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Preface

The education reform strategy known as the school-to-work movement — or school-to-
career movement — has taken hold in schools and workplaces across the United States. Given
increased impetus by the School-to-Work Opportunities Act (STWOA) of 1994, which provides
flexible funding and technical assistance, the movement seeks to unite communities, educators,
employers, unions, and government agencies in efforts to better prepare the nation’s young peo-
ple for post-secondary education opportunities and productive careers in today’s global economy.
The movement aims to offer a broad range of students work-based learning opportunities, inno-
vative school-based curricula, and instruction that emphasizes high academic standards. As such,
school-to-work approaches — such as the drive toward smaller “schools-within-schools,” creat-
ing more personalized leaming environments for students and teachers, and attempting to link
learning in school with learning on the job — are an integral part of cconomic and work-force de-
velopment efforts and broader education reforms.

In 1994, just prior to the passage of the STWOA, the Manpower Demonstration Research
Corporation (MDRC) illustrated the feasibility of school-to-work approaches by showcasing the
“best practice” lessons from 16 pioneering case study sites in 12 states. This information, con-
tained in the report (and, subsequently, the book) Home-Grown Lessons: Innovutive Programs
Linking Work and High School, helped mform the development of the STWOA and continues to
provide guidance to educators and employers implementing and running school-to-work pro-
grams nationwide.

This new, follow-up report chronicling the evolution of these 16 programs reveals that
school-to-work can be sustained and can grow over time. Since {irst explored in 1992-93, these
programs have grown to serve more students and a broader range of them, expanded employers’
roles and activities, improved curricula and instructional methods, added new work-based learn-
ing opportunities, branched out into new occupational areas, and/or served as madels for replica-
tion. However, efforts to maintain and expand school-to-work programs confront a number of
challenges. Designated resources are continually needed to pay for the intensive staff time re-
quired to sustain program development and operation; decistons must be made about program
intensity and scale; ongoing efforts are needed to meet the challenge of serving both low- and
high-achieving students; and post-secondary institutions must be involved as partners in building
linkages between high schools and colleges to increase college opportunities for students. Devel-
opments in the 16 programs make it clear that major investments of time, energy, consensus-
building, and, in many cases, money must be patiently applied over a period of years if real
change in public education is to take place. These promising initiatives provide important infor-
mation and lessons -— particularly on moving school-to-work to scale, institutionalization, and
the multifaceted role ol employers — fo assist education leaders who are now being asked to
build school-to-work systems nationwide.

The 16 sites described 1o this report do not necessarily represent the universe of school-
to-work activities now under way nationwide, nor does the study centain information on the im-
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pact of such programs on student outcomes. However, MDRC’s ongoing Career Academies
Evaluation will provide reliable evidence on the impacts of this approach. (An early report on the
Academies’ effects on student outcomes such as school attendance and grades is scheduled for
completion in 1997, and subsequent reports will provide information on the longer-term and
post-high school effects of Career Academies )

This study recetved generous financial support from the Ewing Marion Kaufmann Foun-
dation, The Commonwealth Fund, a private donor, Capital Markets Assurance Corporation, the
Union Carbide Foundation, Inc., the Metropolitan Life Foundation, and The Travelers Founda-
tion.

We hope that this report will inform and guide policymakers, educators, cmployers, and lo-
cal leaders associated with building and sustaining school-to-work programs in their own commu-
nities.

Judith M. Gueron
President
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Executive Summary

In 1994, the School-to-Work Opportunitics Act (STWOA) challenged states and local
communities to build a nationwide system of school-to-work programs that prepare students for
post-secondary education and rewarding careers. The STWOA was informed by school-to-work
initiatives already under way in many localities, states, and other countries — initiatives that had
been implemented in response to changes in the global economy and an increasing demand for
high-skilled workers. The STWOA also had the effect of ratifying and reinforcing home-grown
initiatives in the United States. These school-to-work initiatives bring together education profes-
sionals, community leaders, and employers committed to improving public education by creating
opportunities for students to learn about carcers through classroom instruction and to participate
in wark-based learning.

In seeking to build upon such activities, the STWOA established three core components
for a nationwide system in which a/l students will have the opportunity to participate in (1)
school-based learning about work and careers, (2) work-based learning opportunities, and (3)
“connecting activities” that link experiences in schools and workplaces. The federal government
also provides technical assistance and funding to help states and localities launch school-to-work
initiatives. As of spring 1997, all states received planning grants to initiate school-to-work ap-
proaches, and 37 states and nearly 125 local partnerships between schools and employers are re-
ceiving competitive implementation grants, which continue to be awarded on a rolling basis. This
ambitious initiative has now been taken up by schools, post-secondary institutions, employers,
unions, civic groups, and other public and private sector organizations across the United States,
in a richly diverse collection of locally designed responses to the STWOA.

The experiences of 16 pioncering school-to-work efforts that preceded the STWOA are a
valuable source of ideas and lessons for policymakers and practitioners — and this study is part
of a continuing effort by the Manpower Demonstration Research Corporation (MDRC) to iden-
tify and disseminate some of those lessons. The 16 programs featured in this report are grouped
into five different programmatic approaches to school-to-work, as presented in Figure 1: Career
Academies, Occupational Academic Cluster programs, Restructured Vocational Education pro-
grams, Tech Prep programs, and Youth Apprenticeship programs. Each of these approaches is de-
scribed in detail in Chapter 1. Many remarkable people participated in this study; their openness
and insights made it possible for us to share the lessons from their expenences. The study was
funded by the Ewing Manon Kauffman Foundation, The Commonwealth Fund, The Union Car-
bide Foundation, Metropolitan Life Foundation, The Travelers Foundation, and a private donor.
Jobs for the Future (JFF) was MDRC’s partner for the project.

The principal lessons obtained from the experiences of these 16 programs (first studied
by MDRC in 1992-93), based on newly updated information on the changes they have experi-
enced through mid-1996, are presented in this Executive Summary. The evidence on expanding
school-to-work is encouraging, but significant challenges remain. Of the many lessons regarding
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Figure 1
Locations of Participating School-to-Work Case Study Programs

Career Academies

1. Academy of Finance, Lake Clifton-Eastem High School, Baltimore, Maryland: broad preparation for varied financial occupations; related
academy program in travel, tourism, and hospitality; National Academy Foundation (NAF) curriculum used in both programs.

2. King-Drew High School of Medicine and Science, Los Angeles, California: magnet school providing broad preparation for vaned health
occupations, scientific research, and college prep courses in areas of health and science.

3. Health and Bioscience Academy, Oakland Technical High School, Oakland, California: bread preparation for health and science
occupations.

4. Health Professions Academy, Socorro High School, El Paso, Texas: broad preparation for varied health occupations,

Occupational Academic Cluster Programs
5. Crater High School, Central Point, Oregon: three schools-within-a-school, which include business, social services, and ecology clusters in
mixed grade settings.
6. Dauphin County Technical School, Harrisburg, Pennsylvania: technical, service, construction, and communications/transportation
clusters are offered in collaboration with vocational shops.
7. Roosevelt Renaissance 2000, Roosevelt High School, Portland, Oregon: provides six technical and service career pathways in the areas
of art/communaication, manufacturing, health, natural resources, business, and human services,

Restructured Vocational Education Programs
8. Rindge School of Technical Ants, Cambridge, Massachusetts: career exploration with links between vocational and academic leaming and
cammunity economic development efforts. Internships in education, firancial services, facilities management, and health careers/science.
9. Professional and Career Experience, Poudre R-1 School District, Fort Collins, Colorado: career exploration followed by job shadowing
and internships in varied fields.

Tech Prep Programs
10. Pickens County School District, Easley, South Carolina: broad preparation for high-technalogy careers.
11. Ben Davis High School, Wayne Township, Indianapolis, Indiana: broad preparation for high-technology careers, which includes a
"Pre-Tech” Program and optional jobs skill training.

Youth Apprenticeship Programs

12. Fox Cities Printing Youth Apprenticeship. Appleton, Wisconsin: technical and job skills training in priating, finance, insurance, auto
technology/auto collison, and health.

13. Metropolitan Vocational Center, Little Rock, Arkansas: technical and job skills training in a range of occupational areas.

[4. Pickens County School District, Easley, South Carolina; technical and job skills training in computer ¢lectronics, business management,
industrial electricity, health occupations, machine tool technology, and graphic communications.

15. Craftsmanship 2000, Tulsa, Oklahoma: technical and job skills training in metalworking; new school-within-a-schoel initiatives in
health, business, transportation, interational studies, and telecommunications.

16. West Bend Youth Apprenticeship, West Bend, Wisconsin: technical and job skills training in printing, finance, insurance, health,
and manufacturing.
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the growth of school-to-work that emerge from the experiences of these 16 initiatives, those dis-
cussed below appear 10 have the broadest sigmificance.

Important Progress is Under Way

School-to-work initiatives at all 16 case study sites have grown since 1993 along one or
more dimenstons, includipg increasing the number of students served and employers involved,
expanding employer partner roles and activities, adding new program features, branching out into
new occupational areas, and serving as models for replication or the development of related sys-
temic reform initiatives. In particular, the 16 case study sites have progressed in the following
significant ways:

» Despite the great difficulties and barriers that affect all major educa-
tional and community innovations, the 16 pioneering school-to-work ini-
tiatives have been sustained and have grown.

Seasoned observers of public policy have pointed out that while it is difficult to initiate a
reform strategy, it is much more difficult (and far less glamorous) to sustain it, expand it to a na-
tional scale, and make it pay off. The experience in these 16 communities shows that it is feasible
to sustain innovative school-to-work programs over time, to expand school-to-work to serve
large numbers of students, to expand the occupational areas for which such programs prepare
students, and to gain the active support of enough local employers so that work-based learning
opportunities can grow. In 1992-93, no one knew whether these things could be done. Now,
three years later — because of the experiences of the 16 programs in this study — we know that
expanding school-te-work is feasible.

As school-to-work initiatives move from their start-up phase into greater maturity, the
experiences of these 16 communities show that they can make substantial progress toward sus-
taining themselves as a core part of school and community life.

Overall, the experiences of the 16 pioneering initiatives support cautiously optimistic
hopes for the future of school-to-work. However, these initiatives — while illustrating a cross-
section of various approaches to school-to-work — do not represent the universe of current
school-to-work initiatives, the efforts studied in this report may reflect greater motivation, more
staff and community commitment, and more funding than do other efforts.

» Because of vigorous outreach activities at many sites, sufficient employer
participation has been obtained to provide participating students with
work-based learning opportunities. Most early employer partners are still
participating in school-to-work; more employers have been successfully
recruited; and employers are participating in school-to-work through a
greater variety of activities. As a result, the total number of students
working with employers, across the 16 sites, has increased.
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In the communities we studied, almost all of the students enrolled in a school-to-work
initiative were able to participate in work-based learning. Few students were excluded because of
a lack of employer participation. This remarkable accomplishment demonstrates that aggressive
outreach to the employer community can succeed. {n most of the 16 case study sites, lack of em-
ployer involvement or limited capacity for providing work-based learning slots did not limit pro-
gram growth and expansion into new occupational areas. In fact, because more employers are
now participating and most carly employer partnerships have been maintained, more students are
afforded the opportunity to participate in work-based learning activities, even though many indi-
vidual employers generally continue to limit the number of students they can accommodate at the
workplace to four or fewer students at any one time (although some employers do routinely work
with more than four students).

Employers have also expanded the type of work-based learning opportunities they offer
by adding job shadowing (in which students follow au employee for one or more days to learn
about a specific occupation or industry), internships, work-based learning that earns school
credit, and occupation-rclated projects with employer participation in the classroom. In many of
the case study sites, as more employers have become involved, students now have several differ-
ent opportunities to participate in work-based learning experiences throughout their enrollment in
school-to-work.

e These programs’ experiences indicate that regular and candid reassess-
ments of each school-to-work initiative’s curriculum, methods of instruc-
tion, and work-based learning activitics, followed by strong and sustained
efforts to bring about needed improvements in these key areas, are a cru-
cial respoasibility of each program’s leadership team, and are pecessary
if school-to-work is to make a difference in students® lives. In addition,
experience shows that teachers in school-to-work need to participate in
shared professional development efforts that enable them to collaborate
with their colleagues in bringing about instructional change for their stu-
dents.

Close, ongoing monitoring of every school-to-work initiative — and continued efforts to
improve core components — is essential if the program is to achieve high standards. Among key
efforts to improve school-to-work are activities from which teachers can benefit, such as regular
meeting time with action-focused agendas, visits to workplaces, curriculum development efforts,
and other activities that challenge them to move beyond traditional instruction. Avotding the
problems of clashes between academic and vocational mindsets, professional isolation, adminis-
trative barriers to change such as scheduling conflicts and graduation requirements, and the in-
evilable flaws in every necw program’s initial plans requires vigorous involvement by teachers
and school administrators.

* Incrementalism — building on the original program components te cre-
ate new ones that reflect the initiative’s overall goals and vision — has
been an effective strategy for expanding the number of students and em-
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ployers who participate, for adding broader and more comprehensive
features to a school-to-work initiative, and for building connections to
other education reforms (including systemic reforms).

Launching a new school-to-work initiative can demand an overwhelming number of
tasks, including recruiting employers, designing innovative school- and work-based components,
creating new ways to bring students and teachers together, and adjusting the school day to ac-
commodate work- and school-based learing time. In tackling the task, many of the case study
sites began by focusing on implementing either school- or work-based activities more strongly.
Since 1992-93, many of these programs have strengthened what were initially weaker elements
of their programs by improving the quality of work-based leaming, developing new courses, and
adding new program features. In addition, the case study sites have been able to make these im-
provements without diminishing the quality of their core components.

While building their original school-to-work initiatives, many of the case study sites have
become models for systemic reform efforts that go far beyond their imtial programs. Leaders at
the 16 case study sites have played a central role in district, regional, statewide, and even na-
tional efforts to improve education, by heading up local efforts to implement school-wide reform
initiatives, by making presentations to other districts and hosting numerous visits to their
schools, by participating in evaluations, and by providing input to state and federal policymakers.
Again, most of the case study sites started with a defined focus and target population, and, over
time, have incrementally expanded their sphere of influence by sharing their experiences, exper-
tise, and leadership to help develop and implement system-wide reforms.

Significant Challenges Remain

Fostering change in long-established school practices is difficult and slow, and efforts to
sustain and expand school-to-work face a nurnber of challenges. The 16 school-to-work initia-
tives in this study provide a untque preview of the issues that will likely confront the school-to-
work movement In the coming years — as its focus turns from bold new beginnings fo the hard
work of expansion and system-butlding.

o Significant trade-offs between scale and intensity appear to exist.

The most intensive school-to-work innovations are so demanding — in terms of the new
skills that students must learn, the guidance that employers must provide, and the time required
of both students and employers — that 1t is often difficult to expand them to include large num-
bers of students. In particular, intensive work-based cotponents, which must be supperted by
rigorously defined, complementary, school-based learning, often require that students, teachers,
and employers invest significant amounts of time in learning and teaching skills for a specific
occupational area. Such intensive programs, which are designed to totally replace traditional high
school experience with preparation for a specific occupation, attracted fewer students than did
lcss intensive programs. Conversely, larger programs — while offering students some work-
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based learning opportunities and new school-based curricula — appear to be making more mod-
est changes in students’ day-to-day educational experiences, at least at this point in time.

However, issues of design and intensity do not necessarily present “either-or” trade-offs
for school-to-work partnerships. Several of the case study sites have mixed various school-to-
work approaches in designing their initiatives to include an intensive offering for the subset of
students interested in acquiring job-specific skills, alongside other school-to-work options fo-
cused on broad-based career preparation and exposure to the workplace geared toward a majority
of students.

e Despite early fears that school-to-work might be viewed as serving pri-
marily low-achieving students, the instructional approaches used at the
16 case study sites have demonstrated broad appeal and have in many in-
stances attracted more high-achieving students over time. Thus, efforts
are needed to assure that lower-achieving students continue to have ac-
cess to school-to-work innovations if school-to-work is to serve all stu-
dents.

Continuing hard work is required to make sure that school-to-work serves both higher-
achieving and lower-achieving students, and both female and male students. Attention to re-
cruitment strategies and methods, program content and focus, and classroom practices can help
to ensure that school-to-work continues to serve a broad mix of students.

» Explicitly designated resources continue to be needed to pay for the in-
tensive staff time, employer outreach, professional development, and cur-
ricular change required by school-to-work.

School-to-work requires intensive staff resources for outreach to employers, curriculum
development in schools and workplaces, and expansion efforts. The changes sought by the
school-to-work movement are difficult ones that are not achieved quickly. Distnict administra-
tors, program staff, and teachers must have adequate time, over an extended penod, to devote to
these activities. Also, consistent staffing can facilitate program development, whereas high turn-
over may cause setbacks.

Maintaining the participation of employers who provide work-based leaming positions
and other 1important school-to-work activities, as well as continuing to expand the rolls of par-
ticipating employers, will require continuing outreach efforts and staff time. The hard work of
sustaining and expanding school-to-work cannot be accomplished “on the cheap™ or exclusively
through the use of time donated by regular school staff. Some programs now pay for school-to-
work staff through regular school budgets (“hard money”), while others continue to rely in part
on special demonstration funding and grants.

e While school-to-work efforts have emphasized preparing students to ac-
cess a wide range of post-secondary education options, building linkages
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between secondary and post-secondary institutions has been a lower pri-
ority. Students do not often take advantage of the formal linkages that
programs have developed — for example, articulation agreements (which
allow students to earn college credit in specific areas of study for high
school course work and/or work-based learning experiences) and post-
secondary components within school-to-work. Informal linkages, such as
getting more students to take college prerequisite courses and increased
college admissions counseling, appear to provide important supports for
helping young people connect to college.

Articulation agreements between schools and community colleges are widespread; how-
ever, few students in the 16 programs we studied usc them to earn significant post-secondary
credits or even to influence their post-secondary enrollment decisions. The programs’ experi-
ences suggest that most schools, employers, and post-secondary institutions have generaily
placed a low priority on building attractive formal linkages to facilitate the transition from high
school to a post-secondary institution or on adopting school-to-work innovations at the post-
secondary level. On a more positive note, several programs have demonstrated the feasibility of
having students take post-secondary courses while they are still tn high school, as part of their
school-to-work program.

Many of the case study sites have developed informal, supportive strategies — to help
prepare students for post-secondary learning and to help students make choices beyond high
school. Many programs provide extra counseling to help students explore college options, make
sure they earn the high school credits needed to gain admission to post-secondary institutions,
complete college and financial aid applications, and, in general, become familiar and comfortable
with a wide range of post-high school options through shared activities with ncarby community
colleges, occasions to mix with college students, and opportunities to take college-level classes
(on a high school or college campus).

Implications for Systemic Reform

School-to-work provides a flexible framework within which broad-based education re-
form — suited to serving all students and matching local resources and needs — can takc place.
The 16 pioneering school-to-work programs examined here provide a “bottom-up” perspective
on the evolving relationship between school-to-work approaches and other education reform ef-
forts. Four broad empirical findings stand out:

s School-to-work’s hands-on instructional methods demonstrate the kinds
of instructional charge sought by systemic reform advocates and other
education reformers.

School-to-work activities that change the way students and teachers work in the class-
room and provide students with opportunities to learn at a workplace typically involve hands-on
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applications and project-based work. However, school-to-work’s more experimental instructional
techniques have not sacrificed rigor or core academic classes, and may, In fact, raise academic
expectations for all students.

At several of the 16 case study sites, school-to-work approaches to leaming have been
adopted school-wide in an effort to change pedagogy, upgrade curricula, and raise academic
standards for all students. At other sites, school-to-work leaders have helped to launch new re-
form initiatives that build from their original programs and from successful efforts to change
classroom activities and incorporate leamning at work into the educational experiments of stu-

dents and teachers.

e School-wide education reforms have been implemented in 5 of the 16
school-to-work programs, demonstrating that school-to-work can be the
basis for a school-wide reform process.

These efforts have coniributed varying but often substantial progress in reforming curric-
ula, somewhat less progress in reforming pedagogy, and progress at just a few sites in changing
assessments or building performance-based outcome goals and skill standards. Some of the 16
programs have placed more emphasis on initiating and scaling up school-to-work than on oper-
ating it as a key part of systemic school reform; other places have built systemic reform agendas
around the original school-to-work programs. However, program experience across the 16 sites
suggests that the goals and methods of school-to-work and systemic reform are very similar,
holding out the promise of closer ties in the future — perhaps afier sysiemic reform has become
more widespread.

¢ Some form of performance standards or skills certificates have been tried
in less than half of the communities examined here. Yet, the limited base
of experiences indicates that these reforms can be implemented as part of
school-to-work.

Skills certificates or their equivalent are used to document the occupation-related skills of
school-to-work graduates in 7 of the 16 programs, and performance standards are being put in
place throughout Dauphin County’s cluster program. Occupation-related skills standards are
more prevalent in the programs that emphasize technical training, and have less frequently been
part of the other programs. More and broader support for skills standards may be required before
they are likely to be widely accepted; while such standards fit well with the goals of many
school-to-work programs, other priorities ofien take precedence — leaving the development of
skills standards as a longer-term (and still largely untulfilled) goal. In several cases, local pro-
grams appear to be waiting for larger entitics (such as states, trade associations, and so forth) to
develop widely recognized (portable) skills standards that could be further adapted to local cir-
cumstances and needs.
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e It appears that local programs can benefit substantially from state and
federal assistance — and “support from above” from regional consortia
and other partnerships — in a number of areas.

In continuing to prow and become a larger par of system-wide reform efforts, local
school-to-work initiatives are likely to benefit from regional, state, and federal assistance in
building post-secondary connections (for example, through regional articulation agreements and
adapting college entrance requirements to it new school-to-work credentials earned by students),
developing portable credentials, providing staff training and curriculum development assistance,
coordinating employer education and outreach campaigns, creating networks of practitioners,
linking school-to-work with other school reform efforts, and continuing to contribute financial
assistance.

School-to-Work Is Growing, But Not Yet Grown

A final lesson that emerges clearly from the experiences of people in the 16 communities
is that it is crucial for policymakers, practitioners, and the public to set realistic expectations for
school-to-work. These school-to-work initiatives teach all of us to be cautious in the goals and
timetables that we set for school-to-work in general. The STWOA has set an extremely ambi-
tious agenda for change, and there are no guarantees that it will be achieved. Indeed, daunting
challenges remain for every school-to-work program. Consequently, it is valuable to have the
counsel of experienced program operators when making decisions about allocating the scarce
resources of time and energy on which the expansion of school-to-work will depend. [t is also
important to heed their warmning that major investments — of time, energy, consensus-building,
and, in many cases, money -—— must be patiently applied over a period of years if real change is to
oceur,

Asking for too much, too soon is a recipe for disappointment. The timetable for building
school-to-work across the nation must be measured over a decade or more, with opportunities for
revising those efforts that, perhaps inevitably, will fall short of what the pioneers have proven to
be attainable. Expectations should be realistic, even as people strive to build on the accomplish-
ments of cutting-edge school-to-work programs like the ones described here.

[t remains to be seen whether the school-to-work programs in this study and similar pro-
grams will be able to expand into local and state school-to-work systems that can serve large
numbers of high schoo!l students nationwide. However, the evolution of these pioneering pro-
grams should provide encouragement for educators, employers, and community leaders who see
school-to-work programs as an important method for improving young people’s preparation for
post-secondary education, training, and rewarding careers, and who are working to scale up
school-to-work nationwide.
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Chapter 1

Introduction: Learning from Leading-Edge
American School-to-Work Initiatives

An education reform effort of great ambition is now under way in schools, workplaces, and
communities across the United States. Educators, employers, unions, and government agencies at
the local, state, and federal levels are working together to change the way that the nation’s young
people prepare for productive and satisfying adult lives in the workplace. The school-to-work
movement (also known as the school-to-career movement) aims to draw together the public
schools, institutes of higher education, and the world of work to create opportunities for students to
learn about careers, o participate in work-based learning experiences, and 1o learn in an environ-
ment that encourages high academic standards.

The School-to-Work Opportunities Act (STWOA), which was passed by Congress and
signed into law in 1994, has spurred discussion and action in cvery state. With support from the
STWOA, from many governors and state education departments, and from school and community
leaders in many localities, the school-to-work movement is spreading rapidly. While the early ar-
chitects of school-to-work initiatives in the United States tumed to European models for sugges-
tions and guidance, many promising school-to-work initiatives have begun to take hold in this
country that can provide useful information and lessons to assist the leaders who are being asked to
build the school-to-work movement.

In 1992-93 in an effort to learn from the experiences of innovative school-to-work imitia-
tives, the Manpower Demonstration Research Corporation (MDRC) visited and studied 16 of the
nation’s most promising school-to-work initiatives. The resulting report, Home-Grown Lessons:
Innovative Programs Linking Work and High School (Pauly, Kopp, and Haimson, 1994) described
the lessons that people in the 16 communities had learned about school-to-work.! The report fo-
cused in particular on the initiatives’ planning and start-up processes, their recruiting and selection
of students, thetr classroom methods, their employer roles and work-based learning, and their im-
plementation lessons. However, the report had a significant limitation. Most of the initiatives it ex-
amined were too new to provide information on the long-term challenges of growth — expanding
to achieve scale locally within their own communities and nationwide, and sustaining schools’ and
employers’ involvement over time as a central part of schools” and communities’ priorities.

This report continues the story of the 16 school-to-work initiatives described in Home-
Grown Lessons, using their experiences from 1993 through 1996 to shed light on the challenges of
expansion and growth. It looks at key topics with which the school-to-work movement is now
grappling through the lens provided by the experiences of these 16 study sites. Detailed information

'In 1995, Home-Grown Lessons was published as a book by Jossey-Bass. A companion report, Learning
Through Work: Designing and Implementing Quality Worksite Learning for High School Students, was prepared by
Jobs for the Future and published by MDRC in 1994,
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was gathered from schools and employers in an effort to examine the following questions:
s Is school-to-work growing in these communities?
e How can school-to-work expand to serve large numbers of students?

e How can the school-to-work movement be sustained in high schools, avoiding
the marginalization that has undermined many previous innovations?

e How can the school-to-work movement build and sustain employers’ roles as
providers of work-based leaming experiences and meaningful guidance for both
students and teachers?

The 16 communities that shared their experiences with MDRC for this report are the source
of concrete, descriptive information that answers these crucial first-order questions: Is it feasible for
educators and employers to change their long-established practices to build school-to-work? Can
school-to-work activities in schools and workplaces be sustained and expanded? The experiences of
these 16 study sites highlight the implementation challenges that school-to-work faces as it devel-
ops. Simply put, this descriptive information shows what school-to-work can accomplish as it ex-
pands. This report focuses on providing “proof of what is possible™ (rather than on, say, measuring
program impacts). It presents the information that is needed to establish realistic benchmarks for
policymakers and practitioners as they build the school-to-work initiatives of the future.

The Policy Context for This Study

With the passage of the STWOA and the creation of the National School-to-Work Opportu-
nities Office in 1994, the federal government sought to encourage state and local efforts to erect a
school-to-work system. Rather than establishing a specific program with federal mandates, the
STWOA provides a flexible framework for states and communities to create education systems that
serve the needs of all students, match local resources and needs, and are integrated with economic
and work-force development efforts. The STWOA established three central components for that
system: All students are to have the opportunity to participate in (1) school-based learnmg about
work and careers, (2} work-based learning experniences, and (3) connecting activities that link stu-
dents’ expertences in school with those in the workplace. The STWQA also requires that broad-
based partnerships be formed among schools, businesses, and other stakeholders at the state and
local levels to facilitate the creation of school-to-work systems.

The STWOA links school-to-work approaches with other federal education reform strate-
gies (for example, Goals 2000 efforts to improve students’ academic achievements and to establish
a system of voluntary occupational skill standards; Carl Perkins funding for innovative approaches
to occupation-based instruction; Title I, the largest federal funding source for improving education
for low-income students) and with local-level efforts to improve public education by allowing and
encouraging local adaptations and flexibility in designing and implementing school-to-work initia-
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tives. The federal government offers funding through competitive grants to support the develop-
ment and implementation of statewide school-to-work plans, and requires that most of the grant
funds be sent by the states directly to local communities. As of spring 1997, all states received
planning grants to initiate school-to-work approaches, and 37 states and nearly 125 local partner-
ships are receiving competitive implementation grants, which continue to be awarded on a rolling
basis. The STWQOA sunsets in the year 2001,

States and localities have responded to this federal encouragement, and they have built on
the widely varied approaches to school-to-work that they had begun prior to the STWOA’s passage.
Diversity reigns. In some communities, vocational education programs have taken on the school-to-
work mission, altering their existing activities in ways that are sometimes dramatic and sometimes
modest. In other places, school-to-work is reshaping instruction across the curriculum — from
English and mathematics to elective courses to elementary instruction. In many communities, em-
ployers are taking on new educational roles by creating rich work-based learming curricula, inviting
teachers into the workplace to learn how high-tech production is changing the nature of work, and
serving on governing boards that select the industry focus of future school-to-work initiatives and
sharpen existing efforts. At the state and local levels, school-to-work has a variety of meanings and
a variety of leadership structures.

Educational leaders and experts voice a broad range of approaches to the issues that loom
largest for the school-to-work movement. While some activists seek to build school-to-work initia-
tives that are essentially independent of other education reforms, this view is not held by propo-
nents of “systemic” reform. Individuals who view school-to-work approaches as consistent with —-
and as a vehicle for achieving — broader, system-wide reform have often expressed views about
school-to-work that include the following points:

* In order to produce real improvement in students’ preparation for higher educa-
tion and for the workplace, school-to-work — which provides examples of the
power and potential of new approaches to improving student learning environ-
ments — should aim for whole-school change in curriculum, pedagogy, assess-
ments, and the involvement of employers and parents.

¢ Maximizing the gains from school-to-work depends on the creation of perform-
ance stardards tied to students’ schoolwork and work-based leaming activities.
These performance standards would be used to provide a transcript for higher
education institutions and employers that reports on each student’s academic
knowledge and mastery of employment-related skills. These skill standards
should be designed by nationwide teams of experts and adopted by the states.

e Reflecting the rising skill levels demanded by high-tech workplaces, school-to-
work should be designed to serve afl students, with new instructional methods
used to enable students with a wide range of achievement levels to work to-
gether in de-tracked classes.



o The future of school-to-work is directly tied to the success of broader systemic
school reforms. Systemic reformers argue that unless systemic reforms succeed,
and school-to-work becomes an integral part of achieving system-wide educa-
tion reform, the school-to-work initiatives will ultimately become margtnalized.
At the same time, expanding school-to-work approaches can show the way to
making systemic reforms successful.

While these propositions are supported by many systemic reformers and many school-to-
work leaders, they are not universally held. Moreover, the question of whether the experiences of
leading school-to-work initiatives in local communities are consistent with these propositions is an
empirical one; this report provides new evidence on that question. The 16 school-to-work initiatives
discussed in this report speak to the challenges of systemic change with information on the ground-
level experiences of people who are working to change schools and workplaces. Thus, they provide
a distinctive, “bottom-up” perspective on the themes of systemic change.

An Overview of This Report

This report avoids repeating the topics and findings presented in Home-Grown Lessons:
Innovative Programs Linking Work and High School, MDRC’s 1994 study of school-to-work
(Pauly, Kopp, and Haimson, 1994). That volume focused on the start-up and carly experiences of a
group of highly promising initiatives. The current report highlights issues related to scaling up and
institutionalizing school-to-work — a central concern of policymakers and practitioners as they
make the transition from their first, tentative school-to-work initiatives to the broad approaches that
are intended to bridge the way to the future of school-to-work.

The remainder of this chapter outlines the data collection strategy used to gather informa-
tion for this report, describes the 16 innovative initiatives on which the report is based, and briefly
summarizes the main lessons from MDRC’s first report on these initiatives. Chapter 2 examines
whether and how the initiatives have grown since 1993, Increases or decreases in the number of
students and employers who participate, the number of occupational fields covered by the initia-
tives, and the scope of the school-to-work activities are presented, along with a discussion of the
factors affecting these changes. Chapter 3 assesses the initiatives’ efforts to be sustained over time
and to strengthen their relationship to their surrounding schools and communities. It aiso discusses
their lessons regarding smoothing the institutionalization process tn other communities. The chapter
concludes with a brief look at how the initiatives’ development, maturation, and growth have af-
fected students’ and teachers’ classroom experiences.

Chapter 4 analyzes the changes in employers’ participation in the 16 school-to-work initia-
tives, and the reasons for those changes, and Chapter 5 describes the challenges of sustaining high-
quality work-based learning and the responses that employers and school staff have devised to meet
those challenges. The linkages between school-to-work and post-secondary institutions are then
considered along with the reasons for the difficulty in building linkages that produce concrete bene-
fits for students, and the apparent success of informal efforts to link high school students with col-
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leges. The report concludes with chapter 7, which looks at the support and resources that the initia-
tives received from state and federal agencies, what may happen when these resources are used up,
and the implications of state and federal policies for school-to-work.

Finally, the appendix contains more detailed descriptive information about the 16 school-to-
work initiatives on which this report is based, and about how they have changed since 1993.

Limitations of This Report

The initiatives described in this report are not statistically representative of the school-to-
work activities now operating in the United States. We explicitly sought out initiatives that would
enable us to answer key questions about the feasibility of making major changes in traditional high
school and job training practices. Therefore, we chose ambitious efforts whose main features may
still be relatively uncommon. These 16 initiatives provide revealing evidence on the challenges of
scaling up leading-edge school-to-work ideas.

Another limitation is that it is not possible to assess reliably and fully the effectiveness of
the initiatives in this study. Most of the initiatives studied have not systernatically collected infor-
mation on students’ graduation rates, post-secondary enrollment rates, and other outcomes. Other
studies, particularly the Career Academies Demonstration and Evaluation (see Kemple and Rock,
1996), have been specifically designed to provide highly reliable evidence on school-to-work’s im-
pacts on students’ school performance. Home-Grown Lessons (Pauly, Kopp, and Haimson, 1994)
summarized the available (but limited) information on the outcomes of the initiatives discussed
here. As noted previously, this report demonstrates what is feasible and possible in school-to-waork
by documenting events in 16 leading initiatives and identifying significant challenges they have
taced.

Because the initiatives we studied were created before a national school-to-work system
was on the horizon, there may be some important differences between these efforts and those un-
dertaken more recently. The initiatives described here may reflect more deeply rooted motivations
to support new practices, and stronger support for school-to-work, than the average school-to-work
effort that has begun since the passage of the STWOA. In this sense, these 16 initiatives may repre-
sent a very optimistic picture of school-to-work. In addition, as school-to-work becomes more
widespread, the incentives and disincentives facing schools, employers, and students may change.
For example, the costs of expanding school-to-work activities may be reduced when technical as-
sistance becomes more widely available, And if school-to-work’s reputation flourishes, young peo-
ple will have a strong incentive to enroll, making expansion easier.

Finally, this report deliberately avoids repeating the analyses and findings of MDRC’s 1994
report on these initiatives.



Data Collection Strategy and the 16 Initiatives on Which This Study Is Based

For MDRC’s 1994 report, we set out to identify and study a diverse group of school-to-
work reforms that represent the range of innovative school-to-work approaches found in the United
States today. (We found these initiatives hy reviewing the literature and seeking referrals from a
wide variety of experts and officials.) We selected 16 initiatives with the following characteristics:

e They enrolled students starting at least two years before their scheduled
high school graduation.

e They provided both high school instruction and work-based experience,
and used the combinced efforts of schools and employers.

" e They differed substantially from most U.S. high school education in
content and instructional methods.

¢ They served a broad range of students. including both disadvantaged/
low-achieving and non-disadvantaged students.

e They had enough operational expertence to provide start-up and imple-
mentation lessons for others. (Initiatives were excluded if they did not
have students enrolled by fall 1992))

We visited the sites of the 16 initiatives twice over the course of two years (1992 and 1993),
for a total of four to six days each. Lengthy, structured interview guides were used to collect com-
parable information from program directors, employers, leaders of business intermediary organiza-
tions, school and district administrators, teachers, and students across all 16 programs. Our findings
were published in 1994 (Pauly, Kopp, and Hatmson, 1994).

Late in 1995, we asked the directors of the 16 initiatives if they and their colleagues would
consent to a series of telephone nterviews with us, so we could find out what they had leamed
since 1993. We were gratified when all 16 directors agreed to participate in this effort. We spoke
with school staff and employers from all 16 initiatives. Qur telephone interviews averaged ap-
proximately two hours each, and two to five individuals from each site were interviewed. For each
initiative, we nterviewed people with a variety of positions and perspectives, including district
staff, program coordinators and teachers, employers, and post-secondary education administrators.
Since the telephone interviews built on the base of understanding developed through earlier, in-
person, intensive data collection efforts, we were able to collect a wealth of detailed information on
program development and evolution.

The 16 initiatives arc located in 12 states. They represent a wide range — but not an all-
inclusive one — of school-to-work approaches. Five major school-to-work approaches are found
among these communitics (sce Pauly, Kopp, and Haimson, 1994, for a more detailed discussion):



Career academies. Each academy is a school-within-a-school that takes approximately 50
entering students a year and provides them with a three- or four-year course of study, integrating
their academic learning with the study of an industry (such as heaith occupations or the financial
services industries) and the careers of the people who work in it. Students in an academy are
grouped together for many of their high schooi courses and may stay with a small group of acad-
emy teachers for several years. The academic curriculum draws from the academy’s occupational
field. Instructional techniques include hands-on and team projects. Local employers provide men-
tors and summer intemships to introduce students to the academy’s field. Some academies seek
college-bound high school students, while others target a wide range of students, including some
who are at risk of school failure.

Occupational-academic clusters. Clustcr initiatives typically are large-scale efforts to offer
most — if not all - of the students in a high school a choice among several career pathways, each
one based on a sequence of related courses tied to a cluster of occupations (such as environment-
related industries, service industries, or manufacturing and engineering occupations). Students are
usually exposed to a wide variety of careers before choosing an occupational cluster, and they may
switch clusters in the course of their high school years. Each cluster offers occupation-related
courses; students receive traiming in broad, work-related skills after taking introductory career-
exploration courses. Academic and cccupational tnstruction are integrated, and applied leamning
techniques are sometimes used. Work-based cxperiences enable students to explore potential ca-
reers. Students may take several classes in their cluster each year, so the clusters resemble schools-
within-a-school (although the large size of the student clusters may dimmnish this effect).

Restructured vocational education. The job skilis training and school-supervised work ex-
perience clements of traditional vocational education programs are reshaped by providing earlier
and broader opportunities to learn about varied careers, more opportunities for career exploration
through job shadowing (in which students follow an employee through a typical work day or com-
plete short stays in several departments within a large organization) and visits to workplaces,
structured reflection on students’ workplace experiences, and closer linkages between students’ oc-
cupational and academic courses. The goals of this approach are to include a larger and more di-
verse group of students in vocational activities, to make career exploration a central part of their
education, and to prepare them for a wide range of career opportunities.

Tech prep initiavives. Tech prep upgrades the general academic track and vocational high
school curricula to emphasize technology-related instruction in science, math, and other courses;
coursework includes hands-on applications of workplace problems. Tech prep aims to prepare stu-
dents for post-secondary technical training programs by aligning their high school courses with
community college requirements; students can receive credit toward an associate’s degree based on
their tech prep work. Because it connects the last two vears of high school with two-year commu-
nity college programs, tech prep is often called “2 + 2.” Increasingly, tech prep programs may offer
students opportunities to explore the workplace through job shadowing, cooperative education
classes, or internships.

Youth apprenticeship. Youth apprenticeship uses the workplace as a learning environment
to provide students with competencies in technical skills and related math, science, communication,
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and problem-salving skills. Students “leam by doing” in paid employment and training with an ex-
pert adult mentor and supervisor who work closely with them on job-related and general employ-
ment-related skills. Classroom vocational instruction and related courses that integrate academic
and vocational learning are part of youth apprenticeships, and most initiatives link secondary and
post-secondary institutions to provide this instruction. Qualified students receive a recognized oc-
cupational credential upon graduation.

These broad approaches frequently overlap in practice, and they can be implemented in a
wide variety of ways. Consequently, knowing which broad school-to-work approach is being used
does not shed any light on how a particular initiative works; more detailed information is needed.
The principal characteristics of the 16 initiatives in this report are given in Table 1.1. For each ini-
tiative, the table presents the name used in the report (see the appendix for each program’s full
name), the grade levels of the students 1t serves, its main school and workplace components, and
the number of students who participated during the 1995-96 schoo! year. The table demonstrates
that these 16 mnittatives are quite diverse in their approaches, methods, and size.

A Brief Summary of the Home-Grown Lessons Findings

Because this report builds on the foundation of MDRC's 1994 report, a summary of that
report’s findings 1s useful in setting the stage for the information that foliows. Table 1.2 presents
the 10 principal conclusions of that study. The evidence supporting this necessarily brief summary
can be found in Home-Grown Lessons: Innovative Programs Linking Work and High School
(Pauly, Kopp, and Haimson, 1994),

Since Home-Grown Lessons was published, important evidence on the school-to-work
movement has been reported by several distinguished researchers. Interested readers should
consult, in pasticular, the following sources: Kopp and Kazis, 1995; Stern, 1991; and Kemple
and Rock, 1996,
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Table 1.2

Principal Conclusions from Home-Grown Lessons

Community

School

Work

The programs were customized to
meet local circumstances and have
adapted over time, fostenng local
creativity and ownership

Programs can serve a broad cross-
section of students (including low-
achieving students from low-
income families) throngh wide
recruiting and outreach, while
maintaining rigor and quality.
Efforts to include a wide

range of students can pay off.

Effective marketing to parents and
students is essential, and must
include ¢lear and accurate
information on high standards and
opportuntties to attend college.

Programs can both increase
opportunitics to attend college and
other post-secandary education
options, and can improve
preparation for work.

Programs can lead to students
taking more math and science
classes, achieving higher
standards, and being more engaged
i school.

Programs should start no later than
the first year of high school to
reach students before they become
disengaged from school, and
should move from career
exploration into work-related
instruction and work-based
learning.

School-to-work can be a lever for
school restructuring and the
creation of significant school-wide
reforms, including schools-within-
a-school and career clusters, which
can build smaller,

inore supportive personalized
learning environments.

Invesiment capital is nceded o
seed the development of school-to-
work systems. Lead teachers must
have paid time to make employer
connections and develop new
learning opportunities.

Busincss inlermediaries have been
effective in recrutting companies (o
provide work-based learning
opporturnities, but thus far business
involvement has been [imited, with
relatively few emplovers offering
mote than three or

four internship positions for school
to-work programs. Employers and
business groups are often the best
recruiters of other firms.

Programs should promote activities
that bridge the gap between school
and emplovers, including teacher
visits to workplaces, carcer
exploration, work-readiness
workshops, and

internships for teachers with
companies during the summer

SOURCE: Edward Pauly, Hilary Kopp, and Joshua Haimson, Home-Grown Lessons. [nnavative Programs
Linktng Work and High School (New York: MDRC, 19%94),



Chapter 2

A Time of Growth: New Evidence on Scaling Up

The pertod from 1992-93 through 1995-96 has been a time of growth for all 16 programs.
Program expansion has taken many forms: Most programs serve more students and include more
employers; many have expanded into new occupational areas; new program features have been
added as the programs have been fine-tuned and have matured; and program models have been
replicated and/or provided the foundation for new school reform efforts. The principal conclusions

of this chapter are:

In 1992-93, many of the 16 programs included in this study were relatively new and some
— particularly the youth apprenticeship programs — operated on a very smail scale. From the per-
spective of participating school districts, programs need to have an impact on a significant number
of students in order to justify the additional staff costs for coordinating the program, developmg
business partnerships, and overseeing work-based learning activities and investments in the creation
of new curricula and staff development. Thus, growth in program size and reach is critical to the
sustainability of these programs. Many of the 16 programs have faced this chalienge by expanding

Scaling up school-to-work initiatives is possible. Program growth occurs in
many ways: Nearly all programs have increased the number of panticipating stu-
dents and employers, and further developed and enhanced their programs to be-
come more comprehensive. While growth has been challenging to achieve, the
programs did not encounter a consistent set of insurmountable obstacles. In par-
ticular, employer participation has not been the barrier to growth that many
teared.

The collective experience of the programs studied suggests that there are some
trade-offs between intensity — in terms of the extent to which the program
changes participating students’ day-to-day educational experiences — and the
scale of school-to-work initiatives. By and large, the more intensive programs
have had more difficulty expanding.

These early school-to-work programs have demonstrated the appeal and the po-
tential power of instructional approaches that are consistent with systemic re-
form efforts. Several of the programs have had a significant influence on the
educational experience of students beyond their program “walls,” either through
replication of the program or through broader application of their unique ap-
proaches to instruction.

While the 16 programs continue to serve a broad range of students, many report
that they are attracting more high-achieving students over time. This trend sug-
gests that school-to-work instructional approaches have broad appeal, and that
efforts need to be made to assure that lower-achieving students continue to be
able to access school-to-wark innovations.

-17-



the numbers of students they serve and by influencing how the school and district approach educa-
tion reform. The expansion and growing institutionalization of these programs demonstrates the
viability of the school-to-work approach and its attractiveness to students and employers. In addi-
tion, the programs’ efforts and accomplishments appcar to be quite compatible with many of the
themes of systemic school reform.

This chapler describes in detail program growth that has occurred at the 16 case study sites
since 1992-93. explores irade-offs in program design and intensity faced by many of the case study
sites, and summarizes the connection between these initiatives and broader school reform efforts.
The chapter concludes with a bricf discussion of changes in the types of students served by the case

study sites.

Program Growth Is Possible and Multi-Dimensional

The experience of these pioneer programs demonstrates the feasibility of scaling up school-
to-work initiatives over time, and reveals that program growth occurs in many ways. Most pro-
grams have expanded the number of students they serve since 1992-93. As shown in Table 2.1, 14
of the 16 programs were serving more students in 1995-96 than they were three years earlier. Most
notable has been the expansion of the Fort Collins restructured co-op program from 550 students to
1,659 students enrolled in the newly required Professional and Community Expenience (PaCE)
Program’s Critical Skills course and about 1,000 students placed in work-based learning experi-
ences. The Portland cluster program has successfully added a grade of students each year since they
started with 275 freshmen in 1992-93; the program now serves all 1,286 students in the school. The
Wayne Township tech prep program has grown from an enrollment of 89 students 10 364,

Clearly, these initiatives -— some of which have grown to include the entire population of
the school or schools being served — have achieved significant scale. Other approaches have expe-
rienced more limited growth, yet have increased the number of students able to experience school-
to-work. This growth has occurred both directly by increasing participation within the original pro-
gram, and indirectly by modeling possible approaches to school reform. For example, the youth
apprenticeship programs have experienced among the largest percentage increase in size, yet they
have remained small in scale. Individual career academy programs have shown the least growth in a
conscious effort to retain the benefits of a small learning community. However, they have spurred
the development of new academies in other occupational areas.

Employer participation has also grown, both in numbers participating and in the range of
activities in which they participate. As a group, the programs have been very successful in main-
taining the support of their original employer partners and recruiting new ones to participate in a
wider range of work-based leatning opportunities. Growth in the number of participating students
and employers has oflen been connected to expansion into new occupational areas (see Table 2.1).
Such expansion enables the programs 1o tap new sectors of employers and offer students a wider

- (8-



Table 2.1

Scale and Expansion of School-to-Work Programs

Number of
Industry Focus Students
1992-  1995-
Program and Location Initial Additional 1993 1996
Career Academies
Baltimore finance academy Finance Law-related school-within-a- 200 250
school linked to academy:
travel and tourism academy
developed in another school
Los Angeles medical magnet Health Same as initial 220 220
Oakland health academy Health Additional academies 175 270
developed in host school and
other district high schools
Socorro health academy Health Same as initial 200 256
Occupational-Academic
Cluster Programs
Central Point Business, social services, Same plus Youth Transition 220 259
and ecology Program; humanities and
physical education school-
within-a-school may be added
Dauphin County Four occupational clusters: Same as initial 800 840
construction, technical,
communication and
transportation, service
Portland Six career pathways: Trade/tourism combined with 275 1,286
arts/communication, information systems and
business and management, processing to create a new
health services, human business management pathway;
services, natural resource arts and communication
systems, manufacturing, pathway added
and engineering technology
Restructurcd Vocational
Education
Cambridge vocational Education; Polaroid plant Heaith, financial services, 250 200

restructuring®

services division®

facilities management

-19.
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Table 2.1 (continued, 2 of 2)

manufacturing

Number of
Industry Focus Students
1992-  1995-
Program and Location Initial Additional 1993 1996
Fort Collins restructured co-op  Career development Same as initial 550 1,659
training/vocational in
multiple areas
Tech Prep Programs
Pickens County Multiple Multiple 1,833 3,000
Wayne Township Multiple Multiple 89 364
Youth Apprenticeship
Programs
Fox Cities Printing Health, finance, insurance.’ 3 48
auto tech, and auto collision
Little Rock HVAC,® health Culinary arts, welding, 23 25
computer-aided design, auto
mechanics, auto body
Pickens County Electronics Auto mechanics, business 4 29
management,® industrial
electricity, health, machine tool
tech, graphic communications
Tulsa Metalworking Original program expanded 16 143
into machine maintenance and
welding; new programs
developed in health, business.
and transportation
West Bend Printing Health, finance, insurance.” 12 33

SOURCE: MDRC telephone interviews.
NOTES: ‘Industry focus applies 10 the youth apprenticeship programs only.

"Education internship option stl] available; Polaroid no longer involved due to relocation.

“Fox Cities and West Bend sites are dropping their insurance programs in 1997 due to lack of employer and

student inierest.

*MVAC = heating, ventilation, and air conditioning. Youth apprenticeship programs do not exist in HVAC or

tiealth ac this time. A health program is likely 1o be reinstated.

“To be replaced by a finance academy.

20-



range of career options. Expansion into new occupational areas has occurred 1n two ways. In sev-
eral of the youth apprenticeship programs (such as those in Fox Cities, West Bend, and Cam-
bridge), the program model has been replicated in new occupational areas so that a set of parallel
programs, each offering similar youth apprenticeship experiences but in different occupational ar-
eas, are created under one larger umbrelta. Typically, these programs share some coordination staff
and core academic courses, but each program operates independently. In other places, expansion
into new occupational areas has occurred outside of the initial program and either involved replica-
tion of the program model! elsewhere in the school or district (as in Qakland and Baltimore) or the
development of new school-to-work models centered around additional occupational areas (as in
Tulsa).

Incrementalism Can Be Successful

The evolution of the programs’ components and services demonstrates that incrementalism
can be a successful implementation strategy. Overall, the experience of these early pioneers demon-
strates that school-to-work programs can become more well-rounded and comprehensive over time.

Beginning a school-to-work initiative can be an overwhelming undertaking that requires the
recruitment of employers; identification and definition of work-based learning opportunities;
changes in curriculum and pedagogy; creation of new ways to bring together students, teachers, and
employers; and negotiations about block scheduling, work-based leaming time, and teacher plan-
ning time. It seems common for programs to start by focusing on the development of either the
work side or the school side of the initiative. For example, models that are more school-based and
focused on school reform — such as career academies and occupational-academic cluster programs
— tend to concentrate initially on changces in curriculum, instructional approaches, and integration
of academic and occupational themes, while the development of structured work-based learning
opportunities is put on the “back burner.” Youth apprenticeship programs, which are often driven
by employer interest, tend to focus initially on creating well-defined learning experiences at the
workplace, with efforts to develop integrated classroom-based curricula being a lower priority.

As discussed further in Chapter 3, several of the 16 programs have taken steps to develop
the weaker clements of their programs and/or added new program features to address identified
needs. These efforts to improve and expand specific program elements do not appear to have di-
minished other components or the program overall. Program enhancements that have been imple-
mented at some sites include improving the quality of learning experiences at the worksite,
developing a progression of work-based learning opportunities, and developing new and/or revised
courses that incorporate occupational and interdisciplinary themes and use hands-on, project-based
learning techniques. The programs’ collective experience suggests that there is no trade-off between
adding features and maintaining the core¢ of the program. Programs can become more comprehen-
sive without compromising the quality of their core components.

Expanding and Sustaining Initiatives Requires Hard Work
While the experiences of the 16 programs demonstrate the feasibility of scaling up school-
to-work initiatives, it also reveals that sustained implementation requires hard work. This is par-

ticularly true for those initiatives expanding their reach into new occupational areas, since such ex-
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pansion requires the development of new employer (and often post-secondary) relationships and
curricula. In all of the programs, school staff continue to invest in building and sustaining support
for their initiative within the schools and districts they operate and among the students, parents, and
employers with whom they are partners and whom they serve.

All these efforts are staff-intensive. As when Home-Grown Lessons was written, the key
role played by a full-time or nearly fuli-time program coordinator has rematned critical to achieving
growth in multiple dimensions. Expansion into new occupational areas has in some cases been ac-
companied by the addition of more coordination staff to support the growing number of participat-
ing students and employers. Many programs, such as the Portland and Central Point cluster
programs, now have full-time business partnership laisons/recruiters to recruit numerous employ-
ers and maintain their participation. Inside the schools, active administrative leadership remains
essential to addressing the scheduling issues that continue to challenge school-to-work programs’
efforts ta build schools-within-schools (smaller, more personalized learning environments created
by scheduling groups of students to take several classes together each year with the same group of
teachers), create interdisciplinary courses, and establish time for work-based learning. The pro-
grams’ experiences suggest that even at a more mature stage, school-to-work innovations often re-
quire an ongoing investment of resources beyond the average cost per student so that coordination
staff can continue to initiate further program development and maintain the partnerships supporting
the program.

No Consistent Set of Factors Appears to Hinder Growth

The growth experiences of these varied programs reveals a capacity to overcome potential
barriers. We did not find any single set of limiting factors that hinders expansion across the board.
Rather, the specific issues with which sites grappled conceming the number of students served or
the intensity of the program expenence are influenced by program design, setting, and content.

Although many argued that employers had few incentives to participate in the ongoing edu-
cation of young people, we did not find that employer availability was an across-the-board limiting
factor in growing school-to-work programs. Certainly, some sites have had difficulty securing the
more intensive work-based learning positions in some sectors, and many programs have had to re-
cruit numerous cmployvers to get a sufficient number of work-based learning slots. However, while
employer capacity has constrained program expansion in a few instances, employers have not been
found to be the major barricr in expanding school-to-work in general. More often, it's a combina-
tion of factors that can slow growth, highlighting the importance of developing strong buy-in
among school administrators, teachers, and employers, and the importance of developing opportu-
nities that are attractive to students. These issues are discussed further in the balance of this report.

Trade-Offs in Program Development and Expansion
When shaping a school-to-work initiative, program designers face many choices, including:

e Industry focus — one or multiple, which one(s)?



e Grade levels served — how many and which ones should be included, and
should the program be formally extended into the post-secondary years?

¢ Scope of initiative — is it intended to be part of a larger school-wide reform ef-
fort to change the educational experience of all students (or a large subset), or is
it intended to have an impact on a small number of students?

o Intensity of work-based learning experiences —— how much time will students
spend in work-based leaming, and to what extent will this activity take them out

of traditional class time?

» Level of specialized training — will the program become more occupationally
specialized over time (for instance, focusing on specific job skills within a field),
or remain focused on broad career preparation within one or more occupational
areas (preparing for work 1n, for example, a health-related profession).

All of these choices have significant implications for the types of implementation challenges and
issues that program operators will face in starting and sustaining a school-to-work initiative. Differ-
ent school-to-work program designs change students’ day-to-day educational experiences, com-
pared with the traditional high school environment, to varying degrees. Some require a higher level
of commitment — both to the program and to a specific occupational area -— from participating
students (and participating employers) than do others.

The collective experience of the 16 programs suggests that there are trade-ofts between the
intensity and scale of the program experience that were not evident in the early 1990s. Specifically,
youth apprenticeship programs that require students to make a significant commitment to an occu-
pational area (or even to a specific job) at an early age, and replace traditional high school educa-
tion with a great deal of technijcal training, applied academics, and work-based learning, have
remained small in scale. At the same time, initiatives that have been designed to serve large num-
bers of students typically make more modest changes in students’ day-to-day educational expen-
ence. They may add career exploration, occupation-related courses, and opportunities for short-
term, work-based learning experiences (relative to multi-year apprenticeship opportunities), but
they do not require students to invest significant time in leamning skills for a specific occupational
area. For most participating students, much of the school day may be as it was before the innova-
tion was put into place.

Dilemmas of Intensive Programs

In a recently completed assessment of Wisconsin’s vouth apprenticeship program, Terry
Orr raises the dilemmas of “high-end” intensive programs that require substantial employer in-
volvement but have limited opportunity for expansion, high costs, and a target population in the
solid middle range of students. While participating students like the program and feel they are bene-
fiting from it and employers like the students and hire many of them, the costs are high, the num-
bers are small, and the potential for expansion in each industry is severely lunited (Orr, 1997). The
issues raised by Orr -—— and echoed in our conversations with site staff — are evident when com-
paring the growth experiences of the youth apprenticeship programs with those of other maodels.
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The youth apprenticeship models typically offer the most in-depth work-based learning €x-
periences: Students are placed mn structured experiences at the worksite for many hours per week
(often 20 hours or more) for more than one year. To reinforce and accommodate this time at the
worksite, students’ classroom instruction is usually taken up with required courses and technical
instruction related to the work experience. In fact, in order to provide needed course work within a
schedule that accommodates many hours at the worksite, youth apprenticeship programs often use a
full- or half-day “pull-out” approach in which participating students from several schools or dis-
tricts are brought together to a single location (such as a community college or regional vocational
school} for instruction with designated teachers. This is the model for all but one of the youth ap-
prenticeship programs in this study. (Students at West Bend continue to take classes at the high
school, but Ieave the campus for half to a third of the day to participate in work-based learning ac-
tivities.)

It has been a challenge to recruit employers who are willing and able to provide these inten-
sive work-based leaming experiences. However, youth apprenticeship program staff report that
limited student interest is often as big an issue as (if not a bigger one than) finding employers will-
ing to provide these types of experiences. (Most staff believe they couid develop more work-based
learning slots if they had more interested and qualified students.) Limited student response seems to
be due to some combination of the high level of commitment to a specific occupational area and the
overall time required by these programs, and the way in which prograrn services are delivered. Sev-
eral program directors identified the “pull-out” approach as constraining student interest because it
requires students to leave their home high school (oflen after the sophomore year), and many stu-
dents (and their parents) did not want to lose out on the high school experience, including social
life, extracurricular activities, elective class options, and team sports. While the pull-out approach is
likely an issue for many students, even those youth apprenticeship programs that enable students to
be in their home high schools for hall a day experience similar difficulties in recruiting and retain-
ing students. For example, both the West Bend and Pickens County youth apprenticeship programs
have remained relatively smali in size even though they have half-day work coraponents that enable
students to stay in their home high schools for part of each day.

A few of the youth apprenticeship programs are in the process of making changes in the
hope of attracting more students:

¢ The Tulsa youth apprenticeship program has reduced the duration of the pro-
gram from four to three years because many students did not want to make a
four-year commitment; has moved academic classes from the regional voca-
tional school to a high school within the district that offers tech prep courses;
and, to ease the burden on participating employers, has drastically reduced em-
ployers’ per-student financial contribution. The program hopes to recruit most of
its students from the high school, where students will take academic classes for
half a day. (Technical courses are still provided at the regional vocational cen-
ter.} As discussed below, Tulsa’s newer school-to-work initiatives in other oe-
cupational areas will not use the youth apprenticeship model.

* In the Fox Cities area, the continued small size of the youth apprenticeship pro-
gram has been disappointing to supporters, and there is concern about continued
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high costs. A youth internship program that will provide a range of less inten-
sive work-based experiences is being developed in an effort to reach more stu-
dents. In addition, new scheduling options are being investigated for the youth
apprenticeship program to find a strategy for having regular high school teachers
(who are already on the school’s payroll) teach the apprentices — rather than
buying the time of technical college instructors whose schedules fit better with
the apprentices’ current school schedule (three days at work and two days at
school).

Despite the design issues facing youth apprenticeship programs and their relative-small
size, the continued use of this approach in the five youth apprenticeship sites, and expansion into
new occupational arcas across all five sites, indicates that the youth apprenticeship model 15 con-
tributing to the development and expansion of school-to-work. Particularly when offered as one,
highly specialized option for students interested in a particular field, alongsidc other school-to~-work
opportunities, youth apprenticeship serves as a valuable component within a larger school-to-work
System.

A Large-Scale Focus Can Mean Less Change in Students’ Educational Experience

On the flip side of the choices facing the most intensive school-to-work approaches, it ap-
pears that the larger programs are making more modest changes in students’ day-to-day educational
experience, at least at this point.’ Initiatives such as the Portiand cluster program, which started as a
school-wide restructuring effort, have had to develop a wide range of curricular changes and work-
based learning opportunities in order to serve all students. Given that they are working with more
than 1,200 students over four grade levels, staff took a phased-in approach and created new courses
a grade-level at a time. On the work side, they started with short-term job-shadowing experiences
and have just begun to develop short-term internship experiences. While the scope and magnitude
of the changes that have been made within the high school are impressive, the intensity of the
school-to-work “treatment” from each individual student’s perspective is moderate for the majority
of students. By the time they graduate, seniors will have experienced the fotllowing over a four-year
period: an introductory freshman course on carcers, three (and in some cases five) career pathway—-
specific courses, and some English and possibly social studies courses integrated with career-
pathway themes. In addition, they will have had two half-day job-shadowing experiences and, in
most cases, one or two 6-8-week internships (a half day each week). While the environment of the
school has been energized by the reform effort, students’ classroom experiences outside of the ad-
ditions made by the school-to-work initiative currently remain largely that of a traditional high
school.

The Fort Collins restructured co-op program is another example of an initiative that has
successfully reached a large number of students. The program has opened work-based learning op-
portunities to all students in the school district, and places many of them. While the scope of the
program is impressive, the changes made in each student’s educational expericnce are modest. All

"The Dauphin County cluster program is an exception to this observation. However, since this program is a
reformed comprehensive vocational high school, students have chosen a ditferent educational experience than their
peers in regular comprehensive high schools just by emrolling in the schoal (even without its school-to-work
innovations).
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high schoot students in the Poudre School District R-1 are now required to take the program’s se-
mester-long introductory career exploration class, and students who perform satisfactorily are eligi-
ble to participate in a range of work experience options. Students may initially job shadow in grade
10 and then move into community service and/or intemnships/jobs in grades 11 and 12. Students
may engage In several semester- to year-long work-based learning opportunitics during their final
two years of high school. Students in a work experience position arc required to take a course re-
lated (o the type of work they are doing and participate in a weekly seminar to discuss workplace
issues. While students now have the oppottunity to earn credit for core requirements from their
work experience, their educational experiences within the classroom are typically not changed by
their work-bascd leaming,

As these larger-scale initiatives continue to develop, they may very well change more of
students’ daily educational gxperiences. Additional curricular changes to integrate disciplines, to
consistently utilize hands-on learning techniques, and to emphasize the integration of work-based
learning could lead to a very differemt educational experience for most students. However, these
mitiatives are not designed to replace the high school experience with preparation for a specific oc-
cupational area. The youth apprenticeship programs that do replace the high school experience in
that way appear to require too significant a commitment by participating students and employers to
operate on a large scale.

However, as noted above, issues of design and intensitv do not necessarily present “either-
or” trade-offs for school-to-work partnerships. In fact, several of the case study sites have begun
and appear likely to continue 10 use a mix-and-match approach to designing the specific compo-
nents of their unique school-to-work mitiatives. Often, this approach may include an intensive of-
fering for the subsct of students interested in acquiring job-specific skills, along with other school-
to-wark options focused on broad-based career preparation and exposure to work-based learning for
a majority of students. This mixture of school-to-wark options has already begun to some extent in
Tulsa (youth apprenticeship in metalworking, and more general school-based options in other oc-
cupational areas). in Pickens County (youth apprenticeship in several areas, and applied tech prep
classes and less intensive work-based learning opportunitics for all students), in Cambridge
(internship opportunities in several arcas, and applied, integrated leaming opportunities in several
“academic” classes open to all students), and in Fort Collins (limited, job-specific internship and
apprenticeship opportunities, and broad career-preparation and work-based learning for all stu-
dents).

Influencing the Educational Experience of Growing Numbers of Students:
Connections to Broader Reform

While some of the programs studied were at the center of their school’s restructuring cfforts
in 1992-93, emphasis on system-wide change has intensified across the sites as disiricts seek to re-
spond to the federal School-to-Work Opportunities Act, Goals 2000, state school-to-work legisla-
tion, standards-driven education reform efforts, and local education reform initiatives (for example,
school choice and charter programs). Many of the programs in this study have played an important
role in the growing emphasis on the widespread reform of public education within their local com-
munities. By demonstrating the power and promise of new educational approaches, several of the
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programs have had a significant influence on the educational experience of students beyond their
program “‘walls,”

The 16 case study sites provide several examples of how school-te-work initiatives — those
initially developed in response to individual interests and opportunities (rather than as part of larger
system-wide reform efforts) and relatively self-contained (both in terms of students served and
school staff involved) — have helped to shape larger education reform efforts and thus influenced
the educational experiences of students who were not formally “enrolled” in the onginal programs.
For example, many of these programs have made impressive strides toward implementing major
changes in curriculum, pedagogy, and assessment. In so doing, they have achieved a degree of suc-
cess with heterogeneously grouped classes that has attracted the interest of the principal and other
faculty members — and, in some schools, imitation of the school-to-work instructional methods
{such as project-based assignments, hands-on activities, cooperative leamning methods) that enable
both higher-achieving and lower-achieving students to be challenged and to learn in shared class-
rooms. Several of these programs are largely teacher-driven, demonstrating the benefits of site-
based management approaches. The positive response of students and teachers to school-within-a-
school learning environments, applied learning techniques, interdisciplinary instruction, and the use
of the world outside the schoo! as a learning environment has led the districts within which these
programs operate to replicate the programs and/or expand the use of their innovative educational
approaches to reach a growing number of students.

Severzl programs that started as relatively contained initiatives have become central to ef-
forts to change pedagogy and improve the connection between school and the world of work for
large numbers of students. Notably, the two restructured vocational education programs included m
the study have expanded their reach to ail students. The restructured co-op program in Fort Collins
has expanded both horizontally and vertically. As mentioned earlier, the program’s career explora-
tion course is now required for all bigh school students. This has led to greater numbers of students
participating in a range of work-based learning activities as all students spend a semester thinking
about career options and the value of work-based learning experiences in terms of résumé building
and career exposure, and as the number of students successfully completing work-based learning
experiences grows. The program is also now being expanded to provide career awareness activities
for grades K-6 and career exploration projects for middle-school students. Similarly, the instruc-
tional innovations pioneered within the Cambridge vocational education program are increasingly
being adapted for implementation school-wide. Growing numbers of students are now benefiting
from hands-on learning that connects academic instruction to real-world applications. For example,
a new community service program — Cambridge Service Corps — has been developed and is open
to all eleventh and twelfth grade students at the Rindge Schoo! of Technical Arts. The course inte-
grates community problem-solving with social studies, language arts, and technical arts, In addi-
tion, based on positive experience with final projects completed by students within the youth
apprenticeship programs, scnior projects are being piloted throughout the school.

The career academy programs in Oakland and Baltimore have played a key role in the ex-
pansion of the academy approach within their districts. In Qakland, the health academy has served
as a model for the development of additional academies throughout the district (currently totaling
13). Their success with at-risk students in a difficult urban school environment has spurred efforts
to create schools-within-a-school for all students in their host high school, and eventually for eve-
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ryone in the whole district (starting at the elementary level). In Baltimore, the leadership of the fi-
nance academy has been instrumental in getting the host high school to consider the creation of
multiple academies and in launching a second academy program (Academy of Travel and Tourism)
in another Baltimore City high school. They have also been involved in efforts to launch an Acad-
emy umbrella organization to provide curriculum support and centralize employer recruitment.

While the youth apprenticeship programs have remained relatively small in scale, most
have played a key role in “jump-starting” broader school-to-work efforts that are bringing educa-
tional innovations to greater numbers of students. For example, the partnership between the Tulsa
Chamber of Commerce and the school system that was initially formed to support the development
of a youth apprenticeship program in metalworking has continued, with the two partners develop-
ing different program models in new occupational areas. New school-to-work initiatives focused on
health, business, and transportation are under way, with additional programs focused on interna-
tional studies and telecommunications in development. (In addition, the Tulsa Chamber of Com-
merce — working in conjunction with the juvenile justice system — has also been instrumental in
launching related new initiatives for out-of-school youth.) The West Bend youth apprenticeship
program has been expanded to a county-wide level, with the West Bend program serving students
from other districts and helping other schools develop their own youth apprenticeship programs. In
addition, because the youth apprenticeship program was the first school-to-work effort in place in
its host school, it has helped to increase people’s interest in implementing new curricula and in-
structional techniques to help young people develop informed career interests and a sense of direc-
tion.

The youth apprenticeship programs also provide a track record of experience with skill
standards to guide both work-based and classroom-based technical instruction and to set clear
benchmarks for students’ skill attainment. The development of such standards has helped to create
meaningful learning experiences at the workplace, integrating school- and work-based instruction,
and ensuring that students are appropriately trained for their specific occupational areas. However,
the development of academic and skill standards at the state and national levels is not, at this point,
a driving force in the expansion of these 16 programs or in the broader efforts they have influenced.
This lack of connection — at least at this relatively early stage of the school-to-work movement —
could be due to several factors. First, some states are still developing standards, and local districts
typically opt to wait and see what the final decisions are before making changes io achieve an unde-
fined goat. Additionally, many existing state requirements emphasize basic academic skills, and an
understanding of how school-te-work instructional approaches can help young people strengthen
their basic skills is not always obvious to those unfamiliar with school-to-work. The basic skills
emphasis can often result in district administrators moving in directions — such as establishing re-
quirements for classroom-based academic courses and limiting flexibility in creating integrated cur-
ricula — that make it more difficult to implement school-to-work innovations.

These examples demonstrate that school-to-work is capable of contributing in significant
ways to the systemic school reform agenda. They also suggest that systemic school reform cannot
be achieved solely on the coattails of school-to-work. Earning the support of faculty members and
parents who are skeptical of innovative pedagogy and assessments, performance standards, and de-
‘tracking is likely to require more energy than the school-to-work movement can yet muster,
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Changes in Students Served as the Programs Grow

As was the case in 1992-93, the 16 programs studied continue to serve a broad range of
students. The fear of many that school-to-work would be seen as a vehicle for lower-achieving,
non-college-bound students has not been realized. If anything, the collective experience of these
programs suggests that a greater number of higher-achieving students have been attracted to school-
to-work innovations over time. It appears that —— at least across the 16 case study sites —- school-to-
work instructional approaches have broad appeal and are responsive to students with different

needs.
Greater Numbers of Higher-Achieving Students Attracted to Programs

Although systematic information on student achievement levels was not collected during
the telephone interviews, several broad conclusions about the type of students served by the 16 case
study sites are evident from what we learned during the update project. First, while selection cnteria
(where they exist) have not been changed, over half of the programs reported that they have at-
tracted a greater number of higher-achieving students as time has gone on. In many cases, program
staff attribute this trend to a growing positive reputation and the fact that the program is now more
of a known entity. For example, both tech prep programs reported that they are seeing more four-
year-college-bound students taking tech prep courses as the applied courses have demonstrated
their academic rigor and students have come to appreciate the applied approach. (In fact, several
sites report that some students will reportedly take a tech prep course that repeats a college-prep-
level course they have already taken, to improve their skills) The Pickens County tech prep
program has fostered a larger, more academically capable pool of students who participate in
vocational education and apply for the youth apprenticeship program. In fact, increased interest in
technical careers, driven by tech prep and schedule changes that make it easier to accommodate
vocational courses, has led to a major increase in the district’s vocational education program.
Enroliment at the district’s vocational center grew from 350 in 1991 to 800 by the 1995-96 school
vear. These examples indicate that school-to-work may be gaining in acceptance for larger numbers
of students, rather than becoming stigmatized as a mere autgrowth of vocational education.

Some programs have used the pool of stronger applicants to make the program more selec-
tive. In the Pickens County youth apprenticeship program, as in some others, a larger pool has
meant that competition is stiffer and that some of the lower-achieving students who were served in
earlier years are now not being served. Staff from the Pickens County program and Baltimore ca-
reer academy indicated an interest in becoming more selective to address concerns about students
dropping out of the programs. Other programs have made concerted efforts to ensure that the pro-
gram remains open and accessible to lower-achieving students. (See Wayne Township, Oakland,
Pickens County, and Central Point examples, below.)

The entry points into the program can also significantly influence the mix of students
served. For example, the Dauphin County cluster program now accepts students only through its
expanded ninth grade program. This system allows the high school program to recruit students
straight out of middle school, circumventing the perception that it is taking away good students



from other high schools or getting behavior problems “dumped™ on it.” This change in entry point
from both grades 9 and 10 to grade 9 has largely been responsible for shifting the school’s popula-
tion upward from the lower 30 percent to the lower 50 percent of the sending districts.

Efforts to Ensure Program Access Among Lower-Achieving Students

While programs have experienced increases in the number of program applicants, including
greater interest in program participation by higher-achieving students, several have made efforts to
ensure access by lower-achieving students as well so as to continue to serve a broad mix of stu-
dents. For example, two programs have included secondary entry points that allow lower-achieving
students to access the program. The Wayne Township tech prep program has created a pre-tech
prep course for students who do not meet tech prep’s algebra entrance requirement. Once these stu-
dents catch up in algebra, they enter the core tech prep curriculum in grade 11. As its reputation has
continued to grow, the Oakland health academy has had to work hard to recruit and include lower-
achieving students — which is required by state rules.’ In fact, the 30 slots designated for students
outside of the academy’s home high school for the 1995-96 school year were filled by students
with 4.0 grade point averages. Lower-achieving students are recruited from within the host high
school, largely by accepting some ninth grade students (many of whom are repeating the ninth
grade), since all tenth grade students entering the academy must have taken biology, and the school
is “tracked” so that only the higher-end students take biology in the ninth grade.

In addition, several sites have launched school-to-work initiatives that aim to specifically
attract lower-achieving students, as well as students who may experience barriers to work experi-
ence and/or employment due to mild leaming or physical disabilities. For example, Crater High
School adopted a Youth Transition Program (YTP) in the 1993-94 school year under its school-
to-work umbrella. YTP is a collaborative effort between the district’s Vocational and Rehabili-
tation Division and the University of Oregon, which is designed to develop and enhance the aca-
demic and vocational abilities of students with special needs through work experience
opportunities, assistance with transition needs, and coordination ameng the school, employers,
and social agencies. carried out by the school’s Youth Transition Specialist. Pickens County tar-
gels over-age ninth grade students (those who have failed ninth grade English classes) for job
shadowing and internship opportunities; such early exposure to employers and workplaces may
convince students who are in danger of dropping out of school of the value of a high school di-
ploma, particularly when employers speak with students about job entry requirements. Pickens
County also offers a program for students with special needs (the Student Transitional Education
Program, or STEP) through its Career Center, which focuses on on-the-job training.

Gender Balance of Students Served
The balance of male and female students served by school-to-work programs is not an issue

MDRC considered in its original study, but we believe it is important 1o understand whether
school-to-work opportunities serve more males or females and what programs have had to do to

2 L ‘
An advantage for participating students is that, as part of the grade 9 program. they are abie to explore all of the
shop;. before selecting one area of concentration starting in grade 10.
Fifty percent of the academy shidents must meet three of the state’s four at-risk criteria.
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attract a balance. The statistics in Table 2.2 reveal that many of the programs have a fairly equal
balance between male and female students, with males slightly more likely to participate. The ma-
jor exception is programs that are solely focused on health — the academies in Oakland, Los An-
geles, and Socorro — which have been predominantly female (60 percent or more) since their
inception, despite efforts to recruit males. The Baltimore finance academy and the internship com-
ponent of the Cambridge restructured vocational program (which includes programs in education
and health) also have a significant majority of female students.

Information on the gender balance in 1992-93 (which was available for only 9 of the 16
sites and thus not included in Table 2.2) compared with that shown for 1995-96, and the predemi-
nance of females in health programs, indicates that the occupational focus of school-to-work pro-
grams is a major factor in determining the balance of male and female students. (This is consistent
with findings for other programs; see Kopp and Kazis, 1995, for additional ¢vidence.) In particular,
the youth apprenticeship programs have increased the percentage of females participating, largely
by adding new occupational areas -— such as health and business/finance — to their traditionally
male-oriented accupational programs (such as printing and metalworking). For these programs, ef-
forts to recruit males and females to programs focused on occupational areas traditionally domi-
nated by the other gender have not yielded better male-to-female balances by themselves.

In summary, the 16 programs have continued to serve a wide range of students, but the mix
in terms of student achievement levels appears to change as the programs grow in reputation and
scale. These trends are worth watching to assure that lower-achieving youth continue to be able to
access school-to-work mnovations and that a balanced number of male and female students are
served.

Conclusion

The experiences of the 16 programs in this study demonstrate the feasibility of scaling up
school-to-work programs to serve more students. The dimensions of program growth vary and in-
clude expanding into new occupational areas, recruiting new employer pariners, strengthemng ¢x-
isting program components, and adding new work- and school-based learming opportunities for
students. The experiences of the 16 case study sites over the vears reveal that employer participa-
tion has not proven to be the barrier to growing school-to-work innovations that many feared. Per-
haps most important, these early school-to-work efforts have begun to “spitl over’” and influence the
educational experience of growing numbers of students as their innovative instructional techniques are
more widely adopted and, in some cases, most, if not all, program components are replicated.

Now that these programs have been operational for several years, additional implications of
their program design decisions have come to the surface. In particular, the apparent trade-off be-
tween program intensity and size raises important considerations for local-icvel practitioners just
starting down the school-to-work path. Additionally, while the “pull-out” program design is cffi-
cient for providing technical instruction and allows significant time for work-based learning, it may
not be sufficiently attractive to students. [Howcver, scveral sites are successfully offering a mix of
different school-to-work options to students, including both intensive, skill-specific programs
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Table 2.2

Gender Balance of Students Served (percent distribution)

1995-96
Program Male (%9) Female (%)
Career Academies
Baltimore finance academmy 40 60
Los Angeles medical magnel 30 70
(Oakland health academy 40 60
Socorro health academy 30 70
Occupational-Academic
Cluster Programs
Central Point 54 46
Dauphin County” 61 39
Portland® 52 48
Restructured Vocational
Education
Cambridge vocational re:structuringb 29 7t
Fort Collins restructured co-op” 48 52
Tech Prep Programs .
Pickens County N/A N/A
Wayne Township 57 43
Youth Apprenticeship
Programs
Fox Cities 59 41
Little Rock 83 17
Pickens County 52 48
Tulsa 87 2
West Bend 54 46

SOURCE: MDRC telephone interviews; estimates by program heads.
NOTES: N/A = data not available. Some percentages may not add up to 100 due
to rounding.

‘Gender breakdown is less relevant in Dauphin County, Portland, and Fort
Collins since reform includes al! students.

*Numbers are for students participating in the intemship program enly, not for
all students enrolled at Rindge School of Technical Arts.



(youth apprenticeship) and less intensive approaches that nonetheless change some part of students’
school-based experiences and offer opportunities for work-based learning.

As the programs have grown in both size and reputation, many have attracted more high-
achieving students. This trend reflects the success of the programs and demonstrates the attractive-
ness of school-to-work approaches for all students. However, 1t also suggests that school and dis-
trict officials need to pay aftention to lower-achieving students’ ability to access school-to-work
nitiatives to ensure that they are not closed out of these opportunities.
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Chapter 3
Sustaining School-to-Work and Avoiding the Dangers of Marginality

The school-to-work movenient seeks to bring about major changes in the established prac-
tices of schools and employers, and to sustain these changes over time so they become part of
schools’ and employers’ standard operating procedures. The movement has avoided introducing
trivial or trendy changes that iast only a few months, adding a few minutes’ lecturing about work in
classes that are otherwise unchanged, or placing more students in workplace experiences that re-
sernble little more than mediocre versions of co-operative education placements. If school-to-work
15 to bring about large-scale change in young people’s preparation for higher education and work, it
must weave itself into the basic fabric of schools and workplaces, while maintaining the innovative
classroom and workplace practices that make it distinctive. It must also change teachers’ daily
classroom routines to provide students with school experiences that are substantially more educa-
tionally valuable than what already exists in most schools. Thus, a crucial task for school-to-work is
to become a significant part of the mainstream education and work worlds, and improve students’
experiences in Lthe classroom.

The expenences of the 16 school-to-work initiatives that we first studied in 1992-93 pro-
vide an opportunity te investigate whether school-to-work can be sustained over time, and how
school-to-work can change school-based activities. The principal conclusions that emerge from
these communities’ expeniences since 1993 are:

* The 16 school-to-work initiatives have now moved from their start-up phase
into 2 more mature, central, and sustained status n their schools, workplaces,
and comununities.

» There are significant barriers to sustaining school-to-work and enabling it to be-
come a wholly accepted part of community life. These constraints require tai-
loring school-to-work to each local setting, gaining the support of a wide range
of school staff members and employers, and building a positive community-
wide reputation and identity for school-to-work.

* Inmaintaining changes in school-based activities, it is essential to regularly and
candidly reassess the quality of students’ classroom experiences in the school-
to-work program, including the curriculum, methods of instruction, and work-
based learning activities, and then to make a strong and sustained effort to bring
about needed improvements in these key areas.

¢ Teachers in school-lo-work programs need to participate in shared professional
development efforts that enable them to collaborate with their colleagues on

bringing about instructional change for their students.

This chapter first discusses issues of sustainability, then provides a brief summary of the
classroom-level changes that have occurred across the 16 case study sites since 1993,
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Evidence on Sustaining School-to-Work

To bring about iong-term change in a large and complex institution, a reform must alter the
institution’s core. A reform is fully sustained and institutionalized when it is no longer perceived as
a special project, and is seen as part of the legitimate and accepted routines of daily life. Sustained
programs may also expect to be maintained and financed largely by the school district and commu-
nity they serve, and influence the educational experience of a significant number of students. When
an innovation fails to be sustained, it is typically either dropped or marginalized — reduced in
scope, relegated to the host institution’s back burner, and left with little capacity to affect students’
daily experiences in schools and workplaces. Marginalized programs may continue to receive fi-
nancial backing, but generally are not viewed as offering significant opportunities for education re-
form or enhanced educational opportunities for many students. Marginalization has been a common
fate for many school reforms of the past (Sarason, 1982).

Few innovative school-to-work initiatives have been in existence long enough to determine
whether they will be sustained permanently; most are currently in their start-up phase. Moreover,
few follow-up studies have been done on the small number of programs that pre-date the passage of
the School-to-Work Opportunities Act (STWOA). For these reasons, little previous evidence has
been available on whether school-to-work can be successfully sustained in U.S. schools and work-
places.

A key goal of our effort to re-contact the staffs of the initiatives we visited for the 1994
Home-Grown Lessons report was to gather evidence on whether school-to-work was being sus-
tained in their communities. This section describes what we found.

The significance of these findings must be interpreted in light of the fact that these 16
school-to-work initiatives are not statistically representative of the full range of school-to-work
programs. Unlike some programs, these were started solely at the initiative of local leaders for local
reasons, and they have deep local roots (although several programs, including the Wisconsin youth
apprenticeship sites, also received strong backing and technical assistance from the state). They are
more ambitious than some of the newer school-to-work programs in that they aim for significant
change in schools and workplaces, and they serve heterogeneous mixtures of higher- and lower-
achieving students. In all but a few of the communities, the staff believe that the initiatives are
serving their schools’ central missions; many of them stand squarely at the center of their schools’
restructuring efforts. They were selected to participate in the study that led to MDRC’s 1994 report
in part because they had already been successfully launched; this selection criterion screened out
the many efforts that failed to make it past their planning stage. These 16 initiatives are older than
the post-STWOA initiatives: They began operating between 1982 and 1992, and their median age
(as of fall 1996) is 5 years (mean age, 6.3 years; modal age, 4 years). In all of these respects, the
programs discussed here may differ from the broad range of school-to-work initiatives, and thus
may be more likely to be sustained.

With the important caveat that this is clearly not a statistically representative sample of -
school-to-work initiatives, overall, the experience of the 16 case study programs (summarized in
Table 3.1) demonstrates that it is feasible for innovative school-to-work programs that combine
learning in high school and in the workplace to be sustained as core parts of complex school and
workplace settings. The evidence indicates that this is true for all five of the school-to-work ap
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Table 3.1

Sustaining School-to-Work

Program Name

Start Date

Evidence of Being Sustained

Challenges to Being Sustained

Career Academies

Baltimore finance
academy

Las Angeles
medical magnet

Gakland health
academy

1987

1982

1985

Administrative structure

has expanded to accommodate
additional academies and academy-
like programs,

Recent development of school-
within-a-school with separate
geographic location within school
and designated teaching team.
History of strong and sustained
administrative, program, and
financial support from business
community. :
Has become national, state, and
local education reform model.

New facility being built (expected to
be completed in 1998), which will
allow expansion from 200 1o 1,700
students.

Planned expansion will allow
inclusion of grade % students.
Affiliation with the research
institute at Drew University engages
the students in hands-on activity.
UCLA and Drew faculty were
recruited to be mentors,

Drop-out rate is only 1-2%;

about 95% of graduating

students go on to two- or four-year
colleges.

Academy has reached its optimum
size since there are enough
students to offer three sections of
most academy classes, yet
remains small enough to maintain
a personal level of contact
between teachers and students.
Special activities, articulation
agreements, and personal
relationships with area colleges
wel] developed.

Health academy replicated within
high school and across district as

primary reform strategy district-wide.

District and city (Oakland Works)
have provided funding for academy
teachers and staff to work over the
summer as internship coerdinators.
Duration (program in existence for
over 10 years).

Strong commitment to
academy model may cause
tension between school and
district reformers and finance
academy as school tries to
respond to a state initiative in
education reform.

New effort to incorporate
academic teachers more fully into
schaols-within-a-school

(as yet untested).

Delay in expansion is hurting
recruitment efforts, since ahsence
of grade 9 may be causing
potential students to begin at and
remain enroiled in other high
school options.

Other high schools are not
supportive of recruitment efforts,
which may cause their best
students to leave.

Relies primarily on word of mouth
to penerate applications.

Troubled school and district
environment when the school
was closed five weeks because of
a teacher strike; this also steered
community college professors
away from the program.
Consolidation of health care
facilities and staff tumover among
employer partners.

Lack gf acceptance and
cooperation from school
counselors is recurring issue.
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Table 3.1 (continued, 2 ¢{ 6)

Program Name

Start Date

Evidence of Being Sustained

Challenges to Being Sustained

Socorro health
academy

Occupational-
Academic
Cluster Programs

Central Point

1991

1991

Construction of health academy
wing within high school to
accommodate school-within-a-
school.

District continues to fund extra
staff development and provide
academy resources.

School and district plan to replicate
moadel in other occupational areas.
Strong buy-in from major area
health care employers, despite
changes in student work schedules
{move to year-round school) and
opening of competing programs.
Recognizable location, combined
with academy's growing reputation,
has increased program's visibility
on campus.

Consistent administrative support
in scheduling school-within-a-
school blocked classes and in
creating common prep periods for
teamed teachers.

Increase in potential employer
internship slots under Cregon's
twenty-first century schools
initiative; existing data base of 400
local employers willing to work
with students.

Teachers developed a
communicative relationship with
superintendent, school board,

and community.

Establishment of School-to-Work
Coordinator and Youth Transition
Specialist positions to act as point-
people with employer community.
Established district school-to-work
manager to collaborate with
regional efforts and direct the
district's school-to-work/career
development program in

grades K—-12.

o Slow evolution toward designating

staff time to develop work-based
learning (by reducing teaching load).

« Turnover among teamed academic

teachers.

Anticipated competition for
internship spots as more schools
build up similar programs.

Lack of well-prepared students

for job placements causes

concern for continued support

from employers.

Teacher-driven individual programs
may face challenges due to staff
turnover/retirement.
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Table 3.1 (continued, 3 of 6)

Program Name

Start Date

Evidence of Being Sustained

Challenges to Being Sustained

Dauphin County

Portland

[985

1992

Whole school reform in which
entire staff, faculty, and students
participate.

Cluster structure well institutionalized.

Gained permission from the state to
eliminate Carnegie units and
replace them with performance-
based outcomes.

More employer involvement
facilitated in part by state-led public
relations outreach efforts aimed at
business.

Clearer student entrance routes
established with grade 9 program.
Good post-secondary linkages.
Stable funding base.

Growth each vear has allowed

the program to include additional
grade levels.

Work-based learning opportunities
have increased steadily since
1992-93,

Well-structured learmning objectives
guide program development,
including integration of career
themes into academic subjects and
creation of some career pathway-
specific English courses.

Staff positions designated to
oversee program development and
the creation of work-based leaming
opportunities.

State turned down their grant
request for federal school-to-werk
funds because program i1s much
more advanced than others
seeking funds.

Individual program areas face
challenges in developing work-
based learning-—e¢.g., genting
long-term placements in area
haspitals because of downsizing.

Leader turnover: three principals
have been with the school in the
past five years, and changes in
school-to-work coordinator
position have occurred.

Budget challenges, including an
anticipated cut resulting in the loss
of six to eight teachers.

Mostly traditional school schedule
does not allow enough time to
move students into the community
for significant work-based learning
experiences and back into the
classroom for school-based
learning activities (revised schedule
being proposed for students in
grades 11 and 12).

Teachers lack experience and
preparation in how to integrate
technical and academic curricula,
which inhibits implementation of
school-to-work concepts (limited
background on integrating classes
across subject areas related o
current state lcensure requirements
for teachers).
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Table 3.1 (continued, 4 of 6 )

Program Name

Start Date

Evidence of Being Sustained

Challenges to Being Sustained

Restructured
Vocational
Education

Cambridge
vocational
restructuring

Fort Collins
restructured co-op

Tech Prep Programs

Pickens County

1991

1990

1992

Successful in moving far away from
traditional approach to creating
courses that combine subject

areas and apply content to work.
New grade 10 program.
Innovations in vocational education
are now being discussed for
application school-wide.

Youth apprenticeship program
{now called internships) have

expanded from two programs to four.

Received a federal grant for
vocational and academic integration.
New community service program for
grades T1-12.

Clearly defined district leadership
team and staff oversee program.
More high school students are
being served, and career
education components are being
implemented in elementary and
middle-schoal grades,

Growth in work-based learning:
nearly twice as many studeants are
now placed in work experience
positions,

Strong support for coordinator
positions by individual hast high
schools (program staff supported
by individual school budgets).
Lively local economy, well-prepared
students, good coordination, and
strong comrmunication links
between school and employers.

District efforts consistent with and
supported by state school-to-work
legislation (Pickens County was
model for legislation).

Strong district leadership.

District requirement that all math,
English, and science teachers be
trained in applied teaching methods.
Enrollment at the Career Center

has doubled.

Increase in number and variety of
applied academic courses offered at
all four high schools.

Strong post-secondary partnership
and linkages.

Problems have artsen in

soliciting hospitals and identifying
work-based learning spots.

High school faces possibility of
major funding cutbacks due to the
development of a charter school
starting 1996-97.

Heavy reliance on visionary
leadership team.

Limited resources for teachers in
internship programs.

No formal training for
participating employers.
Expansion in number of students
served is not balanced by the
availability of staff; no clear plan
for addressing increase in

staff needed to serve growth in
numbers of participating students.
No direct links to area colleges.

» Some persistent skepticism from

teachers and parents.
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Table 3.1 (continued, 5 of 6)

Program Name

Start Date

Evidence of Being Sustained

Challenges to Being Sustained

Wayne Township

Youth
Apprenticeship
Programs

Fox Cities

Little Rock

1985

1952

1662

Program funded entirely by district
(no special funds).

Increasing numbers of students and
teachers involved in tech prep.
Knowledge of applied teaching
technigques strongly considered
when making new teacher hires.
Strong support from building
administrators and state consortia,
which provide technical

assistance and training to teachers

(housed within high school building).

Strong employer support and
involvement.

State of Wisconsin has supported
the expansion of youth
apprenticeship through the
development of technical curricula
in new occupational areas.
Strong effort to connect students
to post-secondary options.

Fox Cities Alliance for Education
partnership received a federal
school-to-work Jocal partnership
grant that has helped suppart the
creation of some new efforts
related 1o school-to-work and
youth apprenticeship.

Continued state financial support
and technical assistance.
Continued state funding for
coordinator position to work with
school staff and employer partners.

Loss of funding for program
coordinator position to oversee
teacher teams and the develop-
ment of work-based learning slots.
Underdevelopment of work-based
learning opportunities.

Frequent staff turnover in the part-
time internship coordinator
position.

Cost of the youth apprenticeship
program remains high.

Three-day work/two-day school
schedule and use of community
college campus for academic
classes makes it extremely difficult
tor secondary school teachers to
participate and restricts the course
offerings.

A limited number of students
attracted to the idea of leaving
their school sophomore year

and making a commitment to
technical instruction in one
occupational area.

Insurance program is being dropped
due to difficulty among students in
mastering vigorous curriculum,.

Difficulty in recruiting qualified
students, and low student
enrollment levels within programs
and at vocational center overall.
Resistance from some vocational
teachers fo implement youth
apprenticeship.

Competition from new vocational
course offerings at area high
schools.

Program continues to be viewed
as an add-on to regular vocational
course offerings,

Difficulty in defining core
components and work-based
leaming across different
occupational areas.
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Table 3.1 {(continued, 6 of 6)

Evidence of Being Sustained

Challenges to Being Sustained

Program Name Start Date

Pickens Countv 1992 .
Tulsa 1992 .
West Bend 1992 .

Continuous expansion in number
of students participating and
occupational areas offered.

Good employer support.

Strong post-secondary partnership.
Continued growth in the tech

prep program has concurrently
affected the positive growth of the
youth apprenticeship program.

Strong and sustained employer
partnerships.

Program has demonstrated
flexibility in redesigning itself to
take advantage of tech prep classes
offered in host high schools (to
accommeodate student interest in
remaining in host school) and
dropping back from four to three
years in duration.

New school-to-work initiatives
focused on health, business, and
transportation are now under way,
with additional programs focused .
on international studies and
telecommunication under
development.

Chamber Partrners Inc. was formed
as an umbrella organization to
handle the variety of school-to-
wark programs in Tulsa.

Expansian into finance, insurance,
and manufacturing. Future
expansion anticipated in

drafting and health services
supported by state through the
development of technical curricula.
Program has been expanded to a
county-wide level and has received
federal financial support through
the state.

involved in a county career gnidance
system called "Career Infonet."
Serigraph has hired about 75%

of each graduating class.

Experiencing atirition from program
at the post-secondary level.
Intentional small size in some areas
{limited by availability of jobs) and
increasing staff responsibilities to
create work-based leaming
experience for all students may
make long-term continuation of
smaller programs difficult.

Various occupational areas have
experienced difficulty in retaining
employer partners due to shifting
economic factors.

Program structure makes it difficult
to link work- and school-based
learning beyond technical classes.

Post-secondary component
loosely defined.

Limited expansion in student
participation in metalworking
youth apprenticeship.®
Difficulty in recruiting students
with strong enough basic skills
to master the advanced
vocational curriculum.

Lack of employer work sites limits
prograrm eXpansion in some areas.
Businesses do not typically have
training opportunities in the range
of areas called for by the youth
apprenticeship curriculum;
training requirements may be
preventing businesses from taking
more apprentices.

Insurance program is being dropped
due to difficulty among students in
mastering rigorous curricuium.
Post-secondary links are weak.

SOURCE: MDRC telephone interviews.

NOTES:

* While the original metalworking youth apprenticeship program has not grown appreciably since 1693, it

(and its employer partners) has served as a catalyst to launching muitiple new school-to-work approaches in Tulsa.
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proaches used by the programs we studied, although the experience of the youth apprenticeship ap-
proaches suggests that they may face special challenges in being sustamed.

Our assessment of sustainability is largely based on program staff’s perceptions of their
funding security, consistency of administrative and employer support, role in motivating larger
(school- or district-wide or community efforts), ability to reach growing numbers of students, and
treatment on a par with thewr school’s mandated (legally required) ofterings. Based on staff’s per-
ceptions, at least 12 of the 16 programs appear to be well on their way to being permanently sus-
tained. While the remaining four initiatives are operating well, staff members report that significant
challenges to sustaining the efforts in their current form exist (particularly in the participating
schools’ relationship with the school-to-work programs), rendering their future somewhat uncer-
tain. (The four programs that appear to continue to operate at the margin are Fox Cities, Little
Rock, Tulsa’s youth apprenticeship program n its initial form, and West Bend.) These staff mermn-
bers are fully aware of and are working on the factors that are making it difficult to sustain the ini-
tiatives, and they are hopeful about building secure links to their host schools in the near future. It is
interesting (but is not statistically meaningful) that the four initiatives facing the greatest challenges
to sustaining school-to-work use the youth apprenticeship approach; as we discuss later in this
chapter, their issues may reflect their small size, heavy reliance on “pull-out” school- and work-
based learning activities that have few connections with the participating schools, and relatively
limited efforts to build a base of support among teachers, principals, and other school staff.

Of course, a reform’s sustainability is ultimately measured by its long-term effectiveness in
significantly changing the practices of schools and employers, in maintaining those changes, and in
producing continuous, valued results for large numbers of students. At this time, there is insuffi-
cient evidence to make this assessment for all but a very few school-to-work initiatives: even those
studied for this report lack the decades of experiences needed to answer questions about their per-
manence.

The Operation and Experience of “Sustained” Programs

School-to-work staff told us that virtually all of the hard work to sustain their initiatives was
done at the school and workplace levels. In only a few cases were school district—level staff directly
involved in sustaining these efforts, and state officials had even less to do with these efforts. Staff

members cited the following activities as vital to their efforts to sustain their initiatives:

e tailoring the curriculum and instructional methods to the needs of teachers and
employers;

* getting new nstructional methods established in the school and workplace;

» building linkages with and soliciting support from school and workplace staff
members who do not directly participate in the program; and

¢ building a positive community-wide reputation.
Taken together, these activities can be seen as enabling school-to-work to fit into the local
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school, employer, and community contexts, while at the same time consistently providing innova-
tive and high-quality learming experiences for students.

A Priority on Making Improvements that Complement Established Strengths

According to school-to-work directors, much of their time berween 1993 and 1996 has been
spent on improving the quality of their initiative and responding to perceived quality problems.
They told us that they regularly asscssed the strengths and weaknesses of their core features
(typically school-based learning, work-based learning, connecting activities, and expansion efforts).
Over time, they reallocated their efforts to focus on the areas of weakness. The result, in many
cases, has been a perceived increase in the number of things they do well.

Initiatives that began with strong school-based learning activities typically moved to
strengthen work-based learning activities. A large employer partner of the Oakland health academy,
the Kaiser Permanente health maintenance organization, surveyed the Kaiser employees who
worked with Oakland academy students; the survey’s findings were used to redesign and intensify
the summer internships at Kaiser. The Cambridge restructured vocational education initiative added
job shadowing to a curriculum for tenth grade students that had previously been largely school-
based.

Some initiatives that began with an emphasis on work-based learning have reshaped their
connections with participating schools. The Tulsa metalworking youth apprenticeship’s initial de-
sign relied entirely on the area vocational center and employers for aii academic and vocational in-
struction. (Students’ home high schools played no part in their educational experience after they
became youth apprentices.) This initiative has now formed a partnership with a high school that
will provide the academic instruction for participating students. Now, applied math and science
classes at onc partner high school have become a central part of the program model. Similarly, the
Fox Cities youth apprenticeship program has continued to develop specific English and social
studies courses for vouth apprentices to complement college-level technical math and science
classes,

As was also discussed in Chapter 2, what stands out in these examples is the consistent
theme of refocusing efforts to build the initiative so that the less fully developed components re-
celve maximurn attention. Many initiatives appear to practice a kind of rotation between program
elements, first spending several years developing either the school-based or the work-based com-
ponent until it is functioning well, and then shifting their attention to other key components.

Schools Take the Lead on Efforts to Sustain School-to-Work

Schools and employers have differing incentives and play different roles in sustaining
school-to-work:

e Many school system adminstrators in these 16 communities are very much
aware of the national school-to-work legislation. This is in part because many
school districts receive a significant portion of their most flexible, multi-use
funding from federal Perkins Act grants. and are aware of the availability of (or
also receive) school-to-work funding; it also reflects the prominent role that dis-
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cussions of school reforms have in the world of many school leaders. Thus,
school administrators have strong incentives to pay close attention to school-to-
work, particularly in communities that have been pioneers in this movement.

e Local employers’ incentives are more focused on responding to competitive
pressures and maintaining profitability; while school-to-work is a growing inter-
est of the employer community, it 1s secondary to these concems.

In most school-to-work initiatives, the schools play the dominant role in shaping, expand-
ing, and sustaining the program’s activities — often taking the lead for the work-based learning ac-
tivities and connecting activities, as well as the school-based activities. This was the case for 13 of
the 16 initiatives; the exceptions were the youth apprenticeships in Fox Cities, Tulsa, and West
Bend, whose directors are housed in industry-based groups and/or state-led consortia that are
largely independent of the public schools. In the other 13 initiatives, school-based staff managed
funding issues, took responsibility for identifying work-based learning slots (often with strong sup-
port from participating employers), led the drive for program tmprovement, reached out to commu-
nity leaders and nonparticipating school staff, and led student recruitment and public information
activities.

While employers have rarely been the driving force in sustaining school-to-work, they have
contributed to this process in significant ways: by providing guidance 10 the leadership fearmn on ca-
reer fields that have cnough demand for well-educated new workers to support a school-to-work
initiative; by recruiting other employers to provide work-based learning slots and other kinds of
support; by contributing to and helping to develop school- and work-based curricuia; and by can-
didly identifying school-to-work components that need improvement, for example.

School-to-work staff and their employer partners believe that many (perhaps most) of the
local employers in their areas are unaware of the STWOA, and are only gradually finding out
about the school-to-work activities in their home towns. Such lack of awareness about the prem-
ise and value of work-based leamming may make it difficult te recruit new employer partners
and/or to develop high-quality work-based learning slots. These tasks are also difficult because,
while many education professionals believe their world has been changed by the passage of the
STWOA and by the creation of a home-grown school-to-work initiative, not many employers
share that view — at least for now.

If schooi-to-work is to be sustained, then, it is most likely to happen through leadership
with the schools, at least in the immediately foreseeable future. Whatever the source of the lead-
ership, however, its importance cannot be overstated; and many school staff members have as-
sumed school-to-work leadership roles that are of enormous value to the movement.

Active Administrative Support and a Full-time Position for the School-to-Work
Coordinator are Needed to Sustain School-to-Work

The expenence of these 16 communities indicates that strong leadership and support at two
levels are critical to sustaining school-to-work. Specifically, the active support of the high school
principal and/or district-level sponsor and a full-time position for the coordinator are needed to
sustain school-to-work over time. Administrative leadership is essential to addressing the schedul-
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ing issues that continue to challenge efforts to create block schedules (that is, reconfiguring the
school day to allow for longer class periods in which activities like project work, field trips, work-
based learning, and speaker presentations can take place), schools-within-schools, interdisciplinary
courses, and time for students to participate in work-based learning. Only building or district ad-
ministrators are typically in a position to establish scheduling priorities that will consistently sup-
port school-to-work in its various dimensions and activities. Without such support, school-to-work
can end up operating at a less intensive level, offering scaled-down work-based learning opportuni-
ties and creating minimal curriculum innovations despite the best-laid plans. Administrative leader-
ship is also central to creating curriculum innovations since administrators’ approval and support
are needed before teachers can develop new courses and blend courses across the disciplines to
teach academic and work-related skills in nontraditional ways. For example, the Portland cluster
initiative has experienced many of the challenges resulting from the absence of consistent adminis-
trative leadership. The school has had three principals during the last five years. While all of the
principals were generally supportive of the school-wide school-to-work reforms, they did not have
sufficient time to fully understand the initiative or how their leadership could address scheduling
issues and push for additiona! curriculum mnovation.

Most of the 16 initiatives have continued to devote resources to support a full-time {or
nearly full-time) coordinator, in recognition of the crucial role played by these staff members. (The
role of school-to-work coordinators, particularly in relation to developing and maintaining em-
ployer partnerships, is discussed further in Chapters 4 and 5.) This use of resources has been made
relatively easy by the availability of funds from the STWOA and other “soft money™ sources; al-
most all of the initiatives received these funds either through their state’s allocation or directly from
the National School-to-Work Opportunities Office’s grants. Once these resources are no longer
available, school districts are likely to be tempted to reduce funding for the coordination function
these staff members perform. However, cutting back on funding for coordination positions would
be short-sighted, particularly as programs are trying to expand. The initiatives’ experiences clearly
demonstrate that school-to-work cannot be sustained through the efforts of teachers who have a full
teaching load. Initiatives that lack a full-time coordinator will undoubtedly have great difficulty in
sustaining themselves and moving ahead.

Sustaining School-to-Work in the Workplace

Much less is known about the extent to which school-to-work is being sustained as a key
part of workplace life in the 16 communities. Since some initiatives serve relatively small numbers
of students, and many participating employers provide work-based learning experiences for only
one or two students at a time, the extent of workplace transformation is presumably very limited.
However, many of the employers whom we interviewed expressed a strong commitment to school-
to-work and emphasized the benefits that their staff members receive when they participate. Qver-
all, it is fair to say that whether school-to-work will be sustained in workplaces remains an open
question.

Ownership

A central theme of school-to-work’s experiences in these 16 communities is the need for
broad support from the participating school, participating workplaces, and the community as a
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whole. Reports from staff members pointed to an important distinction between intiatives that are
perceived to be “owned” by the school and the community as a whole, versus those that are per-
ceived to be “owned” only by the program’s participating teachers, students, and employers. Own-
ership of an innovation exists when knowledge of and support for it is widely shared; when a broad
consensus unites the innovation’s mission with the goals and practices of schools, employers, and
the community; and when a substantial number of people representing a cross-section of schools,
employers, and the community are involved in the innovation. While ownership is not a prerequi-
site for sustaining school-to-work, the link between them seems to be very real in approximately
half of the 16 programs discussed here.

Staff members said that seven initiatives — the Baltimore, Los Angeles, and Qakland aca-
demies; the Dauphin County and Portland cluster programs; the Fort Collins restructured vocational
education program; and the Pickens County tech prep program — are perceived as being owned by
the whole school, by the employers, and by the community. Four more are perceived as leaning 1n
the direction of broad ownership, but aren’t quite there yet (the Socorro academy, the Central Point
cluster initiative, the Cambridge restructured vocational education initiative, and the Wayne Town-
ship tech prep program).

[nitiatives that are seen as being owned by their whole school, employers, and the commu-
nity can draw on a wide reservoir of support when problems occur, and they have excellent oppor-
tunities to attract students from all parts of the community and from many differing backgrounds.
Their students run little risk of being stigmatized because of their participation tn school-to-work;
they are 1n the mainstream of community life, as are their teachers and families. Turnovers among
school offtcials are unlikely to undermine the strong support that these initiatives have achieved.

The five youth apprenticeship programs are not yet perceived as having broad ownership.
While these programs typically have strong employer buy-in and support, they have only partial
support from their participating schools. The small size of these efforts is a key barrier to achieving
a broad sense of program ownership. An initiative that serves as few as 30-50 students faces con-
siderable difficulty in persuading many ‘“‘mainstream” teachers, students, and familes that it is di-
rectly relevant to them and their lives. As noted in Chapter 2. “pull-out” initiatives also encounter
sustainability problems, in part because they face more difficulties creating broad ownership. The
teachers and staff of the participating high schools have few opportunities to work with these pro-
grams’ students; moreover, many students decide not to enroll in these programs because they do
not want to leave their high school friends and teachers behind.

Initiatives that have not achieved broad ownership seem to face a greater risk of becoming
marginalized, and perhaps of shrinking or disappearing once their grant funding is used up or if
there 1s tumover among school officials. In a competition for scarce resources and administrative
support, they may not have enough allics to prevail. A challenging question for the leaders of these
efforts is: How can school-wide and community-wide support for school-to-work be built?

Conflicts Over Ownership Hold Special Dangers
School-to-work staff cited occasions when schedulers, counselors, and administrators made

decisions that interfered with or damaged the program. Scheduling, in particular, remains a para-
mount issue that affects program institutionalization and growth. When valued school-to-work
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teachers are scheduled to teach classes unrelated to school-to-work, and when students participating
in school-to-work receive class schedules that omit crucial classes (either school-to-work classes, or
advanced classes they need to prepare for college) or that interfere with their work-based learning
activities, the whole effort is jeopardized. Many readers may view scheduling as merely a small
administrative issue that can be easily resolved with a few authoritative decisions, but that is most
certainly not the case. Scheduling issues are driven by deeply rooted factors: years of precedents,
collective bargaining agreements on staffing rules, competing priorities held by many factions
within a high school, and state and district rules on required courses, graduation requirements, and
seat time in required courses. These issues are persistent ones that require continuing and vigorous
top-level attention. The unhappy history of scheduling disputes points to a broader lesson: When
school staff who do not support school-to-work are in positions that give them control of key
school-to-work features, school-to-work is unlikely to be sustained.

The Evolution of School-Based Activities

Many of the initiatives in this study were launched with a strong emphasis on creating dis-
tinctive school-based activities, as our 1994 report showed. Since then, school-based activities have
continued to evolve and to face the challenges of changing long-established patterns of schooling.
Our update interviews with school staff provided information on the strategies they have used to
improve their school-based activities.

If the school-to-work movement is to succeed, it must change the daily work that teachers
and students do n classrooms, to create school experiences that have substantially more educational
value than 1s true of present practices in most high schools. The 16 initiatives used five major ap-
proaches to shape school-to-work in the classroom, as MDRC’s 1994 report found: (1) changing
the curriculum of academic courses; (2) changing pedagogy (teaching and learning methods); (3)
creating career exploration and work-readiness instruction; (4) changing and expanding occupa-
tional training; and (5) creating new student support structures.

In the years since 1992-93, the 16 initiatives we studied have continued to use the innova-
tive classroom approaches with which they began their work. Thus, their school-based changes ap-
pear to be sustained over time. In our telephone update interviews, we focused on the evolving
school-based activities that affect teachers and other staff members; in the absence of direct obser-
vation of classrooms, it is easier to obtain valid information about staff activities than about
changes in students’ daily experiences. Staff members’ reports pointed to two consistent patterns:

» First, the methods of classroom innovation have remained essentially the same
in all but one of the initiatives;' the main curricular, pedagogical, and occupa-
tion-related changes that affect teachers are intact.

¢ Second, the school leaders and staff of many school-to-work initiatives regularly
assess how their classroom activities need to be strengthened and how the
needed changes can best be implemented. They have found great value in taking
strong measures to determine how they need to change in order to serve their

"The single exception is the Tulsa vouth apprenticeship program, which initially provided students’ academic
courses at the Tulsa Technical College instead of at the students’ home high schools. This has now changed.
Students take acadermc courses at thewr home high schools. and travel to Tulsa Tech for vocational training courses.
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students better and to improve their relationships with their host school and em-
ployer partners.

This shift to increased monitoring of school-based activities’ strengths and weaknesses, with
greater attention to remedying the weaknesses — particularly through sustained professional devel-
opment opportunities for staff — emerges as a significant lesson from the initiatives.

Monitoring Curriculum and Pedagogy

Staff members in several initiatives told us that once school-to-work was launched in their
school, they came to understand the need to reassess regularly the curriculum and their teachers’
movement (or lack of it) toward using new instructional methods, in order to make sure that the
initiative meets high standards.

Several initiatives participated in structured assessments of their work. The Baltimore fi-
nance academy’s employer governing board examined its school-based activities, identified several
key areas for improvement, and created board subcommittees to work with the program director on
implementing the needed changes. The changes were major: Academic teachers have been desig-
nated to do all of their teaching in the academy, making them full and accountable members of the
program’s school-within-a-school, and the academy’s teachers will meet each Thursday afternoon
for a half-day academy planning effort. These changes aim to raise the program’s academic stan-
dards. The Tulsa youth apprenticeship’s employers worked together to design the curnculum for
students’ post—grade 12 year. The Los Angeles health academy worked with the California Well-
ness Foundation to assess the academic content of the program’s work-based leaming activities (in
which students work on academic assignments from their teachers during work-based activities);
the result was to increase the proportion of work-based activities that are located in research set-
tings, where the academic benefits were found to be consistently greater.

Increased school-wide use of hands-on pedagogy has been a goal of Dauphin County’s
cluster initiative. The school schedule was changed from 45-minute class periods to 75-minute pe-
riods to enable teachers to use a wider range of instructional methods, including group work, coop-
erative learning, and independent work. Pickens County’s tech prep initiative was aided by a simi-
lar switch to 90-minute classes, which were designed to allow for more activity- and project-based
teaching. Oakland’s health academy has started a Health Education Center and school-based clinic;
its students serve as peer health educators and clinic staff in this new school-based enterprise.

Staff members’ reports make it clear that it is much easier to change curriculum than to
make changes in the instructional methods that teachers use every day. In particular, the challenge
of Integrating instruction across disciplines has proved to be a formidable one that requires con-
tinuing and vigorous effort. The Cambridge restructured vocational initiative’s staff worked very
hard on a lengthy planning process to design the grade 10 classroom activities. In addition, Cam-
bridge’s teachers created a new half-day course, “Community Problem Solving,” in which language
arts, social studies, technical instruction, and community service are combined to address a single
community issue identified by the class. Cambridge has also increased the number of academic
teachers in the program, selecting teachers who want to participate in curriculum integration. We
were told by other school-to-work heads that it is difficult to create a curriculum that blends disci-
plines and merges academics with occupation-related instruction, since this requires teachers to
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move away from traditional course designs, scheduling, and classroom practices. Many programs
and teachers are reluctant to do this; their classrooms generally make few changes in students’ ex-
periences. Staff also noted that teacher certification issues (especially in the sciences, where teach-
ers are often certified to teach only a single field, such as biology) can impede curriculum integra-
tion efforts, because each course’s title is seen as determining the type of certification that its
teacher must possess.

The consistent lesson from the 16 sites is that ongoing, continuous, and candid assessments
of their initiative’s strengths and weaknesses are necessary to keep it moving forward. When teach-
ers, directors, and employers collaborate to identify needed improvements and then implement
them, the isolation that often prevents individual teachers from upgrading their instruction is re-
placed by shared support for change. And while instructional change is extremely difficult and
takes a long time to be realized, the successes of a few programs show that pedagogical change is
attainable.

Building New Professional Development Opportunities for Teachers

The extensive use of innovative forms of professional development for teachers was a cen-
tral finding of Home-Grown Lessons (Pauly, Kopp, and Hatmson, 1994). Support for teachers’
learning and collaboration is a necessary precursor to instructional change, according to several
school-to-work heads. When teachers work together on improving their instruction, researchers
point out, the results include greater professionalism, higher standards, increased use of innovative
pedagogy, and new kinds of teacher-student relationships (McLaughlin and Talbert, 1993). While
many of these activities were reported in MDRC’s 1994 study, several innovations since then are
notable.

In Dauphin County’s cluster initiative, academic and vocational teachers are paired together
to visit workplaces, meet with employers, and assess the match between employers’ needs and the
program’s curriculum and instruction. Portland’s cluster initiative has a staff member who serves as
a liaison with employer partners and develops job shadowing opportunities for students; recently,
teachers have joined him during his daily tasks to learn how to develop job shadowing slots for stu-
dents in their cluster. In Pickens County, the local Partnership for Academic and Career Education
(PACE) consortium now designs and conducts career exploration workshops that bring together
teachers, parents, and students.

Tension between academic and vocational thinking remains in some schools; staff members
in Portland’s cluster initiative note that because they rely on consensus decision-making by the
teachers in each cluster, some clusters have moved slowly to consider possible changes in the aca-
demic curriculum. While new occupation-related courses have been created in each of Portland’s
clusters, many of the other courses are relatively untouched by school-to-work and its themes —
and instructional change has been limited.

Professional development for teachers is often regarded as a start-up activity for new initia-
tives that must “convert” teachers to new kinds of educational approaches. Staff members report
that ongoing professional development is vital, too — to meet the needs of teachers who are new to
school-to-work, and to avoid the kind of professional isolation that has undermined the quality of
much traditional instruction. The pressures that cause many teachers to rely on textbooks, lecturing,
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seatwork, and multiple-choice tests do not vanish in school-to-work. To combat them, professional
collaboration and shared program-improvement efforts among teachers appear to be a necessary
part of school-to-work’s evolving school-based activities.

Convergence?

Suggestive evidence exists that some commonly used activities may contribute to students’
school experiences. In a wide range of school-to-work initratives:

o The use of a school-within-a-school structure has been sustained in all of the
mitiatives that initially chose this structure, and several initiatives have taken
steps to strengthen their schools-within-a-school.

e The creation of a clear school-to-work tdentity was seen as valuable by leaders
of all 16 efforts, When teachers and students know they are part of distinctive
school and workplace experiences, they appear to become more engaged in
school-to-work.

o Staff members underscored the benefits of building new teacher-student rela-
tionships in school-to-work, with teachers following up when students are ab-
sent from school, working closely with other teachers when a student falls be-
hind, and (more positively) building on the special strengths of each student in
identifying appropriate work-based learning experiences and preparing for the
college admissions process. Because teachers and students in school-to-work
tend to work together closely for several years, they have an unusually large
number of opportunities to build on their relationships and take advantage of
their shared interests.

Home-Grown Lessons found that the various school-to-work models tend, in practice, to
overlap and to use many of the same design features (Pauly, Kopp, and Haimson, 1994). As school-
to-work initiatives mature, they may retain the features that offer strong support to teachers and
students in their day-to-day classroom experiences, while other features may dissipate. The features
discussed above appear to be among those that are seen by staff members as particularly supportive.

Conclusion

Home-Grown Lessons highlighted the benefits that school-to-work has gained from having
a clearly defined identity (achieved by providing students with experiences in a school-within-a-
school, regular weekly seminars to share work-based learning experiences, and distinctive, adult-
like assignments). Initiatives that established a clear identity were generally able to build a positive
reputation, as well — thereby facilitating student recruitment, attracting adult support, and achiev-
ing institutionalization. Overall, this report’s evidence on the evolution of the pioneering initiatives
toward sustainability provides encouragement for policymakers, educators, employers, and com-
munity leaders who see school-to-work as a significant part of their efforts to improve young peo-
ple’s success in school and preparation for post-secondary education, training, and rewarding ca-
reers. It is clear that many of the 16 initiatives have made fundamental changes in the daily
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classroom experiences of their students and teachers. Aggressive monitoring of curriculum and
pedagogy, combined with effective implementation of needed improvements, vigorous professional
development for teachers, and opportunities for professional collaboration and support, can enable
school-to-work to sustain educational changes and avoid marginalization.



Chapter 4

Sustaining and Expanding Employer Involvement

This chapter chronicles the expansion of employer involvement in the school-to-work ini-
tiatives across the 16 programs studied, including employers’ tasks, accomplishments, and chal-
lenges, and examines how employer roles have evolved since 1992-93. The principal conclusions
regarding these employers’ contributions to school-to-work are:

e Across all 16 sites, most early employer partners are still participating, more
employers have been successfully recruited, and many employers are increasing
the range of work-related activities they provide.

¢ Most employers, while willing to participate in a wide range of school-to-work
activities, still tend to provide work experience for just a few students, rather
than support a number of slots commensurate with the size of their organization
(for large employers). This limitation has not hampered program growth, how-
ever, since most sites have engaged many more employer partners than they
started with,

* A large investment of school staff time, particularly in recruiting more employer
partners and maintaining these relationships, has been required to support em-
ployer involvement.

e The sustained involvement by many original empioyer partners suggests that
benefits gained by employers through school-to-work partnerships continue to
accrue over time.

Within the emerging school-to-work system, employers are asked to become active and
sustaining partners with schools by supporting new learning opportunities for students, particularly
at the workplace. In fact, the ability of school-to-work to grow 1in scale depends largely on employ-
ers’ ability to provide work-based learning positions for large numbers of students. Clearly, the em-
ployers who have joined with the 16 case study sites featured here have met this challenge. At each
of the 16 sites, students are now experiencing workplace learning (three sites had not yet imple-
mented workplace learning when they were first studied during the 1992-93 school year);, work-
based learning opportunities are being offered to a greater number of students than was the case in
1993; employers have continued to contribute to school-to-work in a wide variety of ways; and
more employers have now joined with schools and community groups in efforts to develop school-
to-work systems.

To answer the first-order question — “Are employers participating?” — we present the cur-
rent scale of employer involvement at each site (see Table 4.1). This first section offers lessons
from the 16 sites on how to recruit additional employers to participate in established programs. The
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next section explores limits to employer involvement experienced by the case study sites, including
factors that constrain the number of work experience slots individual emplovers can provide, and
reasons for turnover among employer partners. In the third section, examples of how employer in-
volvement has changed in response to program growth and evolution are offered, including com-
mon employer contributions that go beyond providing work-based learning epportunities. Finally,
the benefits to participation experienced by veteran employer partners are summarized. Chapter 5
continues this exploration of employers’ contributions by looking at changes in students’ workplace
experiences and efforts to connect school with work.

More Employers Are Participating

Across all 16 sites, most early employer partners are still participating, new employers have
been successfully recruited, and many employers are increasing the range of work-related and other
activities (giving presentations, mentoring) they provide. Although many employers contribute in
muitiple ways to the school-to-work initiatives, the provision of work-based learning opportunities
for students in the workplace remains their key role. Yet, at most sites, individual employer partners
do not seem to be providing significantly more work-based learning slots. Many individual em-
ployers are able to host only a few (up to four) students at a ttme at the worksite, although some
employers provide workplace experience opportunities to more than four students. Large empioy-
ers, 1n particular, do not appear to be routinely providing proportionately more work-based learning
positions than are small employers. In addition, although most employers have sustained their
commitment to school-to-work since 1993, some programs have experienced turnover among em-
ployer partners. Thus, as programs enroll more students, more employer partners are needed.

The experience of the 16 case study sites, however, does not suggest that a lack of available
worksites has systematically limited program growth. Most programs have compensated for the
fact that many employers may accept only a few students by engaging many more employers, and
school staff have developed effective ways of working with large numbers of individual employer
partners.

While Table 4.1 shows expanded employer involvement across sites, the following pro-
grams have notably increased the number of employers actively involved:

s In preparation for Oregon’s 21st Century Schools initiative (which requires a
community’s high schools to work together to ensure that all students participate
in some type of work experience), the Central Point cluster program (Crater
High School) has created a data base of over 400 employers who are interested
in hosting student interns. Qver 200 Crater High School students are placed in
internships throughout the school year,

* Smncc 1993, Portland’s cluster program, Roosevelt Renaissance 2000 (also
known as RR20(10), has recruited nearly 300 employer partners lo provide
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nearly 700 job-shadowing opportunities for students in grades 9 and 10, and
nearly 300 internship experiences for students in grades 11 and 12.

« In an effort to offer some work-based learning experience to all students en-
rolled in tech prep courses, Pickens County has mobilized area employers to
provide expanded job shadowing, service [eaming, mentoring, summer intern-
ships, and cooperative education opportunities for students. (See Chapter 5 for
an explanation of these activities.)

e Wisconsin youth apprenticeship programs in Fox Cities and West Bend have
engaged a significant number of new employer partners, which has enabled each
program to expand into four new occupational areas.

e Tulsa’s Chamber of Commerce has successfully engaged employers across a
range of occupational areas in developing new school-fo-work initiatives in
health, business, international studies, transportation, and telecommunications,
as well as recruiting several ncw employers to participate in its otiginal youth
apprenticeship program, Craftsmanship 2000 (C2000).

Some case study sites have been able to recruit more employers to provide internships than
there are students to fill such slots. Rather than lose potential intemship placements, program siaff
establish a relationship with interested employers, find other ways for employers to become in-
volved with school-to-work (for example, giving classroom presentations, mentoring), and main-
tain a list of potential placements. This allows schools to be more selective in placing students in
internships that closely match their occupational interests, and may give employers a break from
intensive participation for a semester or school year. Engaging more employers may also reduce the
risk of severe set-backs if one or more employcrs drops out.

Program Staff Are Needed to Work with Employers

The expansion in employer invoivement has happened mostly through a large investment of
school-to-work programs’ staff time. While employers are certainly willing partners who make
substantial contributions to school-to-work, school staff typically play a dominant role in shaping
work-based leamning activities (employer involvement in Tulsa, West Bend, and Fox Cities is an
exception). Adding employer partners and placing more students in the workplace requires an in-
tensive employer recruitment effort, fellowed by more coordination and monitoring by school staff.
When programs expand into new occupational arcas, school staff ofien must gain substantive
knowledge about a new industry, develop new work-based Icarning tools, and engage new employ-
ers in the process of program development and start-up.

All of the case study sites have created staff positions to work largely, if not exclusively,
with employers. Several sites had designated full- or part-time positions by 1992-93, six sites have
created new positions since 1993, and other sites have reduced some teachers’ loads to give them
time to work with emplovers (Qakland, Socorro). Staff in these positions are mostly school-based
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(although several are housed within intermediary groups, such as area chambers of commerce and
business or trade associations) and have primary responsibility for recruiting employers; for coordi-
nating employer contacts with the school, teachers, and students; for engaging teachers in the proc-
ess by training them to create work-based learning opportunities and helping them to incorporate
students’ work experience into classroom learning; and for monitoring student placements directly
or through teachers. Employers at several of the case study sites complimented schools on the crea-
tion of such positions, saying that having a consistent, available school contact (whom they could
more easily reach by telephone than a classroom teacher) facilitated their participation in school-to-
work. Conversely, sites like Wayne Township that have allocated very modest amounts of staff
time to work with employers, or that have experienced turnover in this position, seem to have made

less progress in developing employer partnerships.
Employer Recruitment Strategies

The success of the case study sites in engaging large numbers of employers in their pro-
grams sheds light on how to recruit employers into established programs. Examples of fruitful em-
ployer recruitment strategies implemented by staff at the case study sites include:

¢ building an excellent track record of providing high-quality, well-prepared stu-
dents and good coordination based on strong communicaton links between
schools and employers (Fort Collins);

e keeping meticulous records of all work-related activities -— including students’
career exploration exercises — and employer contacts generated by students,
parents, and teachers; and periodically recontacting employers to confirm inter-
est (Central Point);

* building on existing partnerships by asking established employer partners to re-
cruit colleagues; following up quickly after employers make the initial introduc-
tion (Baltimore);

¢ beginning by asking employers {o participate at low levels - for example, by
hosting job-shadowing visits by small groups of students (Portland, Baltimore),
working with only one student, or offering a half-time position initially (West
Bend, Oakland);

¢ based on the belief that economic considerations motivate long-term participa-
tion (although employers may initially express interest in school-to-work out of
a sensc of community service), targeting employers who are experiencing
growth or who employ an aging work force, and thus need to hire skilled work-
ers {Tulsa, Fox Cities);

* as programs grow and new initiatives that share the same employer base come
on lne, consideration of developing a collaborative organization, or using an
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existing intermediary, to manage employer recruitment so as to minimize over-
lap and avoid making compeiing requests of employers (Baltimore, West Bend,
Tulsa);

e codifying expectations around employer participation through memoranda of
understanding (Los Angeles), to help minimize possible disruption caused by
turnover among employer staff and to maintain high levels of employer activity;

e building on state and federal school-to-work public relations campatgns when
trying to cngage employers in local program activities (Dauphin County).

The experience of the 16 case study sites does not suggest the use of wage subsidies or tax
credits as incentives to Increase or maintain emplover participation. Tn 1993, two sites (Socorro and
Oakland) used wage subsidies (through Job Training Partnership Act {JTPA] funding and local tax
revenues) to help pay student wages as an incentive for local health care providers to offer work-
based leaming opportunities to students. Now, Socorro no longer receives JTPA funding for this
purpose, and Oakland has reduced its dependence on the Mayor’s Summer Youth Employment
Program as more health care providers are paying students directly for summer intemships and
work during the school year (although some Academy students are still hired and paid through the
Summer Youth Program). It is difficult, however, to generalize about financial incentives given
their limited application at the case study sites. Similarly, the limited experience of the case study
sites in working with unions makes it difficult to infer how union involvement may affect employer
participation in school-to-work, However, we do know that one site (Fox Cities) — which experi-
enced difficulty placing youth apprentices in a unionized workplace —- decided not to target em-
ployers with strong unions when they expanded into new occupational arcas.

Once employers are participating in school-to-work, school staff continue to monitor them
closely, making themselves available to deal with issues that may arise concerning students at the
workplace, to provide additional information, and to answer employers” questions. Further sugges-
tions from the case study sites on sustaining employer involvement and reducing burn-out include:

o Stay abreast of industry shifts and economic changes that could affect individual
employer participation, and try {0 adjust program demands accordingly
(Oakland, Baltimore).

» Cuitivate a sense of program ownership among business partners by including
employers in program accomplishments and awards, and provide opportunities
for employers to interact with students outside of the workplace (Socorro, Oak-
land).

* Minimize meeting time and. when possible, plan meetings to accommodate em-
ployers’ schedules or to piggy-back on program events that might interest em-
ployers (Oakland). Save employers’ time by delegating consideration of specific
program issues to subcommittees (Baltimore).
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Factors That May Limit Employer Participation

Although employer participation has generally not slowed program growth, a few excep-
tions suggest that there are particular situations where a lack of worksites may limit program
growth. For example, while the experience of the case study sites clearly suggests that expansion
into new occupational arcas is feasible, this type of growth has presented challenges and high-
lighted locally specific issues for some sites. In some sites, expansion into new occupational areas
has been delayed because of the difficulty of finding employers who would provide work-based
learning opportunities in those areas. Pickens County, for instance, slowed the expansion of its
youth apprenticeship program into graphic communications, while West Bend is planning to drop
its youth apprenticeship in insurance since the program did not mesh with employers’ needs for
future employees. (Insurance companies tend to seek college graduates for new hires.)

While it does not appear that, in general, limits on the number of students with whom indi-
vidual employers can work have constrained program growth, 1t 1s important to understand why
such limits exist. Qur interviews with employers and program staff suggested a vanety of factors
that ofien prevent employers from working with large numbers of students, including;

* Employer staff time commitments. Hours of worksite staff time are required
to facilitate student learning and teach the competencies specified in training
plans. Intensive program requirements, such as measuring and checking student
achievement in a range of highly specific occupational competencies (as is the
case in many youth apprenticeship programs, including those in West Bend and
Fox Cities), may require more staff ttme than employers are willing or able to
devote. Even the less intense work-based learning components require signifi-
cant staff time to work with students to make workplace experiences tmeaning-
ful. In addition, many firms make several employees available to each student at
work, through supervisory and mentoring services, and these activities consume
valuable staff time.

e Multi-year commitments. Multi-year employment commitments to individual
students mean that slots do not turn over as quickly in some programs, such as
Tulsa’s C2000 and Pickens County youth apprenticeship programs, as in others.

¢ Student salaries. High expectations for student salaries may reduce employers’
willingness to work with students. Some employers in Pickens County have
been unable to commit to paying students since competition for skilled workers
and low employment rates may force employers to pay students an average of
$10 an hour, or up to $15,000 a year plus overtimc and benef(its. Tulsa has con-
tinued to ratchet down its youth apprenticeship wage structure in response to
employers’ cost concerns.’

'Although student pay was not a key interview topic, it appears that most students at the case study sites are paid an
hourly salary ranging from the minimum wage (34.75) up to $10. Moreover, inttatives that sel high goals for student
salaries may have difficulty convincing some employers to participate.
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e Employer size and work-force needs. Large employers seem to be able to ac-
commodate more students who are often spread across several different depart-
ments, whereas small employers may face physical space and staffing con-
straints. Yet, in proportion to the overall size of their work force, many large
employers are not accepting as many students as are small employers.

Turnover Among Employer Partners

While the sites have generally maintained productive relationships with most of their em-
ployer partners over time, almost all sites experience some turnover — either when individual em-
ployees who were closely involved with the school-to-work initiative left, or when an entire organi-
zation withdrew support for the initiative. In general, the experience of the 16 case study sites
suggests that employers leave the partnership for external reasons, not because they are dissatisfied
with student workers or school staff. Health and finance, both popular occupational foci for school-
to-work programs, have been rocked by economic changes since 1993 that have in some cases af-
fected school-to-work partnerships and individual sites’ ability to expand into these areas. For ex-
ample, as part of the health care reform movement, several health care providers aligned with the
QOakland Health Academy have merged, and in some cases reduced the number of student work-
experience positions offered. School-to-work programs focused on health careers often face the
added challenge of competition for work-experience positions from older, more educated students
enrolled in allied health and medical school programs. In the finance area, a number of banks part-
nered with the case study sites (particularly in Baltimore and West Bend) have merged, and finan-
cial institutions associated with other sites have experienced downsizing.

Turnover among employer partners has contributed to the need to recruit more employer
partners and to continually monttor and at times reaffirm relationships with existing partners. While
the task of recruiting new employer partners often fails on school staff, employers who are fully
committed to school-to-work company-wide are more likely to find replacements to work with stu-
dents when individual employees who were involved in the program leave their organization. In
some instances, programs have benefited by mergers and staff transfers when school staff are able
to maintain their personal relationship with employees who become affiliated with new institutions,
which can offer new workplace experiences to students. In general, low turnover and employer sta-
bility in the 16 programs reflect excellent employer relations developed by school staff and careful
attention to employer needs.

Employer Involvement May Change as Programs Evolve

The experience of the 16 case study sites suggests that, while employers as a whole remain
involved tn many of the same activities in which they participated at start-up (for example, provid-
ing program oversight, workplace experiences for students, input on curriculum, and help recruiting
other employers), individual employers tend to participate in more varied ways over time. It may be
that, over time, both school and employer needs become more clearly defined, and schools and em-
ployers become more comfortable communicating these needs to each other as partnerships mature.
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For example, school staff in many sites continue to emphasize sensitivity to employer needs by
carefully screening students before they enter a work placement, quickly removing students who
experience difficulty on the job so0 as not to jeopardize employer relations, and, in general, making
judicious choices about how much time and effort employers are asked to contribute. Yet, at the
same time, most sites have become more comfortable presenting employers with clear expectations
of what is vequired of work-based learning positions. In most cases, school staff have approached
employers about mcreasing both the range of opportunities offered to students and teachers and the

imensity of established intermship or youth apprenticeship positions.

Across the 16 case study sttes, employers appear to have both remained active participants
in the original school-to-work initiatives and have often become part of expansion efforts or other
school reform efforts. We found that, over time, employer input may shift from intensive oversight
{as may be required to start a new initiative) to more targeted input on specific program enhance-
ments, including improvements to school-based leaming. At the same time, many employers offer
more opportunities for workplace experience to students and teachers (as is further described in
Chapter 5). The following examples illustrate the potential evolution of employer involvement:

» Several sites are moving away from frequent general-purpose advisory meetings
with employers, and are reducing employers’ general oversight function as pro-
grams mature. However, groups of employers (who may or may not have been
part of eoriginal advisory boards) seem to form frequently to work with school
staff on the continued development of specific program areas (for example, es-
tablishing a heaith clinic in Oakland, or strengthening the school-within-in-a-
school in Baltimore). That is, as the demand for general oversight decreases, the
advisory role may become more specialized, because employers are able to fo-
cus on individual program areas.

¢ In some cases, the same employer may provide several different types of work-
piace experiences to students and teachers — for example, by hosting job shad-
owing for students in the ninth and tenth grades, internships for upperclass stu-
dents, and summmner externship opportunities for teachers.

e In a number of places, employers have become more engaged in school-based
learming, by making visits to schools, meeting with occupational teachers, and
responding to requests from teachers for workplace examples that can be taught
in classrooms (Dauphin County, Wayne Township, Central Point, Oakland,
Pickens County).

» Employers who helped to start the original 16 programs are now involved in
launching new initiatives, particularly by serving on oversight committees that
guide program expansion into new occupational areas (Baltimore, Tulsa).
Moreover, as was true in many of the oniginal case study sites, employer interest
and participation is a determinant of expansion into new occupational areas
{Little Rock).
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s In some places, employers are participating in larger discussions of school and
district reform.

As more employers become interested in school-to-work, it makes sense for schools to de-
velop more and varied employer activities, since all employers may not be willing or able to par-
ticipate in the same way.

Participating Employers Continue to Gain Benefits
from School-to-Work Partrnerships

Sustained involvement by many employers with the 16 programs studied suggests that
benefits gained through school-to-work partnerships are not onc-time occurrences, but rather con-
tinue to accrue over time. n fact, it appears that the longer employers are involved, the greater thetr
ability to see bencfits to students and within their own workplaces increases. Employers imnter-
viewed voiced a range of benefits they received through participation, some that were experienced
in 1992-93 and others that are new:

s Team-building. When diverse departments or corporate divisions collaborate
on school-to-work, they gain a better understanding of their company’s organ-
izational structure, and networking among employees is promoted. This benefit
buiids over time as more departments and employees become involved
(Oaktand, Cambnidge).

¢ Growth opportunities for regular employees. Working with students chal-
lenges worksite mentors. particularly employees in line positions that offer lim-
ited creativity or management responsibility (Cambndge, Central Point). Simi-
larly, the energy and motivation of student workers can have a competitive
effect on the current work force, encouraging employees to pursue additional
training (Tulsa).

¢ Computer skills. Several employers commented that they were able to make
use of students’ computer skills, which are often more up-to-date than those of
employees (Central Point, Cambridge, Baltimore).

+ Empioyee recruitment and training. School-to-work has proved to be a good
source of reliable workers and potential employees, and has provided a way to
preview and train future employees in-house (Wayne Township, Tulsa, West
Bend).

e Social benefits. Employers continued to cite social benefits and the desire to
contribute to their comrmumty, particularly when teaching students at work rein-
forces the corporate philosophy (Cambridge, Harvard University; Oakland,
hcalth mainienance organizations and other health care providers).
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Conclusion

To an extent not foreseeable in 1993, employer participation with the 16 case study sites has
expanded markedly. Not only have many employers remained involved, but many more employers
are working with students and teachers across most of the case study sites. It is notable that this ex-
pansion has mostly happened through a large investment of program staff time in recruiting new
employers, maintaining relattonships with these partners, and developing several ways for employ-
ers to become involved in school-to-work. Finally, the employers associated with the 16 case study
sites have demonstrated that sustained commitment to a range of activities is possible, and that em-
ployers can continue to benefit from their association with school-to-work.
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Chapter 5

Building Work-Based Learning and Connecting Activities

This chapter describes the evolution of work-based leaming since 1993 at the case study
sites, the challenges to sustaining valuable work-based leaming opportunities, and the responses
employers and school staff have devised to meet these challenges. The programs’ ongoing efforts to
link schoo! and work through *‘connecting” activities are summarized as well. Principal findings
about work-based learning and cornecting activities suggested by the case study sites include the
following:

e Strong work-based learning opportunities for students have been maintained
and, in many cases, have been intensified through the joint efforts of school staff
and emplovyers.

o New work-based leaming activities have been bujlt at most sites, complement-
ing exisling activities. Typically, an increased number and a broader range of
students are served through these expanded work-based leaming opportunities.

» The case study sites have assigned measurable value to students’” work-based
experiences by paying students for work or by granting school credit, or both.

s The activities, staff, and policies that connect school with work vary across siles,
and in many cases are driven by the design of work-based learning activities.

The School-to-Work Opportunities Act (STWOA) of 1994 calls for school-to-work pro-
grams “to utilize workplaces as active leaming environments in the educational process by making
employers joint partners with educators in providing opportunities for all students to participate in
high-quality, work-based leaming experiences™ [Section 3(a)(3) of Public Law 103-239]. Broadly
defined, work-bascd lcarning is any learning that takes place in the workplace (which may include
“workplaces” created in schoo!l buildings through school-based enterprises) or draws heavily on
real-world examples from work (as is the case in group project work). In practice, work-based
learning activities vary considerably in terms of educational and occupational objectives, and in the
level of involvement demanded of students, teachers, and employers.

While schools, employers, students, and community members involved with school-to-
work can certainly agree on the above definition and goal, these questions remain: Can high-quality
work-based learning be sustained? ' Can it scrve all students? The experience of the 16 case study

'Our assessment of quality work-based learning opportunities 1s based on both our update telephone interviews
with sites and employers, and our original on-site interviews with students, teachers. and employers, during which
we were able to observe a number of worksites. These assessments of quality are not scientific: rather, they are
based largely on what site staff and employers told us about the duration and intensity of work-based learning op-
portumities, what 15 expected of students on the job, and the monitorng of student performance.

-65-



sites strongly suggests that both questions can be answered in the affirmative. However, in sustain-
ing work-based leaming, the case study sites have alsc faced important challenges.

Workplace Learning Opportunities Across the 16 Sites

The 16 case study sites employ a wide range of strategies, varying in duration and intensity,
aimed at providing high-quality workplace leaming opportunities for all students enrolled in the
school-to-work programs. In efforts to both expand and enrich students” workplace expeniences,
most of these programs are simultaneously further developing their original work-based learning
components and building new, complementary sets of work-based activities. In addition, the mtrin-
sic value of work experience is being demonstrated through growth in the availability of work-
based learning to more students through new school-to-work programs that are “spun off” the
original case study sites, and through stand-alone work experience opportunities being developed
for students who are not enrolled in comprehensive school-to-work programs.

The work-based learning activities at the 16 case study sites include the following:

e job shadowing, during which students follow an employee for one or more
days to learn about a specific occupation or industry;

e service learning and work-related projects, which integrate community serv-
ice with structured school-based learning activities, providing students with an
opportunity to gather real-world examples and expertence while completing a
scheol-based project;

e internships during which students work with a specific firm or employee for a
specified period of time (typically during the summer or for at Icast one semes-
ter) on a defined set of tasks designed to help the student learn about an industry
or specific job;

e cooperative (co-op) education, which combines school- and work-based In-
struction in a specified field; and

e youth apprenticeships, which are typically multi-year programs ammed at
tcaching students job-specific skills through highly structured school- and work-
based learning components. Students may also be matched with emplovee
mentors who help them to better understand the world of work through shared
experiences, monitoring students’ performance, and modeling appropriate
workplace behaviors.

Changes 1n the content and design of work-based learning activities across all sttes are
summarized tn Table 5.1.
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Table 5.1

Changes in the Design of Work-Based Learning Activities

Program

Orniginal Workplace Components,
1992-93

New Workplace Components,”
1995-96

Career Academies

Baltimore finance
academy

Los Angeles
medical magnet

Oakland health
academy

Socorro health
academy

Job shadowing, industry
mentors. internships in

summers after grades 11
and 12.

Work-based experiences
one day a week. Students
rotate through 10 positions
in three years.

Job shadowing, community
service, industry mentors.
Internships during summer
after grade 11; optional
during grade 12 school year,

Half-day co-op placement in
facilities in grade 12.
{Lengthy job shadowing
planned in grade 11.)

Grades 10-11: increased job
shadowing.

New training plans writien with
industry input include expanded job
descriptions an intcrview process, and
monitoring of sites.

Same orientation toward academic
instruction.

Assessment of work-based learning
showed that one-third of all positions
offered hmited experience related to
work product or project, rather than
academic learmning; new worksites
recruited.

Grades 9-10: work experience may
be replaced by clinical lab work with
planned expansion of student
population,

Grade 12: possible additional health
classes and added senior project in
place of work-based learning.
UCLA and Drew University provide
faculty mentors.

No change in structure of work-based
learning but continued efforts to
increase the quality of placements at
all sites,

Senior project ofien encourages
employer input,

In some c¢ases, student can earn
college credit for work experience.
Four coordinator positions paid
through district to monitor summer
internships.

Grade [1: one year of job shadowing
for two half-days a week, which
prepares students for grade 12 co-ops.
tncreased flexibility in developing
¢0-0p positions (including part-time
and weekend hours) because of busy
student schedules, competition from
other heaith programs, and year-
round school schedule.
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Table 5.1 (continued, Z of 3)

Original Workplace Components, New Workplace Components,”

Program 1992 93 1995-96

QOccupational-

Academic

Cluster Programs

Central Point Job shadowing, weekly « More structured training plans for
half-day internships, group internships with an emphasis on skill
work-based projects. areas for specific occupations.

+ Some employers increased intern
responsibilities and activities over
time.

» Internships are available to students
outside school-within-a-schoo!l
through special option credits.

» Youth Transition Program started in
199394 offers work-based learning
opportunities for students with mild

disabilities,
Dauphin County Co-op placements in « Increase in number of students
grade 12. participating in co-0p.

« Shorter-term internship and jab-
shadowing opportunities (mainly in
health, automotive, carpentry, law
enforcement) now available,

+ Students required to produce work
reports.

« Greater collaboration between
businesses and teachers in order to
meet the needs of industry and
provide teachers with exposure to

workplace.
Portland lob shadowing, work o Grades 9-10: job-shadowing
internships, and youth experience provided for virtually all
apprenticeship {planned). students.

« Grades 11-12: intemships haif a day,
once a week, for 6- 8 weeks, or longer
in same pathways.

« Internships linked with occupation-
specific pathways courses; training
agreements developed for
internships.

+ Planned senior project related to
work-based experiences

(continued)
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Table 5.1 (continued, 3 of 5)

Program

Original Workplace Components,

1992--93

New Workplace Components,’
199596

Vocational
Yocational
Education Programs

Cambridge
vocational
restructuring

Fort Collins
restructured co-op

Tech Prep Programs

Pickens County

Wayne Township

Youth apprenticeships in
building maintenance and
elementary education.

Work internships, job
shadowing, community
service.

None®

None. (Planned optional
co-op placement in grade
12 or summer.)

Grade 10: job shadowing in health,
business, engineering, arts.

Grades 11-12: Cambridge Service
Corps half-day, full-year community
problem-solving/service program in
which students eam language arts,
social science, and technical arts
credits.

Youth apprenticeship converted to
internships are in health, facilities
management, financial services, and
elementary education; studenis
continue to participate in reflective
seminars.

Senior project being developed for
all students.

Same aptions still offered to students
who have completed Critical Skills
class, which 1s now required of all
students.

Students can earn up to 235 high
school credits for work experience,
which typically begins the summer
after grade 11 and continues during
grade 12.

A related class must be taken in
school while interning.

Credit earned through internships can
be applied to core requirements if all
standards listed in extensive training
plan are met.

All students now required (by state
legislation) to participate in some
work experience, including job
shadowing, mentoring, service
learning, co-op, and/or youth
apprenticeship.

Shadowing, service learning, and
business activity in schools are
increasing rapidly.

Limited number of internships in
specialized, nontraditional skill areas
available during grade 12 (training
plans used).

Tech prep students also encouraged
to pursue standard co-op placements
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Table 5.1 {continued, 4 of 5)

Program

Original Workplace Components,

1592-93

New Waorkplace Compunents,’
1995-96

Youth
Appreaticeship
Programs

Fox Cities

Little Rock

Pickens County

Tulsa

Exposure to varied skills;
trained industry mentors.
Printing curriculum used in
technical classroom and
work-based instruction,
Students at workplaces
three days a week.

Training with heating/AC
installers; nursing homes
and hospitals.

Work-based instruction in
specified competencies; 20
hours/week; industry
mentors.

Work-based activities apply
and extend skiils taught in
the classroom and develop
firm-specific skills; industry
mentors; work time
increases each year.

Y puth apprenticeship opportunities
available in more occupational areas.
No change to youth apprenticeship,
and work-based learning in new areas
madeled after printing (although full-
day work schedule may need to be
revisited).

Piloting internship option in
occupational areas where vouth
apprenticeship not offered in order
to expand work experience
opportunities to more students,

State has developed certified co-op
oplion in several occupational areas
tied to state and national skili
standards.

Paid internships still offered to ali
youth apprenticeship studenis,
although structure and duration of
work experience varies by
occupational area and by worksite.
Students presented as "trainees” or
entry-level employces ready to
acquire skills on the job.

Y outh apprenticeship opportunities
available in more occupational areas.
Youth apprenticeship students more
likely to go directly to worksites four
days a week rather than splitting
afternoons between work and Career
Center classes.

Competencies have increased
consistency and quaiity of work-
based learning.

Student's workplace responsibility
grows over threc years in program

Work-based leamning compressed into
two summers, plus two days per week
within three-year program.

Structured work-based learning
curricula in which employers continue
to develap opportunities for students
to learn from experienced workers
and practice technical skills at work.
Senior project added, with industry
input. Work-based learning in newer
school-to-work programs likely to be
less intense.
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Table 5.1 (continued, 5 of 5)

Original Workplace Components,

Program 1992-93

New Workpiace Components,”
1995-96

West Bend Exposure to varied skills.
Printing curriculum used in
technical classroom and
work-based instruction.
Students at worksite half-
day every day.

Youth apprenticeship opportunities
available in more occupational areas.
Little change in youth apprenticeship.
Work-based learning in most
occupational areas,

Health youth apprenticeship
redesigning work-based learning to
better meet student need for broad
exposure to health careers and basic
readiness; plan is for health youth
apprenticeship students to participate
in job shadowing and general health
occupation training in grade 11 and
internships in grade 12.

Piloting internship option in
occupational areas where youth
apprenticeship not offered in order to
expand work experience opportunities
fo more students.

State has developed certified co-op
option in several occupational areas
tied to state and national skill
standards.

SOURCE: MDRC telephone interviews. Original workplace components noted in Pauly, Kopp, and Haimson

(1994), pp. 14-17, table 1.3.

NOTES: UCLA — University of California at Los Angeles.

*These activities are now offered to students in addition to activities in place in 199293, unless otherwise

noted.

"No work-based learning formally associated with tech prep in 1992-93, although some students enrolled in
tech prep classes also subsequently enrolled in co-op and youth apprenticeship programs offering work-based

learning experiences.
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Expanding Weorkplace Learning Opportunities

Fourteen of the 16 sites have expanded their work-based leaming opportunities in onc or
more of the following ways:

e creating a sequence of work-based activities through which students progress as
they mature and gain academic and technical skills, which often begins with job
shadowing (Baltimore, Socorro, Oakland, Portland);

o offering a menu of work-based learning opportunities from which students can
choose, often including students not enrolled in the original school-to-work pro-
grams (Dauphin County, West Bend, Fox Cities, Central Point, Pickens County
Tech Prep);

e structuring students’ experience at the workplace to teach academic skills (Fort
Collins, Los Angeles); and/or

» Dbringing industry examples and employers into the classroom through project-
based activities (Pickens County Tech Prep, Dauphin County).

Creating a Sequence of Workplace Experiences, Starting with Job Shadowing. Over half
of the case study sites have added new work-based learning activities 10 their original work-based
learning component to create a succession of workplace activities through which all students en-
rolled in the school-to-work program progress. Typically, expansion along this dimension has taken
the form of sandwiching an internship expertence between introductory job shadowing or rotation
activitics for students in the early grades (9 and 10), and a “senior project” in the final program year
that requires students to collaborate with employers to gather information related to the workplace,
industry, or employer’s products or services.

The case study sites have created a succession of workplace activities primarily by adding
job shadowing near the beginning of students’ school-to-work experience. Significant growth in the
use of job shadowing serves several purposes, First, shadowing can expose students to work earlier
in their high school experience, and help guide school and career choices. For example, students
enrolled in Cambridge’s Pathways Course in grade 10 complete a job-shadowing exercise m each
of four broad occupational areas (health and human services, business and entrepreneurship, indus-
trial technology and engineering, and arts and commumcation), which helps them to choose an oc-
cupational focus in grades 11 and 12.

Second, shadowing offers a low-intensity participation option that may be particularly at-
tractive to employers who are new to school-to-work. For example, in Portland, some employer
partners exclusively offer job shadowing to large numbers of students, and school staff have chosen
to help employcrs refine this work-based learning experience rather than ask them to also work
with student interns. In general, expanding the range of work-based learning activities creates mul-
tiple ways for employers to become involved with training students.



Third, job shadowing provides a training ground for both warkplace supervisors and stu-
dents, easing employers into a relationship with schools and easing students into the world of work.
In this way, job shadowing provides an opportunity for school staff to groom students and super-
vise them more closely during their initial foray into the work world. For example, in Socortro,
eleventh grade students and their tcacher spend two half-days each week at Thomason Hospital,
rotating through a number of different departments; these students ar¢ so familiar with the hospital
that they often select or develop their own co-op placements in twelfth grade (or switch themselves
to different departments as openings become available).

Fourth, since students and schoot staff often get to know employees in several departments
through job-shadowing exercises, employee turnover may be less likely to cause disruption in em-
ployer—school relations.

Finally, since job shadowing typically requires less intense participation by employers,
school staff, and students, a greater number of students can generally be exposed to the workplace
than by most other work-based learning activities. In some places (Baltimore, Oakland, Socorro),
students may be associated with the same employer through several activities (shadowing, mentor-
ing, internship) that span two to three years in the program. The result is an expcrience that ap-
proaches the duration of the youth apprenticeship model, in which students are specificatly matched
with one cmployer for several years.

At the case study sites, job shadowing is more than just one-shot exposure to a workplace
environment or a quick look at a particular industry or field. Job shadowing takes many forms. In
some cases, large groups of students visit worksites on a specific day as arranged by program staff.
Some class time may be devoted to preparing for workplace visits and completing brief summanes
of the day’s activities. In other cases, a full-year ciass is devoted to explonng a wide range of work-
places, and students may take an active role in rescarching worksites, interviewing employers, and
arranging job-shadowing expertences for themselves. Students may be required to keep a journal of
their rotation experiences, interview employees, and to compare and contrast different work envi-
ronmerts.

Several sites have also added a “senior project”™ to the final program year in which students
research an approved topic of their choice, and are often required to draw upon work-based learning
experiences and relationships developed with employers. In this way, finai projects can provide an-
other opportunity for students to interact with and learn from employers. For example, in Oakland,
students use libraries and other workpiace resources, and employers sit on project review panels. In
Tulsa, employers heiped to design youth apprentices’ final projects in which students are given a
set of drawings and raw materials and asked to build a work-related model. Completing the project
requires mastery of all skills taught by employers and teachers over the three-year program.

Offering Alternative Work-Based Learning Opportunities, Rather than offenng a succes-
sion of different activitics to the same group of students, some programs have developed alternative
work-based learning activities from which students can choose. For example, in Dauphin County,
in addition to continuing to offer co-op placements, shorter-term intcrnships and job-shadowing
opportunities were developed in specific occupational areas to allow more students to gain expo-
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sure to workplaces. Dauphin County students are not typically expected to progress from shadow-
ing to internship to co-ops, but rather to choose from differcnt work-based experiences to compie-
ment school-based leaing in different occupational areas. In this case, it may be that different oc-
cupational areas, and local employers engaged in each area, lend themselves to various approaches
to work-based learning. Similarly, Pickens County is simultaneousty developing job shadowing,
mentoring, service learning, summer internship, and co-op aclivities, in addition to its youth ap-
prenticeship program (which accepts only a limited number of applicants) so that, as required by
state law, all tech prep students will have an opportunity to participate in some work experience.

Other programs, such as Central Point, are attempting to segregate workplace experiences
from their comprehensive school-to-work program so that students not enrolled in a school-within-
a-school can also participate in internship opportunities (through special option credits in which
work experience would be closely guided by a school administrator). Similarly, schools associated
with Wisconsin’s youth apprenticeship programs in Fox Cities and West Bend are piloting intern-
ship options in occupational areas not covered by youth apprenticeship in order to offer work expe-
rience opportunities to more students, and the state is working to expand and upgrade certified co-
op programs. These last examples of efforts to expand work experience opportunities beyond
school-to-work clearly demonstrate the belief at the case study sites in the value of exposing all
students to the workplace.

Teaching Academic Skills at a Workplace and Bringing Employers into the Classroom.
Still another approach to expanding workplace learning opportunities for students is to use the
workplace to teach academic skills. For example, students in Fort Collins may now apply credits
earmed through internships toward core academic requirements if they meet all standards listed on
extensive training plans designed by PaCE coordinators, counselors, and academic teachers. Qak-
land has developed an option in which students will combine extensive field work with develop-
mentally disabled teens with after-school lectures in human development by a community college
instructor; students who compiete the activity will earn high school psychology credit as well as
community college credit in human development.

Finally, the case study sites have expanded work-based learning by bringing employers and
examples from the workplace into the classroom through project-based activities and group work.
For example, Cambridge has expanded upon its own internship model (formerly known as youth
apprenticeship) to develop an upper-level course (for grades 11 and 12) in which students earn lan-
guage arts, social studies, and technical arts credits by designing and completing a community-
based service project aimed at addressing a clearly identified community problem. In Central Point,
students whom teachers feel are not ready for internships may complete several work-related proj-
¢cts in the classroom in preparation for actual workplace experience. This option is particularly use-
ful for programs that enroll students in grades 9 and 10 who may not be mature enough to spend
long periods of time at a worksite without supervision by school staff.

Enriching Core Work-Based Learning Activities

While work-based leaming opportunities have clearly increased substantially at many of the
case study sites, the increased number and type of experiences are not replacing more intensive in-
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ternships or youth apprenticeships. Rather, in addition to fitting In more mtermediate involvement
by employers and opportunities for less intensc workplace expenences for students, the case study
sites are also intensifying their core work-based learning activities, providing rich examples of
where it is possible for employers to increase the quality and intensity of work-based learning.

As these programs have matured, many of the case study sites have made concerted efforts
to enrich core work-based leaming activities. Efforts to intensify students’ experiences at work in-
clude:

e improving training plans and competency guidelines to shape students’ work
experience;

» using employer feedback and school-initiated inquiry to monitor the quality of
students’ work-based experience;

e assigning value to work-based learning by paying students and/or offering high
school or coliege credit for work experience by making workplace activities an
important part of course curricula; and

s dropping worksite placements that do not appear to be providing high-quality
work experiences.

Focus on Training Plans. All 16 case study sites use training plans to communicate work
experience expectations to employers, students, and teachers. Since 1992-93, many sites have
worked with their employer partners to enhance their training plans with more delailed job descrip-
tions and delineation of both technical and general skills (for example, teamwork, communication,
and so on) needed on the job. And, as school-to-work cxpands to new occupational areas, training
plans are adapted to stress skills germane to each of those areas. [n addition, when training plaas are
applied to all employers and used as a benchmark of student experience, the consistency of stu-
dents” work experience across a range of worksites is likely to increase. For example, Oakland has
made a concerted effort since 1993 to improve the quality of students’ summer work experience by
requiring that all internships be structured to demonstrate clear pathways for career development
and provide some cross-training in different areas. Similarly, some larger employers have devel-
oped highly structured training plans that are used organization-wide to shape student internships.

Many sites choose to list competencies or the intended result of work experience, rather
than specify the cxact activity that students must complete in order to attain the competency. In this
way, a range of employers in each occupational area can design work experience under the guide-
lines, and employers are not overburdened with specific requirements. On the other hand, some
sites — particularly youth apprenticeship programs such as those in Tulsa, Fox Cities, and West
Bend — have developed extraordinarnly detailed training plans that set the curriculum for work-
place activity.



Ongoing Monitoring. Staff at the 16 case study sites cited monitoring studeni work experi-
ence activities as one of their most important ongoing administrative responsibilities. It is clear
from their experience that good-quality work placements must be continually monitored. Monitor-
ing is accomplished, and thus program quality maintained, through regular school staff visits to the
workplace, careful attention to employer feedback about student performance (generated informally
via employer contacts and formally via training plans that outline tasks and skills to be accom-
plished by students on the job), and school-initiated inquiry. A variety of school staff across the 16
sites are responsible for monitoring student work experience, including teachers of technical
classes, co-op teachers or coordinators, and specially designated work-based learning or school-to-
work coordinators (wha may not have discrete teaching responsibilities). Most sitcs make periodic
checks on all employers and the quality of work-based leaming activities, and several staff noted
that they’ ve made extra visits ta employers who did not appear to be using students productively or
where students express dissatisfaction with a placement. For example, with support from a regional
foundation, Los Angeles undertook a systematic assessment of their work-based leaming slots, and
subsequently dropped placements that were not providing opportunities consistent with the pro-
gram’s intent that students master academic skills on the job. Central Point’s school-to-work coor-
dinator contacted each of Crater High School’s more than 400 employer partners to confirm their
interest in providing high-quality intemship positions for students.

As programs mature, training worksite supervisors continues to be an important way to
maintain and monitor good-quality placements. As was the case in 1992-93, while all case study
sites acknowledge the importance of educating employer partners on how to work with high school
students, and what to expect of students, they use difterent approaches to training worksite supervi-
sors. Programs that invested heavily in training employees assigned to work with students during
start-up mostly appear to contimue to offer training opportunities targeted at new worksite supervi-
sors. In some other cases, employees and their supervisors who were trained by school staff during
program start-up may take on the responsibility for training new employees in-house, Other pro-
grams have continued 1o rely on informal “training” meetings with new employer partners to pre-
pare employers and help them work effectively with students,

Assigning Value to Work. In all 16 case study sites, students are paid for work and/or re-
ceive school credit. While many sites offered credit or mandated pay for student work experience in
1992-93, all sites do so now, and some sites have expanded or adjusted the ways in which student
work 15 “compensated.” Assigning value to work experience appears to promote high-quality
placements. Many sites and employer partners interviewed indicated that asking employers to pay
student workers can increase job quality — because many businesses are likely to use a paid em-
ployee more productively than a volunteer. From the students’ perspective, economic necessity
may require that they contnibute to family income; such students may be unable to give up an ex-
isting job in order to take advantage of a work placement, unless the placement also generates in-
come. However, even when work-based learning is paid, students may want to keep existing jobs
rather than accept school-provided internships. In areas where students are not permitted to hold
miore than one work permit at a time (Wayne Township, Fort Collins), they must choose between
work experience and other job opportunities. In some instances, school staff have accommodated
student work by arranging complementary, unpaid volunteer experience to expose students to a
specific occupational area (Qakland, Socorro).
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Similarly, students are more likely to take their work experience seriously if their job per-
formance 1s used {0 determine a grade in school. In Oakland, students can earn credit toward com-
munity college matriculation by completing specialized work placements and complementary
school-based learning. In most instances, employer reports on students’ workplace activitics, along
with students’ reflective writing and/or contributions during school-based seminars related to
workplace experiences, are used to assign grades for student performance.

Dropping Unsatisfactory Worksites. Critically, most sites indicated that they had dropped
worksite placements that were not providing high-quality work experiences for students. This ac-
tivity seems to indicate the importance that program staff puts on high-quality work placements,
and confidence in the staff’s ability to secure good placements.

Commitment to high-quality placements that offer students the opportunity to learn techni-
cal skills may limit program growth, particularly if students are heavily screened before entering the
workplace to ensure that they can meet the demands of work-based leamning. For example, strict
selection criteria (including a test of mechanical reasoning and manual dexterity, teacher recom-
mendation, grades, and attendance records) are used by Pickens County’s youth apprenticeship
program; only one-third of the students who applied for youth apprenticeship positions gained ad-
mission to the program in 1995. In Little Rock, more subjective criteria are applied, along with
teacher recommendations, grades, and attendance records, to determine whether students can func-
tion well at the workplace; here, most students enrolled in the corresponding vocational classes are
not eligible to participate in youth apprenticeship opportunities. Yet, in both sites, cmployers have
been very satisfied with the quality of students placed on the job.

Challenges to Building High-Quality Work-Based Learning

The case study sites’ successful efforts to expand and intensify work-based learning oppor-
tunities have overcome several challenges. First, some sites have experienced difficulty in carving
out sufficient time for work-based learning activities. In particular, initiatives that aim to provide
significant amounts of on-the-job training have faced scheduling difficuities due to the large
amount of time required to cover both classroom and workplace leaming. In Pickens County, stu-
dents in the youth apprenticeship program typically now go straight to their worksite four after-
noons a week and attend vocational classes one afternoon at the Career Center, rather than try to
split every afternoon between work and school (as was the case in 1992--93); youth apprentices still
take all academic classes at their home high school during the morning. Even programs that place
students in internships for shorter periods of time have faced scheduling challenges, particularly
when large numbers of students are participating in internships. For example, in Portland, the cur-
rent class schedule permits students to intern for only one half-day a week (on the day when school
has a delayed opening to accommodate teacher meetings); when internship opportunities are sched-
uled on another day, students may request permission to miss classes. Some employers have said
that students need more time at the worksite,

Second, time constraints affect students who are trying to balance traditional school re-
quirements, electives, work-based opportunities, extracurricular activities, and, in some cases, jobs
acquired independently. In Socorro, where work experience takes place during the senior year, stu-
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dents must schedule three consecutive free periods to enroll in the cooperative education class; stu-
dents who are active in extra-curricular clubs or sports teams, who are in elective or honors classes
(as was the case for one student who wanted to take Latin in her senior year), or who work many
hours at other jobs may choose to complete a senior research project rather than participate in the

CO-Op experience.

Connecting Activities

“Connecting activities” include a wide range of efforts by schools and employers to link
school with work and to [ink the learning that takes place in both settings. Connecting activities in-
clude creating work-based learning opportunities for students, combining classroom instruction and
workplace experience to create an enriched learning experience, coordinating employer and schoo!
involvement and creating ways for school and industry to cornmunicate regularly and easily, en-
couraging active business involvement in school- and work-based activities, and providing techni-
cal assistance to teachers and employers. Connecting activities may also extend beyond high
school, by helping program graduates find work and/or continue their education or training, and by
linking schooi-to-work programs with existing employer and industry strategies to upgrade worker
skills. Connecting activities may also include evaluating post-program outcomes to gauge program
SUCCEeSS.

While staff at all 16 of the programs studied acknowledge the need for connecting activities
— and are aware of the federal legislation (STWQOA) that requires these activities - many are stiil
struggling to create substantive and permanent linkages between school and work. Matching stu-
dents with work-based opportunities creates the basis for connecting activities. As explored above,
all 16 sites provide opportunities for students to travel from schoal to a worksite, spend time at a
workplace, and gain some exposure to the world of work. However, work-based leaming opportu-
nities vary considerably, ranging from job shadowing or short-term intemship experience (Central
Point) to building sustained relationships with one employer over several years while being en-
gaged in skill-building (Tulsa).

Similarly, the activities, staff, and requirements that connect school with work vary by pro-
gram design. And, some program designs present situations in which work-based learning may in-
advertently grow independently and in isolation from classroom activities and learning, In some
instances (as discussed above), separating work-based expenences and comprehensive school-to-
work programs may open up opportunities for more students, including those who are not enrolled
in school-to-work. However, when school- and work-based learming are separated, special attention
to connecting activities is required so that students do not lose the opportunity to integrate different
experiences into a cohesive whole, and have those experiences reinforced. For example, in cases
where students’ core work experience takes place during the summer (and is thus separated in time
from school-based leamning), expanded work-related experiences (such as job shadowing and em-
ployer presentations during the school year), extra coordination and communication between school
staff and employers, and penodic seminars or meetings for all students scheduled outside of the
school year are used to reinforce connections between school-based experiences and summer work-
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place activities (Qakland, Baltimore}. In other instances, work-based learning experiences are being
developed for large numbers of students by nonteaching staff (Portland, Central Point, Fort Col-
ling). Students engaged in work experience may or may not have a common class together. When
they do, teachers are challenged to unify a diverse set of work experiences with scheol-bascd work;
when they do rot, it is difficult to connect work-based experiences with lessons taught in school,
and nonteacher school-based coordinators are generally left to focus on reinforcing general work-
place skills. Portland in particular has found that providing students with opportunities to reflect
upon their workplace experiences helps to connect school- and work-based leaming. While it
will certainly take considerable time to destgn classroom activities that reinforce and build on the
new skills that students develop at the worksite, written assignments about their workplace expe-
riences (written reflection) and participation in weekly seminars (oral reflection) constitute the
first phase of efforts to connect classroom and work-based activities.

Finally, some sites have chosen to directly connect school- and work-based leaming
through the development of service leaming courses in which students perform community
service that 1s developed to complement structured, school-based learning. Such courses also in-
clude time for reflection on the connection between the service experience and academic learning
(Pickens County, Cambridge).

Conclusion

The 16 case study sites demonstrate that it is possible to maintaia high-quality work place-
ments and expand work-based learning opportunities to serve a broad range of employer and stu-
dent needs. The programs featured here are clearly meeting the demands of students for work-based
learning opportunities, and have overcome challenges in doing so. In addition, the case study sites
demonstrate that it is possible to implement meaningful connecting activities — although, in both
instances, significant amounts of staff time are required to make work-based leaming function well
and connecting activities productive.
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Chapter 6

The Post-Secondary Challenge

The 16 programs in this study have worked hard to emphasize the need for post-secondary
education and to help preparc students to access a range of post-secondary education options. How-
ever, the experience of these pioneering initiatives suggests that it has been difficult to build spe-
cific post-secondary linkages with their high school programs. The principal conclusions of this

chapter are:

» The development of formal post-secondary linkages has generally been a low
priority for school-to-work partnerships. Questions temain about the most useful
strategy for developing such linkages given that formal post-secondary compo-
nents have been characterized by low student retention and that articulation
agreements continue to be minimally utilized.

» Informal program supports — such as counseling participating students to take
college-required classes, providing extra tutoring to enable them to succeed in
these classes, and actively supporting them through the college application proc-
ess — appear to be easier to implement than formal linkages between secondary
and post-secondary institutions and important to helping students get into col-
lege.

s The post-secondary institution continues to be a peripheral player in school-to-
work partnerships. Two-year colleges face a mix of incentives and disincentives
to become more invoived. Efforts to leverage significant changes in their level
of involvement appear to be beyond the reach of local school-to-work initiatives
and require action at the state level.

Despite its somewhat misleading name, the school-to-work movement aims to provide
young people with better preparation for and connections to post-secondary education in order to
develop their capacity for life-lang work, rather than focusing soiely on job placement after high
school. When instituting curricular changes and work-based leaming opportunities, school-to-
work program operators are well aware of the need to assure that participating students can meet
traditional college entrance standards and are well prepared for post-secondary studies. This is
both because doing so 1s in the best interest of students, and because college must be a viable op-
tion if school-to-work is to be accepted as part of mainstream education systems. The experience
of the 16 initiatives in this study — as well as others — suggests that school-to-work programs
are finding some success in making this connection and that many participating students who
were not identified as “college prospects” when they started the programs are making the transi-
tion to two- and four-year colleges. Consequently, concerns that school-to-work initiatives would
be viewed as a second-tier track for non-college-bound students have not matcrialized, because
the majority of participating students in most programs have continued on to college.
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Although students are making the transition to post-secondary studies, the collective ex-
perience of the 16 case study programs reveals that post-secondary Immkages often continue to be
an underdeveloped component of school-to-work programs and that efforts in this area have gen-
erally been a low priority for schools, employers, and even post-secondary institutions. While 1t ap-
pears challenging to design formal linkages that many students will use, more informal efforts by
program staff to expose students to college, assure that they take college-required courses, and ac-
tively support them through the college application process appear to be important interventions.

Strategies for Building Linkages to Post-Secondary Education

The experiences of the 16 school-to-work initiatives in MDRC’s study provide some in-
sights on the challenges to building post-secondary linkages and offer examples of some promising
approaches, including one or more of the following:

s incorporating the post-secondary years as a formal component of the program;

+ developing articulation agreements that integrate secondary and post-secondary
courses into a coherent sequence;

¢ incorporating college courses into the senior high school year; and

* providing extra counseling to assure that students are prepared to enter college
and to support them through the college (and financial aid) application process.

These varied approaches to linking students to post-secondary learning opportunities are discussed
below.

Inclusion of Post-Secondary Years in Program Models

Formal inclusion of the post-secondary years is typically found only in youth apprenticeship
programs, which, relative to other schooi-to-work models, have a greater focus on the development
of specific technical skills. Two of the 16 programs studied — the youth apprenticeship programs
in Tulsa and Pickens County — were initially designed to formally include two post-secondary
years of education as part of the program. (See Kopp and Kazis, 1995, for additional examples.)’

While programs with a defined post-secondary component offer students significant poten-
tial benefits — including formal opportunities to combine work and post-secondary education, tui-
tion reimbursement benefits from participating employers, and continued staff support — this pro-
gram design has proven difficult to put into place. Both the Tulsa and Pickens County programs
have encountered difficuities in keeping students involved. In fact, as of the 1995-96 school year,

"While tech prep “*2+2” programs (including the two in this study) aim to develop curricula sequences in apphed
academics and technical training bridging the secondary and post-secondary years, this is different from expecting
students to matriculate to and complete a defined program with a specific post-secondary component.
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the Tulsa youth apprenticeship program has been re-designed so that it no longer formally includes
two vears at Tulsa Junior College. This change was made because students did not seem willing 10
stay with the program for four years when they might be out earning a salary after only two years of
technical training. In the revised program, students participate for three years — eleventh and
twelfth grades. and a thirteenth year during which they receive additional technical instruction
combined with work-based leaming. Students can still earn up to 25 credits at Tulsa Jumor College
tf they choose to enroll after completing the program.

The Pickens County Youth Apprenticeship Program has maintained its three-year pro-
gram incorporating grade 12 and two years al Tri-County Technical College, and is working to
strengthen the post-secondary component. As in Tulsa, program retention after high school has
been lower than cxpected. During the youth apprenticeship program’s first three years of opera-
tion, only 3 of the 19 students who started the program in high school completed the entire three-
year sequence. While most of the students who left the program remained in college, they
stopped officially participating in the youth apprenticeship program, reportedly because of
changes in career luterests or personal problems that interfered with participation. Most of the
attrition seems to take place during the transition from high school to college, or dunng the post-
sccondary years,

In recent years, Tri-County Technical College has made an effort to develop the post-
secondary component of the program. A work-based leamning coordinator has been identified 1o
continue to support and coordinate efforts started by the school district’s youth apprenticeship
coordinator. In addition, Tri-County has identified school-to-work advisors for each division
within the coliege who are responsible for providing a hnk — from a curriculum perspective —
between the college and participating employers (for both youth apprenticeship and co-operative
education programs). These advisors work with business liaisons to assure that students’ activi-
ties at the workplace continue to provide training experience that is related to their learning at
coliege. Participating students can receive articulated credit for specifically identified occupa-
tional high school course work and for work-based learning upon enrolling at the college, but
once they are in college, they do not receive credit in addition to their regular course for iearning
on the job.

A third youth apprenticeship program — Fox Cities — has had success in developing an
optional third-year curricutum for students in its printing program. An individualized “transition”
curriculum has been created to enable pnnting youth apprenticeship graduates to carn an associate’s
degree within one calendar year from high school graduation. Almost half of the program graduates
have pursued this option and most have continued to work for the employers with whom they were
placed (although they do not receive credit for work).” Key to the success of this third year may be
its optional nature and the fact that the students have already been taking both academic and techni-
cal courses at the technical college during the eleventh and twelfth grades. Unfortunately, similar
arrangements have not yet been developed for youth apprentices in other occupational areas.

*Thanks to a well-defined articulation agreement, the three students who have gone on from the Associate of Arts
{AA) program to a four-year program at the University of Wisconsin-Stout have entered as juniors (meaning that the
youth apprenticeship program has saved them one year of study and tuition bills in working toward a four-year degree).
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Articulation Agreements

Articulation agreements between high schools and post-secondary institutions enable stu-
dents to eamn college credits for academic and technical subjects based on course work (and some-
times work-based learning) completed while in high school. Since Home-Grown Lessons was
written, more programs have developed articulation agreements, but issues around student use of
such agreements remain. As of the 1995-96 school year, nearly all of the 16 programs have articu-
lation agreements in place (compared with 9 in 1992-93) and many have expanded the curricula
areas for which it is possible to earn articulated credits. However, student use of these agreements
— or the “‘take-up rate” — remains low.

One has to question why there appears to be little concrete pay-off to students, colleges, or
secondary schools despite the continued effort devoted to developing such arrangements. As dis-
cussed in Home-Grown Lessons, articulation agreements are expected to produce great benefits in-
cluding faster completion of a technical degree/credential (thereby saving money for students and
colleges); increased enrollment in community colleges; increased retention in college (i.e., the like-
lihood that students will stay in school) since students should not be repeating material and can
complete a degree in less time; and increased communication between high school and community
college educators, leading to stronger curricula and instruction. The experience of the programs in
this study suggests that these benefits are not materializing to any significant degree (with the ex-
ception of the last one in several places). Possible explanations for this situation were identified 1n
Home-Grown Lessons, and largely appear to remain true today:

e Students must meet numerous requircments to receive the articulation credits
and they may not be organized or motivated enough to meet these requirements.
Many students may not be sure what they need to do to receive articulated credit
since the availability of information on these procedures is uneven, particularly
at the post-secondary level where the credits need to be obtained.

¢  While the number of courses for which students can earn articulated credit has
increased, 1t 15 unlikely that students will earn enough credits to shorten the time
it takes to eamn a degree (although they may be able to save some tuition costs).’

* Articulation credits have limited “portability.” Many four-year colleges do not
accept articulation credits from community colleges, and, in many states, ar-
ticulation agreements can be used only at the coliege that signed the agreement
with the high school.

This latter issue has emerged as a significant impediment to rcaping benefits from articulation
agreements. Many participating students decide to continue their education because school-to-work

*As discussed earlier, the Fox Cities youth apprenticeship program in printing is an exception to this due to the
development of a one-year individualized curricula.
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at the secondary level helps them develop more defined career interests, greater skills, and confi-
dence. Some aim straight for four-year institutions, so articulation agreements with community
colleges are not useful to them. Others may not be interested tn the local two-year college — even
if it has an articulation agreement with their high school — if they can access another two-year
college with a stronger program and reputation.

Indiana is trying to address this mismatch between student interest and local colleges as
well as the “portability” issue by promoting regional planning of articulation agreements. The state
has been divided into 14 regions for the purpose of distributing Perkins funding, and secondary and
post-secondary institutions within each region are coming together to discuss broad articulation
agreements. This arrangement would aid the Wayne Township tech prep program to connect stu-
dents to college since many choose to attend the two-year Purdue technology programs at Indiana
University-Purdue University at Indianapolis (IUPUI). These two-year technology programs at IU-
PUI may be converted to a four-year technology college degree program. Other students may con-
tinue to choose two-year or shorter industry-specific, technical programs at Indiana Vocational
Technical College, where more traditional articulation agreements already exist.

Although Indiana and some other statcs are moving in this direction, the current lack of ar-
ticulation between many two- and four-year post-secondary institutions has also emerged as a sig-
nificant issue as school-to-work participants set their sights on more advanced degrees. School-to-
work staff are reluctant to steer students toward two-year institutions if their community college-
leve] work is unlikely to transfer to a four-year degree program, should students decide to pursue
one (Kopp and Kazis, 1995). For example, the Tulsa Chamber of Commerce and the Tulsa Junior
College are still fighting the Oklahoma State University system’s rule against accepting Tulsa Jun-
jor College credit for technical courses toward a university degree. This rule makes the youth ap-
prenticeship program’s original inclusion of two post-secondary years at the junior college less at-
tractive to aspiring students.

Helping Young People to Connect to Colleges

Many programs’ activities in the post-secondary area have emphasized guiding students’
preparation for college and supporting their efforts to gain access to college rather than building a
“searnless whole” between specific sequences of secondary and post-secondary instruction through
formal linkages. This approach is easier to undertake because it requires few, if any, changes on the
part of the colleges and there are no concemns about mismatches between student choice and tar-
geted colleges: students can take their heightened mterest in going to college, their stronger prepa-
ration, and the extra support in the application process and apply wherever they want.

Strategies that some of the 16 case study sites have used to help connect young people to
colleges include:

e Counseling students to take higher-level math, science, and other courses

(such as a foreign language) that are required by four-year colleges. In
many cases, participating students are capable of completing these higher-level
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courses — particularly if the program provides some tutoring assistance to en-
sure their success — but they are not aware of the need to take these courses to
gain college admission. Many school-to-work operators tatk about the need to
be careful in scheduling school-within-a-school classes so participating stu-
dents’ choice of higher-level courses and college-oriented electives (including
advanced placement courses) does not conflict with school-to-work courses.
Some programs, such as the Oakland career academy, include Spanish (or other
language) courses in its school-within-a-school.

e Arranging for students to take college courses while in high school (either
on-site at the high school or at the college). These arrangements typically en-
able students to earn college credits free of charge and help introduce them to
the rigors of college courses and the college environment. The Baltimore fi-
nance academy has arranged for seniors to take an introductory finance class at
Morgan State University. The Oakland health academy has arranged for several
courses to be offered at the high school as well as for students to access courses
at the local community college.

e Introducing students and colleges to each other. This is done by taking stu-
dents on tours of colleges and explaining to college admissions staff the unique
and innovative education that the students have received in the program, since
they may not have the traditional transcript the colleges usually want. The Fox
Cities youth apprenticeship program has been very aggressive in contacting the
colleges and universities to which participating students apply, to educate them
about the program and to offer assistance in how to assess the student’s applica-
tion. Program staff have found that it has been helpful to warmn admissions staff
in advance that they are going to see distinctive transcripts before they get the
application.

e Providing additional counseling services to students as they complete col-
lege and financial aid applications. This 1s an important support since many
large high schools have only one guidance counselor for every 400 students, and
students who are not in a traditional college-prep track often get insufficient at-
tention in the college application process. For example, Baltimore career acad-
emy staff assist students in the college application process and require that all
students complete an application for Baltimore City Community College. Ac-
ceptance by the community college (which is automatic for all academy gradu-
ates) is seen as a fallback for those who are not accepted into other post-
secondary institutions or who do not choose to leave the area. (Last year, 40 per-
cent of the program’s graduates went to the community college.)

While these less formal efforts do not integrate secondary and post-secondary instruction,

they appear to be important to improving young people’s access to college — particularly for stu-
dents who had not been clearly identified as four-year-college-bound or who were not automati-
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cally guided in this direction by guidance counselors. In addition, through such efforts, some pro-
gram staff have been able to develop good relationships with college staff that have led to joint cus-
ricula efforts and learning opportunities for faculty and may help pave the way for more active
partnerships.

College Participation in School-to-Work

In the early years of school-to-work, efforts focused on developing initiatives for the secon-
dary-school years, and high schools were the primary “drivers” behind program development. Cre-
ating posl-secondary components, developing sequences of instruction, and introducing innovative
instructional techniques at the college level were put on the “back burner.”” Now that school-to-
work is under way and many programs have graduates who have continued into post-secondary
education, attention should be turning to post-secondary institutions — particularly two-year col-
leges, most of which are well suited to deliver technical skill training. Yet, their tnvolvement stili
appears to be peripheral. Within the school-to-work partnerships supporting the 16 programs in-
cluded 1n this study, post-secondary institutions have been a passive partner in mosi instances; no-
table exceptions are discussed below. Two-year colleges may assess how secondary courses line up
with college courses to award articulated credit and allow high school students to take advanced
college courses, but they typically are not making changes in their pedagogy or curricula to con-
tinue the innovations implemented at the secondary level. Four-year institutions have rarely been
involved.

Specific contradictory pulls and pushes can influence community colleges” motivation to
play a key role in school-to-work." Incentives include:

» the prospect of attracting a steady stream of better-prepared students for full-
time study who wiil require less (or no) remediation;

e cxpanding the pool of high school graduates who are interested in and can per-
form well in occupationally focused programs;

e potential spi}l-over benefits to the nondegree divisions of the college from active
involvement in school-to-work initiatives that engage employers in intensive
ways; and

e Dbenefits in relations with state legislatures and other influential institutions from
participating in what many believe to be important education reform.

In spite of these incentives, certain financial and structural issues can make it difficult for
colleges to have a serious mstitutional commitment to school-to-work. Most critically, funding

“This discussion on incentives and disincentives draws from Two-vear Colleges: What Role Will They Play in
Improving the School to Work Transition. by Richard Kazis, Jobs for the Future, prepared for the American Association
of Community Colleges Tech Prep Roundiable. October 26-30, 1993,
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mechanisms for community colleges are based on enroliments in most states. Flat reimbursements
for full-time equivalent enrollments rewards volume but discourages investrnent in expensive,
highly sequenced programs of study and counseling and academic supports that students may need
to complete a degree. Second, the use of the workplace as a structured leaming place and opportu-
nity for contextual learning is foreign to most community colleges. Even at technical colleges, en-
rollment in co-op education programs is typically quite limited. Additionally, as institutions, com-
munity colleges typically do not plan and respond as single coherent organizations. While a
growing aspect of many community colleges’ business is the noncredit, nondegree programs that
concentrate on customized training for area employers, the staff involved with these efforts (who
have the experience and interest in developing close relationships with employers) have little con-
tact with staff on the degree-granting side of the institution — that is, staff who plan programs of
study for post-sccondary students. Thus, the lessons learned about what employers need in new
employees and in skills training programs do not influence the degree-granting programs. On a
practical level, many community colleges are already oversubscribed in the occupational arcas
(particularly health) targeted by local school-to-work programs, so they have little incentive to co-
operate with high schools to create even more demand.

As discussed further in the next section, states can play a critical role in facilitating the de-
velopment of stronger bridges between secondary and post-secondary instruction. A major fever for
change could be reforming funding mechanisms to encourage community college investment in
carefully structured sequences of courses, student supports such as counseling to promeote retention,
introduction of work-based learning and other new instructional techniques, and the hiring of more
full-time staff to allow for greater coordination and coherence among course offerings. At the four-
year college level, some states are promoting the development of competency-based admissions
systems in support of school-to-work innovations since participating students often gain skills and
knowledge outside of the traditional course “boxes” for which colleges typically look.

While post-secondary participation in school-to-work has certainly been more limited than
that of secondary schools, districts, and local and community partners (including employers),
colleges are significant players in a few of the 16 school-to-work initiatives in this study. For
example, the Fox Valley Technical College is centrally involved in the Fox Cities youth
apprenticeship program, and actually provides all the technical and academic instruction to
participating students. Tri-County Technical College has played a role in all aspects of the Pickens
County Tech Prep Program’s development as well as that of other tech prep initiatives in
surrounding districts. Tri-County Technical College is one of the partners within the local Tech
Prep school-to-work initiative; the college houses consortium staff and provides technical
assistance to all partners within the consortium. In addition — as a partner in the Pickens County
Youth Apprenticeship Program — it has continued to build on its ability to help students make the
transition from high school to post-secondary instruction in their chosen field. In connection with
the Portland cluster program, staff from local community colleges and the high school are working
on articulation agreements for each of the six career pathway areas. The participating colleges have
taken on responsibility for developing new curriculum, with plans calling for the colleges to create
a course that Jogically follows from the high school-level curricula in each of the six areas. Earlier,
college staff were also involved in the curriculum development for the initiative’s core ninth grade
program.
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Conclusion

While preparing young people for post-secondary education is a central goal of school-to-
work programs, the logistical challenges of building linkages between secondary and post-
secondary institutions so thai learning becomes a “searnless whole” are significant. The experience
that the 16 case study sites have had with post-secondary linkages and more informal efforts to help
students conncct to college raises questions about the best model for such linkages and connections
and identifying the incentives for making this piece of school-to-work a priority. The more informal
efforts to guide and prepare students for college access have been the focus of many programs’ ef-
forts. Such activities are generally easier for secondary-level staff to undertake than attempting to
build more formal bridges to post-secondary institutions, and may suit more students’ interests
better than tightly sequenced articulation agreements. Community colleges have a mix of incentives
and disincentives to participating in school-to-work. Four-year colleges have focused only on
school-to-work around the issues of alternative assessment of student qualifications and articulation
of credits earned at two-year colleges. For the most part, employers have not been actively involved
in the discussions and development of post-secondary linkages. The incentives are mixed for them
as well: While they recognize the need for post-secondary credentials, college enrollment can mean
that they lose the individual students whom they have trained and mentored (unless they can com-
bine work and school at a local college).

As discussed further in Chapter 7, states need to play a central role in the development of
post-secondary connections because of their leverage in the state community college and university
systems. Tipping the balance of incentives and disincentives to encourage greater community col-
lege participation will require state involvement. Many issues that need to be addressed are beyond
the reach of individual school-to-work programs and districts.

As post-secondary linkages are developed and colleges become more central school-to-
work players, efforts to promote post-secondary retention need to be included. Program staft raised
concerns about what happens to students once they get to college. They are increasingly identifying
the need to follow-up with and support students through this transition. Lack of pedagogical
changes at the post-secondary level, financial pressures, and “cultural” issues can make it difficult
for many students to stay in college.
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Chapter 7

State and Federal Policies: How They Affect Leading-Edge Programs

This chapter summarizes what the 16 school-to-work initiatives told us about their evolving
relationship with federal and state entities interested in promoting school-to-work and school re-
form. These experiences suggest areas in which larger public entities can promote school-to-work,
indicate several implications for future federal and state policies, and illuminate instances where
federal or state requirements may inadvertently hinder program development. In summary:

e It appears that local programs can benefit substantially from state and federal as-
sistance [or coordinating with post-secondary institutions; developing portable
credentials; supporting staff traiming, cumculum development, and employer
education and outreach; building networks; and providing financial support.

e Local programs could benefit from additional support in expanding post-
secondary enrollments and establishing portabie credentials, and state and fed-
eral actors need to be aware of overarching palicies and practices that may hin-
der local program development efforts, such as policies that determine course
requirements for high school graduation, required course content, and child la-
bor laws that may limit internships.

= Most sites continug to use special funding to coordinate school-to-work activi-
ties, to develop new program components, and to help pay for staff to maintain
employer relations and work-based leaming. While it s difficult to speculate on
the effects of a withdrawal of special funding, it appears likely that most institu-
tionalized programs would remain in operation, but that the pace of innovation
and development would be slowed.

The School-to-Work Opportunities Act (STWOA) authorized new federal funding to lever-
age the creation of local school-to-work initiatives and move toward the creation of systems of ef-
fective school programs in each state. At the federal level, the STWOA also created the National
School-to-Work Office and the Leaming and Information Center to help increase the capacity of
school-to-work professionals and to help implement state and local systems nationwide by broker-
ing a wide range of information and training on school-to-work. The STWOA asks states to play a
key role in promoting school-to-work systems, both by using these new resources to aid the devel-
opment of initiatives at the local level and by directing more traditional regulatory, service, and
policy efforts toward this goal.

Overall, school-to-work system- building efforts have changed the rules of the game by rein-
forcing local ownership of education reform and pushing program resources and responsibility
down to the local level. State officials engaged in promoting school-to-work may encounter tension
between system-building efforts and local control of education initiatives, particularly if a small
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portion of public education funding comes through the state. Nationwide, state education budgets
are being reduced, making it difficult for state agency staff to assist in the development of local ini-
tiatives. Even withm this environment, federa! and state policies and practices can play a posttive
role in helping to expand and sustain local initiatives.

As stated throughout, this report documents the approaches that local promising school-to-
work initiatives have taken to build up and sustain their programs. The experiences of these 16 sites
demonstrate what is possible and highlight challenges faced along the way, but cannot necessarily
be generalized to all school-to-work initiatives. This is true for this chapter -— perhaps more so than
the others — because the “bottom-up™ approach of learning from local program operators and em-
ployers was used to gather information on the role state and federal entities play in helping these
initiatives to grow. State and federal administrators were not interviewed, and, in general, this topic
was not the primary focus of our discussions at the local level. However, while many state- and
federal-ievel “stories” clearly are not recorded here, the issues raised by local program staff and
employers appear to be significant.

This chapter begins by summarizing the major areas in which the federal government and
particularly states can help to promote the development and expansion of school-to-work. First,
nonfinancial assistance —— including building post-secondary connections, hiring staff, developing
curricula, and mounting employer recruitment and public education campaigns — are described.
Thirteen of the sixteen case study sites have received financial assistance from state and/or federal
sources to develop, sustain, and build their programs since 1992-93; a summary of how these funds
have been used is presented here. Examples in which state and federal policies and requirements
were cited as possibly inhibiting program development are also covered. The chapter concludes
with a brief discussion of the costs associated with running the 16 school-to-work initiatives studied
here.

How Can the State and Federal Governments Support School-to-Work?

While most of the 16 case study sites were initiated at the local level — and existed prior to
the STWOA and even prior 1o many states’ school-to-work legislation — these programs operate
today within a larger environment that is infused with new resources, ideas, and policies aimed at
supporting the growth of school-to-work “from above.” Since 1994, more federal funds and in-
creased technical assistance have been made available, and many states have been actively pro-
moting school-to-work systems. In what ways has this changing environment aided local pro-
grams? Where have overarching requirements, policies, and governance structures hindered local
nitiatives?

States and the federal government have provided services and financial assistance that local
programs cite as promoting their efforts to sustain and expand school-to-work. Overall, state and
federal interest in school-to-work and related activities has served to legitimize and strengthen local
programs. In many areas, local initiatives are aligned with national and state efforts to promote
school- and work-based learning and activities that connect school and work, rather than as isolated
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district reform efforts. Program staff told us about several ways in which larger public entities could
help them develop and expand local initiatives:

e building post-secondary connections — for example, through regional articula-
tion agreements and adapting college entrance requirements;

e devcioping portable credentials;

o providing staff training and curriculum development,

e coordinating cmployer education and outreach campaigns;

s creating networks of practitioners;

¢ linking school-to-work with other school reform efforts; and
e contributing financial assistance.

Building Post-Secondary Connections

Several of the case study sites noted the importance of federal and state-level assistance in
areas where local schools, districts, and even partnerships may not have jurisdiction to set policy
and establish new practices. Jurisdictional issues typically arise in the related areas of building con-
nections to post-secondary institutions and creating alternate certification for students who success-
fully complete school-to-work programs (see Developing Portable Credentials, below). States can
assist in building connections between school-to-work inttiatives in secondary schools and post-
secondary institutions by creating working groups of secondary schools and two- and four-year
colleges; these working groups could develop regional articulation agreements, revise college en-
trance requirements to accommodate school-to-work innovations, and promote both school-to-work
learning approaches at the post-secondary level and an increased use of student supports in college
such as counseling by coliege staff familiar with school-to-work programs.

As discussed in Chapter 6, many of the case study sites have developed clear pathways for
students into post-secondary alternatives through articulation agreements, and in several instances,
state tech prep consortia have promoted and encouraged this development (Socorro). However,
such alternatives arc typically limited to a few local community colleges, possibly to a local univer-
sity, and perhaps even to a specific set of departments within the selected post-secondary institu-
tions. Thus, while articulation agreements exist, post-secondary options to which students can apply
such credits are usually limited, and this appears to contribute to low rates of utilization by students.
Several states in which the case study sites are located have addressed this issue by expanding the
scope of articulation and linking secondary schools with more post-secondary institutions. For ex-
ample, in Indiana broad articulation agreements are bemg discussed by secondary and post-
secondary mstitutions located within each of 14 regions in the state. On a related issue, states can
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facilitate the acceptance of articulation credits by four-year post-secondary institutions in order to
encourage students to pursue additional post-secondary leaming.

States also play an important role in establishing admissions policies and entrance require-
ments for public universities. Many such policies currently rely on traditional measures of student
achievement in high school such as grades eamed in specific academic subjects, and thus may not
take into account student mastery of broad concepts and workplace skills through participation in
school-to-work initiaiives. The Oregon State System of Higher Education is developing a compe-
tency-based post-secondary admissions system (known as PASS) that could place students who
attain performance-based certificates from school-to-work programs on an equal footing with stu-
dents enrolled in more traditional course offerings that are now often targeted in the admissions
pelicies of four-year institutions. Under the PASS system, high school students will demonstrate
their knowledge and skills in six content areas, and the proficiency-based college admissions sys-
tem is being designed to 1dentify the knowledge and skills needed to succeed in college. The State
of Wisconsin 1s also piloting competency-based admissions within the University of Wisconsin
system, but not on campuses in communities served directly by the Fox Cities or West Bend youth
apprenticeship programs. In Wisconsin, local school-to-work program staff noted that further as-
sistance from state staff would be useful in educating college admissions staff about youth appren-
ticeship and how college applications from program graduates might differ from other, traditional
applications.

Although not yet widely seen in the case study sites, states can also play a role in extending
school-to-work approaches to the post-secondary level. As discussed in Chapter 6, states could play
a greater role in encouraging community colleges to invest in adopting promising school-to-work
practices demonstrated within secondary schools, including increased student support activities to
encourage students to stay in school, the use of work-based learning and other innovative instruc-
tional techniques, and the hiring of staff to ease students’ transition from secondary to post-
secondary instruction.

These activities suggest that states should continue to assist in the development of linkages
with post-secondary institutions. Such assistance includes helping to educate and inform college
admussions staff and department heads about school-to-work approaches and creating opportunities
for secondary and post-secondary dialogue,

Developing Portable Credentials

[t is typically beyond the scope of a local school district to develop a portable record of the
specialized skills and general work-readiness abilities that students gain through program participa-
tion and that will be recognized by all post-secondary institutions and potential employers. While
several of the case study sites grant certificates of achievement to program graduates, these are
typically issued in conjunction with a regular high school diploma and may or may not be consid-
ered by other education institutions and employers. Rather than leaving the development of skill
standards to local operators, state-led consortia (such as Oregon’s effort to develop Certificates of
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Initial and Advanced Mastery' and Wisconsin’s issuance of a youth apprenticeship certificate to
program graduates) and federal efforts (such as those directed at developing uniform skill standards
under Goals 2000) are better equipped to develop standardized portable credentials.

Even though states continue to control graduation requirements, individual sites appear to
be emerging as leaders in developing alternate methods of assessing student performance. For ex-
ample, Dauphin County received approval from the state to replace Camegie units with perform-
ance-based outcomes according to state-developed competencies (which extends Dauphin County’s
applied approach to all academic subjects).” However, it remains to be seen how post-secondary
institutions and employers will react to Harrisburg’s new student assessment method.

Providing Staff Training and Curriculum Development

Several case study sites credited staff training and curriculum development assistance, pri-
marily that received from state education agencies, with substantially advancing the development of
their initiatives. Most striking, the State of Wisconsin launched youth apprenticeship by creating
advisory bodies representing educational, employer, and community interests in school-to-work
and writing school- and work-based curricula to guide the development of printing youth appren-
ticeship programs. More recently, Wisconsin expanded youth apprenticeship from printing into the
fields of health, finance, auto technology/auto collision, and insurance by commissioning the writ-
ing of new curricula in each area; the state’s efforts to develop skill-certified cooperative education
options for all students is also taking hold in the two Wisconsin case study sttes. In Pickens County,
under state school-to-work legislation, teacher training in applied teaching techniques is provided
and has helped all teachers to better understand tech prep.

The federal government, through the National School-to-Work Office and the Learning and
Information Center, is also credited with providing technical assistance in a wide range of areas.
Specifically, the establishment of the technical assistance resource bank of nearly 150 school-to-
work experts and lines of credit that states and local partnerships may use to access technical assis-
tance, cross-state implementation meetings convened by the Natiopal Office, and many presenta-
tions and publications on school-to-work, have made information widely available to states and lo-
calities nationwide. In addition, the National Office, by serving as an external leader and lending
validity to local efforts, can help local initiatives to achieve change.

Interestingly, as leaders in school-to-work, staff from the 16 case study sites are often called
upon to provide technical assistance to others. Program leaders in Oakland, Cambndge, Baltimore,

' See National Center for Education and the' Economy’s Commission on the Skills of the American Workforce,
1990. The commission report proposes that all students be examined by tenth grade on their mastery of reading,
math, and other core knowledge, with high school graduation and entry into specialized high school courses condi-
tioned on passing the examination. The Commission’s goals are to ensure that ali students possess the basic skills
required in the workplace, to establish a credential that will be a reliable indicater to employers of students® mastery
of these skills, and to give students an incentive to learn the skills, since the opportunity to receive work-related
training will depend on passing the examination.

* Camnegie units are standards of measurement ihat represent one credit each for the completion of a one-year
course in secondary school.
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and Tulsa, in particular, are considered national experts and regularly address local, state, and na-
tional groups; program staft at other sites are relied upon as regional and local authorities on
school-to-work.

Coordinating Employer Education and Outreach Campaigns

As more individual school-to-work imitiatives are Jaunched and expand toward becoming an
interrelated system of school choices for students within broad geographic areas, state education
agencies might consider supporting increased coordination among potential employer partners and
collaboration between school districts and other entities. State and regional organizations can fa-
cilitate cooperation among multiple school districts and local partnerships that share a common
economic base, and may be able to reach multiple employers more efficiently than single school
districts. For example, Pennsylvania’s public awareness campaign has pigued local employers’ in-
terest in participation in Dauphin County; site staff credit the state’s aggressive education and in-
formation dissemination campaign for bringing more local employers to the school and increasing
employers’ understanding of how they can contribute to school-to-work.

While states associated with the case study sites have generally not yet become imvolved
with coordinating employer participation in school-to-work, individual sites have demonstrated the
need for increased coordination among several local initiatives and suggest where such coordina-
tion might be more efficiently handled by state or regional entities. For example, Baltimore staff are
taking part in an effort to form an umbrella organization tntended in part to coordinate employer
participation and the development of internship positions for students from multiple career acade-
mies. The effort was undertaken because local programs fear they might be approaching (and pos-
sibly overloading) the same employers as more academies are launched throughout the greater Bal-
trmore area. Similarly, Tulsa’s Chamber of Commerce continues to play an intensive advisory and
coordinating role as new school-to-work initiatives are launched involving multiple school districts
and employers throughout the area.

Network Building

Qakland provides a good example of how network building can promote and strengthen
school-to-work. As one of California’s original Partnership Academies, Oakland is part of state-led
efforts to spread and imiprove high school career academies through annual all-site conferences and
special projects (for example, to improve integrated curricula in specific subject areas, including
health). The program also receives partial funding from the state. Similarly, as one of Oregon’s
original demonstration schools, Roosevelt High School (Portland) benefited early on from state of-
ficials” guidance and from interaction with other leading school-to-work programs within the state
(although the state has reduced its funding to the demonstration sites, and Portland noted that the
group meets less frequently). Networks of sites engaged in similar activities have also been pro-
moted in Indiana (tech prep) and Arkansas (youth apprenticeship); case study sites that participate
in these networks noted the value of shared information among initiatives focused on attaining
similar goals.
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Linking School-to-Work with Other Education Reform Efforts

By interpreting federal and state education reform laws, and setting policy and regulations
in accordance with such laws, the federal government and state agencies play an important role in
linking complementary reform efforts such as the STWOA, Goals 2000, and the Improving Amer-
ica’s Schools Act (which reauthorized Title I of the Elementary and Secondary Education Act of
1965), and helping localities use federal resources more creatively and flexibly. At best, such guid-
ance can help local programs access resources and information to create strong initiatives that draw
from several approaches to education reform; at worst, multiple reform agendas may appear contra-
dictory at the local level. (See Possible Hindrances to Program Development, below.)

Contributing Financial Assistance

The passage of the STWOA brought an infusion of financial assistance to states and Jocal
partnerships to help promote the development of school-to-work systems to serve all students.
Eight (of twelve) states containing ten of the case study sites received state implementation grants;
in these states, five programs have already benefited directly from these funds. Also, five sites are
located in areas that received local partnership grants from the federal government. In addition, sev-
eral sites have received other federal grants under Goals 2000 (Dauphin County), the U.S. Depart-
ment of Labor’s youth apprenticeship initiative (Oakland), and Carl Perkins demonstration funding
(Cambridge). Such federal funding is being used by the case study sites and other local partners to
explore new school-to-work approaches and replicate those that appear promising (Baltimore,
Tulsa); to continue to provide technical assistance to program teachers (Portland, Dauphin County);
to expand successful school-to-work components such as career exploration to lower grade levels
(Fort Collins), and work experience to more students (Central Point, Fox Cities); and to develop
specialized program features, such as a youth apprenticeship option (OQakland) and an improved
integrated curriculum (Dauphin County). Often, outside funding is used to pay the salary of a point
person in charge of expanding specific program components and further program development.

Half of the case study sites received financial support from state school-to-work initiatives,
and most of these sites continued to receive additional state funds through 1996. In most instances,
state funding is directed toward the promotion of specific program approaches as mandated by state
legislation. For example, Little Rock receives annual support as part of Arkansas youth apprentice-
ship legislation (Act 10 of 1991), and the program must meet several state requirements as a condi-
tion of continued funding, including that students work no more than 20 hours per week, articula-
tion with post-high school education or training programs in each occupational area, and follow-up
of students for two years after they graduate from the program.

Were such additional funds to be withdrawn, sites that have become institutionalized appear
likely to continue in operation, although innovation and continued program development could
slow dewn. It is difficult to predict the long-term prospects of programs that continue to rely on
special funding to cover the bulk of ongoing operating expenses, or that serve relatively few stu-
dents and thus have remained marginalized.
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Possible Hindrances to Program Development

Several of the case study sites identified requirements and policies that can hinder program
development and operation, and noted areas in which additional state-levei support and assistance
are needed. For example, at times, systemic reform initiatives tend to compete with — or work at
cross-purposes with — local school-to-work initiatives. Broad education reform goals may include
higher achicvement in established academic courses, while school-to-work places greater emphasis
on learning through workplace experiences and apphed technology courses. Some teachers may not
see how school-to-work innovations can help students academically, particularly in traditional sub-
ject arcas, and a state’s emphasis on achievement in traditional subject areas may solidify tradi-
tional teaching methods, thereby undermining teachers’ interest in school-to-work approaches. In
addition, existing state education requirements — including specific courses required for graduation
and required minimum hours of study — may limit the amount of time during the school day that 1s
available for work-based learning and other innovations. Similarly, teacher certification regulations
(set by state education agencies) may limit opportumties for integrated instruction. In some cases,
programs have sought special waivers of state requirements in order to implement key program
features. In some instances, states’ child labor laws may limit internship opportunities, 1f, for exam-
ple, students under the age of 18 are prohibited from working in more than one paid position at a
time. (Students may have jobs that they are unwilling to give up in order to participate in paid work
experience, along with intemships that are part of the school-to-work initiative.)

Second, several case study sites have experienced some frustration at the pace of state-led
reform efforts specifically focused on school-to-work. These sites tend to be front runners in their
states and often lead the development of new program components and approaches to reform. Local
innovation may precede state policy and can cause ambivalence with regard to state requirements.
This is often the case in places where statewide standards are being developed. For example, in
Oregon, the Central Point site has adopted a Certificate of Initial Mastery, while the Portland initia-
tive is waiting for further guidance from the state on the content of this certification; both sites ex-
press uncertainty about the direction the state will take regarding Certificates of Advanced Mastery.
Lack of clear strategy from states, particularly around the development of standards, may make lo-
cal programs hesitant to move forward with curricular innovations until they know what criteria
their programs must meet.

Brief Summary of Program Costs

In all 16 case study sites, program costs are substantially covered by the local school dis-
tricts that house these initiatives. Typically, district funds are used to pay teachers and to cover
some program development costs. However, as noted above, many of the case study sites also con-
tinue to receive extra funding from outside their home districts — from federal or state demonstra-
tion grants, from local employer partners, or from foundation grants. [n most cases, the case study
sites noted that extra funding is used to staff program coordinating and employer relation functions.
Most programs studied have specially dedicated, nonteaching personnel whose primary responsi-

_96-



bility is to develop and maintain employer relationships, to create work-based learmning posttions, to
make efforts to connect school with work, and to monitor students’ progress at worksites.

In addition, as the programs continue to evolve and add or fine-tune specific program com-
ponents, external funding is often directed toward special projects and program enhancements.
Even well-established programs often need additional funding to create new program components,
continue to train teachers, and help pay for work-based learning coordinators. States and the federal
government should recognize the ongoing funding needs of programs as they continue to develop
and innovate.

Conclusion

Most of the case study sites benefited substantially from assistance from federal and state
agencies. This assistance was used to build connections between school-to-work and post-
secondary institutions, establish portable credentials, provide staff training and curriculum devel-
opment assistance, coordinate employer outreach campaigns, promote practitioner networks, link
school-to-work with other education reforms, and for financial assistance in support of specific
program components and staff dedicated to developing and maintaining employer relations and
work-based learning. Future state and federal policies should be mindful of such activities and the
fact that additional funding is likely to continue to be needed as programs fine-tune and add pro-
gram components. Finally, statc and federal agencies bear the added responsibility of linking
school-to-work efforts and funding with related employment and training and economic develop-
ment initiatives if a systemic approach is to take hold.
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Appendix
Description of the Programs in This Study'

Career Academies

Academy of Finance: Lake Clifton-Eastern High School
Baltimore, Maryland

Program Description

The Academy of Finance is housed within Lake Clifton-Eastern High School, a large compre-
hensive neighborhood high school serving over 2,000 students in grades 9 through 12.* The Academy,
which is part of the National Academy Foundation network, 1s one of several citywide programs in the
Baltimore City Public School System; all Baltimore eighth graders may apply to enter the Academy in
the ninth grade. Most students are African-American. The Academy is primarily supported through dis-
trict funds and contributions from employer partners.

School elements. In order to maintain its small school-within-a-school environment, enrollment
has remained stable at approximately 250 students in grades 9 through 12. Students take academic and
finance-related classes together and maintain close contact throughout their Academy experience with
the program director and the program’s three occupational teachers. Finance-related courses are closely
linked and include exploring financial careers, introduction to personal computers, computer science,
economics, finance, banking and credit, college-level accounting, security operations, and international
finance. Students also take personal development seminars on interviewing and résumeé writing, presen-
tation skills, time management, career planning, and other topics. The Academy provides support serv-
ices, including tutoring and academic advising.

Work elements. Academy students are exposed to the workplace throughout their high school
career via job shadowing (students shadow employees for one day four times during the school year in
grades 10 and 11), mentors {(assigned to all grade 10 and 11 students), field tmps and guest speakers
throughout their Academy experience, and paid intemships during the summer after the eleventh grade.
All employers are encouraged to assign both a worksite mentor and a supervisor to each intem, and stu-
dents and their workplace supervisors are required to complete a Summer Internship Training Plan/Job
Description, which explicitly lists job tasks, outcomes (performance and knowledge) expected to be
gained by completing tasks, and supplemental learning activities to enhance the students’ summer work
expenience. In addition, the Academy is governed by a very commtted, involved employer Advisory
Board, which provides funding, access to job shadowing and internship opportunities for teachers and
students, and program leadership and oversight.

Post-secondary elements. The Academy strongly promotes college attendance, and most pro-
gram graduates enroll in post-secondary programs. Students are given the option of taking a three-credit

'Longer descriptions of individual programs are found in the appendix to Home-Grown Lessons (Pauly, Kopp,
and Haimson, 1994), MDRC’s original school-to-work report.

A “comprehensive” high school offers mostly academic and some vocational classes, as opposed to a voca-
ttonal high school, to which students from area high schools travel to take vocational classes.
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introductery finance course at nearby Morgan State University. The Academy also makes special efforts
to help students access the lacal community college; all Academy students complete an application and
are automatically accepted into Baltimore City Community College (which is used as a faliback position
by many students who cannot afford to attend or are not accepted by other post-secondary institutions).

Changes/Issues Since 1992-93

e Rather than increasing Academy of Finance enrollment, Academy leadership has
spearheaded efforts to launch a second National Academy Foundation program in
the Baltimore City Public Schools (an Academy of Travel and Tourism), and the
program’s original administrative structure has evoived to accommodate the second
Academy program and activities designied to create an umbrella organization for all
Baltimore-area academy programs.

e Starting in the 1996-97 school year, in an effort to more tightly control the guality of
academic courses that Academy students take, the program created a more cohesive
teaching team and a stronger school-within-a-school by teaming with another Lake
Chifton program (Law-Related Education) and moving all academic and occupa-
tional staff, and classrooms, to a separate wing of the high school. An additional oc-
cupational teacher was also hired (three occupational teachers are now dedicated
solely to the Academy), and all academic and occupational teachers will now teach
Academy classes only.

e A significant increase in the number of students eligible for internships is expected
in the summer of 1997, due to the start-up of the Academy of Travel and Tourism
and a large eleventh grade class within the Academy of Finance during the 1996-97
school year. An intemship coordinator has been hired to manage mentoring and in-
ternship opportunities, and 1o coordinate employer contacts with other Academies
located within Baltimore County to minimize overlap and avoid multiple requests to
the same company.

King-Drew High School of Medicine and Science
(formerly King-Drew Medical Magnet High School)
Los Angeles, California

Program Description

King-Drew High School of Medicine and Science, located in south central Los Angeles, 15 a
citywide magnet program serving students in the Los Angeles School District. The school’s pepulation
of 220 is predominantly African-American, and approximately one-fourth of the school’s students live in
its neighborhood. The school is supported through district general and magnet funds.

School elements. King-Drew High School currently includes grades 10 through 12. The school’s
curriculum. focused on the academic courses needed to enter college, emphasizes science, math, and
other courses related to the study of medicine. Medical examples, vocabulary, and related assignments
are used in many courses. Students usc their work-based experiences in school assignments including
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class presentations, report writing, and junior and senior research projects. Students also take workplace-
linked courses in career exploration, health, hospital careers, and health occupations. King-Drew’s small
size, with only 10 teachers, enables students and staff to develop strong relationships; students typically
have the same teacher for two or more courses during their three years at the school.

Work elements. Wark-based leaming is a central part of the school’s program and 1s highly inte-
grated into the curriculum. All students participate in work-based learning and rotate to different experi-
ences in hospitals, clinics, research factlities, and/or medical offices: grade 10 students spend three hours
per week at their worksite and rotate through four placements; grade 11 students spend five hours per
week at their worksite and rotate through four placements; and seniors have more intensive experiences
at two placements during the year (five hours each week). A training plan is developed for each rotation,
including a list of experiences that students are expected to carry out during the rotation and competen-
cies they are expected to master. Students both observe and participate in the work of the depart-
ment/clinic/office with which they are placed, but typically more time 1s spent on observation, Each se-
mester students take a course linked to their workplace rotation. ‘

Post-secondary elements. The high school has a strong college preparatory emphasis, and almost
all of the school’s graduates attend college or receive post-secondary training. King-Drew has a strong
relationship with and 1s located on the campus of Charles Drew University, which gives students and
faculty access to its library and learning laboratories. The university does not offer a four-year degree at
this time, but once such a degree program is established, the high school hopes to work with the univer-
sity on mechanisms for directly moving 1ts students into a bachelor of science degree program.

Changes/Issues Since 1992-93

+ King-Drew has plans under way for building a new factlity and expanding the
school’s population from just over 200 to 1,700 students, and including grades 9-12.
The new building has been delayed a year, and 15 now expected to be completed in
1998. Planning for the expansion has started. Faculty are looking into the possibility
of creating six schools-within-a-school, each with 10 teachers, one counselor, and
other staff, to essentially replicate the current school structure and maintain the
small-school atmosphere. Another possibility is 1o create schools-within-a-school
that have different health and science themes. Faculty are also starting to investigate
alternatives to work-based learning because they do not feel they can place 1,700
students every year. For students in grade 9 (and possibly grade 10}, they will try to
“bring the hospital to the school” by having health professionals make presentations
to classes and by including climical lab work that involves activities done in hospi-
tals.

* The delay n King-Drew’s expansion, which will enable the program to include
grade 9 students for the first time, has had an impact on recruiting efforts. Over the
past three to four years, most of the middie and high schools in the district have been
reconfigured so that grade 9 is typically included as part of high school. King-Drew
1s the only magnet school 1n the district that recruits students in grade 8 and then
asks them to wait a year n another school (recruiting at the high school level is not
positively received since King-Drew attracts strong students away from other high
schools). Thanks to a strong reputation and positive word-of-mouth, the school has
not had difficulty filling its slots, but the waiting list 1s much smaller than it used to
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be. Recruttment efforts will have to be geared up in preparation for moving into a
larger facility.

e King-Drew undertook an assessment of its work-based learning placements i an ef-
fort to evaluate the learning opportunities provided to students. The study found that
30 percent of the placements offered limited experiences around a work prod-
uct/project rather than the more academic-oriented leaming experiences for which
the school is looking. As a result, some placements were dropped and new ones —
particularly in medical research — were developed.

Health and Bioscience Academy: Oakland Technical High School
Oakland, California

Program Description

The Health and Bioscience Academy is housed within Qakland Technical High School, one of
the city’s largest comprehensive high schools, which serves approximately 1,600 inner-city, disadvan-
taged youths in grades 9-12. As one of 13 Academy programs located throughout the district, the Acad-
emy recruits students district-wide and enrolls approximately 270 students. The Academy receives sup-
port from the district, state, city, foundations, and the federal government.

School elements, The Academy is a school-within-a-school program for students in grades 10-12
(with a small number of students who are repeating the ninth grade at Oakland Tech also admitted). The
Academy’s goal is to reduce the dropout rate among at-risk students, and to prepare them for post-
secondary education and skilled health careers. Academy students take three or four classes together
each year, including English, science (biology, biomedical lab, advanced biology, physiology, chemis-
try), social studies, computer applications, health occupations, and advanced electuives. Courses focus on
science- and health-related themes, and teachers use a variety of instructional approaches, including team
projects, reflective learning activities, competency assessments, and other innovations. Field trips, guest
speakers, job-shadowing opportunities, community service opportunities, employer mentors, and tutoring
are provided to inform students about a wide range of health and bioscience careers and to help them
succeed 1n school.

Work elements. Academy students are exposed to the workpiace in a variety of ways over their
3-4-year program experience. Tenth grade students are matched with an industry mentor; students may
also engage in volunteer work to gain field experience during the spring of their sophomore year. During
the summer after the eleventh grade, students are placed in an internship that is closely monitored by
Academy staff, who visit interns and their supervisors to assess the implementation of training plans,
check student attendance and work behavior, and respond to any problems that arise. Students are paid
by the employer or by the City of Oakland through youth employment programs. During the twelfth
grade, students may either continue their summer employment or enroll in a health cooperative education
class; each twelfth grade student also prepares a major health-related project that may incorporate com-
ments from an adult mentor working in the health field. The Academy has an active advisory group that

-101-



includes employer representatives. The Academy has also been instrumental in starting a Health Educa-
tion Center and school-based clinic at Oakland Tech; Academy students have worked in the clinic and
have been trained as peer educators to volunteer in the education center providing peer counseling on
AIDS and drug education,

Post-secondary elements. The Academy has built a number of meaningful relationships with area
post-secondary institutions that expose students to post-secondary options and pravide opportunities for
Academy students to interact with post-secondary students and professors. For example: Academy stu-
dents may take community college courses when specific courses they want are not offered at Oakland
Tech, or to make up courses during the summer; select community college classes have been offered on
the high schoo! campus: Academy students participate in a range of health-related events sponsored by
local colleges and may shadow college students enrolled in courses of study that interest them; college
students have designed hands-on exercises for Academy students to fulfill their own degree require-
ments; and Academy students have worked with graduate students on an urban renewal project. The
Academy also has several articulation agreements already in place that allow students to earn extra
points toward admission to community college programs and to eam college credits in specific degree
areas.

Changes/Issues Since 1992-93

e In terms of recruitment, the Academy has had to make concerted efforts to enroll
male students and low-achieving students in the program. This is because the jobs
and careers traditionally offered have been more appealing to female students and
because, as the stature of the program has grown over time, more high-achieving
students have been applying, particularly from schools other than Oakland Tech. To
address this imbalance, the Academy is introducing career paths that may appeal
more strongly to male applicants, such as emergency medical technician and ambu-
fance services, as well as reaching out to lower-achieving students during district-
wide recruitment events and accepting students from within Qakland Tech who are
repeating the ninth grade.

o The Academy’s rich program has evolved incrementally over time, with program
leaders focusing on individual aspects of the Academy one at a time. For example,
during the 1995-96 school year, Academy staff and advisory committee members
worked almost exclusively to get the Oakland Tech Health Education Center/Health
Clinic off the ground. The following year, they refocused on strengthening work-
based learning opportunities. The Academy director notes that, unless programs have
a lot of personnel or funding, projects must evolve in this way.

» The Health and Bioscience Academy serves as a model for the district’s 3 Academy
programs, all of which receive support from a central magnet office. The district of-
fice coordinates district-wide recruitment (creating marketing information, organiz-
ing recruitment events, and the like}, sorts through multiple Academy applications
by individual students, and 1s becoming more involved in developing student intern-
ship opportumties,
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Socorro Health Professions Academy, Socorro High School
El Paso, Texas

Program Description

Socorro, Texas, is a predominantly urban area on the U.S.-Mexico border, located about 10 miles
east of El Paso and the border city of Juarez, Mexico. The district serves a rapidly growing, predomm-
nantly Mexican-American population, and many families are economically and educationally disadvan-
taged. The Academy serves appreximately 250 students, and recruits students district-wide. Support is
provided by the district, in part through vocational education funding.

School elements. Socorro’s Health Professions Academy was designed to address the under-
representation of minorities in the health care field owing to students’ lack of information about health
careers, appropriate role models, and study skills. To meet these needs, the four-year in-school magnet
program has small blocked classes, an integrated curriculum, clinical experiences and work internships,
and student leadership activities. Students take most of their classes together in grades 9 through 12, in-
cluding a four-year health occupations course sequence, English, social studies, math, and science. A
team of 13 teachers (including 4 health occupations teachers) and a guidance counselor assigned to work
with all Academy students throughout their four years in the program, meet weekly to discuss the inte-
gration of academic and occupational instruction, address the needs of individual students, and plan
Academy events. Most Academy students participate actively in the school’s chapter of the Health Oc-
cupations Students of America (HOSA) program and its local, state, and national competitions in public
speaking, CPR skills, and response to mock trauma cases. The Academy also offers a summer program
to those students desiring Certified Nursing Assistant credentials.

Work elements. In grade 11, students’ schedules are reorganized to allow them to participate in a
full-year job shadowing/rotation experience at the local public hospital two mornings a week. The elev-
enth grade experience allows students to observe a wide range of health occupations and prepares them
for employment in the twelfth grade cooperative education class. In the twelfth grade, most students en-
roll 1n the co-op class and work part-time 1n area hospitals or with other health care providers, or — if
enrollment in fourth-year science and math and participation in extra-curricular activities do not allow
enough time for the co-op — students may take an Independent Research Class focused on a topic re-
lated to health carcers. Employers also participate in several annual Academy events on campus.

Post-secondary elements. Articulated credit at the El Paso Community College is offered for
completion of the Academy cuwrriculum. A certificate has been developed that students can show to
community college counselors to obtain articulation credits.

Changes/Issues Since 1992-93

* During the summer of 1995, a wing of Socorro High School underwent substantial reno-
vation 1n order to house Academy classrooms together in one location. Eleven of the 13
teachers’ classrooms are now located on this wing, and meost students have their lockers
on the same hallway. This allows teachers and students in different grade levels to mix
freely throughout the school day. In addition, having a recognizable, geographic loca-
tion, combined with the Academy’s growing reputation, has increased the program’s
visibility on campus.
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e The Academy’s lead teacher has had to continually reassess and redesign work-based
learning opportunities for twelfth grade co-op students and seek out innovative ways to
engage employer partners over the past three years. During that time the school con-
verted to a year-round schedule (altering the students’ work schedule and bringing co-op
students into possible conflict with summer volunteers); management and organizational
changes have taken place among area health care providers; and new health occupational
programs have led 10 increased competition for student internship slots. Since the Acad-
emy firmly believes that students receive the best traming at a teaching hospitai through
internships and rotations, the program has been unwilling to place students in positions
where they might not learn as much on the job. Student work schedules have been al-
tered to take advantage of all intemship opportunities and, in some cases, students must
start as unpaid volunteers in order to get their foot in the door and be first in line when a
part-time paid position opens up.

e In 1995, the Academy became the district’s only health occupations program (with the
closure of the health occupations program at another high school) and began to recruit
students district-wide from all area middle schools. The Academy has chosen to limit en-
rollment to approximately 250 students in four grades, however, to maintain its small-
school feel and the ability to block-schedule students, and to limit the size of its teaching
team and required class space. Socorro High School, selected as a National Blue Ribbon
School by the U.S, Department of Education, is also planning to replicate the Academy
in five new occupational areas, and the district has opened a third high school, which is
being developed as an intemational magnet school. The Academy has also served as a
model for similar programs being launched in surrounding school districts.

Occupational-Academic Cluster Programs

Crater High School
Central Point, Oregon

Program Description

The Central Point School District serves a largely rural, blue-collar, low socioeconomic status
community just outside Medford, Oregon. Crater High School serves just under 1,400 students in grades
9 through 12, and roughly 22 percent of its student body is enrolled in one of three schools-within-a-
school {SWAS), which are structured around the career themes of business, social service, and ecology.
After receiving nitial start-up funding from the state to develop curriculum, support extra planning time
and professional development for teachers, and undertake other tasks, the SWASs and the school’s
School-to-Work Coordinator are now entirely funded by the district.

School elements. Reform at Crater High School has been largely teacher-driven. Each SWAS
was created by a team of teachers who were interested in developing ways to improve students’ learning,
reduce dropout rates, and strengthen the connection between school and work. As such, each school-
within-a-school differs somewhat as it reflects the talents and interests of its teaching team. The School
of Social Service serves students in grades 10-12, while the Schools of Business and Rogue Ecology in-
clude students in grades 11 and 12. (The School of Rogue Ecology formerly served tenth grade students
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as well, but as class size grew, it became necessary to limit the program to grades 11 and 12.) The School
of Social Service’s integrated curriculum emphasizes the life cycle and explores human development, but
also includes skills and concepts from language arts, social studies, and health. The School of Rogue
Ecology offers integrated curriculum in math, science, and social studies, with the goal of promoting ac-
tive participation in understanding of the Rogue Basin ecosystem. The School of Business’s curriculum
integrates business courses with English, social studies, and economics.

The SWASs share the following common features: Students have a daily four-period block of
classes with the SWAS’s team of teachers, with the exception of Rogue Ecology, which has a three-
period block, and are mixed across grade levels; students take an additional three to four periods outside
the SWAS; the four-period blocks cover academic and occupation-related topics, with integrated in-
struction across subjects; team teaching and individualized instruction are used extensively; basic skills,
higher-level thinking skills, and applied learning are emphasized; and technology is used extensively for
learning. Teams composed of two to three teachers in each school plan courses together, and teamed
teachers have common planning periods and lunch together so they can coordinate instruction.

Work elements. Drawing on a data base of over 400 employers willing to host interns, students
are able to participaie in internships one day a week during the SWAS’s three-to-four-period block. In
most instances, work-based learning is focused on developing an awareness of job opportunities and
work skills needed, rather than on skill training in a specific area. Students’ experniences at the worksite
are guided by the imtial student/supervisor interview and training plans, which emphasize skills particu-
lar to specific occupations. Students also keep journals of their internship experiences (required in all
three SWASS), and teachers integrate students’ warkplace experiences into classroom activities. Students
are not usually paid, but they earn high school credits for their placement. In some cases, students in the
School of Rogue Ecology work on group projects for various government agencies concemned with the
environment, rather than participate in individual internships.

Post-secondary elements. Crater High School has articulation agreements with nearby commu-
nity colleges, and mn particular with Rogue Community College (RCC) in Industrial Arts.

Changes/Issues Since 1992-93

e A personalized learning environment and “small school feeling” has been strengthened
in each school-within-a-school by designating specific classroom space at Crater High
School (School of Business and Schoal of Social Services), or by building a separate fa-
cility (School of Rogue Ecology, which has an off-campus site with field lab locations).

e Crater High School has received tunding from the State of Oregon to develop work ex-
perienice opportunities for all students within three years, either within the SWAS as cur-
rently implemented or through new approaches to allow students not enrotled in SWAS
to access work-based learning opportunities. For example, students who are not enrolled
in SWAS currently may participate in intemship opportunities through independent
study credits (special options credits), which involve an internship designed by students
and the school-to-work coordmator and approved by the assistant principal. The high
school is also working to coordinate and enhance the complementary services of its Ca-
reer Cenler and School-to-Work Office, by, for example, developing specialized job
search packets,
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e Crater has successfully fostered acceptance for its SWASs among the majority of statt
by communicating information about the programs at open forums duning faculty meet-
ings, providing all staff with information about the reform initiative, and helping tradi-
tional teachers realize that SWAS staff do not receive “special treatment.” {All teachers
have two preparation periods daily, but SWAS teachers have one period in common
during which they can meet as a group.) It has also become clear that Crater will main-
tain traditional classes and scheduling as long as some students and eachers wish to par-
vicipate in a “regular school program.”

e After zccepting a Federal/State School-to-Work grant, Central Point has appointed a
district school-to-work manager to collaborate with other regional efforts and to direct
the district’s School-to-Work/Career Development Program K-12. The school-to-work
manager also developed a district-wide Character Traits Program K-12, which directly
relates to classroom behavior, work experience readiness, and performance. An evalua-
tion form was developed eventually to be used in both the classroom and at work sites.
This evaluation combines the designated character traits and employability skills.

* A Youth Transition Program (YTP) has been in operation at Crater High School since
the beginning of the 1993-94 school year. YTP is a coliaboration between the Oregon
Vocational Rehabilitation Department and the University of Oregon, designed to develop
and enhance the academic and vocational strengths of students who have mild learning
and physical disabilities. This program operates under the School-to-Work umbrella and
uses a transition specialist to assist students with work experience and transition needs.

Dauphin County Technical School
Harrisburg, Pennsylvania

Program Description

The Dauphin County Technical School (DCTech), a comprehensive vocational high school cre-
ated in 1970, serves six school districts in the suburban area surrounding the city of Harrisburg. The
school, which served 840 students in 1995-96, is primarily supported by the districts it serves. In addi-
tion, DCTech received two federal Goals 2000 grants to share its curricula and undertake joint curricu-
lum develepment with three other vocational schools in the immediate area.

School elements. DCTech’s academic courses and 20 vocational shops are organized into four
occupational clusters that operate as schools-within-a-school: technical, communications and transporta-
tion, construction, and service occupations, The academic teachers within a cluster integrate vocational
material into the academc curriculum to make the instruction relevant to and supportive of technicat in-
struction students receive in their shops. The school uses a “week-about™ system, in which students de-
vote all of their time te academic classes for one week and to vocational classes the following weck. Stu-
dents have the same group of teachers over three years. A ninth grade exploratory program operates as a
separate schooi-within-a-school and consists of academic courses, career exploration, self-esteem build-
ing, and experience in each of the school’s shops.

Wark eg’emems. Many students work in co-op education placements during the twelfth grade,
replacing therr vocattonal course work. Students work full-time every other week, taking academic
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courses in school during alternate weeks. Most students are placed in existing entry-level positions, many
of which become permanent upon graduation. Co-op students meet weekly with their shop teachers to
discuss what they are doing on the job and to write regular reports. (Some are required to do additional
reading and writing assignments.) In recent years, new internship and job shadowing opportunities have
been developed to expose younger students to the workplace. Internships, avarlable to students in grades
11 and 12, are shorter experiences than co-ops, and students are not paid. The internships are most com-
monly developed in service occupations and the public domain, where budgets are limited for paid posi-
tions. Internship opportunuties are individually developed and structured; participating students are re-
quired to produce a written report on their experience. Job shadowing opportunities are often arranged as
group experiences for younger students to see the application of skills and range of careers in their cho-
sen field.

Post-secondary elements. DCTech has articulation agreements with the Harrisburg Area Com-
munity College in math, Englsh, and all of the school’s technical subjects. Students can earn up to 18
college credits while in high school. Student use of these arrangements has increased in recent years.

Changes/Issues Since 1992-93

e DCTech is the first school m Pennsylvania to have approval from the state to eliminate
Camegie units and replace them with state-developed performance-based outcome
measures. Starting with the ninth grade class entering in the 1996-97 school year,
DCTech students have to meet 60 academic knowledge and skill requirements in the ar-
eas of communications, home ecanomics, mathematics, arts and humanities, citizenship,
wellness and fitness, science and technology, environment and ecology, and career edu-
cation and work. In addition, they have to attain the competencies required in their spe-
cific vocational programs and complete a senior project in order to graduate. School staff
have started to review their curricula to see what needs to be changed to make sure that
instructional areas match the competencies and to change how they go about assessing
student progress. The math cumriculum has already been revamped into a four-year con-
tinuum of competency-based instruction, and is in its second year of implementation.

¢ The use of competency-based curricula in ciasses where students work at their own pace
and are at varying levels will require teachers to use multiple instructional approaches.
To help support the use of multiple approaches, the school changed its schedule so that
academic classes are slated for double periods lasting 75 minutes each (rather than the
traditional 45 minutes). In addition, the school has begun to undertake significant profes-
stonal development for teachers, covering competency-based instruction and assessment
and the use of multiple instructional techniques.

¢ In recent years, greater emphasis has been placed on co-op and other workplace-based
experiences by the vocational instructors. Consequently, the co-op program grew from
50 percent of seniors n 1992--93 to roughly 75 percent of seniors in 1995-96. As noted
above, new intermship and job shadowing opportunities are also now available, The in-
creased emphasis seems to be due in large part to increased teacher-employer interac-
tion: Business representatives have come to the school to talk with teachers about the
skills they are seeking, and teachers visit employers as part of curriculum-development
efforts.
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e DCTech is now accepting almost all its students through its grade 9 program, which re-
ceives more applications than it can accommodate. Overall, the incoming ninth graders
have a higher academic ability than the students who used to enter in grade 10.

Roosevelt High School: Roosevelt Renaissance 2000
Portland, Oregon

Program Description

Roosevelt High School, part of the Portland Public Schools district, serves North Portland, a
low-income, working-class community that includes the state’s largest public housing projects. The Roo-
sevelt Renaissance 2000 (RR2000) initiative is a school-wide reform effort. The program began by
serving ninth graders in 1992-93, and an additional class of students has been added each year. In [995—
96, all 1,286 students in the school were included in the initiative. While planning for the iitiative pre-
ceded passage of Oregon’s school reform legislation, the RR2000 iritiative closely resembles the state’s
reform effort, and Roosevelt High School has served as one of six demonstration schools for the state.
Key coordination staff for the initiative are supported by district funds. A federal Urban/Rural School-to-
Work (STW) Opportunities Grant provides resources for staff training, curriculum development, student
transportation to worksites, expansion of career exploration resources, and additional staffing to develop
work-based learning positions.

School elements. The RR2000 initiative has created six career pathways (essentially clusters of
courses, teachers, and students) for students in grades 10 through 12 in the following areas: Arts and Com-
munication, Health Services, Human Services, Business and Management, Manufactunng and Engineering
Technology, and Naturai Resource Systems. After a ninth grade exploratory course — which includes ca-
reer exploration, life skills instruction, self-esteem building, problem-solving, decision-making, group wark
skills, and introduction to the six career pathways — students select a pathway. In grade 10, students take
one introductdry course in their pathway. In grades 11 and 12, they take one or two pathway-related courses
each year. Ongoing efforts are being made to emphasize contextual leaming and incorporate work-related
examples throughout the whole school’s curricula. The greatest changes have been made in Enghsh and
social studies courses. Some English classes are pathway-specific in that they incorporate work and career
examples relevant to a specific pathway and serve all the students (at the same grade level) in that pathway.
A number of pathway-specific social studies classes have also been developed.

Work elements. Nearly all students in grades 9 and 10 participate in job shadowing experiences.
The grade 9 experience is organized in connection with the freshman career exploration course. In grade
10, students’ job shadowing experience is with an employer that works in the area of the student’s cho-
sen career pathway. All job shadowing experiences are structured and involve students completing ques-
tionnaires, reporting back to their class, and sending the employer a thank you letter. A range of work
internship opportunities are in place for students in grades 11 and 12, in connection with specific path-
way courses. Most internship opportunities are a half-day each week for six to eight weeks, although n
one pathway students benefit from a seven-month health internship opportunity. A training agreement is
developed for the intemship positions that identifies tasks to be performed, leamning objectives and ex-
pectations of the student, the employer, and the school. Internship experiences are developed for one
class at a time so that the business liaison and teachers can determine how concepts from a range of work
placements can be integrated into the curriculum.

-108-



Post-secondary elements: RR2000 is working with several local community colleges to develop
articulation agreements for each career pathway area. A community college has been paired with each of
the six areas, and the colleges have committed to developing a course that Jogically follows from the
high school-level curriculum in each of the pathway areas. RR2000 is also providing counseling to in-
form students about post-secondary options and help connect them to college.

Changes/Issues Since [992-93

e Since 1992-93, the RR2000 program has grown each year to add a grade level of stu-
dents, and now operates school-wide. This growth has required ongoing curriculum de-
velopment; teacher teams have created pathway-specific courses in each of six areas for
each grade level. In addition, new instructional materials have been added to English,
social studies, and other courses to integratc academic instruction with occupation-
related examples and themes.

e  Work-based leamning opportunities have increased significantly over the past three years.
RR2000 now provides 650-700 job shadowing experiences a year (compared with 251
in 1992-93). Work intcmship experiences have grown from a handful of opportunities to
nearly 300 a year over the same time period,

& Scheduling issues continue to be a challenge as RR2000 secks to offer career pathway
courses in each of six occupational areas for each grade level and eventually place virtually
all eleventh- and twelfth-grade students in work-experience positions. The new courses and
work-based learning opportunities compete with more traditional course offerings for class
time and teacher availability. The faculty has not reached a consensus about how much
thematic nstruction, curriculum renovation, and school-within-a-school structure they
should strive to achieve. Since the school has had three principals in the last five years,
RR200( has not benefited from administrative leadership to provide direction in this area.

Restructured Vocarional Education Programs

Rindge School of Technical Arts
Cambridge, Massachusetts

Program Description

The Rindge School of Techmical Arts (RSTA) is the second-oldest vocational school in the
country. It i1s now one of six “houses™ within the Cambridge Rindge and Latin School, the only high
school serving the diverse community of Cambridge. RSTA’s restructuring efforts seek to link voca-
tional and academic learning, train students in all aspects of their chosen industry, and link vocational
education with community economic development efforts. RSTA served 200 students in the 1995-96
school year (out of an cntire high school population of 1,900). Curriculum development, intermnship pro-
grams, and other innovations are supported with reallocated Carl Perkins funds, foundation grants, a federal
grant for integrating academic and vocational instruction, and some state school-to-work money. Most of
RSTA’s ongoing costs are supported by the school’s regular budget and Carl Perkins vocational funds.
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School elements. Prior to the restructuring effort, students took their academic classes in the
larger comprehensive school and RSTA provided their vocational courses. Most academic mstruction is
now provided within RSTA for grades 9 and 10 and integrated with occupational themes. In grade 9, stu-
dents participate in the CityWorks program, which includes three integrated courses. The core course is
CityWorks, a project-based, hands-on course that uses the City of Cambridge as the classroom and en-
ables students to explore the occupations taught at RSTA through community development projects. Stu-
dents also take CitySystems, a combination of math and science with vocational themes, and CityLife,
integrated English and social studies with vocational themes. The Pathways program for tenth grade stu-
dents includes a Pathways course, which provides exposure to careers in four occupational clusters
(health and human services, business and entrepreneurship, industrial technology and engineering, and
arts and communication) and emphasizes generic work skills such as problem solving, design, team-
building, and personal responsibility. Related academic courses include humanities (a combination of
language arts and U.S. history) and introduction to technology (apphed physics). At the end of grade 10,
most RSTA students select an intemship (see below) or a vocational shop and take academic courses in
the comprehensive school.

Work elements. A range of work-based learning opportunities has been developed. A job shad-
owing component is included in the grade 10 Pathways course. Students job shadow four times, once in
¢ach of the four occupational pathway areas. Students are expected to take on the responsibility of ar-
ranging their own experience, drawing from a bank of employers recruited by the school. RSTA also
provides several intemship programs that are open to all juniors and sentors m the high school. One-year
positions are available in the areas of education, financial services, facilities management, and health
carcers/science. Students participate five days a week for half a day. This time includes an on-site serm-
nar that combines English, social studies, and work-related themes. A new community service program
— called Cambridge Service Corps —— is open to all students in the school and provides an opportunity
to organize and conduct a community-wide service project in connection with related course work.

Post-secondary elements. Agreements with Lesley College are being renegotiated to enable stu-
dents participating in the education internship program to eam college credit (for Introduction to Teach-
ing) for their course work in the intemship seminar.

Changes/Issues Since 199293

* More academic instruction i1s provided within the RSTA “house” as additional integrated
curricula are developed. RSTA now has seven academic teachers (compared with two
teachers three years ago) within its house.

¢ A prade 10 Pathways program providing integrated instruction in workplace skills, criti-
cal thinking and problem-solving, English, social studies, applied physics, and in-depth
exposure to four occupational areas has been developed and implemented.

& A wider range of work-based learning opportunities is available with opportunities for
job shadowing in the grade 10 program, a new community service program, and growth
of the internship program into new occupational areas. The internship program has ex-
panded from two programs to a total of four as indicated above.

e RSTA’s curmicula innovations of using ‘“‘vocational methods (hands-on, contextual
learning) to teach academic content” are starting to spill over into the larger high school.
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As discussed above, a half-day, full-year community problem-solving and service pro-
gram, which incorporates language arts, social studies, and technical arts, has been im-
plemented within the comprehensive school. RSTA’s approaches have drawn interest
from teachers throughout the high school and are intluencing current discussions around
creating systemic reforms.

e RSTA is beginning to form relationships with area elementary school teachers who are
developing their own career exploration/school-to-work projects for students in elemen-
tary school grades. A summer institute is planned that will bring elementary and high
school intemship teachers together for the first time.

Professional and Career Experience (PaCE): Poudre R-1 School District
Fort Collins, Colorado

Program Description

Fort Collins is a mostly white, middie-class community, with many small employers and several
large ones, including Calorado State University, Hewlett-Packard, and Kodak. The Poudre R-1 School
District has three comprehensive high schools with a combined enrollment of 3,600 students, and an al-
termative high school with 200 students. All tenth grade students are required to enroll in PaCE’s semes-
ter-long introductory career exploration course (Critical Skills), and those who pass with a grade of C or
better are eligible to participate in work-experience positions. Now that PaCE 1s required for all students,
the program is no longer considered vocational (and is thus not eligible for district vocational funding},
under site-based management, individual high schools pay for on-site PaCE coordinators and Critical
Skills teachers out ot their own school budgets, and the district supports an overall director. PaCE has
also received some federal funding through Colorado’s state implementation grant for continued devel-
opment, and has applied for a school-to-work local partmership grant from the federal government.

~ School elements. The Critical Skills curriculum provides exposure to a wide range of careers and
work-readiness skills, interpersonal and time management skills, the development of a career plan and
job search portfolio, and instruction on budgeting and personai finances. As part of Critical Skills. stu-
dents are also required to complete four hours of community service, research twe careers in-depth, and
complete a two-hour job shadowing exercise. The curriculum is continually updated to reflect new areas,
with such activities as increased writing assignments, emphasis on study skills, and developing activities
suited to ditferent student leaming styles.

Work elements. Students who complete Critical Skills with a grade of C or better are eligible to
participate n job shadowing, volunteer experience, and paid or unpaid internships in grades 10 through
12. PaCE work experience has completely replaced co-operative leaming positions, and most students
progress toward paid work experience over time. (That is. students may begin by shadowing an employer
and eventually be hired by that employer, or may intern with several different employers in grades 11
and 12.) With the help of school-based coordinators, students identify work placements and are inter-
viewed by employers; if both the student and employer agree, the student begins the work experience.
While participating in work experience, students are also required to simultaneously take a related aca-
demic or vocational course, and attend a weekly seminar led by a PaCE director to discuss work-related
issues. Students who receive satisfactory ratings from their employers, complete the required related
course, and attend the weekly seminars can eam up to 25 high school course credits for their placements.
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Post-secondary elements. Fort Collins is home to Colorado State University and Front Range
Community College. While no direct links currently exist between PaCE and these post-secondary insti-
tutions, district staff have close ties with post-secondary staff and have worked together to strengthen the
district’s vocational offerings.

Changes/Issues Since 1992-93

e PaCE, now in its sixth year of operation, is central to the district’s «:hool-to-work plan
to offer career education to all students (K-12). The high school program is now re-
quired for all students district-wide, and a middle school program focused on career ex-
ploration has been piloted in several “feeder” schools, which send students to high
school PaCE programs. An elementary school program focused on career awareness is
under development.

® The content of some work-experience positions may have become more specific, espe-
cially in cases where students are trying to eam credit for required courses or in occupa-
tional areas where training must take place on the job (for example, with some high-tech
employers).

¢ In a further demonstration of PaCE’s widespread acceptance and institutionalization,
students may now eamn credit for core requirements from their PaCE experience.
(Students formerly earmed high school credit for work experience, but PaCE credit could
be applied only toward elective requirements.) Now, PaCE coordinators and school
counselors work with students and teachers to design work experiences (and extensive
training plans) that meet the skill standards set in academic classes. This expanded use of
PaCE credits is particularly enticing to students having trouble meeting core require-
ments and to their counselors as well. Post-secondary institutions accept these credits as
verification that core high school requirements have been fulfilled,

Tech Prep Programs

Pickens County Tech Prep Program (Pickens County School District)
Easley, South Carolina

Program Description

Pickens County 1s a largely rural area in northwestern South Carolina. The school district serves
approximately 2,500 high school-level students at its four high schools and Career Center (which pro-
vides most of the vocational education for the district). The district has worked closely with the Partner-
ship for Academic and Career Education (PACE) Consortium in developing and implementing tech prep
innovations. The district has invested resources from its general fund and Carl Perkins funding in staff
and curriculum development; PACE has also provided many resources in this area. South Carolina’s
1994 school-to-work legislation, for which Pickens County School District was a model, has made addi-
tional resources available to the district in recent years.
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School elements. Under its district-wide tech prep initiative, the Pickens County School District
has completed its effort to replace high school courses in the “general education track” (that is, courses
that are less demanding than the highly academic college preparatory and advanced placement courses)
with tech prep applied academic courses. These courses differ substantially from traditional, lecture-style
classes; they include co-operative learning methods and multiple instructional approaches, and use ex-
amples that simulate workplace activities to engage students in learning. There is no fixed sequence or
minimum number of tech prep courses that students must take, although, increasingly, participating stu-
dents are taking all tech prep courses for their core subjects. Whule the district is working toward offering
an attractive tech prep “track” along with a college prep “track,” students can — and do — take a mix of
COUrses.

All four high schools in the district offer tech prep courses in math, English, and science for
multiple grade levels. New tech prep course offerings are added each year. In response to the state’s leg-
islative requirement that the general education track be eliminated starting with the freshman class of
September 1996, all high schools now have to offer a more uniform range of tech prep courses and will
need to add them in additional subject areas. The district s also purchasing an individualized, computer-
assisted leaming system to help students who are not on grade level and are not quite ready for tech
prep-level courses.

Other innovations include expanding career awareness activities for all students in grades K-12.
Career exploration and relevant career examples are written into all new curricula (college prep as well
as tech prep). Career planning portfolios — which record students’ evolving interests, participation in
career exploration activities, courses taken, and progress toward graduation — are in place. Parent in-
volvement is strongly emphasized and encouraged through parent-child-counselor meetings and through
the development of written materials to educate parents about the many educational and career options
available to their children.

Work elements. In response to the state legisiation’s mandate that ali students have the opportu-
nity to be exposed to the workplace, middle and high schools have begun to develop some workplace and
work-related activities (in addition to the existing youth apprenticeship program discussed below). Typi-
cally, opportunities are being developed in relation to specific courses at teachers’ discretion. More job
shadowing experiences are being offered (usually through vocational education and tech prep courses).
Service learning opportunities are available through a civic responsibility course and co-op positions are
offered in connection with some vocational education courses. More businesspeople are being brought to
the schools through *‘career days” and special presentations.

Post-secondary elements. Articulation agreements have been developed between the high school
and Tri-County Technical College for 58 specified technical college courses in 16 programs (both tech-
nical and academic). These agreements — which can require passing an exam, placing into a higher-level
college course, getting a recommendation from the high school teacher, and/or demonstrating completed
work — have not been used much by students. Further articulation agreements {sometimes referred to as
“2 + 2 + 2”) have been developed for specific programs that allow students who eam articulated credit
from high school, and then apply the credit to the technical college, to transfer that (articulated) credit to
specific four-year degree programs at Clemson University.

Changes/Issues Since 1992-93

* The district has increased the number and scope of tech prep courses available at all the
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high schools, and more students are enrolling in tech prep courses. Teacher support and
interest in tech prep has been facilitated by the district’s requirement that all math, Eng-
lish, and science teachers be trained in applied teaching methods -— even if they are not
currently teaching tech prep courses. (This requirement goes significantly beyond the
state requirement that teachers of applied academic courses receive training in applied
teaching techniques.) The traiming in applied instructional methods has helped the fac-
ulty better understand what tech prep is all about and developed an appreciation of the
value of applied instructional approaches for all students; many teachers are now using
applied techniques in all the courses they teach.

* The district is beginning to make a range of work-based learning activities available to
all students.

¢ All the high schools have moved to block periods so that students take eight courses m
90-minute periods over two days (rather than 45 minutes for each of seven courses in a
single day). This schedule change has had positive consequences for tech prep. First of
all, the Jonger class time has made it easier for tech prep teachers to do a variety of
hands-on activities within a class period. The ability to take additional courses each year
(along with the introduction of sophomore-level introductory vocational courses) has en-
abled more students to foliow up on their growing interest in technology — cultivated by
tech prep courses — by attending the district’s Career Center for vocational trainmg. En-
rollment at the Career Center grew from 350 in 1991 to 800 in 1996.

¢ [n an effort to increase the low utilization of articulation agreements, Tri-County Technical
College has designated school-to-work advisors for each of its major divisions. These indi-
viduals are going out to high schools to market the articulation agreements and advanced
standing arrangements they have developed with Pickens County and other school districts.

Ben Davis High School
Wayne Township (Indianapolis), Indiana

Program Description

The Wayne Township Schoo! District in [ndianapolis is an ethnically mixed, blue- and white-
collar urbanized area. Ben Davis High School enrolls roughly 2,200 students in grades 10 through 12,
and also serves as the area vocational high school for 11 surrounding school districts (each of which has
one high school that may send students to Ben Davis to take vocational education classes). Ben Davis's
tech prep program has grown steadily in the past three years, and now enrolls roughly 360 students who
work with 21 teamed teachers. The program is entirely supported through district funding.

School elements. The tech prep program is designed to replace the school’s “general track” with
courses focusing on the applications ot technology and hands-on instructional practices. Students in
grades 11 and 12 take a required, structured set of courses in English, math, science, introduction to
technology, and computer applications that are open only to tech prep students. Students in the tenth
grade may take a sequence of “pre-tech” classes to prepare for the eleventh and twelfth grade program
(see below). Tech prep classes are based on applications of industrial technology and use many hands-on,
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problem solving, work-related problems that students tackle in groups. Tech prep 1s organized as a
school-within-a-school in which students and teachers are grouped into teams, and each teacher team has
a common planning period during which teachers meet together. About a third of students enrolled in
tech prep also take vocational classes as electives in the eleventh and twelfth grades.

Work elemenis. Work internships are offered to twelfth grade tech prep students. Internships
closely resemble co-op placements, with formal training agreements and regular workplace visits by the
internship coordinator. In fact, tech prep students are encouraged to pursue co-op opportunities related to
vocational classes; internships are intended to fill in where students are interested in nontraditional or
more technical work placements that may not be available in other Ben Davis programs.

Post-secondary elements. The tech prep program has maintained clear articulation agreements
with the area’s community college, Indiana Vocational Technical College, in which students can eamn up
to nine credits for their high school tech prep coursework. All tech prep classes written with the same
competencies as college prep classes are accepted by universities as high schoot credit, even if the sub-
ject matter is taught i an applied manner.

Changes/Issues Since 1992-93

* Since its state demonstration funding ended, Ben Davis’s tech prep teachers and intemn-
ship coordinator position have been fully funded by the Wayne Township School Dis-
trict. Operating within the “normal” school budget has meant that there is no longer a
designated overall program coordinator; the intermship coordinator works half-time and
only with students and employers on securing internships for a limited number of tech
prep students. In addition, teacher in-service {particularly industry exposure for new tech
prep teachers} has been scaled back. School administrators would like to reinstate the
coordinator position to help keep all teachers communicating, to reinforce the use of ap-
plied curricula, and to serve as an overall check on the systern.

® Tech prep has expanded in the tenth and twelfth grades to meet student needs. A “pre-
tech” program was created for students who do not meet tech prep’s algebra entrance re-
quirement. (Those students, who are mostly tenth graders, take tech prep algebra, U.S.
history, and English together, and may then enter the core tech prep curriculum in the
eleventh grade.) In addition, a third year of tech prep English was added to continue
building students’ communication skills, as was a third year of tech prep social studies
(government) to help students meet graduation requirements.

¢ Tech prep graduates pursuing technical degrees sometimes prefer to enroll in two-year
technology programs offered at Indiana University-Purdue University at Indianapolis
(IUPUT}, rather than at the area community college, which offers articulated credits for
Ben Davis tech prep classes. Therefore, efforts are being made to develop articulation
agreements between groups of schools rather than with a single post-secondary institu-
tion. Indiana has been divided into 14 regions for the purpose of distributing Carl
Perkins funding, and secondary and post-secondary schools within each region are
coming together to discuss broad articulation agreements.
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Youth Apprenticeship Programs

Fox Cities Youth Apprenticeship
Appleton, Wisconsin

Program Description

The Fox Cities Youth Apprenticeship program is overseen by the Fox Cities Alliance for Educa-
tion, a consortium of 11 area school districts, the Fox Valley Technical College. local employers, and the
Fox Cities Chamber of Commerce. The program, which initially began as one of the pilot sites for Wis-
consin’s youth apprenticeship initiative, draws students from all 11 districts and served 48 students in the
1995-96 school year. The program is largely supported by the participating school districts, who pay a
per-student fee for participating students and contribute to the Education for Employment Council, which
helps to coordinate the program. Additional resources for curriculum development, mentor training, and
new program development come from a federal school-to-work local partnership grant and founda-
tion/corporate grants.

School elements. Students in grades 11 and 12 participate in the program, attending academic
and technical classes at the Fox Vailey Technical College two days a week and participating in work-
place learning three days a weck. Students, who leave their home high school, are instructed by technical
college teachers in classes reserved only for youth apprentices {(with the exception of the auto body and
auto collision technical courses, which are taught by high school teachers at a participating high school).
Competency-based technical college—level courses are used in math and science, and high school-level
English and history courses that incorporate work-related themes have been developed for the program.

Work elements. The Wisconsin Department of Industry, Labor, and Human Relations has com-
missioned the development of competency-based curricula to guide technical instruction in the class-
room and at the worksite for each occupational area in which youth apprenticeships are offered. The
technical curricula in each area emphasizes giving students wide exposure to the industry and progres-
sive development of occupation-specific skills. During their first year at the worksite, students rotate
through different departments of participating employers so they can observe and gain instruction in sev-
eral areas. In the second year, students focus in-depth on one or two areas and become more involved in
production, working n positions that closely resemble those of regular employees. Apprentices earn a
Certificate of Occupational Proficiency from the Department of Industry, Labor, and Human Relations
after they successfully complete the program.

Post-secondary elements. The program has made a strong effort to connect students to post-
secondary options and has been aggressive in educating college admissions staff about the unigue educa-
tional experience the apprentices have had. Participating students receive technical college credit (as well
as high school credit through a dual credit arrangement) for the college-level courses they take while in
the program. In the area of printing, an individualized “transition” curriculum has been developed to en-
able printing youth apprenticeship graduates to complete an associate’s degree in one calendar yeat from
high school graduation.’ Post-secondary connections in other areas are not as well developed. The Uni-

’Strong articulation agreements between the technical college and University of Wisconsin at Stout have en-
abled graduates with an associate’s degree to enter a bachelor’s degree program with junior-year status (meaning
that the youth apprenticeship program has reduced the time it takes to earn a four-year degree by one full year).
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versity of Wisconsin is piloting a new competency-based admissions system, but the pilot efforts are not
n communities served directly by youth apprenticeship programs.

Changes/Issues Since 1992-93

e The program has grown from offering youth apprenticeships in just printing to a six-
industry program: finance, insurance, auto technology and auto collision, health services,
and printing. (Insurance and finance will be dropped next year and machining will be
added.} This expansion has involved creating parallel program structures for each occu-
pationa] area and has rejied on continued state development of technical curricula. While
a Youth Apprenticeship Policy Committee oversees the entire program, a Steering
Committee has been created for each industry to shape and oversee the program in that
area.

e Participating school superintendents and employers have a growing interest in building
less intensive work-based experiences in an effort to reach more students. A youth in-
ternship program is being piloted this year in response to concerns about the continued
small size and high costs of the youth apprenticeship program.

o The state-deveioped technical curricula call for lighly structured, work-based leaming
experiences that provide students with exposure to a wide range of areas within the n-
dustry. While the curricula have been developed with significant empioyer input about
the skills needed in the industry, it has been challenging for employers to put the curric-
ula into place given the breadth of experiences they are asked to provide and the amount
of time students are at the workplace. The detailed competency-based curriculum re-
quires that some students be rotated to more than one employer in order to cover all ar-
eas, and limits the participation of smaller employers.

Metropolitan Vocational Center
Little Rock, Arkansas

Program Description

The Metropalitan Vocational Center 1s a regional vocalional high school serving Little Rock and
eight surrounding schoo! districts. Metropolitan’s students take academic classes at their area high
school, and travel to Metropolitan for vocational courses. Enroliment at Metropolitan has decreased in
the past three years, from approximately 700 to 400 students, mostly m grades 11 and 12. Students who
have been enrolled at Metropolitan for at least one semester are eligible to participate in youth appren-
ticeship opportunities, where offered. The youth apprenticeship program receives annual funding from
the state, which is mostly used to pay a program managet; vocational instructors are paid through regular
vocational funds.

School elements. Youth apprenticeship opportunities are now available to students enrolled in
vocational courses at Metropolitan in culinary arts, welding, computer-aided design, auto mechanics, and
auto body. (Youth apprenticeships available in 1992-93 in heating, ventilation, and air conditioning —
or HVAC — have been dropped, as have those in health occupations; health youth apprenticeships may
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be re-introduced shortly.) The youth apprenticeship program provides paid internships coordinated and
monitored by the program manager, and access to post-secondary training options, and may include sup-
plemental material to vocational course offerings. Apprentices are also encouraged to take work-
readiness classes focusing on problem-solving, teamwork, and coping skills, and applied math classes
offered at Metrapolitan. Youth apprentices continue to take all academic classes at their sending, or
home, high schools, along with traditional vocational course offerings at Metropolitan.

Hork elements. Most youth apprentices participate in work-based learning jobs during their sec-
ond year at Metropalitan (usually the twelfth grade). The program manager works with students, their
vocational instructors, and area employers to secure “high-tech, high-skill, high-paying” jobs for students
whom instructors feel are ready to learn at the workplace. Apprentices’ jobs resemble co-op positions,
with training plans and regular visits by the program manager. Jobs are individualized to meet industry
and student training needs, as well as class schedules: for some apprentices, structured internships may
replace second-year vocational course work; for others, work-based learning may take place after school
hours and supplement classroom leaming.

Post-secondary elements. Aruiculation with post-secondary institutions or other post-high school
training options (such as apprenticeship training, Ford Motor Company employee training programs, and
so forth) 1s required by the state as a condition to receiving funding for youth apprenticeship programs.
The program muanager is also required to follow apprentices for two years after graduation to monitor
post-high school enrollment and/or employment. Articulation has been more difficult to establish n
some program areas than in others, but close professieonal ties between Metropolitan and area community
colleges and universities (in which instructors teach at both institutions) has helped to strengthen con-
nections to post-secondary options.

Changes/Issues Since 1992-93

e The requirement that all apprentices be enrolled at Metropolitan for at least one semester
before entering the program. coupled with declining enrollments at the vocatienal center,
have made it difficult to recruit large numbers of students for the youth apprenticeship
program. Efforts to recruit students from area high schools to enroll in vocational offer-
ings so they can then enroll in apprenttceships have had limited success, in part due to
the availability of some vocational offerings at area high schools and lack of student in-
terest in occupational areas targeted for apprenticeships (for example, HVAC). In addi-
tion, not all students enrolled in vocational classes at Metropolitan are able to participate
n apprenticeship opportunities because of low achievement and low maturity levels.

e Employers interested in working with apprenticeship students have been actively in-
volved in expanded student recrnitment efforts. For example, the Chef’s Association
(whose members need trained employees) met with superintendents and administrators
from the area’s three major school districts to explain the program, hosted a dinner for
all area high school counselors, and provided a brunch for area home economics teachers
m an effort to convince these administrators and teachers to direct more interested stu-
dents toward Metropolitan and the youth apprenticeship program n culinary arts.

® Low enrollment, lack of students who are academically and emotionally qualified to
handle work-based apprenticeship positions, and resistance to change on the part of some

vocational teachers seems to have perpetuated the perception that youth apprenticeships
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are “add-ons” to some occupational areas, rather than an institutionalized part of the
center’s vocational offerings.

Pickens County Youth Apprenticeship Program
(Pickens County School District)
Easley, South Carolina

Program Description

The Pickens County Youth Apprenticeship Program is a three-year program, serving students in
grade 12 and two post-secondary vears. Twenty-nine students participated during the 1995-96 school
year. (See the Pickens County Tech Prep Program description for background information on Pickens
County School District.) '

School elements. During the high school senior year, participating students take academic classes
in their home high schools for half a day and start half-day vocational classes at the district’s Career
Center. (See “School Elements” under Pickens County Tech Prep Program for an overview of tech prep
courses within the school district)) Work-based learning replaces all but one day of the vocational
courses once students are placed in a youth apprenticeship position, which generally occurs some time
between November and February. During the post-secondary years, most participating students attend
regular classes at Tri-County Technical College. (For a few occupational areas, the partner post-
secondary institutions are Greenville Technical College or Spartanburg Community College.)

Work elements. Youth apprentices are placed with participating firms for 20 hours a week for three
years. Workplace competency guidelines, developed by secondary vocational and Tri-County Technical
College instructors with employer input, have been created for each occupational area to guide students’
activities at the workplace. The competencies — which include technical math, reading, communications,
problem-solving, and teamwork skills — serve as a written record of what students have leamed on the job
and what they stiil need to work on. While the skills specified remain the same over the three years, sudents
are expected to progress from observing an activity, to doing it on their own with supervision, to doing it
unsupervised. Many employers offer opportunities for increasing specialization over time.

Post-secondary elements. The program incorporates two post-secondary years at the technical col-
lege level. As students make the transition to post-secondary institutions, the roles of coordinating the pro-
gram and overseeing students transfers to the post-secondary staff. Participating students can get articulated
credit upon entering Tri-County for both their course work and work-based learning. (See the discussion on
Pickens County tech prep.) However, once they are at the college they do not get credit for working. Stu-
dents mostly continue to work, and some participating employers provide tuition reimbursement benefits.
However, the extent to which students’ work is connected to and integrated with college course work varies.
The college’s newly designated school-to-work advisors are responsible for assuring that the students’
workplace activities continue to offer learning opportunities and are related to their learning at college.

Changes/Issues Since 1992-93

* Since 1992-93, the Pickens County Youth Apprenticeship Program has increased the
number of participating students and employers as it has expanded into new occupational
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areas. In 1992-93 (the program’s first year), there were four apprentices in the computer
electronics field. Since that time, 60 students have started the program, and youth ap-
prenticeship positions are now offered in auto mechanics, business management, indus-
trial electricity, health occupations, machine tool technology, and graphic communica-
tions in addition to computer electronics.

* Mismatches between interested students and interested employers also appear to be con-
straining the size of the program. In some sectors, the program has interested employers,
but no eligible students. However, in other occupational areas (especially health occupa-
tions, business management, and graphic communications}, the program has been unable
to find enough appropriate placements for all qualified students.

e The post-secondary component of the program has been further developed as specific
college staff have been identified for program coordination responsibilities. However, at
the post-secondary level, the students’ work-based leaming experiences are less directly
connected to their studies, the workplace experiences may be less structured, and stu-
dents do not receive credit for working. The program is also experiencing attrition at the
post-secondary level; it appears that most of the students who leave the program do so
because of changes in career interests or personal issues, but they remain in college.

Craftsmanship 2000
Tulsa, Oklahoma

Program Description

Craftsmanship 2000 is a metalworking youth apprenticeship program, serving students in the
Tulsa School District and surrounding districts, that was launched and is run by a consortia of local em-
ployers and school officials housed under the Tulsa Chamber of Commerce. Roughly 33 students arc
enrolled in Craftsmanship 2000, and the Chamber, through its school-to-work organization, Career Part-
ners, Inc. (CPI), has also started school-to-work imitiatives focused on health, business, and transporta-
tion (with additional programs in international studies and telecommunications under development).
Craftsmanship 2000 and other imitiatives are funded primarily by employers, regular school funds, and a
federal urban/rural school-to-work implementation grant.

School elements. Craftsmanship 2000 is now a three-year program that students enter in the elev-
enth grade. Academic classes are taken at the home high school in grades 11 and 12, and students pursue
a rigorous, three-year sequence of applied vocational courses m metalworking at the Tulsa Technology
Center (Tulsa Tech). Students will spend their third year in the program taking classes at Tulsa Tech and
working with area employers, as well as completing a final project to demonstrate the skills mastered in
the three-year program. The machining curriculum was developed by a Tulsa Tech curriculum specialist,
with extensive input from Tulsa Tech machining instructors and emplayers, and is now used as a national
model.

Work elements. All students receive in-plant training during the summers after the eleventh and

twelfth grades, and during the school year in “‘grade 13.” Students work with the same employer sponsor
and worksite mentors throughout their stay in the program, and are expected to compete for full-time
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positions with that employer after completing the program. Employers follow a specified training plan
that covers general skills and allows for plant-specific training as well, and worksite mentors receive
training from Chamber of Commerce staff on how to work effectively with students. Employers also pay
approximately $14,000 for each student assigned to their company, which covers student wages for three

years,

Post-secondary elements. Students may earn up to 25 credits at Tulsa Juntor College after com-
pleting 12 credits at the college (about one semester). Similar articulation agreements are being devel-
oped as part of newer schooi-to-work initsatives.

Changes/Issues Since 1992-93

¢ In sum, Craftsmanship 2000 was condensed from a four- into a three-year program; aca-
demic classes are now taught at an area high school, which offers applied coursework;
and employers’ per-student contrnibutions were greatly reduced. Factors behind these
changes include difficulty in recruiting students for the four-year “pull-out” program,
which required students to make a lengthy time commitment and to leave thewr home
high school entirely; difficulty recruiting empioyers willing to pay a higher student sti-
pend that would cover in-school and work time; resistance from principals and counsel-
ors to send students to Tulsa Tech for all academic and occupational instruction; and the
high cost of running an entire academic and occupational program out of Tulsa Tech
with low student enrollment.

s (Career Partners, Inc., a new organmization staffed by Chamber of Commerce employces,
was formed to help implement and administer a vanety of school-to-work initiatives in
the Tulsa area. CPI brings together interested employers and school partners and has
launched new school-to-work initiatives focused on the health, business, and transporta-
tion industries. Many of the new initiatives are built as schools-within-schools, which
often enroll students who are in the earlier high school grades, and provide opportunities
for students to engage in work-based learning.

*  Across most of its school-to-work initiatives, CP! has found that summer academic and
team-building activities, particularly between new teachers and students, are highly
beneficial. Such activities “hook” students into the programs, re-energize and engage
teachers, and help foster a family-like school-within-a-school atmosphere within the
programs before they formally begin.

West Bend Youth Apprenticeship
West Bend, Wisconsin

Program Description

The West Bend Youth Apprenticeship program began as one of the pilot sttes for Wisconsin’s
youth apprenticeship initiative. The program, which started in the two co-located high schools of the
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West Bend School District, has been expanded county-wide, with five school districts now participating.
Thirty-three students participated in the youth apprenticeship program operating out of the original high
schools in 1995-96 (five students came from other districts). Costs for program coordination and some-
what smaller class sizes are covered by district funds. A state grant of federal school-to-work money
helps to support some of the technical instructors and a county-wide employer recrutter.

School elements. Participating students take both academic and technical ciasses with nonpar-
ticipating students in their home high school for half the day. The majority of youth apprentices take
technical math and oral and personal skills (a technical college English course in written communication)
as recommended by the program; many take a recommended college-level psychology course as well.
Apprentices take technical courses in their specific occupational area, which are guided by the compe-
tency-based curricula commissioned by the Wisconsin Department of Industry, Labor and Human Rela-
tions.

Work elements. Students participate in work-based learning for half a day, five days a week. The .
structure of the experience and the curricula used to guide it are the same as described above for the Fox
Cities youth apprenticeship program.

Post-secondary elements. Under Wisconsin’s dual credit system, students can earn both high
school and college credit for the same course. However, the local technical college, Moraine Park Tech-
nical College, accepts only dual/articulated credit for courses that are taught using the same curriculum
used at the college. West Bend high schools arranged for oral and personal skills and a college psychol-
ogy course to be taught at the high school. Most apprentices earn some dual credits by taking the English
course; some take the psychology course as well. The local college has limited offerings in the occupa-
tional areas served by the youth apprenticeship program so there are few opportunities for building rela-
tionships. Health apprentices who eamn a certified nursing assistant certificate can get college credit for
that course work. An articulation agreement has been developed with Milwaukee Community College
for up to 18 credits toward an associate’s degree in printing/graphics.

Changes/Issues Since 1992-93

s The youth apprenticeship program that started in the West Bend high schools was ex-
panded county-wide with the development of a county collaborative. Five school dis-
tricts are now working together to some degree. The districts, with West Bend being the
most experienced and taking the lead, work together to create new youth apprenticeship
programs and serve students from multiple distnicts. Joint efforts are being undertaken in
the areas of mentor training and employer recruitment.

® The program within the West Bend high schools has expanded the occupational areas it
serves from printing only to add finance, insurance, health, and manufacturing. As with
the program expansion in Fox Cities, this expansion has involved creating paraliel pro-
gram structures for each occupational area and has relied on continued state development
of technical curricula.

¢ Availability of work-based learning slots has been an issue in expanding the program,

“The two high schools, which have merged, are known as West Bend High Schools. They have one address but
two different phone numbers (one for East High School and one for West High School).
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There are currently more interested students than available work slots in the areas of
printing and finance (and health positions are expected to be in big demand once a re-
structured program 1s implemented). The highly structured state-developed curricula are
difficult for many employers — particularly smaller ones — to implement because they
do not have the staffing to train more than a handf{ul of students in all of the areas speci-
fied in the curricula or they simply do not operate in all the areas covered by the curric-
ula. The breadth of the state youth apprenticeship curricula calls for a wider scope of
training than employers typically have in place for their regular employees.
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Selected Publications on MDRC Projects

Education Reform

The School-te-Waork Project
A study of innovative programs that help students make the transition from school to work or college.

The School-to-Work Transition and Youth Apprenticeship: Lessons from the U.S. Experience. 1993. Thomas Bailey,
Donna Merritt.

Home-Grown Lessons: Innovative Programs Linking School and Work (Jossey-Bass Publishers). Book. 1995
Edward Pauly, Hilary Kopp, Joshua Haimson. Revised version of a 1994 MDRC report.

Learning Through Work: Designing and Implementing Quality Worksite Learning for High School Students. 1994,
Susan Goldberger, Richard Kazis, Mary Kathleen O'Flanagan (all of Jobs for the Future).

Home-Grown Progress: The Evolution of Innovative School-to-Work Programs. 1997. Rachel Pedraza, Edward
Pauly, Hilary Kopp. .

The Career Academies Evaluation
A 10-gite study of a promising approach 10 high school restructuring and the school-to-waork transition.

Career Academies: Early Implementation Lessons from a 10-Site Evaluation. 1996. James Kemple, JoAnn Leah
Rock.

Other Programs for Youth

The JOBSTART Demonstration

A test of 2 program combining education, training, suppon services, and job placement for very
disadvantaged young high school dropouts.

JOBSTART: Final Report on a Program for School Dropouts. 1993. George Cave, Hans Bos, Fred Dooliitle, Cyril
Toussaint.

The Career Reginnings Evaluation

An evaluation of a program that seeks to increase college attendance and tmprove job quality among
disadvantaged high school students.

Career Beginnings Impact Evaluation: Findings from a Program for Disadvaniaged High School Students. 1990
George Cave. Janet Quint.

The Youth Incentive Entitlemnent Pilot Projects (YIEPP) Demonstration

A test of a school-conditioned job puarantee for low-income youth.

Lessons from a Joh Guarantee: The Youth Incentive Entitlement Pilot Projects. Monograph. 1984. JTudith Gueron.

Note: For works not published by MDRC, the publisher’s name is shown in parentheses,
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Programs for Teenage Parents on Welfare

The LEAP Evaluation

An evaluation of Ohio’s Learning, Earning, and Parenting (LEAP) Program, which uses financial incentives
to encourage teenage parents on welfare to stay in or return to school.

LEAP: Final Report on Ohio’s Welfare Initiative to Improve School Attendance Among Teenage Parents. 1997,
Johannes Bos, Veronica Felierath.

The New Chance Demonstration

A test of a comprehensive program of services that seeks to improve the economic status and general well-
being of a group of highly disadvantaged young women and their children.

Lives of Promise, Lives of Pain: Young Mothers After New Chance. Monograph. 1994, Janet Quint, Judith Musick,
with Joyce Ladner.

New Chance. Final Report on a Comprehensive Program for Young Mothers in Poverty and Their Children. 1997.
Janet Quint, Johannes Bos, Denise Polit. )

Parenting Behavior in a Sample of Young Single Mothers in Poverty: Results of the New Chance Observational
Study. 1997. Martha Zaslow, Carolyn Eldred, editors.

Project Redirection
A test of a comprehensive program of services for pregnant and parenting teenagers.

The Challenge of Serving Teenage Mothers: Lessons from Project Redirection. Monograph. 1988. Denise Polit,
Janet Quint, James Riccio.

The Community Service Projects
A test of a New York State teenage pregnancy prevention and services initiative.

The Community Service Projects: Final Report on a New York State Adolescent Pregnancy Prevention and Services
Program. 1988. Cynthia Guy, Lawrence Bailis, David Palasits, Kay Sherwood.

Reforming Welfare

Books and Monographs

Reforming Welfare with Work (Ford Foundation). Monograph. 1987. Judith Gueron. A review of welfare-to-work
initiatives in five states.

From Welfare to Work (Russell Sage Foundation). Book. 1991, Judith Gueron, Edward Pauly. A synthesis of
research findings on the effectiveness of welfare-to-work programs. Chapter 1, which is the summary of the
book, is also published separately by MDRC.

Five Years After: The Long-Term Effects of Welfare-to-Work Programs (Russell Sage Foundation). Book. 1995.
Daniel Friedlander, Gary Burtless. An analysis of five-year follow-up data on four welfare-to-work
programs.

After AFDC: Welfare-to-Work Choices and Challenges for States. Book. 1997. Dan Bloom. A summary and
synthesis of lessons derived from studies of welfare reform programs.

ReWORKing Welfare: Technical Assistance for States and Localities

After AFDC: Welfare-to-Work Choices and Challenges for States. See under Books and Monographs.

Changing to a Work First Strategy: Lessons from Los Angeles Countv's GAIN Program for Welfare Recipients.
1997. Evan Weissman.

Work First: How to Implement an Employment-Focused Approach to Welfare Reform. 1997. Amy Brown.
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Working Papers
Working Papers related to a specific project are listed under that project.

Learning from the Voices of Mothers: Single Mothers' Perceptions of the Trade-offs Between Welfare and Work.
1993, LaDonna Pavetti.

Unpaid Work Experience for Welfare Recipients: Findings and Lessons from MDRC Research. 1993, Thomas
Breck, David Butler, David Long.

From Welfare to Work Among Lone Parents in Britain: Lessons for America. 1996. James Riccia.

Papers for Practitioners

Assessing JOBS Participants. Issues and Trade-offs. 1992. Patricia Auspos, Kay Sherwood.

Linking Welfare and Education: 4 Study of New Programs in Five States. 1992. Edward Pauly, David Long, Karin
Martinson.

Improving the Productivity of JOBS Programs. 1993. Eugene Bardach.

Reports and Other Publications

The JOBS Evaluation

An evaluation of welfare-to-work programs operating under the Job Opportunities and Basic Skills Training
(JOBS) provisions of the Family Support Act of 1988.

Aduli Education for People on AFDC — A Synthesis of Research. (U.S. Department of Health and Human Services,
Office of the Assistant Secretary for Planning and Evaluation [HHS, ASPET). 1995. Edward Pauly.

Evaluating Two Welfave-to-Work Program Approaches: Two-Year Findings on the Labor Force Attachment and
Human Capital Development Programs in Three Sites (HHS, ASPE). 1997. Gayle Hamilton, Thomas Brock,
Mary Farrell, Daniel Friedlander, Kristen Harknett.

The Cross-State Study of Time-Limited Welfare
An exarnination of the implementation of some of the first state-initiated time-limited wel{are programs.

Implementing Time-Limited Welfare: Early Experiences in Three States. 1995, Dan Bloom, David Butler,

The View from the Field: As Time Limits Approach, Welfare Recipients and Staff Talk About Their Attitudes and
Expectations. 1997. Amy Brown, Dan Bloom, David Butler.

Florida’s Family Transition Program
A study of Florida’s time-limited welfare program.

The Family Transition Program. Implementation and Early Impacts of Florida's Initial Time-Limited Welfare
FProgram. 1997, Dan Bloom, James Kemple, Robin Rogers-Dillon.

The Minnesota Family Investment Program (MFIP)
An evaluation of Minnesota’s welfare reform inmitiative.

Making Welfare Work and Work Pay: Implementation and 18-Month Impacts of the Minnesota Family Investment
Program. 1997. Cynthia Miller, Virginia Knox, Patricia Auspos, Jo Anna Hunter-Manns, Alan Orenstein.

Canada’s Self-Sufficiency Project (SSP)

A test of the effectiveness of a temporary earnings supplement on the employment and welfare receipt of
public assistance recipients. Reports on the Self-Sufficiency Project are available from: Social Research and
Demonstration Corporation {(SRDC), 275 Slater St., Suite 900, Ottawa, Ontario K1P 5H9, Canada. Tel.: 613-
237-4311; Fax: 613-237-5045. The reports are also available from MDRC.
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When Work Pays Better Than Welfare: A Summary of the Self-Sufficiency Project's Implementation, Focus Group,
and Initial 18-Month Impact Reports (Social Research and Demonstration Corporation). 1996,

The GAIN Evaluation
An evaluation of California’s Greater Avenues for [ndependence (GAIN) Program, the state’s JOBS
program.

GAIN: Basic Education in a Welfare-to-Work Program. 1994, Karin Martinson, Daniel Friedlander.
GAIN: Benefits, Costs, and Three-Year Impacts of a Welfare-to-Work Program. 1994 James Riccio,
Daniel Friedlander, Stephen Freedman.

The Parents’ Fair Share Demonstration

A demonstration aimed at reducing child poverty by increasing the job-holding, earnings, and child support
payments of unemployed, noncustodial parents (usually fathers) of children receiving public assistance.

Matching Opportunities to Obligations: Lessons for Child Support Reform from the Parents' Fair Share Ptlot
Phase. 1994, Dan Bloom, Kay Sherwood.

The National Supported Work Demonstration

A test of a transttional work experience program for four disadvantaged groups.

Summary and Findings of the National Supported Work Demonstration. 1980. MDRC Board of Directors.
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About MDRC

The Manpower Demonstration Research Corporation (MDRC) is a
nonprofit social policy research organization founded in 1974 and
located in New York City and San Francisco. Its mission is to design
and rigorously field-test promising education and employment-related
programs aimed at improving the well-being of disadvantaged adults
and youth, and to provide policymakers and practitioners with reliable
evidence on the effectiveness of social programs. Through this work,
and its technical assistance to program administrators, MDRC seeks to
enhance the quality of public policies and programs. MDRC actively
disseminates the results of its research through its publications and
through interchanges with a broad audience of policymakers and
practittoners; state, local, and federal officials; program planners and
operators; the funding community; educators; scholars; community and
national organizations; the media; and the general public.

Over the past two decades - working in partnership with more than
forty states, the federal government, scores of communities, and
numerous private philanthropies — MDRC has developed and studied
mote than three dozen promising social policy initiatives.
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