be said N
about the creation of stable employment opportunitiecs. )

For those youth who are éc111 affiliated with a school, the clear

implication is that programs on their behalf must be initiated m‘th

_earlier in their schooling process. They also must be done with a more

systematic attention to the acquisition of skills and the demonstratien
I
of basic competencfes. The creation of remedial programs for ‘students

in the last year or two of their formal education is simply too little
and too late. The effort has to begin early and concentrate

upon those in greatest need. (Here again there is a clear con-

sistency between this position and the recently announced youth unem-

®

ployment initiatives by the President om January 10, 1980.) The investment,
ecarly on and intensive,apﬁears to be worth the cost. As Adams and
Mangum (1978:137) have roted: .

Investment in education and training during youth
15 elosely correlated with subscquent investment
over the life cyecle. These who imvest early,
continue to invest later. Thus, part of the
economic returns to education and training during
'youth is realized through access to subsequent

Y 1
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4

education and training opportunities. Not only.

* 18 this Tmportant to early labor market success,
but also to avoidance of later economic and social
problehs associated with declining investment and
ensuing skill obsolescencé with age.

Though the recgntiNational Academy df Education reﬁort (Kerr,=gt4§1.: 3
1979:17) offered a more guardgd assessment when it Stated,vwith res#ect
to‘the'longterm impaét of{éork—edugation progfﬁms,”;The a;ifage.eff%cts . /
are mo&eéﬁ at'bést,"'the point remains: participation in educatioﬁ ‘and

employment training programs does have an impact upon the life-chances
' ;

of-ybuth. The empirical question is not one of whether an impact, but

: |

in what degree. ’ S /

” o . - ~

The sites selected by Yodthwork to serve as Exemplary In—Skhool
] t - . ) . ' “' “;\
Demonstration Projects have Péfb presehted with a challenging se¢ of

problems. The sites were chosen for theirvpotential,to demonstréte that '.
innovativg programs could be created so as to_ impact upon the tLansition
from school to work for specific target populations of American.youthw
All parties to’theée exeﬁplary ;rogfamé have had to deal with'a continuing
set of changjing conditions, changes that haq'the potential for severe
disruétions‘An the ptovision of services to the youth; It is to the
credit of the CETA and school delivery systems, a; well as to the
lDepartmént of Labor and Yo Youthwork, that in spite of many start-up

. .

’ ' . \ * : . ) B
problems and. the chaotic press of the first year -program implementation, .
9q . -

the preliminary findings are strohg and consistent. The various p;pgtam . o

models are taking on distin!@&ve attributes and %illvcoﬂfribute significantly

to our understanding of which in-school programs are most apprqpiiate' V ;

for which cohorts of youth. The four models provide a cogent analytié“
’ » o .
framework within which to discuss in-school alternatives and their

relation to targeting on youth in need.
I
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Having said this, it 1s important to stress that the findings

reported in this interim report are based on the first fifteen of

the eighteen months that the projects have been slated to function.'
As such, this report must be taken for what it is, an interim asgess-
ment of what we understand to have been in existence through December
l979; The four models_have undergone, in\greater‘and lesser degree,’
ghanges since_their initial'conceptualiiation, let alone in their
earlv implementation. ‘This report seeks to-e;plicate several of these

key changes and provide insights on the strategies which appear most

appropriate to insure the’ successful application of the intended ‘
/

model. This report can provide an important backdrop for discussion of the

variety of alternatives available to CETA and individual LEAs as they

7

" seek to combine their efforts on behalf of in-school youth.

L]

On This heport e

The primary source of data for this report has been the materials
produced by the individual onesite observers at each of the 36 reporting
projects. These observers; with few exce:i;ons, beéan their affiliation
‘with the sites during the veryjfirst days of program start-up. Their
field notes reflect the sensitivities which can come only from a

’

long and in-depth involvement with their respective programs. It has
been the task of‘the Youthwork National Policy Study staff at Cornell
University to.bring together the ethnographie notes, the materials from
countless interviews, the extensive documentation, and the various
numerical data as the basis for analvsis. It is in this way that we

have sought to describe the mosaic that is the Exemplary In-School

Demonstration Project.l Together with these multiple forms of field

lA detailed account of the methodology employed for this study can be
found in Chapter Two.

B L "4:2;: , -’



~ These latter data have 5een particularly helpful in allowing a melding

17

data, use has been made of the MIS. data system established by Youthwork.

of the descriptive data with various tabulations: number of participants,

time in the program, projected target group enrollments, etc. The final

thread weaving through this ahal&sis is 'that of the extensive literature

which has emerged with regard-to/youth unemployment in general and the

YEDPA initiatives in paréicular. While little of this literature has

been formally published in journal\articleé or books, the number of
- - )

reports, conference papers, occasional papers, and federal documents
grows almoél daily.

- Each of the’following four chapters reports on a different program

©

model within the Youthwork inifiative. A-number of anélyses cut across

these four chapters: form and content of curriculum, patteins of pro-

’

gram administration, agreements on the awarding of academic credit, and

mechanisms for increasing, youth involvement.

-

" Recommendations for both the Department of Labor and Yduthwork,

Inc. are located at the end of each chapter. The recommendatioms are

‘emergent from and consistent with the individual programmatic focus

found in the four aféas. ‘That there are differences in the recommendations

acroés thege four areas, (e.g., recommending increased_individualized

instruction in one area and increase adult instruction in another) is

to be expected. Indeed, it is precisely this ability to begin to
differentiate which programmatic options appear to best function with
varying organizational forms and for which groups of students that

. — .
marks this Interim Report as an important contribution to our under-

" standing of "what works for whom and why?".

43
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. CHAPTER TWO

METHODOLOGY: TTHE APPLICATION 'OF ETHNOGRAPHIC TECHNIQUES

Introduction

In Seﬁtember 1978, Youthwork, Inc. requested a group of researchers
at Corﬁell Universit£ to undertake a longitudinal ethnographic study of
the entire cohort of funded pfojects. The Cornell effort, entitled the
"Youfhwork National Policy Study" began immediately to locate and train
on-site observers for each of the projects. The first training'éession
for observers was held in October 1978 in St. Louis, Missouri. .Subsequent
training sessions for ad&itional observers were held in Washington, D.C.
and in San Francisco. All told, observers were trained for 44 of the 46

operational sites. A second round of training sessions, to

allow for necessary "mid-course corrections'", were held in the Spring

1979. Training was also provided in May 1979- to observers from an additiomal

seven sites added to the original cohort offprojects.

The first training sessions were used to acquaint the newly hired

observers with the initial foci of the research effort and to examine

. the basic skills observers would need for their fieldwork. The emphadis

18 4 4
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was on‘describ%ng how to traingulate da;a sources (pg}nted matter, obser-
vations, formal interViews)‘and effective ways to acquire déta whiéh
would contribute to answering the key policy questions. The focus of

the Spriné training session was to further specify the issues to be .
examined in the remainder of the year. The session also dealt with
particular prgplgqs encﬂgnt;red by observers during their first'sik
months on Fﬁéi?’éifés. A ﬁhird emphasis was a review.of the nature

and strengtﬁé;ggﬁin-dep;h focused interviewing.

A signifiéant departure from tradiéional ethnographic research
was instigated with this present study. Rather than send the observers
into the field and wait for the "emergent issues" to become apparent,
time constraints as well as specific policy que?tions of concern to the
Congress, the Départment of Labor, and to Youthwork, Inc. necessité&ed
the pre-definition of the areas of }nvestigatioﬂ. Five'"analyéis |
packets" have been written, each of which has focused oﬁ a Earticulaf
area of study. The analysis packeﬁe have not specified how thé data
relevan£ to'the various policy 1ssues should be-collected,'only what

were the areas of concern. Appendix A (attached) is'a copy of the

Analysis Packet developed for this report. As such, the pécket provides

the framework within which the data for this present reﬁort have been

gathered.1 Throughout the study, observers have remained responsible
for determining the important. events and activities at their reapectlve’
project sites and for insuflng that these events are faithfully

reported in their field notes.

a
L]

lThis is not lo suggest that this report has been based exclusively on

data collected with respect to the Analysis Packet. Material from other
analysis packets has also been used when appropriate. '

@
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Perhaps moré importan; to stress than the changes‘made within the
methodology is the fact that qualitative research is being used at ail. .
The application of this method to the study of the Exemplary In%School
Prqjécté ripresents‘something of g break with traditional approachesgtq
the study of education and employment training. Rather than rely'exélu-
sively owithgymodels of "input-output" evaluations, or those which stress
éummative approaéhes, Youthwork, Inc. has opted for a multi—methdd;. |
evaldation.‘ It is employing both quantitative and qualitative approacheé.Abu
In this ménner, Youthwérk has avatlable analyses based on the study of

social processes and day-to-day realities not amenable tobquantification.

Not all that should be known about these prpjects can be learned thfough

mathematical ¥ormulas or standardized testing. An in-depth familarity,

a closeness to the staff and students, a longitudinal perspective which

permits the oserver to study changes and reactions to changes over time

are all strengths derived from an éthnographic approach.

There is a growing consensus among those involved in large scale
policyjevaluations that there is an i@portant, indeed critical, role to
be pla&ed by‘qualitative research. Too ofteﬁ in the past, the assumption 0
has been-made that statistical réalities coincide with cultural realities.

That this is not so has been the Achilles heel of so many efforts at
v

evaluating employment and ttraining programs. Succinctly, to buiid from

the ground up, one needs to know what 1s going on at the ground level.
As Weiss had already noted in 1970: |

One hopeful direction is to place less stress
on evaluation of over-all impact, studies that

. come out with all-or-nothing, go6/no-go conclusions.
More resources should be allocated to evaluations
that compare the effectiveness of variant
conditions within programs- (different emphases
and components of programs, attributes of
sponsoring agency structure and operation,

16
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. - -4
characteristics of participants) and begin .to
explain which elements and sub-elements are
associated with more or less success. Such
an approach produces data of interest across
a wide range .of programs and has high utility
in pointing direction for further program
development.

2

In reviewing a large number of studies‘of the utilization (or
lack thereof) of program evaluations, Alkin and Daillak (1975%'ﬁave@
conéluded that the utilization of p?ocess evaluations is hindered by
the attempt to translate complex and multi-dimensional variables into
linear and discrete variables. Program personé themseives know this

ﬁcan badly destroy their program. Thus they increasingly tend not to
place much'reliance on such material. 1In the end, it is of little
benefit to program operators and polic& makers to have to rely on
artificially created "clean" data in a complex a;d messy world. Alkin
and Daillak also conllude:

In a very real sense, there is another major

finding of the study; an enhanced conviction on

our part that naturalistic methods are the most

powerful and appropriate methodology for the

study of utilization. (p. 49)
We would conclur and suggest that the same would hold true for studies
of program implementation and inter-institutionmal collaboration as well.

What follows in this present chapter is a discussion of ﬁhe
methodology used in this research. The key point be reviewed are
the theoretical and empirical rationale for quaf:i;j::;\;;aearch, the
various techniques employed, the manner in which the data were coded

and analyzed, and the strengths and limitations of the overall approach.

I. Theoretieal and Empirical Rationale

Many lébels have been attached to the research strategy in which

researchers directly observe human activity and interaction in a

47 %
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naturalistic environment. The earliest use of this technique was by
anthropologists in their field studies of pre-literate peoples.
Malinowski (1922) labeled his technique of observing and participating
in.thé'Various activities of a Trobriand village as "ethnography'. He
described his‘goal in Qtilizing *this technique as follows:

The field ethnegrapher has seriously and soberly
to cover the full extent of the phenomena in each
aspect of tribal culture studies, making no dif-
ference between what is commonplace or drab, or
_ordinary, and what strikes him as astonishing and
out of the way. At the same time, the whole area
of tribal culture, in all ‘its aspects, has to be
gone over in research. The consistency, the law
and order which obtain within each aspect make
also for joining them into one coherent whole.

More recently, Valentine (1968) has called for new ethnographic

research to be conducted among various groups of North American urban

poor. He states it will be only through direct participation in the

life of those being studied will there emerge an understanding of the
structure of the society in which they live. Valentine contends just
as provincial judgments were made by colonialists concerning the
peoples they encountered, so also provincial judgments are preéently
being made about the poor by middle-class social scientists. The
provincialism must be overcome by sustained contact which leads to
acceptance and understanding of the internal logic of the group being
studied. Valentine notes (1968:8-9): ‘

From the time of pioneer field workers onward, it
has been recognized that prolonged, intensive,
direct exposure to the actual conditions of life
is needed to understand a previously unknown culture.
This involves direct observation of social behavior
and participation in community life as well as
systematic questioning and discussion with informants.
Only by this immersion in on-going group existence
can the anthropologist probeé thoroughly beneath the
surface of a culture and replace superficial impressions
with more accurate insights.

48

$




b

- 23

Dating back at least a half cenﬁury, American social scientists
have utilized ethnographic research. They have completed sucg diverse
studies aslfhose of industrial strikes (Gouldner, 1954); patterns of
community organization (Hatch, 1948; Lynd and Lynd, 1928; Warner, et gi.,’
1944); behaviorlin public places (Gqffman, 1963); psychiatric inter-
viewing (Scheff, 1966); clientele in stores with pornographic miterial
(Polsky, 1967); development of racial identification (Clark,l1947;'

o

Goodman, 1952); Whyte (1943) and his study of "Cornerville'"; Liebow

'(1967) with cab drivers; and Bogdan (1975) to measure "success" 1n a
-3

poverty prograh.

Within the field of gdﬁcation, both participant and nonparticipant
observation have been employed in the study of classroom activities and
interactions. Bellack (1966), Biddle and Adams (1967), Henry (1963),
Rist (1970, 1973, and 1978), Smith and Geoffrey (1568), and Kleinfeld
(1979) have all utilized direct observation of clasiroom situatiohs to
analyze attitude formationm, ﬁeer group relations, student teacher
training, and variations in teacher control techniques. The ethnographic
approach ﬁas been used in several recent large scale evaluations of
desegregation (Rist, 1979), science education (Stake, 1978), and
educational change in rural school diatricts (Hérriott, 1978).

In the employment field, Wurzburg (1978,1979) adoptéd a case
study approach to provide an'on-going ﬁicture of how prime‘ﬂponsors
were implementing YCCIP and YETP programs. The Work in America
Institute (1978) uséd short case studies to describe private sector
iﬁtiaCivcs for the hard-to-employ and the National Institute of

Education funded the RMS Research Corp. (1979) to conduct intensive
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ethnographic evaluations of implementdtion efforts at four replications

of the Philadelphia based OIC/A model of school te work transition. -

II. The General Research Plan i -

The Youthwork Nationai Policy St;dy chooe the ethnoéraphic aporoach
because of its flexibility in oesign and execution ond, most important, -
because qualitative dato are most uséful in capturing the prooesses and
on~-going problems and successes of. program development.and implementation.
In addition, thesevtypes of data easily lend themselves to a foroative
feedbaok design which islessential to the improvement of employment and
educational programs for low-income in-gchool youth. The field work
has drawn heavily ;;om the methodologigs EYaditiondliy assoefated with
anthropology, sociology, and social osychology.

Throughout thesperiod of the field work, the field researchers,
one at each of the sites, have'funct@onod as ethnographers. Their
overriding concern has been with capturing and describing various ﬁ -
dimensions of the project. The role has been more that of ; student
interested in learning about how tho various ‘pleces of a puzzle fit
together than a traditional evaluator who enters the‘sotting with
explicit a priori assumptions about what the systeo 15 and heow it 1s .
supposed to :function.

The complexities of 1mp1emon;ing multi~-task programs in Schools
are different to capture wi;h straight interview data and/or survey

questionnaires. The field researchers have been trained in the appli-

cation of the traditiomal emic‘approach to field work. This approach
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dictates that the observegkshould ascertain the criteria that informants
use to interpret and describe their own experiences. Variously des-~

cribed by other researchers as "folk system analysis", or studies of

’

the "social construction of reality", the importance of the approach
has been described by Ogbu:

From this perspective the behavior of any group of
‘people in schools, churches, or political rallies

are not governed by an "objective reality out there",
but by the "reality" they experiénce and interpret.

ost studies document the middle class interpretations
of the universe of these people. Although the theories

that emerge may be self consistent, they do not repre-~ -
sent accurately the "realities" they attempt to explain.

Data Sources
.-

Field researchers have used multiple data sources for their
description and analysis of the in-school exemplary program with which
they are affiliated. The basic strategy of data collection is that of.
a triangulation of data sources, i.e., to combine varying kinds of -
dafa from different sources (cf. Denzin, 1970). Data froem diverse
gqurces tend to be complementary because of theif'reFiprocal strengths
and weakéessea (cf. Rist,'1977). The basic research activities of
on-site observers have been those which simultancously combined document

: 1
analysis, respondent and informant interﬁiewing, direct participation,
and extensive observation of the various fcets of the loeal project.
There was also the occasional opportunity to use data gathered by
others at the site, e.g., third party evalgators.

Participant Observation. Ethnographers attempt to immerse

themselves in an environment to understand the situation or the

system--allowing impressions and patterns to emerge from their

a1
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participation w}ﬁh, and observation of people in their natural setti&ks.
*Ethnographic field work is guided by grounded theory (cf. Glaser and
‘Strauss, 1967). This involves develoﬁi;g hypotheses and analytical
framewérks by intédracting directly with the empirical reality.
Traditionally, field work of this type was only aesumed possible through
a long and intensive périod of residency on site. Of necessity, the
field work conducted in this present study was done on a somewhag
different schedule. An important variation from the‘classical modél
. was that the observer was fot "in residency”, but was a member of the

local community who .visited the site on‘an average of one day per week.

’

The amount and quality of data that were collected over the months and
mqnths of these weekly visits shggests, though, that the traditional . -
model may be ove;stated fof study of American orgénizations when conducted
by Amertcans themselves. As Pelto and Pelto (1970:92) have w;itten:

Every individual is a participant observer--if
not of other cultures, then at least of his own. -
But the typical nonanthropological resident in . (
a foreign community returns to his native haunts
with a very unsystemmatic and incomplete picture
of the scene he has observed. Field work requires
i much more than simply "being there" and passively
watching what people are about. Often the field-
+  worker, in observing a particular pattern of .
behavior or an event, needs to find out a great
deal more about that event than he 1is able to
observe firsthand. His personal theoretical
frame of reference suggests to him sets of questions
~ to ask; relationships of this event to other types
of data must be explored, and a host of other
materials must be considered in order to make
individual observatioens ugseful. In cases where
the fieldworker feels that a significant block
of information 1s available to him simply through
his observation of a particular type of event, he
may nonetheless need to devise ways of, ensuring
the representativeness and objectivity of his ~
observations in a series of repetitions of the
given event. By structuring observations and |
systematically exploring relationships among . S
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:

different eventg—-through dnterviewing, watching,

and perhaps administering 'tests"--participant

observation can be converted to scientific use. . .

(p- 92) .

Over time, our data suggest .repeated patters of behavior emerge and are

identifiable, even if observation is non-continuous.

Key Informant Interviewing. "Working with informants is the hall-

mark ,of ethnographic field work", according to Spradley and McCurdy (1972).
The difference between a respondent and an informant is that a respondent
will respond to specific questions (usually honestly) whereas an informant

answers specific questions and then supplies additional, unsolicited
!

information (both related and unrelated to the question), giving the -

.

researcher a broader view 'of the situation. Spradley and McCurdy (1972)

explain the process and difficulties in selecting 1nformants. '

The ethnographic field worker must locate helpful
people, win their cooperation, and establish a
close, personal relationship with them. This task
is not simple, because it involves a basic conflict.
On the one hand, the ethnographer establishes a
relationship of trust with his informants. It 1is
.{;isirable that this be producrive and beneficial to
th parties. Often it is marked by friendship.
On the other hand, the ethnographer seeks to know
things that informants may be reluctant to reveal.
Indeed, they may perceive that the researcher is
asking them to tell“fecrets about other people to
whom they are loyal. At the very least, they will )
be asked to talk about what they know in a manner
that is new to them. Some of the ethnographer's
questions may be embarrassing, otherd are outright
stupid.

This basic conflict is exacerbated when one is perceived as an evaluator.
Generally, working %lone rather than in teams creates a less threatening
atmosphere which is more conducive to gathering data. The value to a

rescarcher in having a key informant is that this person knows their

/
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&

tetting from the inside and has had experience in their current soclal

‘ 4
situation, e.g., the school. Another important characteristic of a

gooé/zgiéxpnnt is his/her willingness and ability to talk or
communicate. -

»
.
L

%;?B}mnl Interviews. Many of the data.yere collected during

» informal interviews with students hnd staff members during lunch or

after school. The purpose of using informal interviews was to'collect
. data in normal, "natural” settings. Information collected in the
natural setting is more likely to reflect real conditions and’ )

constraints operating on the individual. The approach avoids many’

v of the problems associated with role playing. ' In addition, this

N

approach mitigates many of the problems that exist in the laboratory
setting 3perg artificial stimu}t (stimuli iselated from the context
in which an individual would actually be operating) produce an

artificial response (% response that reflects the environment of the

o
)

laboratory). Informal interviews have also been conducted at the

homes of staff members, bars, sitting on the hood of a ear, a coffee

shop, staff offices, and on the streets.

Biographical Case Studies. Case studies of individual

students, their background and progress thro&h& the program, conétnub
to be compiled. These studies document the development of students
“—~ as they progress through the program. Expressive autobiegraphic
1n£er;1ews have been extenai&ely used thus far to develop the case
studies. The expressive autobiographic intervicw accerding to

Louise Spindler is:

. 2 '

" ) ) ‘ 54 - r.?" 2
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L A cross between a structured interview and a
' ‘chronological autobiography. The respondent -
. 1s asked to tell the story of his or her life
but intervention by the anthropologist at
critical points...relevant. to (speciﬁic topical
points of interest)...turns the autobiography -
to relevant considerations and permits an 4
economy of time that is,nbt possible with the
full autobiography. (Spindler and Spindler,
1970, p. 293) :

&

The data collected from these intensive interviews with the youth
have been integrated into the present study by means of illustration. In.
this manner, the impacts of programs can be portrayed in the lives of

‘A
individual youth. \

Written Documents. Field researchers obtain copies or make
. :

abstracts .of all written records pefﬁinent to their exémplary program. chh
records have included evaluation reports, memoranda, announc ,eﬁéé,

internal communications, yoﬁ—confidenfial,aésessments ofjstﬁzznt per- | .
formance; formal contrgcté'of association, néwspaper clippings and the

e ¥ ' b ’
like. Also, the actual learning packets, textbooks, supplementary

reading materials and assignments used in the yarious pfojects have con-

¢

tributed an understanding of the system. They have beén used as well

L4
to document “the instructional prq%fices used at the different sites.

hd ~

MIS Data. One aspepglof the multi-method approach being used
by Youthwork, Inc.‘td evalua;é the Exemplary In-School Programs has
been to collect ceftaid s;andardized data across all operatiénal sites.
This hasg beeh’done thfough the use of a‘Managem%Pt Infbrmation

System (MIS). paié collected from each site in this system include
. : : ’ 14
number of students enrolled, number of students who have successfully

-

completed the ,program, the percentage of predictef student population
- { : : -

\ L
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served to date, the size of staff, and a host of demographic hariables
< v

about  the individual students. These data have been .made available

to the YNPS and have been incorporated into this and other reports.

Data Transmission. Two forms of -data have been producg%'by

~ the on—sitelobserverss‘ The firsgsis a copy of each ané every ﬁrotocol

generated by the observer during any data collection endeavor, be that

~effort one of iﬁterviqwing, observing,.or the collection of written

materials. These are gathered together by the project director and .

L]

staff at Cornell so as to maintain a continuous monitoring system of

field produced material. To date (February 1980) 1807 such protbc018>

» .

have been produced and mailed to, the YNPS Cornell office.

The secopd form of data transmitted from the on-site observers

h.ave\beoaibrigf (3 to 5 page) analytic narratives written in response

to due&t
specific di ensions related to the key policy questioné guiding this

research effort.

[

‘ o : !
Organization and Analysis of Field Notes )

’
9 %

Systematic .and analyticallgbse}vations depend upon the recor%}ng

" of complete, accurate, and detailéﬂ)field notes. On-site observers are

charged with recording their observations as soon after witnessing an

event or an interview as possible. Field researchers were cautioned
v . . - .

that wsing mechanical devices such as tape.recorders for the recording

of events tends to inhibit spontaneity and candor. Unless otherwise

3

agreed upon with the individual site observer, no mechanical devices are

used during on-site observations. During the,reseafch, training

sessions were held at which observers were instructed in styles of note

i 5

~
-

1Y
(4]
x

\:§i~fént by the Cornell staff. The questions have addressed ;o
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taking and the manner in which the fieid notes were to be converted intq

protocols. These protocols are the key data source for the subsequent

analysis. One copy of each protocol remains with the field observer
“and one copy is seﬁt to the YNPS Project Director. All pto£00015 are

.read promptly by YNPS staff. There has been close contatt between )

. YNPS staff and on-site observers. The YNPS staff requests additional

data to correct omissions, resolve contradictions and clarify ambiguous
statement; while the material is still fresh in the mind of the on-site
observer. Additionally, other kinds of s;;ffggies or‘activifies to

\be obserﬁed may be suggested to provide data needed to answer particular
probing questions. Sample protocol pageé from two on-site observeré are

enclosed.

«Distilling these voluminous files,of protocols -has required a

. [
v, -

series of coding and editing Stepé. Code sheets have been developed to
coincide with each of the analysis packets. Reading thé protocols and
categorizing the data by topic has been undertaken by.the YNPS staff
and done according to a framework necessary to‘answer the key policy
questions. Further, this effort has allowed for a -standard conceptuél

framework to be applied.across all field sites. In the past, multiple

frameworks applied to multiple sites have often detracted from

™
the ability to generalize and develop recommendations.
P . N ' ’ . )
Validity ) ' . .

The validity of naturalistic case study.material depends greatly

a upon the manner in which the data are recorded, the sensitivities of

the field researcher and the quality of the analysis of the data. There

are at least three sources of validity for naturalistic data which are

Q7




name of researcher:
date of observation:

7/25/79
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subject of observation:- Interview w/student

. site of observation:
¥ protocol #: 43

Schqol~

has been in the program for about three months..
She has been attending the school for a little
longer than that--about 4-1/2 months. She
found out about the program and the school
through her parole officer. She was giveil the
‘choice between coming to the school and going
to classes at . She chose this school becduse
the classes are smaller here and because of the
program--'"the teachers are cool here. They take
10 the time. If you have a hard time learning some-
11 thing or if you have a problem, they will help
12 you with it." During the summer she is working
13 for the newsletter of this school. She is in
14 charge of the section of the paper called '"Job Haves".
15 She writes articles on where different people work,
16 what their jobs are about "and how they like it.
17 They are going to be published in five newsletters
18 this summer. She and the other students in her
19 newsletter class like the work they are doing and
20 will be continuing it this fall. .
21 »
22 She is currently on lay-off of her job. She had-
23 worked there for several moriths assisting the
24 medical pexsonnel pulling charts, taking phone calls
25 and stocking medical supplies. She liked the work
26 but did not like the staff she worked with. She had
27 disagreements with her supervisor about the clothing
28 she wore when she was on the job, leaving the job
29 early, and coming in late--"I felt like she was
30 picking on me. I think I'd rather work someplace °
31 else besides the health clindc. 1It's too hectic.”
32 She also told me that she would prefer something
33 closer to her home:. She mentioned that the staff
34 at the health clinic was small and that they didn't
35 have the time to train her properly. Sometime in ]
36 the near future, she will be meeting with her super-
37 visor and a staff-person from the school to work
38 out some of the problems she had there. She doubts
39 very seriously that she will go back. She feels
40 very strongly that her supervisor was not fair with
41 her. She thought it was unreasonable of her to
42 request that she not wear short-sleeved blouses--
43 "The other girls wore them, but she didn't yell at
44 them."
46 She didn't get into the program immediately after -
47 her enrollment in the school. There was some con~-
48 fusion over whether she was eligible or not.for
49 the program. It took about six weeks for her
50 certification to go through. During that time sghe

WO NNV WN
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51 took the grientation class that is required before

52 placement in a job.

;2 The credit that she was getting for her job place-

' ag very important to her. She plans on com-
55 mentwsi' y5p81:‘C~ V ' |




researcher:
observation:
of observation:
observation: Prime Spopsor "YETP Youthwork Program
protocol # 26

Interview with Prime Sponsor PerBOnnel Overseeing the Current

33 ) page 1 Of 10

The following is an interview requested by Dr. -
on inquiring upon the relationships between :CETA
and the school. .

Question: Where does the program interface with CETA?

Response:  Up to now, we have been serving two difdi
ferent groups. The groups are almost identical but
they (referring to youthwork.program) draw from
10 referrals addressing more troublesome students. We
11 serve the same type of population, but not the same
12kids and they provide a broader range of services
13 than we do. ("They" is a reference to the youth-
14 work sponsored program. "We" refers to other youth
15 programs sponsored and conducted by the prime sponsor.)
16 After the recent meeting (he is referring to the
17umet1ng between youthwork, prime -sponsor staff and

oo~V wWwiNKHE

18 program staff.) We will have established a direct d”/

19 linkage between other youth programs and the
20 program. The reason for the direct linkage is that
21 exemplary program trad start up problems and diffi-

22 culty ‘in-réaching the projected number of students .

23 and our other CETA youth programs haveghad difficulty
24 in obtaining academic credit for our participants.

25 By establishing concurtrent enrollment between a '

26 couple of our youth programs the youthwork program .
27 will provide a broader base and more services and

28 hopefully we will align the prime sponsor and the

29 school district more closely and this relationship

30 will continue after the current program.

31 .

32 Probe: Is one of the main reasons you suggested

33 the concurrent enrollment with the youthwork program
34 was to establish a precedent for academic achievement?
35 (Explanation: In the meeting of February 16 found

36 in Protocol Number 20, it was suggested that students
37 currently enrolled in a YETP Program conducted at

38 the local high school would ransferred to the -
39 rolls and be pald from their modey for the first

40 100 hours and in addition to that the program would
41 provide a job coordinator-and classroom instruction
42 and the students would receive academic credit for
43 the classwork and on-the-job training.)

44
45
46 . -
47 . -
48
49
50 - S
59
53 s
54 I ‘ ‘ _
_ 55 ‘ . . ) . -
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applicable to the present study; ecological (external) validity;

phenomenological (internal) validity; and contextual validity. In

naturalistic research, the data are considered to be valid. if they

reflect or describe what actually is--what has occurred, what con-
v .

ditions exist, what interactions. have taken place, etc. »
|

Ecological validity means that the setiing is accurately portrayed.

If the account of the activity faithfully describes the setting in its

natural form, then the report is ecologically valid.  Field accounts

>

must preserve the integrity of the natural setting. It has bgenfa;key task

of the project director and his staff to continually monitor the fleld -
\ ) _

[}

protocols for authenticity between the data and the Qefting.

Internal validity is achieved within naturalistic research when <=

the descriptions of the events, situations, and interactions among actors
are such that they accurately reflect the perceptions and intentions of
the actors themselves. An observer seeks to understand how those who

were involved interpreted what they and others around them were doing.

4
.

The goal 1s to present material in guch a wa} as to enable readers to
understand "from the inside" why actors behaved as they did.

Contextual validity comes from the accurate capturing of the

"natural business' of the actors in .the setting such that to an outsider
‘reading the report, the rhythm and routine of the setting become
apparent. The descriptions of the setting should "ring true"\to“those
who participate in the setting. - At the same time the'full;ess of
description should make pertinent features of the setting understandable

v -

to outsiders. ¢

bu
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I11. Strengths and Limitations of the Data

a

The major strength of the data which have been collected is derived
from thé longitydinal nature” of the research &esign. The single most
apparent weakness in most fesearéh éfforts agtempting to document and
analyze program implementation is that they lack a sufficient longitudinal
perspective (Pressman and Wildavsky, 1973). A number of studies have
utilized what could more aptly be described as a cross-sectional approaéh
in contrast to studying the program.in question over time (cf. Rossi and
Wright, 1977). )

Another major strength of the data is that long-term participation
in a social system allows an obse;ver to become sensitive to the'subtle
nuances that have meaning only to those within the system. A weakness of
quantitative designé is that they assume that behavior can be abstracted
qnd measured dccurately. The abstraction from various scores and test
results can only give indication of'output,'not of process. Long-term
participation in a social system permits the observer to understand the
processes which’occur.

A basic epistomological assumption underlies the selection of
%q}rect observation as the primary research strategy employed in this
study: that direct observation can make positive contributions to the
study of the context of human and institutional behavior. The problems
of bias or preconception may be critical to tﬁe interpretation givéﬁ

u

_in the data, nevertheless, there will exist an account of the behavior
.relatively 1ndepe;dent of the'iéterpretaticns drawn from that account.

The observations at the sites were necéssafily selective. However,
o@servers were instructed to look for,situatigns which would éoﬁtribute

dgta to an analysis of the key policy issues. They were encouraged to

vary both the day of the week and the times of day when they visited .

, 7 . 6 1

e °
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sites. This strategy was designed to collect datavover-a whole spectrum
of issues and over the entire time span of the program. A limitation of |
this approach is that not all events and activities could be covered.
Thus, there was an imperative for continuous visits'fo the site in
order to gain over time a perspective of what constituted the "typical" .
or "normal" patterns of interaction. |

Anothér limifétion was the blanket promise of anonymity to those
observed and interviewed. Particular methods of data collectionvhad to
be evaluated in light‘of whether it would insure proﬁéction to those

involved. In promising all site personnel they would remain unidentified,

they were assured that statements made by ghem would not be reported to

their superiors. This consideration resulted in the loss of one important
form of data. Data could not be reported if they would have given strong
clues as to the identity of the site or respondent involved. The YNPS

continues to believe in the appropriateness of this approach.

IV. Targeting on In-School Youth: Four Strategies for Coordinating

Education and Employment Services. - N

This report is the third in a series of interim reports being
produced by the Youthwork National Policy Study. The most intensive
data collection period for this report was undertaken from September
through December 1979. However, certain aspects of the report, e.g.,
the focus on retention, draws on dafa collected since the beginning of
the individual projects. The projects reported upon here have been
operational since September 1978 or later. Of the 51 projects whére
there hasfbeen an on-site observer, more than 30 of these projects

have been operating for 12 months or longer.

(. 62
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The focus of this report is to elaborate upon and detail several
key dimensions of each of the four strategies being implemented by
Youthwork, Inc. The goal is to better elucidate the intermal dynamics'
of each strategy so as to unde¥stand its parameters, strengths, and
content areas. Where possible, an effort will also be made to describe
for which target groups of youth the respective strategies appear most

appropriate. The task is one of differentiating the strategies, not

ranking them. Comparisons can come only after one first knows what it

is that is being compared.
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CHAPTER THREE

ACADEMIC CREDIT FOR WORK EXPERIENCE

Academic Credit for Work Experience was selected by Youthwork, Inc.
as one of four programmatic areas designed to implement innovative
approaches to the problems of youth unemployment. As a national policy

concern, providing academic credit for work experience was chosen as a

primary focus area because:

f Some students are so discouraged by past schooling
experiences that they find it difficult to learn
skills through traditional academic routes. Pro-
viding credit for work experience can be the key
to encourage some of these youth to continue their
education. In general, it is believed that work-
education linkages can improve both the work and
learning experiences. Although a number of schools
in the country have programs that award credit for
work, few programs successfully interrelate the _ \ {
education and work experiences. Schools need to
take advantage of the fact that many jobs offer
opportunities to stimulate learning (DOL Application
Guidelines, Exemplary Program, 1978, pp. 14-15).
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' is an inducement for the target population, potential dropouts, or drop-

39

The academic credit projects are designed to help economically

o o

Aisadyantaged youth make the transition to the.work world by providing
youth with work exploration and placement in the public and private job
segto;. As‘aﬁ incentive to participate, to Heip them economically, -and
to simulate real work experiences, they-.receive minimum wag; payment
for their job placements. Additionally, the participating youth are

awarded academic credit for their participation. This second dimension

1

Il

outs to remain/return to school and matriculate toward gfaQuation. The
projects offer a gamut of services to youth: psychological, educational ®
and vocational testing; career education guidance counseling; remedial
education; job readiness skills classes, career exploration; and job

placement. ¢

, 4
Program Characteristics

Nationally, there were 12 projects funded by Youthwork, Inc. for
fiscal year 1980 as a means to examine various approaches to the pro-

vision of academic credit for work experience. Five of the projects

" are extensions of previous programs, whereds the remaining six projects

are new programs. The projects are located primarily on the East Coast
(n=6) An& the South (n=4) with the remainder in the North Central (n=2)
region of the United¢::Z£es. Areas of location of the projects ranged
from population densities of major metropolitan pfpportions to rural
areas with populations of less than 10,000.

The academic credit projects vary grébtly in organization although

they -have ‘in common the basic feature of awarding credit for work exploration/

experience. Two of the projects are postsecondary ﬁrograms (one is o
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affiliated with a community college and the other with a state university)
and involve young adults aged 18-21 years old. The remaining projects:@
servé a 14-19 year old population. These latter nine projects are located
in a variety of settings: three areiép self-contained alternmative |
schooisu"one is a public non-profit project_lochped at a site other than

a school building and five projects are physically located in school
buildings. Three of the projects also cut across these categories.

One has five high schopl sites aﬁd a community ;ollege Site, another

has sites at both alternative aﬁd traditional high schools while a

third has both an alternative school and a public nonprofit site. The

size of the taréet population to be served ranges from 38 to. approximately

700 youths. Table 1 provides a summary of project site characteristics.

’Data Analysis Methodology and Sample

This chapter examines severél components of the organization
and operation of the Academic Credit for Work Experience projects. The
three areas studied 1nc}ude the award of academic crediF, progrdm
administration and retention. Where applicable, the~Academic Crediﬁ
projéctg are analyzed according to where the project is physically
located or by their LEA affiliation. Programg in this focus area
operate within four qifférent facilities: post-secondary 1nst1tutioné,
public schools, alternétive schools or outsiée any educational
institution (public nonprofit). Education institution project
affiliations include the LEA, state or posg—secondary institution.

A number of different data collection'methodologies were

implemented at the project sites to provide information for this chapter.

(op
(o]




TABLE 1

r

ACADEMIC CREDIT FOR WORK EXPERIENCE PROGBRAM CHARACTERISTICS -

(10/01/78-09/30/79)

‘ . : A@tual??rojeéted

. 1975 Cicy Number .of " Where Number of Students" Program
Project POpulationa Project .Sites Conducted to be Servgdd + Status®

A rural 1 PNP 44/38 - 115.8 Extension

B 636,725 1 AS 70/80 87.5 New

c 25,842 1 In-school 105/90 116.7 New

D ' 378,112 | 5 3 In-schéol & 2 AS  251/727 3.5 * New

E 381,042 1 In-school 164/160 102.5 New

F 1,815,808° 1 In-school  +  64/80 76.2 | Extensipn

¢ 339,568 1 AS . 108/102  105.9 . ~"§;;:z§f:n :

H 665,796 2 . AS 100/87 114.9 Extension

I 381,042 . T pss .77/79 9.75 New

J rural 9 1 PSS & S‘In-sch061 64/56 114.3 New

K rural 1 In-school 45/57 78.9 New

L 8,000,000" 2 PSS & LEA . 50/50 100.0 Extension

Bureau of the Census 1978.

1

bConsolidated city--county population figures.

pNP = Public nonprofit program
AS = alternativé school
PSS = post-secondary school

dgource: Blackstope Institute MIS reports, 12/16/80.

}J;Bdf;rograme which évolved from previous funding sources.

IToxt Provided by ERI

67

8g,urce: County and City Data Book 1977: A statistic abstract supplement, U.S. Dept. of Commerce, .

‘ O rograms are defined as prograﬁb'created\by Youthwork, Inc. and programs defined as extensions :
B . )

|
|
|
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Trained participant observers, located at nine of the eleven projects

provided three forms of ﬂaéa fot';his tepott2~,The first method used

by the pﬁttici;aﬁ; observers was documenfation of theif program's

operations and interactions based on a focused analysis patket (see K
the Methodological Chapter of this report). Over five hundred pages

of focused on-site observationldata were generated in the form of

protocols by means of this method. Thié information was cross-validated
through a comparative analysis of several thousand pages of protocol

data provided by the on-site observers at tem of these ptojecgs during -
fiscal year 1979. The second dhfa collection methodology used‘by . G

on-site observers was unstructured questionnaires administered at seven

of the eleven projects. The queationnaités were constr
-

cted by the

on-site observers and followed the outline of the lysis packet "Ptpgtam | . V\
Organization'. The third method employed b;s sevgn of the on-si%
observers was narrative cummaries of observers percéptions of thé
chataétetisticg of their project's program otgagﬁ:rtig v third .
data methodology wac espectally useful ao a means of triangulatlon of
findings, as it provided a meamn to ctosg%waiidate the researchers con- OQ%Q ’
clusions from the protocol data by cbmpatigon with the on=01t;-observers
impressions. Table 2 below summarizes the types of data used for
coﬂvetgent validation.

In addition to these data collection methodologies, quantitative
data provided by Youthwork, Inc. oh the Aéadehic Credit projects were
integrated into the analysis where applicable. . v

Excepting the two projects which did not have on-gite oboervers

in the Pall 1979.'011 but two of the nine Acadeéic\bredit.projec:d

. [




TABLE 2.

Q%T COLLECTION ACTIVITIES BY PﬁOGRAMMATIC
MODELS OF

ACADEMIC CREDIT FOR WORK EXPERIENCE PROJECTS °

'f

Program Organization Data Colllection Methodology

\ . . .-
_ o _ » On-site Observer FY'79
Programmatic Focused Protocol Question- Project "Protocol
. - Project Model7 Data naires Summaries .Data
: » : e T
In-School 3 o 2 ' 3 5
‘Alternattve School 3. 2 ' 2 3
Public Nonprofit 0 0 ' 0 0
. :
Post-Secondary 2 2 -2 2
hy - -
TOTAL 8 6 7 10
]

-

-\

employed at least two of the data collection méthodolog;es outlined
“above. One of the projectg where.théyon-site observe? did not use at
ieast two d#ia collection methodologies was included in the following .
Findings section .ds convergent validatjon of finding was aYa%Iab%e

thfﬁ}h ‘lsgal year 1979 protocol Aata. Therefore,ieight project; are,
inciuded in‘the'analysis_of tﬁis chapter. Téﬁle 3 summarizes the =
total sample size and reasons for'exclusion~fﬁqm the following Einding; .

section.
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o . L. Y. TABLE3

¢ STATUS OF ON-SITE OBSERVERS AND REPORTING

AT ?HE ACADEMIC CREDIT FOR WORK EXPERIENCE PROJECTS '

~

w : ' ~
Pfogrammatic ‘No Obseéyer Incompleﬁe Observers Data Total # of
Project Model Present - Data Used in Chapter . Projgcts
In+~School ' 1 1 , 3 ‘ 5
V’ A1ce£§5c1ve School o o7 3 3
Public Non-Profit | 1. o : o 1
Post-secondary 0 . | 0 2 2
TOTAL , ;i ; I. ;- 1I

‘FINDINGS

Introduction

The Academic Credit for Work Experience Projects were designed to
grant academic credit to youth for” competencies acquired through career
development classes, job exploration and job.placement. Under ‘the YEDPA
legislation of 1977: ' 5

The Congress fully intended that arrangements be
made with the state and local education officials -
so that academic credit would be given for the
¢ skills and knowledge acquired through work experience
> that would deserve credit if earned through traditiomal
’ schooling or in other ways. (DDL, ETA, OYP 1977:1).
. For youth participating in the YETP academic credit projects to

receive credit for their program participation, both the LEA and

L




the projects ''measure" youth performance or learning through the use
p

45
/
CETA must work together to develop credit arrangements. Within state-
legisléted migimum required courseé of study, LEAs'have primary
responsibility foc Jetermining the'amount and typc‘qf credit received
by secondary students in their district.

Predominahtly.in American schools, the local schood
_ board is the only agency authorized by legislative

action to develop local policy governing the award
of credit. Learning which takes place under the
sponsorship of that local district, whether it is
mandated by state or locally developed curricula,
whether it is 'im the schools' or elsewhere, can

&f”/ ' be legitimately recognized by the districts through
the award of credits.

There appears to be a great deal of local autonomy

in the granting of credits. Building principals

may have discretionary power over the awarding of

credit. School districts can create courses of ’

study and determine how many credits each is worth.

(National Center for Research/in Vocational Education,

1979:14,15)
Negqtiacing with the LEA or post-secondary institution fer
accreditation of learning or skills acquired by youth, the Youthwork
Academic Crédit projects have designed several deans to ascertain the
level and.type of achievement of their'participaqps. Contingent on the
credit arrangements made with the LEA or post—secondary_Jnstitutioﬁ,'

!

of learning contracts ©r competency tests. Learning contracts are

individualized and are designed by either project Ueaching staff alone

or with input from LEA teachers or guidance counselora(;lThe contracts are

'désigned to designate what learning objegti&es will be pursued and how the

individual will be assessed on knowledée or skills acquired in the classroom"
or work site. Competency tests can be part of this process, or indireetly

related by means of acquiring credits through pagsage of . LEA, gtate or _

post-secondary standardized competency‘tests.

71 a
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The foliowing two sections examine.how academic credit arrange-

ments are determined and how competency levels and learning contracts
have been developed qver the past year. Throughout this chapter, the .
ramifications of program organizatidn on competency.criteria and

academic credit are discussed. ) \»‘

I. The Determination of Academic Credit: Organization

Whether academic credit is granted, what fype and how much credit
" is a&arded‘fo YETP academic credit program participants is determined

by three different organizations: the LEA, state, or post-secondary

o

institution. Depending on the population sezj:f and project locatibn,

the acadenlic credit for work experience project staff negotiated with

these organizations to determine the award of academic credit to ' \

participants. Table 4 below summarizes tite relationship in the granting
of credit between the eight projects and the accredidation institutibng.

The credit negotiation process between the projects and the education

‘institﬁtipn Varies contingent upon wﬁ%ch education organization has

.

authority over the recogrmition. of academic credit. «

e

o .

The state Has discretionary power over the granting of academic
credits at two of the alternative schools and is involved in setting
any
minimum competency levels for graduation at one in-school project.

The accredidation process at the two altermative schools took place before

the inception of this study, and hence cannot be documented here.

Aside from annual curriculum and program checks, the state éppears to .

&
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TABLE 4
"RELATIONSHIP BETWEEN PROGRAMMATIC MODEL°AND EDUCATION

ORGANIZATION IN THE GRANTING OF ACADEMIC CREDIT

-

Education Organization

Prograrmatic ’ ' Post-Secondary

Project Model .State LEA Institut:lo% )
In-School . 0 3 0 ;)
. ‘ .
Alternative School 2 1 0
Post-Secondary ~ 0 0 2 -
TOTAL 2 4 ¢ 2
n

have allowed these two projects to decide for themselves the design of
courses, curriculum and competencies (within state mandated course
minimums). &he states allow more autonomy and local project authority

.- N\ :
in credit arrangements to the alternative schools than do the LEAs to

their affiliated youthwork programs. The most stringent requiremensg )

are set-by post-secoﬁdary institutions.

. The LEA 1is involved in deciding curriculum, céurses, and compe~
tencies at four of the studied academic credit projects (three in-school
and one alternative schoolj. Determiuation of- credit arrangements
between project sta¥f and thé LEA océufs on'an.1nd1v1duai-ﬁy-ind1viduall
student basis at three of the four. projects. ‘Af‘the LEA affiliated
alternative schoél, wh;se partic;pagts écme to the program from a

number of different public schvols, the credit process is described

by the on-gite observer as follows:
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]

Academic credit is granted in subject areas
defined by the public school in which the
student 18 formally enrolled. English, Math,
Social Studies and Physical Education are
common to all local public schools. Other
subjects may differ from school to school. ,
. Credits are granted in accordance with the

| policy of the individual school...In other

words, all granting of credit must be handled

on a school by 'school basis.

Two in-school projects negotiate with the LEA on a similar basis,
where participants credit afrangements are made through 1nternction:/l
with the public school (LEA) teachers or guidance counselors and prdject
teachers. This is particularly the case for state minimum courses of
study (i.e. basic skills), as opposed to electives. A learning
coordinator at one in-school project said:

For. some academic courses where the students are

to get YETP credit, I have gone to the regular

high school teachers of the courses and found

out what teachers expect of their students and

what activities occur in regular classes. If"1

feel the YETP student cannot meet the regular .

course objectives, then I modify the coarse and
call it independent study.

[

Academic credit and course work is predetermined by the LEA curriculum

for the project ;articipants in the area of'basic skills. Project teachers work
with LEA teachers to hssure that participants meet the LEA course and competency
criter1;:1hThis negotiation process occurs'when project academic credit plams for
a youth are being desiéned between the LEA teacher or counselo; and -
the project staff; Once a youth becomes a program participant, the LEA
1s.no.10nger 1nvolveg in fhe participants project educational experiepces.
The LEA does not actively monitor the "quality" of the youth's ed&bation
services or academic ;redifs at these two 1n—schpbl projects.

The final 1n-schoollproject is organized differently than the

other two in-school profects. Instead of reporting girectly to the

>

/
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LEA, ‘they have been integrated into a special education program at the

e .
school site and negotiate with that program. Indirectly they are

involved with the LEA as thei; teaching staff are teachers from the

school system assigned to the Youthwork program. Credfts and courses

are determined by the other alternmative program at the school, although
essentially the credit coursework 1s the same as the site's public
school curriculum. The on-site observer explains: v

Up until now the public school's départment heads
have not been involved with the YETP program
because the school's alternative program has made
the decisions as far as what was taught without
input from the department heads. Most of the
teachers in the YETP project were assigned to it
from the public schools because they were lowest

in seniority, not because they were ideologically
committed...the teachers run their classes as they
please. The 'YETP program is a lot of extra work
for them as they are supposed to make sure students
do not work in class on competencies they are
assigned to learn on the job. The teachers ignore
this and do not treat the YETP student's curriculum
any differently than the regular alternative edu-
cation program student's curriculum. ’

o

-

N -«
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In this instance, the.public-schOOI alternative program is responsi-
ble for monitoring the hcademic credit arrangements for participants
although they have allge d more autonomy in the initial choice of com-
petency levels fhan(;;zvjther two In-school projects. In part thzs may

be because the project teachers are from the school system and know the

traditional curriculum well endugh to match learning contracts and

. competencies with the public school's measures of subject mastery.

9 9

The post-secondary affiliated projects are similar to the LEA

affiliated projects in the determination of credit for Youthwork

participants. Credit is awarded to Youthwork participants at the two

post-secondary projects when they meet the standards outlined in the

» t
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institution's core curriculum. Independent study courses do not have

to meet such rigid competency requirements. A post-secondary observer
\

explains: * . ‘
The post-secondary insitution would not approv€ T -
the awarding of credit for direct work experience, L
so through curriculum design the project staff . @
attempted to circumvent this problem. None of .

the academic credit is granted in lieu of taking
a traditional curriculum course. The complete
course of study includes basic courses and pro-
gram courses, much like a traditional college
program with a major subject.
The two post—secdﬁéary projects differ in the process of obtaining

credit for Youthwork participants. At one project the students enroll

- ~

in the institutions regular courses, and at the other project the project
teaching staff teach the class material themselves from the post-
secondary course syllabus. Both'projects rely on tutoring of partici-
pants in core currichldm;iwith credit determination negotiated between.
project and the post-secondary geaching staff. The post-secondary v
administration decides the .basic guidelines, such as whether participants
get credit for work experience, and rely on their teaching staff to
negotiate with the project staff and individual participants on the
acquisition of academic credits. Regarding credit arrangements, the
post—secondary ingtitution is the least flexible of the project affiliated
education institutions in granting academic credit for work experience for
competencies derived from the work expefience.

Where projects have to negotiate with several different schools

(which includes three projects) problems emerge. Aside from being

time consuming and limiting in the types of credit awarded and for wh?t

type of maste;§\ there is confusion ovenyﬂgw much credit can be awarded.

An LEA affilitated project observer discusses some of the problems of

granting credit to Youthwork participants:

) ~ N : xS
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The awarding of credit varies from one school
system to another. One school may say, 'Because
we assume the students will learn English in
school and at work we will give them full credit
for English'. Another school in the same situ-
ation may say, 'We will give the student half a
credit for work and half a cretiit for English'.

. Each school determines its own requirements for
» distribution of credits. Each school can make

whatever it wants into an academic credit.

There is evidence from the-observation data that the process for
determining academic credit is changing. This is particularly the

case for those projects affiliated with an LEA or post-gsecondary

fhstitutfon. Originally, these projects (three in-school and two

post-secondary) were stymied by the education authbrities in the
- granting of credit to Youthwork participanta.l Over the past year,

negotiations have lead to greater acceptance of the projects.
One post-secondary Youthwork project teacher said:

I think what is going on is that we have had some
successes with the students. The faculty sent us
some students they thought were real losers and °
they are turning out well. They are getting jobs
now. I think that helps alot.

The process of institutionalization of the academic credit pro-

jects and their evolving relationships with the LEAs will be examined
in a forthcoming report. At present, ‘the relationships are having
clear ramifications for the fqrctioning of the projects, especially

in regard to credit arrangements for the student participants.

1See Youthwork Nationmal Policy Study Interim Report #1, 1979:74-80

_for start-up problems of projects and the lack of commitment by
LEA's to the Youthwork academic credit projects in awarding both
basic skills credit and work experience competency based credit.
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II. The Determination of Academic Credit: Competencies

Seven of the e;ght observed acédemic credi; for work experience
projects were granting academic credié to participants duriné the
Fall 1979 school term. Credit was awarded to participanﬁs for both
elective or work-study and basic skills (core eurriculum) coursework.
The one projedt which was not granting credit was unable to do "so

because of problems in developing learning contract8 and measuring

§

.

This project exemplified a process that six of the eight studied

projects were undergoing. As the projeéts entered their second year of

-

operation, they began to develop new procedures or refine old ones éoiy;

to determine measurement of competencies or acquired knowiedge skills.

)

Why projects are trying new methods is discussed by the observer at an

alternative school:
The program coordinator feels that they are .
getting closer to a working system of awarding
academic credit by trying new ideas to see if
o they work. She felt that they would develop
' a theory later. No one seems to know exactly
how to do {t.

\

In the effort to develop new procedures so as to enhance program
services, one project rendered itself incapable of granting credits.

As was explained by the on-site ‘observer:

. This fall they decided to pretest students on
their curricula for the entire school year, not
just for the competencies t tudent might acquire
at the worksite. Pretesydfng began in October 1979
for Math and English subfjects, and it took the
students 2-3 weeks to colgplete these tests. For the
Social Studies componént, most students took 5-6
weeks to complete the pretest. The Xeroxing of
these pretests alome ‘cost $500. The tests are
still not marked as of mid-December, as the two
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: aides who were supposed to mark the tests quit.
: It took one aide, before she left, oné full day
to mark the Math tests for one student. Hope- U
fully, contracts will be established for the
students once the tests are marked.

Five of the other projects are also working én their}learning
contracts or means of determining credit, élthouéh they havé-not bécowe G
paralyzed by this process. One in-school project has not changed its
credit procedures as the pfojec? staff are sat#gf}ed with the prgcess
which was developed last year. The other préject which has not
changed is a post-secondary project which has its course competency
levels set by the faculty. In this case the educational 1ns;1tutions
defined competency lgvéﬁs[so the project did not need to try innovative

approaches. Otherwise, six projects (including the stalemated project)

have devised new or refined competency determinations and learning

E &

The ways these projects are changing their measurement of compe-
~

tencies and expectat oh of parﬁicipants differ. Thus far, employers have
not‘been_obsgrved 6 be routinely involved in ascertaining youth's compe-
tencies at any of’ the eight projects. Employers are asked to report
on attendance gﬁé general attitude of the participants, which 1is
factored by p;;ject teachers into the youth's course érade or award
of credits.’ Competencies and receipt of ciggig, for the most part,
are determined by passage of writte; tests, turning in products and
fér all but three projects, attendance records.

‘ Involvement of work éite supervisorsrln ascértaining competencies
is one means éf relating the work experience learning and skill attain-

ment into the youth curriculum and academic coursework. Two post-

secondary projects and one alternmative school have begun to involve

79




.
- :
§ -
»

work site supetviéors'in the measurement o outh competenties and -
teaching of youth skills.2 The observer at the altermative schoo
reports:

Right now they are attempting to involve more
; employers in the awarding of credit through a
o reading and writing workshop that is planned
~ for the near future. The program is going to
insist that al} employers attend this workshop
and try to pressure them to become involved in
integrating teaching skills,on the job.

Seeking input from sdpervisors is in response to problem%
encountered at the work site where students were not prpperly superviéed.-
Without proper supervision youth participants were not able to integrdte
the skills gained through work experience with their academic and

educational needs. At an alternative school:

-

Some of the employers have not been able to
provide the close supervision some of. the .
students need. The director hopes to be

working with employers to help them develop

techniques for supervision that require minimal

time, yet provide the students with the attention

and directions that they need to have.

-

One post-secondary project beginning to involve the employer more

in the process of evaluating and teaching youth participants at the job

-

site has encountered problems in doing so. The change in procedure
o
wag rquggfed by the prime sponsor and entailed having work site
<
supervisors sign a paper acknowledging their vesponsibilities to the

youths. This has not proved to be successful in integrating the

>2This io beginning to occur at one other in-school project, but has

" not been as active a process. The other projects do not involve
the employer in the competency criteria and objectives, although
the project staffs do integrate work experience gained skills and
knowledge into the contract or competency criteria.

o . ’ &




work éxperience intQ the youth's-competéncies plans or in making super-

visors more responsive to youth's skill and knowledge needs. This

procedure has been documented to frighten potential supervisors from

employing youth at their work sites. One teacher at this project said
Ay Il ’

employers responded to signing the document and paperwork by saying:

"I.will be happy to take the kids, but I am
not going to fill out any papers." The
teacher then commented, 'So what am I going
to do?" :

P

Not only are employers hesitant to become involved in this

N .
documentaiton process, the teachers at this post-secomdary project
-

Fhemaelyea haveAnot been committed to this mandated procedure. They
have had to respond to faculty pressure in designing their curriculum
and have had to cénform to the institution's competéncy determinations:
As one teachef explained: . . . |

We have to make sure the school system's objectives
are met first. I have to see, for example, that a
student covers all units of a sociology syllabus
first. !

)
This project has been thwarted in its efforts to Aevelop work

/

!
experience related competencies because of this lack of/curriculum

autonomy, and also because they have been unable\to deﬁine the objec-

&

tives of the post-secondary curricula. When asked whyfthey have been

/

unable to develop objectives and measures of attainment in their
learming contracts, one teacher responded: ¢
My problem with ghe college facﬁity is ‘that they
know nothing about education. I think {f you
asked them for the objectives of their ¢ourses
they would say "each student has to ‘write a paper".
Academicians are concerned with memoriZing facts‘
not real learning. They want students. to

memorize faets; not learn the basic sogciological
principles.




The other three projects (one in-school and two alternative
schools) are refining their competency/léarning contracts in several .

ways. The in-school project is in the process of making several - \

changes: 1) increasing amount of credit possible to obtain, 2) stream-

linihg competency related paperwork, and 3) facusing more on the intent -
v
of the coursework and less on the course (specific) objectives. One \

of the alternative schools is trying to 1nd1J1dualize competency
criteria for courgsework and more thoroughly aqglyz;ng each youth
participants economic and socigl backgrounds. The ;thé§ alternative
school is in the process of discern&pg participants educatipnal and

. course needs as a.meuns to assure participagpts meet graduation credit

. requirements. This process is beginning tosentail a pre- and post~-test

of participant's competenéy levels in Mati, English, Social Studies,

and Science. S}

2

I11. Program Adwinistration

Central to the functioning of every organization
iz the administrative process. No organization.
can afford to be without adminigtrative talent,
ddeas and technglogies. for their absence places
an organization's resources in jeopardy and
minimizes the effective and creative use of ‘
thoce .resources. (Mackenzie, 1969 in Demone, ;y"f’
et al., 1973:233%

The administrative stgucture of an organization‘operateo to
define, regulate and sanction -interorganizational behavior. In human

gservice organizations, there are primarily- two means of otructuring
7 the organization; bureaucracies and the profes 16&01 norms of otaff.

Both opeéaté, but {g quite-different ways, to iefine 1nterorgahizatioé;1
behavior and operation. Thege factors esgentially operate to maintain

secial regu¥ation of the organization in an inversce fashion:

ERiC - &2 - -
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In: organization s effort to maintain some level

of interorganizatianal reality and/or social

control, an organization will rely on professional

norms and standards if possible. If this is

not .possible, then hierarchi { bureaucratized T
~, systems will emerge. The. greater the degree of :

- professionalism ®he less the bureaucratic

hierarchy; conversely, the less the degree of

8 ; “professionalism, the greater the degree of
: bureaucratization. (Hall, 1967 in Demone, et al., .
1973:165) " . ' '

3

.The resultant %dministratiVe structure of the organization is
somewhere'on the continuum of a bureaucratic hierarchy to a participatory
. dembcracy, where a participating democracy is the result of relying
on professional norms, decision—making and follow-through as the meang
of administration. Whichever administrative structure'characterizeg’

the organization, the administrative functions ofﬁtheostructure remain

‘ B ' ;
AN
the same: -data input, monitoring, problem conceptualizing, problem

. . » ‘ . .
analysis, organizational decisions, action, purposeful follow-through,

feedback, generating organizational change, human %elations, and

. rcommunication. For the organization to operate without strain, all
these functions must be performed by someone necessarily affiliated

"with the organization. —Th bureaucratic hierarchy is predicated on

» v
’ w

hierarchy of authority and a system of rules. ipecialized functior
"of both administrative structures, such as decision-making procedures,

b N .
e
’ can be the same process_in_both structures. The difference between

1 - A

the structures is whether the procedure is systematized and governed:

~

’ .

by -a clear set’ of rul responsibilities and roles. Participatory
democracies are chara iized by consensual administration where there

- - 18 no clear delegation of authority or clear, delineated staff
- responsibilities. 1h1autocratic administration involves a sole adminis—
trator who does not delegate programmatic ‘power and authority Fe h
8 . . N : o
project staff. N o ’
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" cademic Credit for Wor .Experience projects have created an
Academic Credif for Work E i p h 1ted and

-utilized both of the administrative structures described above:

. - . . o

bureaucracieéxhnd“participatory democracies. A variant of a bureaucracy,

autocratic administration, was developed at .oné project. i} N

The Academic Credit for Work Experience programs are administra—'_

- ¥

-~ , TABLE 5

_ADMINISTRATIVE STRUCTUQE OF THE ACADEMIC FOR WORK EXPERIENGE PROJECTS

. Bureaucratic - Participatory
} . Hierarchy . Democracy Autocratic
In-School_Projects . 3 0o , 0
Alternative Schools | . 2 ]/‘Q '
- . } ..
Post-Secondary Projects ' 1 ~, o -1
. -/ _ -
. : .
TOTAL 5 SN 2 ' 1

- .

©

» : < - hy ‘ ‘ .
te note though, that the administrative
¢ C 3 ) o
structures of the projects have evolved over time, and are still in the

"It is extremely important

process of changing. Also. of importance -is th;itwhat characterizes.

and differentiates bureaucracies from parficipatory democracies is

brimariiy the staff role differentiation in terms of\ routinized. tasks

‘

and responsibilities.,

ot

-

Alfé;;ative Schools. During the -first yedr of operation, two

of the three Y1lternative schools were administratively opq?ated under

)

a pa;ticipatory democracy. Althdugh ultimately thle directors of these

'schools were aécountabfh for each of the’programs; the administrative -

<

= L

, s C
' N - - o

tively éharacfefized by three different structures as noted in Table 5. A
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functions of thé%schools were'decentraliZe& and delegation of rgéponsi;j
bilities was not hierarchial. of the'administra;ive tasks necessary to
be pefformed for the organization to function, only data monitoring -
was specialized and performed by one specific pe}son. At one school,

this taks; considered onerous (see YNPS Interim Report-#1, 1979:66) ST

was shifted to different staff members thoughout the year as it became
too burdenspme or cumbersome. The other administrative task$, such

‘a8 problem analysis, generating change, and communication involved a

®»

process of reaching a consensus of participants and invested interest |

a

staff members. i ' }

Two of the alternative schools are now in the process of changing

o
a

their administrative structure from participatory to bureaucratic. At

one school there has been a resistance to this chamge by the director
[ o4

and other staff members who have been with the organization several f

years. At a staff meeting at this sehool, the on;sife obse

N All this emphasis on role development is in contragt
té6 what I have heard in the past from the same
people who are supporting these ideas. In the
past they felt the school was getting too structured
and was loosing some of the quality that made it an
alternative high school.

o

~

The gﬁange in administrative structure underway in the schools -

is in response to pressures for accountability. Without rules and

lines af authbgity, services delivery staf{ and on-line program
-y , ’ -
administrators had been unable to coordinate their services or provide

"
‘

comprehensive services to participants. One school which has conse-
— . M * M

quently become bureaucratized perceived the need to obtain service
accountability through coordination of curriculum and hence hired a

program coordinator. This alleviated 'at -least one of their service /

“'delivery problems. As one staff member said:
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— Having Jane here also is good.3 She has definitely .
- organized a lot of things. It 1s important too;.

students were asking how.many credits they had and \\::3

they should know that. She takes the pressure off
us this year. ’ :

-~

Operating under staff shortages and with time constraints, ‘A

services &elivery staff, such as teachers, did not have the time, nor
the clear authorit¥ to coordinate their curriculum with other teachers.
) B . P zZ-

As illué&rated in the case below;'tﬁey gere unaware of the student's

k]
academic credit situation and.needs beyond tﬁpir individual classroom.

One of ;ﬁe alternative school's staff commented:

Terri thinks she will be graduating in January.
One of the things the new learning coordinator
is doing now is reviewing every student's

credits. Some students do not have the points ‘ -

they thought they had...It will be interesting .
to see what Terri's attitude will be if it
turns out she cannot. graduate in January.

»

In résponse to this lack of codrdihation, two ef the alternative schools

have, or are in the process of formalizing delegation of responsibiligy. ~

»

-

One on-site observer relates:

The program administration has been tightened up
considerably in the area of supervision of teachers.
Last year, because of absences and consequent
lack of personnel, the program director and the
‘head ofothe Education Department were complaining
mightily on having to guess on whether to renew
teacher's contracts. It appears that the program
ydirector is spending much more time in the super- ‘
visory role with teachers. He does this in a
formal structure rather than an informal structure,
and it is perhaps due to his formal jtyle that °
" + the grumbling about hierarchial decigidn-making
is being triggered. - :

’

/ .

~

3Throughout this entire report, names of project personnel and‘partici—k

pants have been changed to protect the identity.of the individuals.

‘:v\b-<, ,
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From an administrative perspeétive, one way to achieve accounta-

. bility is to become more hierarchial. One program administrator stated:
' There 1s no decision-making structure, it does not .
T " exist. One 'of the things the director and I are
working on now is how decisions are made. Now they T

are made with some form of cons®nsus. I would like

to see some changes in the way decisions are made

if I am to be held accountable for what goes on

here. ’ .

@

There is resistance by program staff to becoming burepucratized, despite the

perceived need for it, for several reasons. The alternative¢ schools

' feel that by becomiﬁF bﬁreaucratized, they are replicating/the tradi-
. ! !
tional school environment. The consequences of a hierarchial structure

in traditional schools, from their perception, is the reason in part
& '

-

why these schools have failed in meeting their séﬁdentg? needs. As

- L]

an administrative structure, bureaucradies have the potential to
inhibit innovation. In a bureaucracy:
Over time the tasks people perform and the ways in
which .they relate 'to each other become sufficiently
'_routinfzed to allow necessary levels of predictability
in everyday organizational life. Imbedded in these
. . '~ developmental processes are both the elements that
{ are required for long term organizational stability, 2
, goal setting, and growth, as well as the potential
‘ for excessive routinization bureaucratic red tape,
: boredom and organizational dry rot. (Gardner et al.,
1965 in Demone et al., 1973:163) v

. * »  These latter occurrances are probably what the alternative school staff
¥

~
equate with bureauc?Pacies.

- Another reason why alternative schoollpzograms do not want to .

v
change their administrative structure is because some of the service

delivery staff feel that a bureaucratic structure would preclude their .
- - : 4 i ’ -~

T e having impéct on program decisiops_and changes. As a participatory

democrac’k\administrative functions are carried out thnough a

v

decentralized process of staff taking responsibility for and initiative

-

Q . . . -
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<3 .
on decisions and actions. It is reliant on individual professionals as

the means of administration. Fearing the loss of professional autonomy,

the one alternative school which has moved some distance towards

-

cfeating a bureaucratic administrative structure 1s encountering problems

with several staff members. As the director explains:

The staff-(teachers and counselors) say they have
no involvement in decision-making. I say they have
a lot. We discuss everything in groups. With the
particular group of people we have on staff I find
they prefer to turn the decision over to me and the
other administrator. We do not impose a schedule
on them, they can write thedr own schedule if they
want. But instead, after making clear what they
want, they ask us to do it for them. They do not
want to be bothered with the details of making up
a schedule and I do not blame them. We do go back
after we have done it and 8ay; 'Is this what you
, wanted?' : :

As this program-has recently evolved its structure ipto one more

bureaucratic, it is yet too soon to know what the long term reaction of

the staff will be. At this project, and at the alterpative school which
is still participatory, but steadily changing, the on-site observer

elucidates what may be occurring:
There is much lip service paid to hierarchial

- decision-making, and, in fact, 'this style of.
decisian making has been emphasized fnore this
program year than in previous years. There is
much grumbling frbm some staff, particularly
teachers, about autocratic decision-making. It
is in this observer's opinion, however, that the A
decision making is not hierarchial. 1In fact;
staff members have input into the kinds of
decisions that are made, but there are no formal

*  channels for this to happen. Therefore, many
staff members do not perceive that their strongly .
held opinions are having impact upon the shape of
the ultimate decisions because they are not
present when the decisions are made. ’

J
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It is noE that.on-line staff do'not have input into decisions;
but that they d; not see the immediate outcomes of tgeir 1np;t. 1The
. 1ssué, then is less one of administrative structure than the fact that
/Ageftain functi?ns of the structure are not being iﬁplgmented. In this
instance, there is no formalized means for input (it is not a bureau-
crécy) a#d more importantly, there is no tangible feedback to staff on
their 1npu£, If the newly (evolving) bureaucratized alternative
school administrators could provide feedback to staff on the outcome?é&

of staff input, staff diﬁfontentment may be rectified. -

Another factor which has hindered effective aﬁd efficient adminis-

tration of two of the alernative schools is that resﬁonsible staff have been -

concerned with educational rather than administrative tasks. Human service

organizations typically promote and appoint administﬁftors based on
"their academic training and interests rather than on administrative or

managerial interests. (Demone et al., 1973:233) Such people are not

always the most knowledgeable or effective administrators. At two/pf

the alternative schools the operators would rather practice their profession

(education) and work with the students instead of concentrating on
program administration. One director said:

The more time I can spend with the kids the better
gveryone will feel. The prgblem has been having
a director who wants to be more in the role of a
/  teacher, but recognizes the need to take adminis-
trative tasks off the teachers. I am looking for-
ward to finding a new school site where we can
have two offices so that I can move down to the
school site full-time. I will be more distracted
there, but I will be happier. &

As two of the alternative school directors would rather be working

with the students, they tend to ignore or procrastinate on administrative

chores, or to delegate the responsibility to other staff members. By
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delégating adminiétrative tasks to staff members at different times,
confusion is'created and accouﬁtability becomes nigh unto impossible.

At the third'aiternativé school, a bureaucratic hierarchy has
been administratively operative since at ieasf October 1978. Staff
roles and respohsibilities are clearly defined aﬁd thé administr;tive
functions of problem analeis,'communication, aqg probleﬁ resolution
are operatioﬁal. What have specifically hélped‘the administration of this
alternative school are on-site tfacher supervision and coqrdination
of curriculum. The whole probject staff attends’weekif staff meeting »

: . o

with a structured agenda often cénter?d on.problem anéfysis aﬂd implel
mentation of decisions. Administrative respons{?ility for the project
is assumed by the director, which is the director's &ole responsibility.
There is no conflict of roles and responsibilities at thié project (in
contrast to the other two schools) because the director has delegated

responsibility and follow-thréugh on decisions. At one staff meeting,

the on-site observer described an interaction as follows:

The director tells the staff (s)he Xants a written
account of what they are doing in theilr classrooms,
what they feel they should be doing, and what their
limitations are. (S)He asks them to have this
report in by the next Monday, and promises to
schedule a personal conference with them to discuss
this report in the near future.

¢

Within this administrative structure, staff are able to work together
on consensual problem-solving and maintain good inter-staff relationships.

At another staff meeting, the on-site observer gives his/her opinion

of the meeting as follows:

From thig staff meeting, I see that the individual
members of the staff, although gometimes disagrkeing
on how to approach problems, seem to be able to
work together in a cooperative manner to meet the
needs of their studentg. '

: Ju




At all three alternative schools, staff intqractiong and adminis-
trative functions fpcus primarily on student needs. In this context
the staffs work together and program administration is modified and
.changed to meet tﬁe partiéipants programmagic needs. Relatiﬁé a dis-

cussion with one of the alternative school coordinators, the obsérver

writes: ) ' ° . .
The staff tries to remain sensitive at all times to
the needs of the students. The basic assumption

in many discussions at staff meetings and more
informally through everyday activities is that there
is not one answer for all students. What works best
for one particular student may not be best for anoth

The observer comments at another time after attending a staff meeting:

although sometimes disggreeing on how to approach
problems, seem to be able to work togetherrip a
cooperative manner to meet the needs of the students.

)

In-School Projects. All -three of the in—schbol projects are

I see that the,indivﬁg;jl memberg of the staff,

bureaucratically administered, although the reasons and results of this

s

structure are different for one than for the other two in-school

projects.
Two of the projects are responsible ‘for less client services than
the alternative schools, and hence these in-school programs have been . e
'inter—organizationally eagier to administer. Roles and reaponéfbilitiee
of staff ére clearly defined at these two projects. An on-gite observer ?

cummarized the administrative structure of the projects-as follows: -
. ' , ‘ ¢
Everyone really takes care of administrative responsi- ' ‘
bilities for their own area. The project director ‘ |
handles admfhistration as it relates to the outside-
v bureaucracies; such as CETA, DOL, Youthwork, Blackstone
' etc. The teacher, for example, must check up for
absences .from the class, and bring the student up
for disciplinary action if he/she misses two classes.

1
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He is'responsible for equipment and materials in the
.classroom. The home-school liaison is responsible for
* intake forms and income verification of participants.

She also picks up time sheets every two weeks from
employers. The job developﬂent counselor must keep

in touch with employers, must develop new job sites

and must arrange to get students interviews with ’
- potential employers. The secretary hapdles cletjcal /
.and secretarial duties.

’

Unlike the alternative school projects, two of the in-school pro-
jects are responsibie for only a segment of'the students educational needsy
~Exceptiont to this are youth who dnly need a few credits ‘to graduate and “
take them only through the Yo?thwork p;ograms& Otherwise, at two projects
students in the in-school,p?ojecte typically takes classes in the
reguiar school curriculum in addition to their Yduthwork' project classes.
The school system is thus part of the ad@ihistration of'in-gchool projécts. /

Curriculum design, courses and credits are arranged by the projects in /

conjunction with the school system\ The. result was that the in-school

projects were administratively bureaucratic.

LY . -
One in—sdhool,prgﬁect is an exception to the comnsequences of

administrative interaction between in-school projects and the LEA.
~

This third in-school program is opefatea separately from dts affiliated
public ‘shool curriculum and administration. Its youth participants

take all their coursework through the project and, while located within

the public school, do not {nteract with the public school personnel. 4

The project is gubsumed under another alternative education program at
the school which in turn acts as a liaison with the LEA. The Youthwork
project is bureaucratic in administrative structure, but lacké an active

! centralized adminigtrator. The on-site observer compares the adminis-
J——n\ ) .

trative structure to a "feudal system with each of the components

]

working separately of each other, yet all paying taxes to a common master"
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\,
\

(the alternate program). The result is similar tb- the alternatide schools

which are pafticipatory démocratic in administrative structure, and

s {

. ) . . rr
where there is a similar lack of coordination of gervices. It is not
" a participatory democracy as there are rules and regulations for what

each staff membher should be doing. The problem,is'that there is no

supervision of what each staff person is doing. Teaghe?? are not
N AN

following the project agenda or curridulum ddsi i otential program-

al

matic changes are not being made.

Inter-organizatidnally, the decision-making process at the other

.

two in-school projects has been (like the alteynative schools) baged on

a consensus. Because of small staff size, a d‘ynlike the alternative
schools, the consensual decision-making pyocess usually involved only

two or three staff members. Typically,/the director ‘and staff person(s)
. . .

°

meet informally for problem analysis and program deciéions. These two
’ 0

in-school projects have had betweefi one and four teachers for their

;
programs. With these smaller teachnilagaff sizes’and less responsibility
fpr the total education Aeeds of participants, these two in-ech061
pfojects have not sought tiéhf teacher supervision.

This is In contraxt to two of the alternmative schools which have

had to strengthen the supervision of teachers and coordination of

-

curriculum. At one school, a pergon was recently hiredizyecifically
I

with this as their primary respongibility. Administrat¥vely, thisg®

resulted in relieved strain in the area of service deliery and

accountability.é Also impacting on the administrative difference
\

: ~
&See p. 3.22 of this report fog discussion of one alternative school
hiring a learning coordinator to coordinate curriculums and discern
the credit needs of participants. ’
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(,
- between alternatJdve schoolé and in-school ﬁrojgcts is that the choices ’
of curriculum and courses gt the, in-school projects are not as flexible
or extensive as those in the alternative schools. With the LEA moni-

toring mandated services,5 the in-school projects have_not had the

autonomy to make as many, nor as complicated, decisions as the alternative

school projects.

-

> Post-Secondary .Projects. One of the post-secondary projects has

evolved into a bureaucracy, whereas the other post-secondary project

~
has remained adminiétratively autocratic. Initially, the former project
lacked any administrative structure, but since start—up problems no

longer plague the. project (See YNPS Interim Report #1, 1979:69) it has

gradually delineated the roles and responsibilities of its staff members.
. X

.

As their on-site observer explains:
. {
Now that there is a full complement of students, and
after three academic quarters of operation, the project
is finally becoming viable. The staff is informed and
the lines of authority and responsibility are clear.
The atmosphere is one of a working project, rather
than the earlier atmosphere of a group of people
)struggling to pull things together.

The administragive structure of other post-secondary ‘project is
difficult to delineate. It is bureaucratic in that roles have been
defined for the staff, but many administrative functions are vt

carried out because there is no delegation of responsibility. Consisting

¢

of a small, overworked staff, the project has experienced many opérational
. .
problems. It has been labeled here as administratively autocratic,
given‘Ehat the director retainé &qstrol'over staff activities and limits
\ :
e e et e e

In the case of one in-school project, the LEA's Alternative Program T
wag monitoring the Youthwork program rathgr than that of the LEA's
own administrative structure.

! {}4




thejr responsibilittg§ so as to restfiﬁf’iheir delivery of services.
/

éoaceptualizing and analysis in ogder to modify, change or expand the
/

|

|

|

|

|

\
Foremost, the project has lacked a/ﬁeans by which to undertake problem

/ .
. progra%. In the area of academi¢ credit for work experience, for

example, it is imperative that these functions exist and be operational -

or learning contracts. The issuea and approaches evolve. The program

/

must be able to do the samgﬂ

/

/

Conceptually, the

as there are no '"cookbooks" oq’how to design and implement competencies
granting of academic credit for work experience !

/

has not and perhaps canpot be fully articulated. At six of the academic

credit for work experience projects, there has been continqél change .
and modification of their services "in terms of competencies, learning

contracts and.courgéwork. But at one of the post-secondary projects this

is not occurring./l/'l‘he teachers responsible for gleveloping the academic

credit for work/éxperience curricuk9 have not had the authority hf makeé

any major changes or innovationq. They are responsible for following

the LEA or poét—secondary institutions curricula and hence are not able

to deviate from the imposed structure. Reporting a conversation with

two staff members, the on-site observer writes: ?

receiving credit for competencies. The college

The teachers explain that students are not actually .
faculty expect the teachers to follow ‘their class
|

syllabus with the student during in-house time and ’ \
then the teacher tries to relate the material to
the student's job as much ag possible.

There have ‘been some programmatic changes in this project, but
o
they have been instituted by the prime sponsor or outside technical 1
i \
asgistant. The project modifications by the prime sponsor have either added ‘
|

extra work or.lost potential job sites. The problems the on-line staff had with _

Jgo -




70 . .
' the documents for the job supervisor were not conveyed 46 the prime ' . T
\ - 14
spongor, agd as such the problems have not been remedied. o

At this project, the director has retained full control of out-

-

- . 1
side contacts, and does not work as a liaison to convey programmatic
problems, nor does s/he ‘present a forum for pis/hé‘gftaff administratively

work on problem conceptualization and golution. At a staff megﬁing ~

where the discussions has turned to tefundimg, the on-site observer Y

relates. 0 s

The various staff members talk about how much. o
they have learned in Jthe past year gnd how nimch

they now know about yhat is possible) and what - -
they need. Yet 1 corjtinually see=the-director '
discouragin} this levdkof conversation as he e

again changes the subject. I think s/he

is taking much more a ttatus quo approach to .
refunding. My feelings are that s/he do&s really ‘ i
care about running a program that benefits ) T ‘»
students, but that s/he has little concern for o
programmatic innovation. I gense that s/he

cares that students have good. jobs and get their

money, but that the academic struggles of the

program are a lower priority. I also sense" that

g/he thinks it his/her right as 'director to make -
these judgements and is not particularly interested

in the staff discusoing these issues. )

. The effect of this administration authordty structure is that gtaff
cannot diachs? prograrmatic problems or providé input to influence:.program-
matic'changgs.'.Stqff at this post-gecondary project, however, do enjoy
noninterfefence in their interactions with the students and daily program
planning. They experience=frustration over their inability to impact on
program changes. This in turn, overrides thgir satiofaction with flexibility.

During a discussion of administrative styles, one teacher oayo:
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It is very relaxed atmosphere and the working con-
ditions are good. Nobody could agk for a better
"~ situation. The director encourages us to make our
own decisions. There 1s a great deal of freedom. .
Sometimes too much, I think. If I go in with a real
problem, I know what s/he will say, "what do you
think?"...Sometimes I feel that we are not accomplishing
all that could be accomplished.

‘Observer continues--She talks about the morning's
staff meeting and a discussion of common goals and
objectives for the next year. "It is just not like
that here. We do not talk about that here."

The other post-secondary school has also demonstrated how bureau-
« cratic administrative structures can be impeded when all necessary tasks
of the administration are not perfopmed. As the director said:

Initially, the project, student and staff alike, .
suffered/ from a lack of clearly defined roles for
This affected the students and communi-
between students and staff. Now roles are
ed, but there is still a communication problem
amgng staff members, especially the counseling unit.
Téo often, they expect me to take on communication
facilitator role. I have neither the time nor the
energy for it and I cannot from my position anyway.
So, I see that at first the structure of the organi-
zation prevented communication. Now the structure
is okay; it is individual failures now.

" Both of the post—sécondar& projects are simila;-to the in-school
projects in that the LEA is involved in tﬁe désign and ﬂeli@ery of sefvices
0' to the participants. The necessary interaction between the LEA and the
proj;cts over course offerings, curriculum, and academiq credit and the
projects interaction with CETA and Youthwork, Inc. suggests why a
hierarchial bureaucratic or autderatic structure has .been created at
these brojects. These projects ére responsible to a number of different
bureaucratic organizations. The administrative structure can be mosﬁ
. accountable to other organizations througlr a centralized and delineated

~authority structure.
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IV. Program Retention

As the AcaéQmic Credit for Work Exper}ence Projects enter their
second year of operation, it is informative to examine which participants
have chosen -to leave or have been terminated by the various pfojects.
Through examining why participants have left the projects, oﬁe can
infer for whom the projects are most beneficiél. One can also infer
which participants are not being served by the projects.

Overall, from October 1978 to October 1979; 241 of 752 or 32%6
of the participants in the eight examined Academic Credit for Work
Experience Programs were terminated. This figure reflects both parti—x

cipants who chose to leave projects fdr their own reasons, and parti-
cipants who were dropped by the project administration.i
Analysis of the participant's characteristics who left tﬂe projects
presented some interesting findings. Across the eight Academic Credit
for Work Experiéﬁce Programs, roughly equal numbers of males and
females terminated (29.87% and 34.1% respeétively).7 The reasons why
. the participants are no longer enrolled ip the projects do vary by:

sex of the participant. Other factors which influence retention

rates are social status and age of the participant.

Age of Participant. The older the partiéipant, the more likely
he or - she will terminaté or be terminated from an academic.credit for

‘Work experience pfoject. Several intervening variap}es ;re responsible
in part for this occurrance.- The older the p;rticiPant.becomes, the

ﬁoré likely he or she will have been labelled an offender, become a

school dropout, become financially independent, or for a female,

6

MIS Data Bank, Participant Prograﬁ Summary, 12/16/79, Youthwork, Inc.

7Ibid.

¢
P
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become pregnant. These groups are high "at risk” for project termination.

Another factor related the older.youth's higher dropout rate is the
compulsory edﬁcation ends when the youth reaches 16 years old. Interestingly,
the high termination trend in older pé;ticipants holdé true for the six
alternative schools and in-school projects, but reverses itself in the post-

secondary projects. These latter two projects have no classified school drgpouts

and only a few (3) classified offenders. In general, .they serve different \
é

8
target population. Table 6 summarizes the relationship between project
strategy, age of participant and enrollment status.

At both the alternative school and in-school projects the 18-19

8

&ear old populations had termination rates higher than their younger . .
participant counterpatts. The MIS data, although gubstantiated by

pfotocol data, must be interpreted with cautioﬁ.. It appears the data

are inflatgd with participants who have left before gﬁfﬁﬁring‘orientation.

Protocol data from one in-school project cautions on the use of the

'

MIS data:

According to staff, of the females who leave the

program for other than the fact they are moving

away from the school district, they leave because

they are pregnant. This 18 true for both black

and white females. Of the males who leave, the

majority of those left because they never really

got involved in the’first place. While the intake

was completed and they were therefore officially .
enrolled, something made them decide to not pursue -
the program. So in a sense they never really .
gave the program a chance. Some students have

left because they really needed a full-time job.

They were emancipated and must support themselves.

The half-time job this project offers them really

is not enough money for them. Only two students

in the program ‘dropped out of school; one went to

jail.

8See YNPS Interim Report #2, 1979:&6—&7,61{ The post-secondary students
joined the Youthwork programs to receive an education or credentials
which is in contrast to the other programmatic project model participants
who joined primarily to receive pay.

i.‘
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TABLE 6
PARTICIPANT CHARACTERISTICS AND ENROLLMENT STATUS
IN EIGHT SELECTED ACADEMIC CREDIT PROJECTS

Operative Year 10/1/78-9/30/79

Project Strategy‘and
Age of Participant Enrolled Terminated # Terminated

Alternative Schools

14-15 yrs 73 16 21.92
16-17 yrs = 170 44 ~25.88
¢ 18-19 yrs , 34 14 41.18
20+ yrs 1- 0 0
Subtotal: ;;g ' _;Z

In-School Projects

14-15 yrs : 24 10 + 41.67

'16-17 yrs ' 244 88 36.07

18-19 yrs : 61 39 63.93

20+ yrs 4 3 . 75.0
Subtotal: _3;; ;(;

Post-secondary Projects

14-15 yrs* ‘ 12 6 50.0

16-17 yrs* | 40 14 35.0

18-19 yrs T 54 8 | 14.8

20+ yrs - 35 9 25.71
o Subtotal: IZI : ;;

°. *Younger participants are from pool of secondary students enrolled in
project’'s secondary sites.

SOURCE: MIS data bank, Participant Program Summary, Youthwork, Inc.,
12/16/79.

IToxt Provided by ERI
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Sdcial Status of the Participant. The 87 participants in the

"“"target population” groups of the eight studied academic crédit pro-
jects had a forty-five percent termination rat:e.9 These éroups included
school Aropouts, offenders and the handicapped. This last group of
participants had the lowest (317%) termination raéé of the three groups.
The older two groups had- rates of 57% (dropouts) and 47% (offepders).
These latter two. youth groups were also found by Magnum ard Walsh (1978)
to be difficult to retain in employment programs. |

With few exceptions, most programs directed solely

towards the hard-core disadvantaged, or those that

isolated the hard core, have been failures at

least according to prevailing statistical norms.

(Magnum and Walsh, 1978:165)
Five of the academic credit projects had between one andvfifteen
yguth they were unable to serve because of the special needs of malé
youth offenders. 1In particular, behavioral problems of these youth
caused them to be terminated by the project or to be taken out of the
pro§2ct by the.courés. They were disruptive and poor attenders.

Asked about a student who was recently terminated (sent by a court

to a treatment center for delinquent boys) a:staff member says: \
. N . .

Tom? Oh please! Do you know that Tom threatened
my life? Not to my face but he told someone else
he was going to get me. 1 really had very little
to do with Tom for a long time because his atten-
dance in my classes was so poor.

Discussing this particular youth with his counselor at the treat-

A L ' ' .
ment center, the on-site observer relates the = counselor’s opinion:

-

9Figure3 derived from Table‘6 of this chapter.
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Y *
You have to understand the system. A kid is
caught five times before anything happens to them.
By that time, the kid has already seen the advan-
tages of what he has done, and he has seen that
nothing happens. They get into a program like this
after they have had about ten chances. They are
not used to being accountable to anyone. They
have either been allowed or they have forced
people to let them do what they want. He loses
his morals, lie does not ‘feel like he should be

a good son, etc., because street-life does not
reinforce that. -On the street, 1f you think like
that, they will tell you you are crazy; you should
be looking out for yourself. A lot of kids come
into this place and do not see themselves as
having to do anything. It 1is hard to make them
see there 1s something out there for them to
achieve.

L4

This particular target population proved to be difficult for tbe
projects on the whole to retain and serve.‘»Previous dropouts and
participants with low education levels also posed curriculum, counseling
and staff-time problems.‘ A Participant such as Tom demonstrates the
current inability of most projects to meet basic remedial education:

needs of some cohorts of youth. A staff member says:
—
No one here was prepared to give extensive academic
help to Tom. It 1s too bad that we do not have
“someone to do that. It is a hard question, what
to do with a student like Tom. ‘

The low reading level and bagic education needs of participants may

also be responsible for over ten older youths' self: or project-terminating

)

at one project alone. As Mangum and Walsh also found:
Herein is one of the dilemmés of all employment
and training programs. Many of igs clients--
especially the disadvantaged youth--not only
lack basic education skills, but often are not

interested in achieving them. (Mangum and Walsh
1978:104)

There is some indication from the protocol data that older

participants are responding to what one on-cite observer called "the
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ratio between age and lack of credits'. It has been observed that older’

-

participants with remedial education needs are embarrassed and frustrated

-by~theiy lack of knowledge. They are also discouraged by their unsuccess-

ful academic careers and the task of catching up with their peers. One
teacher reports on such‘a student: - \

He was painfully aware of his limitations and

went to great extremes to mask those limitationms...

He would do a paper in class and then be so

embarrassed by it that he would throw £t away

instead of handing it in. His handwriting and

his spelling were atrocious. .

Originally, seven projects wete not fully prepared to megt the YETP -
remedial education needs of their participants because they miscalculated
the basic skills needs of the participants. Since inception, two of the
new in-school projects and all of the alternativé school and post-secondary
projects have been increasingly hiring staff who have backgrounds in
special education/remedial education. Retraining of staff has also been
occurring to changé.curriculum and course offerings to meet the educational
needs of these partigipanté. Counseling services have also beén emphasized,
At the alternative school which has hired new project staff, the on-site
observer discusses the staffing situation:

It is interesting to note that the two teachers who

were asked to leave the program at the end of theinr

first semester of involvement were the two teachers

loaned to the program from the area's public schools.

At least two of the teachers who are new to the pro-

gram this year have extensive experience teaching in

gettings other than public schools.
New persons hired at this project for Fall 1979 include a teacher with
psychological counseling as well as classroom teaching experience, a
teacher from an alternative education setting, and one teacher specializing

in remedial educatiom.

Sex of the Participant: Special Case for Women. From the protocol

data, the majority of females who left the projects did so
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- /
for child care reasons or because of pregnancy. Mangum and Walsh (1978) noted:

Counselors estimated that despite their best
efforts, less than 30% of the need for child

care was met, which probably accounted for -
"care of the family'" being another major reason
for dropouts, especially among female enrollees.
(Mangum and Walsh, 1978:140)

At one alternative school, six of the eight females who left the project
did so for these reasons. One of the in-school project staff members

discussed terminations and remarked:

Then there are two girls who are in holding
because they are pregnant and are embarrassed
about being seen at school. They say they
will come back after their babies are borm.

Whether these women will returnrto the projects is unknown. All
the pregnant participants at the three in-school and three alternative
school projects do plan a two to three ‘month maternity leave, with the

o
project staff planning for their eventual return. The one observed

post-secondary female participant who became pregnaﬁt left the program

permanently. An on-site observer r%}ates one alternative school's staff

-~

discussion on a pregnant student:

They turn to discussing one of the students who 18
due to deliver a baby this month. One teacher
does not want to deal with her in the educational
structure,- feeling that' the student cannot handle
this presently. Two other gtaff members want to
stay in contact with her so that they can be sure
she will return to school after the birth of the
baby.

This project, in response to the problem of teenage pregnancy
(which several other projects have also noted to be on the increase),
ic now planning to schedule scome special talks and lectures on this

.topic. This is the first year they are considering adding curriculum

on pregnancy because as the on-site observer explains:
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Last year there wab no willingness to discuss
pregnancy and parenting at all because of the
clagsic view that this would encourage women to
become pregnant. ‘

1
expensive and difficult to find. Resolution for the mothers who have

Child care is alse a problem for these young mothers. It is

left the projects or have errolled with children already present

appears fo be having their parents help out. One sixteen year old

pregnant woman who was considering returning to school via am in-school

project remarked:
I am lucky because my Mother said that she will
babysit for me after the baby comes, and she is
only charging me $20 a week. ‘

. One alternative school allows their participants who are motﬁa;a

to bring their children to school. This is the only project which pro--

vides child care or éllowg young children to remain with their mothers'
at the project. The childreq;remain with their mothers in the schooé
classroom, and the séhdol seems to have accommodated the disruptions
which sometimes ocquf. The on-site obaerver ét the projects says of
her site visits:

I have held babies an& I'hg;e fed babies bottles

while students take testg. Many of the students

consistent%y bring their young children to class.

In the coming year, it will be important to document how the

, .
projects continue to react to and plan for the sgpecial needs

of this this student population.

V. Re-enrollment of Terminations

During start-up for Fall semester 1979, t Academic‘Cred;t
Projects had to filf the vacancies ereated by nonreﬁzrning participants.

0f the eight projects under study, only one was reﬁor(g? to have

r
- AN
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actively and thoroughly tried to find and re-enroll nonreturnees. The

on-site observer reported:

s \

This summer the program had been carrying a full .

load of students. When school resumed in September, .
. they found that they had lost 21 students from the '

program. Instead of filling these slots with new I

students, the school conducted an intensive search

effort by calling and going to homes, contacting

parole officers and court counselors, and sending

the word out through other stuydents that staff '

wanted to talk with them. Through this effort, 11

of those students lost over the summer were rein- &44l
. stated in the program and the balance of the program
: slots were filled with new students. - .

.

Three other projects reported some contact initiated by participants

who ‘had left the projects.” At one project, participants terminated

.
-

for chronic absenteeism were trying to get back into’the program. The
on-site observer related:

The director said the strangest thing was that several
of the ones who had been terminated because of their
poor performance (the project cutting policy in effect)
had been calling and asking if they could come back
into the program. The director thought that the

true reason had to do with the fact that they were
given jobs and not sp much that the classroom was
important to them. One of the males who had left

the program and was over eighteen years old had tried
to get back in because he found out how difficult it
awas to get a job outside without a degree.

During attempts to keep students from self-terminating, staff

\J ]

at two projects remarked on the parents role in self-terminations.

. An on-site observer reports on two staff member's discussions on

what they felt had been occurring:

They talked about the extremes in parenting they

have noticed--those who know nothing about what

their children are doing, and those who monitor

x/ﬂ every movement. .

Both of these projects lost two youths from parent over—interferggce

in the youths lives. A post-secondary site observer conveys a teachers
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discussion of a student who dropped out.

The teacher talked about how they lost a really

good student in part because of her mother's
harrassment becoming too much.
R

From the experience Jf another project, few parents became

Youth

& =

. involved in, or we interested in their children's educational attain-

J

. ments. At a staff meefing, the director instructed the projecﬁ\ftuff
. not to expect many parents at the upcoming school-parent meetin%y,

\ ' Based on poor turnout from past efforts, the observer reporufd the

direcpor's instructions;

The director points out not to have high expectations
for parental turnout at the conference, even though
telephone calls are made and letters sent out saying
that grade reports will not be given unless the
parents pick them up. Last years attendance at the

conference was very low. ¢

Involvement

" approved. (Tinker v. Des Moines Independent School

In our gystem, state operated schools may not be |
enclaves of totalitanism. School officials do not
possess absolute authority over their students.
Students in school as well as out of school are
"persons' under our constitution. They are possessed
of fundamental rights which, the state must respect...
students may not be regarded as cloge-circuit
recipients ¢f only that which the state chooges to
communicate. They must not be confined to the
expression of those sentiments that are officially

District, 383 U.S. 503 (1969) in Bersoff 1976:107)




e ecisjons,-children remain, like Ellison's hero,

.obtaiﬁ. Individﬁally, youth did have impact and input on their elective

/At this project.:

Over the &ast ten years minor% have won the right ta freﬁm

speech and rudimeptary due process, yet: S v
' . B p R e

Not withitamding the salutory effect of these

“ . {fnyisible persopd whose views are ihfrequently . e "’Z
evpked and whoSe wishes are rarelsy controlltﬂ§~” . e o
T (Bersoff, 1976:1099 . . ] N g :

Seven of the eight Academic Credit for Work Experience projects
supported and encouraged youth to make their own deciscions regarding

their educational experience. While ideologically project é%hff degired ;

.
~
-

input from participants, in practioe they found this difficult to

courgework, learning contracts, and work site placements. Jut collectivily,

at pbly,One project was there viocible influence from participantc.

After meeting with counselors, the entire school

gets together as a group where the studentsg discusg
problems and -ideas. -Thegse all-school meetings have
been occurring for a long time at the prgject and

are the traditional method of getting student 1irput™ .
and feedback from the staff. At previoug staff
meetings I have heard serious discussions by the

full staff on issues brought up through these
all-school meetings ahd counseling sessions. 1 .
have seen staff make adjustments and changes in
programs, curriculum, and pergsonal interactions \\\§
with students because of these meetings. ,

Th¥ other seven projecé: which he;e tried to geg y?dth involved
. . . \
in program design and oe%viceg have been unable to get‘che students
organized. Three of the projects hag? student councils, and another
project is organizing one, but these have not'proved oucceéoful in ,
impacting on the projects as participants do not use them as a vehicle

to promote change. Asked tf the project had a etYuctute for otudonc

input, a director of a pest-ceecondary project said:

[

e ‘




Yes, some, but the students do not use them,\ I
have a mixed reaction to the student role: On
the one hand, I have always advocated student.
"input. On the other, the students have to take
the inditiative, they cannot be forged. I know
-in some classes the staff have given students'
direct training on impacting on the system.
They still just:’ do not do it.

t

~

At a staff meeting on the design of the upcoming Fall 1979 curricu-

.

lum, the teaching staff asked about ways of gaining student input. The

observer reported on the alternative school' s staff response to tne .

question: . ; S :

. The director says “attempts have been made and
' were always abortive. The students will simply
not devise a list pf topics themselves. One
staff member says they have always had a suggestion/
‘remarks section on the course selection form and
the students have always either not used it at all,
or only sketchily.

~

When a director was asked why students did not take advantage of

\

providing input on their project, s/he said:

& ‘ I have considered that a great deal. The best I
. can come up with is that they just do not think
in collective terms. They act individually. I
have been appalled at their lack of ability to
operate in groups. For example, their total lack
. of ability to run a meeting. They never take any
formal group action, though I do think they
haye input on an informal individual basis.

- The- Pﬂ%sident of the student organization at this post—secondary

project was asked if s/he was. encouraged to make her/his own decisions.

\

The reply: .
No, not really.. When I came in, I wanted to go to
school and knew this was a good opportunity. So I

came in’thinking I would listen to them and not run

off at the mouth., They know more than I do, so.l

will listen to their advice. 2
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A passive desire to be "taught" is,evident at the post-secondary ‘

projects, but is not present at the in-school or alternative school

N—a . . -

projects; For secondary students, it appears‘that the.youths‘either
do not ca:iror do not "know enough" to seek to impact on the projects.

One teacher said:
) " The problem is that the'students,do not have their
own interests when they come into,the program. '
‘They have never been encouraged to have their own

'interests.
A critical problém regarding minor's right to choice in their
education occurs at the secondary school level. Youth have mandated

. . -\
goursewdrk to follow and accomplish. This obviously conflicts with
. . ) . s . ‘»
their options to decide their own course of action. At the one project

where there is no participant'input, a teacher, whép asked why,

exclaimed: S ) . S
- ) v

But I have a syllabus I am Fesponsible for! Maybe

I do not understand you? e

A} 4

From another project, during staff meeting discussing youths chosing

4 . .
their own courses, the on-site observer reported their discussion:

The sta¥f discussed how there have been times when
students did not pick a course which enhanced a
certain area of learning they were required to
cover. A teacher asked the director what should -
be done in these cases, and s/he responded "I am
not prepared to answer that now!'

. - At the secondary project and post-secondary level, participants
v have little choice in their curriculum and coursework as core courses
¢ are mandated by the affiliated education institutions. Where there does

appear to be youth input at all eight-academic credit projects is in the

area of choice of work—site and electives. This is contingent though

on what is offered and availabie at the projects.

Y

.
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VII. Motivation
All the Academic Credit for Work Experience projects have
experienced.difficplty motivating participants to learn, and more

particularly, attend regularly. Absenteeism has been the most difficult

problem consistently facing the prdjects’in providing\services.to

+
q

participants. This is more of a prob%gm for those projects serving youth
under 18 years old than those serving an older population. The youths
in the two post—secohdary prdjects are more responsible on the whole in

-

attending to their coursework, and in'going to ciass and their work
place. At the most basic level, participarits may not be motivated to
attend prejects regularly or may leave_projectgubecause they would
rather not be in school. It is not known how many, but it appears gome
participants are self-terminating because they do not like or want to
be  in school. Af one post-secondary project, the on-site observer
relates a conversation s/he had with a teacher:
Sandy tells how she had flowers delivered at home
last week from a student who had dropped out of
the program. Attached to the flowers was the note:
I ﬁ3pe you are not disappointed in me for quitting
K " school. I think it is the right thing for me. I .
l hope I can still come back to talk to you sometimes.

Several strategies have been tried at Fhe projects to reﬁedy
this problem of absenteeism and lack of youth motivation. Two projects
haveAqfferéd participants financial reimbursement for attending class.
Payment to students for time spent in class has not apparently induced

the youths to become better attenders. An on-site observer conveys a

summation of one director's sentiments:

11} '




The director said that originally s/he thought
that the money for class was an incentive, but
s/he finally decided that s/he does not know
what motivates these_kids. S/He is sure it is
not money. Paying for attending class has not
kept students in class, and they are not willing
to do anything for a job either.

At the other project, the on-line staff have experieﬁced the same
phenomena. One staff member said of paying a youth to attend classes:

It just did not seem to be a motivating factor.
It did not lmprove attendance. And it has
caused bad feelings with the schools. None

of the counselors, teachers, or principals
liked it. They did not believe in it and did
not feel it was right.

Employers also lamented student absenteeism and commented on the

fact that money did not seem to-motivate ghe youth. At an employer/

project staff meeting,s the on-site observer sums up the comments:

Five or six employers agreed that absenteeism was
a problem, especially at-the beginning of the work
relationship with the student. One commented that
he thought the money was not the drawing card but
perhaps the credit was.10 ' ,

One of the reasons why it has been so difficult to motivate youth
under 18 years old in the in-school and alternative schoel projects )
may be because of the poor self-concept and the lack'of self-esteem"
many of the participants have. A classroom account follows which
demonstrates the negative image many of the youth have pf themselves:

The director asked the students to write down their
good qualities. The students are doing this now
and seem to be having a very difficult time finding
ten qualities about themselves ‘which are good. I
hear one student say gkhere ain't nothing good about
me'...The dtudents are then asked to name their bad
pointg. The students have no particular difficulty
doieg?this.

s

101: is interesting to note here that these Sentiments do not coincide with
those of previous YNPS findings where it was reported that credit

was not a major inducement to joiln the :academic projects for under

18 year old youth, but was for older youth. (See YNPS Interim Report

“#2, 1979:39.)
- 112
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These same youth lack sélf—eonfidenee and (positive) self-assertiveness. ‘

..

, A staff member said: "

It is so hard for them to fight for themselves. One

of my students told me there were not enoagh books

to go around fn one of his school classes and that

he did not get one. When I asked him what he planned
to do he said 'I will just copy from someone who has

a book'. ) '

In the past, most of these youth had encountered failure. As
k”one on-site observer was told by a project staff pereon: -
She. reminded me that. they were working with a
population that were pften frustrated and had
experienced much fatlure.

endeavors impacted on the youths school experiences and attendance. One

v

The relationship between feeling eompeteqp or successful in their . {
|
|
|

staff person saidé

I have noticed that when he 1is not doing well at j
a job he becomes discouraged in school. One of — ‘ ) i
our goals for him last year was that he come to. ‘ |
a realistic assessment of his own abilities. He
always tries to look like he knows what people
want, like by carrying an empty briefcase, but he
is.not true to himself.

Individual successes with motivating youth to responsibly attend
classes and their work placements have occurred when their experiences

resulted in a positive. change in self-pgrception. Two factors appear

to account for enhancing youth motivations 1) a supportive relation-

ship with a staff(s) member and,gg) an appropriate job placement.

participants program experiences and attendance. Academically, many

| are, or continue to be failures. It is not surprising then that a

" .

»

11YNPS Interim Report #2, 1979:47-51.
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positive relatibnship with an authority figure and/or success with a
job placement would impact on a yoqth's self—iﬁage and would result in
improved attendance. One teacher discusses the changes in a previously
"probiem" student who had a supportive and 1nvolvéd project counselor
and a good job placement. o \\

Trisha has been the greatest change of all! I do
not know if you know but she has finally had a
successful work experience. Her self-confidence
seems to have been crucially effected by"the
successful work experience-and she has continued
to be a very hard worker at school. One of her
problems in my class is that she does not feel at
home in English (Trisha is Hispanic) although she
is definitely bilingual. All her behavioral
problems which took so much of everybody's time
last year are not getting in the way now.. People
have been really amazed! I think Trisha used to
use her behavior to compensate for her feelings
of inadequacy. Now she does not feel inadequate.

Crucial to a successful work placement and to the student's motivation -

\

is that the job be neither simplistic or ﬁeaningless for the youth. Finding an

appropriate placement for the skill level, maturity, and interest of the youth

is difficult. In Trisha's case, the first few work placements in

in the private sector did not work out. When the staff finally found
" her a job in a sheltered work shop (factory work), she was able to

" accomplish the necessary work tasks and with encSuragement from staff

]

experienced success.
Providing youths with behavioral/psychological problems
with supportive staff relationships and a good job placement is

staff-intensive and time-~consuming, but when it occurs it has

proven rewarding;so both staff and youth. ‘
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SUMMARY AND RECOMMENDATIONS .

I. Academic Credit -

o

Awarding academic credit for work experience necessitates flexi-.

bility of approach as there are no stan?ardized rules applicable to
this endeavor. It is a highly individualized process and requires
constant modification to meet the needs of individual youth, new
institutional development and available resources. The academic
credit projects have been undergoing shifts and modifications ip their
delivery of credit services and competencies. The majority of the
projects share similar concerns. They have tried coﬁparable as well
as different methods of developing competency learning contracts and

credit arrangements.

Recommendations to Youthwork, Inc.

(1) A means of information sharing and problem Solving

shoqlg.be developed for the Academic Credit for WOrk:

Expefience projects so that directoré and/or on-line

staff can share their knowledge and experiences in

developing a linkage between education,and work. .

(2) Technical assistance in the area of implementation

. of “academic credit for work experience should be made

available to the academic credit projedts, Assistance

¢ .

in the development of competency statements, objectivesd

*  and behavioral and/or paper and pencil tests would

be most practical and beneficial. Any assistance

offered must be sensitive to 16cal needs and conditions,

and most importantly, feasible at the local level.

115
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(3) Ample time should be given the academic credit

projécts in the area of granting academic credit

for work experience before these projects are

"evaluated''. Any interim evaluation which occurs
should be sensitive to the evolutionary process

of developing the credit/work relationship.

To de;elop a feasible approach tqvawarding youths academic credit
for work experience based on.meaggigments other than traditional étate
or‘LEA competency tests, or to develop the means of altermative (work .
experience) approaches to gaining "traditional" competency levels, is ’}
staff-youth intensive. To indYvidualize learning experiences and to
develop measurements of acquired skills or knowledge which meet the
educafidnal needs of individual youth requires further teacher-counselor

time; much more so than is necessary in traditional, standardized

schools.

Recommendations to Youthwork, Inc.

Project Organizatibn

(1) Teacher and counselor staff-youth ratios must be higher

than traditional school rafios. Developing and testing

competency levels of individual youth entails considerabte
individual staff-youth attention, It is doubtful that the
process can stabilize to the extent that this type of
curriculum and approach to credit can ever match the

. :
traditional school staff-student ratios, e.g. one teacher

to 27-35 students.




II. Program Administration

Several projects which are responsible for fulfilling multiple
educational needs of youth should designate at least one staff member
whose responsibility is to coord;nate the cufriculum, credits and
courses at the project, WheFe such a person or role is lacking, some
youth are not provided with céordinated services either in terms of
acquiring.the type and number of credits they need to graduate or in

enéuring that they are in the most appropriate classes.

Recommendations to Youthwork, Inc.

. (1) For those projects that offer g complexity of

services to youths there shogld be required

at least one staff member(s) responsible to see

that educational requirements are met.

in innovative education programs it is imperative that projects
provide an administrative structure which allows for problem solving
and implemantation of décisions. The administrative structures of the
academic credif projects function between the extremes of no means for
staff involvement in problem-solving to a lot of problem analysis but

no implementation of decisions. Either case causes staff dissatis%action

and hinders the potential impact of these programs.l2

Cgt

12For a discussion of the relationship between different decisions and

execution, see Pressman and Wildavsky, 1979:191 or Demone et al.,
1973, particularly chapter 8.

A

117




Recommendations to Directors of the Academic Credit Projects

(1) For the projects to operate efficiently and

B effectively, a means for on-line staff problem

analysis and input must be operational, and

*
just as importantly, follow-up and/or

implementation of decisiions must occur.

II11. Retent;on and Motivation

The target populations identified to be served, among them youth
offenders and school dropouts, is a difficult population,;p retain in
the projects. TFor projects serving secondary aged youths (14 to 18\
years old), the 16 to 17 year old youth are ?articularly prone to self-
or project-termination. One project likened their project terminations
to "deadwood". These youth present numerous problems to projects in
terms of attendance, curriculum and staff time. Projects have
responded to the special needs of theselbopulattnns by adding or
increasing the numbers of remedial education and counseling staff
persons to their projects. Despite these additions, youth are still
terminatingl There is some evidence that several projects (n=3) are
changing their admittance standards in favor of younger youth with
higher reading levels and more credits than were admitted into the

projects last year (1978). The goal appears to be more selective

admissions to ensure higher retention rates.

Recommendations to Department of. Labor

(1) There s a need for further research on how to

retain "problem". youth populations in school-to-,

work transitien programs.
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(2) Two factors which appear to work for "problem!' youth

populations are individualiied staff-youth relation-

ships and good work experiences.

W3

(3) 1If it is not desired for projects to take those

participants which projects have found themselves’

best able to serve, incentives for admitting and

retaining special groups (offenders and young '

dropouts) should be developed. Disincentives, such
as reliance on termination figures should be examined,

as this group of participants has traditionally been

difficult-to serve.13

Recommandation to Youthwork, Inc.

(1) MIS:data reports should be interpreted with caution as

some of the figures are misleading. This is particularly
true of the patticiaant retention figures which were
found to be inflidted with participants signing up for the

program but never appearing, or leaving during the first

weeks of program start-up and orientation.

!

Paying youth purticigants for remedial educetioe class time at
two projects is not perceived by the on-line staff to be working as
an attendance incentive. Both these prejects serve (more than the
other academic credit projects) a hard-to-reach youth population (in

terms of remedial skills).

13See Magnum and Walsh, 1978:Chapter 9,
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Recommendations to Youthwork, Inc.

(1) An internal analysis of these two brqjects which are
/

paying youth for classtime spent on remedial education

'needs to be undertaken. - Because they are serving a
.different population group than the other academic
credit projects, é cross comparison does not seem
‘to be applicable. Intérview and observatioq from

- the youth of this incentive is also needed.

(2) Solutions to the problems of young mothers needs to be
\ . explored. Pregnancy and child-care related reasons
§ are the primary geuse of terminations of female

participants. Possibilities include sex and birth
} ‘ b jga .
‘ control education,‘%&%}d—care dllowance, and/or the
‘\ s -
! provision of day care. This latter potential service

could be integrated into a work experience project,
where program participants help design and run a day

[
care center under supervision of qualified staff.

Iv. Youfh Involvement

Yo&ph are involved with the projects in deciding their eléctive
courses and work placements. On a one-to-one basis, youth are 1nvoldi?
in discﬁssing plans anq actions which'directly effect them. Such
interactioﬁ is instigated by the youth. Often youth do not feel they
have the authority or lack the knowledge to make informed decisions dr
impact on their program experiences. Core courses or basic skills

classes, where mandated by the state, LEA or post-secondary institution

120




.~¥5“—' do not allow for youth input. Youth input has been solicited, but not

obtained, on a youth group basis consistantly.

oo

-

Recommendations to Youthwork, Inc.

! As a principle, youth involvement and decision making

should be encouraged. Programs should be encouraged to

explicitly state how such involvement will be sought and
N
}

+ the institutional means created to sustain it. Where o
\

possible, staff should make the youth aware of their

potential for impact and the different choices available

to them.




=

CHAPTER FOUR

| / EXPANDED PRIVATE SECTOR INVOLVEMENT
. f L :‘tf? Qﬁ

o€

,
b

Inalate 1978 and early 1979, Youthwork, Inc. funded twelve

. \ ) .
programs within the focus area entitled 'Expandéd Private Sector Involvement'”.
As with the other three programmatic models, this one was to:

learn more about in-school programs and their
effectiveness and to promote. cooperation besween
the education and trainifg and employment~
systems. (Youthwork, Inc., 1978:2) " .

The decision to focus on this approach to in-school programs was
d

both time}y and appropriate. Timelﬁhig that not only-is the development
R . [ S

(e

74

of linkages between employment, traiﬁing and education services a major

goal of YEDPA (DOL, 1978:3), but also because there is an expressed

need to involve the private acctor directly in addressing what 18 an
"tssue of critical natiomal concern. As bﬁt one instance, a series of
workshops conducted shortly after passage of YEDPA in 1977 identified
1nvolvggent of this secetoer in youth programs as an area feér serious

investigation. It was neted that: ‘ o

=3

b
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. In each of the five workshops, concern was
-~ expressed regarding the limitations of the
use of the private sector for work experiences ' : .
because this sector can and should make key
- contributdons to these programs. (DOL, 1978:7) °

. Ihe appropriateness of this focus areft choice comes from the

knowledge that over eighty percent of all jobs exist within the

private sector business community (Graham, 1978:1; Pressman, 1978:2).
P . ~ - .
Additionally, youth represent one group which is affected by the

’ persistence andrexpandion of structural unempIOYmentpin'our society

(Robison, 1978:9). To address this problem Robison goes on to state: '§>‘

Government programs to train and provide jobs
for the hard-to-employ will continue to play
an important role in national manpower policy.

. _ : . Its main emphasis is on the need for substantially
greater private sector involvement in efforts : - _ v
to aid such groups both directly and in partmership’ '
with government prpgrams. (Robison,_1978:9)

3

Program Characteristics

The private sector programs funded by YoutH@ork, Inc. are located
in eight ptates. and include four\sites on eitner coast and four sites
in the>Midwest. One -of the twelve programs is. located in a major city

/with a.population over one million, nine programs are in cities with

populations ranging from approximately 50, 000 to 500,000, and ‘two programs
are located in rural areas. ' : R

The initial plans for the twelve prograns projected a range of
students to be served from a low of 45 to a high of0500. Vocational
Exploration Programs (VEPs) in these private sector programs do not
exceed approximately 175 students at any program sit@. Less intensive

involvement by students through their presence at special lectures,

. classroom career explorationm, or other activities accounts for the high




’

.

pérticipation rate of 500 students At one:projqct(\ Numerous other students

who"are not officially enrolled in the programs. also receive program y‘
N . .

N ‘ \
benefits when such activities as¥guest lectures occut within their scgbol."

»
4

The total number of students who received benefits from direct

lﬂ'ticipation in these 12 programs, during théir'first year of operation,

‘
- L

was approximately 1614 youth
. This chapter is based upon data collected at seven®f the twelve
private sector sites. Program charagteristics are proyided in Tgbles 1
thrsugh .\[ihe reporting programs have been in operation from twelve to
fiftee ’months. Four of the reporting sites ;epresent programs_ﬁhich were
deveioped through modifications of previously existing p;ograms. The
primary ﬁodification of ;hese existing proxrams was the addition of
specific private sestor vocational exploration. Three sites instituted
programs where there had formerly been none. The operators of the‘seﬁsn
reporting sites (cf. Table 1) included §WO LEAs (public schoolsl, two N -
'{\communitj“{;sed organizations (cpos) and'thres private non-profit
‘organizations. Of the three newly established proérams as a result of
- Youthwork, Inc. funding, one is operated by,eash of the‘organizationsl
types (LEA, CBO, public non-profit). Of the two rural sites which pro-
vided datg:4one is operated|by a CBO and the other by a prdvate
nonQprofit organization. With the exseption of one CBO program and sne
private non-profit program (ne;;hgr being a rural site),,all of.the
xpporting programs are conducted within facilities provided by the

t -»

local school systems (cf. Table 2).
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to : ‘ TABLE 1

TYPES OF ORGANIZATIONS OPERATING PRIVATE SECTOR PROGRAMS

Qgganizafional Typesf . Reporting Sites® Total Sitesb
LEA 2 - 5
~ CBO ‘ : 2 : 3
PNP | | 3 - 3
GO | 0 1

. aReporting sites are those seven which provided‘data for this report.

bThe total number of private sector programs represent the 12 funded
by Youthwork, Inmc.. : .

-~

bMajor activities provided at all 12 programs are ligte by

l program in Table 3. Classroom training includes specific skills

training and/or employment skills whicp prepare students to apply for

" a job (i.e., filling out applicétions and interviewing). Career
exgloration includes activities which present various careers within
tﬁe classroom through such épproaches as films, texés and guest lectures.

QF work sites, career exploration involves business tours, observation

o

of employeeé and discussions with employers. Vocational exploration
. programs (VEP) occyr when a student is exposed "to jobs available in
the private sector through observation ofjsuch jobs, instruction, and,

if appropriate, limited practical experience" (Federal Register, April

3, 1979:20014). At the private sector programs the length of this

ERIC I ¥:3
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TABLE 2

PRIVATE SECTOR PROGRAM CHARACTERISTICS

Area Where Actual/Projected

Population Program Number of 3
. a Range (in is c‘ Students Program Program
Program  Operator thousands)® Conducted to be Served Status® Began

A LEA 50-250  school 124/288  43.1%  EEP Oct.

B* LEA 50-250  school 108/140 77.1 EEP Oct. -

c* LEA 50-250 school 131/128 102.3 . EEP Nov. *

D LEA 50-250 school  559/500 111.8 NP Dec.

E* LEA 50-250 school 54/63  85.7 NP Dec.

F* PNP 50-250 training 55/64  85.9  EEP Nov.*
center .

G pPNP 250-500 ~ sraining 120/104 115.4 NP Nov.
center . )

H PNP rural school 81/90 90.0 . EEP Nov.

1 PrNP 1000+ school 177/150 118.0 EEP Oct.

J PrNP rural school "~ 80/96 83.3 NP Dec.

K PrNP 250-500 school 71/114  62.3" EEP Jan.

L* Go |, 50-250 school 54/60 90.0 EEP Feb.

: aPrograms with asterisks did not provide data for this report.

'bLEA = local education agency; CBO = community based organization; PrNP =

private non-profit; GO = government office.

chéining centers are located at facilities owned by these community based
organizations and private non-profit operators.

dOperating year to date. Source: . Blackstone Institute MIS reports,
December 16, 1979.

€EEP = expansion of existing program; NP = new program.

fThe earliest starting date was October 1978. Programs with asterisks have

ended.
-
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phase varies from only a week or two to'several.months. On-the-job
training contracts can be entered into by private sector employers if

the youth participant is "engaged in work which prbvides knowledge or

- gkills essential to the full and adequate performance of the job"

(Federal Register, April 3, 1979:20011). Academic credit is awarded

at ten program sites. Three sites have attempted to acquire community
partners who will participate on a one-to-one basis with program
participants. These persons may be present or retired businessmen or

volunteers interested in working with youth.

TABLE 3
PRIVATE SECTOR PROGRAM COMPONENTS

Program/a Classroom Career Vocational On-the-Job Academic Community
Operator Training Exploration Exploration Training Credit - Partner

_A/LEA x X X X- X . X
B/LEAb X X . X X X

C/LEAb x - x x T ox x

D/LEA X X , ' X X i{ X
E/LEAb x X X x X ¢

F/CBOb X X q‘ X X | X

G/CBO \ X X X

HjCBO X X X X X

1/PrNP X X X X

J/PrNP X X X

K/PrNP X X X X X

. Rt

L/GO X X X PRI '¢ X

b

- hY
3LEA = local education agency; CBO = community based organization; PrNP =
private non-profit;.GO = government office.

These sites did not provide information for this report.
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Analysis Format I -

The seVen private sector programs which have supplied data for

this current report are situated in three distinct settings. These

settings include both traditional and alternative schools and a training

v
[

center. The traditional schools (three programs) are that large majority

of schools in this country which have a highly structured educational L

8 .

format. Alternative schools (three programs) tend to be flexible in
. : 1 . "

their procedures and il some instances are designed to attract and
educationally stimulate those students who have fejected and subsequently
dropped out of traditional schools. Alternative schools also respond

to the need of traditional schools to ‘find a place for youth who disturb

the traditional schooling process. Training centers (one program) are

specifically designed to provide a technical skill which can be used in
a specific field of employment. Education leading to a high school
degree (or a GED) may be, but 1is not necessarily, a part of the fraining »
center approach to education. |

/DisCussion of these programs, where appropriate, will be divided
according to the settings in which the programs are being operated This
provides a key analytic framework from within which tovexamina more
cloaely both the experiences encountered by the youth and success/failures
of various program strategies. |

In this present report five program components are reviewed:

1) the provision of academic credit; 2) yoith involvement in program

operation; 3) program contact with other ybaGth programs; Q) staff/student

contacts; and 5) program administration. It should be noted that as a

result of different data covllection emphases at the various programs,
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not all seven programs provided data for each of T areas. A con-
cluding section provides both a summary of this éhapter's contenfa
/ and recommenda;ions based on available data.
FINDINGS

1.  Academic Credit

- The provision of academic credit has,bccurred at ten of twelve -
private sector programs. Six of these programgs have provided data

which detail the amount of credit awarded as well as the complications

involved in this process.*

‘Traditional Schools. Two programs operated within thelfraditiopgl
gchool setting have experienced quite different results in their -
efforts to provide academic credit. In the first instance the progfam
is operated in a rural area by an organization which had no prior
in-school programs. The program 18 operated ;n facilities provided by
the school and takes place after the normal academic schedule. The staff
for the program are present at the participating schools only during
thoéevlate afternoon/Operating hours or during. the school day when
appointments with individual youth have been'scheduféd.

When this program began the several local school districts were

A approached in regard to the awarding of academic credit. No school
expressed any particular'interest in this asgpect of the program. The
best response that prégram officials received was "we will have to think
about 1it"." A reason for the lukewarm reception to this program com-

poneht 18 reflected in one guidance counselor's comments about the ease

by which students could.already obtain credit. He stated:

*This is the only section of the findings for which data from the
training center was available.

.ERIC , | | - 1.29
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. m . .
We are having a credit explosion here. The results
are that some kids can graduate when they are
sixteen years old. No, I am not against the idea
of grfanting academic credit for the program, but
we have to look ahead to possible problems. If by
granting academic credit for this program, it would
allow more sixteen year olds to graduate--well,
that might be a real problem. You have got to
remember that a sixteen year old out of high school
cannot find a job. .,

v

A second factor which contributed to'the failure to initiate
academic credit was that this program began in mid-December--well into -
the school year. At that point in time it was not feasible to attempt
to initiate this process. However, during the program's second year
of operation (1979-80), one school district began awarding academic
credit and a second was in the process of recomménding to the Board of
Edﬁcation éhat credit be awarded. Iﬁ both situa:ions only youth enrolled
after the decision to award credit could receive‘credib. Ironically, at
the second school there are no plans to enroll more students in ;he
prograh. For those youth who are to reéeive academic credit it will be/,
based on one-half.credit for 150 hours of participation. Reflecting on
the many means by which credit at present can be acquired, the field
observer doubts that the participating youth need addtional credits
from the program in orde} to graduate. ’

The second program in a traditional school setting is located in a
major city and operated by an organization which has had considerable
prier contact with the schools. The program is conducted during the
regular Bchobl-day and after school by program personnel who are also

members of the school faculty.

-




. At this site, academic credit is awarded as "elective credits".

. /\\\This, as the field observer notes, avolds the problems of deciding_
what competencies are required for an experience to be comparable to
a required course. One credit hoﬁitis awardéé for‘ﬁrogram involvement
totalling 200 hours. The awarding of academic credit is contingent
upon criteria described by the field observer:

There are no prescribed competency levels required
for the unit of academic credit, only that the

K students must have participated in the program's
activities faithfully and successfully. This
means that the student was in attendance, except
for excused absences, that he/she completed the
field work of the outreach phase in a satisfactory

[ manner, and that his/her performance in job situ-

ations was also satisfactory.

-

Alternative Schools. Each of the three programs in alternative

’ school settings awards academic credit. One program, operated by a
private non-profit orgaﬁization! is located at facilities éepatate
from the schools from which students are drawn. The program 1s
operated during the school-day and it provides basic skills credit
for reading and math classes (1/2 unit each) as well as one unit of
elective credit for the work experience (%20 hours involvement per
credit, 4 credits-per year). The factor which- may have been most

1nffﬁéntial in the decision toward academic credit was a position by

o A
hd »

the school district to the effect that if the program was to operate

°

during class time, the youth would have to receive two credits per
semester--the -amount they would have received during the normal school
day afternoon.

ﬁoth other alternative school programs are operated within

the established alternative school buildings. Furthermore, both

131




106

provide only elective credits. In the CBO operated program five units
are awarded per semester (representing over 60 hours of involvement;
170 units needed to graduate). When asked whether ﬁérformance or com-
petency levels determined the awarding of credit the field observer
was fold the following:

Attendance. That is one of ;}% big things.

They must be attending full e at their wo

gtations. Also we check with supervisors to

see if they are doing well--to see if they are

living up to their contract. We record their

hours on the job. It really takes more hours

to get a unit with work experience than it does

with our regular classes. I do not believe in

just handing out credit.

The LEA program awards one-half credit each, per semester for the
job orientation class and the work experience with the stipulation that
one cannot receive credit for the latter without participating in the
former. In this setting youth have the option to work toward either
’ a high school diploma or a GED.

A notable occurrenc€ in regard to the awarding of academic

credit transpired at the LEA program. Prior to this program
CETA program participants had not been awarded credit as the school
districts would not do so without having students also participate in
a job class. This joint venture between CETA and the LEA has brought
about a means by which CETA youth program participants can acquire -
acadgzhc‘gredit. The field observer notes:

The prime sponsor has expressed the hope that

this working relationship will align them with

the school district more cleosely and that this

relationship will continue after the current
program ends.

Training Center. The CBO operated program i8 housed in facilities :

owned by and separate from the local school sgystems. The youth served by

\ T 132




107 .
&

this program are predominately dropouts (N=87) and high school graduates

3

(N=26) (Total N=120). Although ac?ggmic credit is not available to
youth at_ last }eport, negotibtions on this topic have taken place.

One program official relates efforts that have been initiated.
. (e

We now have the city college teaching a class in
our center which is basically focussed around
an introduction to the college system. Some
of our program trainees and other youth have
begun taking courses at the city college. We
also have one course that they are teaching
here at our center on consumer education. As
far as accreditation for the training program,
we have not negotiated that yet.’ We see it as
a long-term effort. We are still exploring
accreditation for the high school level. - This
is a complex area. You have to identify all the
schools or school districts, and thesq are many,
to find out which school, district each student
belongs. Most of our instructors do not have
teaching credentials, and that may also be a
problem with the school accreditation, since
they may not see our instructors as "legitimate".
There are simply too many problems in working ’
with the LEAs.

Summary. Based upon available information, the criteria for
awarding academic credit at six érograms include: 1) attendance,
2) hours involved in the program, and 3) parficipation/performance as
as determined by their teachers/sgpervisors. There is.no'evidence
that any specific competency levels need to be achieved té acquire
these credits. Additionally, those progréms awarding credit do so
in quite similar amounts (equivalent to one to four credits per
sghool year). With only one exception, credit is elective in nature.
In that situation basic skills credit is awarded for participation
in math and reading classes. At one alternative school program the

awarding of academic crédit has been one factor in the fostering

of CETA/LEA linkages.
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There is some question as to the actual need on the part of
students for academic credit. The impressions received by 2Pservers
¢ mixed. On‘the one hand, an observer notes the many ways in which
youth can acquire credit. On the other hand, she also notes that it
may serve as a double reward--income and éredit--and thereby encourage
youth to remain in school. At the LEA operated alternative school
the observer notes that the youth need all the credits they can acquire.
In contrast, at the prive non-profit operated alternativé school, the
observer notes that only those yquth who know they aré receiving credits
feel they need these credits. This may be pointing out the fact that
youth were either not informed that they would be receiving credits,
they forgot, or they do not really need these credits. This latter
case needs to be more thoroughly investigated.

One item which needs to be addressed is the lack of MIS
statisticdal data which would suggest ‘the true extent to which this
program component has been utilized. (This also holds true for the
awarding of GEDs.) This is an unfortunate result of MIS 1imitation9
which allow for only a limited number of services at each site to
be recorded.’ Personnel at private sector programs hLve.apparently
identified other facétors as being more important td record.

Finally, tﬂe ability to award credit appears, at least in part,
to be linked to th? structural incorporation of the program intq the
formal school day. Those programs which have done this (four sites),

whether on campus or off campus, have had much more success in

developing agreements with the local school systems.
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II. Youth Involvement in Program Operation

Regardless of program setting, informal discussions appear to

-

be the primary means by which youth become involved in program , Q
operation at six private sector programs. This b;ocess occurs pre-
dominately through brief encounters with a teacher or supervisor.

Whether comments, criticisms anq(or suggestions which are expressed

during these encounters actually instigate progism change on a

regular basis is not at all clear.

[1 ‘ L 4

Participation in formal counclls or other bodies developed to o (
help guide the program exists for youth at two of the ;eporting
. privaté sector programs. In these situations youth express directly
to ‘program operators their views of.the program operéé&on, poédible

changes, and their own experiences. The field/observers at a program

-

located in a traditiomal school setting related the following youth
comments:

One student commented that acceptance by the .
employers was important--they were treated 'like
adults". Another student was proud of '"doing
something for myself". It seems that the .
rejection by some employers was hard for
several of the students to take. One student
commented that: '"it hurt, but it is part of
growing up to learn to accept rejection'. ]
Another student, working as a receptiomnist for

- - H&R Block, was obviously angered by the

o customers' demands, accusatiops, etc. She

commented that she ''would nz’ylower herself to
their standards".

At an alternative school youth actively participate An advisory
group discussions about program related issues. One youth notes how
he was involved in a discussion of hours of work and wages for the

<

youth.
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" They wéte talking about sg;néling like whether
,after you have been working so long should you
get a raise? They did not decide anything.
They will have another meeting in January. I
told them that after you have been working nine
months you should get more hours and a raise.

Plans for A similar level of participation at d second alternative
school progiém are currently in progress. As with the informal routes
for, program input, the ultimate program decisiond are made by the
operdtors and not these couficils. It\tq\not;;lear how great an

S/

impact youth views have on program direction.

Q}gewhere, youth involvement through formal channels has not

been encouraged. It may be that these forms of invelvement were not

. ¥
designéd as primary components of the program but rather secondary or
)

‘tertiary components which have never been actively addressed to date.

At one alternative school, and after over a year of operation, the

A

3

field observer notes:

Youth involvement has to date been rather minimal.
Although the proposal calls for active Student
involvement in the runnﬁng of the program, there
has beeg little if any'attempt Lo get students

to participate. However, a teacher-counselor

and a gocial worker have begun a student couneil.

This level of formal 1nvolvemcntr52? alse be found in a traditiemal

school oetting. After onme year of operation, a field observer relates:

v‘v

At present time there 1s net avenue for youth to
have direct dinput into program operatiens. During
the dibcussion of the formation of an advisory
council (which never materialized) the positien

of the dircctor and the operating organization

was that youth should be inecluded on the advisory
council. However, an advigsery council is not
actively being pursued. Some youth were approachgd
about being en an advisory couneil, and were very
receptive about the idea. Two students independently
asked me if dnd ‘whien the advisory council that they

had been asked to be on would start.

rd

>
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The primary means by which youth have input into the program is
: > ‘ _ :

" in making petsopal choices about their own involvement. Although no
| leewa& exists as to the*@rogram components in which youth must

vperticipete, indeﬁendentﬁdecisioanaking is encouraged within these

; ' ‘ . - J

various phases. Whiletiﬁuthere continually enccureged to become

actively involved in a{l prcgram activities,'tﬁis process becomes (f*f

most apparent. when decisions need to be made about work placement. .
Placements are sought wivich, as often as 1is possible, reflect youth
“‘career interests. Youth are free to reject a specific placement or

request a change of work site. One field observers describes this

" process: . . _ o .
After students have been on a job site for a few _ .
weeks they are ‘queried to discover if they find . e

" the placement valuable,‘'and if they warnt to stay .
or experience another placement. If they decide
to change placements, they are questioned in
regard to the options available and how they feel
.about each available opening at a job site. =

~

In summary, it does not appear that the private sector ﬁrogrems .
were designed with high levels of youth involvement in program operation

P N - ) .
in mind. While formal means do exist in a few instances, informal

=

-'channels are the primary means for this process to occur, 1if it doee at

N 2 ‘ . -
all. The decisions in which youth are encouraged to participate invollve
“\ . - - »

primarily their own course within the program.

III. Program.Contect wif% Other Prog;aﬁs s
Five programs, three in traditional school settings and two iq
alternative school settings, have provided‘information which suggests
) > ° .

that there has been a wide range of experiences in the area of program

contacts. Ideally, the present programs should attempt to foster an

o
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‘exchange oflideae and,informatidn with.otherﬂlocai efforts, This may

also help strengthen the program's base in the community. Unfortunafely,

this process.has nothbeen pursued at alltprogram sites. . .
-Traditionai Schools. The program operated in a rural area after

‘
the school day has had very little contact with other youth programs.

. : /
With the exception of one summer program oper_ ed by the same organization,

the only known contact occurred at the programtﬁnoutset. Indeed, this
program appears 8o isolated from other programSﬁiE:;in chio ;ayouth

# ) ' - &
that one guidance counselor noted it was a 'ghost program'. - The

.observer explains:

> There was not appreciable contact between the
school district and the Youthwork program. In
fact, he described it as "a ghost program", in
» that it functions autonomously and was got
. known to many people.

'A secend in-school program operated by a LEA at several schools

_ | .
" during the school day has experiénced considerably more success in ~

contacting,other‘programs simply due to its location within these

..

schools. 1In this sifuation the program coordinators are situatéd in

areas of the schools along with other Special programs. One-cdoréinaton . :
~ . . ) . ~ . . .

‘notes that ‘this has been quite hgipful to her.
. . o

The situation I am in among the counselors from
the. NYC, -ROP, and SAY projects is good. 1 get
recomnendations from the others and we work well

together...I have considerable.contact and suppdrt ' -

‘from ROP and NYC staff members since I work in the

same offices as them. -
®

Further, in one of the participating schools the program coordinator

also operates the NYC program. The various work programs have also

had” to work together to assure they meet enrollment quotas.
e ,
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J .
The-most’ extensive effort to link a program to others exists in

the case of a private non-profit operated program. This progfam had

contacts with the city's Youth Employment and Training Program built .

into the proposal. Other formal links were established with groups

such as fhe-Bureau of Cooperative EdJEation and the Center for Career ,

and Occupational Education Sefvicgs.' Comments from the field observer .

suggest the diversity of efforts to link this program to others.

Contacts with YETP were built into the proposal
and there has been an excellent and. effactive
cooperative relationship. Through the program
a paraprofessional is provided to YEIP's Career
Experience Center to work with the fiscal unit
in handling student certifications, payrolls,
and the like. Contacts with the organizations

" mentioned above are part of the program's on-going
operations. Initially, there were contacts with
these and other organizations, particularly on
the part of the program director, to familiarize
them with the program. There are continuing
contacts with other programs' staffs to

- disseminate information about the program, its
method of operation, etc.

The .program is operated afternoons in the schools by teachers

whose time 1s split between the program and their regular classes. A

5

‘coordinator is also on hand all day at each school. ‘The field
observer notes:

In each of the schools in which the program is
functional, the program 1s recognized by many

staff and students of the school as a school-based
program. While the principals recognize the
importance of the program to their schools, it

is recognized as only one of many programs that are
opetational. Each program has some unique

features and most of them make significant
contribgsipns.x
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Alternative Schools. As with the programs in traditional settings,

these two programs reflect varying degrees of contact with other programs.

One program, operafed by a private non-profit organizatibn, has had

limited contact with other pfograms for in-school youth. This program

is situated at a site other® than the échools from which students are
: : ; : N

drawn and apart from agé;cies which make_referrals. "The extent of
isolation can be illﬁstrated by notiné that this pfogram has noéghad
any known contact with another Youthwork, Inc. funded program in the
same city. At a recent meeting, one school counselor asked if there
wohld be more' contact with the program this year than there Qas the pre-
vrious séhool year. The counselor was infdrmed by program personnel |
that steps were being made to facilitate this contact.

An LEA operated alternative schOoi has dévelopéd a levei of
interaction with one CETA youth program and the parent schdol district.
The desire by this program's staff to maintain a level of enrollment
lower than originally called for has fostered these interactions.

Most prominant of these has been the joint efforts of the operating
LEA and CETA Prime Sponsor to meet enrollment figures-while retaining
the small size of the alternative school. The first step in doing
this was achieved by linking the program with a CETA youth program.
The CETA program supplied a number og’youth while the Youthﬁdrk, Inc.
program supplied job orientation classes and, for the first time,
academic credit to the CETA program youth. One spinoff from this has
been the request by an adjacent schgél district for the development
of ;imilag CETA/LEA working agreements. ,

Another means by which low school enrollment is being maintained

is through the development of satellite programs. In these situations
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alternative sghool staff‘go to two other schools and proyide job orien-
tation classes. With the exception of the CETA youth program ﬁreviously
cited, the fielﬂ observer notes that there appears to have been "very
little exchange of idees between youth pfograms in the community“. T
Increased invoivemen; in the districe’s more tfaditienal school system
may in time facilitate this process.

Summary. The five cases briefly presented suggest that contact
with o}her youth programs may be facilitated by the physical location
of the program. In two settings little effort appears to have occurred
to sustain inter-program communication. Initial contact to share
information is eseentailiy all that ﬁas occurred. These programs,
located in both traditional and alternative settings are opéerated iﬂ
relative isolation. Oﬁe‘program-is operated after scheol heufs and
essentially only uses school facil#ties, while the other 1s locatee
at a site apart from the school from which youth a%e drawﬁk The
three programs with greeter contaq;/exposure to othe£ progremsr(again;

representing programs from traditional and alternative settings) are

all located within the schools whose students are being served.

[

Al

1v. Staff/Student Interaction

The focus of ﬁhis section 1s on the formal and informal contacts.
which occur between program staff and youth participants. As with
previously discussed issuee, the ability for these two. groups to
interact is in part dependent upon the proximity of the program to

the schools being served.

Traditional Schools. The program operated in rural schools

after the school day is in part constrained by the fact that program
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staff come into the schools to operate the program.A The field observer

notes: : _ .
The only contact that occurs between staff and
students outside of normal program activities
during business hours ‘relates to transportation.
{which has now been discontinued for students
who work late), and some contact through other
organizations such as churches.

s .
It should not be construed that this prpgram's staff do not remain in
contact with progfam youth; Rather, only that the separation of the
program from the schoqls being'seryéd necessitates contacts to be mofe
formal and preplanned as opposed to spontangous and 1nf6rmal.

At a second program, liaisons located in the schools interact
with students to conduct the formal program components. Contact between
program personnel and students continues outside the-regular prograﬁ
through encounters both within and outside the school (e.g. in the halls,
dbwntogn).

The final program in this category'uses faculty members of the
participating schools to operate the prog;am. The fieid observer
explai%s that ﬁnless the students are."in one‘of'the teacher's regular
classes, thé students do not have the opportunity of interacting
with teachers during the school day". Availability of the program
coordinator in each ;chool‘is considerably greater. The field observer
states that whenever he has visited with a coordinator "there have
always been studeﬁté stopping by". While there are few interactions
outgide of tﬁe regular program working period, those interactions
which do exisf are quite variéd as noted by the observer:

‘vThe reasons for student/staff interactions are
varied. For example, they may be occasioned by
the student's interest in telling the coordinator

about a particular experience that he/she has had.
The contact may arise as a result of a student's

142

°

)
PR




117 S

changed schedule, need to be abgent from the

program for a day, uncertainty about completing

a form, etc. At times there are other reasons, -

e.g., the students at each school complain, at

one time or another, to the staff about the

cost of transportation. ﬁ
Alternative Schools. Two-of the chreé programs in\alternative

. i .
school settings (one operated in the schools being served and the

other in separate facilities) are experiencing stﬂff/student iﬂter-
actions similar to those programs'in traditional school settings. Those
1nteract;on9 which exist are limited ﬁrimarily to the conduct of pro-
gram components. |

The third program, located in a small alternative school 1s
experiencing extensive interaction among staff ?nd students. The field
observer related the following thirteen months ago (March 1979):

The small student body coupled with a closely knit
staff has allowed for the meeting of program goals

and has yielded some unexpected benefits. The most
“important one has been the ability to develop

personal and meaningful interactions between staff

and students...Because of the small student population,
information concerning students' background, past,
and' present behavior is exchanged daily among staff
members. This allows each staff member to know a
student not just as a student but also as a person.
This concern is reflected by the staff when expressing
interest in not only a student's school work but in
other aspects of his life. One can dften see teachers
and students joking and talking about outside acti-
vities between classes.

Thesé observations were written at a time when fhis program was.justifying
why it should not be enlarged. Tﬁe observer Also noted mdre specific
f%formal interactions such as lunch-time basketball games in which both
staff and students particiﬁated. A more recent protocol (October 1979)
reviews these statcments and finds them to still be valid. Included

in this same protocol are the views of one teacher concerning the value

-
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of informal interactions. The comments were made after a basketball
tournament.

I had a conversation with a teacher who played
in the tournament, and these were his remarks:
"I think we get more mileage out of this kind '
of activity with the boys than anything else."

o 1 asked, "What do you mean?" He replied, "Well,
sometimes you do not get anywhere in a classroom
wearing a shirt and tie, but 1if you can go down
to the gym and play a good game with the kids,
they often give you their respect. That respect,
gained out there in the gym or the playground,
_can be carried over into the classroom."

Summérz. In five of the six programs reQiewed, the staff/student
intéractions remain primarily oriented toward program operation. Any
differenceé which exist reflect a greater availability of program
personnel. The sixth program is experiencing extensive interaction
due to the program being an integral part of the alternmative school

and the small staff/student ratio.

V. Program Administration

The operation of a youth program, including thg delegation of

power, 1s the focus of this section. The data from five private ‘\g(

sector programs have provided particularly clear descriptions of this

~
process.

Traditional Schools. The first program is a rural program

operated by a private'non-profit program. As noted earlier, the staff
conduct this program after school hours in facilities provided by the
sevefal participating school districts. Further, this is8 a newly
created progfam (now one year old) and it represents a first venture

by the sponsgring agency into the area of serving in-school youth.
The key persZEzgﬁ'and their roles are described by the field observer.

SN 1




The director has primary function as an adminis-

trator, however, her interaction with the students

is on a crisis intervention basis. Whenever there-

is a problem with a studenf regarding placement,

or what should be done to deal with the problem -

of an employer in relation to a student, the director

is the one to handle this. She makes a final

decision regarding what will be done. The assess-

~ ment counselor .makes appointments with students at

theéir home schools during study halls and talks with

them about where they would like .to be placed (in .-

work experiences).
Additional staff include a secretary who is "second in command" and
"often ran the office" and an individual responsible for identifying
job placements and coordinating transportation. This description of
the secretary is a result of several changes in staff during the early
months of the program. She was in effect the only stable staff member
during this period of change and, as a result, newer staff have been
in part dependent on her knowledge of the program’s operation.

There exists no written formal administrative hierarchy for
this program. At present the director makes the policy decisions for
the program. The use of staff meetings, and individual weekly meetings
with staff members have been 1p1t1ated to "improve communication
patterns between the director and the staff'". Also, a consultant is
utilized by the program to help facilitate long range planning.

A number of administrative problems have plagued this program.
Foremost hag been the high ataff turnover within the prqgraﬁ, in the
sponsoring agency, and at Youthwork, Inc. (the funding agency).
Transporting youth to and from work and even the office'space allotted
to the program (one small office for the entire staff) have been

additional factors to contend with. The field observer relates some

problems facing the current director.
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Staffing changes have made it difficult for the
director to have a consistant view of the program.
Much has been said about the physical space,

and the lack of privacy which is evident within
the one room. This has resulted in friction
between the staff and the director because of
"over-gupervision". -

The staff of a second program consists of.the program director

<

and the liaisons Qithin each participating school. The director haé
no direct contact with students. R;ther, she overseés coordination
of program components and financial matters. The liaisons oversee
all phases of the program whiéh involve youth. This distribution of
responsibility has not inteffered with program operation. This may
be most clearly substantiated by noting that the program served 559
youth during its first .year (500'§léhn;d).

/ .
Two problems, both reflecting factors external to this program,
s

have gindered administration of the program. The first was the late
arrival of funds-~well into the fall:se@ester. As with many other
programs this factor made it difficult to acquire participarts. A
second and perhaps more vexing problem has been a linkage to the state's
employment department. This department was to identify worksites

for program youth (approximately 100 youth were to be placed in work
experiencesl. High turnover of contract officers (who only work
one-half time for the project) has precluded successful fulfillment

of this departments responsibilities to the program. As a result,

liaisons have found it necessary to begin to identify work sites.

The third program operated in a traditional school setting

represents an offshoot of a pre-existing program. The program, operated
by a private non-profit organization, is housed in thé schools

gerved and conducted during the afternoon Qours of the school day and
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: //’ after school)w The key personnel for this program aed their roles as
described by the field observer include: ' ‘ ’ e

The program director who has administrative responsi-
bility for all aspects-of the program, including
contacts with schools, Youthwork, local agencies,

the Board of Education, etc. The Coordinator of
ERtexngl_Learning is responsible for the development

of curriculum materials. The Guidance Counselor

is responsible for student testing. The Administrative
Assistant works directly with the Program Director

and is the key contact with the Prime Sponsor regarding
fiscal matters, processes, etc.

»

Program staff are locdted within each of the program schools.
In each school there is a program office where the
Coordinator and Neighborhood Assistant (an aide)

- are housed. The students have access to these

. offices and they can contact.program staff without

. particular difficulty. In addition, in each schodl
three teachers work with students (after school)
and they are the direct means of students contacting
staff of the program.

The school Coordinators have the delegated responsi-
bilities of supervising the school and student
related activities and those of the participating
teachers.

Sl

The decision-making authority for this program rests with the
program director. The field observer notes that most decisions also
involve.consultations with appropriate individuals.

Through a series of meetings,cihe Program Director
develops a bases for decisions that are program
related. For example, meetings are held with the
Principals (attended by centm®l staff and school
coordinators) to define operational basis in the
schools. At regular intervals, the Program .
Director and central staff meet with the three
¢ school coordinators to discuss pregram eperations

t and strategies and deeide on courses of actien.

In addition, the Program Director and Adminigtrative

Acsistant meet at intervals with the school staffs

responsible for records, payroll, time cards, ete.,

to resolve any problems, plans for required reports,

cte.

e L law
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operation of the program. There has been no staff turnover to date
(over .one year into the pro_gram) n.c;r fxave guch issues as transportation'
and identification of work ekpefiences bten major ptdblems. Rather,
the major problem to date has been the prolonéed contractual frocess

«~ ™~

which has delayed program funding untjlgwell beyond the start of the

school year--for two comsecutive years. Fortunately, the program has
. o ) N u

been able to reduce the delay in.program startup by using local funds. d
which were reimbursed once contractual difficulties were'resolved.

Altgrnative Schools. The private non-profit operated alternative

sthool has recent%;ﬂgone through a transition from a_non-participatory
-en _ "
to a participatory administrétion. This has occurred as a result of a

change of organizations cozrdinating the program's operation. Originally,
ey
this oversight responsibility had been delegated by the contract

. .
rec¢ipient to a related organization. The field observer notes problems

-encountered in this gituation: . -

The coordinating agency (origjnal) made all major
programmatic decisions. The doordinator insisted . .
that he make these decisions and they were often ° '
not done in a timely manner. Program staff were
locked into roles--not making decisions. The- ) .
project director resigned due in part to difficulcieqh_ ' |
// in working with the coordinating agency.
|
\

The program now has greater staff {npﬁt and has, after .several months,

‘identified the interim’'director as director. The field observer notes:
14 8 }
Since the changeover in coordinating agencies, |
there has been brainstorming, problems are
defined, decisions made and the staff Is working™
well together. . .
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The LEA operated program is located within a small alternative .

school. The current school has evolved from prior attempts with .

alternative schools in the community. The éntire teaching staff has .

,.been drawvn from the parent school‘diqtriét aﬁd all have had several
years of teaching experience. This staff includes'gﬂprééram direc;or'
who 1s rgspopsible for the daily oﬁeratio& of the program; and -assistant
director/teacher who coordinateé'the,state 'fun;ed truant program'and
teaches the GED prograﬁ; six classroom teachers, two of whom teach tﬁe
job orientation class and coordinate work experiences; a social worker,
a truant officer; three theacher's aides and a secretary all of whom ,

are paid through CETA funds; and a research associate who gathers back-

,'ground information on students and handles the MIS. .

1
The program director is responsible to both the prime sponsor

and the school district. Below this administrative level. however, all
. “~ .
program staff are on an equal basis. The field observer noted:
L ] .
) [
(- < ‘ ¥
e remaining staff are all on thé same organi-
ional level; that is, the assistant director
oes ,not in practice have more power than the
/ teachers or the ‘coordinators. They work together,
and their efforts.are cooperative. What has
happened ‘18 that the program director will allow
each individual a great deal of leeway for their
. component. For example: If the job coordinators -
‘ come across an idea or a change to enhance their
component they would bring it to the program
director and she would udually ask for it to be .
put on paper, and then say follow it through. The
same for the social worker. This kind of operating
procedure encourages staff innovation and flexi-
bility within the program. ’
N 7oA , .
\\”,' The ultimate responsibility for this program rests with an

assistant superintendent. When major program decisions must be made,

such as chénging the number of youth to be serbed, the program director
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relays desired changes to this higher level of authority. Any such -
‘ L N N ° . ) ,
request ‘for a majgr program change often .eminates from program staff. Te
1 . . )
The field observer describes the reason for this “process. ,
’ — »
great many of the changes in the.structure of
° . the program come from the staff and goes up~-
B from the teachers, from the coordinators, from
the social worker. T think this appens because (
the program director is so overlopded with'the -
mundane daily requirements of running the o
program that she does not have the oppor- [3 °
tunity to sit back and reflett upon where the )
program is going, and what it needs. Whereas, " - .
the line staff are involved in the actual . -
goings on. They can see vfiere the problems ‘
are and often times there is an_informal ‘ .
discussion about what can be done to solve ’ : .
this problem before it is even brought to the .
program director. The staff is small--ten J
people. Of the ten, five of them were in the
program at the beginning. The small staff alleows .
for a great deal of communication, formally, and : \
' informally, and for the participatory type of\
< / administration.
Summary. Each,of the programs reviewed has approached program -~
" administration from a elightly differept pefspectiﬁe. While the ‘
- . T Bt
results of each approach have been positive, there are pitfalls which
one may wish to\?onoider before initiating a program. Three situatiens
suggest both positive and negative factors which may 1mpdct on program
administration. .
The first situation reveals a program gdministered Py individuals-
located separate from the schools served. The logistics of \this distance .
between the operater and the youth served has inhiibited to sofye '
extent the contact adﬁﬁg these groups. More importantly the high staff :
. -
turnover combined with the problems encountered when operating a .
rural program (e.g. distances, transportation) have impacted upon
program administration. '
P el . 4 i B
. [ oid 1
.' ’ ) lau . - ’ \
. p . . ~
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A strong central administration has overseen the smooth operation

of a second program. Staff at each school oversee local operation of

-

" the program. Factors enhancing édministration include: - lack of staff

_turnover, prior egﬁeriepce by the operating agency in the conduct of

youth pfograms, and the establishment- of the program in the schools

o ' ) Co M { .
served¢ (None of these factors exist in the first situation cited.)”
A final situation has seen the revitaliZation of an alternative

a—

school. Administration has been participatory, allowing for each staff

.

member tQ suggest and help imﬁlement prograﬁ chapge. A small staff
1nterest2;

in the maintenance Of a small school, establfshment of the

program:as a part of the school system, prior experience in operating

programs, and limited staff turnéver:\are all factors which have enhanced
\ 8

the conduct of this program. o ' \j

-




. SUMMARY AND RECOMMENDATIONS

4
.

% _ ‘The 1issues reviewed on the preceding‘ pages and summarized,below s

provide data which reflect research interests of both the Department
C~of Labor and Youthwofk Inc. In particular these data address the
_ following broad research issues specified in the Department of Labor's

A Knowled ge Development Plan for Youth Initiatives Fiscal 1979. .

- _ 1. Are there better approaches and delivery meéhanisms

. for the types of career developmené& employment and

L 1

. - . .
‘ i ’ training services which are currently being offere

2. How can youth programs be hetter integrated to
improve administration and to'provide more comprel

X . hensive services to youth? To what extent are the
programs already integrated at the local level?

In regard to agency collaboration Youthwork, Inc. has posited

4
the following question:

5 s ) o
among these agencies and whgt strategles are

o

o B What(pre the barriers to successfd'\cooperation

utilized by these agencies to overcome them? .

) f . ﬁatabfrom seven programs located in traditional schools (three
programs), alternative schools (three programs) and training centers
(one program) clearly suggest.that the location of the program is 3 kéy
factor in the ability of the program to address such issues as the

_awarding of academic‘credit, program contact with other programs -

- . and the fostering of staff/student intaractions.

v Those programs linked directly tp school systems, through such factors

as 1) location.(on the school campus from which the students are drawm),

2) time of day (during rather than solely after the school day), and

.
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3) using faculty who are part of the schools, are more likely to be

successful. More succinctly, it appears that the more integrated a

program can become into the daily routine of the schools being served,

the greater success the program may have in addressing these 1igsues.

Certainly there are additional factors which enter into the success of
any program. However, the data suggest that an essential step is to
ensure that the prbgram is an integrai part of the school whose youth

it serves.

Academic Credit

Four of six reporting programsAaward academic .credit to youth
participants. Each provides elective credits“iﬁ.comparab1e amounts
(equivalent to one to four uniés per school year). In addition one
alterqétive school provides:basic skills credit,to youth who participate
in math and/or reading progréms. At a second alternative school, the
awarding of aca&emic credit has been one factor in the fostering of
CETA/LEA linkages.

The‘criteria for awarding academic credit 1nc1hde 1) attendance,

2) hours involved in the program, and 3) participation/performance as

- determined by the youth's teachers/supervisors. There is no evidence

tb suggest that any specific competenéy levels néed be achieyed to

acquire these credits.
g

Three of the prograﬁs awarding credit are located within the
schRols from which students are drawn and operate during the school
day. Yhis includes both alternative and traditional school settingg.

While the fourth program is located apart from the schools it also

153
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"o -operates-during school hours. In contrast, the two programs not awarding

. .

credit are in one case not éffiliated to ;he local school districts and

in the second case operated by an outside agency after the school day

-

has ended. Those programs able to award credit have linked themselves

 more closelyfto the schools in which they operate.'

Although youth are known t¢ have received academic credit for

participation, thereois at preseﬁt'to statistical data.to suggest how
&

many youth are actually réceiving this credit. This is known to be

due in part to limitations of the MIS data collection system. Linked

. .

to this is the question of actual need on the part of participants:for
academic credit and its role as an incentive for participation.

Observers have provided a mixture .of information both for and against

el

actual need ‘for the awarding of academic credit.

Recommendations for Youthwork, Inc.

Youthwork, Inc. should develop guidelines specifying competency

G

levels which youth must attain prior to receiving academic credit.
Adherence to these guidelines would assure that youth served are being
provided with known skills. Assistance in the devélépment of any competeﬁcy
levels should iqclude input from LEA personnel.

Given that academic credit wés_deemed of such importaﬁce that
angruire focus afea was created to investigate this issue, it would
be appropriate for coﬁbafative purposes to collect this data in other

focus areas as well. To that end, the MIS system's capabilities should

be expanded so that academic credit data maygpe cgliécted for all
B Z v }
programs. :
] B
The actual need for academic credit and itdﬁimportance as an

o

>

incentive for youth participation shguld be reexé;ined. This investigation
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N would help identify how critical a factor receipt of academic credit
. . actually is for youih participants.

youth Involvement in Program Ogeration

o

The six reporting programs do not appear designed with high ‘levels
of youfh involvement in program operation as an objective. Informal .
N channels such as ﬁisCussions with a teacher or supervisor are the
primary means;for input in all of thesé programs. Formal councils
pY

exist in a few cases. However, as with the informal channels, it 1is .

not clear that youth opinions/suggestions/criticisms have Any direct

impact on program operations. The decisions in which youth are ’ D;&/['
" . encouraged to participate involve primarily their own éourse through
the program. e : .
0 | ) '* b .

Recommendation for Y0uthwork, Inc.

As one focus of all programs is to assist youth in the school

to work transition, it would appear appropriate for the programs to

foster greater youth feedback to and participation in the decision-making

process. .

Program Contact with Other Programs .

Contact with other youth programs is facilitated by p{ogram
location. . Whether in traditional or alterﬂétive settings, school
basedtprograms had greater contact w&th other prograﬁs. ;n_contrast,
the fwo programs witﬁ apparently limited contact were in one case
operated at a locacioq apart ffom the schoéls gpdlin the other case
operated after school hours. | . : :
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One traditional school program facilitated contacts by identifying
linkages within the original ﬁrogram proposal. Further, the program's

staff are members of the school faculty and, therefore, may,be more

aware of.othgr programs available to youth than would be staff’broughtb

v
in to operate the program. N &
. i

The desire to maintain a small enrollment at an alternative
school program has fostered a number of linkages with both the CETA .
Prime Sponsor and the parent school district. In the former case,
CETA youth progfam.enrollees'are for the first time being given academic
credit. This arrangement h?s resulted‘in a second school digtrictD
ekpressing a desire to establish a éimilar rglationship with the bETA
Prime Sponsor. In the latter instancé, involving the school district, .the pro-

gram has branched out into two of the school districts traditiomal schools.

Staff/Student Interactions

Five of six programs experience ;taff/student interactions which
focus primarily around proéram operation: Acecess to staff by students’
is facilitated to some extent in three of these programs imély due to
the programs locdation within the school served. While it 1is fair to

make this assumption, the extent to which students take advantage of

this availability is only discussed at one of the three programs. In

this situation youth actively interact with the program codrdinator.
At the sixth program, a small alternmative schoel, staff and
students inte£act both form&lly through program compénents and
informally during lunch-time, between classes, Qnd at other times
¢

during the day. Program staff have noted that these informal interactions

have been extremely valuable when working with the youth. .
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Program Administration »

The programs reviewed suggest that different approaches to the
administration of programs can prove equéily as successfui. :These
approaches fall on.a.continuum from a strong céhttal administration
which oversees program operation to a participatory approéch to‘
administration. The most smoo;hly operated programs exhibit a clear
sense of program purpose and dirquion.

Progéams operating most smoothly, be they in traditional or
alterﬂﬁtive settings, possess sev?ral factors in common including: -
1) development from pre-existing programs; 2) lack of turnover among
staff; 3) location within the.schools whose youth are being éerved;

4) staff members are either members of the faculty of the school sérved
or are on the premises dally; 5) operators are experienced in working'
with the systems encountered when conducting.an in-school youth program;
and 6) the programs begin duringzthe school day. As adherence to these
éactors diminishes, s0 to does the ease of operation of program
administration. Of the five programs reviewed, the one which hgs

faced the greatest administrative di;ficulties has had only one of

the preceding qualities. It is operated in the schools served. However,

this has been compromised by the fact that the staff come to the schools

. - -

to operate the program, i.e., the brogram is not formally located at

the schools, an& it 1s éperated.nfter the end of the regular school day.

Recommendations for Youthwork, Inc.

In situations where a program's administration is not located

in the schools being serﬁed,,workinggliaison relations_should be déveloped

in whiech central pregram staff can wqu in concert with the school's staff.
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For school-based programs, plans should be developed and implemented

to relate the program and the program's students to the total school

program, i.e., makeAthegp:ggram an ihteg;al school component. Failure

to create this. linkage will reduce the commitment'by school personnel to
the program and thereby inhibit program operation. The six points noted .

above provide a starting point at which this process can begin.

-

Recommendations for the Department of Labor

As has been alluded to at different points in this chapter,

in-school programs must begin with the school year. Failure to do so

.inhibits initiation of program éomponents. To accompligsh the synchroni-

zation of programs with the school year, programs need to be identified

and funding nééotiations‘gpmp;gtéd at least two months before the onset

of the school year. This will allow for a pre-program planning phase
during which program implementation may begin (e.g., staff can be

7

hired and trained, program components can be refined and initiated).
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CHAPTER FIVE

CAREER AWARENESS

The career awareness focus area consists of fifteen projects
funded by Youthwork. The Youthwork contrqct refers to the career
awareness focus area as “Career Information, Guidance énd Job
Seeking Séiile". A shared goal of the projects 1is to imprbve the
transitidn of youth from schooi to work, by providing youth with
career inforﬁation, job-seeking skills, and counseling. The_iﬁtent of
this chapter 1s to describe the social and academic organization of
theée programs, and in particular how such program organiiatioh relates
to the educational organizations to which the youth also belong.

The Nat;Pnal Commissioﬁ for Manpower Policy recommends that
regearch on government CETA programs focus on the analysis of the
strengths of different strategies (1978). Their report entitled;

CETA: An Analysis of the Issuyes states:

In view of the rapid and continuing growth of
federal manpower programs, togethet with the
deliverate shifts in programmatic emphasis, it
would seem reasonable to assume that the
efficacy of manpower programs, in their

various forms, was well established. This 1s
not the case, however. Not only is the efficacy
of any single program more an article of faith

333
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than documented evidence, but also there are
very few clues regarding the relative efficacy
of alternative programmatic approaches '
(pp. 107-108).

Youthwork (1979) framed questions on policy issues for the career

awareness focus area relevant to this chapter. These include questions

1)

2)

" about program models and service delivery. S?écifically:

How are the Career ‘Avareness Projects generally
characterized 1in terms of their transmittal of .
information to participants? 'How were the services
delivered to the students? WEat,wére the networks

that were used, and were they either new networks

or existing networks? (p. 41)

Who are the individuals who provide career information
material to the prmjéct participants? ﬁow are they
prepared and trained for the task? What are their
levels of training and education? How long have the
personnel been 1nvolved in providing car;er information?
How effectively can peer counselors provide the
information, compared with trained "professionals?

Are there different mechanisms for providing this
information beyond peer couﬁselors and professional

counselors, such as business people and others in the

community? (p. 42) . 7 S

Program Characteristics. Twelve career awareness projects began

in 1978-1979 as part of the intial 48 Exemplary In-School Demonstration

Projects.

Two of these twelve completed their contracts in Fiscal 1979.

'Meanwhile three additional Non-Competitive Projects joined the career

16U
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awareness analysis area in the Fall_1?79 because of similarities in
project 6urpose to proj;cts alredady in that area.

| Five types of educational organizations operate the.qareer
awareness projects. (See Table 1.) The two 'local educatgon agencies
(LEA?) are school districts; one is in a.metropolifan area (;ver
500,000 people), the other in a small city (between 50,000 to 100,000).
Two cons;rtia (CONS) represent joint efforts of school districts. One
consortium links three separate distriéts in a rural area (population
under'SO,OOO),Kﬁhile-the other involves 36 districts in a %arge metro-
pblitan area. A third consortium in another large metrgpolitan area
atte;pts to unite a board of education und a community college. One
prime sponsor (CETA) operates a career informatiom project in a.medium-
size city (between 100,000 to 500,000 people). Fouf community cblleges
(COLL) opérate prgjgcts: two in metropolitan areas, one in a medium-
size city, and one in a rural area. Five non-profit ofganizations

.
(NPR) also sponsor projects: two in rural areas, two in medium size

cities, and one in a metropolitan area.

Projected enrollments have ranged from’15 to 6000. Two sites
served betweén 800 arid 6000 youth, seven sites served between 100 and °
400 youth, an® six éites were under 100 youth. Five programs have h%g
more than one op%Ea?zanQ} site. In sum, this overview indicates that
four projects oﬁeiated in rural areas, one in a small city, four in
medium-size cities,” and six in large metropolitan‘areas. The geographic
distribution has been three projects on the East cost, fiveiin the south
and southwest, four in ‘the midwest, and three in the west and northwest.

»

Career awareness projects were found in fourteen states.
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TABLE 1

CAREER AWARENESS PROGRAM CHARACTERISTICS
-

prograﬁa operatorb .populationc sites ' , locationd  dates®
A LEA 500+ 1 training center 10/78-6/79
B LEA 50-100 1 ,school 10/78
c ' 98 . 500+ 4 school 10/78
D CONS rural 3 school 11/78
E CONS 500+ | 7 J school o 1/79
F CETA 100-500 1 training center 10/78
G COLL 500+ 5 . school 3/79
H COLL ' 100-500 ° 1 school 1/79
I éOLL 500+ 1 ‘training cénter 1/79-8/79
J - COLL rural NA NA NA
K NPR 500+ 24 school 11/78

1 train?ng-center |

.L NPR rurdl 1 training center 10/78
M NPR 100-500 5 school ’ 8/78
‘N : NfR : rural ° 1 = training center ,b/79
0 NPR 100-500 1 . training center 6/79

S

aProgram J did not provide data’for this repgrt. NA = not available.

bLEA = Local Education Agency; CONS = Consortium; CETA - Comprehensive
Employment and Training Administration prime sponsor; NPR = Non~profit
Organization. .

cTraining centers are located ‘at facilities owned by the operator.
d

.

Figure represents population range in thousands. 3 .' N
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Prqgfam Models. Each of the fifteen projects has emphasized

one or a combination of learning situations for the participating youth. -
. . N -
These have included job-seeking skill training, personal awareness

~

‘ counsefing sessions, information about different careers, traipning in

group dynghics, on-the-job work ekperience, and counseling about personal
direcfions for the future.

Ap analysis of service delivery at the various sites suggested
four progragmatic models. (See Table 2.) The four include 1)'alternat1ve
school, -2) employment training, é) in-school career awareness, and 4)
work experieﬁcé. A distinguishing feature for each of the four program

’ . ,,_%

models has been the context within which the learning experience took ] V
place, be it at the alternatdive school, at the employment traiﬁing
program, wiﬁhin the curriculum of a braditionai échool; or at the job
site. Five éxempléry projec; operators have administered two or mérb

models under the- samé administrative umbrella.

Alternative School. Three projects have operated career

awvareness programs through alternative schools affiliated with

\
|
|

the public school systems. The project operators (a consértium,

a LEA; and a non-profit organization) respectively sponsor an alternative

junior high, one staff member in an alternative high school, and two -

staff members and a day éare program in a school for teenage /mothers ‘

and mothers-to-be. Students have categorized their alternative school }
L

as' the final option within the educational system by which they might

achieve a high school diploma.




TABLE 2

PROGRAM MODELS AT CAREER AWARENESS SITES

Alternative Employment In-School Work
Program Operator School - . Training Career Awareness Experience
r é -
A LEA . X
<= .
B LEA X .
c CONS ., x . =f
. ' ‘ G
D CONS (x) Xy
E CONS - - x x
- [} .
F CETA X . J *
G COLL o e x
H COLL x %k
1 ‘coLL x
a N
J COLL . |
K NPR - : ' x B oé&;
(VS . )
L NPR ; . x
M NPR x N .3 X
N NPR : . - ) ’ X
0o NPR _ x
3 3 7. §
) aProgram J did net previde data for this repd{;;’- d

bparentheses indicate sites where information was not available for this
report, because the on-site observers focussed 6h\anocher strategy within
the total project. o . \

3

4
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Employment Trainiqg; One'prime sponsor aﬁd-two]iommunity colleges

have operated the employment training stratégy. This agproach has fea-

tured planned sessioks on job-seeking skills, .employment opportunities,

. : 4 »
and personal awareness. Clients'havé”actively sought the program

because of these\?ttractive features, hoping that it would help them
make the transitibn from school to work. , Two programs have extensively
trained peers preparéng them for the role of future trainefs, The

sessions have been independent of the school curpiculum; méaning that

14 ) . 3
the students have come outside of class hours. In the third instance, -

Kl

the students participated-in an all-day, two month long program.
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J ‘ ° _
‘In-School Career Awareness. The in-school career awareness

strategy introduces career information into the existing services

already pres%nt at traditional high schools. -Six operators sponsor

such projects. The efforts consisted of either setting up career
information centérsﬂln district high .schools (two projeéfs) or con-

ducting workshops for high school teachers, hqping'that these teachers

- .

will incorporate this information into.thgitjcurriculum (four projEcts).

In contrast to the‘alkernative school and emplo&mcnt training
napp.roach.e-s,'f:he ﬁat;r of.the service is non-intensive, of short

dhration, and targeted toyard lérge numbers of youth. Stﬁdénts,parti-

cipated in projects by entering an 1nformat1§n center or

by attending regular class periods taught by their teacher who attended.

!

a project training workshop.

Work Experience. Eight projects have operated' on the basis of

a ;ork expétie;ce étrategy where youth berformed apptenticeshibs at
worksites. The extent'a;d.fbrm of counseling and job-seeking skill
training that accompanied thé”actual'ﬁo:k experience varied among
projectrs. - Placements iﬁciuded,both privdte sector and the pubiié

secgor, large bure;ucratic ;rgaﬁizations, and small owner operéted

businesses. "

I. Characterization of Program Administration .

12
The allocation of responsibilities for program administration to

. 3 . - N
project staff raises three issues with respect to project implementation.

3

The %&rst issue involves program delivery to the youth, i.e., decid

-

who ‘does what and how. A second issue involves negotiating entry of the

ng

:program into a system, be it the school or in some cases the school

-
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7

district, and a job site. A third issue involves negotiations with and ;
réporting to Youthwork. The way in which program administration dis-
tributes staff‘responsibilities for these three iééﬁes directly influ- : .
ences the.implementatiOn of the projeét. The following sectie¢n

describes how'thése respoqsibilities are allocated within éach‘of

the four models, and draws conclusions about the strengths and weaknesses

~
of different allocation patterns.

Alternative Schools. It appears iﬁpossible“to separate the
- .

administration of career information projects within the three

alternative schools from the overall administration of these schools.

» NafratiVes.of staff meetings, and interviews with teacths lead one to

1

rfhe conclusion that administrative decisions by staff--be they principals

or teachers--are made iﬂ accord with how the school operates and the
particular identity it chooses to carve for itself. Decisions about

'diécipline,xteaching styles, and curriculum content stem from the 4

administration and teachers' interpretations of what their approach

a
i

»

should be.
Teachers at site 1 (See Table 3) pursued this question throUghoug

the fiist fiscal year (1978-79) of the school. The princlpal ‘at one staff
meeting added further clarification to the debate by introducing a two
page listing of unique éharacterisﬁics of an alternativg school, posiné
the question about differences ﬁetween their being or becoming a
"mini-traditional school" or a real alternative. A field:trip to

another “alternative ;chool provoked comments by teachers to the ‘on-site

-

observer about startling differences between "us and them'". This

continuing dialogue améng staff indicated a conscious effort to




TABLE 3 .

SCHOOL. STUDENTS AT CAREER AWARENESS SITES }
Number of Students@ o

S Actual Projection Actual Projection
Funded As of 12/79 Fiscal 1980 As of 6/79 Fiscal 1979

' 10/78 142 -~ 150 50 200
10/78 NA ~ NA . NA N NA
8/78 NA : NA NA NA

ke¢p their school from:becoming a place of 1f8ense for behaviors. that
‘ caused the students "trouble" at their former schqol. The assumption
among this staff was that a temporary refuge for such behavior would

/
not help them re-enter and succeed in the traditional school. A second

asghmption was that an alternative schqgl is only a temporary shelter,
rather than.permanent. Students have and will leave the alternative
\}unior high school to enter the traditional high school. Administr;tive
decisions jabout whatgto do with the program for these troubled youth
are.codbhed in the tw%‘ngipmassumptibns about the ultimate purpose 2?
the alternative school for these youth:)and they cannot be conside;éd

independently. Emphasis on school success is partially evidenced by

any
this school's yearly report which states that student attendance rates

~

have 1nc;eased significantly, and their supervisibn rates have decreased
significantly. . ‘
The teachers .and principal at alternétive school site 1 have
¢ dgsigned the details of the program to concur with their educational’

philosophy. Current levels of program staffing would-not allow them

T
to create an individudalized program for the original projection of
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200 students. Therefore, they lowered the target to 150. However, the
maximum.they still felt they could serve at oneltime was 50 students.-

- -

Having the complete support of the prime sponsor, and the district-
administration, they nere abie to merge the pcogram with an extended
day school, and thereby increase the numbers served at any one°time
"to 100 students, the idea being that they would coumsel or be avaif%ble
- to tnq‘p stddents hodged in the same building as the alterna ive school.
Actual school enrollment does not exceed 50 students. , ] ' °
An interesting commonality existed between the altermative
schools at sites 2.and'3, each having had one or two staff membefs funded
r‘by project monies. In'ooth cases, the over-all project adninistration
‘handled financing ano monthly reports for the altermative school project
staff as well as for'other models that operateo under the auspices of thef
project. This assumption .of reporting and financing by the larger project ’
administration freed the teachers from theSe responsbilities, and allowed 'i

?

them time to plan curriculum, formulate goals,'and work with students. |

It also meant that the exemplary project did not help.a new alternative
school get started, as 'at site 1, but rather, that project moneis sup-
ported additional staff ‘to work with the target group at an

alternative school already under way.

One of the teachers supported. by the project explained how he
- . ’ ) ’
did not separate his career information activities from what he did

as a teacher -in his alternative school: .

He said tha;ghe would .-1ike the target youth to ~
be able to identify with him and to be able to

stay in school. He wants them to stay around

long enough so that he can get some career
information to them. He said he has had to be -
extremely careful so that he 1is not just

outright saying: "Hey, we're going to talk

169 R ‘
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about careers". He indicates that they just
turn off to very straight approaches. He
_ said he had to go tHrough the back door to
- reach them and so, in essence, his goal was
to keep them in sthool, to keep them in
contact, to build a realtionship with them

ing relatjve to jobs and careers.
Mentioned as a vehicle to build a relationship

he had just been on the past weekend.

this instancge, the teacher 8 primary concerns were the needs
of the individual ydﬁ%h in hig school and how the school responded to

them. The project allowed him this freedom to integt>te materials

‘and actiyities to the extent he saw compatible. gThe manner of his

inplementing the material had been quite different from that of the

. ®
other teacheérs in the same system, especially from those teachers in
the four traditipnal high schools whc also received in-service training

. . - /

from the project.

.

Site 2 hifialso benefited from the patrern of administration
in the same way .as the former, only having two staff members and a ﬁ
child care center financed in additiom. The services provided for

the pregnant women and new teenage motners relating to career
information have taken quite a different character than those provided
at centers in three high schools also eponsored by the same projectgr
The staff work within expectations set by the school and the special
needs of these youth, The project adminisfracor is viewed by the
project staff ena director at the alterna;ive school as a mquator

who facilitates their task of implementing the progrem. The director

elaborated:

174




, also volunteers that separate people in the roles of principals and
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The project administrator/mediator has helped -

the job cepent person in letter writing

and organizing her time better. The job

placement person was a very good PR person

but needed some guidance from him with her.

He 1s always thére when a problem comes up. - N
The high school had had funding problems with .
various aspects of its program. Specifigally,

the high school had problems with the equipment

for the child care center. They wanted to get

good equipment. It was expensive equipment,

and he came up with more money through a loeal

city university in getting a grant from them.

He seems to, therefore, play the role of a

trouble shooter, of a liaison pefson who helps

out with specific problems when asked.

A
This project deinistrator/mediator ‘also communicates with CETA, and
frees the project staff located at the alternative school from such
contact. Itlis interesting that the principal at site 1 also serves

as the mediator. The on-site observer reports:

She feels in ord "get the job domne" it ’
is important t "straight to the source"
so0 she frequently cdpntacts the prime sponsor
directly through phqne calls and letters--

-~ mostly the latter fdr clarification and
information--so reco an be more eagily - .
kept. The prime sponsor has been very helpful
in expladining, clarifying, and interpreting’
various guidelines and regulations.

The mediating role assuged by Fhis‘project director is clearly the most
efficient way of- handling queetioqs on péperwork for thisvproject‘zs
this‘}a a smaller LEA project with one site, working within one school
system. She manageé th; competing demands of her various roles, but
project director would '"make the program mor; i;eal". Sités 2 and 3
are both located in popuia;ion areas of over 100,000 people, and

operate within several school districts.
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Employment Training Centers. The two employment training centers

~

<

run though the community colleges (Table 4, Sites 2 and 3) have been .

hampered by a time consuming decision-making structure because of the
. \ )
need to involve the colleges in decisions.’ The-resignation of the

project director at Site 3 was partly because of this situation. Site

2 college experienced a delayed start-up but succeeded.in involving <
N .
the college when hiring staff and when recruditing peer counselors and

students.
. a TABLE 4
, EMPLOYMENT TRAINING STUDENTS AT CAREER AW&RENFSS.SITES
’ Number of Students a ) i
Actual Projection Actual Projection
Site Operator Dates As of 12/79 "Fiscal 1980 As of 6/79 Fiscal 1979
1 CETA 10/78- 13 \ 90 61 330
' 2 COLL 1/79- 2: 500 - (800) .. 0 2000
3 COLL 1/79—8/79 - - 178 . 200

Auumber of sStudents was taken from Blackstone MIS Reports (6/14/79 and 12/16/79)
when available, and in some cases modified by observer reports.

arentheses indicate projection dater modified.
‘ P

Deciding what to do with the students was hever considered at
[the college centers, as that was straightforwardly described in the
) curriculum packets. However, the curriculum at Sffe-z involved 18w
time-consuming steps in career awareness where the counselors‘t:ained
peer counselors Qho would in turn help t?gin other students. The counselor/trainer
staf f sﬁénn,éonéideraSIQ_fime deciding who would do what, and how
that should be deéided. This lack of clearly defined roles ied to
low morale \Q the part of staff ﬁembﬁﬁgy as well as change-over duging

the Fall and Winter of 1979-80 in the position of cognselor coordinator.
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This changeover consisted in rotating the position among three of the

counselor/trainers. Thus, the first type of staff responsabilities,
staff roles in service delivery, clearly'persisted‘as a problem. These
problems became more visibie and- perhaps comprehensible as staff
e}prpssed concern about being ."stretched", the project being under-

~staffed, and indeed taking steps to limit their personal involvement,
such as by resignatioé as counselor coordinator.

Another factor influencing the slow start-up rested in the diffi-

\

Fulty'{dgntifying CETA eligible youth, i.e., youth under 21 years of
aée in t@é proper " income category. The on-site observer elaborated

on the difficulty in the following memo concernigg‘an adjustment in.
“the income eligibility category: |

The guideline change for peer counselors referred
to the fact that the college was using an obsolete
income criteria scale. The.more current scale
from the prime sponsor allowed for a higher family
income, thus, potentially qualifying more students
since the students applying to the program tended
to be in a higher family income bracket than was
allowed under the obsolete scale. Meeting the
income criteria of CETA is a problem in terms of
getting enough eligible students, but it is not
the only considetration. Other related problems
in this area include age, the number of daytime
students available, interest, etc. The 48 others
. were ineligible for many of the above reasons
as well as such reasons as securing employment
elsewhere and not meeting training standards.
The bottom line of the problem is that the
composition of this community college population
tends to be over the age of 21.

Thus the second type of staff responsibility, securing entry

into the educational system, encounters systemic obstacles outside

the realm of staff capabilities to do something about them. The

poor fit between the eligibility guidelines of CETA and the actual
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college population:contributed to low enrollment figures. - The original
plan to provide services to 2000.youth (January 1979) was reduced to
800 in August 1979, and then to 500 in October 1979.

The project director located the major problem of the project |

~in misunderstandings in contract negotiations between Youthwork and

the project about planning time. The ‘observer reported this interview

~

with the project director:

He noted that the main problem evolved from

a misperception on the part of DOL, as well'’

as Youthwork, as to where the project was at *

the time of funding. His opinion was that

when DOL/Youthwork funded the original project,
Youthwork thouglit that all the planning had SN
been completed and that the project was ready "
to be implemented. This, in fact, was not

true, because a great deal of additional = -
planning was still needed. In other words,

the college submitted the proposal with the

intent that it (if funded) would be a developmental
project. DOL, however, funded the project with

the understanding that the program was \already
operational. ’

The project director communicated with Youthwork about implementation
probiems aﬁd readjusted the targei numbers. However, the staff sharéd
the gnxieties resulting from involvement in a program that Youthwork
put én probation in August 1é79 because of its failure to be implemented.

Sitg 1 also encquntergd diffieulty recruiting youth and .
téachers. The program administration was closely linked qo.the prime
spensor, aé the project staff also woriéy for CETA.'und the program
served as a means to implement the philésmphy of those offices. The
program never gained the full suppért of the school system, as the

N

latter wanted more control over the service delivery. Thus, the

second type of staff responsibility, negotiating entry into the 8school,

impeded full implementation.

S 2 |
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' In-School Career Awareness Programs. The four reporting in-school

éareer awareness programs have serviced four to twenty traditional high
1] schools each within populated areas of over 500,000 peopie. 'All four
have attempted to reach yOutﬁﬁzﬂile they were yet within the &chool
building. ‘\\ . ' : . o .
Two projects (sites 5 and 6 in Table 5) have* relied primurily .
¢ on teachers within the schools to-deliver the service as part of their

classes. The crucial element for project implementation therefore

L]
became the identification or recruiting of potential targefy teachers <4

who could receive training.  Once .trained, it was assumed that youth

’ in classes whére they intégrated the career awareness recelved the ©
' service. HowevEf, thé.%iequency of>in—service'teacher workshops and ) )
the amount and nature of support services rendered haveiLeen quite
different. )
* TABLE 5
IN-SCHOOL CAREER AWARENESS STUDENTS AT CAREER AWARENESS SITES
Number of Students®
. Actual Projection Actual Projection
Site Operator Dates As of 12/79 Fiscal 1980 As_of 6/79 Fiscal 1979
1 coNs . 10/78 223 " 400 NA 1000
2 CONS 11/78 ( NA NA ‘ NAI NA
3 " CONS 1/79 36 300 - 0 800
4b COLL 3/79 4,529 3,125 © 1,343 1,808 N
5¢ NPR 11/78 4,774 - " o 6,000 =—(10,000)
6 - NPR 8/78 720 1,500 | ‘1,312 1,500 ¢

»

Avumber of students was taken from Blackstone MIS Reports (6/14/79 and 12/16/79)
when available, and in some cases modified by oberserver reports.
b

Site 4 counted and projected eerQices received for Fiscal 1980 and students
for Fiscal 1979. ’ )

Csite 5 projected 6,000 students for span of project. 10,000 wuq,projediion "

‘ Ni\a%eﬁo’go%%’ﬁable - 175




- staff had to spend unanticiputed‘time and energy in order to comply with .
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During the school year 1978-79 site 6 had a team. of three career &'

information specialists within three of the five high 5qpool buildings ‘

"where the project was implemented. Muring 1979-80 the project staff

/

was reduced to one member per high school. The suppg;t team worked ~‘
with interested teachers and their classes to help deliver sessioﬁs on
Lex—role stereotyping, job types, etc., that were also presentéd at
teacher/staff training sessions throughout the ngj for the whéle projects
Observations of the training session;'and coegpqﬁent classroom instruction
showed ‘that teachers had much flexibility in how they uged tﬁ% training
sesgsions. Some teachers opted for the support team to presen¥ the'}éssions
to their class. Others presented it themselves.
( Site 5 recruited 51 teachers from twenty high schools 8?5381x

P
midﬁii~schools %o two days of training sessions in' August, the start of
the project's second year. Here the project qﬁaff presented the.
curriculum packets &hey séonsored. ROPe project staff member had responsi-
b{lity for eontinued céntact with the teachers, which included distri-
buting the curriculum m&terials and ;élivering the pre- and post tests.
This project encountéreﬁ start-up problems when entering the schools tﬁe
first year, especially in negotiatimg the training time of teachers and

the collection of confidential data about the students using the Blackstone

~\ .
forms. It eppeared from reports of early negotiations that project
AY

regulations and procedures of the school system. Adjustménts were made

.

to relieve the problems of confidentiality and the use of substitute
teachers. Arrangements were worked out school by school to satisfy, the
requirements of different headmasters. The result was greater variety in

the implementation of the program than originally anticipated. ‘The.
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implementation of the curriculum was also strongly influenced by the
existing organizatiodal structures of the.high schools, i.e., class

schedules, class content, and ‘teacher load, as  well as by the instructional
N *

skills and dedication of the hléferent teachers. This latter issue of
variation in quali‘y is addressed in gréater 23;341Aﬁn section IV, "Staff/
' § * .

Student Relationships", of this chapter.

Sites 3 and 4 have employed their own staff to deliver the career

information in the schools. The project director of site 4 was located at

‘

a community college and one career specilalist was }ocated‘ut each of five

high schoola: During the first yeaf the speciﬁldsté redeived }ittle program
) -~ . B b [N X . ;
direction as the director found. himself tackling the many paperwork and

-

repdrting tasks for the project. Several specialists reported at that time

that they took initiative and formed their own directioms. During the Fall

*

of 1979 the project director found more time to deal with program formafﬁ
but some specialists had alféady es;abliehed.érograme and were into the
rhythm of their pasticular schools. The'followiS% account describes the
dilemma experienced by a specialist who tried to 1ntggrate her program
into the 1if€ of a school, yet fOuAd such behavior in conflict with the
organizational needs of the overall project.

I arrived and as we (on-site obBerver\and préject

director) started to talk the phone rang. . It was

the specialist from one of the high schools who was
: calling to tell the project director that she could . 9
‘) not attend a staff meeting scheduled for that after- .0

noon. The project director was visibly angry, reminding
the specialist that the meeting had been arranged a
while ago and parknof her responwibility was to
report back to tHesge staff meetings so that some
degree of coordination could be effected. The .
specialist had, however, scheduled a .school activity
for- that day and could not postpone that activity
(administration of career awareness inventory tesys)
to comc to the meeting.

had learned was that this arrangement of coordinating
5 speeialists out in the schools and who had divided
loyalties to the college and to thé high

VR ‘

|
After hanging up, he exglained that one thing he - .‘
|
|
\




schools was not an effective way to provide
services. "Next time, I will let the schools

,  supervise them and we will just have a liaison
coordination arrangement." .

\

The administration of in-school career awareness.programs is ,
strongly affected by the fact that the programs run within schools.
v
Program deliverers, be they non-school personnel as in the preceding ’
‘cagse or current teachers, are §3unded in what they could do because
of the erganizational context, i.e., the schpol. |
Site 3 has not implemented the 1n—schoollZaIéZr awareness

component ‘for the proposed 100 high school and 200 community cagdidege

students. The work experience strategy ifitends to combine the

. classroom instruction of this strafegy w ha job experience for 91

. high school students and nine students {rom the college. The adminis-

trative structure is addressed in the §3llowing work experience section

of thig,reporév,

Work Experience. The eight work exﬁegiencé‘programc have

attempted to provide career information along with an'on=the—job
experience for under 100 wouth. Table 6 gummarized information con-

cerning project start-uj dates and the numbers of students who have

N

received or are receiving work experience at thece eight sites.

- Five sites redched (or mearly so) their projected student -
~population. (Protocol da::f?rom site 1 does not exé&ain program
administration GCEficientlg to include Ehe site in 4 d%scussicn here.) .
Site 6 reviced its original proposal in the Fall of 1978 te cxpand

its services to A small 100 student wbrk Oxibrience p;bject,in additton
to the in-school career awarcness. component already propesed and

approved. This nccegsitated that the project act quickly to formulate

plans which it did, as the werk experience eomponent took place for the

175 - ] A
100 students in the Spring of 1979.
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TABLE 6

WORK EXPERIENCE STUDENTS AT CAREER AWARENESS SITES

- -

Number of Students »

B | i - ‘ a

,“ Actual Pr.ojection‘ Actual

Site Operator Dates ., As of 12/79

Prbjectfﬁn

Fiscal 1980 As of 6/79 Fiscal 1979

LEA 10/78-6/79 NA 232

’ consﬁ\\ 11/78-2/80 . 39 90. . NA
i CONS W79 \ 29 //{’“\, +100

20

NA - ’

(a4

& W

NPR .11/78 11
85 '

80

_NPR 10/78 100 59

NPR 8/78 80

1

NPR C 479 6 60

NPR 6/79 . 21 A 15

100 .

7 )

T

\

-

8

~ 240

. NA

120 <« (240)

20
50

¢ 100

aNumber of students was taken from Blackstone MIS Reports (6/14/79 and i&&%6/79)

when available, and in some cases modified by observer reports.
Parentheses indicate projection later modjfied.

» Site #6 has operatpd in five high schools with a staff of thr
</
perssas in each school.. These career information swecialists consti
[ .\.

a Support Team for the in;SChool career awareness compOnent in  the

+ o

gchools. Recruiting fof_thi/rork experience component took_pléce in

~
.

L career awareness classes. For the work experience component the

' 5

«

. C. g .
specialists conducted student training sessions before and during th

work experience. Staff from the project administration officed of the

- [)

non-profit organization devéhoped.the joB sites. They‘also'served a

j
a liaison between thd student and the high school support specialist

. by making site visits. ?faddition, they de\},elopéd a manual that

ee -

tute

e

s . -

]

“served as the basis for the curriculum used in training sessions by .

the support“speciéliSts. A piéture of role clarity begins to evolve

¥\

when describing the program administration at this site.

-t

-

&)

7

.

People were.

.




~

~

.. ' - “‘154 |

able td depend on others to contribute to the total workings of the

‘project. An examination of two.situations that may have impeded the

. v .

“project implementation further our understanding of the key‘dynamic

.
.

that role clarity.played. . ) : " v
First, the project WaS/MOt funded in Auguyst 1978 as expected. .

. ] \
The'prg)eci administrators insisted upon the importance of synchronizing

‘

the project start-up date{with that of the school year and supplied
. A ]

their own organization's funds to begin the in=school care%n awareness
- [y B \

' 4
~

component. They operated for two months in goed faith that;Youthwork
.nould respond. They aiso-cggplied with the request to draft a work'

experience component; skirting further negotiatidns in part, I would

speculate, because it nas gn exciting opportunit} for them, and they

also had a substantiallinitial investnent already*hmde {hYchl?

/ L
in-school component. Just as‘ihe in-school component built upon

their, previous career information projects operating for the last few

[ . . : o w

years in the school district, it also served as a point of departure
. , . - - .

for devefoping work experience based in—eﬁe schools. ' Thus what for
. . . / . . a .
__Sgme organizations may have-been'unmanageabie pxoblems from the

’

federal government “and Youthwork that is, djlayed starts, déﬁayed

xfunding, and seemingly unending contract negotiations, was for this

“\

¢

parent h{g;nization the routine in which much of their time was

spent,

. / - . I L
7 The’second example addresses role. clarity of program staff
) .

regarding service delivety to youth. Two support teachers were

\

. interviewed by the on-site observer and shared thexr Opfnions about

{
the role of work site liaison.

. .
. .
i nd «
H . o
»
- .
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Suﬁ%ort Teacher #1. The supervisors at work .
did not want to deal with the problems that )

.'*. came up; they thought we should do it and
so they would tell the two liaisons and the
two liaisons would tell us, and we would deal
with the student. If I only had the job of
vocational-education coordinator, then I would ,
deal with the situation right when it arose .
on the job. That was a problem that I had : : -
with this.

We were too far removed. We were there as a
support system but were.too far removed. And °-
I would have liked to have been right in there
when things were happening and not get the - 4
message two days later and track down the kid.
would like to go get in my car and go right

,out theré and you know, talk about it right » -
.there.
Suppoxt Teacher #2. ' I am not sure how I feel . /

~about that because I think it is difficult to :
go out and get the job, find the job sites, and .
sell the employers and then still be the ‘ . '
. student's advocate.. The communication would be
L a whole lot easier, but structurally, it would ’
' be much simpler, a much stronger hold on it,
but 1 really feel it would be more difficult, '3
on one hand, to have sold the employer into ‘
taking a student and then still be the student's 5
advocate. I found that both school liaisons, o
almost out of necessity, had to take the oy
employer's side in any of the small things that - ' \
came up because they would come back and tell
us, listen we got these job sites, we promised
this, this, and this. It is your job to make .
sure that the kids perform. A . .

This Aiscussion-illustraték alternative staffipg structures that _
the pregraﬁ might have chosen, but instead a course was set by the . t
patent érganization at the beéinning and‘st;>f complied with the
master p!én. Other interviews also demonstrate a healthy-awareness
" of-pregram options in staff respdhsibllities, in parficular with that

of the Eob developer. However, while the conversation acknowledges

the lalternatives, the support teachers also knew that the project

¢
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hadii set goal (so many job slots in the public sector b& a certain deadline).
They thus proceeded accordingly, realizing that the present method Of\\::l

program administration was but one among several alternatives. Aceepting

~

4

the planned roles allowefl an‘efficient implementation at the expense of
b J
the participation of the support team in overall program design. .

The trade off of efficiency v%rsus ﬁarticipation tn prégram design

explains the difficﬁlty another work experience project (Site 7) experienced

“ 1in project iﬁplementation. Staff hired to .instruct and supervise placements

for youth on én Indian reservation had a skeleton plan from which to work.

Problems arose concerqing-the relevance of work for'these youth, and how

.

, to create strategies for increasing their motivation. .During this process

new roles for staff and a new, program design emerged,,K that would create

-

-

two types of work experience responsive to students with different degrees

of motivation and commitment tomlearning. This process of recasting the

program took almost,a year, and saw the resignation of the first set of

-

service deliverers. The project céntinued to have the support of the
reservation and the school districF'because of their belief that youth‘.
~unemploymeﬁt was a gravé ;roblem to which they had no solution, but were
'y%lling to suppof& another group that might create solutions.
Aqother'project (Site 5)~created a unique solution to communication.
problems ‘between the exemplary project staff and training center staff.
Project gtaff entered a éheltered workshoé as a%team 80 ;hat gimilar but
separate services could be extendgd to the CETA eligible youth, a ngw
' pulation of ghe trgining cen ¢r. ‘Initial months of parailel delivery
caused organizational conflictzover-training center norms and expectations.

- As a resolution, exemplary project'staff members joined the regular staff
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on equal service delivery lines. This meant that rather than create
separate but equal services for the CETA youth, the capacity of existing »

staff to work with this new population was strengthened by the addition
: \

of exemplary project staff. - !

~

This example of linkimng the exemplary project service deIivery

roles closely to existing roles in an organization lessened the compe- .

f

tition among staff members, as well as increased understanding as well as

. the ability of those staff members to provide services for the new target

-

, group. The stage haa also been set for the sheltered workshop staff to

t : 7 .
i continue integrating this group into its program after project monies

# N
are depleted. ' T ! T

.
&

L4 ' :

Work experience site #3 offers an interesting contrast to site #6.

-

After twelve months of funding, the sitq had placed seventeen ﬁigh school

+

students at work experience sites. The origfﬁal projected total of 240
placentents was lowered in late ;ummer, 1979, to 91 high school students and
9 college studenté.‘ The three issues in program administration, i.e.,

fegotiations with Youthwork, role clarity 1n5program delivery to youth,

-

and program entry into the educational systems, have ali impeded program 4
. ‘ N *

D implementation. The forem;st problems have rested in the fact that the
program has been operated py two bureaucracies--a school system and a
community college, di subjected to 1nputufrom a third bureaucr;cy, the
locai CETA administration. The on-site obsérvef explains this arranéement:

There Is no simple wa} of summarizing program ad-
ministration. One might .as well face the compli-

cated situation that deals with at least two or
more bureaucracies. _ .

. L S .From an operational standpoint, the two program
s coordinators share the focus of decision making, at
least decision recommendations.. While they'are dele-
/R\gated some decision-making authorities, thesge are not
. too well defined. For example, each coordinator has
a relation to one higher in the authority chain. The
board of education coordinator reports to a project
director of the career center, w@o, in turn,rrefers

. I8y

A
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% j
to an administrator at the Board on many matters .
(budget mogifications, staffing, ete.). The college -
coordinator relates to a dean of the college, who,
in turn, frequently must refer to the college-.president.
The board _of education project director and the college
dean confer on operational decisions, as required. \
The coordirators confer (and meet) reguYarly regarding
operational matters (and related decisions), but it is
, not clear that many significant decisions can be made~
. without consulting a higher authority. There is an
advisory committee but it is of such a nature that, at
this time, it cannot really make decisions for the .
program, only hear and discuss situations and make
recommendat ions for actions. 7

Each of the major program administrators ‘have some unique
decision-making responsibilities that are either®efined
by the proposal or have been assumed. The board of edu-
.cation makes decisions regarding the job develgpment acti- +*
vities, and student-related matters (high school placements,
selection of high schools, and liaison personnel, within the
high schools, the type of interest surveys that will be givén

. to students, and the type of site monitoring that will take place).™

The college component makes decisions relative to the
" selection and training of the peer counselors, their
school assignments and work schedules, the methgs to
be used in providing workshops for college students,
.and the-'selection of resource materials for translation
and field use. ’ o

Each of the ‘coordinators at the board of education and the college
has a project staff. The board cootdinator has two part-time job
~developers, and one secretary. “"The college coordinator has one guidance

coungelor full time, and one program specialist.

: »

I‘ ' -
+ 2 The coordination problems,experienced when trying to bring

4

the college,peer coupselors together with the high school worf
experience students illustrated the almost impossible demands that had
to be covered before starting the project. The board of educatign :
had 200 student applications processed for work elota,in spring, 1979.
However, the college had not yet trnined the peer connselors for

v

counseling these.students Huring their work. Over the, summer, peer
) b - '
counselors were paid, not for use In counseling the high school

! : 184
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studénts for the"Yduthgork project, but -rather for work on a program.for

tﬂe college. The project was consequently placed on probation. .;n“the

fall 1979 Fhe on-site ob;erver reported many different decision—making

steps 1nvoiv1ng placement of peer counseiors in.the high schools. ,

Preésman and W£}davsky (1973) argue that multiple dgcigion—making

steps and participants in the decision-making process 1nérease the

likelihood that a program will not be impiemented. .
The stéges of decision making about peer counselor roles at site -

3 ini?%ded discussioné by the board ;f education and the erartment'of

employment about qualification of the 15 peer counselors, botﬁ academic

and financial, the department oﬁ‘empioyment fearing that high academié

requirements would eliminate most applicants from CETA eligibility;

college student inquiries into the minority representation of the peer

counselots; coordination of peer counselor scheddiés with those of the

college counselor, the board of education coordinator, and the school

"1iaison person; evolution of peer counselor role from counseling high

school students in career plans, toward sporadic couﬂseling and filfgg

applications. Finally, it was decided that their major initial responsi-

bilities would be recruitment of high school students and 1n—take:

Upon completion of 1n—;ake work in Januarf or February, it was agreed

that the peern counselors would work with students as originally planned.

Seveh peer counselors were scheduled to have met with school liaisons

in mid-December. In addition, the college program staff faced possible

relocation of the project on college grouvhds to traﬁ&ers, financial

strains because the department of emﬁioyment had not approved the modified

budget so that staff and peer counselors would not be paid before Cbridtmas,

and decreasing morale. Meanwhile 17 work experience students were at

their job sites without peer counselor comtact.

i85




The dnanticipated number of decisions that hed to be made surrounding
this particular unique feature of this project, the peer counselors,
added to the array of individuals with input “into the decision—making
process. The result was the multiple decision-making steps hindered
project implementation from being efficient and effective'(cf. Pressman
and Wiidavsky, 1973, tor a similer situation). .
Site #2 used a substantially different-administrative structure
than the other projects. Here school administrators and counselors
located placements for students in the community, and the community
people contracted to give the students an apprentitlship, which included
instruction at some work sites/; However, this site found itself having

difficulty with the reporting requirements set bf Youthwork, and slow -

receipt of funding. Five other work experience sites reported problems

v -

in meeting Youthwork requests. As already'mentioned in the case of
site {/6, these people are committed to the idea that what they have to .
offer is good for their potential clientg. The strength of their
ideology, be it belief in combating sex-role stereotyping, employing
-
Indians, fighting urban drugs and illegal money, sometimes persuades
them to deal with the tensions ensuing from the federai connection.
The problems raise questions about what projects secure federal funding,
at what expense and what projects are eliminated'oecquse poténtial sponsoring

organization cannot cope with federal funding practices.

II. Structures for Youth Involvement in Program Operation

Structure for youth involvement in program operation of career

awareness projects include peer counselors at six projects. Thege
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six sités have grappled with the conpé’t‘of youth participation in the
recruting, clerical work, advising and counseli;g,and training at the
*projectsf7§ome develsping more understanding about what contributions
youth can and cannot make toward their projeéts. Table 7 charts the

program responsibilities assumed.by peer counselors at these six sites.

4

-

TABLE 7 : .

PEER COUNSELORS AT CAREER AWARENESS SITES Cy

Responsibili ¢
. Organization Recruit/

Site Operator Class Informal Paid Train Intake?
1 NPR X X

2 LEA > S \\; X

—

3 COLL X \ X X '<:) X

4 COLL X X X (:) b X

5 " CONS X X X (:) X

6 CETA X X X )
8Circles fndicate current priorities. i

Yo . .

Peer counselors at site 1 are not formally organized into a

group, but serve in that role upon request of the staff. The observer
J

reports: . . . ’ 4

Peers are used as counselors in specific situat{png
only. If a participant displays a negative atti--
J//’ tude toward the project or center during evaluation,
participantg in training are used to discuss their
experiences with the reluctant client. In this
situation peers have more strength in terms of
credibility and rapport than "professional
coungelors. '
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This statement raises the sometimes ambivalent assumption that

reoccurs at the other five sites with peer counselors, that peer
£
influence is an effective strategy gpr confronting problem youth

) 7
in some (instances. The type of’ problems confronted are mot elaborated

' -
'

" upon above, but the observations, interviews, and staff reflections

at the other five sites may help us better differentiate possible
roles for youth as peer counselors. B ' )
° An ori-site observer interviewed one youth at site 2, an

alternative school: .
, .
I asked if she felt she had an opportunity
to let suggestiofis .be known. She said yes,
mostly through 'peer counseling". She was
i one of eight who were chosen for this group
which meets twice.'a week with the guidance
counselor. Being in this group seems to
give her a sense of pride and responsibility.
"We help the other kids who have problems
~and let them knoa\we all have to help each
other." . - g

The news}etggr of the school describes the class 1n_tﬁe followiﬂg

ES

article written by the guidance counselor:
~ The classroom can be a lonely threatening 4 pe
place for many students. Some students.go '
from day to day without having. any persomally
satisfying experiences with other students.
The purpose of peer counseling is to ttrain
selected students An counseling techniques
go they will be,a%ie to communicate with their
fellow classmates ‘posit{vely.- It provides an
opportunity for students toget to know each
other, and to create a positive environment
.-where students develop a feeling of belonging.
Two forty minute classes are scheduled weekly
in which our student coonselors are trained- in
activities that encourage opentiess, sharing,
gsocial awareness, and personal growth. We
- will begin our training with a course in
gociology for the first nine weeks. The
gecond nine weeks we will concentrate on* .
psychology and counsecling techniques the
student counselors will use when working
with their peers. ,

I56 7
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In .addition to help students relate "positively" to fellow classmates,
the class‘emphas}zes personal growth of the youth to be counselors.
This intent may be due to the younger—age of the junior high school »

students, but also to the awareness of staff that the 7lass is a ' . .

‘\X veéhicle for developing goals of openness, sharing, social awareness,

and personal growth. . X ,

~

- The other four projeé;s have attempted to employ peer counselors . °
as part of their project staff after training sessions that varied

. from a half day to forty hours. These peer counselors worked in the

1 \

employment training, in-school career awareness, and work experience

models. P , ) RS

/ el

Training of the peer counselors focussed on-self-awareness of

4

.
their own career goals at three sites,' Site 3 used the same curriculum
.

o

. for the peer counselors that they hoped they would in turn Help the
new project enrollees complete. Jvhen the site encountered difficulty

,recruiting students, training of peer counselors shifted to include

self-presentation and marketing techniques so that they could help

'b

.. : recruit new enrollees.
This g;oub of counselors also worked in the office and "counseled"
students referred by teachers. The on-site observer spoke with one
peer caounselor during a visit:.

I spent about an hour talking to one of the peer
counselors who started in the first group of
peers. He thinks the program is great but
expresses apprehension about what will happen
to the students when the project terminates. °
He said he had already been instrumental in
keeping several students in school because of
X his guidance. He thought the early alert * \
% . effort, where teaschers notify the center of
’ o students with problems, was working fine. He
speaks with enthusiasm and pride as he talks
- about the program. He, no doubt, iz a shining
atar‘in the program,

18y
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Site 6 trained students in group techdiques and strategies that
they used in‘traiﬁing groups .in self-awareness. Site 5 presented °
topics for discussion such as "Career Goals". This included defi-
nitions of goals, careers, work decision-making, and two slide/tdpe
presentations followed by discussion. ~The.on-site obsegver commented:

The peer counselors' training program seems to . -
be directed at their own learning, but this

may be the best way to prepare them for work

with high scheol students. It seems unusual, .
however, that in the two training sessions that

4 have. been observed there has been no reference

to the utiltzation of the information in .
their contact with studentg in the high schools.

" These peer counselors would be used initially in recruiting and in-take work in

the high achools. However, this was decided toward the end of their

training sessiong, after considerable discussion about their eligibility,

both financialkand academic. * //

The peer counselor college giudents at site 5 would spend .

/
/

limited time in the buildings wheée the hiéh school students would be
located. This posed logistical ﬁroblems in terms of scheduling

meetings between the work expérience students, the 1iaison staff at //(f~”

-

th& high school, the guidaﬁce counselors, and the peer counselors from

the college. The obgervér reported this discussion with the

coordinators from the board of education about how the tiuﬁpproblem

wag to be resolved: | . . . !

In an attempt to regsolve this prdblem, the
school board codrdinitor will develop time
. schedules when students can be available in
-~ . the schools and the college staff will attempt
‘to develop schedules for the peer counselors. .
) to match the students' scheduled. This .
* now poses a difficult time problem, both with . . ]
respect to finding a period when the student :
will be free and in allowing the peer .

.
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counselor as much'as two g:;zs for travel
for a one hour meeEiné with 4 student. All"
this assumes that the peer counselors c¢an
meget with the students in the absence of
the school liaison person, who, presumably,

. wil]l arrange for the interfacing.

It is reasonable that introductions would have to be méde when

N

the peer counselors first ?Esk\fith the students, but the lack of’
familiarity with the setting and distance between the "home bases"

of the high school students and the peer counselors ha# iimited the
possibility of frequent, and perhaps necessary 1mprom§tu contact or
ggontaneous contact at moments wﬂen it is felg necegsary. The fre-
quency and scheduled interactions made the contact of a differegt

sort than that already‘deacri%ed by. the peef counselors in the college

center above. A further problem was that the high school students
’ ’

were located in geyeral schools through a large section of the district.
Descriptions of the.peer couriselors by the on-gite coordinator

provide insight into what-these youth havé hoped to accomplish: 5
' Mark is a large, talkative (gghby) and confident
black man, a graduate of a district high sc¢hool
and one of the college students who had contacted
the college-officelaskinf to be involved in the
program. He claims to have worked with students
while he was in high school and he has continued
: to keep contact with the. high ochool and its
students. He will'be assigned to a different high school
and i5 looking forward to the opportunPty of -
working with students of that gchool., It is -
expected that in epite of some brashness he will
relate very well to many of these studentgs.
. . One problem that may be encountered is that these
C . students are vocationally oriented, and he doeg
" not have much of a feeling for this kind of a
program. However, the needs of the students
.-will likely go beyond their specific vocational
intereots and they will therefore be supported by
interfacing with the college student. ° He-made
it quite clear that he feels that a high school
diploma. i not enough to insure that a minority
M~student will succeed. He thinks that postegsecondary
work is required and I am gure that thig will be
a dominant theme in his interfacing with the high
school students. , : .
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Mark will approach high school with his own assumptiowg about
‘ \

formulating career plans and guccegs in life. It dees not apﬁéar
" .
that the training fofr peer cqunselors will affect how he approaches
. Y - -

his work at‘the high school, nor that it will define his skills, or make «

) . [

him aware of his valueg. It does appear that thé&;counseling" opportunity
will provide a chance for him to work with students’in an official role, A
and pay him for what he enjoys doiné, and Seems capable of doing. s

At site 4 the peer '&oungelorsf were renamgd peer "advisors" and- -
fina}ly peer "aides'". Their work was to completefand fﬁégcin—take férms.
They also assisted students whqd entered the:tgieer center for the firot

time. Training for these advisors came after they had already started

1

work. The observer report about the second training session for five

peer counselors illustrates that part of the training problem was that ‘»

. : Y
no one was clear abput what type of leadership responsibilities the peer

counselors should be prepared to assume. Also, college and high ochool

-

staff were uncertain about.what the peer counselors could do.

The counselor then spent some congiderable time
differentiating between advigse and counsél. The 0
former is given from one's own packground, the
latter from the perspective of the persgon you are
. listening to and trying to help. As a biaced

« obgerver, I found it hard to think that high achool
students of this limited persipacity could ever
be *able_to handle the distinction, not to mention
carrying it out in practice. One kid then
complained that every printed information brochure
she gaw would also glamorize the job and say that

. - there was a need, "even if there waon't". The

paraprofescional agreed that there was a need ,

’ for more realistic appraicale of job opportunities,
as which point the girl who made the comment got
into an argument with another percon and ctormed °
out of the room. The coungelor then switched
to role-playing exercises, basced on hig working \ —

/ hypothesis that other students would come to the :
peer advisors rather than ochool councelors
because it'c ecacier to relate to one's peers.

He méo them take turns being a ctudent as a peer
adviger, but it wao not a very conctructive
usceof the time. The kiqpfyzfe not too eager and
.l
L 3] ! .
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. . i
.
-

- -really didn't have prdper background in issues;
problems, reference resources and matgrials to
be able to hold an intelligent role play. .-

'The training séssien demonstrated the iiyitations in the concept

of the peer advisor program, &nd tWe lack of responsiveness of the

students.to the preéentation. However, it may-be that the concept
* T

was not clearly developed, and that as noted by the observer duriné

the observation, the peers needed training in concrete advising tech-

*

niques and role clarity.
The project on-site observér further reported on the project
.o :
decision to use the/éounselors as "aides" rather than "advisors".

The peer advisor component of our project has ,
not worked out, for a number of reasons. The '
primary reason is that the project requirement
that only economically disadvantaged students
be eligible limited, in the eyes of the project
staff, the quality of the role of the peer
. advisor for the project. A basic necessity
for this component is motjvated people who are
interestkd.in learning and refated to others.
With this eligibility requirement, participants
were not. necessarily motivated. In addition,
as they were economically disadvantaged they
werg also to some large t educatfonally
_ dis@jvantaged and -not re¢eptive to put in the
~  learjing effort (reading and writing) needed to
se as advisors. A necessary preliminary
to sny "peer counselor" program is a 'peer
v leafership" program that will develop attitudes
L on What to counsel helpfully one's peers. A
basie deficiency of four peer advisor programs
was our failure to grapple with what we meant
by advisor. Some of our specialists thought
the students were indeed to counsel, some
thought they weren't qyalified (the latter
won out and our advisors are now called aides).
The lack of student quality and the lack of
concept hindered development of a successful
peer program.

-

A seventh site had nine students involved in a youth steering

A

L :
comnittee that used the materials also distributed to target teachers

" in the high schools. The instructor reporéed that it had taken
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consideraule time to decide how to make best use of this group. -She

reported: ! o .
Originally Youthwork really wanted them to
have a kind of involVement that demands
expertise, or at least that is my impression. »
The only way they could have hoped to get that

4 expertise would have been in a highly intensi-
fied exposure to the mate(ials and process.
The project time line made it impossible to
involve them in the initial materials develop-
metit anyway.

-

The instructor encouraged reactions to the materials. ‘She des-

-

cribed to the on-gite observer her perceptions of youth and teacher
in-put into curricuLym modifications:

We found that they could give reactions but not
solutions. Teachers mostly were also better at
identifying problems than solving them, but

that is as it should be. We are the exparts.
We are supposed to know how to solve the problems.

L

Thus student partifipation in program operation of this program operation
of this program involves helping identify areas in the curriculum
materials that need revision. Revision included sequencing, additional

topics, format, and notes for the teachers based on student ‘comments.
. .

III. Academic Credit for Work Experience.

Career Awareness projects offered in some Iinstances credit for

program participation, which was not necessarily work experience.

Alternative 6chools. Classes in all three alternative schools

lead toward diplomas. The curriculum at the junior high alternative

included components of career awareness in many facets of the

curriculum, including math and physical education. :

-Employment Training Centers. No employment training centers

offered credit for program participation.
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In-School Career Awareness. Career awareness classes at two
programs operated during academic class time, thereby constituting 3€$
, . L3
a part of the academic curriculum in some sense. One of these projects

provided a four week curriculum unit that teachers at one school

‘used in their English classes. The target teachers in the other praject

~

integrated career related topics into their classes. Topics included

sex-role stereotyping, and job preferences. These teachers also

. 4
invited members of a career support team to conduct special sessions

with their students. ' .

Work Experience. The Blackstone MIS data (12/16/79) did not

2

report any career awareness sites as granting-academig credit for work

experience. However, on—si%F observers reported academic credit at
)

one site and attendance credit at two others. As stated in their

‘teacher training manual, work experience site #6 awarded academic

credit for work experience. ' This was done if the student completed
the program and also fulfilled his/her contract with the teacher which
may have included either a written report or an oral presentation about the

.

work experience. It was not clear that this work experience could

take the place of attendance in dlass or other class obligations.

At another project one school agreed to give two academic credit points to

v

two students, granted primarily on the basis of the time that students spent

in the program. A second school related to the same project refused to grant
one‘student credit because thaﬁ scﬂool has a, policy of not granS&ng érédit
for out of school activities.

’ The observer at a third’work e&perience site reported that
negotiations were underway to provide academic credit for both career

exploration and for an in-depth apprenticeshipT/The project's proposal
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. [y
Students from one school system receive one :
. credit per semester, and this 1s a work study
credit. The 14 and 15 year old participants, .
the credit is either through vocational edu-
cational curricula of ‘the school, or for
others through their vocational laboratory
class. Students from the second school system
recelve two credits per semester.
The description of academic credit for work experience at the
work experience sites indicates little support on the part of most
related educational institutions for academic credit. Two school
systems gave support, yet only one school system and project have
actually established a formal mechanism whereby the credit for work
. L ‘
experience moves with accepted proceduresifhrough the system. In
this case the actual contract negotiation kook pla$e between the
student, the academic teacher, and the work' experience support team.
1V, Stéff/Student Relationships » -

LY

project staff time to weigh the altepﬁatives, even though the school

170
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left considerable ambiguity about the‘mechanics of how to operationalize

the academic credit for work experience idea. “Thus it was taking the

system supported the idea of credit for program participation. \\\)

~

The on-site observer at a fourth work experience site reported:

The alternative school, in-school career awareness, and work
experience models contain organizational structures that of themselves

shape staff/student contact and, as a consequence, the nature of the

resultant relationships.

Alternative Schools. Students are at the alternative schools
all day. They interact with the staff at *this location in formal and

informal ways--in class, in the halls, lounges, and in the lunchroom.

196
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Youth inée;viéws in Interim Report #2 indicated that youth used descriptions

like "understanding", Jcaring", and‘"helping"; for staff members at

their alternative schools. They also %&Fessed that these people were

unlike staff at their former schoois. The close relationships were

enéendered by 1) the physicalnproxiﬁity, 2) smallness of seéting and .

3) shared purposes of schooling. These factors, t?ken together, have lead
Y to programs that are Eailored to the needs of the particular studenggl

e.g., backpacking trips, a féll festival, counseling over lunch, or

following through on performance e#pectations in class. In the

alte{gative settings, the teachers have'the luxury of taking the time

to ca;i and the freedom to construe a curriculum responsive to the

special needs of the students.

In-School Career Awareness. Staff at the in-school awareness

sites who deliver the program services to the students are high school
teachers or career specialists brought into the schools for project
delivery. Information about program delivery at three projects

Y

indicates fhat sta%ﬁ/studeut relations within this model are also
3

strongly affected by the orgénizational structure of the high school.
Key factors iﬁclude 1) pre-established cu;riculum, 2) class siée,

3) school schedule, and 4) physical space. Even though target teachers
‘are atfempting to infuse the project ideas or curriculum into their

1 classes, they are sti1ll working within a setting ;here‘schedules are
.élready set by the school and where the numbers of students is
.determined gy enrollment in normal classes. .

Scheduling of students was a continuing constraint on one

project seeking to reach students through career centers established

]
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in the high-schools. The on-site observer noted: ‘\
The major constraint in our project, in delivering
services in a formalized environment--the actual
setting of a high school, not a greenhouse settipg
set apart from the hustle of the real world--is R
that of meshing with the unit's schedule. And
articulation with the schedule was a major limi-
tation to our access to studentd, to the length
of time he could devote in the center, to the time
he could come to the center, and to the types of
activities that he could do in the center.

-

The paraprofessionals working in the center with the peer advisors
concurred in this frustration. One concluded:

If the youth whom the peer counselors are supposed

to help are away at home after school when the

peer counselors can work, what are the peer

counselors supposed to do? They have nothing

to do. ’

Two projects that set as their goals to reach over 1,000 students
during a school year were able to do so by using regular classes as a
vehicle for dissminating the career information. The staff/student
relationships within those classes were influenced by numbers present,
— .
the schedule, the curriculum used, and the instructional style of the
teacher. Obsgervations of classroom instruction indicated a wide
range in teaching styles. One class session on decision-making
succeeded in engaging the students in defining a problem concerning
a fictitious student peer, and then in deciding what Yo do about it.
v ) (

One support teacher from the careér team was leading a target teacher's
class with whom she had already worked several times.

She had an empty chair in the front of the room

with 9 gketched face named Joan on the front and

she said, "Joan is 17 years old and I want you

to brainstorm and say what does this hypothetical
Joan have to face next year'.

rd
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And so the sdtudents began. There was a good
bit of laughter and joking among them. They
listed the following: Courses to take, diet,
pregnancy, job; whether she's going to get
married, whether she's going to move out,
whether she's going to move in with her
boyfriend, whether she's going to ‘use birth
control, whether she's going to travel,
whether she's going to drop out of school,’
what she's going to do when she graduates,
whether she will use drugs or alcohol,
wheth@gr she's going to engage in premarital
sex. .

The support teacher very good naturedly

clarified each of these and accepted everyone .

that the students indicated. - She then said she

was going to divide them into four groups of (7
six to slect an issue. She said she wanted

them in their group and they only had four

minutes to decide on an issue that they wanted

Joan to face, to identify one ‘other character

in addition to Joan, to define the situation,

and to identify the time and place.

Each group with-a bit of prompting from her

then sat for four minutes and came up with
answers to eéach of these prompts. From each

of the group it went as follows: The first

group said-. sex; the second group said pregnancy;
the third group said marriage and/or pregnancy;
and the fourth group said sex. It was pretty
clear what the students had on their minds this
morning! .

The support teacher said: '"OKay, I want you

to vote on one of these then." So, they

decided the issue would be pregnancy and

whether or not to follow through with marriage. S

The support teacher then asked for three volunteers
to act as the character described in this particular
issue and that was Ralph, her boyfriend. She had
three volunteers act as Ralph and three volunteers
act as Joan.

Each of these groups of three sat behind the
chair of the respective person and they

role played for four minutes; they discussed

the issue with a good bit of prompting from the
support teacher. There was a lot of laughter
and a lot of smart remarks, jabbing, and poling.
Some of it I really couldn't hear being on the
periphery and the support teacher couldn't hear
¥t all either. She commented a couple of times,
"Hey, make sure that you say it so that we can

all hear ie. "’
193
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After the discussion was over, the support
teacher said: "You know there was a lot of
laughing going on here. That could mean
N gseveral things. Many times when an 1issue
is very close to you, sometimgs you laught.
That is one way people deal with it.": )
So, she asked, "What could the laughter have
meant this morning?" - And I thought, very
‘nicely, one student said, "Fear". And then
she elaborated that a little bit, talking
about that it may have been something that
they in fact had experienced themselves before
or knew someone who had. .
She said, "Alright. Let's list the alternatives
that were mentioned in this discussion”. The
alternatives included such things as abortion,
adoption, marriage, getting support from an
outside agency, the girl dropping out of school.
She then prodded them to hurry along and list
some consequences for each of the alternatives.
For abortion, one of the consequences was Shame;
for adoption, it was hard on the girl; for
marriage, they'd need child gsupport, welfare,
N parents rejection--these were some of the conse-
quences associated with them. She indicated
that the object of a good decision was that it
needs to be satisfactory to both persons’involved.

The class was lively, enthusiastic, and responsivé to the inter-

-~

change in small groups, and role playing in ‘large groups. The suppoft-
teacher--a member of the career guidance support team‘with a counseliné
background--summarized, directed activities as different stages, und
asked questions that hélped the students think about the topic further.’
The following“obaervation at another project demonstrates a
quite different teaching style. The setting is a high school class—.

room in which the teacher is using workbooks from a curriculum pécket
digtributed by the project.
~

The teacher admonished one student who was

working .ahead in the workbook: "You have

to stay right with us, you cannot forge

ahead like that. These questions are not

ac simple as they look."

22U
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The teacher mentioned to me (on-site observer)
the he/she had problems with students who
wanted to forge ahead and who .-then misunderstood
the materials.
- "What is the correct posture for an interview?"
] the teacher asked. "Well it is not the way you
sit in the classroom!' Each time he asked
students to fill in a question in the‘'workbook,
he went around to students who needed help.
The class moved slowly with very little whole
class interactiom.

The contrasting teaching styles illustrated in the two obser-
vations aéove support the coﬁtention that introducing a new curriculum
package does not necessarily mean that teachers will teach differently,

. -
or change habits or modes of interacting with yéuth. Sarason (1971)

in The Culture of the School and the Problem of Change documented this

process when reviewing the failure of the new math to be impleménted
in schools.
Work Experience. Students at the work experience projects

K3

have interacted with adults in multiple roles. Table 8 shows that .

youth in all projects worEed with supervisors who oversaw this work at
the job sites. Six projécte have had staff who conducted pre-~employment
training sessions or workshops on topics.éuﬁh as self-awareness,
job-seeking skills and comegnicafion exercises; Two sites employed

a liaison pergon who served as the media;or'becween the work site

supervisor and school personnel. At two sites adults developed the jobs

L .
« v

and then placed the students. Three sites used a coordinator to work

with students as recruiters, or counselors. ,
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TABLE 8 | ' L

48

STAFF ROLES VIS-A-VIS WORK EXPERIENCE STUDENTS

Sites Coordinator Trainer Liaison- Job Developer Supervisor
1 . X , x ) X
2 X X
3 X X x X
4 x ' X '
5 X X
6 X X X . . X
7 X X X T ox i _
8 - X T ox
——

Interviews with students in Interim Report #2 indicated they

perceived on-site supervisors and trainers as especially helpful in
three programs. One student who was placed in a police department
described his/her trainer in this way:

They went out of their way to help us; for ,
example, to get a.job, to get where we wanted :

to be. They helped us with problems; like if

we had trouble getting to work. They also

said they were available to talk about any

problems we had, whether or not they were

on-the-job problems, we were encouraged to

feel frqg to come in and talk.

-

. ¢
The openness and reaching out of’the trainers who had the time

and primary responsibility to work with the youth created a context ”
for learning for the 100 youth placed in this program. The student
quoted above said that her particular job as file clerk in a police

-

office was not what she wanted; but it helped her make up her mind®

o ‘ 202 ‘
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about other aspects of police work she might find more‘)nteresting.
. ’ \
She saw her duties as a file clerk as but one aspect of alarge learning

-

experience. This si7e provided training sessiogs at the school that
coincided with the two month place%ent, thus giving a formal setting

where the work experience might a}so be discussed. These role

b
performances of counseling and training assumed by the site supervisors
’ /

\

and traifiers enable the work exﬁerience to be a fitting learning
experience for the youth. This importance seems to argue for
structural assurances in program design that eueh opportunities for '

adult student inferactions occﬁr, rather than leaving them to chance.
a4 ’
A student at a different site without training or counseling
expressed gsatisfaction with the availability of adult contact:
|}
| S
I talk té the coordinator often and he told we ~
that if I had any probleme here or in school to
. come to him. I don™t have any problem in talking
with these people. They make me feel that they
are easy to talk to and/ that they are interested
in me. If I had something to say about my work,
how to do it better or something like that, they

would listen to me.
Two sites have employed liaisong to improve contact between the
placement and the training staff: One oite considered integrating
some job duties of the liaison with those qﬁgcée‘trainer to increase
continuity in student relations with the adults. It chould be noted
that this is a small project proposing 60 students at a maximum.
Trainers at the other site have discussed the pros and cons of having'
students relate to 6o many adults, in section 1 of thjs report.
What remains clear, however, is that the trainers and students feel
that comtact with students during the work experiemnce has an important

value. Whether that comtact be through the on-site supervisor, a trainer,

or a liaison person depends upon the local project's staffing possibilities.

4
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SUMMARY AND RECGMMENDATIO%?

1. Characterization of Program Administration
L} -
Alternative School.’”’ ’/> .

-\rrbe organizing principleg for the alternative schools are” based

- r
'

- - - ' /\
upon their identity as an alternative schoel, rather than their identity

J

as a career program. The career awareness programs fit inte the

Y

alternative schools and are adapted to fit into the echools' gpecial

character. This present report, Interim Report #2 (1979) and Graham's
. ‘p‘; "' A
speech to the vice presidento task force on youth unemployment (1979)

ha;e all emphasized the importgamce and sdccess‘of the alternative
. + L
schools as gettingo for Gchool-to-work trancition programs. The
‘alternative bchools should be¢ enc0u;aged to qgn;inue to operate as they
do, that is, as alternative schools, rather than as ochliools created to
gollow a particular career awareness strategy. ‘Thelr overall success
b .

with "hard to reach” youtll, edpecially in terms of. bascic.5kill instructionm

and pre-employment training, merits further ctudy ond exploration,
’ U

Recommendations for DOL

e '

(1) Alternative schools shogld be considered as a prime
’ K

\ IS
. vehicle through which to explore the providing of

. DN :
basic skills And career awareness to "hard to reach” youth.

(2) The opecific alternative ochools should be alleowed to

. A Y
5E§ulop the career awarenesg component to achicve
< .

congruity with the developing philosophy

of the school. One staff member diréctiy responsibld

for career awareness at the school site openg

posoibilities for developing that compenent.

_ | 204 -
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(3) The alternative schools should encourage organizational

structures that promote input and leadership of all

staff members in the curriculum and;program development.

(4) Reporting requirements remain a burden, especially

for projects that do not have the administrative

, support of a larger barenteorganization that operates
. . / ..

severaliproject sites, and thus assumes paperwork

for all sites. DOL shvﬂld»waiVer reportingvrequirements

. to some degree for small sites.

e Emglpyment‘TrainingfCenters

t . -~
Programs at employment Zraining centers were @ither not fully
implemeénted or experienced serious losses in persqnnel.' The two
college employment training centers had to cleatr project plans with

'

the college administration and this process caused a time consuming
decigdon-making process. The director at one college site resigned

- At the second college s;§e, the lengthy decision-making process
coupled with unclear staff roles, a complicated 18~step curriculum

‘nlan, and dif%iculty recruiting students under 21 years of age, meant

that the college dif not fully implement its program. The third

project was located in a school system which was also unsupportive.

Mw ol

ﬁ

The result was lim!‘ed contact and difficdlty in recruiting students,
7

Recommendation for DOL\

. . \ .
Employment traiﬁin centers need to establish clear lines of

authori~y¥vis-a-vis the college or schoql administration regarding

the nature of the relationship and access to students.
)
’e i -
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+ Recommendatio® for Youthwork , .

© » . . R
v

@ Technical assistants should conduct post project reviews in

those instancgs where programs were not implemehted or where projeéts

, did not come glose to serving the projected number of students.

These reviews may suggest a need for more explicit role definitions,

, staff accountability, model simplification, and assessment of the

4

availability of the target group. T

In-School Career Awareness Programs.

~

This model has operated ﬁithin high schools. The approach .,
relies on teachers and their classes or project staff based in the b
building;. The projects have all been strongly influenced by the

administrative structure\ﬁf_the respective high schools. Some degree

v

of administrative restructuring on the part of the school is required
to insure building space, sufficient gtaffing, ahd the scheduling, of

students to work with the project. Several sites have shown that these
. S . .
issues were resolved only over an extended period of time. Sufficient

v

technical assistance could accellerate the restructuring necessary for

' 4 ’ .
program implementation. ' : .

~ Recommendations to Youthwork

.

e (1) Technical assistance is necessary to help staff

avoid and/or solve problems ensuiné from potential role
T

P conflict and communication needs rféigg throughout the

first and second vears of a project. - .

(h) Project administration should strive for a clear

~ .organizational form. Each of the project staff
located in schools should report to a director,
Qo ' ' i

RIC - RUs | ”
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principle, or teacher within the school. This

is necessaf§ if the project is to become organi-

zationally an integral part of the schools.

h ‘One immediate consequéncg would be to téduce .
role conflicts.
(3) In-school programs need to receive funding contracts
5 before the school year begins in order for the

schools to incorporate the program into the

students' schedule for the year, to employ staff, to secure

facilities, and to provide time for planning for implementation.

Work Experience: Negotiations with and reporting to Youthwork.

Two programs, one supported by a parent organization and the

other run by a staff highly committed to what they are doing, were
able to maintain‘program continuity and integrity through delayed
funding and protracted negotiations over contracts. éhrge_projects
did not have one or both of those supports and as a resuit, their

efforts were seriously jeopardized by difficulties in contract

negotiations as wedd as in meeting reporting requirements.

.

Recommendalion for Youthwork

Youthwork should either find ways to secure dependable and

speedy contract negotiation and funding, and to state in advance

reporting requirements, or accept the likelihood that they will be

able to deal only with organizations that can absorb the "front end"

costs and hidden costslgphereby excluding many desirable sponsors. ' .
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Work Experience: Negotiating Entry into Educa;ional Organizations.
One project whose implementation depended upon(coordination of
two large bureaucracies failed to be implemented. People in each
bureaucracy at several layers wantedAgome authority. over decisiéns, con-

sequently preventing youth in one bureaucracy from receiving services

from the other bureaucracy.

Recommendation for DOLA

Arrangement of sérvice delivery to the youth in work experience

programs should not be dependent upon several larggfbureaucracieS'

that do not ordinarily work together, and that are physically separated.

Work Experience: Pfogram Staffing for Service Delivery.

Smaller projects were expected to begin project operations
with students shortly after being hired. At one site the staff, (a
project director, work site coordinator and two learning ﬁanagers)
were unfamiliar with project goals and objectives, as a different
set of people had drafted the proposals. Project directors became
overwhelmed with project reports due and time needed to work through

actual steps of project implementation.

Recommendations for Youthwork

(1) Small projects need flexibility regarding reporting and

regulations for the project director who is also

y
responsible for program delivery.

(é) Pro}ééts should be allowed a start-up time after hiring

project staff to plan goals and get steps for achieving

these goals before starting work with the youth. Larger

projecfsrsometimes have a staff in other pafts of the

administration that plans these_steps for staff they hire.

08

. / -
. . 1 RS
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"II. Structures for Youth Involvement in BréﬁEam Operation

Six sites have ﬁried to 4Anclude youth in the program operation
as peer counselors. 'Peer counselbr responsibilities incluged°trai£ing
new project participants in wo;kshops siéilar to ones they completed
for their training as peer counselors (three sites); informal codnseling
for students ih the project (five‘sibes);»and recruiting and processing
) new stgdents for the project (three sites). Four sites pald peer

2+ counselors. Three of these four proiectg redgfined the peer counselor
activities as mainiy rectuitment/intake, partly because of difficulty
recruiting'stuants (three sites), partly because of questions con-
» kerning involving peers in~counse}ing activities (tﬁo sites). One
° ~way of allowing tgese peer co&nselors to work in the high schools was
to alﬁgw them to first help dith fecruitment‘and intake. These two

A}

sites also renamed the, peer counselors paraprofessionals and aides.

Recommendations for Youthwork

(1) Peer counselor role descriptions should include responsi-

bilities beyond recruitment, intake,and filing.

(2) Peer counselor training should focus on the development

\'of counseling skills youth can us® in their work with

peers.

(3) Proposals and project staff need to clearly state what

they and the school system will allow youth to do.as

"peer counselors', and outline steps to accomplish

these objectives..

(4) Structures for further vouth involvement and more responsihle !
. participation in program operations in the career awareness '

area need to be identified, and subsequent strategies for J

P A
PR ke

B ‘ - implementation need to be developed.
209
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ITI. Academic Credit for Work Experience

-

Academic credit for work experjence is systematically generated at
one of the eight work experience projects in the career awareness area.
Training sessions for projects are located within the schools, and the
coﬁtract for academic credit is negotiated bjgﬁeen the student and
his/her academic teacher. Proximity of the project home base to the
teachers enhance communication about the expectatio#suﬁbr work site learning

experiences. !
A

Recommendations for Youthwork b

.

(1) More work experience projects should grant gcademic credit.

\
Establlishing a project home base within the schools offers

proximity to students and teachers.

- r

(2) Projects have to take initiatives in developing agreements

with schools for academic credit.

(3) Projects that have developed procedures for academic credit

shduld make available procedures for securing academic

credit to other projects.

gpcommendation for DOL - ]

(1) DOL should encourage the Department of Education at the

state level to legitimize work experience curriculum fof '

academic credit. ~ K

IV. Staff/Student Relationbhips
The organizational structure of the delivdry system influences
the type of contact that project staff have with students, the frequency

of that contact, and thereby the responsiveness of the program delivery

3

2il "




to sfudent needs. Close relationships or khowledge of students leads to appropriate

185

»

{

placements for individuals at worksites as well as to designing and

implementing curriculum and instruction that will be interesting and

”

appropriate for their needs.

Recommendations for Youthwork

(1)

(2)

(3)

Proposal evaluation should give priority to projects

with structures that encourage close relationships

between staff and‘students.

The evaluation should also consider whether there are

adequate and sound provisions for the development of

curriculum and instruction tailored to the needs and

personal characteristics of those youth.

Worksite supervisor, project liaison, or designated

proiéct staff persons should have formal responsibility

for maintaining contact with the students during their

‘work experience. This is to ensure that the work experiénce

is also linked to the instruction in academic areas.

R11
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CHAPTER SIX

JOB CREATION THROUGH YOUTH-OPERATED PROJECT

- .

~———)

Introduction

Job creation through youth-operated projects was selected as a
program focus for Youthwork, Inc., because the area raised important
issues in national policy toward youth. Youth aré normally the con-
sumers of emﬁloymenf/training services and are not involved in the
decision making arenas. As consumers only, youth have been ngied
important experiences and skills which could be gained from being
actively involved from the planning stage through the creation, 1mple~

. !
mentation, and.ggmpletion of the project effort. The: Department of >
Labor and Youth@@ék, Inc., (DOL Application Guidelines--Exemplary ™
Program, ;978) have coﬂsidered this iavolvement of youth the primary
distinction between exemplary programs chosen for this area and
~programs supported under the other focal areas. .
In its design of a pilot Youth Enterprises Development Corporation,

the Wﬁig Institute of America cited the 'meed to find ways to create

youth-operated enterprises to: (1) increase opportunties, (2) providé
\ . ’ -

.
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outlets for youth leadership abilities, and {3) provide training in

management and entrepreneurship". Youth-operated projects were established

\\\J/Eg~g}ye youth a chance to manage their own affairs. 1In clarifying 4

its aims, the Institute stated (1979:31):

.

has begome synonymous with the development of

progr to prepare youth for employment in >
institutional settings and in activities

planned and operated by adults. In most

respects, this 1is as it should be because

(1) large numbers of youth will be helped in

this fashion, and (2) most will eventually

have to work in large institutional settings.

The s:é:tion of the youth employment problem

But not all are best helped by "enrollment" in
such organized activities, and not all have to
work for large organizations. An unknown but
significant number of youth in the inner city
have leadership ability and no way in which to
exercise it. It is a mistaken assumption that
all youth who live in the inner city and are
without jobs are unpracticed in organizing,
persuading, identifying opportunity, and taking
advantage of it. Street life and a wide range
of economic activities that, if not extralegal,
are not advertised in the Yellow Pages, have
given some youth in slums opportunities to
develop theae talents. They are a bases on
which to build.

\

Youth-operated projects are an example of a federal program trying

to capitalize on skills youth have already developed. Using skilled

hd community persons as advisors, youth are allowed to participate in the
on-going economic life of the community in a meaningful way. This )
effort will hopefully lead to increasing numbers of poor youth being
able to participate in the labor market successfully.
b
e PROGRAM CHARACTERISTICS

i :
The Youthwork grant process selected 12 projects for funding

within the youth-operated category. The sites are both rural and
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urban and have served anywhere from 30 to 300 economically disadvantaged

youth. The total nuﬁber'expected to be involved in the projécts is

approximately.1,750 youtﬁ. Three prnojects are located in major cities

with populations exceeding one million people. Four are located in

cities with populations between.1Q0,000 and 500,000 people. Three are

in cities not quite large enough to qualify as prime sponsors but with

populations over 50,000 and two projects are in very remote rural areas.

‘ ’Each of the twel®e youth-operated projects are described below:

Site 1:

Siee 2:

Site 3:

Site 4:

Site 5:

Site 6:

Site 7:

Site 8:

A student operated Planning, management , sﬁpervision,
and personnel office. ,
An alternative iearning center that will provide
opportunities for career educat%on through work

&
experience.

e
R R
. 334

A career planning and youth employment and
placement service.

A center providing career égunseling, remedial
instruction invﬁhsié skills and work experiencé.
A youth-operated recycliﬁg center accompanied by
career guidance and counseling.

A youth-operated business with academic credit
offered through geveral alternative schools.

A school sponsored program offering training ;n
agricuitural swine production, child development
and care, copstruction skills, and business office
gkills.

Youth™operated businesses giving academic credit

for what young péople learn. (

214




Academic credit for competencies acquired through
work experience.
Site 10: A youth-operated print shop and newspaper.

Site 11: A youth-operated busineselleading to‘abademic

credit.

Site 12: A youth-operated’%rqject which provides work

experiences, counseling, academic credit for

basic skills attainment. \\\

Six of the twelve sites provided data for this report, Of tﬁe six
contributing projects, three are operated by school systems or altermative
schools, two are supported by consorfia. and the last is sponsored by a
community based organization. Each“project has operated from local

school facilities. .The sites have been in operation for up to 16 months.

.

Table 1 presents a summary of program characteristics for youth-

operated projects.

©

Internal Differences Among Youth-Operated Projects

Several approaches have been used in establishing the youth-operated'~

projects. Graham (1978, p.2) describes these projéctp as follows:

School sheltered. projects:

These include personal service and business projects inside
the school such as tutoring or peer counseling (as in
National Commission on Resources for Youth Projects):
running a fast food school cafeteria on a concession
basis; running a school-based job printing shop for
materials used in school and for outside jobs as well;
running a school-based student store or bank and loan
agency; and.providing school bookkeeping services on a
contract basis (as a Mesa Verde High School). The pro-
jects may also be of a more familiar kind, such as Junior
_Achievement enterprises; publishing the school newspaper;
and putting on a dance, play, or concert,-or fund raiser
for which work must be divided with money collected and
accounted for. .
¢ 215
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TABLE 1
Characteristics of Youth-Operated Sites
" where actual/projected ‘
population program " number of .
a , , range (in is c students program
prog;}m operator thousands) conducted to be served began
A . CBO 50-250 training  28/24 116.7% Feb. 1979
» . center
B LEA 1000+ school 143/180 79.4% Dec. 1978
c CONSORTI UM 0-50 training  80/69 115.9% Oct. 1978
' center ‘
D LEA 1000+ training 98/87 106.9% March 1979
" center
E CONSORTIUM 0-50 school 65/64 101.6 Oct. 1978
F LEA 50-250 ~ school NA ] -
G Tribe 0-50 training 59/40 147.5% - -
center
‘ N , P
H . CBO / 1000+ - NA -
I CONSORTIUM 50-250 school 136/158 86.1% Jan. 1979
J LEA 50-250 school 40/120 33.3% Dec. 1978
K LEA 0-50 school 91/135 67.4% Nov. 1978
L  LEA 250-500 school 346/270 128.1% Sept. 1978

]

L)

aPrograms B, E, F, G, H, L did not provide data for this report.

bLEA = local education agency; CBO = community based oréanization;

" CONSORTIA = combination of agencies come together to foster youth programs.

2

|
N <
cTraining centers are located at facilities owned by these organizations.

dThese approximations are based updn our most recent Management Information

System (MIS) data (December, 1979), and should not be construed to be current

official numbers for the sites. The projected number shown is also approxi-
< mately the number of students each site expected to serve during the length
o ' the program. NA = not available. v

ERIC - » . 216
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Projects of Personal or Community Service Qutside of School:

These include youth employment services (such as Rent-a-
kid of gbston); organizing a teen center or a hot line;
operating a transportation pool; carrying out a community
clean-up project; creating a mini-park; conducting a
community survey, managing a recycling center, oOr providing
services for the aged or retarded (many of these are
reported in National Student Velunteer Program
publications, ACTION, Washington, D.C.).

Income Producing Outside of School:

S
\

These include franchised businesses for youth; community

based organizations and youth-operated service or con-

tracting businesses such as building maintenance or
restoration. “

A}

. y .
Program strategies consist of the services offered at each site. '

The rationale for using this as a key sorter for youwfh-operated préjects
is that it represents a basic programmatic distinction which can be made
within the youth-operated project focal area. The program’strategies’
are peer counseling, w;rk experience, and youth as entrepreneurs.

This chapter is an effort to delineate the internal differences among
youth-operated projects. &he strategiea will be analyzed in terms of '
variations in program administration,Ayodth involvement, academic credit,

and curriculum. Table 2 presents a breakdown of participating projects

by organizational sponsor and program strategy.

TABLE 2

Youth-Operated Projects by Organizatioﬁal Sponsor and
Program Strategy

k“‘\
Program Strategies

Organizational Work Peer Youth
Sponsor Experience : Counseling Entreprencurs
LEA 3 (L)* 1 (1) 2 (1)
CONSORTIA 0 \ o1 @ 1 @
COMMUNITY BASED 3 (g) ’ ) 1 (0) o 0
ORGANIZATION v 217 '

.

>

#Numbers. in parentheses are those 'of_.’ participating projects-for this report.
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Two caveats need to be emphasized. The first is.sugghgted by . °

Graham (1978): . ,
There is not a clear distinction among the approaches to
youth-operated projects, nor is there a neat division between
projects almost entirely started and run by youth and those
in which youth participate but which are .set up and supervised, R .
by adults. The projects have several purposes in cpmmon,
although they . differ in what they emphasize (p. 2). . -

. ]
Civen that the distinctions between types is blurred and the definition

of categories is often arbitrary, it is difficult (if not impossible) to

-

discern individual treatment effects. (
‘ - ' - ) . . ' \
The second caveat is posited by Presgmﬁn“(l9Y83'énd is more explicit
. 4 )

about the dangers of viewing the Youthwork, Inc. effort as an-experiment:
The distinction is important, because knowledge development as
defined in Youthwork's agreement with the Labor Department,
emphagized the development of information and ideas which are
wanted and needed by. the potential users of the knowledge, and
recognizes the unlikelihood of developing trdly experimental
regearch designs in the time available and under the constraints
and ¢onditions which exist (p. 1).

While the lack of sufficient controls makes it difficult to draw causal

inferences from the data, tentative conclusions will be dfawn which can
be tested in subsequent research. Such findingo can provide criiim?f |
information for implementing future proiecta. ' . s kljx :"5
Before diQCuogiﬁg the findings, it wéuld be well to examine the three ~ff///z
estrategies found within the cluoter of youth—bperated projectsj i.e., worl® . : _

.experience, youth ag entrepreneurs, and peer counsceling. This review
A

will highlight aelected dimensions of the different strategies and their

functioning. \

N

Work Expérience

>
s

Since the/middle 1960's, mill4ome of dollars have been spent on

LY

‘time employment for poor in-sehool youth. Whgt hao all of thic support

programg Quci,ae the Neighborhood Y8uth Corps or SPEDY to provide part- v‘ I
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and effort dontributed to the developmeht of these youth? 1In a com-

prehensive review of the 2§terature related to wdrk experience programs

for in-school youth Mangum and Walsh (DOL, l978) summarize their find-

ings in the following manner: - - ’

The overwhelming conclusion of existing literature is that
neither in-séhool nor summer 'work experience programs in the tradi-
.tional mold have long term beneficial effects on enpollees. -
Given the complex nature of the dropout problem and the i
: variety of social and personal factors which cause students
to drop out, a series of GAO reports found the work experdience
concept too simplistic an approach to bring about anytdramatic

results (p. 56).. , ° .
Some. of the research examined by Mangum and Wllsh which provided -

. . . .
the basis for their conclusions came frpm Pines and Morlock who, in

{
L

+  Work Experience Perspectives (1978), conclude that "bare bones" work

' experience programs (which provide no more than a job)\will not be
effective for most youth. North gtar s follow-up studies of 1144 rural
yduth who held part—time work experience jobs in high school did not

: show measurable beneficial effects from participation in work experience
programs (Mihes, et al., 1973) Na\ional Longitudinal Survey data

indicate that work experience- demonstrates no particular advantage for

girds enrolled in school (Years for Decision, 1977). Among Spanish

youth in the southwest and rural youth in the southeast, North Star
< i
found that occupational success was not{%ignificantly related to whether

they had worked part-time in high school (Miles, et al., 1973, 1974).
Department of Labor sponsored evaluations in)general support the conclu-
sion that work experience by itself has no appreciable effect on the

" employability of enrollees (Mangum and Walsh, 1978);”;W3lther, in the .

Labor Department's most definitive analysis on Various youth programs

~

.
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, . s .
' strategies, notes that positive resulgé were achieved only when work

°experiences were directly relevant to a post;program job (1976). S

@ - . %_’“ .
) The picture for work experience p;¥grams was not entirely negative.
In a 1968 nationwide study of 60 in-school and summer Neighborhood Youth

PR : {
Corps projects, Somers and Stromsdorfer (1972) found that significant
oy _
monetary benefits accrued to NYC in-school participants: ?The average

NYC participant earned a total of $83l more than his comparison group
counterpart indthe year and a half average period after the NYC partici- ,
pant left the program. " Systems Development Cerporations' study of work-

education programs (1973) found that participants in the Vocational

.

Education Part H work—study program remained in school longer than
participants in other work experience programA
Furthermore, Taggart (1976) classifies as "mildly encouraging" the

evidence concern;:;-tﬁa\impact of work experience on crime ABd delin~-
t o & -
quency. A stady conducted in Detxoit and ncinnati found no evidence

that delinquency was reduced, while a study conducted in Cincinnati and
Durham concluded the exact opposite, finding that the number of charges

against enfollees declined noticeably relative to controls, as did the

- ~

severity of the offenses. A regression analysis of summer long funding
levels and youth‘arrests in Washington, D.C. concluded that an "extra 1

three summer slots will lead to one less reported offense,” supporting

the notion  that summer youth programs help keep the streets safe. -

gThe majority of the.evidence indicates that work experience for . | )
in-school youth has failed t;’live up to its expectations. Several
authors have noted that this may pe due in.part to over‘expectation.'
Levitg§, Mangum and Marshall (1976) maintain that although NYC nas:

ostensibly justified as a route to euployability, (it) is
primarily income maintenance accompanied by a minimum of Ve

Q ’
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useful activity. ~This does not mean that it is not desirable,
only that it should be approached more honestly. Poor people
need income and something at which to keep busy as a bridge
between school enrollment and work or to help them at a
vulnerable age when opportunities may be scarce...The tendency
over the years has been for the quality of the work experience
to improve and the accompaniment of basic education to grow.
There is evidence that the Neighborhood Youth Corps makes a
positive contribution to employment (p. 57).

In Paraphrasing these authors, Mangum and Walsh (1978) suggest:

What the authors seem to be saying is that we should lower
our expectations:that the cultural, environmental, and personal
reasons why some youth drop out of school may be beyond the
‘healing powers of simple work éxperience. If policy makers
and program operators are at last ready to face this fact,
the time may have arrived when the more profound reasons for
school dropouts and youth labor market failure can be the
subject of research. If this ever happens, it 1s almost
certain that the results will indicate that solutions to
many of these problems are beyond the scope of ordinary
employment and training programs (p. 57).

Although the literature is conflicting, it is clear that straight
work experience programs cannot be considered the answer to the nations’'
youth unemployment problem. Given that expectations can be lowered and
the problem approached more honestly, there may be a positive role for

these programs to play in dealing with the symptoms of the problem.

A

Youth as Entrepreneurs

The evidence conéerning these-types of programs is much less pub-
lished and docu@ented. This by no means suggests that there {s little
happening in thé field. Several examples of past projects will be
described here to demonstrate their potential as growth mechanisms for

yout:h.1

=

1Examples are taken from New Roles fér Youth in the School and Community.
National Commission on Resources for Youth, Citation Press, 1974, New
York, pp. 104-105.
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-Home economics students at Jefferson High School in Portland,
Oregon, have established a restaurant that is open for lunch
five days a week and serves both students and teachers. A

. chef supervises the kitchen, and the hoﬁe economics teacher
supervises the entire operation. .The dining area is a éléssr&om
converted by students into a pleasing, relaxing place with
tables, chairs, linen, and crockery that tﬁe students purchased.
Students select menus and prepare the food as well aé perform-
ing all the other functions of a restaurant: keeping accounts,
cleaning the kitchen and eating area and. so forth.

The Bedford Pines Buttermilk Bottoms Buying Club was initiated by
young peo;le and housewives living in an impoverished part of |
Atlaﬁta, Gedrgia. Housewives had noted that different grocery

stores in their part of the city charged very different prices

.

-fot‘the same items. Wofking with high school students whose
help ;hey requested, they made a list of the most commonly
purchased items such as eggs, milk and detergents. The stuhents
took the list from store to store amd compar;d pri&es for each
item. The results of their survey\éhowed thdt prices for the
same item ;aried by as much as one hundred and fifty percent.
The students then made‘this'information available throughout the
community. Community members who had previously been apathetic

a2 .

about the problem were greatly angered when they discovered that

their friendly corner grocer, who often gave popsicles to their

children, was -overcharging them. Working with the American Friends

Service Committee, the students and adults figured out where

they could buy these items in quantity at wholesale prices. They
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then in effect, set up a cooperative by taking everyone's order
to a wholesaler and buying the items for the neighborhood all at
once at considerable savings.

-Rent-a-kid grew‘out of the West End'Neighborhbod Development
Center in Atlanta, Georgia. High school students desperately
needed summer “jobs. The staff of the center suggested they set .
up and advertise a servicg whéreby anyone wishing part-time help
couid call a central number to get a young person to help. ‘The
city media willingly aided thé young people by advertising their
availability. Kids themselves manned the phones. Businesses and
'ind;viduals who needed their lawns cut, cars washed, or odd jobs
done kept the phones Einging all summer. |

These programs are but a few of the growing number of projects

developed around the country by student entrepreneurs. The benefits

from these programs are many and they ‘extend to the students themselves; .

the schools and the community. As the National Commission on Resources

by
3y

for Youth (1974) has reported, the benefits include:’

(1) "Students bene;it from participating in learning programs that
relate to their personal hopes #id plans, and they become more
attentive students as they get a clearer idea of the contri-
.butions an organized educational proéram can make to the
realization of their current and fut;re aspirations" (p. 105).
(2) "Schoof: benefit by reexamining their programs to determin;

what is effective and what needs to be changed—both in
content and in teaching methods. Schools bentfit by finding

. %
opportunities to stimulate the interest of teachers who have

become bored with a traditional program and irritated by or

R23




immune to- its failure to elicit enthusiagtic responses from

students.” Schools also benefit by becoming more open to the
creative ideas and youphfﬁl eneréy of teachers just entering
the professién" (p. 106f.l
(3) "Communitie; benéfit by a student program that makes vital
goods and services available--often:at reduced prices" (p. 106).
This discussion has highlighted the positive side of programs which
have encouraged youth entreﬁreneuréhip: To be sure, there are many prob-
lems with creatipg programs of this kind. No; all 1déas are feasible.
Ideas have to be evaluated, priorities'determined;\and the skills of
problem solving have to be learned. The irifluence of persoﬁality factors
has tp be recognized and dealt with, failu;; has to be anticipated, and
thé ability and willingness to accept the validity of some failures have
to be created. Many prbgraﬁs run by and for adults fail for these very
reasons. There is no basis for suspecting that young people will some-

how be immune to these same problems.

Peer Counseling

There are a number of reasons why the concept of "youth hé&piug
youth" is an important one. The creation of programs which employ'this
approach have mushroomed in recent years in part bécause many young
> people feel cut off from the adult comm@nity. The factors which have
served to cué youth off from the adult cémmunitx-—ac;elerated pace of
change, weakening of family bonds, the 1ncrease'qf impersonal communica--o*
tions media such as television and film~-have made young people\more
aware of themselves as a distingt group. Ybung people are developing a

sengse of shared problems. Youth are coming to realize that they, them-

gelves, have a unique potential for helping to solve the problems of

other youth. . 224
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Administrators in projects directed toward youth are diifévefing the
same thing. "Evidence collected from projects where young people serve
as resources for people their owﬁ age or younger strongly suggests that .
just being young is valuable in dealing with the probléms of the young"
(NCRY, 1974, p. 196).
Youth serving youth is a system which alléws young people to act
és resource persons for personal probiems, jdb 1ﬁformation, academic
remediation, and community services. As such, the c;ncept has poten;ial
for making a valuable contribution to the mental health of a commumity.
Several such projects which have been developed are described below:2
-Numbe; Nine in New Haven, Connecticut, is a particularly interesting
project in which all the staff are under twenty-five years old.and
live in an old sixteen-room house. Number Nine gre& out of a twenty-
four hour emergency telephone service. In addition to operating the
tele%hone service, Number Nine now has a store front for recreation
and counseling and housing for short-term room and board. Staff
members also go out into the New Haven community to give on-the- -
spot help with pr?blems such as drug addictidn.
=HELP in Philadelphia, Pennsylvania, has focﬁsed on the fact that
young people on the streets are often the victims of a wide variety
of misinformation. It was founded early in 1970 by a group of
young people who.'hqving been arrested themselves, knew how difficult
it was to find a trusted person from whom they could seek aid and

advice. HELP has dedicated 1:self to becoming expert on many of the

2Exumples are téken from New Roles for Youth in the School and Community.
National Commission on Resources for Youth, Citation Press, 1974, New York,

pp. 206-208.
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pfoblems that young people seem‘likely to encounter. Like other
programs, it maintains some clinical services and can find runawvays

. :
a place to sleep. The very heart of HELP is its twenty-four hour
telephone service that handles upwards. of three hundred calls a
day_about problems such as drug addiction, pregnancy and possible
suicide. The telephone service offers a comforting voice and -
objective information, and it provides aceess to necessary resourges4-
volunteer doctors, lawysrs, and psychiatrists.

~Youth to Youth on Drug Abuse Education in San Francisco, California . |
works directf; through the San Francisco schools. Older high school }
students have oréunized themselves to use peéer pressure to discourage ‘
younger high schoollstudénts from becoming involved wiqh drugs. ‘
They havé conducted teaéh-ins, prepared multi-;édia instructional ‘
aids, and organized in-depth studies of the drdg scene.

-The Friend to Friend program sponsored by the Jewish Social
Service Agency in Rockville, Maryland, drranges for high school
boys and girls to spend several hours each week for a whole year

' with handicapped persons their own age, on a one-to-one basis.
Some magichl things have occurred. A seventeen yeaf old boy in
a wheel chair was taken to a museum for the first time in his

\

life. A twenty year old girl with cerebral palsy learned how to .

bake. Two retarded girls enjoyed a slumber party with their

[ N o

volunteers. ;
As in the projects described in the Youth as Entrepreneurs section,
effective adult support is a necessary prerequigite for successful opera-

tion of such a program. This support comes from those who have confidence
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in youth's ability to exercise initiative, to be créative, and to operate
[2£gonsibly. Supportive adults must assess their roles very éarefully

so that they will not distort .the

x oo

B .

bdsiéwconcept involved—youth as’
%.‘._

resources for youth.
FINDINGS

I. Program Administration

Who makes what decisions, when, and how? These are all key ques-
tions in understanding how a project functions. The three program
strategies are described im the following section in terms of who,

what and how the program functions and under whose direction.

Work Experience. Two of the six youth-operated projects providing
daéa for this report operate as work expe?ience programs. The adminig-
trative.set—up is similar for each, although, one operates within a
school system and the other functioné from é community based organization.

The deciqion-making structure of both programs considts of a program
coordinator, several counselors/advisors, and an advisory board. At
the community based o;ganizution, the‘brogrum coordinator had respon-
sibility for the operation of the project. Within the LEA sponsored
project, thg coordiqator shared responsibility for the project with the
local high school principal.

In both 1nétances, the structure could be described as hierarchical.

..

The LEA sponsored project represents g more autocratic style while the

community based organization used a participatory model. Although

authority was shared with the school principal of the LEA site,

» most decisions were made by the program coordinator. Many decisions

made by the community organization were first brought before a

T R27
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A

general qtuff meeting of the project. These meetings often included

some of the youth. Such a structure, while chaotic often led to

more consensus around the decisions which were finally made. ~\-/§

The udminlstrative responsibilities at these sites fall into '

two cateéories: programmatic and reporting. The programmatic

functions 1nv$1ve such items as academic credit,jacademic remedia-
tion, discipline problems, and work schedules. The reporting tasks involve
contact with outside groups to which the program is responsible. Both
functions seem to be highly centralize& at the LEA sponsored site
with all of the work, both proggammaiic and reporting, being
accomplished fropm_the program coordinator's officg. At the community .
based organization, programmatic f;nctions are performed by the
staff (e.g., counselors/teachers) and repo;tingAtasks are handled ' W
by the program coordinator. , ~ | } | | ' %

Peer Counseling. The two projects using this strategy are

. / |
operated by an LEA and a CETA-school consortium. The decision-making

structures of the two are markedly different. At the LEA, adult
staff control the project. Youth staff have input 1;to decisions
but the final decision is made by adults. At the consortium project,
the entire staff is made up of youth. This includes the project
coordinato the peer counselors, and the cleri;:ul help. One

adult has beén'éssigned as udvisor to the group from the CETA

p;ime sponsor's office. This role is more than a perfunctory one

as the adult holds a veto over the staff's actions but through

)

restrained use of this power by the adult, the youth have come to

realize that it is truly their project.

©

Q i,: 232253.
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. The LEA sponsored project is participatory and decentralized.

\ Decisions are made primarily by the adu?@»ataff,with some

participation by youth peer staff. The observer notes that:

The program administration is participatory and

decentralized. It is participatory in that pfofessional

staff have access to the Project Administrator at any

time and that management decisions are made with ‘ /
the input of the professiomal staff. It is decentralized »

in that each staff member ig relatively autonomous to

manage his or her component with little interference from

the Project Administrator.

The qonsortium;ubject has office space in several city schools and the

" .peer staff are assigned to work independently at each site. The peer

sgaff make their own appointments, set their own hou53< and generally
4

function in an autonomous fashion.

At the LEA project, there are many Joint efforts in administration.
The program coordinator .and the senior staff cooperate closely in 5
trying to help the project function smoothly. The observer suggests:

Without question, this program requires team effort 7

for success. The very nature of the components and their
interrelationships with one another necessitate a joint

effort for adequate evaluation for participants.  Failure

of one component not to complete its obligations will -
impact negatively on participant outcome. For example,
it does not make sense to have a participant go through
career education, work evaluation and not some employ~-
ability skill training. The timing and link of each
component is very important and can only be done coopera-
tively through team effort. A "one man" show would be
diametrically opposed to the program concept and quite
frankly would not be successful.

/

At the consortium, decision-making has been impaired by tﬁe number
of outside actors who have been able to intervene in the internal
affairs of the project. The joint efforts of the youth
staff to overcome these outside influences has provided a sense of

togetherness which has strengthened the project. Officlals from the
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CETA prime sponsor's office, the school board, and Washington have all
had a hand in delaying some phase of this prgjéct. For example, the
project wanted to_set-ﬁp a network through which youth could acébire
summg} jobs. The peer counselors would act as contéct‘persoﬁs and
réferral agents. To set up this network, the youth felt that they
needed publicity to make people in the community aware of their service.’
They agreed to have Washington (through Youthwork) put out a nétioﬂ!&
news bulletin announcing the program and to distribute leaflets in‘the

local communit&- This was in late Jume or July, 1979.

Approval was needed from at least two persons at the local prime
sponsor's office and from Youthwérk and the Depa;tment of Labor before
any publicity could begin. Receiving the necessary approvals delayed
the announcement of the program by two months. Instead of beginning the
program in early July, it actually was announced 1n September--too late
to help those.youth in need of summer jObs', This experience should be
-a useful one for those youth who have pafflcipated since it has prov#ded
a significant opportunity to find out how decisions are frequently made.
Administrative reséonsibilities involve record keeping/reporting
and programmatic functions. At the LEA project, thé'projgct coordinator
handles, for example, school reports and requisitions while the pro€essional
staff decide participant flow, program curriculum, and case conferencing
by meeting informally with one another or in staff meetings. The consortium
project operates somewhat differently in that reporting functions aré
handled by the project coordinator and the adult adyiaor. Programmatic
functions are the responsibility of the youth'staff.
The major criticism of both projects hés been the failure to
~ establish énough structure. In commenting on this'situation at the LEA

site, the observéi notes: , ~ o

PR— VSN, VY
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Generally, the administrative structure of the program -
has remained flexible anM¥ congruent with the Center's
goals and objectives. Perhaps the major criticism has
been a lack of structured staff meetings to share infor-.
mation on curriculum, problems, and procedures. Recently,
LS it was agreed that weekly staff meetings would be held to

resolve 1issues of mutual concern.

) : : ' - .
The consortiumsite has held frequent meetings, but, because the youth
staff are new to their roles, it appears that more time (greater than

.12 months) 1s needed before they can begin to assert themgélves effectively.

Youth as Entrepreneurs. The two sites utilizing this strategy

, “
are operated by ad LEA and a CETA/school consortium. The dééision-making
/

¢ .

gtructure is very similar for the two projects. Theré 1s a central
- administration and. several advisors bho.lead independent groups offyouth
who propose and implement their own projects. Each project uses échool
.personnel as advisors for its_youth groups;

\dgpogram administration at both sites./ia‘decentralizéd and parti-

aipatory. The youth have more influence over the decisions that are

made 1in these‘projects than' in either‘of the other two types. This s
a resuit of the way in which Fhe prog?ams were designed. Both projects
utilizeg multi-site designs with the youth acting as staff persons
under the aupervision ?f aﬂ adult advisor.
The administrative reappnsibifitiea, reﬁorting and pfogrammntic,
at both siteslare handked in a similar fashion. Reporting to outside
grou;s 18 carried out by the central administration of the projects
~ | and thé programmatic functions are controlléd by each of thq'Youth groups
" and their advisors. Thitough this experience, youth are learning how to.

evaluate ideas and make decisions. ' .

II. Structures Aor Youth Involvement

» 2

Youth involvement in program operation reprecsents ohe meansg of
allowing youth to impact upon the social organization of the project.
Youth-operated projects have initiated differen{ ways for involving

youth in the day-to-day operation of the projects. These initiatives

are described by strategy. L 231
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Work Experience. The opportunities for youth input at work

experience projects are limited. Generglly, they have been restricted

to attendance at infrequently held meetings of the entire projeét. At
both the LEA sponsored project and. the community based organization

’ . .
project, attendance at these meetings has been poor. Participation in .

the meeting, especially at the LEA, was even worse.éde from the

general project meetings, youth are seldom' ncouraged to participate in

.

meaningful ways. At both sites, there dre "youth councils" which

-

operate in an advisory capacity for tﬁe project. These councils rarely

-
-~

meet and even more rarely havé goals which they are“pursuing. At the

comuunity project, youth-often engaged im\grguments witﬂ,staff over
‘ ; b

points of disagreement with little -ever being to resolve the isgsue.

Yauth comments or suggestions were seldom given serious consideration.

From an observer interview with a participating youth, the youth -

bt
- Exe 4

He said what he dislikes are '"turnabout trips,' or

being treated like puppets. By thigt\he meant

adults who sayéone ing and then change their .
minds later, or change the policy (without

consulting youth). He said that the manner of presen-
tation sometimes implies that youth are at fault when he
feels youth are not guilty. '

’

Recently, the community organization has adoptﬁd a poliey of

training some youth for jobs which parallel those of the professienal

etaff. This was done so as to allow some participation by youth in

*

decision-making but primarily because youth had "griped" about -the
lack of their own authority. "In commenting on the develepment of these

youth roles, the obsgserver notes:
The staff are aware that youth may net relate to
them as role models because they are different,
if they have been to cellege, or have had bette
opportunities, It was felt that youth must sec
an opportunity for them in a similar rolc before

they are motivated to aet. = g

.o R32

is quoted as saying: ' ' ’
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This suggests that’ thé adult staff have become aware of at least one.

of the inconsistencies‘at thiS'fouth—operated project.

4

. ¢ - -
The LEA.sponsored site does provide four options from ich ‘youth
s oo . : B
can choose, thus granting some measure of control over what they do in

the'program. These optionjéilso'allow youth'to‘transfer‘from one compon- )'-

ent of the program to anoth Sucﬁ decision-making by youth is not

~ ) . - - i -

present.at the community organization project. ~ . s
.One of the most difficult issues faced by ‘the students in these

projects is now to initiate program changes to meet theirf;;n seif-.
‘defined needs. Struct?rallf, t;e mechanisms.exist in both of these
programs.for youthpto pkopose ¢ nges; That does not.guarantee that the  *©
adult staff are reqoired to lis:in or act on the request for changes.

. ‘ Achieving change tequires power. Youth have no institutionalized power

to create change in work experience projects.

Peer Counseling "At peer counseling projects, two different

'situations exist as far as strﬂétures for youth involvement in. program
operation are\concerned. The LEA project provides limited opportunity
for input by participants. A .note from the observer explains this )

‘situation. .

Structures for.youth input into the operation of
the program are limited to peer staff meetings.

* and peer policy board meetings. Generally, the

~ issues discussed in these meetings’ are superficial ' : . ~
and do not involve curriculum or in-depth structural
changes to the program. Such meetings are a ., S .
vehicle to address procedural issues., Input by
regular participants ‘is limited. C

Contrary to this, opportunities for youth involvement at the Sonsortium
- , .
. project are great. As was stated earlier, 'the staff of the-project is

o R33




made up entirely of youth. Youth at this project have the ability to

. - . ‘ -
change procedures and rules (within certain broad constraints) to

'ailow them to perform their jobs in a more ﬁersonally satisfying way.

These changes are often accomplished at frequeﬁtlyvheld staff meetings.

»

°

At the LEA site, a few'youth are trained as peer staff but
& ' . . : B
‘their opportunities for input are limited to situations where they

afe‘gadgz_the direct suAervisioﬁ of adult professional staff. As

the observer notes: . \ .
Peer staff have been trained to procedurally operate
the program (i.e., administer tests and use equipment)
asﬁassistants to the professional staff. Rate of
,participant flow, guidance and counseling, and
evaluation continue to be carried out by professional
staff. Peer staff normally carry out their functions
under” the auspices of the professional staff membey to
which they are assigned

Youth at the consortium site have wide latitude to .develop and\implemént

their own plans. Begduse the staff often work independently, they

R

~must use their own best judgment when relating to their clients.

The youth at this site are an integral part of the program's operation.

Institutionalized options éxist for youth at both'prograhs.

At the LEA site, the observer notes:
B

Students commit their plan of action to paper and d
exercise their optioqs as to what they wou like

to do_while they are in the various compgdents of

the program. At any point in ‘the pragram, students
also have the flexibility to change their program
although this does not happen frequently. A~student's
" choice for participation in key compenents of the
program (e.g., career education) is determined by

his referral source (e.g., he may only need career
education), scheduling, and degree of commitment. 3
These key components remain fixed although students ’
can selece'options within each component. \

At the consortium project,parﬁ&cipaqts are offered a broad range of

services by the peer staff. The youth and the peer staffkmember‘choose
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" those services most appropriate to meet the needs of the youth. The:
mix of services can be changed at any point'that the need changes.

.Youth as Entrepreneurs. Youth involvement is widespread at these

projects. Youth are involved in central qdministration.decisions at
both progra@é. The consortium Pr?37Ct has a central steeriﬁg committee/
which oversees all of the projects. The committee membership is comprised
of fifty percent‘youth and fifty percent adults. It acts as a écreening
agent for proposals, making recommendations.on bggh acceptance and funding
levels. -
Motivation is seen as a problem by adult staff.at these projects.
The consortium site began (December 1978) with 12 brojects functioning ‘ '
and now (January 1980) has only 5. Inhibi&iﬁ& the duration of these '}7
projects may involve a lack of ﬁbtivation by the youth, but a'more promin-
‘ent reason is the changing life circumstancés of any person in the 14-21

[

year age bracket. The turnover in theqe'projects has begn hiéh and each
. time key youth are losﬁ, the project has had to be delayed‘or.scrgpped ,
.altogether, 1In a diécussio; with a member of the YNPS staff, the progr;m
operator for thig project suggested:

I3

More efforts need to be directed, at 1) encouraging’

youth to follow through on an effort until it is

finished and on 2) selecting projects which can be

completed within a specified time frame. . .

Structures fpr Yb&ih ipvolvementvat both projects are developed
by the youth themselves. Therefore, the options made available are
those created by the youth theﬁselved} To the extent that options are

- / R . “ . »

needed, the youth have the tools with which to make Epe.necessary changeé.

Adults are used as facilitators to help youth overcome barriers due to

insufficient information or lack of confidence in their own abilities;.
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ITI. Academic Credit

From the six projecté providing data for this report, only 2
youth are receiving academic credit (MIS;'Blaékstone Institute,
Decerber 1979). Givea the small -numbers ofvfouth tﬁis has -affected
‘at youth—pperatéd projects, there seems little rationale‘fdf\describing

the process by which academic credit is granted. In the future, if

1 PR
- 7 /
academic credit becomes a more generic issue, the details of the process’

can be focused upon. o : a

IV. Program Curriculum

A variety of strategies have been &ombined in the designing of the
curricula for youth-operated projects. These curricula are described ®

in the next section.

Work Expérience. The components of the two work experience programs
are school and work. A typical day involves the youth spending
part of the time in regular classroom training and part on the job.

The curricula were designed by school administrators and teachers (for the

LEA site) 'and by the staff of the community based organization for its

project. The programs, as a rule, have melded well with Fhe school
system. This was by design for the LEA sité since it operates ag a part
of the school system but the community based organization had to rely on
its flexibility to bring about a compatible relationship. For example,
some of the enrollees at .this site work during the day and attend

‘schdol at night. Others have a more traditional set up where they are

involved 1in school part-day and work part-day. By utilizing its

~

E
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many coumunity res&urces, the community organization has been able to
work with both the local LEA and the youth to find the best approach for
successfully matching school and work. There‘are stili problems |
involved in negotiating the linkage between the schools and the community
based organization but,generally, the schools are receptive to schedule
changes which will allow a poor youth to work. fouth input into the
curricula at work experience projects has been minimal, The curricula
were in place béfore youth were recruited and has not changed in any
‘ significant way since the beginning of the prograﬁ. -
The youth, at the LEA project, are involved in one of four activities
designed to give them "hands on" experience in an area of vocational
interest. These experiences include bffice work, bbokkeepgﬁg, cﬁnstruqr
tion, and child care services. Youth are supervised in each of these
areas by skilled staff. & ) S . - .
The community based organizatibén hires youth to operate a éommercial
business. The youth make pick-ups and"deliveries for the operation and
recently have begun to participate in an apprentice-type.prog;am which.
will train youth to éomeday.take over managemént functions;

-~ . . L
_Peer Counseling. ahrricula at the two peer counseling projects

vary considerably. One is a highly structured diagnostic sequence,

which is offered by the LEA project, and the second is a lqosely defined

referral service sponsored by ghé consortium project. o
The consortium project offers no services of its own bﬁt'draws on

the communitydfor services when youth are in need. The curriculum

involves the traiping of pee:_staff to counsel youth. The LEA project

has a highly structured service which it offers to its clients. A

@ ‘
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détailed description, by the on-site obsgserver, of the curriculum for this
program is presented below. The description is based on material
provided by the project operator.

Phase I: Intake

A critical entry level component is the intake process.

Aftér tﬁe individual has been certified by CETA; they

are then eligible for fhe Center (although many times the
students will enroll first and only later be sent through
CETA intake.) In program.int;ke; an .attempt 1is Aade to
enthusiastically orient the students to the Center in such

a way that they feel they will benefit by participating.

A "selling" effort takes place to convince the particiﬁants of

how valuable it is for them to know how to set realistic

vocational goalé.

During this phase of the program, the participant also takes
a number of psy;hometric tests. These include a pretest
a£¢itudinal scale, a GED diagnostic achievement test, and

an épti;ude test. The tests are not lengthy and the students
are encouraged to do their best. Since there are no grade
scores, nor are they compared to'othefs, the participants afe
generally-cﬁoﬁerative. The information is confidential. The
program intake phase takes about 2 to 3 hours depending on the
student 's reading level, degree of interest and the time that

he or she 1is willing to commit. They are then referred to

the Career Resource Lab.

.38
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Phase I1: Career Resource lLab

Ih the Career Resource Lab, the student takes several

‘ career'intereét inventories and is then oriented to several
careers based on his or her career preference. This 1s
accomplished through career research and establishing a _

8 short-and long-range plan'of action. Other activities
involve participating in a personality assessment 1nventor},
a self-administered values survey.and various worker trait
1nven£ories. In this lab, the sfudent also learns to use
resource matefials, read microfiche of local employment

- opportunities and do job shadowing. Geﬁerally, they
spend about 3 to 4 days in this component (aséuming 2 hours
per day). When.;hey complete this phase of the program, they
are ready for an Individual Education Plan (IEP).

Phase III: Individual Education Plan

The IEP 1is the student's "plaﬂ of action"’while they

are at the Center. Ostensibly, it is designed\to permit

the participants to establish some fenlistic vocational

goals while they are in the program. This is accomplished by
convening an IEP committee composed of peer staff and at /
least one professional staff member (if ey are not present,
this staff member will review. the final p n). Every

effort 1is ﬁade to involve the student 1 mappiﬁg out his

or her direction (i.e., the participant writes out his or

her own.goals, objectives, and level of participation in

program compongnts) through the advisory role of the committee.

ERIC SR
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The reasdn'the.IEP committee 18 generally convened after

the student has been in the Career Resource Lab for a few

days 1is because he or she has had the opportunity to
evaluate their career interests and is in a position to
write realistic goals. Once they complete the IEP phase,

they are referred to the work evaluation lab.

Phase IV: Work Evaluation th

The wofk evaluation lab is probably the most interesting
comﬁonent of ﬁhe program. The work evaluation lab is
composed of a series of simulated work stations that operate
on the premise that every job réduires a worker to function

in relation to "data, people and things'. This 18 the

Depaftment of Labor's worker trait group. Students are also
evaluated on their gross motor skills (e.g., manual dexterity,

bi-manual coordination, and eye-hand coordiﬁation), work

tolerances, work productivity, sensory skills and physical |
capabilities. This information is éompiled into a compre- |
hensive evaluation report that is presented to the studcnts.

upon their exit from the lab. Since each station takes about

2 hours to complete, the student will stay in this lab about

3 weeks... Hhen they complete this phase of Qhe program, they

return to the career lab for more career research and

employability skill training and/or job placement.

Phase V: Employability Skills

It has been only recently that the employability skills lab

has dev§:::if a gstructured curriculum. In this component,

the stud participates (in a sequential process) in a

ERIC | - 240 4
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learning process related to preparing pérsonal fact sheets,
fiﬁding'job openings, using employment agencies-(par;icularly
state . agencies), reading and understanding want ads; fiiling
out applications, phoning about jobs and practice interview-
ing. Simultaneously, -the work plucément coordinator works q[
- with students individually inahelping them obtain employme;t,

visit vocational training schools, and helping them to receive

on the jJob training. e

Phase VI: Tgrmination

When a consensus is reached by the professional staff that
the student has completed the program, an exit conference 1is
held between the.Guidance Counselor (and sometimes the Work
Evaluator) and the participant. In the exit conference, the
Guidance Counselor goes over with the participant the recommen-
A dations.of the program staff, reviews the work'evuluution report,
and finalizes the IEP (i.e., did the participant complete his
- or her stated goais and objectives). The participant is also
encouraged to continue to utilize the resources of the Center
at his/her convenience.
Summary
Several points have to be made in commenting on the edrriculum:
1. Because the program is totally individualized, it is
not necessarily a set policy that all participants go
throuéh the entire program. It might only bé,
necessary, for them to complete the work evaluétion lab
or go directly to work placement. An IEP, however, is

done on all participants.
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Generally, it takes an individual about 6 weeks to

comﬁlete the program assuming they participate

at least 2 hourq a day.’ However, this varies greatly-
due to absenteeism,'time of av;ilability and extent
of commitment.

An imp;rtant component of the program but one not
addressed in the preceding paragraphs is academic
remediatiqn. To date, an Academic Remediation Teaéﬁer has

not been hired because the program?s FTE has not

warranted it. However, remediation 1is done by the

o
Guidance Counselor on allimit%d basis. ' ot .

To date, there 18 no way of ascertaining the true
effectiveness ofﬂfhe program’'s curriculum (i.e., de
participants stay in échoolh do adjudicated delinquents
return to the courts, do g;aduates go on training, etc.).

No follow-up is being conducted at the site.

Youth as Entreprenmcurs. The curricula for these two projects 1is

broadly defined and is very similar to that of work expérience programs.
At one project, youth spend part of their day in schoollaﬁd part working
on their projects. The youth at the site determine what the curriculum
will be. Generally, this has involved accomplishing tasks which would
lead to tﬁe implementation of their projects.

The curricula being taught iqvolves iearning how to planm, implement,
and manage a business or service ehterprise. Most of these ventures
are small retail businesses. Youth gain experience by being responsible
for the day-to-day opérations of the project. At some projeccs, this

includes the creation of the produéts to be gold.
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SUMMARY AND RECOMMENDATIONS
I. Program Administration ) ,

administrative scheme with program coordinators and school officials as:

-

|
|
|
?
The youth-operated projects reflect a hierarchical management/. : ' |
key decision-makers. The style of decision-making was participatory and decen
tralized with front line staff (supervisors, advisors) having wide

responsibility for program operation. This resulted in many different .
decisiops being made tg deal wiih the same problem.‘ This reduced the )
cohesiveness of the program Structure. . .

4 -

Recommendations to Youthwork

A major criticism of the administration of these programs by staff

was that there was too little structure and an inability to handle recurring

operatdrs

problems. The solution to this situation employed by mos

was to increase the frequency of staff meetings in the/hopes of crqating

a coﬁaenads“around any decision that was made. This method, while/

partially sﬁccesafui; leaves unanswered questions. It| is recommernded
o ‘
that Youthwork should:

(1) Provide technical assistance tq;a}tes on _the roles

ané_zge}gneihilisigane(_gsgffyﬂbguld,@équg-

with the problems these programs may generate.

The Youthwork "How to do it" manuals might be ' oy

useful in this regard.
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iI. Youth Involvement _ ‘ . \ y
‘ Youthwork has posed the question of youth involvement as one 6f |
its major research issues (P&licy 1ssue§, 1979). For the youth as
entrepréﬁeurs strategy, as well as one peer counseling project, the
@ level of youth involvement has been quite high. 1In 1
each of these cases, the ;outh‘were responsible for the éﬂ}-to-day ‘
" operation of the project, usually with an fdult as the project's .
advisor. Involvement by youth at the other projects was less in com='
parison to these projects. ‘
. | ' | ’ \

Recommendations to Youthwork

If youth involvement is of high priority for Youthwork programs

(Pressman, 1978; Policy issues, 1979), then Youthwork should encourage:

a

(1) Programs which allow youth to build their'own enterprises ' -

as in the youth as entrepreneurs strategy; and/or

(2) Praograms which utilize youtﬁ as the program staff as ¢

in the peer counseling strategy.

I1TI. Program Curriculum . N
A second research question posed by Youthwork (Policy issues,
)
1979) 2§9resses the transferability of job skills learned at youth~

operated projects. The question is, "What are the projects' abilities

for an indirect examination of this isfue. The three strategies
(i.e. work experience, peer counseling, entrepremeurg), as curricula,

\
\
. \
to identify and develop transferable work skills?" This chapter allows
|
|
, \
each represent a kind of job training to which some youth are exposed. |
' |

|
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At the two work experience projects, youfy performed jobs in a sheltered
environment Wwithin a lérger inétitutioﬁV(either LEA or CBO). Thg skills |
taﬁght; egpecially those'ét the LEA, have considerable transferability
to such occupations as child cit;'and construction worker. The jobs
at the community basea organization are in a narrow field. and would
be useful in other fields only in a general semse. For exaﬁple,
learning to come to work on time and to follow instructions are skills -
which would be valuable on most aﬁy joﬁ. |

The peer counseling sites provided training which can be transferred
to service fields such as social work and counseling. The added exper-
ience ét the consortium project of being in control of the work sitg also

provides valuable training to the youth,'although, at this time it is

hard to say if this skill will prove to be transferable. - : P)
It 1s more difficult to identify sﬁﬂcific job skills which have
been learned at the youth as entrepremdur sites. Several different
3 ) @

tasks had to be accomplished by these sites. These include planning,

implementation, and administration of projects. Many of the projects

involved some form of retail business. Whatever skills are inherent in

this kind @ job would presumably have been learmed by youth in these
pr?jects.

* The skills garnmered by participants at youth-operated projects

are, as a rule, related to specific chypations wﬂiéh are available

in the labor market. The work experience project sponsored by the LEA
offers training in construction and child care skills.- The peer staff

sites focus on social Bervice delivery skills and the youth as erdtre-

preneurs projects involve skills related to retail sales and management.

.
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The "reality" of these training experiences 1s a positive factor

in these programs.

<
v

Most projects suggest that their primary %gteres? is in improving -

the “general work habits of thelr enrollees. Program opératore cite the

, 8 . . )
poor attendance and bad attitude of enrollees a%'the primary barrier 'd

»

4 between the youth and unsubsidized employment. While much 1is made.of {?
the need to imgrove these habits of enrollees, there are few (if any)

\, -

‘systematic programs designed to encourage appropriate behavior by youth. X
. - 1
Closer scrutiny of programs and program operators is needed to

insure that youth receive the training which they need.

Recommendations to Department of Labor

_ It 18/ recommended to the Dcﬁhrtment of Labor that 1it:
' (1) Specify what:constitutes "acceptable" job skill training.
Skill trainimg in arecas wherentheré are no jobs or for
. youth whélhave little chance of attaining "that kind of
job" does limtle to benefit the unemployed youth.' This defi-
nition should vary by geograﬁﬁic loeation and populatien mix.

(2) Coordinate skill training prbgrams with the local

educatioﬁ authority so that they coihgfde with th

local high scheol education program. It is recomme
— that the skill training ehould be completed at the

same time as éhp youth gradugtes from high BchQO;?

This allews the youth to be trained at the time he

becomes availabe te move inte the labor market.

r P




‘Recommendations to Youthwork

[y

Ly

@)

Require of program officials that there be a knowm

job market (locally) for_thevskillé,being taught.

Provide programs with a capacity for job search

and placement to help youth acquire their first

b

job after the program. : /

’
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PROGRAM ORGANIZATION

Introduction .

The Youthwork, Inc. programs encompass a number of strategies and
program models designed to address the proble&s of youth unemployment and
the tgansition of youth from school to work. Variations in the types of
services offered, setting, relationships between staff and youth, and the
targeting of services all represent strategies used in current'programs. The
organization of program components oOr strategies in ways that provide valuable
learning experiences for the youth participants is gﬁe focus of this anulyéis
packet.

What 15 the best approach to providing 14-15 year old students witq
an encounter in the world of work? What impact does the provision of academic
credit have on the program? How do youth/staff relationships influence the
program? These and many other issues are raised in this analysis packet in
an effort to discern how best to organize programs to meet the needs of the
youth they were designed to serve. ) - .

An understanding éf the 1nterFelationsh1ps of the program strutegiea,'
target group and other factors is a necessary precursor to élarificufion of
{ssues in the broad policy area of what works best for whom and why. .
Exploration a&d explication of issues surrounding the areas of Yyouth as
consumers, the social organization and the provision of services represents

- /l
a starting point from which we can address this policy area.

S

I. Youth As Congumers

.-

The interplay of youth characteristics with program components OT

strategeis may provide insight into the question of what works for whom.

<t

&

i 256




231

Participant descriptors such as age and economic status need to be invesitgated

@

to determine their role as predictors of program success/failure. This
analysis may foster the designing of programs containing components more
appropriate to the needs of the youth served (targeing of services).

A. Youth Characteristics v

Data which describes the youth participants will help provide

a basis from which we can distinguish the success of variou program approaches

and components in relation to the needs of differ?nt youth populations.
1) What a;e the participant demographic characteristigs
(e.g. age, sex, economic status, race, educational status)?
2) Are there any unique groups being served (e.g. offenders,

dropouts, teenage parents)? . .

B. Program Access’ and Entree

?he initial ligkage of youth and their programs is invesftgated
through the following ﬁuestions. The focus is a}so on the 1déntification
of the types of students (e.g. in-school, offenders)) program attract.

j 1) H(;W d‘id the youth learn of’ their program?
o 2) What was it about the program which ;onyinced yoﬁth
to join?
3). Describe the types of students that are attracted by
your program.
4) What made it possible for youth Such as dropouts,

handicapped youth, ttenage parents, and other social

~ groups ta participate?' How Qexg these special groups

identified and recruited? ~ b . '
R ‘e ) .
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5) Ask key program personnel (e.g. program director or
coordinator) what had been the. original plan for the
identification apd agquisition of youth participants.

- - That is, how did they p;a}ngb identify eligible

| 'f_” enrollees?. How did they play to enéonrage {déntified.

youth to enter the program? |
6) For programs entering their second school year, ask
key program'personnel if their approac%es to the

> idenéification and écquisition of youth participants

has changed. If yes, how and why? Have these changes
pro;en more successful than prior approaches th
identifying and acqﬁiring youth participants? In what

ways? , -

C. Appropriateness of Program Service Targeting

“The targeting of appropriate services to specific types of youth
can be crucial to the success of a program. That which works well for
14-15 year old youth may be inappropriate for older youth.‘ Accordingly,
that which works well for dropouts may fail when applieé to in-school &outh.
The ideﬁtification of program components and their use with various youth
groups is the focus of the following guestioﬁs.
1) Which group(é) did your project specifically propose
to serve (e.g. dropouts, handic;ppéd)? What were
determined to be the needs (e.g. educatiomal, other)
of these youth? | -

2) Has the program been successful in reaching the desired

population? If yes, how?

Q 255 -
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3) wWhat services wére given to sﬁecifically help this groyp |
(e.g. day care for teenége pﬁrents)?
4) Whichﬁprogtam components have had the greaéest influence
on’the Eargeted group? In what ways?

55 'ﬁsk-key program personnel'frbm'bofﬁ’tﬁé‘prdgfhﬁ”"”‘;""””
(ccordinaters, teachers, etc.) and the opérating agencies
(CETA, LEA. etc.) their Opinion as to what 15 the best v
approach-tb'providing a bridge between the youth being

\ served and the world df‘work. That 1s, what appears

to qork best for dropouts or 14-15 year olds (or whatever
the specific groups B;ing served by the program)? ,

6) Ask students which aspects of the program have the
most meaning for them. What do you 1;k9 about the program?

Any specific components--clasarodm career explorationm,
remedial help, etc.? Be sure to note the descriptive
- characteristics of the youth with whom you speak (e.g.

age, sex, special group status).

D. Program Ability to Retain Youth

Numerous factors can enter into a youth's decision to remain
in or leave a program. The personal attention by staff and the availability

‘of a job are but two examples of fdctors which may influence a youth's

-

decision about program participation. The following questions focuﬁ on program

retention of youth participants. ’
L. Q:-

1) Describe the characteristics (age, sex, etc.) of youth

who stay in the program and of thqse who leave.
2) What reasons do youth give for leaving the program?

for staying?
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3) Does the progrhm have a group of students who
have retﬁrﬁéd for a second year? If yes, why

S

have they decided to centinue in the program?
P

- 4) What do youth perceive to be the advantages Q// o
' of remaining inm’ the program?
5) Ask program pefsonnel why they feel Qouth leaye.
- ot remain in the program. Do the staff or ‘
prograﬁ components influence youth decisions?

11. The Social'Orggnization

The social organization of a prograﬁ may be¢ an influential determinant

x{rin the program experience of youth participants. The relationships which Y

develop between the youth and staff may be rélated to whether or not and to

) . .
what extent a youth is able to take advontoge of the services offered by a
program. -Additionally, the relationship betwe&% thea@ programs and other
proérams, the adminigtrative procedures of the program and even tgkﬁ
ab;lity ;f youth to participate in the decieion=ﬁq¥§sg process of the
program all may be seen as pieces comprising the social organization of the

program. = Q - ' ) Dé&l

A. Staff/Student Relationsg

Contact between youth and program personnel i6 a eontinual daily .
occurence. Interaction between thece two groups on both a formal and an
informal basis needs to be investigated.

1) What are ;he relationships beéween staff and youth?

Are they otrictly formal as in a 6 ructured eclassroem
setting or more 1nformﬂl'oé in a group discussion?

2) Do youth ﬁavc aceess to program staffﬂéheneve; it 'is

. desired ér 15 there a formal process which needs té be

followed? Who initiates these interactions? °

'_26u
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3) Idéntify the types and roles of progréﬁxstaffli How
- did each of chesé ipdividuals learn of the position? -
When Hﬁ')ed\vjelze they already in the s..ystem operating
the prégfam (e;g.kalteédy a“teaéher in theischooi'
where-gbg program is beiqg,dpefated) or were they
located outside of the operating system?:
4) Do fhé stagf and youth involve in recreational -
activities tbgépher (e.g.'luﬁch time apFivities)?‘
5;' Does there exist contact between the staff andb;outh
at fimes other than during the program héurs? In
other éettiﬁgé? For what purposes? |
B :

6) Ask students and staff which forms of instructions

strengthen their relationships'within the program?

f B. Relationshfg{ Between Stafg and Otﬁer Program Staff
.youth. This area will explore the means by'hhidh the currené programs havg
or have not been linked with other youth programs. -
1) Does (gr’has) thije exist(ed) any contact with
' program personnel from other programsf  Who has
initiated these contacts? nt
+2) +What has been th; purpose+of such qopﬁgét?
3) Are these relétions cordial and friendiy or cold
and distant? Why?
' 4) Has there been any exchangés of ideas concern}ng operation. -
~¢f a youth program? Any-d156ussionsbof various program

components or strategies? What are-othef,purposes'for

these meetings?

In most settings there exists any number of on-going programs for

TS
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5) Were ;He contacts intiated as a means of introducing o

/{ * ‘ - this program and its purposes to others?
” . '6) How often doe;'fhe contact occur?
) 7) _ How to staff relations between ﬁrogrgm; affect the
B ) ¢ programs opération? ) ‘ N Py .
L4 o .
8) + What suggestions have been made to improve.inter- S
. o | prog%am staff relations? .
C. Char;cterization of Program A&ministraﬁion ‘ )
- .
; o " Admin;strative issues, those closely associated with program

- . A ’ N .
management, are often delegatgd to program administrators. The delegation

v -

of power within the program is the focus of the following questions.

1) Deseribe the decsion making structure of the program

.oz

o (e.g. director, counselors, teacher, advisory
boards, etc.).

. & , ¢

2) How would you characterize the program administration

t

(e.g. a formal bureaucracy and hierarchial, participatory,
. o " decéntralized, other)? .
. N ‘ -3)'-Would you describe the program administration as a

one-man operation or does }E/take the joint efforts
, A . . .

- -

v \ - of many to facilitate (or hinder) the program?
”' 4) What are thexhdministrative résponsibilities and
to whom are they délegated? |
5) What has been or can be done to iﬁprove the

ot program's administrationq

D. ' Studént Interaction

Just as the social organiZatioh is influenceq by the interaction

of youth and staff, so too is it influenced by the interaction of the youth
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among themselves. o

1) Does there exist a place where program youth can

congregate? ‘ ' ‘ » _ .

'2) What forms of youth interaction occur (e.g.
recreational, tutoring)?
3) In what ways do these interactions influence
o~

program functioning?

E. Structures fqr Youth Involvement in Program Qperation

Youth input into the program's operation represents one méans
of allowing the youth to impact upoh the social organization.. Another form |
of impact may be seen throégh the freedom of choices allowed youth.i )
1) What kinds of structures exist for youth input
idto the Aperation of the progr;m (e.g. youth
councils, suggestion box)? Do they carry any -
weight, ife.'have an impact?

2) Are the youth encouraged to participate in

o
@

”» . v

the program's ,operation?
3) Does there exist institutionalized options:
whereby the youth can choose to take ohly Eértaih
program optioné or have the oétion to‘chéosg among
concurrent options; whereby the yodth can initiaée
changes to meet their needs? ) .
4) How‘mucﬁ autonomy do students have in thé}i/decision
about éarticipating in various program componengs? . :
'5) 1Is independent decision-making on the part of youth

enCouragéd by the prograﬁ? How? ﬁy staff? How?

. ‘. \ 263 | o
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F. Role of CETA and/or the School in the Social Organization of

The Program

Sponsoring agencies be they CETA, LEA, oﬂ'CﬁO impact upon N

o

the organization and operation of a program in some way. For this analysis,
3
the e?phasis will be on their relations with the prograﬁ s students and
staff. .
1) How do these organizations impact on student/staff/
program reiations? ‘
2) Do their rebresentatives besgme.involved with
the youth? How? Why? |
3) Do theirvrepfesentatives become involved with

program operation? How? Why?'

-

III. Provision of Services

In examining what works best for whom, one essential aspect to
consider is that of the services being offered. The current programs

combine variousy incentives, such as academic credit and income, with a

[
o

variety of approaches to the pnpblem ‘of -youth transition from school to
work. These approache% or strategles combineﬂto form the curriculum used
by the program: ’

As have b;;n alluded to earlier various p;ogfam component may work
better with or specific youth groups than with others. The focus of this
area, then, is to look more closely at the various services pro;;ded By

the current program in relatidn to the youth served.

A. Academic Credit

One aspect of many programs 1is the provision of academic credit

for program participation. The following. questions investigate the variety

-~

c - 264




239

‘ ) ~ of ways in which academic credit is offered.

3

1) 1Is academlc credit awarded? If no, why not?

2) 1Is academic credit awarded as elective credit or
as basic skills credit? If the later, in which

subjects is it granted?

3) Can one receive crédit in lieu of ;aking a 9.
: i ' o tﬂ:r'a\ditiona‘cqurse? (For example, can one receive
i " credit for English by working at an ehployment
( bsite—;creQit fo;‘what éne knows or has léarned.i

4) How is the equivalency of an alternative approach to a
. o~

LI o - subject (éay English)‘ determined to be equivalent to

' that which' one learns in a tradigional class?

5) Age there established competency  levels at which f

- academic credit‘will'be awarded?

§) Ho: muph_ecadémic crédit can a youth recéive from

’ program pafticipat&oﬂ. How many éfedits do the

youth need to gféduate; ¥

7) For what program components do youth receive atademic
credit? (Onli classroom phése;'only work pgase; both?)

8) Who certifies that the youth have met the neceésary
criteria for the awapdiné pf'credit?

9) Who was ‘involved 1# esﬁablisﬁing the'criteria for the

awarding of credit? What are these criteria?

. B. Program Activities fgr which Income is Received
— =

One purpose of the currémt program is to provide low income ‘youth
’ ¢
with an income. Each program has devised a means by which this process occurs. _

The line of questioning here focus on these various approaches and their ‘

implications for future programs.

2635
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1) Do youth receive income for attending class? What
' ' ’ o
types of classes (e.g. for career exploration but

not remedial help)?

What stipulations are pIacedron the receipt of this

income (e.g. have to attend class)?

3) ' Do youth receive income for participating in the

work experience phase?

4) Do youth receive a stipend for transportation costs?

5) Do the youth receive differing rates éf income
dependent upon the phase of the pfogram in which they
are involved (e.g. $2.90 for classroom; $4.00 fof work
‘experieace)? What are the pay scales uqﬁp'by the program?

6) Ho; important to the yopth ig this income? Would they
participate in the program without this incentive? Why?

7) What has bggn the feedback from individuals outside the
progfam (e.g. school staff, students outside the
prégram, the community) in regard to the 1s/ue of
'"pa;;ng’youth to go to school"? How has this been

resolved?

C. Program Curricdlum 4 /’ / ‘

’ @
A wide variety of edcuational str?tegies ave been combined in

the designing of the curriculum for the cur7gnt progfpms..;A\clearer
. RN A

understanding of these curricula and how théy are being utilized is the

.
.

focus ' of the following questions.

1) What are the components of‘the program? What activities
are continual in each program component (e.g. classroom

phase may-cbntuin values clarification, career exploration
p

P
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and employment skills,'etc)? Be fairly specific as to
what is enézasg;sed in each phase.

2) What occurs during a typical day in one of these
program components? Here your program observations

should clearly reflect what is happening.

3). How much time is devoted to each program component or
activity? DO program staff and youth feel enough time
is spent in these various components?

4) Does there exist a.work experience component? If yes,
what form does it take (e.g. in a closed program shop,
vocationai exploration, OJT)? How much time 1is spent
in thislphase of the program?

5) Who helped deéién the program's curriculgm (e.g.

- staff only, bueipeésmen involved, others)?

6) How has the‘program been melded with the students

regular schoqling? (For example, do youth attend

regular school mornings and the program afternvons?)

What ﬁfoblems have arisen in this melding process and

@y been’ resolved?

» Does ther&-exist a document specifying the program
curriculum's coméonents, objectives and goals? 1Is it
refered to and used in measuring the program's progress?

8) What options e%ist for youth input into the program/s i -,

curriculum? (See Section II), -

9) ‘Does there exist a process by which various curriculum .

components can be revised/deleted? Has this happened? .o

4 -

Why?




