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STUDENTS VIEWS OF THEIR SCHOOLTO-WORK EXPERIENCES

Whether students view their experiences positively is an important indicator of the success of
school-to-work programs. This can be measured by students’ own reports and by examining rates
of early withdrawals from the programs.

In general, students in the demonstration programs believed these programs had a positive
effect. Even students who did not plan to pursue careers in the programs’ target occupations often
considered participation in the programs useful. Groups of students were enthusiastic about different
program features:

l Project-Based Learning. The appeal of contextual learning strategies over more
traditional lecture, textbook, and multiple-choice instruction is clear. Students
mentioned that working in teams, solving problems in groups, and hands-on lab or
building activities were some of their more enjoyable and interesting school-based
exercises. Working through real-world problems in math rather than textbook exercises
helped them “learn a lot better” and remember things longer; in contrast traditional math
used to be “a sleep class.” For some students the applied projects and lessons meant
that “homework is not so much of a drag.” Some felt the more interesting schoolwork
better engaged them in the material, leading to improvements in grades and/or

 attendance.

l Program Requirements. Several sites imposed a minimum GPA and/or attendance rate
for students continuing  in the programs, and students felt these requirements led them
to maintain or improve their school performance. Some reported doing more
homework to keep up with the standards, leading a portion of them to make the honor
roll for the first  time.

l Premium Workplace Experience. Students in some demonstration programs believed
their program-related work assignments gave them technical and job skills for the future
and advantages over other students. Those who worked for well-known companies
thought the experience would make their resumes more attractive. Others felt the
programs allowed them to develop connections that might help them get a job after
school.

Students in several programs reported less tangible benefits from participation. Students from
more disadvantaged neighborhoods expressed appreciation for being in a professional setting, being
treated like an adult at the work site, and being forced to improve their communication skills
through work-site experiences. Other students said that the program allowed them to focus on
developing a long-term plan, compared with their friends who “still live day by day and don’t care
about their futures.” A few students agreed that “the program makes you more mature because you
have to do everything yourself ” and that the time commitment to the program encouraged them
to schedule their tune more effectively.
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Despite holding generally positive views of the school-to-work programs, many students chose 
not to continue in them. Rates of early withdrawals were approximately 30 percent overall, about 
a third of which were attributed to dissatisfaction with the program or disinterest in the programs’ 
target careers. This outcome underscores the importance of providing career development activities 
for students before entry into school-to-work programs. 
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KEY STRATEGIES IN SCHOOL-TO-WORK PROGRAMS 

School-to-work programs will inevitably vary in their approaches to key components. However, 
the demonstration experience suggests that some strategies are both common and critical to 
successful school-to-work initiatives. These promising practices appear to make implementation 
of key components easier, improve the nature of the partnership, or affect student outcomes. Some 
of these practices, which most clearly enhance the operations of distinct programs for students, may 
not apply completely to broad systems beiig designed to include all students in some school-to- 
work activities. Systems are often built on distinct programs, however, and these approaches can 
provide important guidance to school-to-work planners. The potentially effective strategies include: 

. Screening carefully for interest in the target occupations can improve program 
success; When intensive workplace experiences are part of a program of study or 
career major, as they are in youth apprenticeship programs, ensuring partici&int 
interest in the target career or occupation can reduce rates of program dropout and 
improve employer satisfaction. The students most likely to exit early from a school-to- 
work program are those who do not fiid the target career and work-site environments 
appealing. However, employers participating in youth apprenticeship programs often 
expect students to remain committed to the occupation for which the employer is 
investing training resources. When students abandon the program for lack of interest 

I or to pursue other careers, employers lose their investment. Over time, high rates of 
dropout for this reason can cause employer dissatisfaction. 

. Clustering students in key courses makes integration of academic and vocational 
education and of school and work-site activities much easier. Grouping students by 
career interest allows teachers to incorporate occupationally relevant applied learning 
into classroom instruction and to link work-site tasks to the teaching of theoretical 
concepts and technical skills. As school-to-work reforms expand, clustering may 
actually be more feasible, since grouping larger numbers of students with similar broad 
career interests and school-to-work participation is easier to accomplish and financially 
more viable than it is with small groups. 

. Developing integrated curricula requires carefully balancing career context and 
broader educational themes. Academic curricula can focus too much on a career or 
occupation. Despite the creativity of curriculum developers and site teachers, students 
can lx turned off (or even bored) by constant emphasis on a particular career area for 
classroom examples and projects. Students seem to need variety in curriculum context. 

. Obtaining employer input into cum’culum revisions ts not difficult, especially if 
employers are making other significant investments in the school-to-work program. 
Employers are often willing to devote staff time and resources to review or help 
develop school curricula as part of school-to-work programs, especially when their 
firms are also providing paid workplace positions for students and/or expect that 
program graduates will be candidates for permanent employment. Fi making these 
investments see themselves as having a direct interest in shaping the school curricula, 
particularly relevant vocational courses that can be designed to provide both general 
and specific &Us and to prepare students for immediate productive tasks at the work 
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site. Despite the priority most employers place on basic, problem-solving, and 
communication skills, they are likely to contribute less to the development of 
academic curricula; firms are less familiar and comfortable with the process of 
identifying general competencies and developing specific activities that address 
them. 

l Incorporating employer incentives into school-to-workprograms may have a stronger 
influence on students’ postsecondary plans than other types of secondary- 
postsecondary linkages. Employers’ commitments that guarantee continuation in the 
program work-site placement, postsecondary tuition assistance, and priority in 
permanent hiring after postsecondary program completion seem to be strong factors in 
students’ decisions both to enroll in school-to-work programs and to enter and complete 
relevant postsecondary education or training. In contrast, articulation agreements- 
which in some cases allow students to earn college credit for high school courses-- 
appear to have less effect on students’ postsecondary plans. 

I 

9 Creating linkages between secondary and postsecondary education is easier when 
programs of study are well defined with a careerfocus. Sites that offer defmed career 
pathways can identify local postsecondary education or training institutions that offer 
strong programs in the targeted career area and focus on developing one or a’ few 
relevant articulation agreements. Programs of study with a defined target 

, occupation/career are more likely to have students learning job skills in vocational 
courses and at the work site. Firms see value in continuing to employ such students 
after high school and offering them permanent positions after they earn postsecondary 
credentials--an important incentive for pursuing postsecondary education In contrast, 
schoo!-to-work initiatives that have no career-oriented programs of study have greater 
difficulty for negotiating articulation agreements, which most often link secondary and 
postsecondary vocational programs. The general work experience opportunities 
provided as part of these initiatives are also less likely to generate strong employer- 
sponsored incentives for students to enroll in college or advanced training. 

l Delaying intensive work-site activities may be appropriate and improve matching of 
students with workplace experiences. Some programs have found it useful to have 
students job shadow or visit more than one employer before making job assignments. 
These visits help students confii their interest in the target industry and identify a 

preference for particular fii or positions before being placed more permanently at a 
work site, potentially lowering rates of program dropout. 

l Recruiting employers is best left to third-party partners. Chambers of commerce, 
private industry councils, trade associations, and other groups of businesses have proved 
invaluable in gathering support from local firms for school-to-work participation. 
Organizations such as the chambers or private industry councils have firms as members 
and have access to other local businesses. Moreover, these organizations have a broad 
mission--workforce development in general--similar to that of school-to-work, as well 
as administrative resources to support thii mission. Programs in which trade 
associations are responsible for employer recruitment are generally most successful 
because of these connections and resources. In contrast, individual schools and school 
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districts experience the greatest problems in recruiting employer partners. Without 
the network of business connections readily available to trade associations or 
individual firms, schools have more difficulty identifying potential employer 
partners, determining effective marketing approaches, and allocating necessary staff 
resources to this task. 

. Engaging large, well-known employers to recruit other employers is a useful strategy. 
Well-known companies can help to recruit other employers. This can be accomplished 

through peer pressure (for example, a few large hospitals in Boston encouraging other 
Boston hospitals to participate) or if the large company has some leverage over other 
local firms. For a Toledo, Ohio school-to-work program, representatives from the 
Caterpillar Corporation contacted its local suppliers and other subcontractors to find 
workplace positions for the Toledo students. Similarly, staff involved with a youth 
apprenticeship program in Flint, Michigan at a participating General Motors (GM) plant 
recruited from among other GM plants fin the area. 

. Expanding school-to-work requires careful coordination of employer recruitment 
among districts or schools in a region. Unless employer recruitment efforts are 
coordinated, expansion of school-to-work initiatives can create competition for 
employer commitments and burden on local firms. One approach to head off ,these 
potential problems is to develop a school-based, workplace management information 

’ 
system, which can document employer commitments, available slots, and current 
student assignments to work sites. Alternatively, districts or groups of districts (instead 
of individual schools) could assume central responsibility for recruiting and 
coordinating workplace positions for students. 

. Taming mentors is vital, especially in programs using a youth apprenticeship model. 
Work-site supervisors emphasize the value of gaining familiarity with adolescent 
behavior and issues. This exposure helps them more effectively encourage and guide 
students and monitor their workplace progress. 

. Promoting school staff visits to work sites ts valuable, but only with apprdptiate 
followup. Many school-to-work programs report on the “cultural” and “environmental” 
differences between educators and employers, as well as between schools and 
workplaces. Encouraging school staff members to spend time at relevant work sites is 
one way to overcome this barrier. However, staff exposure to work sites does not 
necessarily translate directly into changes in the classroom. Teachers may need 
encouragement to incorporate terminology, skills, and tasks identified at the work site 
into classroom activities. To make best use of staff development resources, school-to- 
work planners may want to consider training activities timed or structured to help 
teachers turn their visits into tangible curriculum products. 

l Using technology in resourceful ways can make integrafion of school- and work- 
based learning easier. Technology can facilitate communication between teachers and 
employer staff members and reduce staff resource use. Telephones in classrooms help 
employers contact teachers. Fax machines can be used to compensate for lack of 
classroom phones and time to meet with workplace personnel; they allow employer and 



school staff to leave detailed messages for each other (not easily accomplished 
through a school office receptionist) and to provide and review documents, such as 
lesson plans or work-site~training schedules, quickly. Computer E-mail can transmit 
information as well, allowing teachers, employer staff, and even students to use 
computer bulletin boards and direct links to exchange ideas about work- or career- 
related classroom lessons, workplace activities, or postsecondary options. 
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CONTINUING IMPLEMENTATION CHALLENGES 

As a group, the demonstration sites have gone a long way in developing their programs. A 
majority have implemented most of the major components set forth in their original program 
models, On the basis of operational experience, many have tried to improve on features in their 
initial plans, Other sites have had to modify their program designs to adapt to sudden changes in 
partners, economic climate, or other factors beyond their control. These experiences suggest that 
new school-to-work initiatives are likely to face several major ongoing challenges. These 
challenges include: 

l Recruiting Students. School-to-work programs or pathways that prepare students for 
particular careers or occupations and include extensive work-based learning activities 
often have difficulty recruiting the desired number of participants. Obstacles sites face 
include: (1) stigma associated with occupationally oriented programs; (2) student 
resistance to giving up after-school, extracurricular activities for work-based learning; 
(3) not enough students in the recruiting area with interest in the program’s target 
occupation/iidustry; (4) competition for participants with other school- or work-based 
programs; and (5) students’ and parents’ inaccurate perceptions and expectations about 
the target occupation or career area. \ 

: Recruiting Employers. The success of school-to-work reforms depends partly on 
having a set of employer partners willing to provide workplace activities for students. 
Recruiting employers is a major challenge for school-to-work programs, however. 
Programs experience the greatest difficulty in recruiting employers who are willing to 
provide students with the type of paid, ongoing work-site positions specified by the 
demonstration guidelines and idealized by the STWOA. Programs or pathways that 
offer students job shadowing, work-site tours, or shorter-term unpaid work experience 
opportunities have had less difficulty obtaining employer commitments. 

. Changing How Students Learn a$ SchooL An important objective of school-to-work 
reforms is changing how students learn by making instruction more project-based and 
applicable to real-world and workplace situations. However, sites face challenges in 
substantively changing teaching practices. These challenges include teacher resistance 
to new methods, need for intensive staff development, additional expense of special 
learning materials and lab equipment, and negative perceptions in some communities 
of curricula that appear to have a career or occupational focus. School-to-work 
programs must make applied, project-based learning an explicit priority. This is a 
difficult choice, given pressures to develop work-based learning opportunities and the 
n& to direct resources toward building capacity in this area. 

. Ensuring Students Are Learning on the Job. Students’ activities at the work site can 
help them gain self-confidence and maturity, choose or plan for careers more 
effectively, and gain work-site experience and skill trainimg. Maximizing these benefits 
depends largely on which types of workplace activities are made available. It also, 
however, requires program staff to pay attention to and carefully structure what students 
do at the work site. Finding the time and effort required to monitor work-site activities 
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and to work with students and employer staff members to ensure a good learning 
experience is difficult and will remain a challenge for expanding school-to-work 
initiatives. 

l Reducing Costs. New initiatives, particularly those that involve different kinds of 
disparate and unfamiliar organizations, are likely to be expensive. If costs can be kept 
low, it is more likely that initiatives will be adopted and institutionalized after special 
grant funds are gone. The demonstration experience suggests that the costs of some 
types of school-to-work programs, particularly youth apprenticeship models, are up to 
50 percent higher than the average per-pupil costs in the high schools of participating 
communities. These estimates include many start-up expenditures (such as curriculum 
development and staff training) and ongoing coordination costs. However, per-student 
costs for school-to-work participants remained high in some sites even after several 
years of operation. Finding ways to reduce costs will be necessary before programs 
can become institutionalized. ! 

POLICY RECOMMENDATIONS 

The results of the evaluation of the STW/Youth Apprenticeship Demonstration have 
implications for federal policy formation and assistance on school-to-work issues. These are listed 
here as recommendations and are intended to help clarify what school-to-work systems are supposed 
to be and to refocus effort on components that can help the greatest number of students succeed. 
These recommendations are: 

l Focu.$ on school reform aspects of school-to-work. School curricula may hold the key 
to achieving school-to-work objectives. The curriculum reforms identified with school- 
to-work could increase students’ interests in learning (thus fostering stronger basic 
skills) and improve career preparation. However, many sites are devoting a significant 
amount of resources and attention to obtaining work-site positions for students, often 
at the expense of school-based learning improvements. This is partly because 
participation in workplace activities is easier to define and to validate than is 
participation in school-based courses or programs of study that incorporate project- 
based, applied learning strategies. Because the availability of intensive workplace 
experiences may be limited in a broader school-to-work system, curriculum reform 
efforts are likely to benefit more students in the long run than is involvement in 
specific work-site activities. 

l Emphasize and define appropriate linkages to postsecondary education. The national 
School-to-Work Office can play an important role in disseminating information and 
providing technical assistance on secondary-postsecondary linkages. Currently, little 
information is available to school-to-work planners on how to facilitate enrollment in 
postsecondary education or training and which types of linkages are effective in 
different system models. This component of the STWOA has received relatively little 
attention so far, perhaps because planners are designing initiatives that begin with the 
early high school (or even middle school) years, and postsecondary transitions seem a 
long way off. However, the lack of emphasis on transition activities may be 
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shortsighted. In the demonstration programs, some of these secondary-postsecondary 
linkages appeared to have a stronger influence than other school-based components 
on students’ long-term outcomes. 

. Accelerate development of national skill standards. National efforts to develop skill 
standards in select occupations are under way but are taking time to come to fruition. 
Meanwhile, the SlWOA encourages states and localities to begin efforts to develop 
their own versions of skill standards so that certificates of mastery can be awarded to 
students who complete school-to-work initiatives. These local efforts may not be cost- 
effective, however, for several reasons. First, state and local initiatives are unlikely to 
have the resources and expertise to develop industry-validated standards: and 
certificates. Second, some communities will engage students in such a widely diverse 
set of school- and/or work-based activities that well-defined skill standards for specific 
occupations--developed with industry input--would not be possible to prepare or 
perhaps even to implement. Moreover, some sites may be reluctant to focus program 
school- or work-based activities on specific job skills, prefetring to emphasize broader 
and more transferable competencies. Thus, in some communities, skill standards for 
specific occupations will be less relevant. For these reasons, emphasis on developing 
skills standards should be at the national level, allowing local (and perhaps even state) 
resources to be better spent on other school-to-work activities. > 

: Acknowledge that a system means alifferent levels of intensity for different styfents. 
School-to-work is currently being promoted as an initiative for all students. This 

uniform approach to school-based learning may serve American youths well--all 
students can benefit from activities that help them identify and chart a path toward a 
career, engage their interest and intellect through project-based, applied learning, and 
promote their transition to postsecondary education or training. Involvement in work- 
based learning is likely to vary for individual students, however. The demonstration 
experience suggests that the needs and preferences of individual employers may 
determine which students wind up in particular activities. Student interests also will 
affect the type and extent of their workplace experiences. Moreover, students are hkely 
to benefit from workplace activities in different ways. 
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I. INTRODUCTION

Over the past decade, global competition and calls for upgrading the American workforce have

generated greater public interest in the preparation of American youths for employment. Some evidence

suggests that the American educational system is failing to equip students with the skills necessary to enter

the labor market, eitber directly after high school or after postsecondary education or training. Educators,

policymakers, and tbe business community have become increasingly concerned about improving the

relevance and quality of students’ learning experiences, and finding effective ways to facilitate their

transitions from  school to productive career-oriented employment.

To promote and evaluate initiatives designed to address this concern, the U.S. Department of Labor

(DOL) sponsored the School-to-Work (STW)/Youth  Apprenticeship Demonstration. The demonstration

began in  September 1990 with grants to six organizations to develop and implement a wide array of

school-to-work  programs involving collaboration between schools and employers and efforts to integrate

school- and work-based learning In fall 1992, DOL extended funding for a year to 5 of the initial grantees

and made new, two-year grants to 10 additional organizations to demonstrate a specific model for school-

to-work transition: youth apprenticeship. The programs that these grants supported were expected to

promote high school completion acquisition of skills relevant to employers’ needs, transitions from school

to career-oriented employment, and (in some cases) further education. Most of the programs are

continuing in some capacity beyond the DOL grant funding period, and their program designs and

approaches are still evolving.

This report presents a final assessment of the early implementation experiences of the demonstration

programs and the students who participate in them. The findings and recommendations contained in this

report are the culmination of more than four years of program observation and data collection conducted

by Marhematica Policy Research, Inc. (MPR), which began an evaluation of the demonstration for DOL
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in June 1991. During this period, as evidence on barriers and promising practices emerged from this and 

other research efforts and as federal priorities shifted, the policy context for and expectations of school-to- 

work initiatives evolved. 

The model the demonstmtion programs were encouraged to adopt differs in important ways from the 

broad school-to-work initiatives promoted by the STWOA Some of the demonstration goals, such as 

integrating academic and vocational education and linking work-site activities with school-based learning, 

were consistent with those of the new federal initiative. However, the STWOA imposed several major 

changes that distinguish the two efforts, Some key features of the STWOA that were not part of the 

demonstration guidelines are: (1) a provision to include all students in school-to-work experiences, (2) an 

emphasis on postsecondary education in school-to-work systems, (3) a shift away from occupation-specific 

training to a focus on preparation within broad career cluster categories as part of career majors, and (4) 

promotion of school-to-work as a strategy for broad educational and workforce development reform. 

Because of these differences, this report draws some lessons from the demonstration experience for future 

development ‘of school-to-work systems, but does not strictly evaluate the demonstration programs 

according to the components of the STWOA. 

In this chapter, we describe the evolution of school-to-work policy, including the DOL demonstration 

and its evaluation. In Section A, we discuss the failure of the U.S. education system to systematically 

encourage effective school-to-work aansitions for American youth and the federal role in ,promoting 

initiatives to address this problem. We then describe the specific objectives and requirements of the DOL 

demonstration and the program designs of the demonstration grantees (Section B). In Section C, we 

outline the components of the evaluation, including the types of data collected. Finally, we provide an 

overview of this report (Section D). 
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A. THE NEED FOR REFORM AND THE FEDERAL ROLE JN PROMOTING IT 

Increasing evidence on the skills and employment of young people, particularly those who do not 

attend college, suggests that many are ill-prepared to enter the world of work. Whether they enter the labor 

force immediately after high school or after postsewndary education or training, many students lack the 

career direction and preparation to help them choose and progress in productive jobs. As the technical, 

math, language, and reasoning skills demanded of even entry-level workers increase to keep pace with 

technolo~cal change and competition from other countries, the gap between employers’ requirements for 

skilled workers and the skills that youths bring to the labor market has been widening. Several approaches 

have been designed to narrow this gap by tying students’ educational experience with the world of work. 

The federal government has taken a key role in the support of these school-to-work programs. 
. 

1. School-to-Work Transition: The Problem 

Each year half of America’s youths leave high school and forgo postsecondary education to enter the 

world of employment, but many have great difficulty tinding stable work with opportunities for growth in 

skills and income.’ A typical first job for these youths is almost always in the secondary labor market and 

differs little from jobs they held while still in school. These positions usually require few skills and offer 

low pay, few or no fringe benefits, little training, slim opportunity for advancement, and little contact with 

older workers Most evidence indicates that these youths go through a string of part-time and low-paying 

jobs in the first three to five years after leaving school and experience frequent unemployment. New 

research suggests that this labor market “churning” among youths may not be as severe as had been 

determined earlier (Klerman 1995). 

‘Evidence of youths’ difficulties in entering the job market is drawn largely from three sources: W.T. 
Grant Foundation (1988), ETS Policy Information Center (1990) and National Alliance of Business 
(1988). 
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The problems non-college-bound youths face as they enter the labor market are rooted in changes in 

the U.S. and global economies, technology, and demographic trends. The availability of stable, high-wage 

empbynmt for high school graduates in manufacturing, communications, transportation, and utilities has 

declined stead$. Manufacturing jobs and other traditional sources of high-wage employment for youths 

with only a high school education have dwindled as part of a broader technological transformation of the 

US. and world eumomies, described by some as an “‘information revohttion” fueled by increasing use of 

computers, automation, and telecommunication. This transformation has boosted skill requirements for 

new jobs, placing a premium on workers with a range of competencies and skills and the ability to reason, 

make decisions, and learn quickly. 

Demographic and educational trends in the United States have exacerbated the gap between 
\ 

workplace demands and the skills youths bring to the labor market. An increasing propomon of new 

entradts to the U.S. labor force are recent immigrants-many of whom lack basic education and’proficiency 

in English-and minorities historically disadvantaged by poverty, inadequate schools, and families marked 

by poor education and skills. The upward trend in high school completion rates since World-War II has 

leveled off; dropout rates remain particularly high among minority populations. At the same time, the 

economic penalty for not completing high school--reduced employment and earnings-is becoming larger 

as changes in the economy make basic academic skills more critical. 

Many critics fault the U.S. educational system for failing to develop programs that help youths acquire 

needed skills. In part, critics argue, America’s emphasis on college preparation has isolated academic 

from vocational education and weakened schools’ ability to prepare youths for the demands of 

employment. Teachers of academic courses rarely help students understand why the symbolic ideas and 

mathematical abstractions they are being taught are important or relevant to work they might do in the 

fixture (Gardner et al. 1982). Because many youths learn best through hands-on experience, the separation 

between academic and vocational high schwl programs aggravates the difficuhies youths have in acquiring 
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important basic skills. Many youths, particularly those confronted with depressed local job markets and 

evidence that high school completion does not lead to rewarding employment, view the link between 

academics and successful employment as tenuous. 

Vocational education, although traditionally more focused than college preparatory curricula on 

practical skills, has also fallen short of meeting the changing demands of the labor market. Whether 

measured by earnings, job placements, or employment success, secondary vocational education does not 

meet the needs of students or employets (Committee for Economic Development 1985). According to one 

study, fewer than 3 of every 10 graduates of vocational educational programs find jobs that require skills 

they learned in school (Lemtan and Pouncy 1990). Vocational education also varies in quality and design. 

A recent study indicates that secondary vocational training pays off if students make informed choices 

among training options, training occurs in a field with strong demand, employers participate in providing 

training, and vocational instructors are directly involved in job placement (Bishop 1989). “~ 

Dissatisfaction with secondary vocational education programs stems in part from the fact that many 

have not provided training in up-to-date, high-demand skills. Vocational courses often are characterized 

by outdated skills training and minimal academic content. Some vocational schwls have become a 

“dumping ground” for low-abiity students and for teachers with the lowest status. Vocational programs’ 

contribution to students’ employment prospects is weakened by the problems these programs have 

equipping students with relevant practical skills and providing them with basic reading, math, and 

reasoning skills that are increasingly important in employment. 

The separation of academic and vocational education and the lack of connection between school and 

work also affect students who intend to pursue postsecondary education. If youths learn best through 

hands-on experience and instruction inspired by a meaningful context for the material, then the traditional, 

strictly academic, college preparatory curricuhan may not best serve even these students. Moreover, many 

of these college-bound students enter postsecondary education or training with little sense of career 
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direction. For example, baccalaureate students are increasingly taking five instead of four years to 

complete their studies, due to prolonged searches for a “major” and the time it takes to fulfill requirements 

for the major. 

2. Past and Current Strategies to Encourage School-to-Work Transitions 

The STW/Youth Apprenticeship Demons&on grew out of a variety of strategies for addressing the 

problems described here. Previous efforts have emphasized different aspects of the transition problem: 

the need to motivate students to complete high school and a&apt to the demands and habits of work; the 

importance of strengthening basic academic skills by teaching these skills with a hands-on, contextual 

leaming approach; and the urgency of helping students identify a tentative career direction. These efforts 

include four strategies: (1) cooperative education; (2) youth academies; (3) school-to-appcenticeship 

programs; and (4) Tech-Prep programs. 

The earliest attempt to overcome the isolation of school-based education from the educational 

requirements of work was the cooperative education model, first adopted in Dayton, Ohio, in 1913. 

Cooperative education expanded gradually for several decades and then gained greater prominence as a 

result of the Vocational Education Act of 1963 and its 1968 amendments, which first allowed, and then 

earmarked, use of federal funds to support cooperative education. Cooperative education prokrams give 

high school students work experience through short-term placements with employers that offer on-the-job 

training. Cooperative education has several shortcomings. A major weakness is that stuhents often 

develop specialized skills needed by one employer but fail to learn more generaiizable skills (W.T. Grant 

Foundation 1988). Some cooperative education programs place students in low-skilled, unstructured work 

situations that do not promote skill development. In addition, cooperative education programs have come 

up lacking because they have little effect on classroom curricula and have failed to close the gap between 

the academic world and the world of work. Cooperative education has served fewer than 10 percent of 
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all students in secondary vocational tracks. Currently, close to 450,000 students participate in these 

programs nationwide. 

Youth academies attempt to combine work and classroom learning and to break down the wall 

between them. High schwl you!h academies are collaborations among school districts, local business and 

industry, and an intermediary wmmunity organization. The 6rst academies were developed in Philadelphia 

in 196 1, and programs there now focus on six occupational fields: (1) automotive trades; (2) business; 

(3) electricity; (4) environmental technology; (5) health services; and (6) horticulture. With the support 

of the Clark Foundation, four additional academies were established in the early 1980s in Pittsburgh. A 

review of academies found a total of 18 in Portland, Oregott and California (Archer and Montesano 1990). 

Nationwide, academies have been created in about 100 localities, usually as “schools within schools” 

setii students at high risk of dropping out. Youth academies most frequently target studene in grades 

10 to 12 who are judged by counselors and teachers as high risk. Students in each grade take’most or all 

of their courses together, including wre academic subjects and a practical lab in the technology relevant 

to the occupational focus. Local employers help design the technical part of their curriculum and donate 

necessary equipment, provide volunteer mentors, and give students paid summer jobs between grades 11 

and 12. 

School-4eqyrentice.ship programs provide an alternative approach; youths are drawn into existing 

registered apprenticeship programs while they are completing high school. These efforts have built on the 

experience of well-established apprenticeship programs in Western Europe, as described by Nothdurft and 

Jobs for the Future (1990). Adult apprenticeship programs in the United States exist for relatively few 

occupations, mostly in the building trades. They have traditionally been union controlled and available 

mostly to applicants in their mid-twenties. In the late 197Os, DOL funded eight projects to test the 

feasibility of starting registered apprenticeships for high school students. Although this effort indicated 

that such apprenticeships are feasible, these programs have so far remained a very small component of 
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American efforts to promote school-to-work transition, serving only about 1,500 students per year (U.S. 

Department of Labor 1989). 

The Tech-Prep approach, also known as the “2 + 2” model, is a transition model that has recently 

emerged. It involves gitig students a broad foundation of applied academics and occupational preparation 

in the last two years of high school, followed by two years of more advanced academic and technical 

training at he postwcmw level. This approach wrnmonly spans two years of high school and,two years 

of community college, but variants have included “4 + 2” (built around all four high school years and 

wmmuoity college) and “2 + 2 + 2” (in which students can obtain further education by transfer$ng from 

a two-year community college into the last two years of a four-year college). 

The Tech-Prep model has grown in popularity. As of June 1990,122 consortia operated Tech-Prep 

prograins in 33 states (Layton and Bragg 1992). By school year 1992-1993, the number of’?‘ech-Prep 

consortia had grown to about 800, distributed across all states in the country and serving’more than 

170,000 students (Silverberg and Hershey 1995). Congress also recognized the potential merit of the 2 +, 2 

model, reautb&zing the Carl Perkins Act in 1990 to provide $63 million for Tech-Prep programs in fiscal 

year 1991 and funding the development of Tech-Prep each subsequent year (with grants for fiscal year 

1995 totaling more than $107 million). 

3. Youth Apprenticeship 

Educators and policymakers have become increasingly interested in youth apprenticeshii, as a way 

to promote school-to-work transitions. This approach, modeled on European youth apprenticeship 

systems, builds on the four strategies described earlier but puts a strong emphasis on linking school-based 

and work-based leaming. Like cooperative education, youth apprenticeship provides work experience for 

high school students; youth apprenticeship, however, closely connects the work experience to school 

instruction. In comparison with youth academies, youth apprenticeship programs place greater emphasis 

on job experience and on acquiring occupational skills in the workplace. While the occupational focus of 
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youth apprenticeship programs may be on fields in which traditional registered apprenticeships operate, 

programs are not necessarily limited to these occupations. Like the Tech-Prep model, some youth 

apprenticeship programs include postsecondary education. others do not, particularly if an occupation 

does not require postsecondaty education. Youth apprenticeship programs extend beyond the tmditional 

Tech-Prep model by including a work-site component. 

At a general level, youth apprenticeship programs are designed to include: 

l Active participation of employers 

. Both school-based and work-based leaming, and activities that reinforce and link the uvo 

. Academic and technical skill instruction integrated by context and methodology 

. Connections between secondary and postsecondary education and training opportunities 

: Occupational skill certificates awarded to students for demonstrated mastery of relevant 
competencies 

Programs adopting this comprehensive model began to emerge most clearly in the 198Os, with support 

from foundations and govemm ent agencies, As of 1990, federal officials estimated that only about 3,500 

students were participating in such programs; however, interest in this school-to-work approach has grown 

since then. A number of states have enacted legislation to facilitate tbe development of youth 

apprenticeship programs, usually as part of a broader education and workforce development plan. The 

SW/Youth Apprenticeship Demonstration initiated by DOL was another effort to stimulate the 

implementation of these programs. Ihe STWOA, which provides funding for the development of school- 

to-work systems, encourages communities to build from youth apprenticeship and other initiatives and 

promotes the inclusion of many elements exemplified by youth apprenticeship. 

4. New Federal Support: The SlWOA 

Both DOL and the U.S. Department of Education (ED) have actively worked to identify strategies 

that can positively influence the school-to-work transitions of the broadest number of students. Federal 
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support and interest in school-to-work cuhninated in the bipartisan passage of the STWOA, which was 

signed by President Clinton in May 1994. The act provided for joint administration of the new federal 

initiative by ED and DOL. To coordinate administration more effectively, ED and DOL established the 

national School-toWork O&e, stafTed by personnel from both agencies. Under the STWOA, states are 

encouraged to apply to the School-to-Work Office for development and implementation grants to assist 

them in planning and establishing statewide school-to-work systems. The STWOA also provides funding 

for implementation grants made directly to local partnerships that are prepared to develop school-to-work 

systems witbin their communities. In summer 1994, implementation grants were awarded to eight 

“leading-edge” states and 36 local partnerships. An additional 19 states and 44 partnerships were awarded 

implementation grants in late 1995 and early 1996. 

The STWOA’s primary objective is to provide initial support--“seed money” or “venture ct&sT’--for 

states and localities to build school-to-work systems. Unlike previous school-to-work strategies (including 

youth apprenticeship) that often targeted particular groups of students school-to-work systems are intended 

to serve all students. This includes college-bound and non-college-bound students and encompasses 

students with disabilities, limited English proficiency, diverse backgrounds, or varied potential career 

interests.’ The act outlines the overall objectives of the reforms but provides considerable latitude to states 

and local partnerships to tailor school-to-work systems to their own needs and wnstraints. The STWOA 

specifies three key components as the foundations of STW implementation: 

1. School-Based Zmzrning. Classroom instruction linked to workplace experiences that 
provides students with the information and skills needed to identify and prepare for promising 
careers 

2. Work-BmedLeming. Work experience, structured training, and other workplace activities 
appropriate to students’ career interest and linked to their school curricula 

%I addition, the STWOA encourages communities to use school-to-work components to serve out-of- 
schwl youths (for example, by linking General Education Development [GED] programs and work-based 
experiences). 
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3. Connecting Acfivities. Efforts undertaken by partnership members to help employers and 
schools forge and maintain links between the school-based and work-based components 

Specifically, school-to-work systems are required to include the following key elements in their designs: 

l A planned program of training and work experience cwrdinated with school-based learning 

l A program of study designed to meet state academic standards, i&haiing those established 
under GOALS 2000, and to meet the requirements necessary for transitions to postsecondary 
education and the achievement of a skills certificate 

l Integration of academic and vocational education 

l Broad instruction in the classrwm and workplace that, to the extent possible, exposes 
students to all aspects of an industry 

l Linkages between secondary and postsecondary education and training 

l Career awareness, exploration, and wunseling 

l ’ Selection of a career major not later than the beginning of 1 lth grade 

. 

l Workplace mentoting and instruction in general workplace competencies 

l Assistance for students in finding jobs and transitioning to postsecondary education and 
training 

In addition, the STWOA specifies the types of members that should be included in state ,and local 

partnerships and some aspects of the organization and governance of these partnerships. 

B. THE STWNOUTH APPRENTICESHIP DEMONSTRATION 

The STW/‘Youtb Apprenticeship Demonstration preceded the STWOA by several years and was 

initiated by DOL with two objectives. First, the demonstration was intended to promote the development 

of work-based learning programs to help youths make a successful uansition from school to employment. 

Second, the demonstration provided an opportunity to draw useful lessons about important program 

features and factors that affect the successful implementation of school-to-work transition programs. 
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1. The Demonstration 

In September 1990, DOL awarded two-year grants to six organizations to plan and implement 

demonstration projects in nine sites. Because these initial projects were intended to explore a variety of 

approaches to school-to-work transition, DOL provided only general guidelines to grantees. As a result, 

the amount of emphasis placed on changing school-based programs or on creating workplace experiences 

varied widely. The type ofworkplace expenence provided also varied widely, from paid employment and 

work-site technical instruction to less-intensive experience (such as field trips and interviews with 

employers). 

During the two years the initial school-to-work grantees were designing, developing, and 

implementing their approaches, DOL focused increasing policy attention on a specific school-to-work 
\ 

transition model: youth apprenticeship. Because of tbis narrowing of focus, DOL provided an additional 

year of fimding in fall 1992 to five of tbe original school-to-work grantees to allow them to structure their 

projects according to the youth apprenticeship model. DOL also awarded 10 new two-year grants for 

youth appren&eship demonstrations Nine went to new organizations and one went to a prior grantee for 

a project in an additional occupational area. 

Under the youth apprenticeship model, DOL expected all grantees to implement programs that have 

a well-defined occupational focus beginning in grade 11 or 12, but that are broad enough for’students to 

choose from a variety of career options (including work or postsecondaty education) at the end of high 

schwl. The programs must also have coordinated school- and work-based components and lead to both 

a high school diploma and an approved certificate of occupational skills competency. 

Some of the goals and other specific elements of youth apprenticeship programs were specified in the 

STWNouth Apprenticeship Demonstration grant solicitation and other materials provided to grantees. 

Each grantee is eqected to progress toward specific goals for school-site and work-site components. At 

the school site, these goals are: 
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l Career wunseling and guidance to help students identify career interests and goals and 
understand how the youth apprenticeship program works 

l Integration of academic and vocational-technical instruction 

l Integration of work-site activities with school-based leaming 

l h4aintenance of high academic standards to facilitate admission to postsewndaty education. 
(The program must meet state education standards; all wurses must satisfy graduation 
requirements and be accepted by postsecondary institutions.) 

At the work site, the objectives include: 

l Formal, structured, progressive skills development integrated with school-site learning 

l Employer-paid work experience, witb progressive earnings based on skills and experience 

l The use of a job coach to supervise, train, and assess students . 

l . Development of sound work habits and behaviors 

l Instruction in general workplace wmpetencies, including (where appropriate) ability to 
manage resources, work productively with others, acquire and use information, understand 
and master systems, and use technology 

Grantees were expected to ensure that decisions about program design were made by a broad-based 

group of stakeholders, including teachers, counselors, and administrators from secondary and 

postsecondary institutions, as well as representatives from the employer and labor wmmunities. Grantees 

were encouraged to coordinate school- and work-site learning through joint efforts by teachers and 

employers in developing curricula. 

2. The Demonstration Sites 

AU grantees were to work toward implementing a youth apprenticeship program with the guiding 

principles outlined here. Despite this common goal, however, the grantees differed significantly in how 

they implemented the school-based and work-based components and the extent to which they connected 

the two (see Table L 1). They varied in the specific fbrms of workplace experience provided: duration, pay, 
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TABLE 1.1 

MAJOR FEATURES OF DEMONSTR4TION PROJECTS 
IN SCHOOLYEAR 1994-1595 

Program Mcdsl and Participation School Program Components Workplace Experiences 

Hcat&caresIdFiiscnics 

ProTech He&b Care 

Primarily high school pmgmm nnrting 
junior year that encourages nNdmtr to 
purruc postsecondmy education and 
career in allied health fields 

First students enrolled fnll1991 

SY 1994-1995 participation: 151 

ProTech Financial Setices 

Primarily high school program starting 
junior year that encourages students to 
pursuc p&secondary education and 
caner in financial service industries 

First students enrolled fall 1993 

SY 1994-1995 participation: II7 

Students clustad in English and science 
slasser and homeroom 

~ttnnpts to make English and science 
curricula applied 

Math and science requirements 
strengthened for PmTech students 

Students clustered in English and Unpaid work-site rotations one aftemwn per 
computer or business classes wssk during first pan ofjunior year 

Attempts to make English classes nwre 
applied 

Paid part-time jobs beginning s&d half of 
junior yea and continuing through senior 
YM 

crlffrmurdlp 2000, Tulsa, OK 
~Metahvorkblg : 

’ 2 + 2 program at Tulsa Technology S,,,dcnu grouped for entire school 
Center that prepares students for careers p,,,gram a, the technology center 
in metalworkmg 

Full-time summerjobs afterjunior yeat 

First students enrolled fall 1992 

SY 1994-1995 paticipatian: 26 

Mctalwoting curriculum developed by 
industty partners 

Students tic applied classes in math. 
physics, and English 

Part-time work begins second semester of 
first psusondluy year 

Studems paid stipends tbrough?ut four-year 
program 

G- Ywth Appxn‘icwbip Program, Gwirmett Cwnt,‘, GA 
No Occupationnl FOM 

Unpaid clinical mwions at hospitals one 
aRemoon per week during that pan ofjunior 
Y=J 

Paid part-time jobs beginning second half of 
junior year and continuing through senior 
Y-= 

Enhanced cooperative education 
program for juniors and seniors tied to 
rmdents‘ carter mterests 

First students enrolled fall 1993 

Weekly seminar provides work readiness Students receive credit for approved jobs. 
skills and opportunity to complete 
project describing work experience. 

SY 1994-1995 panicipation: 42 
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TABLE I. I (conrinuedj 

Program Model and Participation School Program Componcnu Workplnce Expaiences 

~~~~~~~ol~~*~~~cblcl~~~~o~-iL 

T-yea program starting junior year to Students grouped in same applied 
prcpan students for metsIting academic and vocational classes for half 
careers of school day 

First students enrolled fall 1993 

SY 1994-1995 participation: 40 

Rockford 

Four-year, 2 + 2 program that lads to 
y1 awxiotc’s dsgra in a mctaiworking- 
related Geld 

S,udcntE grouped in vocational class 

First students enrolled fall 1992 

Academic class at home schools for half 
day, vocationd cn”rsO at spcid tining 
facility for rest of day 

SY 1994-1995 participation: 59 

Jobshadowing opportunities during junior 
and senior years 

Program annnpts to find summer and 
Jshool-ycnr jobs for sntdcntx 

Sk-k paid job shadowing during summer 
after junior year 

Part-time jobs during senior yew f&l-time 
jobs summer after senior year and during 
port-paondary years 

ManofactmingTeehnalo~‘P”tmnhis, FlintvMl 
‘Mdaeiuting 

Two-year program that prepares 
st,,de,,,s fix General Maton Skilled 
Trades Apprenticeship Pmgmm 

First students enmllcd fall 1992 

SY 1994-1995 participation: 106 

Students grouped in vocational course at Fomml training at General Motors two hours 
regional vocational Center a day for students wlected by General 

Moms; paid pan-time jabs during junior and 
Students spend half day at home schools senior year and summers for studen?s hired 
for academic class and other half at by small compmtcs 
“0catiOne.l CC”bx 

Special vofationel ~oursr. developed with 
input from General Motors and 
community college: emphasizes basic 
skills and broad exposure to skilled 
trades 

McchTecl,, lm, ~Rdi”om, MD 
MCthW!dll~MWhilhg 

Four-year 2 + 2 program to prepare 
students for skilled machine 
manufacturing careers md registration 
Bs an spprentlcc 

Students grouped in vocational course Part-time jobs in junior and senior year 

Following high school, students qan attend 
community college and continue part-tune 
employmmt. 

First students cnmllcd fall 1992 

SY 1994.1995 participation: I3 
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TABLE 1. I (cwimaij 

Program Model and Participation School Pmgnm Components Workplace Experiences 

Miask~~gh~ampae*:~tan,Bibb,d~CollnIiu,GA 
hm¶*.ce !b+lobw 

Three-year (2 + I) program to train 
airwaft st~cmnl mechanics 

Fim students enrolled fall 1993 

SY 1994-1995 particiption: 66 

Studentr grouped at vocational school 

Junior-yea vocational chses held at 
home high schoolq ocnior-yur 
voulional cla.?5es at poswco”dary 
*hrical instiMe. 

Two weeks paid orientationijob shadowing 
sumner after junior year 

Workplace mento assigned 

~P&‘Y~U,ApplQLt*ahlp~~:t~~W+,d Yo&iA 
:~Met&wr&g ,:~~,~: : ,, ,,~ ., ‘~ ,::~:,:.;::, .~. 

Lycm”i”g 

Tw~ycar youth apprenticeship pmgnun 

First students mrolicd fall 1991 

SY 1994-1995 participation: 42 

Two-year youth apprmticcship pmgrpm 

First s&dents enrolled Ml 1992 

SY 1994-1995 participntio”: I2 

York 

Two-year youth apprenticeship program 

First smdcnts cnmlkd fall 1992 

SY 1994-1995 participation: I7 

Three days schml-within-a-school at 
vocational center 

New pmject-oriented academic 
eurricuhm designed to link school and 
work-site cxpcrisnwsr 

Work as paid apprentices junior and senior 
ywrs, two full days per week under guidance 
of an assigned mentor 

oakhndworb, oati, CA 
Mcd+a, Hulth d Biose*arr, Law utdGt,venment, Computem ~,I:: ,~;I:: ,,;:,:, ,, i 

Small spsidly created school three 
days pn weak rrplaccs atlcndmce in 
home school district% 

New pmject-oriental acadunic 
curricubun designed to lii school and 
work-site expmimccs 

lntcrdirciplinary temn teaching 

Three days at rhook grouped in 
acadmnic cla.ssr nnd share VofMonal 
&.srcr with other studen@ 

Some themaic pmjuzts incorpomted into 
academic cuniculum 

Work a~ paid apprm~tices junior and smior 
years, two full days per week undq guidanss 
of an assigned me”tor 

Work as psid qopraticcs junior &d senior 
years, two full days per week under guidance 
of an nosig”ed me”tor 

Career academy program beginning in Students gmupsd in two or three 
10th grade in four high schwls academic classes and one lab class 

Pmgram began swnnw 1993 Some interdisciplinary projects 

Students essig”ed to mentor in 10th grade 

Job shadowing in I Ith grade and paid 
intcmships the following summer 

SY 1994-1995 participation: NA Some seniors psrticipate in short-~ paid 
spring internships. 
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TABLE I. I (conrhcd) 

Pmgram Model and Psrtlc:psUon School Program Camponcnts Workplace Expetienccs 

,: se+D~va, DaPsge County,IL 
Apphw Rqdz 

One- or two-year pmgmnl t4 prev 
smdcnts to be appliance repair 
tshnicians 

First students enmlled September 1991 

SY 1994-1995 participation: NA 

New competency-bad vccatioml 
cu,,iculvm developed by Sears; 
combines principles of physics and 
applied tahnical exercises 

Special equipment donated by Sears for 
clnssroom use 

One-wak work-site internships in each of 
tbrcs different depamnenu at local Ssars 
service CC”tel 

Students may wtk part-time jobs at Sears 

New high school apmcd fall 1993; 
emphasizes career development and 
business involvement 

Youth sppnnticsship group formed 
spring 1994 

SY 1994-1995 participation: &1 

Students grouped in advisory period Jab shadowing and work-site toun 
according to interest in one of four broad 
career clusters 

All studam tin&in career/academic 
pnrlfdios 

Longer class periods (105 minutes) and 
ahmating day course schedule 

&mlnole Cam~/S*mny Smh&Cmm~,FL 
~~Ekctronlw-r~tic.dm \ 

Scnian trained to &oms clecUonic 
technicians; those who meet Sicmcns 
perfonnancc criteria msy enroll in tw* 
and-a-half year apprenticeship program 

First students cnmlled fall 1992 

Students grouped in vocational class 

Tech-Prep ckctm”ics sequence recom- 
mended, including applied academics 

Formal training six hours a weok et Siemms 
using a curriculum adapted 6om Sicmmr’ 
European apprenticeship program 

SY 1994-1995 prlicipation: 35 

:TdcdoP~~telndurtryCandSTdedo,OB, 
lndwtrial Autcmmdon and Robotics, Medic& and Dental As&tin& 

Carpcntry,~ArcMtecture md Drafting, Otlkc SldUs 

One. or two-year program for students 
selsting careen in one of five 
0CC”pntiO”S 

First students enrolled spring I993 

SY 1994.1995 participation: 4 

Participating students grouped in 
vccatianal courses and some academic 
ClaSWS 

Top juniors and seniors matched with 
enlployers for plut-time cmpl0ym~n1 

Studcnts may work full-time during the 
E”“““Cr. 

Workforce LA Youti Academie,q Las &q&s, CA” 
No Occupnlional Focus 

One- or two-year program to pmvidc Special class one aflemwn per week to Jobs four a&moons per week under 
work experience to I Ith- and 12th. develop gmcral employability skills and guidance of an aosigned work-site mentor 
grade students at risk of dmpping out basic skills 

First students enrolled September 1990 

SY 1994-1995 participation: NA 

SOURCE: Site visits to the School-t*WorkiYoutb Apprenticeship Drmonstiation sites. 

NA = not available. 
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emphasis on career exposure activities, and opportunities to build occupational skills. The grantees also 

differed in the school-based changes made to accommodate their school-to work programs. These changes 

included clustering participating students in academic classes, offering applied academics courses to these 

students, and pmviding vocational courses in the occupational field. Appendix A includes more-detailed 

descriptions of the site programs as they were implemented in school year 1994-l 995. Several of the sites 

planned significant changes to the program designs for the following school year or a year later. 

The 15 grantees serve students with different career interests. Most of the projects focus on 

manufacturing occupations, particularly ones in metalworking. Within the metabvorking area, however, 

some diversity exists in occupations and industries. For example, the Manufacturing Technology 

Partnership project in Flint focuses on skilled automotive trades, including those of electrician, sheetmetal 

worker, tool and die maker, welder, drafter, and machinist. The Pennsylvania Youth App&nticeship 

Program and Me&Tech, Inc., fccus more narrowly on the machine trades. Service and other occupations 

are also represented in the projects. Over the course of the demonstration, several sites began expanding 

into additional~occupational areas; for example, many of the metalworking programs were joined by health 

care programs using the same or a similar model. A few of the programs did not focus on particular 

occupations but provided broad exposure to several occupational areas. 

The demonstration grantees included some of the earliest and most innovative school-to-work 

programs in the country, and all gamed valuable implementation experience. It is thus no surprise that 

several sites were awarded direct local partnership grants under the STWOA in late summer 1994. For 

example, ProTech in Boston and Craftsmanship 2000 each received grants to continue and expand their 

collaboratives and models. Projects operated by Scripps Ranch High School in San Diego and Senn 

Academy of tbe Illinois State Board of Education’s Chicago site were included in larger partnership grants 

awarded to San Diego County and a Chicago community. 
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C. THE DEMONSTRATION EVALUATION 

The STW/youth Apprenticeship Demonstration represented a major initiative to promote experience 

with school-to-work transition programs, which are still relatively new in American education. The 

evaluation of the demonstration projects was thus viewed as part of an overall exploratory effort to increase 

U.S. understanding of program approaches, instead of a rigorous evaluation of program impacts. The 

broad objectives and methods designed for the evaluation reflect both the overall limited experience with 

these types of programs and the early stages of implementation for the projects. The evaluation began in 

spring 1991, soon after tbe initial grantees began implementing their programs, and ended in fall 1995., 

The evahiation sought to present a primarily qualitative assessment of the planning, implementation, 

and effectiveness of the demonstration programs.’ The evaluation had three broad objectives: 
* 

1. Describe the projects’ features and development, including the nature and extent of 
* organizational partnerships 

2. Document the experiences of students participating in the programs 

3. Identity factors that are likely to affect the implementation and effectiveness of future 
transition programs 

To address these objectives, we used five methods to collect detailed data about the demonstration projects 

(1) executive interviews; (2) focus groups; (3) observation of program activities; (4) examination of project 

documents, records, and curriculum materials; and (5) abstraction of student data from school and project 

records. 

‘In total, the 15 demonstration grantees operate programs in 22 different sites. However, because of 
lags in implemmtation, turnover in key staff, and the re-funding of first-round grantees for only one year, 
the evaluation focused most intensively on a large subset of these programs. Although the Pennsylvania 
Youth Apprenticeship Pmgram was operating in six locations during the demonstration period, we visited 
only the Lycoming, York, and Philadelphia sites. We visited the Sears/Davea, Workforce LA, and 
MechTech, Inc. sites from the first round of grantees, and the Gwirmett and Toledo Private Industry 
Council programs from the second round, somewhat less often than other sites. 
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1. Site Visits 

The fast four data collection methods were employed primarily as part of visits to the demonstration 

sites. Interviews were conducted on-site with central project staff members and other key staff members 

imoived in the planning and operation of the transition project. Focus group discussions were held with 

participating students, empkryee mmtors, lead teachers, and counselors. During each site visit, evaluation 

stafFmembers observed a sample of key classes and student work sites; they also collected program-related 

materials such as marketing brochures and lesson plans. Site visits were conducted approximately once 

each year, beginning in fag 1991 and ending in spring 1995, with most grantees from the first round 

Site visit data collection was structured around a detailed outline for documenting the transition 
\ 

projects This documentation outline covered five general issues: 

1. Bogrum Dewk~pmeti Who are the major partners in the transition project? Who initiated 
and developed tbe program design, and how was it developed? 

2. Occu&onatObjccdis What occupational g&s did the project seek to promote, and how 
are these goals reflected in the program design? 

3. Program Cmnprments. What is the program? How does it modify the experiences of 
students compared with the high school program previously in place? 

4. &rgrom oparrlion How does the program work? How are students recruited and selected 
for the program? How do they progress through stages of participation? How is students’ 
performance at school and in the workplace assessed? 

5. Student Participation and Outcomes. Who takes part in the program, what do they do in 
the program, and how well do they make the envisioned transition to employment? 

‘First-round grantees were all visited in fall 1991, spring 1992, and spring 1993; those that continued 
their programs beyond the extended grant period were visited in 1994 and 1995. Second-round grantees 
were visited for the first time in spring 1993, and then again in 1994 and 1995. 
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2. Student Data 

The STWrYouth Apprenticeship Demonstration evaluation was designed to allow an analysis of 

student &mcter&cs and outcomes. This analysis was intended to support the qualitative assessment of 

program operations and service delivery by describing the students enrolled, their involvement in program 

mitities (school-based and work-based), and the levels of success they achieve in these activities. Given 

the evaluation design it was not feasible to select comparison or control groups to provide estimates of 

what student outcomes would have been without the school-to-work projects Thus, it is important to be 

cautious about drawing inferences from any outcome data about the impacts of the demonstration 

programs on students or the effectiveness of the programs. 

To conduct the analysis of student participation, MPR asked each demonstration project to provide 
\ 

(from school and project records) three types of data for each student enrolled: 

1. &s&e D&z Demographic chamkkh (age, primary language spoken at home, gender, 
and racial/ethnic group), as well as measures of school performance and academic ability in 
the year prior to the student’s entry into the demonstration program 

. Program Activity and Interim Outcomes. High school performance indicators, such as 
grade point average (GPA) snd attendance for each marking period the student is enrolled in 
the program, and high school graduation. For programs that include a college component, 
college progress measures, including credits earned and GPA per semester, intended major, 
and the date and type of degre&ettificate attained Characteristics of workplace experiences, 
such as hours per week, start and stop dates, wages, employers, and job titles 

3. Exif Infonnution and Postprogram 0utcome.r. Date and reason for exiting the program 
(including program completion), and the student’s involvement in or plans for employment 
or higher education after leaving the demonstration program 

MPR developed data collection forms, tailored to each site’s needs end access to the requested data. 

Sites were asked to send baseline data for each new “cohort” of students in October of each year or within 
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a month of program enrollment.’ Program activity data was to be provided to MPR after each marking 

period, and exit information when a student completed the program or left early.6 

Many of the demonstration sites experienced great difficulty in obtaining and documenting the 

requested data Some sites did not have central administration statT with easy access to relevant school 

records. Others--those with students drawn from many feeder schools for all or part of the day--faced the 

prospect of having to collect the data from as many as 14 different high schools. In a few sites, turnover 

in key staffor reductions in available clerical statT delayed or prevented the completion of all data collection 

forms. Several programs did not place priority on and were reluctant to devote resources to; this data 

collection task. These challenges affected the wmprehensiveness and completeness of the student data 

obtained by MPR and, subsequently, the extent of the data analysis. 
\ 

D. OVERVIEW OF ‘THE REPORT 

The remainder of this report outhnes the implementation experiences of the demonstration programs 

and the factors that have affected their success. Chapter II describes how the sites recruited and selected 

students for enrollment, and the number, characteristics, and retention of program participants. Chapters 

III, IV, and V discuss the approaches used to implement school-based learning, work-based kaarning, and 

integration activities, respectively. Chapters VI end Vll examine two other key schwl-to-work 

components: (1) secondary-postsecondary linkages; and (2) wunseling and guidance. Chapter VIII 

focuses on the partners involved in each program and the roles they play, as well as the resources used to 

plan and implement the demonstration programs. Finally, Chapter IX presents a summary of the major 

‘A cohort is defined as the group of new enrollees who enter a school-to-work program during the same 
school year. Because most ofthe demonstration programs were designed to enroll new students each fall 
semester, instead of continually throughout each year, cohorts are designated by the fall semester in which 
students’ participation began (for example, fall 1991 or fag 1992). 

6Boston’s ProTech provided data on diskette--a combination of school district data files and site-based 
management infomtation system (MIS) data Otis&Works also provided school records data on diskette, 
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findings and recommendations for policies and strategies that may facilitate the development of future 

school-to-work initiatives 

23 



II. ATTRACTING STUDENTS TO SCHOOLTO-WORK PROGRAMS 

A key factor in the success of school-to-work programs is their ability to attract and retain students. 

The quality of the students, measured broadly, and the number of them participating can affect employer 

satisfaction school staffs sense of accomplishment, individual student outcomes, and costs--all of which 

can intluence tbe long-term viability of the program Thus, promoting participation was a large part of the 

demonstration sites’ efforts. 

In this chapter, we describe the programs’ recruiting and selection strategies, as well as the students 

who actually enrolled. We first discuss the methods the sites used to market the programs to secondary 

school students and their parents (Section A). Second, we describe the process of selecting student 
. 

participants, including the extent to which the programs targeted particular groups of students and tbe 

selection criteria used to choose program participants from among the pool of applicants (Section B). 

Third, we report on students’ reasons for entering the demonstration programs, based on comments made 

in focus group ‘discussions (Section C). Four@ we present an analysis of program participation based on 

student data from tbe sites. This analysis examines the number and characteristics of students enrolled in 

the programs and their duration in tbe programs (Section D). Finally, we summarize the salient issues 

affecting the school-to-work programs’ efforts to attract and retain student participants (Section E). 

A. PROMOTION AND RECRUITMENT EFFORTS 

A big part of the challenge facing school-to-work programs is enrolling participants, Their ability to 

do so in the long run depends, in part, on the quality and appropriateness of the learning activities they 

provide, as well as the reputation that the programs eam in the local community. However, well-organized 

promotion efforts can also affect the extent to which programs attract the desired number and types of 

students 
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Most of tie demonsmm ‘on sites market the schwl-to-work program to a broad spectrum of the student 

body, despite enrollment objectives that are more focused (see Table II. 1 and Section B). only two sites-- 

Seminole County/Siemens and the Toledo private Industry Council programs--promote tbe program 

pmnarily to vocational students already enrolled in specific courses. Most of the sites conduct schoolwide 

marketing campaigns in the institutions or communities participating in the demonstration. Therefore, 

shhough most of tbe sites have identified criteria to define the student population most appropjate for the 

program, meeting these enrollment goals is generally accomplished through effective screening of 

applicants instead of targeted promotion. 

Althougb tbe demonstrauon programs have different designs and target occupations, their marketing 

strategies have many common elements. These include: 
\ 

l * Presentations in school assemblies, homerooms, and key classes 

l Letters sent to students’ homes 

l Distribution of brochures, applications, and other program materials 

l Information sessions for parents end students 

Recruiting presentations and program documents generally outline the components of the program, the 

possible jobs students could obtain after completion of the program, and the criteria required for program 

entry. To gain parent and student interest, many recruitment flyers list the companies involved in the 

program 

Specific responsibility for promotion depends partly on where the program is located. Ifall schwl- 

based leaming takes place within a comprehensive high school or several high schools, key teachers or 

counselors actively involved in the program in each schwl are usually responsible for making classroom 

presentations. When students are drawn f?om several high schwls and spend part or all of their school day 

in a separate facility, the programs often have to rely on home school counselors and teachers to promote 
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TALtLE II.1 

PARTICIPANT TARGETING AND SELECTION STRATEGIES 

Target Population 

Grantee NameProject Name Grade Level Entry Criteria Recruiting Pwl Selection Prwess and Criteria Selection Responsibility 

Boston Private Industry Council 

ProTech Health Can 

ProTech Financial Services 

II Cumulative CPA of 2.0 or 
better 

Attendance rate of 85 percent 
or higher 

All sophomores in 
participating schools 

Demonstrated interest in terget 
occupation 

CreAsmanship 2000 II Cumulative GPA 012.0 or 
better 

All sophomores in Tulsa 

M&mum IO days absent per 
Year 

Pass Applied Math or Algebra 
with “c” or better 

Completion of other courses 
typical of sophomores 

Pass drug test 

Interview 

Review ofapplication. 
including essay. parent 
statement, and teacher 
recommendation 

Joint: Private Industry Council, 
teacher. and employer 
representative 

Interest and attendance 
weighted more- heavily than 
GPA 

Review of application; letters of Joint: Teachers and employer 
recommendation; transcript% ~pWPHMiVeS 
essay on particiption goals 

Perfommnce on test of menual 
dexterity 

Interview 

Gwinnett Youth Apprenticeship 
Program 

Ilorl2 Have identified a career focus All juniors sod seniors in lntcrvicw Teachers 
three participating high 

Cumulative GPA of 2.0 or schwls 
better 



TABLE Il. I (continued) 

Tergst Population 

Grantee NamJProject Name Grade Level Entry Criteria Recruiting Pool S&ction Process and Criteria Selection Rcsponsihility 

Illinois St&c Board of Education 

Rockford II 

Chicago 

Manufacturing Technology 
Panncnhip 

II 

Cumulative GPA of 2.0 or 
better 

Sophomons who meet 
entry wit& in 
mrtieitdnn schools 

Review of q~Iiwdimt 

Attitude @,radc &lmvilkd by 

Employers 

Maximum tivcabeencco per - 
Y=r 

‘%” or better in Algebra I 

No current intention to attend 
four-year colkgc 

Cumulative GPA of I .5 or 
higher 

Maximum IO absences per 
semester 

All sophomonx in 
School 

Pass Algebra I 

teachers 

Teacher rezammendetions for 
positivcw 

School counselors 

Interview 

II Average or abov~avemge 
grades 

Minimum ninth-grade reading 
level 

“8” average in Algebra 

All soaphanwrcs in Interview Program et.96 vocational 
cnounty who meet enby administmtorslwunselors; 
critef& based 0” %&o”l Pafwmawaonmecheniiand employer represeotativcs 
c4wnscl”f identilii “thu&iu-ttest 

Gndesdatlmbnec 

Emclleot attendaocc 

Middle Georgia Aerospace II Cumulative GPA of 2.5 or 
better 

Alleophmnwninthe 
three wunties 

lntmimv 

Letten of rucmmcnd&n 

Joint: Representetives from the 
high schools, employers. and 
postsecondary technical schools 

Review of school read, 
inhdii~ rhirmnmt in meth 
mdttlmi”dwunewat 



TABLE II. I (conrinued) 

Twnet Poouletion 

Grantee NamJProject Name Grade Level Entry Criteria ‘Recruiting Pml Selection Process end Criteria Selection Responsibility 

Pennsylvania Youth 
Apprenticeship Program 

Lycoming II 

York 

Philadelphia 

II 

I I o, I2 

OsklsndWorks IO 

Cumulative GPA of2.0 or All sophomores in the 
better county 

“c” or better in Algebra I or 
Applied Math I. In gwd 
scadcmic standing et home 
schoals 

Aim for students with “c” 
average and “B‘s” or “C’s” in 
math, but criteria are flexible 

All sophomores in the I4 
schmls in the county 

None Sophomores and juniors 
in the schwl‘s Industrial 
Technology program 

None, although Health and 
Bioscience Academy generally 
seeks students with a GPA of 
2.0 or better 

Searmavea Ilorl2 None 

Scripps Ranch High School 9-12 Passing score on basic 
skill~general employability test 

All freshmen in the city 

All sophomores and 
juniors in county served 

Interview Cwp teacher 

lntervicw 

Intelview 

Standardized test 

Essay 

Review of math end mechanicsI 
ability 

Joint: Project msnsger, 
vocational-school co-op teacher, 
and employer representative 

Counselor and employers 

None Academy director 

None None 

All students in the 
schwl 

Review of application, resume. 
transcript, attcndancc records, 
and sample work fmm ao 
academic &es 

Schoolteachers 

,- interview 



TABLE II I (confirmed) 

Target Population 

Grantee Name/Project Name Grade Level Entry Criteria kecroititig Pwl Selection Process and Criteria Selection Responsibility 

Seminole CoontyiSiemms I2 Comolativc GPA of2.75 or 
hettcr 

Strong math aptitude 

Seniors in the electronics Interview Employer 
voccational coome et two 
high schools end, if Essay 
space available, honors 
math students Grades 

Toledo Private lnduntty Council II None All students in relevsnt 
vocational courses 

Depend a” individual employer Employer 
needs, including math ability, 
technical ability, 
communication skills. maturitv 

Workforce LA II or12 At risk of dropping out All students in Los Review of transcript and Projwt statTat the district o&e 
Angeles Uniticd Schwl application 
District (approximately 
45 schools) 

GPA = grade point average. 



the program, many of whom have little connection to and interest in the program. Third-party partners or 

representatives of major participating employers sometimes help market tbe program to students; this 

strategy is less likely the more “feeder” schools that need to be visited. 

Many of the demonstmtion sites have difficulty recruiting students due to the stigma associated with 

occupationally oriented schwl programs. This is a substantial barrier, particularly for programs in which 

students spend all or part of a day at a facility other than their home school (for example, a regional 

vocational center or training facility). To enroll the desired number of students, these programs generally 

must market to several or many home schools. In each school, tbe recruiting staff must overcome parent 

and student perceptions tbat the schwl-towork programs somehow limit students’ postsecondary options 

or encourage students to pursue “dead-end jobs.” This situation is made worse by the frequent lack of 
. 

cooperation or interest among home schwl counselors, who are often relied upon to promote tbe~program 

and refer students. Several sites found that counselors discouraged students from applying or only referred 

students with low academic abilities because school staff members held the same negative views of 

occupational programs as did many parents. 

Progrsms tried to overcome these obstacles in several ways. Some sites mailed promotion material 

directly to students’ homes instead of relying on in-school contacts. A few sites conducted training 

sessions with home school staff members that described the program features, benefits of participation to 

students, and types of students desired. Some sites tried harder to have central program staffmembers 

(for example, from thud-party partners or a regional vocational center) and employer representatives visit 

each home school. Several programs began implementing more than one of these promotion strategies. 

Most of the programs reported an improved outcome from their modified marketing efforts: a group of 

new student participants who better met the programs’ target criteria.’ 

‘Some programs that modified their marketing approach simultaneously introduced new student 
selection criteria designed to achieve the same objectives. It is difficult to ascertain the extent to which 
reported improvements in the quality of student cohorts was due to each of these two factors. 
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Individual programs encountered other obstacles in their recruiting efforts. These mcluded: 

l Reluctance of students, among the eight sites that required students to attend a training or 
vocational instruction facility for at least part of the school day, to leave their home schools 
and friends to participate in the school-to-work program 

l Student resistance to forsaking after-school, extracurricular activities for work-based learning 

l Insufficient numbers of students in tbe recruiting area with interest in the program’s target 
occupationlindustry 

l Competition for participants with other school- or work-based programs 

l Inaccurate perceptions or expectations about the target occupation among students and 
PEUtXltS 

The demonstration programs were not always able to overcome these obstacles, resulting in smaller than 
\ 

desired groups of students enrolled in some years. 

Some sites devised strategies to address these problems. Several expanded their programs and 

recruitment to additional high schools, to attract more students with interests in the target occupations. A 

few programs changed their early information sessions to provide students and parents with more detail 

about the targeted career and work-site environments, sometimes by showing films of relevant workplaces 

or inviting employer representatives to attend and answer questions, Craftsmanship 2000 modified its 

program design to counter student concerns about leaving their home schools and to encourage greater 

student participation. Beginning in school year 1995-1996, participants will no longer attend the Tulsa 

Technology Center for all of their classes; instead, they will spend half of the day at their home schools 

taking academic courses and half of the day at the center taking vocational courses. 

B. SELECTION OF STUDENTS 

Enrolliig students who have the potential to succeed in the program is an important part of any new 

initiative. The school-to-work programs had several objectives in identifying student participants: (1) to 

enroll students who would benefit most from the program; (2) to ensure participating students could meet 
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the challenges of the programs’ school- and work-based components; and (3) to satisfy the needs of 

sponsoring partners, particularly employers. To meet these objectives, the demonstration sites had to 

establish a process and criteria for choosing program participants from the pool of applicants; these 

processes’and criteria changed over time. 

Although specific criteria for selecting students changed, most programs were able to identify a 

general target group for program participation from the start. For most of the demonstration sites, the 

target group is those students who are iu the middle third of the academic distribution, have average or 

above-average math or science ability, and are notexpecting to pursue a four-year baccalaureate degree. 

The student target group for a few sites was somewhat dif%rent than that just described. Two 

demonstration programs included diversity goals in their selection process, for example. The 
. 

Man~acturing Technology Partnership (MTP) in Flint emphasizes female and minority student 

participation in the metalworking program, an initiative originally conceived by General Motors (GM) and 

the United Auto Workers to help the organizations meet equal-opportunity goals for these populations in 

the skilled trades.’ Although promotion activities do not focus specifically on these groups, program staff 

members place priority on enrolling nontraditional students to accommodate GM’s preferences. 

Applicants who are not members of these groups are also selected, but generally are hired by other firms 

newly recruited to tbe program. The Oakland Unified School District also attempts to promote 

racial/ethnic diversity in the OaklandWorks youth academies, administered by the district ,as magnet 

programs. District staff members can approve or deny requests for students to transfer to academies in 

schools outside their normal jurisdictions. Unlike other demonstration sites, the Workforce LA Youth 

Academies specifically targeted students at risk of dropping out of high schwl in both their promotion and 

*Other metalworking programs in the demonstration also sought female participants. However, 
recruiting and enrolling females was not an explicit objective of these programs, and their promotion or 
selection activities did not focus on maximizing female participation. 
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selection efforts, using paid jobs with the city government as an incentive for students to improve their 

school performance and graduate from high school. 

To different degrees, the demonstration programs make operational their choice of target populations 

by instituting a process and criteria for selecting participants from the applicant pool (see Table II. 1). As 

of school year 1994-I 995, most of the programs screen for some minimum grade point average (GPA), 

math aptitude, and rate of absenteeism. The specific levels at which these minimmn criteria are set 

depend largely on the overall distribution of academic achievement across the student body in participating 

schools and the types of student participants that sponsoring employers request. 

Failure to implement selective screening can have negative consequences. Most programs either did 

not have minimum entry standards the first year or did not enforce them. Many did not have the luxury 
\ 

of being selective. Some, particularly in the first year or two of operation, were unable to generate greater 

numb&s of student applicants than slots in the program Many programs simply accepted all students who 

applied. Unfortunately, staff members and employers often were dissatisfied with the quality of 

participants. Early students in some programs, including MTP and ProTech, lacked the basic skills and 

maturity needed for school course work, workplace activities, and eventual entry into the programs’ 

postsecondary components. Students often failed to perform at acceptable levels in school and at work; 

some were asked to leave the program, and others exited voluntarily. According to program Staff, many 

students dropped out during the first year after realizing that they were not interested in the target 

occupation. High rates of exits and the poor quality of student participants led to employer concerns, 

Most of the demonstration programs either defined selection criteria or began to enforce existing 

standards in the second year, primarily to address employer concerns. Many programs found it difficult 

to balance the target group criteria, however. The more selective they were on academic ability, the less 

likely students were to continue in the community or technical college part of the program and to pursue 

the program’s target occupation. Program staff members reported that high-achieving students often left 
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the programs to pursue four-year postsecondary degrees in related or unrelated fields. Lowering the 

academic-achievement threshold, however, often meant students enrolled had more difficulty grasping the 

basic and technicaJ skills required at the workplace and emphasized in vocational courses. Both outcomes 

were disappointing to employers who were providing ongoing workplace experiences to students; they 

generally expected participating students to have a minimum level of skills, be capable of learning new 

skills on the job, and remain committed to the target occupation or industry for which the employer was 

inve&g training resources. Most of the demonstration sites have refined their selection process several 

times to better meet employer expectations and to raise the probability of student success in the program. 

Some demonstration of occupational interest and motivation is now a common part of the selection 

process. In addition to academic achievement, many programs added one or both of these criteria to 
. 

screening after the first year or two of operation, to increase rates of program completion and: employer 

satisfaction. These measures are intended to screen out students who are interested in completely different 

careers or in related careers that require a four-year degree and do not meet the identified labor needs of 

the employers. Several programs began requiring students to write an essay describing whythey were 

interested in the target occupation; others required teacher evaluations of students’ motivation and career 

interests. In several sites, this criterion is emphasized at least as heavily as academic achievement in 

determining which students are enrolled in the school-to-work programs. 

Employer involvement in the selection of student participants has increased over time, generally at the 

initiative of the employers. Employers have identified and requested new criteria to be added to screening 

of applicants, as described previously. Perhaps more important, some programs added an interview with 

employers to the enrollment and selection process. In a few sites, such as the Pennsylvania Youth 

Apprenticeship Program (PYAP), students accepted into the program were always required to interview 

with employers to determine students’ specific work-site placement (see Chapter IV). By the second and 

third years of operation, however, employers in many more programs were active in an initial, face-to-face 
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review of student applicants. In some sites, employer involvement is intensive. Students applying to the 

Rockford, Illinois State Board of Education (ISBE) sites undergo a “pm-interview” with one of the 

sponsoring employers, and then three back-to-back 1 S-minute interviews with other employers, During 

this series of interviews, employers determine which students should be accepted and which work sites 

are likely assignments. In some cases, students meet with a team of employers, teachers, and central 

program stafT members; in other cases, students interview directly with employers (see Table +I. 1) 

C. STUDENTS’ REASONS FOR ENROLLMENT 
! 

Students who apply for and are accepted into school-to-work programs may have different 

expectations about how a program is likely to affect them educationally and occupationally. Their reasons 

for enrolling may, in turn, affect their outcomes. Those who are interested solely in earning income during 

high school may not reap the benefits of skills training or take advantage of postsecondary education 

opportunities. Students whose main reason for entering a program is the promise of postsecondary 

financial aid may be more likely than others to continue their education after high school. 

In focus group discussions with evaluation staff members,’ students in the school-to-work 

demonstration programs reported a range of motivations for entering the programs.” Four reasons were 

cited most tiequentiy First, participants in almost all focus groups identified cutrent income as a primary 

motive for enrollment; students in a few of the programs pointed out that most part-time jobs available to 

high school students pay less (the national minimum wage is $4.25 per hour) than jobs provided as part 

of their school-to-work programs. Only in the Craftsmanship 2000 discussion were wages rated as not 

very important in the decision. Second, in the demonstration sites that provided financial incentives for 

%rformal focus group discussions were conducted with students either at school or at the work site. 
Information shared did not necessarily represent the views of all students in any school-to-work program, 
since only a sample of students participated in a focus group at any site. In some cases, students 
participating in the focus groups were selected nonrandomly or represented only a small proportion of the 
total number of participants in a program. 
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postsecondary matriculation (Seminole County/Siemens, Philadelphia PYAP, Craftsmanship 2000, 

Rockford ISBE, and MTP), students cited these incentives-primarily help with tuition and other types of 

financial aid-as a main reason for their interest. Third, some students in the Seminole County/Siemens, 

Craftsmanship 2000, Philadelphia PYAP, York PYAP, and Rockford ISBE programs emphasized the 

importance of gaining work experience while in high school and said this aspect of the program influenced 

their decision to participate, Those in Seminole County/Siemens and York were particularly interested in 

getting experience in the program occupations because they might have long-term interest in them. 

Students at Seminole County/Siemens also felt that, because the firm is well known, the work experience 

would provide them with a “good reference” in seeking other jobs later. Fourth, students in a few 

programs (York PYAP, Rockford ISBE, OaklandWorks, Scripps Ranch High School) cited a desire to try 
. 

out a possible career or trade as their motive for entry. Students in most programs had little previous 

knowledge of or interest in the target occupation when they enrolled. 

Students also cited other reasons for entering the programs, The three students in the’lycoming 

PYAP discussion said they were bored in school and entered the program to “try something different,” 

with the greatest appeal being the promise of hands-on instruction. A few students in the focus groups 

mentioned being “pushed” into the program by family members. A student in the MTP program said he 

was most infhrenced by a GM worker’s advice that the program “was an opportunity of a lifetime and, if 

I didn’t take a chance with this, what else would I get?” 

D. PROGRAM PARTICIPATION 

The extent to which school-to-work programs can attract and retain the desired number and types of 

students affects their long-term viability. Although the School-to-Work Oppo&ties Act (STWOA) 

promotes a broad school-to-work system that serves large numbers of students, many communities are 

likely to build from earlier youth apprenticeship programs that contain the same essential elements as 

STWOA-funded initiatives. These early programs are under pressure to expand; the experience of the 
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demonstration sites suggests, however, that a number of factors are likely to constrain program growth. 

Such factors as the choice of occupation, the target population defined, and the number and types of local 

employers willing to become involved can affect program scale, the types of students who participate, and 

the likelihood that participants will drop out. 

Ln this section, we discuss each of these measures of participation. Data are based on information 

provided by program statTon each student participant. Appendix C contains detailed tables documemmg 

aggregate data for each site. 

1. Program Size 

Most of the demonstration programs serve relatively small numbers of students (Table JI.2). Only 

the OaklandWorks youth academies admit more than 100 students each year. Boston’s ProTech, the 

Gwinnett Youth Apprenticeship Program, MTP in Flint, and the Scripps Ranch High School program 

enroll more than 50 students in a given year. Most sites have between 10 and 30 students in each cohort. 

Several factors appear to influence the size of a school-to-work program. Of these factors, employer 

commitment is probably the most important. For the most part, the number of workplace positions 

available for students determines how many students will be enrolled in a school-to-work program--at least 

among programs that have an ongoing workplace activity for students. Many of the programs, primarily 

those initiated by schools (with or without the help of third-party organizations), have struggled to find 

employer partners willing to provide these positions, and were often forced to enroll fewer students than 

was desired. (This occurred, for example, in the Chicago ISBE and the Toledo Private Industry Council 

programs.) In contrast sites with the largest number of participants are those in which employers initiated 

the program or made fimr commitments during the early planning stages to provide student positions; these 

employers/sites include the hospitals in ProTech, Health Care GM in the MTP program, and Boeing, 

Northrop, and McDonnell Douglas in the Middle Georgia Aerospace program 
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TABLE It.2 

NUMBER OF STUDENTS ENROLLED, BY COHORT 

OrmteeNme 

B~nton Privstc Industry Council 
PmTcch Health Care 
ProTech Financial Stiscs 

Fall 1991 Fall 1992 Fall 1993 Fall I994 

81 85 NA 76 
72 68 

Craftsmanship 2000 17 II IO 

Gwinnm Youth Apprenticeship Program 

Illinois State Board of Education 
Chicago 
Rockford 

52 48 

26 29 33 
I5 26 34 

Manufnctuning Technology Partnership 50 54 / 52 

Middle Georgia Aerospace 39 41 

OakbmdWorks 282 312 NA 

Pennsylvania Youth Apprenticeship Pmgnun 
Lycaming Montgomery 
Pittsburgh 
Philadelphia 

Y&k 

I3 I2 I6 ,. I7 
14 14 27 
11 15 16 
10 5 I2 
20 II IO 

Scripps Ranch High School’ 88 NA 

Seminole CountylSicmcnr 21 13 28 

SOURCE: School-@Work Transition Demanstration Database maintained by Mathematifa Policy Remh Inc. 

‘Enroumcnt into the Scripps Ranch Youth Apprenticeship is conducted in the early spring of each yew spring 1994 enrollees are counted in 
the fall 1993 cohort 

NA = not available. 
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Other characteristics of the workplace experience also affect the size of the program, ahhough not 

always in a consistent manner. For example, we might expect that programs in which students spend many 

hours at the work site, are paid for their work hours, and receive significant mentor supervision would have 

the smallest number of partmcipants, pnmarily because fewer employers would be willing to contnbute the 

resources to support this type of program. However, the ProTech and MTP programs, both of which 

involve students in extensive paid workplace experiences, have among the largest numbers of participating 

students On the other hand, students in the larg& program-OaklandWorks--participate in only a summer 

job between 1 lth and 12th grade, and these positions are completely subsidized by special tip funds 

Another program with a large number of students, Scripps Ranch High School, engages students primarily 

in job shadowing and work site tours. One possible explanation for the observed inconsistent relationship 

between program scale and the intensity of workplace activity may be that the size of the employ& partners 

matters more in determining both the number of students provided positions and the types of &&place 

experiences offered; large employers have the resources to support more students in more-intensive 

activities. St&site visit interviews with other programs, particulariy those that rely on small firms, suggest 

that the difficulty of recruiting employers willing to pay students for training and work experience does 

constrain the number of students enrolled. 

The programs’ ability to recruit eligible students also affects the size of enrollment. Successful 

recruitment depends primarily on finding enough students who are interested in the target occupation, as 

described earlier. Many of the programs with a metalworking/machining focus (including some of the 

PYAP sites, the ISBE sites, and Craftsmanship 2000) have had difficulty attracting students to the 

program. The sites involving very large, well-known employers appear to have the fewest recruitment 

difficulties and generally have met their enrollment goals. A few students in the focus groups reported that 

obtaining work experience with a well-known employer was one of their main reasons for applying to the 
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school-to-work program, because they believed that having this experience on their resumes would 

broaden their subsequent employment options. 

The number of high schools and grade levels from which student8 are drawn is also a factor in 

de&mining program size. The program8 that enroll large numbers of students generally involve multiple 

high schools. This reflects the difficulty of recruiting many eligible students interested in a particular 

occupational field from within a single school. As an alternative way of expanding the number of 

interested students, some sites enroll students from more than one grade at a time. Some of the largest 

programs recruit and admit students from grades 11 and 12 (Gwinnett), grades 10, 11,; and 12 

(OaklandWorks) or grades 9 through 12 (Scripps Ranch High School). Other program8 generally restrict 

new enrollment to either juniors or seniors. 

Efforts to expand enrollment during the first several years of the programs have met v.$r limited 

success. Despite goals to increase the number of entering students, about three-quarters of the sites for 

which data were available held even or lowered the number of participants admitted in the second year of 

program operations. Several of the PYAP sites and Craftsmanship 2000 have had difficulty.recntiting 

additional students interested in metalworking and obtaining commitments from employers for student 

positions. Despite a reduction in the cost of supporting a student in the CraftsmarArip 2000 program, 

employer8 were willing to provide for fewer new student8 in the second year of the program,:compared 

with the first year. Program8 that rely on small employer8 had particular difficulty obtaining more slots 

for work-based learning. The Seminole County/Siemens program decided to enroll only senion, instead 

of both junior8 and seniors. 
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2. Characteristics of Student Participants 

Some characteristics of the students enrolled varied significantly among the demonstration programs, 

particularly the proportion of students who were female or from minority racial/ethnic groups (Table II.3). 

For example, approximately 70 percent of recent students enrolled in the ProTech Health Care program 

were females, compared with 20 percent or fewer of recent enrollees in the ISBE programs, most of the 

PYAP sites, Cra&mamhip 2000, and the Seminole County/Siemens program. A large percentage of new 

students in the ProTech, Pittsburgh PYAP, MTP, Chicago ISBE, and OaklandWorks programs were 

either African American or Hispanic. In contras~~a relatively small proportion of recent enroll~s in the 

Craftsmanship 2000, Gwimrett, and Rockford ISBE sites were Born minority ethnic groups. Very few 

students in any program either lived on their own (outside of their parents’ home) or were parents 

themselves. 
\ 

Recent program enrollees were similar across the sites in some measures of previous school 

achievement (Table II.3). Participating students in most of the sites were generally “average” students, 

those in the middle third of the academic distribution and whose GPA in the year prior to entering the 

program (usually 10th grade) was in the “B” to “c” range. Students in the Rockford ISBE, Gwimrett, 

h4TP, and Seminole County/Siemens programs had, on average, somewhat higher preprogram grades than 

students in the other sites; the average preprogram GPAs for these sites were about half a grade higher 

than the similar measure for students in the Philadelphia PYAP, OaklandWorks, Toledo Private Industry 

Council, and Chicago ISBE programs. Average rates of student attendance across the sites were mostly 

similar-more than 90 percent. Not unexpectedly, there was some correlation between preprogram GPA 

and attendance; sites with lower average academic achievement also had lower attendance rates. 

Three program features appear to influence differences among the demonstration programs in 

students’ demographic characteristics and their prior GPA: (1) location of the site; (2) the program’s target 

occupation; and (3) implementation of specific recruiting and selection goals. Not surprisingly, the 
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TABLE II.3 

CHARACTERISTIC8 OF PARTICIPANTS 
(Fall 1994 Cohort) 

&am ~riva lndvstry Council (ProTech Health Care) 

Percentage of Students Average Pnpm9ram 

Entered in Attendance 
IItbGlUdC FSmelC Black Hispanic GPA Rate 

99 70 44 39 NA NA 

~ostan private Industry Council (ProTech Financial 
Services) 100 57 36 36 NA NA 

Cmftsmansbip 2wO IO0 20 IO 0 2.63 97.2 

Gwinnetl Youth Apprenticeship Pmgnm 8 58 0 0 2.82 93.3 

Illinois State Board of Education 
Chicago 
ROekfOrd 

Manufacturing Technology Partnership 

100 21 30 36 2.21 88.3 
91 21 0 0 2.96 98.3 

I00 44 35 2 3.03 96.2 

Middle Georgia Aerospace 81 27 34 0 2.55 . 97.2 

OaklandWorks 22 68 65 17 2.04 82.3 

Pennjlvanis Youth Apprenticeship Pmgmm 
Lycoming 
Montgomny 
Pittsburgh 
Philadelphia 
York 

88 0 0 0 2.66 91.6 
100 56 0 0 2.60 94.6 
loo 38 69 0 2.37 88.9 
42 I7 I7 0 2.03 91.0 

100 0 0 0 2.27 91.4 

Scripps Ranch High School 33 64 7 IO 3.27 97.4 

Seminole CauntylSicmens 0 14 29 7 2.87 98.3 

SOURCE: School-to-Work Transition Demonstration Database maintained by Mathematics Policy Research, Inc. 

‘The most rcwnt OaklandWorks and Scripps Ranch High School data available we for tic fall 1993 cohort. 

GPA - grade point avenge: NA = not availabls. 
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programs that enrolled high proportion8 of minority students were those located in cities in which minority 

groups make up a large proportion of the overall population. For the most part, the program8 in which 

relatively few female8 were enrolled were those that prepare student8 for metalworking/technology careers, 

traditionally male-dominated occupations in which female high school students showed little interest or 

were not explicitly targeted. Program8 that focus on less traditionally male occupations, such as those in 

health, business, or office services (ProTech, OaklandWorks, Toledo Private Industry Council programs), 

and those with no specific occupational focus (Gwirmett and Scripps Ranch High School) have enrolled 

proportionally more female students. The MTP program is an exception; the relatively high proportion 

of female enrollees in this metalworking youth apprenticeship program is largely the result of an explicit 

targeting strategy, as described earlier. 

Recruiting and selection s@ategies adopted by the demonstration program8 also influenced each site’s 

average GPA. Programs with well-defined, strictly enforced selection policies generally had among the 

highest average GPA of all the demonstration sites. For example, the Rockford ISBE program accepted 

student8 with a)GPA of 2.0 or better and a grade of “c” or better in Algebra I. The Craftsmanship 2000 

and h4TP program8 also screened applicant8 on the basis of grades; for MTP, the acceptable criteria were 

a GPA of 1.9 and a grade of 3” or better in Algebra I. The Middle Georgia Aerospace program accepted 

only student8 who maintained at least a GPA of 2.5 prior to their application to the program. h contrast, 

some of the PYAP sites and the Chicago ISBE program either had not instituted screening criteria or had 

very loosely defined policies. For example, the Chicago program tried to recruit students who had 

successfully completed Algebra I and who had better than average attendance, and the York PYAP site 

targeted “C” students with some strength in math. 

The characteristics of student8 entering an individual school-to-work program, particularly their 

previous school achievement, can change over time depending on how screening approaches vary from 

year to year. The data on student enrollees do not always confirm stated changes in selection strategies. 



For example, the average preprogram GPA in ProTech Health Care was identical for the first and second 

cohort, even though the program was reportedly tightening screening criteria The same measure in the 

Chicago ISBE site was lower in each subsequent cohort, despite reports by program stafFof more careful 

student screening on academic achievement. On the other hand, new selection strategies adopted by the 

Rockford ISBE and h4TP sites did result in higher preprogram performance in later cohorts. 

3. Program Retention 

The impact of school-towork program participation is affected by the extent of that participation. For 

a variety of reasons, some students are likely to v&draw before completing school-to-work programs. 

The duration of their participation depends on how well-informed they are about program activities, the 

extent to which these activities meet their expectation8 and needs, their ability to meet program 

requirements, and external factors unrelated to participation in the program. 

All of the demonstmtion program8 had some dropouts during each year of program activities (Table 

II.4). Although most of the program8 included at least two years of high schwl participation in their 

program deigns, every program had students in each cohort exit before beginning the second year. The 

percentage of participant8 continuing into the second year varied substantially across the sites. For 

example, more than 90 percent of students in C-p 2000’s first cohort of students, and more than 

70 percent of the second cohort, continued into the second year of the program. In contrast, only 29 

percent of the Toledo Private Industry Council program’s first cohort of participant8 were still in the 

program for a second year. Many of the programs enrolled high proportion8 of seniors. For programs m 

which high school graduation marks program completion, there is no second year of participation for 

seniors; this necessarily lowers the computed rate of students who continued into the second year of 

program activities. Largely because of this enrollment strategy, the percentage of second-year 

continuaiions is very low in the Gwinnett, Chicago ISBE, Philadelphia PYAP, Seminole County/Siemens, 

and Toledo Private Industry Council programs. Still, among programs that enrolled primarily juniors, 
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TABLE II.4 

PROGRAM RETENTION 

Grantee Name Cohort 

Perccntapc of Students 
Avenge 

Continuing Completed Months in 
Point of Completion Second Year Program Program 

Boston Private Industry Council 

ProTech Heabb Care Fall 1991 Saxmd postsewn~ 
Fall 1992 w 

PmTah Financial Services Fall 1993 

Craftsmanship 2000 Fe.8 1992 
Fall 1993 

Gwinett Youth Appmnticesbip Program Fall 1993’ 

Illinois State Board ofEducation 

Chicago Fall 1992” 
Fall 1994’ 

R&ford Fall 1992 
Fall 1993 

Manu~cturing Technology Partnership Fall 1992b 
Fsll 1993 

Middle Georgia Aemspnce Fall 1993 
Fall 1994 

OsWandWorks Fall I992 

Pennsylvania Youth Apprenticeship Program 

Lycoming Fall 1991 
Fall 1992 
Fall 1993” 

Philadelphia 

York 

Seminole CounlyiSiemsns Fall I992 Second p&secands,y 67 
Fall 1993” Y-J 46 

Toledo Private Industv Council Fall 1992 High xhml 29 

Fall 1992’ 
Fall 1993b 

Fall 1992 
Fall 1993 

8econd postsecondary 
Y=f 

Second postsecondary 
Y= 

High school 
gmdlwion 

High school 
gmdtmion 

Second postsecondary 
ycu 

Second post~ccandary 
year 

First postseconday 
YW 

High school 
graduation 

High school 
graduation 

High school 
gdUti0” 

High school 
graduation 

58 NA 22 
71 NA 22 

74 NA I6 

94 v 24 
73 0’ 16 

4 77 5 

38 77 I3 
38 35 I3 

80 NA 22 
77 NA I7 

66 0’ 
67 0’ 

NA 0’ 
NA 0’ 

94 NA 

23 
I4 

I8 
6 

NA 

85 69 I8 
75 I7 27 
81 I9 I8 

40 
40 

80 
40 

75 
0’ 

0’ 
0’ 

14 

14 
7 

80 
64 

I9 
I6 

I8 
II 

9 
7 

SOURCE: School-la-Work Transition Demonstration Database maintained by Mathmatica Policy Research Inc 

‘No students in the cohon completed the program during the data collection period. 

‘A high pmponion of enrollees in the cohort were seniors. 

NA = not wailable. 
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between 20 and 40 percent of enrollees exited during the first year of participation or between the first and 

second year 

Although the rate of program completion is an important indicator of success, the program design8 

and the period over which student data could be collected prohibit a thorough examination of this outcome. 

The deftition of “completion” varies across programs; some program model8 include only the high 

schwl yeam, while other pmgrams purport to have a postsecondary component. We identified a theoretical 

point of completion on the basis of the programs’ stated models and our characterization of the existence 

of real links between the secondaty and postsecondary components4 Because many of the demo&ration 

program8 enrolled their first cohort of student8 in fall 1993 and data collection was terminated in early 

spring 1995, we were unable to observe program “completion” for program8 with a postsecondary 
. 

component and even for some that include only a secondary component. Thus, so far, no stud&s have 

completed many of the demonstration programs, largely because of the limited observation penod. For 

program8 with early cohort8 (fall 1991 or fall 1992) in which primarily seniors were enrolled, there are 

computed completion rates. In these sites, the proportion of students completing the program is higher 

than the proportion continuing into the second year, because seniors were counted as wmpleting, while 

they could not be counted as wntinuing. 

Students who exited the demonstration programs left for a variety of reasons. Some exited 

voluntarily; others were asked to leave by program staff Program staff gave four reason8 for most of the 

early exits. First, in many program8 students left because they were dissatisfied with the program or 

disinterested in the programs’ target career (Table II.5). Particularly high proportion8 of students in the 

metalworking program8 withdrew for this reason. Focus group discu8sions with students indicated that 

many of them knew little about the target career and were often unprepared for the environment at the work 

Tar example, we determined that program8 in which employer8 were encouraged (but not required) 
to hire program participants who graduated from high schwl did not have a postsecondary component, 
although those hirings were viewed as important program outcomes. 
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TABLE II.5 

PRIMARY REASONS FOR PROGRAM F.XlTS 
(AU Cohorts Combined) 

CRantcs Name 

Boston Private Industry Council (ProTech 
Health Can) 

Boston Private Industry Council (ProTech 
Financial Scwices) 

Craftsmanship 2000 

Gwinnm Youth Apprenticeship Pmgmm 

Percentage Percentage with 
PcrCClltngC Pursuing Full-Time PO01 PcrcCntage with 

Dissltisficd with Fducatiod AttendaneJPwr FamilyiPersonall 
Pmgrnm Training P&Xlll~fC He&b Problems 

II 0 37 I2 

I3 0 48 30 

33 I7 33 I7 

9 9 0 ( 9 

Illinois State Board of Education 
Chicago 
ROCkfOrd 

67 0 
I9 56 

28 
31 

I7 
0 

Maqufacmring Technology Partncnhip 35 I4 27 2 
\ 

Middle Georgia Aerospace I4 14 29 0 

OakIandWorks NA NA NA ,’ NA 

Pennsylvania Youth Apprenticeship Program 
Lycoming 40 0 20 0 
Montgomery 67 0 _ 22 0 
Pittsburgh 38 I5 69 0 
Philadelphia’ 80 20 0 20 
York 56 II 56 0 

Seminole CauntyiSicmcns 4 NA NA NA 

Toledo Ptivate lndustrv Council I4 0 64 7 

SOURCE: Schcal-tc+Work Transition Demonstration Database maintained by Matbematica Policy Research, Inc. 

NA- not svailablc. 

48 



sites. Second, some students @artictdarly those in programs with a postsecondary component) exited 

because they chose to pursue full-time education instead of the combined work and study model of many 

ofthe demonstration programs. A few students included in this category left the programs because they 

needed to concentrate on their high school course work and were unable to accommodate time at the 

workplace. Third, many programs had to terminate students for poor behavior or performance either at 

school or at the work site, although most sites gave students several opportunities to: improve. 

Approximately one-third of all early leavers exited for this reason. Finally, some students experienced 

personal or family problems that led to their dropping out. Students in some programs became ill or 

pregnant, others had to take care of ill relatives, and some moved out of the schools or districts in which 

the programs were offered. A small proportion of the students in the demonstration programs withdrew 
I 

because of conflicts with extracurricular activities. Very few demonstration participants left the program 

as a result of dropping out of high school. 

4. Students’ Perceived Benefits of Participation 

An important indicator of the success of a school-to-work program is whether students perceive a net 

benefit to participation. Moreover, students who view their experiences positively are more likely to 

promote the program to their peers, thus contributing to future enrollment. Students in the focus groups-- 

including those who were critical of some aspects of program implementation--reported that the programs 

had given them some advantages over other students. 

Students in general, including those who did not intend to pursue careers in the target occupations, 

believed the programs had a positive effect on them. In York PYAP, Lycoming PYAP, and MJP, students 

reported that schoolwork was more interesting because of the project and its teamwork orientation. This 

in turn caused their grades and/or attendance to improve. Several focus group participants from Workforce 

LA Youth Academies spoke about how program requirements--and their desire to keep their jobs--led 

them to maintarn or improve their grades and attendance at their home schools. Similarly, students in the 
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MTP program reported that, in order to meet program requirements, they had to do more homework, 

leading some of them to make the honor roll for the first time. Students in the Chicago ISBE and PYAP 

sites believed that the program gave them technical skills they will need in the future and an advantage over 

students in regular vocational education, In both the York PYAP and Craftsmanship 2000 sites, a few 

students who had either not ccnsidemd pursuing postsecondary education or had not considered it seriously .~. 

were giving it more thought. 

Stuhts in both the m end Semimle County/Siemens programs believed that working for a well- 

known company had detinite advantages. They also reported that a primary benefit of the program is the 

work experience, which will make their resumes more attractive. Students at the Chicago ISBE program 

felt the program allowed them to develop connections that might help them get a job after high school 
\ 

graduation. 

Students in several programs reported less tangible benefits from participation. In both the Seminole 

County/Siemens and Workforce LA Youth Academies programs, students discussed their appreciation 

for being in a professional setting and being treated like an adult at the work site. In the Rockford ISBE 

session, students reported that the program gave them some focus for developing a long-term plan, 

compared with their friends who “still live day by day and don’t care about their firtures.” In Craftsmanship 

2000, students agreed that “the program makes you more mature because you have to do everything 

yourself’ and that the time commitment to the program forced them to schedule their time more, effectively. 

Students in the York PYAP and Workforce LA Youth Academies focus groups reported improving their 

social skills. Students in the Workforce LA Youth Academies also reported improved communication 

skills, which they considered critical to their future success. 
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E. ISSUES FOR RECRUITING AND MAINTAINING PARTICIPANTS IN SCHOOLTO- 
WORK PROGRAMS 

The demonstration sites promoted their programs in similar ways but met with varying degrees of 

success in attractinp, selecting, and retaining students, As school-to-work becomes a broader initiative, 

stimulated by the new federal legislation, existing school-to-work programs (including those in the 

demonstration) will need to focus on expanding to serve additional students. ~The demonstration experience 

suggests some important lessons for school-to-work planners: 

l Youth apprenticeship programs currently face obstacles in recruiting stud& 
participants. These significant barriers include (1) stigma associated with occupationally 
oriented programs; (2) student resistance to forsaking after-school, extracurricular activities 
for work-based learning; (3) not enough students in the recruiting area with interest in the 
program’s target occupation/industry; (4) competition for participants with other school- or 
work-based programs; (5) inaccurate perceptions or expectations about the target occupation 
among students and parents. 

l ‘Screening carefully for interest in the target occupation can improve program success. 
Ensuring participant interest in the target occupation or industry can reduce rates of program 
dropout and improve employer satisfaction. Students for whom the target occupation and 
work-site environments are not appealing are most likely to exit early from a school-to-work 
program. Moreover, employers participating in youth apprenticeship programs have some 
expectations that students will remain committed to the occupation for which the employer 
is investing training resources. When students abandon the program for lack of interest or 
to pursue other careers, employers lose their investment. Over time, high rates of dropout for 
this reason can cause employer dissatisfaction. 

l Pay appears to be a primary reason students participate in school-to-work progr&s. 
Students in focus group discussions most frequently report that current income is the main 
reason they enrolled in the program, partly because wages paid to participants in many sites 
are higher than those available to other high school students. This fmding has implications 
for the development of school-to-work systems. If communities adopt unpaid workplace 
activities as options in an expanded system student interest may wane. Students may be less 
interested in forgoing extracurricular activities or afternoon homework without payment for 
their workplace experiences, particularly in communities where regular, paid part-time jobs 
are available. 

l Increasing the scale ofyouth apprenticeshipprograms can be difficult School-to-work 
programs that include extensive work-based leaming serve relatively small numbers of 
students and are likely to face challenges in expanding the size of their programs. In addition 
to obstacles in recruiting student participants (described previously), many find it difficult to 
recruit enough work-site positions for the number of students they would like to serve. Only 
a few demonstration sites substantially increased the number of participants in their original 
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programs during the demonstration period; some expanded by adding new programs that 
target different occupations. 
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III. CHANGING HOW STUDENTS LEARN AT SCHOOL 

The primary objective of school-to-work initiatives, and youth apprenticeship programs in particular, 

is to help students develop the basic skills, occupational competencies, and broad employability skills 

required for successful entry into the workforce. Students’ secondary school experiences are expected to 

contribute significantly toward this goal, laying a strong foundation for work-based learning and further 

education and training at the postsecondary level. 

The demonstration sites were given considerable latitude in developing the school-based iearning 

components of their programs. The U.S. Department of Labor (DOL) and the demonstration’s technical 

assistance provider guided them in implementing some essential elements. Terms and definitions evolved 
. 

over time, ho-r, as practical experience and efforts to craft the national legislation began to distill what 

would’ eventually be identified as the key components of school-to-work systems. At a minimum, the 

grantees were encouraged to include in their schwl programs: (1) applied academic curricula and other 

courses that bse occupational examples, interdisciplinary wits, and work-site tasks; (2) ‘technical 

instruction that &&es students in lab work and simulated workplace activities and lessons; and (3) only 

courses that satisfy high school graduation and postsecondary admissions requirements, as well as the 

standards set under Goals 2000. 

To implement these elements, many of the demonstration programs set out to modify the tmditional 

high school program. Some adopted alternative scheduling practices, developed new academic or 

vocational wurses to reflect a more integrated approach, defined sequences of courses for students 

interested in the target careers, or changed the instructional methods used in key wurses. To varying 

degrees, they sought to include employer input in these new efforts. 

The extent to which the School-to-Work (STW)Nouth Apprenticeship Demonstration had a direct 

impact on schools in participating programs varied significantly. In some demonstration sites, schools had 
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begun to incorporate some aspects of the school-to-work approach schoolwide before the youth 

apprenticeship program had been planned or implemmted; the DOL grant activities were intended to build 

upon these earlier efforts. For example, several of the sites had already begun to implement Tee .i-Prep 

initiatives (Seminole County/.Siemens, Middle Georgia Aerospace, the Illinois State Board of,Bducation 

[ISBE] sites in Chicago and Rockford) or had career academies (OaklandWorks) prior to the 

demonstration and had therefore laid some of the grotmdwork for school-to-work curricula In contrast, 

other demcnstrauon programs needed or chose to devote a substantial amount of effort to developing and 

implementing curricula and school-based activities specifically for the school-to-work program and the 

students who participate in it (Pennsylvania Youth Apprenticeship Program [PYAP], Manufacmring 

Technology Partnership m], Sears/Davea, Craftsmanship 2000, ProTech). A few sites did not 

emphasize the school-based components of the youth apprenticeship model. 

In this chapter, we examine the specific school-based implementation strategies the demonstration 

programs pursued. In Section A, we discuss how the programs organized the school setting to facilitate 

school-basedleeming: where. and how students took classes. In Section B, we describe the ways in which 

the sites arranged school curricula for program participants, including modifying curriculum content and 

methodology to reflect school-to-work goals. This section characterizes, among other features, site 

approaches to implementing programs of study, integrating academic and vocational education, and using 

skill standards (We discuss linkages between school curricula and students’ work-site activities in 

Chapter V, which is devoted specifically to this topic.) In Section C, we document the school-to-work 

participants’ school performance. Finally, in Section D, we summarize the issues that have affected the 

development of school-based learning components. 

A. ORGANIZING THE SCHOOL SETTING 

Characteristics of the schools participating in school-to-work programs can influence the extent to 

which school-to-work educational reforms are implemented and desired outcomes realized. Two features 
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appear to have the greatest impact: (1) the type and number of institutions in which a program is 

implemented; and (2) the program’s schedule of educational activities (see Table JJI.1). These 

characteristics seem to affect how easily and successfully schools can integrate academic and vocational 

education and develop concrete programs of study for students interested in the target career areas. 

1. Location of School-Based Learning 

School-to-work initiatives must accommodate secondary educational institutions that often have 

d&rent missions and emphasize different aspects of student learning. Schools in many communities are 

comprehensive, focusing on academic course work and achievement, but offering vocational-technical 

courses for interested students. Other schools serve as vocational centers, either for a single community 

or a broader region. Some district or area vocational schools are fug-day, while others serve students for 

only the portion of the day in which they are enrolled in vocational courses. Careful phmning is required 

to promote the full array of school-to-work objectives in all of these potential locations. 

As documented in some detail in our preliminary report, the STW/Youth Apprenticeship 

Demonstration progrsms are being implemented in three types of settings: (1) all instruction provided in 

a comprehensive school; (2) all instruction provided in an area, regional, or local vocational-technical 

center; or (3) instruction divided between a comprehensive school and a vocational school. The’location 

of the school-to-work program was determined largely by the extent to which program planners viewed 

building technical skills as a primary objective of the program. Programs in which specific employers 

played a significant role in program planning (generally those targeted to traditional apprenticeship 

occupational fields) emphasized students’ development of occupational skills. These programs were more 

likely to focus on a vocational center. In contrast, programs targeted on service sector industries or in 

which individual employers did not participate heavily in designing the program model were more likely 

to focus on comprehensive high schools. Other factors, such as the existence of vocational centers and 
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TABLE IILl 

CHAPACTF,P.ISTICS OF THE SECONDARY SCHOOL SETTING 
IN SCHOOL YEAR(SY) 1994-1995 

Name of Grantee and Project 

Lloston Private Industry coundl 

PmTech He&b Gut (Health 
GM 

Number and Type of 
Sec.dary Schools 

Tbra comprehensive higb schools 

Clustering 

Gemdiy grouped in key science 
and Enghsb classes; clustering 
varies acmss schmls. 

Other Schedule Features 

ProTech Financial !ierviocs 
(Finmcc) 

Three comprehensive high schools Grmdy grouped in English and 
cmnputor or business clurcr; 
clurtoring vtin across schools. 

CrasmaNhip 2000 
(Metalworking) 

sped technology csnter Clunorod for complete school 
program-academic and vocaticmal 

In school for eight hours in& of 
six school yoU is 220 days instead 
of 180; class p&ads are longer 
c.lG2hmls”; collage-type class 

Gwinne” Youth Apprenticeship Thaw comprehensiw high schools Gmupcd in a weekly seminar 
Progrmn (No Occupational Focus) pcrid 

Ubmls State Board of Educ&ion \ 

Rockford (Metalworking) Sewn comprehensive high schools 
and a spsie.l training facility 

Grouped in wcational clw Half day in training facility, half 
day at home school for academic 
clwcs 

Chicago (Metalworking) One camprehensive high school Grouped in applied academic and 
Mcatid classcr for half dw 

Manufacturing Trclmdo,y 
Pw,wship (ManuGxnuing) 

Five comprehcnsiw higb schools 
and one area vocational center 

Grouped in wcmio~I classes at 
vccatiod center 

Half day in training facility, half 
by at home school for academic 
Chmel 

Me&Tech, Inc. (Metalworking! 
Machining) 

Several vocational high schmls and Grouped in vocatiannl classes Work-study program allows 
my feeder schools students to leave school early for 

work. 

Middk Georgia Aerosp.ec 
(Amspace Technology) 

Three high school districts (with B 
tolal of approximately seve” 
schools) and tbra postsecondary 
tshnical schools 

Gmupcd in vocmid cls~ses Seniors take vocational classes at 
technical rho& 

Pcmlsylvania Youth 
Apprenticeship Program 

Lycoming (Metalworking) 

York (Metalworking) 

Philadelphia (Metalworking) 

Special school housed on 
community college campus 

One am vocational technical 
school 

One comprehensive higb school 

Clustmd for complete school 
program-academic and vocational 

Clustncd for complete school 
program-xademic and vocational 

Clustered in academic classzr; 
reqked vwcatioual class is open to 
other students. 

In school for only thrw days each 
week 

in school for only thrct days each 
wcsk 

Insnshool for only three days each 
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TABLE 111.1 (cminued) 

Name of Gmtcc and Project 
Number and Type of 
Sccondnry Schools Clustering Other Schedule Featutxs 

O&lmdWor*r (Media, 
Computers, Law and Govcmmenf 
Health and Bioscience) 

Four comprehensive high schools Clustered in two or three. academic Block scheduling of dcsignatcd 
clssscs and one lab class academy classes 

Sems/Dsvca (Appliance Repair) One area vocational cmfcr and 
approximately 15 feed- schools 

Clurtmd in mptiod ch.9 Half dav in home school; half day 
N vocaiiond center 

Scripps Ranch High schucd (No 
Occup&ml Focus) 

One comprehaiw b&b school Grouped in advimy period 
azzcdhg to interest in one of four 
bmad -I clusters 

Ahmating day course schedule; 
longr clus pxioda (105 minutes); 
half hour advismy pxiod each day 
except Friday 

smlhlole ComtylSinmnr 
(Electronie~clccammunications) 

Two wmprehmsivv high schools Grouped in vocational class 
(includes some nompprmticeship 
smdmts) 

Toledo Pttvatc Industry Council 
(Industrial Automation and 
Robotics, Medical and Dental 
Assisting Carpentry, Architecture 
and Drafting O&cc Skills) 

Thnc comprehensive high schools Clustered in vacational cmuses and 
some academic E~EISSSS 

I 

Worldorn LA Yquth Academies Tm adultivocational education sites Grouped in cmpcmtivc educaticm 
(No Occu~tiond Focus) and 45 high schools and options class one al?e,nmn each wk 

P-w- 
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their reputation in the community for providing high-quality technical instruction, also contributed to 

decisions about where to locate the school-based learning component of the program. 

Depending on the location of the schwl activities, some observable differences exist in program 

approach and the extent to which school-based learning incorporates school-to-work goals. Jn general, 

programs implemented solely in comprehensive schools focus less on technical instruction than do 

programs in the other two settings. In these programs, students may be partially grouped in key classes 

(such as vocational or occupationally relevant courses) and grouped less frequently in academic courses. 

An advantage of this arrangement is that students can remain at their home high schools and sqll join the 

school-to-work program. 

School-to-work programs that take place solely within a vocational center or special facility (for 
\ 

example, the York and Lywming PYAPs and Craftsmanship 2000) are more occupationally focused, 

offering both a strong vocational program and applied academic wurses geared toward the target 

occupation’ These programs are structured as a “school-within-a-school”; often, the program has a core 

group of teachers, and studeno; take most (if not all) of their courses together. The school-within-a-school 

approach facilitates curriculum integration, allowing greater opportunities for team teaching and 

incorporating an occupational theme into academic classes. 

Drawbacks to implementing a school-to-work program entirely within an alternative school facility 

do exist, however. Demonstration experience suggests that students prefer to attend wurses at their home 

schools; attending another school for even part of the day can prohibit or interfere with extracurricular 

activities and socializing. Several of the sites experienced recruitment difficuhies because students were 

unwilhng to leave their home schools to attend a vocational school or other special facility fug-time. This 

barrier was sticientiy wmpelhng for Craftsmanship 2000 to modify its program design, abandoning the 

‘The term “applied academics” is used to describe curricula that teach concepts in science, math, 
language arts, and other subjects by involving students in active demonstration and application of these 
concepts in ways that simulate experiences and tasks in various occupations. 

58 



model of having students take all of their academic and vocational wurses together at the Tulsa 

Technology Center. Beginning with students entering in schwl year 1995-1996, program participants will 

attend their home high schools for academic wurses and the technology center only for vocational courses. 

Because students in Cratksmsnsbip 2000 are recruited from multiple high schools, it is unlikely that new 

participants will have access to the applied and occupationally relevant academic curricula that earlier 

cohorts had while attending the technology center. Similarly, the Rockford ISBE program relinquished 

a plan to cluster students for both vocational and academic instruction at the training center because of lack 

of student interest in that model. 

Several demonstration sites (Sears/Davea, MTP, Workforce LA Youth Academies, MechTech, Inc., 

and Rockford ISBE) use a setting in which programs are based partially in a comprehensive high school 

and partially in a vocational facility.2 This setting offers some substantial challenges, however. &plil-day 

pro&m for vocational students, which are quite wmmon, seem to complicate a school’s progress toward 

school-to-work educational reforms. The physical separation of academic and vocational teachers and 

instruction makes systematic wmmunication across disciplines more difficult. Teachers report to’different 

supervisors and principals, often do not know each other, and have no opportunities for casual meeting 

time. In this situation, curriculum integration requires that two administrations work together snd share 

resources. These dithcuhies are exacerbated when a vocational center draws students from multiple high 

schools; home schools with only a few students in a particular school-to-work program are unlikely to 

change their teaching practices for the benefit of these students Even if home schools offer applied 

academic courses, links to occupational courses are likely to span a range of careers and industries instead 

of focusing on the school-to-work target occupation. 

2Although academic and vocational wurses in the Rockford ISBE program are provided at separate 
facilities, both are taught by teachers from the same school. 
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Split-day school-to-work programs require greater attention and commitment to integration by 

administmtots and teachers than programs implemented in other settings. The difficulties may be reduced 

as school-to-work expands and the reforms become more widespread. For example, a single schwl-to- 

work program that focuses on metalworking may not attract enough students in each feeder schwl 

interested in that particular occupation to allow clustering of like-minded students in academic courses. 

It might be feasible, however, to group larger numbers of students in their home school academic wurses 

by broader categories of career intereats, such as Manufacturing Technology or Engineering and Tndustrial 

Technology. This clustering would allow students to experience some broadly relevant, wntextt& learning 

strategies, although examples and exercises might not always be directly targeted. Moreover, faculty 

designated to tcacb English, for example, in the Manufacturing Technology cluster could be teamed with 

relevant vocational instructors at the area vocational center for curriculum development. This use of broad 

career dusters to structure curricula and student grouping is one implementation approach expected under 

the School-to-Work Opportunities Act (STWOA). 

2. Schedule for School-Based Learning 

How the school day is organized for participants can affect program efforts to promote school-to-work 

outcomes. Such scheduling features as student clustering, longer class periods, and back-to-back 

scheduling of key classes (termed “block scheduling”) can facilitate project-oriented, hands-on leaming, 

interdisciplinary instruction, team teaching, field trips, appearance of guest speakers, and other special 

events related to the program. Modifying the traditional school “master schedule” can be complicated and 

even costly, however. The demonstration programs that adopted alternative scheduling practices faced 

substantial challenges in the planning and early implementation of these features; in some sites, they 

continue to face these challenges each year. Many of the sites pursued a program model that did not 

involve these scheduling challenges 
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A few sites used expanded periods or block scheduling to maintain the camaraderie of participants 

and to promote projectoriented curricula, to different degrees of success3 Teachers and students viewed 

longer course periods both positively and negatively. Students in the Craftsmanship 2000 program 

reported appreciating the extra time they had to complete assignments, particularly lab activities that 

involved setup and ckaanup of experiments (for example, those included in a Principles of Technology 

course). Vocational tea&eta at Scripps Ranch High school were pleased with the schoolwide 1.05~minute 

class periods for the same reasons. However, teachers in some disciplines found it more difficult to engage 

students’ attention for the longer class periods. The block scheduling implemented by the PYAPs and 

OakkmdWorks provided studems with a set of core. teachem at whom they could depend and opportunities 

for interdisciphnsq teach& the extent to which these opportunities were used varied across PYAP sites 
. 

and the different Oakland academies. 

Grouping participants in key classes is the scheduling characteristic that appears most critical to the 

effectiveness of a school-to-work program. Clustering students is vital to implementing an integrated 

curriculum in which academic wursea m&t the program’s occupaticmal theme. Students scattered across 

different academic classes may participate in applied or contextual learning, in which instruction 

inwtporates hands-on activities or practical exercises that are related generally to the world of work. For 

example, the off-the-shelf applied academic curricula available from the Center for Occupational Research 

and Development (CORD) use broadly de&d cccupational themes and examples from multiple technical 

industries. These curricula, however, do not focus on the school-to-work program’s target occupation--the 

one of greatest interest to the student. Therefore, teachers must make a special effort to identify and 

inwrpomte relevant tasks and competencies into instruction. Because students have different career goals, 

tailoring applied academic curricula to a specific occupational area makes sense only if most students in 

See the preliminary report for a more detailed description of the demonstration sites’ implementation 
of alternative scheduling arrangemmts. 
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the classroom have an interest in that area Thus, the curricula used in an ideal school-to-work program 

require clustering program participants for some part of the school day. 

Ahnost all ofthe STW/Youth Apprenticeship Demonstration programs have incorporated some type 

of student grouping in their program designs. For the most part, students are grouped in a, required 

vocational class or career development seminar, but not in academic courses. In some of these sites, 

students are clustered by definition--program participants are recruited directly t?om the vocational 

wurse-instead of as a conscious effort to foster special program-related curricula or activities. In many 

of these programs, wxa&nal instruction consists of several hours of class or shop time in the morning or 

atlemwn. Vocational wurses are usually related specifically to the target occupation and form the wre 

of the program. Alternatively, in programs with no defined occupational focus (for example, Workforce 

LA, Gwinnett, Scripps Ranch High School), students are likely to be grouped in a “co-op-like” career 
\ 

development seminar in which students learn general employability skills and reflect on their ‘work-site 

experiences. Although school-to-work programs in which participants are grouped only in a single class 

do not experience the scheduling difficulties of those with more ambitious models for a core program 

cunicuhrm, opportunities for curriculum integration and program-related activities are more limited. 

Programs in which participants were clustered in several courses were most likely to introduce 

interdisciplinary teaching and occupationally relevant projects into students’ school-based learning. These 

programs (which include OaklandWorks, the PYAPs, and ProTech Health Care) had both greater 

wmmitmmt to, and chances for changing, school curricula. Each of these programs required substantial 

administrative and teacher support simply to ensure that participants were clustered in the appropriate 

courses; this same support helped to promote development of school-to-work curricula. 

Obtaining and maintaining support for student clustering is not easy, as reported by program staff 

members. Schwl principals and teachers not involved in the program often resist requests to tamper with 

the master schedule. Until a school-to-work initiative is fully institutionslized as an ongoing program, 
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adrni&rative staff members responsible for adjusting the master schedule need to be reminded each year 

to make these adjustments; even then, some students may wind up in different classes. Equally important, 

multiple-class clustering--often used in conjunction with block scheduling--can be resisted even by 

students, who associate the separateness with stigma. On the other hand, the school-within-a school 

approach to course scheduling can lead to a critical and affuming sense of group identity. Students in 

RoTech and the Oakland academies, for example, reported feeling “proud” to be part of those:programs 

and to be involved in the special experiences they offered. Clearly, school-to-work planners need to 

consider a variety of factors before deciding to include clustering in the program design. 

B. MODIFYING CURRICULUM CONTENT AND METHODOLOGY 

The key to achieving school-to-work objectives may rest with school curricula. The curriculum 

reforms identified with school-to-work have the potential to better engage students’ interests in leaming 

(thus fostering stronger basic skills) and to improve career preparation. Much of the success of these 

reforms depends on how they are implemented however. Several features of school-to-work curricula are 

likely to affect outcomes: (1) the extent to which there is a core curriculum or defined program of study 

for participants; (2) the relative emphasis on vocational-technical instruction; (3) how well academic and 

vocational education are integrated; and (4) whether employer input (for example, through the development 

of skill standards) was used to guide curriculum revisions. The demonstration programs differed 

substantially along each of these dimensions. We examine their implementation strategies next. 

1. Core Curriculum and Programs of Study 

DOL never identified the development of a core curriculum or program of study for school-to-work 

participants as a demonstration criterion. Nevertheless, it is an important concept about which each 

program made choices. The terms “core curriculum” and “program of study” characterize a defmed 

sequence of courses formulated to achieve a career objective that may or may not include specific 
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postsecondary choices. Theoretically, identifying for participants a set of required wurses that develop 

increasingly more advanced skills appropriate to a particular career area improves the likelihood of a 

smooth transition tom education or training and to employment. Planning and implementing 

programs of study-determining which courses form a coherent sequence, ensuring wurses are scheduled 

at feasible times, and arranging for participants to have access to those courses--can be challenging. 

The extent to which the demonstration programs featured planned programs of study varied 

significantly (see Table IU.2). Not all of the programs had defined a core cuniculum for participating 

students The school-based wmponent of many programs focused solely on the key vocational course, 

with no requirements for specific academic wurses. In a few sites, although only the vocational wurse 

was required for program participants, program staff members encouraged students on an ad hoc basis to 

enroll in ma& or science wurses appropriate to the target career. Other programs have a more structured 

sequence of wurses specific to the program and its occupational focus. Sites implementing a~school- 

within-a-school approach, including the Oakland academies, Craftsmanship 2000, and the PYAP sites, 

designate in advance the academic and occupational wurses that will be included in the model. In the 

Seminole County/Siemens and Middle Georgia Aerospace programs, students are encouraged or required 

to enroll in the relevant Tech-Prep wurse sequences; these usually feature CORD applied academic 

curricula and the relevant vocational course. 

The absence or existence of programs of study influences the extent to which the programs yere able 

to affect one demonsuation gosl: maintaining high academic stsndards. Programs that identified specific 

academic wurses in their core curricula had the potential to intluence the rigor of students’ academic 

course work. In some cases, program requirements probably encouraged students to take higher-level 

courses than they might have otherwise. For example, students in ProTech Health Care must continue to 

enroll in science wurses as juniors and seniors, even though these courses are not required for high school 
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TABLE 111.2 

FEATURES OF SCHOOL-BASED CURRICULA 
IN SCHOOL YEAR (SY) 1994-1995 

~amc of Grantee and Project 

Boston privstc Indlntly comlril 

Cm Cwiculum vocatio”al courses Applied Academics 

ProTech H&h Care 034th -) Specific science and 
English classes required 

~utempts to make wicncc and 
English ,,,“n ascup~tionally 
rclcvult 

Curriculum units dmlopcd 
by cooruhnnu and teachers 

“se of applid cu&uln 
varies across schmls 

ProTcch Financial Services (Finance) English and a tiw.iness “I 
c.xnpmer class reqllired 

Computer or 
business 

Attempts to make &glish 
classes more applied 

Vtin across Use of applied curricula 
schools varier across schwls 

Cr,ftsmanehip 2000 (Metalworking) Defined xq”enCC of 
academic and technical 
wurws, inc1uding 
po-nti 

New metalworking 
curriculum 
developed by 
indvstty patnm 

Smiors cdn take 
hydraulics, 
electronics, welding 
and computaizcd 
numerical wntml 
FOUrses (not 
p&ously offered) 

CORD curricula to: applied 
math and physics 

Tuchas developad applied 
English cuniculum 

-et Youth Apprenticeship PmpanI NOtIC As dcsimd by Some applied cunicuh 
(No Ocoupatiod Focus) smdent available 

No specific 
occupetiond fixus 

I&,,& St.te Bawd of Education (ISBE) 

Rwkfwd (Metalworking) None Ikktdwarking 
cwriculum reviewed 
by industry partners 

Taught at special 
training itxility 
donated by industry 
partner 

Schoolwide attenipts to make 
academic ~unicula bmadly 
r&v,,,,, fo world of work 

Urc of applied curricula 
varies across vhwls 

Chicago (Metalworking) IdentiGedsequcnceof 
applied English and math 
and vocational courssss 

Mealworking 
c”mc”lum reviewed 
by industry partners 

Teachers developed applied 
demic units to be 
inuxpomtd into math, 
English, and social sNdies 
classes 

Brad application to work 
and multiple industries 
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TABLE III.2 (conrinucd, 

Name of Grantee and Project Care Cumculum Vofationsl courses Applied Academics 

Msnufscturlng Technology Partnership 
(Mctslworki”glTdsnufscluacturing) 

NO”C Sp4sl vocstia”d CORD applied academic 
purse developed 10 classes available at man 
pmtide exposure to home whmls and,at 
manufacttuing wades vocationsl center 

Cuniculum Students may take college 
developed with input pTcp(Rto~ clssxs instead of 
from Choral Motors applied academic classes. 
and cummunity 
college 

Mechtech, Inc. (MetalworkingMachining) NO”C Machine fool 
vocationsI EOUrse; 
printing voutional 
C0Ul-X 

Middle Gem@ Aerospace 
(Aerospace Technology) 

&fined sequence of Blueprint reading CORD applied academic 
applied academic and drafting, curriculs available 
“ocstions.l courses aercdymmics, and 

intrcduction to Students may tic college 
vsrics sEroSS SircrsG smcNrd preparatory classes instead of 
partlcipatmg schools technology applied academic classes. 

\ 
Options to replace applied Junior-year 
academic courses with vLxationd MUrses 
college pnparatuly held at high schwlr; 
COWSCS senior-year 

vocstio”sl MUrsCS 
offered at 
pa-n* 
tefhnical institutes 

Pennsyhwi. Ybuth Apprenticeship 
PrugWl 

Lycaming (Mctalworlung) Ikfined set af academic 
and vocational causes 

York (Metalworking) Defined set of academic 
and vwstional cuurses 

Philadelphia (Metalworking) Defined set of academic 
and vocational courses 

Machine shap class Project-oriented appmch to 
for 2.5 hours each English, science. math, and 
week for juniors smisl studies 

Dnaing class 
required forjuniors, 
optional fur seniors 

Classes have appl+iun 10 
employment generally and to 
metslworking specdkally 

Metalworking clssr Pmject4entcd approach to 
English, science, math, and 
social studies 

Drafting, blueprint 
reading, and shop 

Intensive fucus on examples 
Tom metslworking and other 
manufacturing trades 

Limited pmject-uriented 
appmsch to English, science. 
math, and sucial studies 

Intensive focus on examples 
from metalworking and other 
manufscacturing tmdes 
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TABLE III.2 (cominuedJ 

Nsmc of Grantee and PPJJCCt 

0sIdsndW0rks 
(Media, Camputew Law and 
Govemmenf Health and Bioscience) 

Core Curriculum vocatiod Courser 

Two or three identified Lab courses using 
academic courses and a computers to help 
lab courpc bum the teach lrcupational 
ncadmy sequcncz skills 

Applied Academics 

Same attempts to make 
academic classes mom 
relevant to academy, 
occupational focus 

Extent of applied curricula 
varies across 
acadentic&chwls 

semwD*vc* 
(Appliance Repair) 

N”tC New appliance 
whnology 
voutional pmgmm 
developed bv Sean 

Scripps lbnch High SdwoI w 
Occupetianal Fucur) 

None As desired by 
studcnfs 

Schuul-wide attcmpq tu make 
waccmic curricula biooadly 
relevant tu world of work 

scminule Cmmty/Slemnrr (Elezvunicsi 
Tclaammunicstionsl 

Tdeda Private lnmutr’, Cotmcil 
(Industrial Automation and Robotics, 
Medid and Dental Assisting, CaWntrY, 
Architecture and DmRing, CJECC Skill*) 

Tech-Prep electronics 
course sequence; options 
to replace applied 
acsdemisr coumes with 
college preparatory 
co”“es 

None 

Electrunics class 

Vasatianal course 
rekva”t to prugmnl 
fucus 

CORD applied cuticula 
available 

Smdcnts may take college 
prepamtoty classes jnrtcad of 
applied academic classes. 

Tcaehcn develop applications 
to tirget occupmion. 

Smttetimcs team teach with 
vocational instructor 

~orkhrcc IA Youth Acade”du (No 
Occupatianal Fucus) 

NOW One at&moon each 
week 

LitUc occupational 
focus 

None 

Emphasizes job 
readiness and basic 
skills develoumcnt 

CORD = Center fur Occupational Research and Development. 
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graduation Simihiy, students in the PYAP sites take trigonometry as part of their wurse sequence; they 

might not have chosen that wurse in the absence of the program. 

Some sites defined programs of study that relied heavily on commercially available applied academic 

or applied curricula developed by program teachers. The extent to which these courses challenged 

program participants is unclear and depends primarily on how they were implemented. CORD’s Applied 

Math I is intended for ninth-grade students and includes estimated completion times for its projects; using 

it as apre+Ugebra course for juniors or significantly expanding the time allowed for projects may or may 

not be sacrificing some academic rigor, depending on the ability level of program participants. Teachers 

in several of the sites with program-designated academic courses reported that their classes offered the 

same level of challenge as other grade-appropriate wurses. However, students who participated in focus 
\ 

group discussicns often reported that they believed their applied academic wurses were easier than those 

taken, by nonparticipants. Some sites (for example, Seminole County/Siemens and Middle Georgia 

Aerospace) allowed, or even encouraged, motivated students to choose higher-level college preparatory 

courses instead of the recommended applied academic courses. 

Because many of the programs did not have a wre curriculum that included academic courses, 

participation in tie pmgram did not systematically affect students’ choices of these subjects and their level 

of challenge. In a few programs, program staff members paid little attention to the academic course 

selection of participants; this was particularly true of programs with no specified occupational focus, In 

several programs, however, program staff members did recommend or encourage students to pursue 

particular academic wurses that were considered vital for full understanding of the vocational curriculum 

(for example, trigonometry for students in the Rockford ISBE metalworking program) or for relevant 

postsewndaty education and employment. 

Programs of study are largely correlated with the clustering of students, Where grouping students in 

key courses is not feasible, school-to-work programs are less likely to be able to implement a core 
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curriculum or pathway. Moreover, programs of study may suffer from the same stigma attached to 

clustering of students This problem is most likely to occur when programs of study are defined narrowly 

and the numbers of students following the pathways is small, accentuating the separateness of students 

involved in the program. 

2. Emphasis on Vocational Instruction 

According to the demonstration guidelines, technical instruction was considered an important but 

optional component of school-based learning. Demonstration programs were encouraged to help students 

develop occupational skills, but this process could take place either at school or at a work site. 

The demonstration programs differ in how much they emphasize vocational education--both broad 

and spe&ic technical skills training (see Table III.2). Several factors, starting with the target occupation, 

seem to infhrence these differences. Programs that focus on service industries were less likely to include 

vocational course work as part of the curriculum. Programs that focus on the trades (most of the 

demonstration programs) generally require participation in a specific vocational course that involves 

exposure to tools and equipment hands-on technical training, and completion of special projects. This may 

partly raect historical ties between manufacturin~machining firms and vocational education; industrial 

srts has long been a mainstay of vocational offerings, and firms in many communities have participated 

on vocational advisory committees or drawn entry-level workers from high school vocational programs. 

In contrast to employers in the service sector industries (for example, hospitals), for which relevant high 

school vocational offerings are more recent, employers in traditional trades sectors may be more familiar 

with the local vocational curricuhrm and may even have helped shape it. Therefore, they are more likely 

to rely on it for developing job-specific skills. In addition, service sector employers may be less concerned 

about students’ acquiring occupational skills, since the wmpetencies these firms value most are 

interpersonal and work ethic skills--skills that can be developed as part of academic curricula 

69 



Emphasis cur vocational education in the programs also seems related to the roles played by employer 

partners. Demonstratitxr programs in which a single employer, or a small group of employers, participated 

heavily in the design of the program model generally included vocational education as a key program 

element. A reason for this may be that these employers are seeking a tangible return on their substantial 

initial and ongoing investment: Having students acquire job-specific skills prior to, or in add.ition to, their 

work-site experience potentially lowers the cost of training the students on the job and makes them 

productive more quickly. Because many of the programs targeting the trades are also the ones with early 

and significant employer participation, it is difficult to determine the relative merit of the two hypotheses. 

Also, employers interviewed by evaluation staff members generally reported similar reasons for their 

participation, regardless of industrial sector and participation levels, 
\ 

It’is unclear whether d%erences in programs’ emphasis on vocational-technical wurse work are also 

related to other aspects of the programs. For example, the Workforce LA Youth Academies, ProTech 

Health Care, and (to some extent) OaklandWorks career academies enroll many students with basic skills 

deficiencies The Youth Academies and ProTech Health Care have made improving the wmritunication 

and math skills of participating students a priority; they view developing technical skills as less important4 

Similarly, planners of the h4TP metalworking program in Flint (which recruits women and students from 

racial and ethnic minority groups) reduced the amount and sophistication of hands-on technical skills 

training at the vocational center because of the need to devote time to improving students’ math, rea&g, 

and writing competency Thus, decisions about the relative emphasis a program places on vocational 

instructum may be based on participants broader workforce preparation needs, as well as the entry-level 

requirements for the target occupation. 

4ProTech requires students to take a college readiness assessment at the end of junior year and 
encourages students with English or math deficiencies to enroll in college remedial courses during their 
senior year of high school. Workforce LA Youth Academies focus a portion of each weekly seminar on 
drills and exercises that develop basic skills, 
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3. Integration of Academic and Vocational Education 

The integration of academic and vocational learning has become an important goal of education reform 

generally and the school-to-work movement specifically. These efforts have been supported nationwide 

by the 1990 Carl Perkins Vocational and Applied Technology Education Act and, more recently, by the 

STWOA Attempts to lii academic and vocational education have focused on modifying the wntent of 

curri~da, on changing teaching methodology, or both. 

Nearly all of the demonstrauw programs pursued integration to some extent, or built on earlier efforts 

to do so under Tech-Prep initiativess Integration strategies used by the demonstration program ranged 

from small efforts to ambitious reforms. The range of approaches falls into the eight integration models 

identified by researchers (Grubb et al. 1991). These efforts include: 

: Incorporating more academic content in vocational wurses (Sears/Davea, MTP) 

. Using academic and vocational teachers to enhance academic content in vocational programs 
(Toledo, PYAP) 

l Making academic wurses more vocationally relevant (Seminole County/Siemens, huddle 
Georgia Aerospace, Toledo, Rockford and Chicago ISBE, ProTech, Craftsmanship 2000, 
PYAP) 

l Completely ahgning and coordinating academic and vocational curricula (PYAP, 
Craftsmsnship 2000) 

l Offering special cross-disciplinary projects with an occupational theme @‘YAP, ProTech, 
OaklandWorks, Toledo, Chicago ISBE) 

l Providing academy models (OaklandWorks) 

l Providing occupational high schools and magnet schools (OaklandWorks, PYAP, 
Craftsmanship 2000) 

l Offering clusters, career paths, and programs developed around career majors (ProTech) 

‘MechTech, Inc., Workforce LA, Gvvinnett, and Scripps Ranch High School did not emphasize 
integration in their program designs or implementation efforts. 
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The most frequent strategy for integrating academic and vocational education was the development 

or purchase of curricula that enbsnce the occupational context and (sometimes) the instructional approach 

of academic wurses. In several sites, the introduction of applied academics preceded the school-to-work 

program, generally as part of a Tech-Prep initiative. Some applied academic curricula, however, were 

developed specifically for the program by program staff members or wnsultants. Some curricula were 

purchased wmmercially for program use. 

The extent to which school-to-work curricula are “applied” to a program’s target occupation varies 

signi6cantly. Several programs rely on well-known commercial products, like Applied Math, P&ciples 

of Technology, or Applied Communication. These prepared packages feature hands-on laboratory 

activities for students to demonstrate theoretical concepts, as well as special videos to draw students’ 
\ 

attention to the real-world applications of the concepts taught. The curricula do not focus on a particular 

occupation, however, but use examples from a wide range of industries. Teachers must make special 

efforts to emphasize the program’s target occupation; this is normally done only ifprogram participants 

are clustered in these applied wurses. 

Applied academic curricula developed specifically for use in the demonstration programs have tended 

to be more occupationally relevant. The best example may be the integrated program curriculum 

developed for the PYAP metalworking pmgranx6 In the three PYAP sites visited, English, math: science, 

and social studies class work was structured, to varying degrees, around a metalworking theme and job 

skills. PYAP teachers reported that math and science curricula were easier to link to vocational course 

work (“shop”) and to metalworking than were English and social studies. Teachers have been quite 

creative, however. For example, in contrast to the regular English classes (which place greater emphasis 

on literature), the Lywming PYAP English wurse focuses on writing, wrnmunication, and problem 

6Although a set of curricula was developed for use in all PYAP sites, how and to what extent these 
materials are used vary considerably. 
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solving, using metalworking and technology as key themes. Among the assignments students received 

were reading the writings of Henry David Thoreau-focusing on Thoreau’s philosophy of work--and Daniel 

Boorstin (an essay, “The Republic of Technology”). For another assignment, the English teacher gave 

students Legos (a form of building blocks), asked them to build something with the Legos, and then asked 

them to write how-to instructions for recreating the assembled project. Other demonstration programs 

have developed applied academic curricula that relate to occupations generally, but that are less intensive 

in their focus on a specific industry or trade. 

One important lesson from the demonstration experience is that, despite the creativity of curriculum 

developers and site teachers, academic curricula can have too much of an occupational focus. Students 

in the Philadelphia program, for example, reported that the intensive focus on manufacturing trades was 

boring. They were concerned that the applied curricula prevented them from getting the broad kducation 

that their peers were offered and expressed an interest in learning grarnrnar and literature. 

Although inwrgorating project-oriented and thematic instruction into academic curricula was the most 

wrnmon approach to integrating academic and vocational education, two programs attempted to modify 

vocational curriculum to emphasize and improve academic skills, In developing the Repair Technology 

curriculum, Sears technical trainers felt that successful repair technicians need both mechanical aptitude 

(to take apart and reassemble equipment) and a solid conceptual understanding of technologicaj~ principles 

(to be able to diagnose problems). To build this conceptual base, the curricuhtm developers incorporated 

into lab exercises the application of scientific and math principles that were more advanced than those in 

many other vocational curricula. Similarly, well into the second year of operations, h4TF’ vocational staff 

and employers determined that participating students’ greatest needs were basic and general employability 

skills. They modified the vocational curriculum to emphasize reading, math, and wmmunication skills, 

instead of occupationsl skills only. 
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as well as content. Research in wgnitive science suggests that students learn best not only when the 

concepts taught are applied to real life and the world of work, but when students are fully engaged in 

hands-on problem-solving activities and exercises Hands-on wntextual, cooperative, and project-oriented 

leaming, as well as competency-based instruction-all reforms of traditional teaching techniques-were not 

explicitly cited as key elements of the demonstration model. However, they are fundarnentally~related to 

efforts to integrate academic and vocational education. 

These instructional methods have been introduced, to varying degrees, in the demonstration programs. 

Program staff members provided many examples of interdisciplinary projects that engaged students in 

group learning and problem solving. Some of these projects related to the program’s occupational theme; 
\ 

others did not. How much these projects represent a complete reform of school-based learning is unclear, 

however. In many of the sites, group projects and lessons involving integration were developed and/or 

introduced completely at the discreti~ of key teachers, who were simultaneously trying to cover traditional 

course material prescribed by schwl or state officials, Although these staff members may have had lesson 

plans for integration activities at their disposal, their use of these plans and projects was usually 

intermittent. 

After observing programs’ curriculum development and implementation over a period bf several 

years, it seems clear that the time and commitment of teachers are the critical elements for successful 

implementation of contextual learning strategies. Teachers accustomed to teaching with textbooks need 

time to develop and become comfortable with new ways to structure assignments and convey concepts 

In the first year of a school-to-work program, hands-on projects may be incorporated in a more traditional 

course in an ad hoc manner; the following year, these activities and tasks become a set part of the 

curricula if successful. It is not until at least the second year that activities and instruction methods are 

written in lesson plans and teachers’ guides. 

74 



The success of these learning strategies also depends on teachers’ creativity. Few teachers in the 

school-to-~& programs, except those in the PYAP and ProTech Health Care sites, have had the luxury 

of specialists to help design hands-on, occupationally relevant curricula Even in these two programs, 

teachers have been developing new tasks and assignments to tailor the curricula to the constraints of their 

facilities and the needs and interests of individual students. In all programs with teachers who were trying 

to implement applied curricula through nontraditional instructional methods, teachers reported continual 

development and fine-tuning of the curriculum content and teaching approach. 

Because cuttextual leaming techniques require more experimentation, creativity, and responsiveness 

than traditional learning techniques from teachers, applied academic curricula that call for these techniques 

are viewed as harder to teach than other wurses. Teachers reported that applied courses require more 
> 

work, especially in the early years of implementation. The effort required to develop and implement 

wntex’tual learning can be viewed negatively or positively. In Toledo, teachers considered the applied 

wurses as least appealing because of the work involved. These wurses were the last selected by teachers 

and were assigned to those with the least experience. On the other hand, when the Scripps Ranch High 

School was recruiting teachers, the administration’s wmmitment to the idea of hands-on instruction and 

project-based learning helped to attract applicants. 

The appeal of these teaching methods over more traditional lecture, textbook, and multiple-choice 

instruction is evident. Students in the focus groups reported that they enjoy working in teams and solving 

problems as part of groups, because these activities make the subject lessons more interesting. For 

example, students in the Lywming PYAP site said that having a math class that has no textbook, but that 

gives students real problems to solve instead, helps them “learn a lot better” and remember dungs longer; 

in contrast, math at their home schools used to be a “sleep class.” Students in the Chicago ISBE program 

reported that “homework is not so much of a drag” and that in school classes some “projects are more 

interesting.” 
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4. Use of Skill Standards and Other Employer Input to Guide School-Based Learning 

Collaboration between educators and employers is a key element of school-to-work reforms. One 

guideline issued to demonstration programs was that employers participate in the development of school 

ctu&ds, as well as workplace training plans. Although no particular form of collaboration wasspecified, 

over the wurse of the demonstration period the term “skill standards” was increasingly used in discussions 

concerning curricula and wmpetencies. Skill stat&&, as defmed by the Hospitality and Tourism Skills 

Board--a group awarded a federal contract to develop voluntary, national skills standards for that mdustry-- 

are “...the level of performance necessary to be successful on the job. Components of the standards are 

the steps involved in completing critical tasks; tools and equipment used, description of possible problems 

and their responses; and the knowledge, skills and abilities elemental to completing these tasks” 

(Hospnality and Tourism Skills Board and Council on Hotel, Restaurant and Institutional Education 1995). 

The extent to which the demonstration programs sought and obtained employer input into school 

curricula varied significantly. Most of the programs with a focus on vocational-technical curricula 

be&ted l?oni substantial employer participaticm in the development and/or review of wurse wmpetencies 

and materials. Sears curricuhtm writers spent approximately two and one half Ill-time-equivalent staff 

years developing the new appliance repair curricuhrrn. Firms participating in the Rockford ISBE, 

Craftsmanship 2000, Middle Georgia Aerospace, and PYAP programs also contributed significantly to 

the preparation and retinemmt of key vocational wurses. In many of these sites, employers, program staff 

members, and vocational instructors jointly developed what they termed “task lists,” “training plans,” or 

“skill checklists,” which delineated the wmpetmcies students were expected to master during their tenure 

in the program Jn a few sites, these competency lists were expected to be used by vocational instructors 

as well as work-site supervisors, both to guide what students learned and to assess their new skills. 

Although the preparation of these lists or tmining plans often was time-consuming, program stafT members 
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generally reported that the lists were a useful and tangible product of the collaboration and that employers 

appreciated being included in the process.’ 

Empkryeis contributed most heavily to vocationaI curricula; they did have an impact on other curricula 

in some sites, however. ProTech English and science teachers developed applied and integrated lessons 

for use in the classroom by visiting employer sites, observing staff in different functions, and identifying 

relevant wmpetmcies and tasks required for those functions. The cuniculum for the advisory period in 

Scripps Ranch High School included input from a wmmittee of teachers and employers as it evolved. 

Employers participating in the Middle Georgia Aerospace program helped to develop specific, aerospace- 

related applied academic exercises and projects based on commercial curricula 

C. SECONDARY SCHOOL PERFORMANCE > 

The purpose of school-to-work programs is not only to improve students’ employment prospects at 

the end of the overall program, but also to enhance student outcomes along the way that are likely to be 

asswiated with later success. Data on individual student experiences collected from the programs allow 

us to examine some intermediate measures of performance, including schwl achievement, 

These data suggest that, overall, students wntinued to perform well in schwl while they participated 

in the school-to-work progrsms Those enrolled in the demonstration programs were “average” students, 

as discussed earlier in Chapter II. They generally entered the programs with relatively high attendance 

rates and grade point averages (GPAs), reflecting to some extent the programs attempts to screen 

applicants for good attendance and grades as a requirement for selection. In most sites, these high 

attendance rates were maintained once students enrolled in the programs (Table IlI.3). The only exceptions 

were in the Chicago ISBE and OaklandWorks sites; both of these programs enroll relatively high 

‘The discussion on work-based learning included in Chapter IV wntains more details on the training 
plans and skill checklists. 
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TABLE Ill.3 

SECONDARY SCHGOi PERFORMANCE 
(Fall 1992 Cohort) 

Avcmgc Attendance Rates (Pcrccntagc) 
Number of 

Pr0gMl Students in Cohort Preprogram First Year Saond Yurr 

ProTech Health Care 85 92.5 90.9 NA 

Craflsmanship 2ooO 17 95.1 97.6 91.1 

Gwinnstt Youth Apprenticeship Program’ 52 93.0 94.2 NA 

Rockford ISBE I5 98.4 97.7 98.3 

Chicago ISBE 26 95.3 89.7 84.7 

Manufacturing Technology Partnership 50 97.6 97.6 NA 

Middle Gaqia Aerospace’ 39 96.0 95.9 94.6 

Pennsylvania Youth Apprcnticcship Program 
Lycoming I2 94.7 96.7 96.5 
Montgomery 14 90.9 95.5 92.3. 
Philadelphia IO 85.1 91.4 94.4 
Pittsburgh II NA 90.0 940 
York 20 95.0 94.9 92.8 

OaklsndWorks 282 88.3 83.6 79.1 

Scripps Ranch High School’ 88 91.4 96.9 97.7 

Seminal0 GxmtylSicmcns 21 96.0 95.1 97.6 

T&da Private IndusIw Council 7 89.2 91.9 86.3 

Sowxx: School-teWark Transition Demonstration Database maintaincd by Mathcmatica Policy Research. Inc. 

‘Fall 1993 cohort data rcpafled for Gwinncn, Middle G&&Aerospace, and Sciipps Ranch High Scb&% ’ 

GPA = gmdc point average; NA = not available. 

Average GPA 

Preprogram First Yea Second Year 

2.5 2.4 NA 

2.6 3.0 2.8 

2.9 3.0 NA 

2.4 2.4 2.9 

2.2 2.2 2.3 

2.8 2.8 3.4 

2.6 2.6 2.8 

2.7 3.2 2.9 
2.3 2.8 3.3 
I.6 2.6 2.4 
2.0 1.9 2.4 
2.0 2.3 2.2 

2.4 2.3 2.1 

3.3 3.3 3.5 

3.1 NA NA 

2.0 I.9 2.4 



of other students8 Similarly, average preprogram GPA was maintained or increased once students entered 

the demonstration programs. In several sites (the Lywming, Montgomery, and York PYAPs, and 

Craftsmanship 2000). the increases in GPA observed in the first year of participation were statistically 

significant. However, because on average GPA may be higher for seniors than for juniors, we cannot 

interpret these increases as being due to the school-to-work programs 

D. ISSUES AFFECTING THE DEVELOPMENT OF SCHOOL-BASED LEARNING 

The task of modifying school curricula to reflect school-to-work reforms is challenging. The 

experience of the demonstration sites suggests the following conclusions about the factors and issues that 

can intluence the success of these efforts: 

> 
l Students are enthusiasti about project-oriented learning. The appeal of contextual 

learning strategies over more traditional lecture, textbook, and multiple-choice instruction is 
‘evident in studmts’ reports. Students cite working in teams, solving problems in groups, and 
hands-on lab or buikling activities as among their more enjoyable and interesting school-based 
exercises. 

l Clusteting shulettts in key courses greatly fiilitates integration of academic and 
voccltional educution Grouping students by occupational interest allows teachers to 
inwrporate thematic and contextual learning activities that are more relevant and interesting 
to individual students into classroom instruction. Clustering may actually be more feasible 
for some programs as school-to-work reforms expand. It is more cost-effective to group 
students in academic classes by interest in broad categories of careers instead of by specific 
occupations. lhe number of students interested in any particular occupation in a single school 
is likely to be limited making it difficult to dedicate a teacher and course period to those few 
students Grouping larger numbers of students with similar interests and school-to-work 
psrticipation in related occupations is easier to accomplish and tinancially more viable. 

l The defurition of a core curricuhn for school-to-work participation can raise the level 
of rigor of students’ course work The terms “core curriculum” and “program of study” 
characterize a delined sequence of courses formulated to achieve a career objective that may 
or may not include specific postsecondary choices. These sequences can be designed to 
include higher-level math or science courses, with a paid workplace experience conditional 
on and acting as incentive for students to succeed in these more challenging courses. 

Tar these comparisons we computed the average change in attendance and GPA from the preprogram 
year for pa~%cipants with data in both years A two-tail, 95 percent confidence level was used to determine 
if the differences were statistically significant. 
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Expa&ng this approach in a broader school-to-work system may be difficult, however. The 
strategy may be effective for students in the upper or middle part of the academic distribution, 
raising expectations of them and challenging them to take more rigorous wurses. It is less 
clear in the short run, however, how more chaUmging programs of study will affect lower- 
achieving students. Some students (for example, those with basic skills deficiencies) may be 
unable to pass the courses that are prerequisite to more advanced ones in the sequence and 
may be excluded from participating in intensive workplace activities. 

9 The success of new ctmia&r met%ods dqh?tuh on carefii sekdon of teachers, at least 
initial&. Much of the success of the curriculum reforms associated with school-to-work 
initiatives requires significant creativity and responsiveness by teachers. Early school-to-work 
programs are able to single out or specifically recruit teachers with these qualities. 
Special&d recruitment or assignmmt of teachers will become infeasible as school-to-work 
reforms bmaden however. More, and perhaps ah, teachem will need to understand and adapt 
to the new instructional approaches. Some teachers are resistant to changing teaching 
strategies. Although the new legislation recognizes that staff development may be necessary 
to help school personnel learn new techniques, rapid skill transformation of large numbers of 
teachers will remain a challenge for school-to-work initiatives. 

l Obtaining employer input into curriculum revisions iv not di.uti, particulars if 
emp&vers are making other sigdfiiant investments in the school-&work p&ram 
Employers are ofim willing to devote staff time and resources to review or help develop 
school curricula as part of schwl-to-work programs. This wntribution is even more likely 
and substantial when the firms are also providing paid workplace. positions for students and/or 
expect that program graduates will be candidates for permanent employment. Firms making 
these investmmts see themselves as having a direct interest in shaping the school curricula, 
particularly relevant vocational wurses that can be designed to provide both gm&d and 
specific skills and to prepare students for immediate productive tasks at the work site. 
Despite the priority most employers place on basic, problem-solving, and wmmunication 
skills, they are likely to contribute less to the development of academic curricula. This 
outcome is partly because firms are less familiar and comfortable with the process of 
identifying general wmpetencies and developing activities that address them. : 
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IV. DEVELOPING WORKPLACE OPPORTUNITIES FOR STUDENTS 

Work-based learning is a key wmponmt of the school-to-work model. Work-based learning activities 

are intended to help students refine their career interests through exposure to one or more industries, 

provide them with appropriate and marketable skills, help them become familiar with the culture of work, 

and demonstrate the relevance of and need for basic and higher-level academic skills. They also aim to 

motivate and engage students who may be disenchanted with high schools’ emphasis on college 

preparation. 

Although work-based learning has come to encompass a variety of kinds of activities, the youth 

apprenticeship model and the U.S. Department of Labor (DOL) demonstration guidelines focused on a 

relatively specific definition. The demonstration programs were encouraged to design their work 

component to provide students with unsubsidized, paid work experience under the supervision of a job 

coach or mentor, and to include a formalized sequence of training that leads to progressively higher skills 

and pay. These workplace experiences were to be linked to school-based activities and organized with 

input from both school and employer staff members. The recent federal legislation retained much of this 

early vision for the “work” part of school-to-work.’ 

In practice, the demonstration programs vary substantially in the extent to which they have’achieved 

the defined structure for work-site experiences available to participating students, The work-site 

wmponent of the programs-as planned and implemented--differs widely in the time students spend at the 

work site, whether they are paid, the relative emphasis on work experience, skill training, or other 

objectives, and the roles of work-site staff members. These variations are due to the difficulty some sites 

‘Some differences exist, however. For example, under the School-to-Work Opportunities Act 
(STWOA), allowable work-based learning activities may include short-term job shadowing or “simulated’ 
workplace experiences (such as participation in school-based enterprises). 
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experience in recruiting employers, unavoidable constraints participating employers and program managers 

face, and conscious decisions about program objectives. 

This chapter discusses the demonstration programs’ approaches to developing workplace experiences 

for participating students and the factors that influence them. First, we examine the challenges of 

recruitig employers to provide work-based opporttmities for students (Section A). We then describe how 

students are placed at work sites (Section B). In Section C, we review in detail the types and scope of 

workplace activities available to the demonstration participants. In Section D, we discuss +e use of 

training plans and the extent to which skill standards guide and shape what students do and le$m at the 

workplace We then describe the role of work-site staff members (Section E). Finally, we summarize the 

issues that can affect the development and success of work-based learning (Section F). 

A. EFFORTS TO RECRUIT EMPLOYERS 

Recruitment of employers has been a major challenge for school-to-work programs. In many 

communities, firms and corporatioos have been involved with high schools in some capacity (for example, 

through adopt-a-school programs or cooperative education). School-to-work programs, however, generally 

require a more intense commitment from employers. Most of the demonstration sites find it difficult to 

recruit employers who are willing to provide students with the type of paid, ongoing work-si!e positions 

specified by the demonstration guidelines.’ In this section, we discuss how the type of program partner 

responsible for recruiting employers can affect recruiting success and the strategies for obtaininb employer 

participation used by the demonstration programs 

2Not all of the demonstration programs attempted to recruit employers. Both the Middle Georgia 
Aerospace program and the Seminole County/Siemens program were initiated by employers and did not 
seek the involvement of additional firms beyond those originally committed to the partnership. 
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1. Recruiting Responsibility 

The success of employer recruitment is influenced by several factors, including which partner or 

partners have primary responsibility for the task. In many of the demonstration programs, employer 

recruitment is ostensibly a shared responsibility; generally, however, one parmer takes the lead (see Table 

IV.l). 

Common sense and the demonstration experience suggest that some partners are more successful in 

leading the recruitment effort. When a business or trade association (such as a chamber of commerce or 

private industry council) is involved in the school-to-work program, this group always leads the leffort to 

encourage employer participation. In some cases, these third parties were sought as partners specifically 

to play this role. Relying on these groups to recruit employers is logical. Organizations such as the 

chambers or private industry councils have firms as members and have access to other local businesses. 

Moreover, these organizations have a broad mission similar to that of school-to-work--workforce 

development generally--and administrative resources that can be used to support this mission. Programs 

in which trade associations are responsible for employer recruimtent are generally most successful because 

of these connections and resources. 

In a few sites, individual employers took the lead or participated in recruiting additional firms for the 

program Often, however, these efforts were either supported by a trade association (for example, the 

Illinois Manufacturing Association in the Rockford Illinois State Board of Education [ISBE] program) or 

quickly led to the involvement of a similar group (the Tulsa Chamber of Commerce in the Craftsmanship 

2000 program). Less frequently did a single employer take responsibility and expend resources on an 

ongoing basis to solicit support and involvement from other individual firms. 

Individual schools and school districts experience the greatest problems in recruiting employer 

partners. Without the network of business connections readily available to trade associations or individual 
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TABLE IV.1 

ENTITIES RESPONSIBLE FOR RECRUITING WORK-SITE PLACEMENTS 

Grantee NsmclProj~t Name 

ProTech 

Crsllsmanship 2ooO 

Comprehensive Community Private Industry Business St& Other 
High Schmls Vocatimal District Colkgc Students Employer(s) Council Association’ .%=CY Organizations 

X x* 

X X’ 

Illinois State Board of Education 
Chicago 
Rockford 

X’ 

Gwinncn Youth Apprenticeship Program X’ X 

Manufacturing Technology Partnership X’ 

$2 
McchTech. Inc. 

Middle Georgia Aemspace 

scarmavca 

Pennsylvania Youth Apprenticeship Program 
Lycoming 
Philadelphia 
York 

OaklandWorks 

X 
X 

X x* 

X 

P 

X’ 

X* 

X’ 

X’* 

xl 
X 

X 

X 

Scripps Ranch High School X 

Seminole CountylSiemcns X x* 

T&do Private Industry Council X 

Workforce LA Youth Academies X’ 

‘Includes Chamber ofCommerce, National Alliance of Business, and other organizations that include business and corporalions as mcmbZis. 

LCommunity-bssed organization. 

‘National Alliance of Business. 

*Primary responsibility 

x* 

X’ 

X 
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firms, schools have more di&ulty identifying potential employer partners, determining effective marketing 

approaches, and allocating necessary staffresources to this task. 

These lessons about recruiting responsibility do not hold true all the time, however, because other 

factors affect employer participation. StatT members at the vocational center that is the headouarters of 

the Manufa&ring Technology Partnership (MTP) have been able to obtain commitments from many small 

firms because they are given sufEcient time to make and follow up on personal contacts., Offering 

subsidized wages also helps in recruiting employers. The Oakland Unified School District and the four 

OaklandWorks high schools responsible for recruiting short-term summer and spring internship positions 

for academy participants have been succeasll largely because employers are being offered free labor. The 

Pennsylvania Youth Apprenticeship Program @‘YAP) sites had difficulty recruiting employers in the 

beginning, even though employer contacts were coordinated by regional agencies whose putposk~‘is to work 

closely with the small-business community. 

2. Recruiting Strategies 

The demonstration programs adopted a variety of approaches to recruiting employers to provide 

workplace experiences for students. Which strategy or set of strategies was selected appeared to depend 

on the availability and willingness of different partners, type of student workplace activity being sought, 

resources available for recruitment, and extent of preexisting business relationships. The approaches fall 

into four main categories (although there is some overlap among them): 

1. Relying on Third-Par@ Pcvhcers. As discussed earlier, chambers of commerce, private 
industry councils, trade associations, and other groups of businesses have proved useful in 
gathering support from local firms for school-to-work participation. Staff members from 
these third parties have made personal contacts with employers, conducted mass mailings, 
or organized special meetings or other events on behalf of the school-to-work program. For 
example, the first event organized for Scripps Ranch High School by the San Diego Chamber 
of Commerce’s Business Roundtable for Education brought representatives from more than 
50 area businesses to meet with key schcol administrators and teachers; about 30 firms helped 
to sponsor a job-shadowing day for the entire sophomore class in November 1994, and more 
have participated as classroom speakers. ProTech, Craftsmanship 2000, and the Sears/ 
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Davea, Rockford ISBE, and Toledo Private Industty Council pmgrams also relied on business 
organizations to help recruit employers. School-to-work programs that fail to establish 
connections with these groups may be at a disadvantage, particularly when they seek to 
expand beyond their initial set of employer partners. These organizations already have access 
to employers and are often willing to take on recruiting tasks wholly or partially at their own 
expense instead of out of grant funds. 

2. Person-to-Person Contact Many sites, as either their primary strategy or one of several, 
work to make contact with individual employem. Programstaff members approach 
employers through telephone calls, pemonal letters, visits, end/or mass mailings, in which they 
must first explain the program and then solicit the firms’ support. This process can be 
extremely resource-intensive, particularly for programs that rely on small companies to 
provide student work-site positions. Identifying potential candidates can also be difficult, 
although most programs that rely on personal contact hire or designate employer-recruiting 
staRmembers who have previous experience or contacts in the industry. Staff members from 
demonstration programs that use this approach (for example, the PYAP sites) estimate that, 
on average, only about one-quarter of all employers contacted agree to participate in the 
program 

3. EmproYeZ.orerage According to some of the demonstration programs, large, well-known 
companies can help to recruit other employers. This can be done through peer press&e--a 
few hospitals in ProTech used this approach to encourage other Boston hospitals to 

a participate--or if the large company has some leverage over other local firms. The latter 
approach was adopted to some extent in both the Toledo Private Industry Council and Flint 
MTP programs. In Toledo, representatives from the Caterpillar Corporation contacted its 
local suppliers and other subcontractors to find workplace positions for the Toledo students 
Similarly, stafffsmiliar with hITP from the original participating General Motors (GM).plant 
recruited from among the other GM plants in the area The success of this strategy suggests 
that it may be useful for school-to-work programs to first try to recruit a large, well-respected 
firm, and that program staff should make every effort to involve a large firm’s staff in 
recruiting other employers. 

4. S&dent-Itdhted Conto&. Some school-to-work programs encourage or allow students to 
find their own, appropriate workplace positions, The Gwirmett Youth Apprenticeship 
Program relied partly on this strategy, much as traditional cooperative education programs 
do. About half the participating students found their own jobs; program staff members then 
evaluated the jobs to determine their suitability.’ This approach both limited employer 
recruiting costs incurred by the program and expanded the network of known employers 
willing to hire high school students. On the other hand, because participating firms were not 
recruited through a central process, they were not closely linked to school activities and there 
was little sense of participating in a collaborative effort. 

30stensibly, the evaluation by program staff was intended to con&m that the position was related to 
the student’s identified career interest, provided wages, and involved at least five hours of work experience 
each week. 
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Using these strategies, the sites were generaUy able to expand the number of participating employers. 

Despite high rates of refusal and the substantial resources required to recruit employers, most of the 

demonstration programs obtained a commitment for positions from more firms over subsequent years of 

program operations (see Table lV.2).4 This expansion was necessary. Many employers are willing to 

sponsor only one or two students at a time. Because most of the programs involve students in at least two 

yem of work experience, some employers can only be assigned new students every other year instead of 

every year. If the program fills the available employer slots with students in a given year, staff members 

need to recruit new employers for students entering the following year. Large employers, such as the 

hospitals and financial companies participating in ProTech, GM in the MTP, and Siemens, were willing 

to sponsor greater numbers of students, including new cohorts of students each year, while keeping the 
\ 

positions of students from the previous year(s).’ 

The demonstration program’s experience and success in recruiting employers were the result of some 

practices undertaken after much experimenting. These practices or “lessons learned” include: 

l Guarantee employer input For some programs, employers are asked to participate in 
identifying competencies, developing training plans, and recruiting and selecting students, in 
addition to providing students with workplace positions. In most programs, these other roles 
are not conditions of participation but rather employer recruiting inducements to encourage 
employers to feel “ownership” in the program and to ensure the program meets employers’ 
needs. Although this was not true at the start, most programs now have students interview 
with prospective employers, allowing employers to select those students they want to sponsor. 
Representatives from the Craftsmanship 2000 sponsoring firms spent almost two years 

Table TV.2 shows employer participation for only those sites in which student workplace experiences 
begin relatively soon after enrollment and last more than a single semester or summer. Some 
demonstration programs that are not included in Table lV.2, such as OaklandWorks, Craftsmanship 2000, 
the Rockford ISBE program, and Scripps Ranch High School, also reported increasing the number of 
employers providing workplace activities for students; the student data to support these reports are not 
available, however. 

SThe substantial drop in the average number of students per employer in the MTF’ program (illustrated 
in Table lV.2) is due to the program’s success in the second and third years of operation in recruiting small 
firms to join GM in hiring students. The small firms each hired only one or two students, lowering the 
average substantially after the first year. 
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TABLE IV.2 

PARTICIPATION OF EMPLOYERS IN SELECTED DEMONSTRATION SITES’ 

Grantee Nmc/Pmjed Name 
Period of Data 

cOllati”Il 

Number of Employers Providing Averngc Number of Students 
Ongoing Wo*-Site Positions Per EmpI- 

CUmUhtiW Cumulaiw 
Aclou Data Akoss Data 

First Year Colleaion Period First Year Callection Period 

Boston Private Industry Council 

ProTech Hmltb cars” Fall 1991-Spring 1995 9 24 9.4 11.4 
ProTech Financial Services Fall 1993~Spring 1995 7 8 7.7 10.3 

chvinnm Youth Appmnticoship 
Program Fall 1993-Spring 1995 40 66 1.1 

Mnnufacturing Technology 
Parmership Fall 1992-Spring I995 I II 50 

1.2 
I 

11.5 

Pmnsylvanis Youth 
Apprenticeship Program 

Lywming 
York 
Philadelphia 

Fall 1991-Spring 1995 7 
Fall l992-Spring 1995 13 
Fall l992-Spring I995 8 

Fall 1992-Spring 1995 1 

spring 1993~spring 6 

23 
24 
22 

,~ 2.4 
I.6 

: I.2 

Semihole County/Siemms 

Tokd” Private Industry Cauncil 

1 

22 

2 
I .4 
I .3 

21 

1.2 

61 

1.4 

SOURCE: School+-Work Trmsiti”” Demoosu~tion Database maintained by Matbematica Policy Research Inc. 

“Ibis table is bawd on smdat mmagemeof i&-m&m @em data submitted by tbc demonstration sites and includes only the sites in which 
smdeo?s wx provided paid, ongoing workplass positions that begin so-an after program mmllmmt. The Ggun: prmnted reflect only the 
partieipai”” of cmpl- with students in workplace positions, they do not tic into account firms involwd in tbs demonstration programs 
in other ways. 

“Apprmdms tdy 10 students in PmTezh HeaM Care worked in ““r&ted positions in firms other than the pa&i&Ming has&Is. when these 
student positions are excluded l&n the calculations, the number of employers deoreme I nod the average numkr of students per employer 
io both the fast )nar and comuQtlvcly iocrcases, becauw the “nr.laIc.d firms generally hired only I F’mTech stodent each &lc tbc hospitals 
sponsored groups of 5 to 30 ProTech students. 

88 



meeting to develop the competency lists and curriculum plans for the school- and work-based 
wmponents of the program, to ensure that student participants would have the skills desired 
by the firms investing heavily in their training. GM was able to tailor the MTP--identifying 
the target population, the skills e.mphasized, and the pmgram goals-- to meet its specific needs 
for minority and female appmntices; the addition of new small firms as program partners has 
led to a two-tiered student selection system to allow both GM and the smaller firms to meet 
their needs 

l Sturtwah etidng employer rehdiomhips. Although this seems ~obvious, not all programs 
pursued this strategy. In a few sites, there was competition between the school-to-work 
programandthetraditimtal~ education program, and demonstration statT members 
felt they could not contact co-op employers. Most of the sites, however, regardless of the 
recruiting strategy used, relied on previous employer wnnections. The Gwinnett program 
expanded from its co-op network, and ProTech and OaklandWorks relied heavily on 
employers who had participated in summer youth employment programs in the past. I 

l Develop a!tractive, infonnotiw q&natoty materials and brochures. Successfully 
recruiting employers often requires several contacts by program staiT members. Recruiters 
must explain what the program is and how it works, convince employers that it is or can be 
designed to meet their needs, and address employer concerns (which usually relate tothe 
employer’s obligation, liability issues, and the program’s target population). Not all of these 

,topics cao be adequately covered in a single telephone call or meeting. StaBmembers from 
several demonstranon programs reported the advantages of having written material wntaining 
all of the relevant information under a heading such as “Questions Employers Frequently 
Ask.” For example, the MTP staffmember responsible for recruiting new employers reported 
that being able to leave explanatory material with employers reduces the amount of time he 
needs io spend with each one; follow-up visits or telephone calls CM focus on specific 
questions on tich the employer’s participation hinges instead of on those of a more general 
nature. Although most of the demonstration programs did develop material for distribution 
that provided some information, much of it was for general promotional purposes. 

l Centralize regional or communitywide recruiting efforls. Expansion of school-to-work 
initiatives can create competition for employer commitments and lead to problems unless 
employer recruitment efforts are coordinated. As additional schools in a community begin 
school-to-work programs, demands on the existing pool of local employers can become 
burdensome and disruptive to the business climate, particularly for large companies that many 
schools may target. Program staff members in the MTP sites and York and Lycoming 
PYAPs expressed concern that employers are becoming confused with the various work- 
based lesming programs in their wmmunities. Moreover, staff fear that employers may react 
negatively to what they perceive as constant solicitation by a single program (even though it 
may be requests from different schools for different programs) or as a symptom of a 
disorganized bureaucracy creating several similar programs. To head off these potential 
problems, the chamber of commerce in San Diego (which is assisting Scripps Ranch High 
School and the wuntywide expansion of school-to-work) is considering developing a schwl- 
based workplace management information system. This system would document employer 
wmmiunents, available slots, and current student assignments to work sites, thus preventing 
excess demands on individual employers. For similar reasons, Oakland Unified School 
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District staffrecently assumed centml responsibility for recruiting and coordinating summer 
workplace positions for students in individual high schools. 

Despite the employer support obtained by many of the de momnation programs, not all programs were 

as successful as desired. Many of the programs were not able to find paid, ongoing workplace positions 

for all current participants or for the full complement of students expected the next year. The Chicago 

ISBE metalworking program, for example, was able to obtain part-time positions for only 3 of the 40 

participants in schcol year 1994-1995. The Toledo Private Industry Council program selects students from 

several vocational programs to fill workplace positions but is restricted by the number + willing 

employers. Craftsmanship 2000 made significant changes in the commitment employers must make to 

sponsor a student-lowering the stipend paid to each student from $54,000 over four years to $30,000 over 

four years-and still has had di5culty recruiting enough sponsors. Expansion of many of the demonstration 

programs is still likely to be limited by the availability of workplace positions. 

B. STUDENT PLACEMENT AT WORK SITES 

in assigning students to sites for their work-based learning activities, school-to-work programs must 

reconcile the preferences of and satisfy both participating students and employers. Failure to achieve these 

goals could have long-term consequences for the programs. Placing students at work sites they find 

unappealing may a&t students’ motivation and work performance, and could lead to early exits from the 

program. These outcomes--both poor student performance and early exits--could, in turn,, reduce 

employers’ commitment to the program. Moreover, employers generally want some control in choosing 

students for their workplaces, particularly when they are paying for the students’ training and/or work 

experience; lack of input could result in employer dissatisfaction. 

There are essentially three student placement approaches, each of which was used by a subset of the 

demonstration programs. First, in some school-to-work programs, only one employer option exists for 

work-based learning positions, For example, in the Seminole County/Siemens program there is a single 
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employer, and in the Middle Georgia Aerospace program each participating school is partnered with a 

particular employer. Thus, student placement at work sites is not an issue in these programs. Instead, 

student recruitment and selection into the program become important, and (as mentioned in Chapter II) 

employers in these programs are active in the recruiting and selection process. 

Schwl-to-work pmgrams that have more than one potential work site (as most do) can choose to have 

central program statf members match students and employers. Program staff members act as a screen, 

&ring requests and preferences from both sides and assessing students’ abilities, and determine the best 

assignment on the basis of specified criteria. This second approach is most common when the workplace 

activity to which students are being assigned is unpaid and/or of short duration, such as job shadowing. 

In these situations, employers are making only a limited investment and therefore do not require direct 

input into students work-site assigmnents. There are exceptions, however. School staff members in the 

Rockford ISBE program and program teachers and mentors participating in Craftsmanship 2000 match 

students and employers. In both sites, employers have limited input into the assignment, even though they 

have pledged to pay for students’ summer and school year workplace experiences. 

Proximity of the work-site location to students’ home or school is one important criterion that program 

st&members may use when making assigmnents. Transportation remains a barrier for students in some 

of the demonstration programs. Some students do not yet have driver’s licenses or access to cars, some 

communities lack public transportation, and employer work sites (particularly large manufacturing plants 

or industrial facilities) are often located relatively far from a municipal or town center. Parents and 

program staff members often prefer that students not have to commute long distances in the evening after 

work, and program sta.tT members usually try to minimize commuting time from school to work sites so 

that students can spend more time at the work sites. Program staff members may try to facilitate 

carpooling by assigning the same or nearby work sites to students who live close to each other. 
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A third approach to placing students is to allow some combination of student and employer self- 

selection. This approach is slightly more complicated, but more inclusive, than the first two. Most of the 

demonstration programs in which students are paid for ongoing work experience and training use a two- 

tiered sorting approach--either students narrow down the choice and then employers make the final 

selection, or vice versa In the PhiladelphiaPYAP program, the project coordinator gives the students 

infommion about each of the participating companies, and the students identify the companies tith which 

they would like to interview. To ensure that each company has a pool of students to draw from, the project 

coordinator restricts each company’s hiring pool to three or four students. Thus, like adult job seekers, 

students are not guaranteed their first choice. Many programs impose some restrictions on the sorting 

process. The York PYAP program restricts the students’ work placement search to the companies near 
\ 

their homes. Flint’s MTP program allows GM to make its selection of students first, although students 

may mm down GM’s offer to be able to take a position at one of the other MTP firms. 

In many of the demonstration programs, the employers use the same hiring process for students as 

they use for their regular adult employees. Thus, some employers administer their own assessment tests, 

and most interview program participants before selecting and hiring them. Most of the demonstration 

.programs prepare students for emplayer selection by providing them with instructions on how to apply for 

a job and how to conduct themselves in a job interview. 

C. TYPES AND SCOPE OF AVAILABLE WORK-SITE AmIVITIES 

The characteristics of the work-site activities in which school-to-work students are engaged can 

influence their learning outcomes. The conrent of a work-site activity--the tasks students observe or 

perform-affects the types of knowledge or skills students will learn. Job shadowing, for example, typically 

promotes students’ career awareness, while most after-school part-time jobs emphasize work readiness 

skills. The durarion of an activity affects both the type and amount of learning that can realisticahy be 

achieved at the work site. Short-term experiences can provide career exposure; long-term experiences can 
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also provide opportunities for developing specific technical, basic, or problem-solving skills. Whether

students receive pay  for their workplace activities can affect how they evaluate the importance of their

experience-what they learned and how they contributed to the employer.

DOL provided the demonstration  grantees with some guidance on each of these work-based learning

features. Work-baaed learning was to emphasize both formal training and work experience using a

curriculum developed jointly by school and employer staff. The focus on progressive skill development

clearly implied that  workplace activities would occur over a fairly extended period, although the duration

was not defined. Employers would pay students wages, and give wage increases on the basis  of

improvements in skill and performance. DOL guidance did not prevent the demonstration programs from

offering other types of workplace activities to participating students, in addition to those specified.

In practice, workplace activities implemented vary significantly across sites and often deviate from

the  demonstration model (see Table lV.3). They differ in the types or content of the activities (including

their emphasis on career exposure, work experience, or skills development), their timing and duration, and

whether students are paid In several sites, the workplace experiences currently available to participating

students differ substantially from those planned and included in the program’s original design.

One significant dimension along which the demonstration programs vary is the objective or content

of the work-site activities. Very few, if any, provide both formal training and work experience during the

higb school years. Among the demonstration  sites, there appeared to be a trade-off between the two types

of work-site activities, The two large employers in the Seminole County/Siemens  program and MTP

program offer a carefully structured sequence of tasks designed to develop increasingly more advanced

skills; the programs/employers pay students to participate in training but do not provide real work

experience that allows them to interact with and observe experienced workers. Instead, when formal

training is emphasized, students attend a special training facility separated from other employees and the

normal production routine. Both of these programs include a postsecondary component in which
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TABLE IV.3 

cHARA~sTIcs OF WORKaTE FxpmENCES: TypE, TIMING, mp..4~0~, ‘q.JD WAGES 

Name of Gmntee and Pmject Type, Timing, and Duration 

Boston Prince Industry cmmcil 

ProTech He&h Cam (Health Gue) Clinical rotation: 
- Begins at Stan of mmllmmt 
. One afternoon per wk 
- Junior year only 

Unpaid 

Job (optional): 
. Begins second half ofjunior year 
. 7.5-16hou&vcekduringschoolycar 
- Can be full-time during summer 
- Up to four yeas, including pwtsecnndafy if 

student ch- a F’mTcch carwr 

S5.5Oniour to dart, no benefits 
S6.00hour for seniors 

PmTcfh Financial Services (Finance) Work-site mtation: 
- Begins at s&art of enmllment 
. Onc&moonpcrweck 
* Junior yeor only 

Unpaid 

lob (optional): S5.50~ s7.~0nlour 
. Begins xcond half ofjunior year 
. 7.5 - 16 hour&eek during school year 
. Cm be full-time during sununer 
- Up to four years, including postscwndary if 

student chooses a PmTsfh -I 

Employers pay ProTech studenti their entry. 
level wage \ 

Craftsmmlsblp 2000 (Metalworking) Full-time work during summers, starting after 
junior year 

Wages, bcneG~ insurance provided by 
employer sponsors through the program’s 
nonprcdit corporption 

Part-time work during second senxster of Gti 
year of posIseumdary education Students paid regardloss of time at work sits; 

minimum wage in Year I. increasing lo 
$8.OO/hour in Year 4 

Bonuses awarded for good grader, ranging 
from s300 to s1.000 

Gwinncti Youth Apprenticeship Program 
(No Occupational Focus) 

Part-time jobs during junior e.ndior senior year Determined by employers 

Studmu must work at least five hoursiwssk, 
but actual hours vary by employer. 

IIIinoir St.tc Bcwd of Edwalion (ISBE) 

Rwkfwd (Metalworlung) Six weeks paid job shadowing/oricntationcuientation 
during summer &or junior year 

Part-time jobs during 12th grade 

Full-time jobs during summs~s after high 
school and during pasuecondary years 

First summer pay based on student academic 
perfamlmcc 

Part-time schml-year wages determined by 
performance in summer job and adjusted each 
subsequent scmcster 

Chicago (Metalworking) Job shadowing during junior and senior years 

Program st& membm try to find students 
jobs for summers and senior year. 

Unpaid 

mined by employers 

Mmufarmring Tecbncdogy PmlnersbIp 
(Manufacmring) 

Begins start ofjuniar year. S6.25hur (partially subsidized by ITPA and 
Two hours cvxy &moon for General Motors rpceial state due~tion funds) 
minsss. Usually more than 10 hourniwcck 
far students at smaller companies. 
Hours increase durine summsn. 
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TABLE Iv.3 (continued) 

Natnc of Grantee and Project 

MechTecb, Inc. (Mctalworking?v%achining) 

Type, Timing, and Duration 

Starts when jobs found 

Work part-time junior and senior year 
Minimum of 15 houlriwcek 

Full-time in wmner and after hi school 
graduation 

WSa- 

ss.2.5Alour 

$0.60 raises for each I.044 hours, up to 8.000 
hours 

Middle Georgia Aerospace (Aerospace 
Technology) 

Pem,,y,v.ttia Youth Apprenrirrrhip 
Progun 

Two wockn paid orimtationijah shadowing 
wttmcr after junior yar 

Detemkd by employers 

Lycomiog (Metalworking) Paid positions two full daysiweak junior and 
senior year 

Sumter jobs if available 

$4.254.S0hxu for juniors 
$4.5~S.OOihour for seniors 

York (Metalworking) Paid positions two full days/week junior and 
senior ycat 

ss.oonwur 

Summet jobs if available 

Philadelphia (Metalworlang) Paid positions two full dayslweekjunior and 
pcnlm- yeat 

S5.501Iour. sontc employers give raises 
> 

Summer jobs if available 

OsldattdWdr*r (Media. Computers, Law and 0Qtionr.k 
Govcmmcn~ Health and Bioscience) * IOth grade: match with mentor Unpaid 

- I Ith grade: job shadowing and/or 6cld trips UnpPid 
to work sites in sorn~ academics 

SearsJDaver (Appliance Repair) 

. Summer at&r I Ith grade: ZOO-hour paid 
internship 

* 12th grade: short-term paid internships in 
spring for seniors not going to college 

Chtc week of half days in each of three 
dcpartmenu at a service center 

S5.OOihour (fully subsidized by Epccial city 
funds or mA) 

SS.OO/hour (fully subsidize&by special city 
funds or ITPA) 

Unpaid 

Scripp Ranch High School (No 9tb-l2tb grade: job shadowing and work-rite 
Gccupatiansl Foeus) tO”rS 

Sattbmle CamtyiSicmens (ElstmnicE/ Three hours. two daysiweek: I Ith and 12th 
Telaommunicetions) grade 

Unpaid 

Minimum wage (W2Shu4 

Toledo Priv.tc Industry Coundl (Industtial Starts when job found in junior or senior year, Minimum wage or higher 
Autotttation and Robotics, Medical ad Dental 10 hourw’week 
Assisting, Carpentry. Arthitatwe and 
Drafting O&cc Skills) 

Workfmce LA Youth Academies (No 
Occupational Focus) 

Placed sometime in I Ith or 12th grade S5.2lllwur to stati 

Work four daysIwe& four hours’da~ can 
keep job if enrolled in college 

up to S7.01 with pmmotions 

ITPA = Jab Training and Partnership Act. 
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continuing students are working in actual jobs while they attend a community college. On the other hand, 

when high school students are placed in real jobs that provide real work experience, as most of the 

programs do, the students are often expected to contribute to company production. In these cases, 

employer staff members are more likely to treat students as they would any new employee, providing 

informal training as students’ mastery of basic tasks leads to more advanced assignments and the need for 

additional skills. In such real-job placements, students are unlikely to be involved in a carefully planned 

program of guided learning to ensure that drey master target skills. This is particularly true for placements 

in small Smr.s, where the range of equipment is limited and the impact on production of diverting employee 

time to structured training can be substantial. 

A few programs do not routinely offer students any extended workplace experiences during their high 
\ 

school years; instead, ihey focus on career exposure. The Chicago ISBE and Scripps Ranch High School 

progranl~ provide job-shadowing and work-site visit opportunities. Participating employers have hired a 

few students for part-time jobs; the jobs are not systematically available to student participants, however. 

Similarly, the Middle Georgia Aerospace program provides only a two-week summer job-shadowing 

experience for students during high school 

The variation across sites in workplace activities is greatest for students’ first year of program 

participation (usually the 1 lth grade).6 Work-site experiences available to new students range f&m short- 

term, unpaid job shadowing and internships to paid part-time employment for the full year. More’than half 

of the demonstration programs do not provide extended paid work-site experiences during the first year. 

For example, Scripps Ranch High School, Chicago ISBE, and OaklandWorks offer students occasional 

work-site visits or tours. Among the programs that offer paid activities throughout the year, only MTP and 

Seminole CountyLSiemens emphasize formal skills training; work-site activities in the other programs 

% some programs, including Gwinnett, MTP, Chicago ISBE, Philadelphia, PYAP, and Seminole 
County/Siemens, a high proportion of new enrollees are seniors. These seniors generally participate in the 
same activities as new juniors. 
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provide students witb work experience and are more like part-time employment.’ Students in paid training 

or jobs in the first year spend 5 to 16 hours per week at the work site during the school year. 

Several programs do not begin on-site activities until the summer after junior year. Students in the 

Rockford ISBE and Middle Georgia Aerospace programs are paid for several weeks of job-shadowing and 

orientation experiences during that period (six weeks in Rockford, two weeks in Middle Georgia 

Aerospace). Craftsmanship 2000 students spend the summer completing a special project at one of the 

sponsoring companies (for example, making a vise from blueprints). Most students in the OaklandWorks 

academies work between four and eight weeks at-a local firm. 

Delays in the start of extensive workplace activities are sometimes intemional. ProTech offers jobs 

to juoiors who want them but delays placements for a marking period to provide students with incentives 

to keepup grades and attendance; only those who meet the program criteria (“C+” average and 8!-percent 

attendance) during the Srst semester of participation are placed in paid part-time employment, During the 

tirst semester, students tour d8erent departments at their employer to receive exposure to several aspects 

of tie industry and to allow them to identify preferences before jobs are assigned. The Rockford ISBE and 

Craftsmanship 2000 programs first engage students in several weeks ofjob-shadowing rotations to expose 

them to the environment and work at different sponsoring firms; students then can make an informed 

choice of work placement for the following year or summer. The York PYAP program keeps its students 

at school during the lirst two weeks of 1 lth grade to build group cohesion and work on basic skilk students 

will need at the work site.’ Prior to their job placement, the PYAP students receive instruction on job 

safety and basic machining. Students are then placed at their work site only after the teaching team 

%4TP now offers students some choice between formal training and work experience. GM provides 
students it hires with skills instruction at a special training center, while other MTP employers hire students 
to do actual production work. 

%te program also sends the students and teaching team to a camp for a couple of days. At the camp, 
the students participate in recreational activities that require teamwork and problem-solving skills. 
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considers them to be work ready. In contrast, other programs must delay work-site experiences because 

of the lack of placement sites. For example, students in the Toledo and MechTech, Inc. programs can start 

their paid employment at the beginning of 1 lth grade, but students are placed in positions only as they 

become available. Thus, the timing of work-based learning is unpredictable and varies for each student. 

The school-to-work programs compensate students in different ways and at different levels for their 

work-site experiences. Work-site visits, rotations, and job-shadowing activities (such as those:offered by 

ProTech, Chicago ISBE, OaklandWorks, and Scripps Ranch High School) generally are unpaid. 

Employers in Middle Georgia Aerospace and Rockford ISBE, however, do pay students for job 

shadowing. Employers that provide work experience or jobs, and even those that provide strictly formal 

training, pay students wages. Most of the demonstration programs set the wages employers are expected 
\ 

to pay students; all students usually start at the same wage. A few sites allow each employer to’determine 

the wages it will pay the students it sponsors. Several programs pay students the federal minimum wage 

($4.25 per hour). Most of the programs, however, offer a higher wage, either as incentive for students to 

participate or because students do work similar to that of other employees with higher wages. ProTech 

Financial Services pays the highest starting wage: $7.50 an hour. In the Toledo Private Industry Council 

program and OaklandWorks, students’ wages are subsidized by the Job Training and Partnership Act and 

special city redevelopment funds, respectively. 

Many of the programs allow employers to give students raises but specify the maximum amount 

employers can pay. The wage increase is usually based on experience and/or the employer’s assessment 

of students’ work performance. Craftsmanship 2000 is unusual in that students receive cash bonuses 

based on their grades ($600 for a grade point average of 3.1 or higher during each year of high school). 
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Craftsmanship 2000 is also unique in that it pays its students all year long for three years, even when they 

are not engaged in work-site activities.9 

The workplace activities described here and in Table IV.3 are included in the program models and 

are reportedly the norm for participating students, Data on individual student experiences confirm their 

participation in such activities (see Table IV.4). Sites in which a workplace position during high school 

either detines program participation (Toledo Private Industry Council) or is intended to be provided to all 

participants (most others, except Chicago ISBE and Scripps Ranch High School) had high levels of 

participation. In most of these sites, close to 100 percent of students in the fall 1992 cohort-:the first year 

that many programs enrolled students--were in intensive workplace experiences at some point.” 

The characteristics of students’ actual experiences were similar to those detailed in the program 

models. The average number of weeks at the work site vary across sites but indicate that students in most 

of the’programs were in ongoing jobs/training positions that lasted more than a year. The duration of the 

work-site activities in the Craftsmanship 2000, Rockford ISBE, and Toledo Private Industry Council 

programs is significantly lower. Craftsmanship 2000 provided only summer placements during high 

school, workplace activities in the Rockford site started with the summer after students’ junior year, and 

the Toledo program placed students in jobs throughout the year (instead of in the fall) and experienced high 

rates of early program exits. Average hours per week also varied. They ranged from a low of six hours 

per week in the Seminole County/Siemens program to 40 hours per week in Craftsmanship 2000 summer 

placements. Most programs provided work experiences during high school that averaged about 20 hours 

per week, a combination of fewer hours during the school year and up to full-time work during the 

%e Craftsmanship 2000 compensation structure changed beginning in school year 1995-1996. New 
participants are paid only for their workplace activities. 

“An intensive workplace experience is defined as a work-site activity with a duration longer than two 
weeks and in which students function semi-independently. Thus, job-shadowing experiences are excluded 
from this definition. 
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TABLE IV.4 

CHARACTERISTICS OF SECONDARY WORKPLACE EXPERIENCES, BASED ON STDDENT MANAGEMENT lNFORMATION SYSTEM DATA 
(Fall 1992 Cohwt) 

Name of Gmnta’Proj~t 

Numher of Stvdcnts 
with 8 Documaltal 

workplace 
F.xperkncc’ 

pcxcuI*e of 
cnhaliwitha 
Dxummtd 
W~p*o 
ExpcriaKs 

Characteristics of Workolace Activities 

Awn tge Number Average Hours Percentwe of 
of Waks at Worked Per AVerago 
Work Site 

Students wi;h Wage 
Week Hourly Wage blCWSCS 

ProTech Health Care 81 95.3 s2.2 16.4 $5.41 100.0 

PruTsh Financial Scrvicc.# 67 93.1 20.3 18.5 $7.01 80.6 

CraAsmanohip 2000 I7 loo.0 16.6 40.0 $4.32 58.8 

Owinnett Youth Apprenticeship Program 39 75.0 59.0 23.0 $5.74 5.1 

Rockford ISBE 13 116.7 26.7 31.5 $471 I 

s Chicago ISBE 

Mmufactwing Technology Partnership 50 100.0 77.7 22.1 $6.25 0.0 

Middle Georgia Aerospace’ 0 0.0 NA NA NA NA 

Pennsylvania Youth Apprenticeship Program 
Lycoming Philadelphia 
YOIk 

Scripps Ranch High SchooP 

Seminole CountylSicmcns 

I2 loo.0 go.4 16.5 $4.56 IO 16.7 100.0 61.6 
21.6 $6.07 30.0 

I8 90.0 61.3 18.3 $4.81 55.6 

8 9.1 20.3 17.7 $5.76 12.5 

21 loo.0 78.7 6.0 $425 0.0 

Tokda Private Industw Council 7 100.0 21.5 12.8 $4.66 0.0 

SOURCE: School-ta-Work Transition Demonstration Database maintained by Matbematica P&y R-ch, inc. 

NOTEE: OaklandWorks provided workplpcc cxqerknce$or students tbrougb summnjobs, bttt ~0 & mj these j&s v,cn providd 

‘Excludes job shadowing or other occasional activities at a work site+ but may include sh~-tmm (for -plc, one--k) inhmshipa, 

‘Fall 1993 cohort data reported for ProTech Financial Services. Gtinnett Youth Apprenticeship, Middk Georgia Aerospace. Scripps Ranch High School. 

NA = not applicable 



summers.  The  wages paid to students also differed across programs. Across the two years of workplace

activity reflected in Table N.4, only students  in the Seminole County/Siemens program were paid the

minimum wage ($4.25 per hour). The average hourly wage across sites was close to $6.00 per hour

Some programs-ProTech,  Gwinnett, and MTP--started with higher wages, as stipulated in their program

designs  (see Table N.3). In most sites, students who performed well were given wage increases by their

employers.

The extent to which the demonstration programs offer the type of paid, ongoing work-based learning

specified by tbe youth apprenticeship model is related to several factors. First, many programs that  have

had a difficult time obtaining firm commitments from employers to hire students either do not provide

ongoing work-site experiences or provide experiences only to some participants. Second, programs that

do not require students to make a strong  commitment to a specific occupation may emphasize short-term

career exposure  more than longer-term work-site experiences that provide skills training in a particular

occupation. Third  some programs have decided to delay extended work-site experiences until  at least the

summer after the junior year, to give students a chance to acquire relevant skills in school or to ensure that

the experiences are provided to students who have made a commitment to the program and the target

occupation. Fourth, union contract rules may prohibit employers from allowing students to engage in

production work. The demonsaation programs did not fmd child labor laws to be a significant barrier to

obtaining employer commitments for student work-site positions,”

D. USE OF COMPETENCY LISTS AND TRAINING PLANS

As indicated earlier, demonstration work-site activities were expected to emphasize both general work

experience and progressive skills development according to a work-site curriculum.  Work-site curricula

or training plans were not universally or uniformly implemented by the demonstration programs, however.

11 Most sites did produce written material for employer recruitment that addressed the ussues of federal
and state labor regulations regarding students.

____________________
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Programs that provided students only with short-term work-site visits and job-shadowing experiences 

generally did not develop or use training plans, because they did not expect employers to focus on building 

skills. On the other hand, programs that offered either formal training or work experience during the 

demonsnation period developed lists of tasks or skills that students were expected to master while in the 

program These checklists were designated primarily for use at the work site; then purpose was to guide 

students’ training, help program staff members monitor students’ progress, and provide a structure for 

assessing and documenting students’ skills. 

The content, omsistency, and actual use of tmining plans d&r significantly among the programs. The 

types of skills specified, for example, are related to the scope of the program’s occupational focus, 

Programs with a broad occupational focus seem to emphasize work experience over skill building; they 

are more likely to develop training plans and skill checklists that focus on general workplace skills, The 

OadandWorks “Work-Based Learning Plan” and the ProTech training plans, therefore, primarily identify 

skills recommended by ‘the SCANS report or other broad competencies such as work ethics, 

professionalism, and communication.‘2 In both of these sites, however, a small part of the tmining plan 

is tailored to include job skills specitic to the students’ work-site placement. In contrast, the training plans 

for the metaiworking/machining programs in the demonstration focus primarily on job-specific technical 

skills, such as competency on particular equipment and precision of measurement. 

The level ofsrandardirorion in the training plans used by the demonstration programs is limited. 

Program s&members report that having a consistent training plan for all participants--one that identifies 

the skills students will learn and the sequence of instruction--may be a desirable goal but is not practical. 

Except for the Seminole County/Siemens program, which has a single employer, no program asks 

“ProTech jobs are preceded by a short period of formal training and departmental rotations 



employers to adopt a single standard training plan for all students. ” Most of the demonstration programs 

have several participating employers, and program staff members work with these employers to design 

training plans to fit the firms’ training needs and capacity 

Several factors prevent programs from establishing a single standard training plan. First, employers 

may lack equipment needed to help students develop the full range of desirable skills. Second, employers 

may be unable to allocate tbe resources necessary to cover all of the program’s competency objectives. 

Some employers, particularly smaller companies, expect students to engage in actual production work; the 

type and schedule of production demand determines the training students receive. Training students to 

learn skills unrelated to tbe current production schedule would divert them from productive work and 

require the company to use experienced workers’ time to tram and supervise the students. Production 
\ 

schedules may also interfere witb tbe company’s ability to help students acquire skills in the particular 

sequence laid out in a training plan. Third, some firms prefer to use the same training plan for students 

that they use with other entry-level employees in the same positions Employers may resist adopting a 

training plan that requires them to cover skills they feel are unnecessary or that fails to cover~skills they 

believe are critical to successful performance. 

Some programs accept that students placed with d&rent employefi or in different types of workplace 

positions will develop different skills. Other programs try to compensate for potential gaps in the training 

envisioned for students, particularly those placed with small businesses. 

One approach designed to expose students to a broader range of skills is to rotate them through 

participating employers. For example, in the PYAP sites, tbe lead teacher meets with each employer to 

develop a training plan for students at that work site that is specific to the skills the employer can cover. 

So that students can learn a more comprehensive set of skills, the York PYAP assigns each student to 

“The Seminole CountyBiemens program has been unsuccessful in recruiting other employers. One 
reason for its lack of success may be the program’s insistence that other employers adopt the training plan 
used at Siemens. 
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several participating employers, moving students around after they have completed training at each 

emplayer. Other programs have considered this approach but have abandoned it because of lack of interest 

among participating employers. Interviews with small-business owners and program staff members in a 

few sites suggest that some firms view participation as a means of identifying and training future 

employees. They want to keep students they are satisfied with, both to continue to observe the students 

as potential employees and to protect their training investment. Small firms, which often do not have the 

profit reserves of larger companies, invest some resources to train students and receive a return on tbis 

investment when tbe students have had su5icient experience and training to work semi-independently and 

contribute to the firms’ output. These firms are unlikely to encourage students to move on to other 

employers just as the students are becoming productive. 

Asan ahemative to rotations, MechTech, Inc. program staff members supplement students’ training 

at the work site, if necessary, with specialized school-based instruction. MechTech, Inc. uses facilities at 

the local community college (where the program’s administrative office is housed) to give students 

experience with machines they are not exposed to at the work sites. Providing additional training at the 

college is critical, because students in the program--who are registered with the state as machinist 

apprentices--require documentation of a certain number of hours on specified machines to be certified and 

obtain joumeyperson status. 

The demonstration sites generally took the development of training plans seriously, but use of the 

competency lists varies. In some sites, like hJTP and OaklandWorks, the skill list provides supervisors 

with information about the general competency goals but is not intended specifically to direct training. 

Skill lists in the PYAP sites are used as real training plans; checklists are consulted frequently and viewed 

as diagnostic tools to identify areas where students need additional exposure and skill-building 

opportunities. In both cases, however, training is informal and new skills are learned on an as-needed 

basis. 
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Skill lists are more likely to be used to guide training under two circumstances. First, when skill lists 

are very general (for example, they primarily include the SCANS competencies), employers can easily 

formulate workplace tasks that will help students acquire and demonstrate those skills. Second, employers 

are willing to follow training plans when they have been carefully tailored to each individual firm’s 

resources. 

Student evaluation is a more common use of competency checklists and training plans. Just under 

h&of the demonsnation programs award students grades and/or credit for their workplace activity. These 

grades are generally based on the employers ’ evaluation of the students’ performance. Often, tbe 

ev&ation is based not only on the students mastery of the job-specific skills, but also on their work ethic, 

attitude, and ability to make decisions, Some of the programs, including Rockford ISBE and Gwinnett, 
\ 

award students separate credits for their workplace experience. Other programs, such as PYAP sites, 

incorporate students’ workplace performance when determining a grade for a vocational &SS. The 

Craftsmanship 2000 program considers students’ workplace performance in awarding cash bonuses to 

students for their academic achievement. Moreover, an articulation agreement with a local community 

college allows program participants to be awarded retroactive postsecondaty credit for their workplace 

experiences after completing the related postsecondary program. 

Program-related ski/l cem@rfes--one possible use for the competency lists--have:, not been 

emphasized by the demonstration programs. Many programs, particularly those that do not focus schwl- 

or work-based learning on specitic job skills, do not award skill certificates. Those that award certificates 

generally do so as a routine part of the vocational programs offered in tbe school system, and tbe 

assessment of tasks performed at the work site has little input into the preparation of the certificates, For 

example, the MTP vocational center regularly provides vocational completers with skill certificates on the 

basis of their school-based performance. In the Seminole County/Siemens program, participants and 

nonparticipants will receive a certificate from tbe school district identnying tbe number of hours spent in 
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the electronics program. Similarly, Craftsmanship 2000 participants will receive the same certificate of 

wmpetency as students in the regular metalworking program, although the certificate may include more 

specialized skills (such as welding and computerized numeric control) because Craftsmanship 2000’s 

vocational curricuhrm was broadened to include these skills. Some of the demonstration programs provide 

occupational certificates for students who successfully complete the postsecondary part of the program. 

For example, Siemens gives program completers a certificate recognized by all Siemens facihties. 

It is not clear to which extent the competency lists that were intended as a basis for work-site and, 

sometimes, school-based training and assessment can be considered skill standards. In most sites, some 

employers played a substantial role in identifying relevant competencies and learning objectives for 

participation, and these were included in the training plans. Employer partners in several programs, 

including MTP and the PYAP sites, engaged in a process similar to that of developing skill sta&rds; they 

focused on entry-level positions, developed lists of tasks they expected workers in those positions to 

perform, and broke those tasks down into components or wmpetencies. However, the step of 

benchmarking or setting of high performance standards for those tasks was not universally undertaken. 

Moreover, the skill lists and their ratings do not often translate into skill certificates--formal documentation 

of student achievement of tbe standards--that are recognized by industry firms even within the local 

community, much less at a regional, state, or national level. 

In general, the concept of skill standards was neither readily understood nor applied by demonstration 

program staiT Many programs viewed training plans as “the end,” instead of as one component of a more 

comprehensive set of requirements for skill standards. Some engaged students in such a diverse set of 

school- and/or work-based activities that well-defined skill standards for specific occupations--developed 

with industry input--would have been impossible to prepare or implement. Even programs that had an 

occupational focus often found it difficult to obtain consensus among a subset of relevant employers on 

the fundamentaJ skills required for entry-level work in the target occupation(s). Moreover, some sites were 
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reluczrnt to focus program act&es, including workplace experimces, on specific job skills; they preferred 

to emphasize broader and more transferable wmpetencies. 

E. ROLE OF WORK-SITE SUPERVISORS AND OTHER STAFF MEMBERS 

Adults who supervise students at the work site are a critical part of the work-based learning 

component. Because these co-workers often have substantial contact with students at the work site, they 

have the opportunity to influence students’ personal, career, and skill development. Many of the 

demonstration programs assign employees to work with or supervise students while they are at the 

workplace. In programs in which students do not engage in ongoing or frequent work-site activity, 

students are still given opportunities to interact with and observe employees. Despite limited contact, these 

work-site staff members can provide students with pertinent information and have an impact. on students’ 

lives. 

The demonstration sites use two approaches to designating workplace staff to oversee and guide 

school-to-work participants. In most programs, the assigned “mentor” is the person (or persons) who 

directly supervises or trains the student. In other programs, s&members who are not students’ direct 

supervisors share responsibility for “memoring” the students. For example, in the Philadelphia PYAP 

program, two adults generally share responsibility for each student. These adults are (1) a job coach 

(usually a foreperson or an experienced operator of a particular machine), who instructs students on how 

to use the equipment and (2) another adult (usually the owner or an administrator), who is available to talk 

to the student and responsible for the student receiving the proper training. This provides students with 

an individual outside their site unit to talk to if a problem develops at the work site. 

Regardless of which model is adopted, students report that they rely primarily on those colleagues 

with whom drey work most closely to provide advice and help them learn new skills. Thus, students may 

have several “unofficial” mentors, in addition to a formally designated one. How much students interact 

with their mentor(s) and the role these mentors play in students’ lives vary. Even witbin individual 
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programs; students in focus groups discussions reported significant differences in the amount of time they 

spend witb these adult co-workers. 

The person(s) assigned to work with the students can perform several roles. Some are identified in 

advance (for example, in mentor-recruiting or mentor-tmining materials) and expected to be carried out 

by the designated work-site stafF. Supervisors/mentors have taken it upon themselves to perform other 

roles and often do so on an ad hoc basis. Designated and voluntary roles include: 

l Soci&ing Age&-teaching students appropriate workplace behavior and reinforcing the 
work ethic 

l Counselor/Adviser on Personal M&em--providing guidance and support to students on 
personal issues unrelated to the workplace or the occupation 

* Career Counselor/Adviser--providing advice and guidance on issues related to work. the 
occupation, and/or career choices 

l ’ CoacW%fo*otor--providing encouragement and motivating students 

l Trainer~~struclor--teaching students necessary occupational skills 

l Acudemic Tutor--tutoring students in academic subjects 

l MonitorLSupenhr--ensuring that students comply with program requirements and 
evaluating student progress 

Mentors generally perceive themselves as taking an active part in students’ work-site activities (Table 

N.5).‘4 Mentors view their primary roles as teaching students job-specific skills and work-appropriate 

behavior, counseling students on career options, and assessing students’ performance. The programs also 

place the greatest emphasis on these functions of work-site staff members. 

‘Because we ascribed roles largely on the basis of mentors’ perception of their functions, instead of 
strictly on the basis of written program material, the fact that a particular role was not ascribed to mentors 
in a program does not mean that no mentor has ever performed that role. Rather, it suggests that mentors 
in the program did not report that role as one they performed frequently. 
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TABLE IV.5 

ROLES ASSUMED BY WORK-SITE STAFF MEMBERS 

Gmntez NamJpmject Name 

Boston Private Industry Council (ProTech) 

Cr&manship Zoo0 

Illinois State Board of Education 
Chicago 
Rockford 

Gwinnett Youth Apprenticeship Program 

Counselor/Adviser 

Socializing COaCh/ Trained Advised Monitor/ 
Apt PeWllal Occupational MOtiV~tOl Instructor TutOr Supcmisor 

X X X X 

X X X X 

X X 
X X X 

X X X 

Manufacturing Technology Partnership X X X X X X X 

z 
Middle Georgia Acmspacc X X X 

tGsa&Dam X X 

Pennsylvania Youth Apprenticeship Program 
Lywming 
Philadelphia 
Yd 

X X X X X 
X X X 
X X X X X 

OaklandWorks X X X 

Scripps Ranch High School X 

Sentin& Gnmty/Sicmens X X X X X 

Toledo Private lndushy Council X 

Workforce LA Youth Academics X X X X X 



The mentors in nearly all of the programs feel that one of their most important roles is to familiarize

students with the workplace and work-appropriate behavior. In focus group discussions, the GM mentors

in the MTP program reported that they were providing students with values critical to their  future success.

Similarly, one of the Craftsmanship 2000 mentors stated, “We taught the students how to work--they

already knew about metalworking from class--but we taught them that they  had to be responsible for

getting to work on time and working with initiative.”

Roles that mentors in the programs perceived they filed  less frequently were those of academic tutors,

coaches and motivators, and personal counselors; In only a few programs do work-site staff  members

focus on each of these. MTP mentors at GM and work-site instructors at Siemens tutor students in

academic subjects when necessary. Most students are willing and responsive at work; in a few sites,

teachers or counselors asked mentors to help motivate students to perform well at school. For example,

a schoolteacher invited a Craftsmanship 2000 mentor to give a “pep talk” in class to student participants

the teacher felt were becoming disinterested and lazy. The vocational school in the York PYAP program

sought mentors'  support in getting a student to pay more attention to his schoolwork. Individual mentors

sometimes provided persistent support and expended considerable effort to motivate students in jeopardy

of school failure or program termination. This often included counseling or help with personal issues (such

as family, relationship, or health problems). Work-site staff members in a few programs found themselves

naturally discussing these issues with their students, as they might with other colleagues; other mentors

made it a point to check on students’ overall well-being and found themselves providing advice or referrals

to other resources. Some sites, such as the Middle Georgia Aerospace program, instructed mentors not

to get involved in students' personal issues, citing concerns about liability and intrusion into family privacy.

Most often, work-site staff members provide tutoring, motivational, and personal support and guidance

to school-to-work participants one-on-one, usually on an as-needed basis.
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To a large extent, diEerences in mentor roles across and within programs depend on students’ needs. 

Many students in the Workforce LA, ProTech, MTP, and OaklandWorks programs come from 

disadvantaged families and have not had the same exposure to the workplace and career paths as other 

students. Focus groups with mentors in the Workforce LA Youth Academies indicate that many spend 

as much as two hours daily with their assigned students. These individuaJs act as role models, help 

students understand career ladders, and help them build work readiness skills. In some cases, they have 

also become contidants, guiding students on personal, educational, and career issues. Mentors in the MTP 

program and work-site supervisors in ProTech are expected both to instruct students and to provide career 

guidance. 

Most mentors receive training to assist them in their roles, Supervisors/mentors attend at least one 
\ 

session in which program staff members describe the program model, their expectations of the work-site 

staff and operational details (such as wages paid, evaluation forms, and other paperwork). Many work- 

site stag-members are provided with supervisor/mentor mamtals, which outhne the basic information about 

the program and staff members to contact when questions or issues arise. Some mentors are involved in 

more-extensive training. MTP mentors receive 40 hours of training on issues involved in working with 

adolescents and on sexual and racial harassment. Job coaches recruited for the Craftsmanship 2000 

program have received general managerial training to help them oversee students’ work and completed 

a training package, “How to Tram on the Job.” ProTech workplace supervisors partnered with one of the 

high schools spent an afternoon at the school, discussing what it means to be a ProTech supervisor, how 

to create and use training plans, and stages of adolescent development. 

The importance of mentor trajning should not be underestimated, at least in programs using a youth 

apprenticeship model. Work-site supervisors participating in focus groups emphasized the value of the 

training and need for information. Mentors generally had no difficuhy absorbing the operational aspects 
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of their role. However, thy were sometimes uncertain about their ability to deal effectively with tbe 

students assigned to them and found the training helpful in reducing their fears. 

F. ISSUES IN DEVELOPING WORK-BASED ACTIVITIES 

hnpleme.nting work-based learning opportunities for school-to-work participants was and still is a 

challenge for the d ernmsmion programs. Ditrerences in target occupations, program objectives, and lead 

institutions affect sites’ approaches to and success in obtaining and structuring effective work-site 

activities. Several issues emerged during the demonstration period that may provide guidance to planners 

of new school-to-work initiatives: 

l Etpmsion of school-to-work will require careful coordination of employer recruitment 
among &s&i& or sclrooLF in a region. Expansion of school-to-work initiatives can create 
competition for employer commitments and burden on local firms unless em$oyer 
recruitment etTotts are coordinated. One approach to head off these potential problems is to 

’ develop a school-based, workplace management infbrmation system. This networked system 
could document employer commitments, available slots, and current student assignments to 
worksites and prevent against excess demands on individual employers. Alternatively, 
districts or groups of districts could assume central responsibility for recruiting and 
coordinating workplace positions for students, rather than individual schools. As schwl-to- 
work reforms spread, the need for centralized and coordinated employer recruiting is likely 
to grow. 

l Rogram staff should plan employer meetings and events carefully to maximize time 
@&my and itiefest Recruiting and maintaining the participation of employers requires 
that program staff members pay careful attention to how to best use employers’ time and 
engage their interest. For example, Scripps Ranch High School staff learned that declining 
employer participation in meetings was due.to employer perception that the meetings !acked 
organization, effective group facilitation, and attention to time schedules, School staffre- 
oriented the structure of the meetings. Moreover, they devised the idea of a “swap meet”: 
schoolteachers would come with identified desired guest speaker topics, and employer 
representatives would identify topics and activities they could present in classrooms (e.g., 
Application of Computers to the Business World, History of Stealth Aircraft, Math for 
Carpentry, Interviewing Techniques). A meeting was conducted at the schwl in which school 
and employer staff pinned up on large bulletin boards their various ideas and then sought 
matches with their counterparts. This activity was reported by all involved as a fun and 
efficient way to accomplish the goal of getting employers into the classroom. 
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l The importance of mentor training should not be underestimated, at least in programs 
using a youth apprem%ceship model. Work-site supervisors/mentors report that gaining 
familiarity with adolescent behavior and issues helps them to encourage and monitor student 
participants more effectively. 

l Delaying intensive work-site activities may be appropriate. Programs often find it 
advantageous to precede paid, ongoing student employment with job shadowing or formal 
work-site rotations to enable students to conftrm occupational interests, work-site placement 
preferences, and program commitment. Delaying intensive work-site activities in this way 
can increase student retention and employer satisfaction. 

l A shandnrd or consistent trainingplan is notfeasible in most school-to-work initiatives. 
Evidence 6om the demomtraticm suggests that having a con&tent training plan for ah schwl- 
to-work participants--me that identifies the general and job-specific skills students will learn 
and the sequence of instruction--may be a desirable goal but is not practical. Only initiatives 
that rely on a single employer to provide work-based learning are likely to adopt a standard 
training plan for all students. Two approaches are most commonly adopted in place of this 
idealized standard training guide; (1) competency lists that specify only very broad and 
general skills, such as those identified in the SCANS report, around which many employers 
scan fairly easily structure work-site tasks and assignments; and (2) more specific, job-skill- 
oriented training plans that have been tailored to individual employer resources. 

l ’ The concept of skill standards may not be readi& understood or applied At least among 
the demonstmtion programs, there appeared to be confusion over the definition, preparation, 
and use of skill standards. Pohcymakers may need to describe skill standards more clearly 
and provide technical assistance to local partnerships before this element of school-to-work 
is widely implemented. 
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V. CONNECTING LEARNING AT SCHOOL AND AT WORK 

Integration of school-based and work-based learning is considered a key feature of school-to-work 

transition reforms. Although work experience related to the occupational focus of a particular school 

curriculum is presumed to have some benefit for students, the school-to-work model emphasizes the 

greater advantages of actiwly andpu~osefully linking students’ workplace tasks with school instruction, 

Careful coordination of work-site activities and school curricula is expected to show students that 

competencies learned in school are useful at work, and vice versa, and to reinforce the acquisition of basic 

and technical skills. The youth apprenticeship model of school-to-work particularly emphasizes this 

component, and the demonstration sites were encouraged to create learning experiences in school and at 

the workplace that provide opportunities for students to use and appreciate the knowledge theyacquired 

in each’ setting. 

School and work activities can be integrated in two principal ways, and sites varied in their emphasis 

on the two approaches. Most of the demonstration programs attempted to develop classroom curricula or 

other school-based activities to help students prepare for or build on their work-site learning experiences. 

A few programs tried to structure work-based activities to relate to students’ classroom activities; a subset 

of these programs modified both school- and work-based experiences to better link the two. Differences 

in the strategies pursued invariably depended on the types of workplace experiences in which students 

were involved, including duration, timing, and objectives (career exposure, work experience, or training). 

As a group, the sites did not always fully meet the demonstration’s integration goals. The limited 

workplace experiences that some programs offered precluded more than an occasional integration activity. 

In addition, the programs often did not place priority on this particular component, information about 

students’ activities in each setting was not always shared effectively, and students were often too widely 

dispersed across classrooms and work sites to allow meaningful integration activities. Moreover, because 
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school-to-work was still a fairly new concept, little information and few examples of effective integration 

activities were available during the early demonstration period. Program staff members could not rely on 

ready-made models for this component, as they could for integrating academic and vocational education. 

In spite of the constraints the programs faced, however, many found creative ways to link activities 

in the two settings. In this chapter, we frrst describe how employer and school staff attempted to share 

information with each other, a critical element of any integration effort (Section A), We then describe the 

integration strategies the demonstration programs pursued (Section B). Finally, we summarize and 

examine the factors that appear to affect the extent and success of integration (Section C). ; 

A. EMPLOYER-SCHOOL COMMUNICATION AND INFORMATION SHARING 

Effectively integrating school- and work-based leaming involves two steps. First, teachers and 

employer staff members must exchange i&mu&m about the type and pace of students’ activities and the 

skills development that will take place at school and at work. Under the best circumstances, information 

sharing also allows statfmembers to learn about each others’ institutions. Second, this information must 

be used to develop curricula that incorporate work-site tasks and issues in classroom instruction and 

projects; workplace activities must be structured to reflect the academic and vocational skills taught in 

school. 

Exchanging information about planned or actual student experiences in school and at the workplace 

has proved the easier of these two steps. The riming of this type of communication varies. host of the 

demonstration programs provided opportunities for school and employer staff to meet during the programs’ 

planning stages or early in the schwl year to discuss expectations about school-site and work-site activities. 

Some programs involve teachers and workplace statf members in ongoing communication to further 

integration efforts. 

In several programs, teachers and mentors engage in formal ongoing communication through regularly 

scheduled meetings. In a few programs, including the Manufacturing Technology Partnership (MTP) and 
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the York Pennsylvania Youth Apprenticeship Program (PYAP) sites, mentors are sent students’ grades. 

The mentors also meet with vocational teachers twice each month to discuss the progress and activities of 

individual students, In the PYAP program, the vocational teacher--who meets with mentors at the work 

site-sits in on weekly planning sessions with academic teachers and can share information about work-site 

activities with them. At the Lycoming PYAP site, teachers have been faxing lesson plans each week to 

workplace supervisors, to keep them informed about students’ school-based instruction ~ 

Some programs rely on a more ad hoc approach to communication between teachers and employer 

staff Although information in such programs may be shared on an ongoing basis, the timing and approach 

is generally not systematic. For example, in ProTech Health Care, staff--called project coordinators-are 

hired by the Private Industry Council and maintain offices at participating high schwls. These staff 

members are responsible for conducting visits to work sites, speaking with students and their supervisors, 

observing workplace activities, and sharing information gained with schwl staff They do not have a 

specific schedule for these activities, however. The electronics teacher in the Seminole County/Siemens 

program otten learns about what students are doing at the workplace through discussions with the student 

participants. 

The @per of information exchanged by school and employer staff members are even more important 

to the success of integration than the timing of the communication. Three kinds of information appear most 

crucial to linking school- and work-based learning: 

1, Competency objectives 

2. Planned or developing learning activities 

3. Characteristics of partner institutions and settings 

Basic information of each type can be obtained during the initial stages of a program or school year; ideally, 

however, communication on these topics takes place more frequently. Identifying competencies can be 
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an interactive process. Inevitably, there are deviations from planned lessons and tasks. (These might 

include, for example, a desire by teachers or students to take advantage of current events or to continue 

work on particular curricular units in school, or fluctuations in production schedules or equipment 

availability at work.) Therefore, developing an understanding of school or workplace culture and 

terminology can best be achieved in multiple sessions or visits, instead of single ones. 

1. Competency Objectives 

To link work-site and school activities, school and employer statf should have clear direction. 

Competency objectives--and the process of detining them--can provide that direction. Competency 

objectives identify the kinds of knowledge students are expected to acquire and some of the ways staff 

members will assess whether or not students have acquired that knowledge. By discussing and agreeing 

on a specific set of competency objectives, employers and school staff members in the demonstration 

programs were sometimes able to reach agreement on the overall Teaming goals of their school-to-work 

program. 

School and employer staff members generally defined one or both of two types of competency 

objectives. Some sought to help students develop general skills, such as those identified in the U.S. 

Department of Labor (DOL) Secretary’s Commission on Achieving Necessary Skills (SCANS) report, 

that apply to nearly any type ofjob. These include problem-solving, communication, basic math, and work 

readiness skills. Others focused more on identifying fechnical skills that applied to students’ specific 

career major or interest. A few pmgrams included both sets of skills in their determination of competencies 

and goals. 

Because the general skills are common to almost all jobs, it was not always necessary to have detailed 

discussions between schools and employers about how to define them. Central program staff members- 

often school personnel-typically identified those skills that program components would target and did not 

always consult with employers. In a few sites, an attempt was made to include employer staff as a group 
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in at least reviewing and agreeing to the general skill competencies. Demonstration programs in which 

there was no or Me specific occupational focus to school- or work-based activities were most likely to 

emphasize these general skills in discussions among school, employer, and third-party staff members. 

Identifying and agreeing on occupation-specific technical competency objectives generally took more 

time. Extensive discussion of technical skill competency objectives was most common in programs that 

had a single occupational focus and/or that clustered students in classes by career interest. By:contrast, 

programs that had no particular occupational focus (such as the Gwinnett Youth Apprenticeship Program 

or Scripps Ranch High School) would naturally have found it very difficult to define any specific set of 

technical competency objectives and did not attempt to do so. Some programs, inchrding OaklandWorks 

and ProTech identitied a set of general competencies; they then tailored the competency listing to include 

technical skill objectives for individual students on the basis of their workplace assignments and 

discussions with the students’ employers. 

Even when participating employers were all in the same industry, the formulation of programwide 

technical skill objectives required a substantial amount of discussion and negotiation. Two of the programs 

with the most extensive set of technical competency objectives--Tulsa’s Craftsmanship 2000 and the 

PYAP--involved a mix of metalworking employers with varying skill needs and capacities for training 

students. Developing a single comprehensive set of technical competencies that would guide, program 

participants’ training required several years to finalize. 

Complicating matters further, employers sometimes used the same occupational terms--such as 

“machinist’‘--to refer to different jobs that required a distinct set of skills. For example, the Craftsmanship 

2000 employers and school staff members had to devote many of their planning meetings to formulating 

a mutually acceptable definition of machinist, one that combined skills used by machinists in each of the 

participating firms and emphasized those skills used in all the firms. By identifying the principal technical 

skills needed to work in jobs throughout the local metalworking industry, the program staff could organize 
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both the schwl and work-site activities around competencies needed for a wide variety of employment 

opportunities. The extended discussions over negotiating competency objectives had the added benefit of 

facilitating communication between employers and teachers about ways to integrate work-site and 

classroom activities, School statf members learned a great deal about the types of production processes 

to which students would be exposed during their v.mk-site assignments. Employers learned about the types 

of technical skills that tie current vocational curriculum was designed to develop. This information helped 

the employers structure work-site activities to complement the curricula and make informed and precise 

suggestions about how the classroom lesson plans-should be modified. I 

The formulation of competency objectives was sometimes an iterative process. After staff members 

developed activities designed to achieve the competency objectives, and students began participating in 

these ~activities, employers identified new skills that students needed to perform well in their work-site 

assignments. As discussed in the next subsection, this led to further refinement of the competency 

objectives. 

2. Planned or Developing Learning Activities 

Few sites started with a planned set of well-integrated work-site and school activities. Instead, most 

sites integrated incrementally, as schools and employers learned more about the skills students needed to 

perform well in each setting. Even when competency objectives were agreed on by employers and school 

staff members in early preimplementation meetings, integration required sustained communication about 

students’ experiences and performance in order to refine the skill development objectives and tighten the 

connection between school and work-site activities. 

In some sites, school and employer stalf members first discussed linking classroom and work-site 

activities just before students were placed in specific work-site assignments. At that point, school and 

employer statf members in a few sites jointly developed student work-site training plans, indicating the 

specific tasks students would perform and the skills they would be expected to use or acquire at the work 
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site, School staffmembers sometimes were able to suggest which tasks would exploit skills students had 

already learned in the classroom or would build on skills students had already developed. School staff 

members also learned more about the tasks students would perform in the work site and those they could 

have performed had they received specific training in advance. This information helped them refine their 

lesson plans so that the next cohort of students could be assigned more varied or responsible tasks in the 

workplace. In most sites, however, teachers did not provide input into the development of work-site 

training plans. 

By keeping employers up to date about students’ classroom assigrtments, teachers were sometimes 

able to encourage work-site supervimrs to take advantage of or reinforce the skills students were learning 

at school. School statTmembers wmmuoicated with employers in a variety of ways to provide them with 
\ 

information on their lesson plans and more ad hoc school-based activities. As mentioned earlier, for 

example, teachers in the Lycoming PYAP site faxed their lesson plans each week to participating 

employers; after reading one fax describing a lesson on temperature, one work-site supervisor spent more 

time going over the conversion between Celsius and Fahrenheit and how his firm’s machinery ‘measured 

temperature. Key teachers at Scripps Ranch High School communicated electronically with participating 

employers through computer bulletin boards and E-mail, exchanging information and ideas on classroom 

lessons and career-related resources. After receiving a school newsletter in the mail indicating that the 

MTP Flint students were learning about blueprint reading in their vocational class, one of the participating 

employers showed his students the different types of blueprints the company used. 

Third parties sometimes helped facilitate information sharing between school and employer staff, and 

thereby the development of integrated classroom curricula and student-training plans. These third parties-- 

stalTfi-om wnsuhing thms, trade associations, or other organizations providing technical assistance--were 

often in a good position to foster communication, particularly when they worked with both employers and 

schools to design students’ activities. For example, ProTech in Boston hired an education consulting firm 
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to organ&, participate in, and develop products from teachers’ visits to participating hospitals. After each 

visit, staff members from the consulting firm facilitated brainstorming sessions where the teachers came 

up with ways to modify their classroom curriculum to relate to tasks that students would perform or 

observe in the hospitals. The firm also worked with hospital staff members to develop case study projects 

that students completed primarily at the work site, but that were presented and graded at school. By 

carrying information about students’ potential activities and abilities back and forth across settings--and 

structuring how to use the information--the wnsuhing staff members were able to suggest ways of 

strengthening the connections between the classrwm and work-site activities. I 

Most of the links forged between work-site and school activities occurred after startup, as a result of 

direct wmmunications between school and employer staff about students’ performance. After working 
\ 

with students and assessing their skills, employers occasionally discovered that the students could not 

perform a specific task. During subsequent contacts with school staff members, employers sometimes 

suggested strengthening or mordering parts of the classroom curriculum to develop specific skills before 

students were assigned to the work sites. In the MTP program, for example, one of the metalworking 

employen told teachers that students could only be assigned tasks involving the firm’s Computer-Assisted 

Design (CAD) system if they took a CAD class at school. Another h4TP student was assigned to a 

business class to work on telephone skills after her employer noted that she spoke tw rapidly on the phone. 

3. Characteristics of Partner Institutions and Settings 

Many school-to-work programs report on the “cultural” and “environmental” differences between 

educators and employers, as well as between schools and workplaces. Attitudes, sensitivities, and 

workplace rules, expectations, and objec!%s are said to be quite dissimilar. Teachers are unfamiliar with 

the range of industries that exist in their local communities, including the characteristics of occupations 

and the relevant terminology and technology in the industries, Work-site staff members are unfamiliar with 

adolescent behavior and the curriculum requirements imposed by state or local regulations. According to 
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teachers and employer representatives, the lack of knowledge about each other’s settings can often be a 

barrier to integration of schwl- and work-based learning. 

To enhance their ability to design complementary activities for students, some programs developed 

explicit strategies to inform employer and school staff members about each other’s institutions. The sites 

primarily relied on two strategies: (1) using consultants or third-party staff; and (2) asking teachers and 

employer statf members to train or observe each other. 

Some sites relied on consultants to lead special training sessions. The work-site visits for ProTech 

teachers that a consulting firm conducted allowed teachers to identify specific work-site tasks or skills that 

might be inwrporated into school curricula and also exposed them more generally to the terminology and 

environmenis of the hospitals. This exposure, it was hoped would allow teachers to more readily develop 
\ 

occupationally relevant examples or lessons. In turn,, employer staff members working with one of the 

ProTech Health Care schools participated in a special supervisor training that took place at the school. 

Supervisors took “classes,” sitting in the same rooms and desks as students and teachers ordinarily would, 

with access to ihe same facilities and under the same conditions as a normal school day. Staffmembers 

from the Private Industry Council and another education consulting firm, as well as district and employer 

personnel, led classes on the role of supervisors, how to create and use training plans, and adolescent 

stages of development. In a focus group discussion, a few employers who participated in me training 

reported that they gained a new appreciation for and understanding of the school environment in which 

their partners operate. 

In other sites, schwls and employers exchanged information by visiting each other’s facilities. 

Teachers and employers o&n possessed the critical knowledge the other needed. For example, in Tulsa’s 

Craftsmanship 2000, work-site mentors attended students’ vocational and academic classes every two 

weeks (at least initially) to leam about the classroom curricula and how teachers handled students in class. 
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Teachers, like their students, benefited from direct exposure to employers’ work sites. Prior to these 

visits, many of the teachers had limited information about the industries, occupations, and tasks to which 

students were exposed at work sites, For example, Lycoming vocational teachers spent 25 days during 

the summer in machine shops, where they worked with students’ mentors and interviewed the shops’ chief 

executive officers. These experiences helped the teachers gain a detailed understanding of the specific 

tasks performed by employees, the skills required to perform these tasks, and alternative career paths 

within the industry. Key teachers in Scripps Ranch High School accompanied students on field trips to 

employer sites, The teachers reported gaming valuable insight into employer enviromnents and options, 

which they discussed with their students during the short advisory period--a half-hour, four-day per week, 

“homeroom” alternative designed to accommodate career development and counseling activities. 

B. FTEGRATION STRATEGIES PURSUED 

Integration was pursued through incremental adaptations of both students’ school and work-site 

activities, witi most of the changes occurring in the school curriculum. In most sites, school staff members 

had a bigger stake in and more time to devote to integration, since they were ultimately responsible for the 

quality of students’ entire learning experience, In addition, activities at the work sites in most of the 

demonstration programs were dictated (or at least affected by) firms’ production demand or setvice 

delivery schedule. This made it more difficult to plan and implement special activities designed to 

coordinate with classrwm curricula Consequently, most of the systematic integration work was reflected 

in changes in the classroom curricula, instead of in students’ work-site activities.’ 

A student activity in the school or work site could be adapted to relate to activities in the other setting 

in two ways. First, the activity could be changed to use or build on the knowledge students acquired in 

the other setting. Second, the activity could be modified explicitly fo prepare students for activities that 

‘Individual work-site statfmembers in some sites made ad hoc efforts to give students tasks or activities 
that related to students’ school lessons, when the staff members were informed about them. 
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were expected to take place in the other setting. These two types of integration efforts were not mutually 

exclusive. For example, as a student practiced how to use a particular machine in the workplace, she could 

simultaneously draw on the knowledge she acquired in a vocational class and prepare for performing more 

sophisticated tasks on that equipment in the same vocational class. 

The opportunities for integration activities largely depended on the kinds of knowledge that students 

were expected to use or acquire in the classroom or at work. The knowledge or skills (and thus the types 

of integration activities feasible) in mm depended on the kinds of wurses and workplace experiences 

included in the program design, The demonstration programs’ school and work-site activities generally 

emphasized one or more of six kinds of knowledge: (1) knowledge of careers and industries; (2) work 

readiness skills; (3) technical skills; (4) basic skills; (5) problem-solving skills; and (6) knowledge of social 

systems.* The demonstration sites undertook varied efforts to integrate activities that focused on each of 

these forms of knowledge, constrained by the types of school and work activities in wbich,program 

participants were engaged. 

1. Modifying School Curricula to Relate to Current and Future Work-Site Activities 

The demonsnation pmgrarns pursued different strategies for incorporating workplace tasks and skills 

into classrwm leaming. As noted earlier, the extent and type of integration that occurred at school were 

irdluenced by both the type of workplace experiences in which students were involved and courses in 

which students were clustered, if any. Both factors affected the knowledge students could gain from a 

school-based integration activity. When student participants were clustered only in a vocational course, 

technical skills (and, possibly, problem-solving competencies) were most likely to be emphasized. If 

students were grouped in both academic and vocational courses, the integration activities were likely to 

wver a broader range of skills and knowledge. Similarly, programs in which students were engaged only 

%ee Haimson and Silverberg 1995 for detailed definitions of each of these types of knowledge. 
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in occasional job-shadowing or workplace visits were more likely to implement integration activities that 

provide exposure to careers and industry than build technical skills. Some of the more common school- 

based integration strategies, designated by the types of skills and knowledge likely to be the product of 

those strategies, are discussed next. 

a. Career Awareness Integration Activities 

One common school-based integration approach was to use a school class or project to encourage 

students to reflect upon their work-site experiences and refine their career goals accordingly. Because the 
I 

activities could be generic/general, but allow students to reflect on their individuaJ and varying experiences, 

this strategy could be used even when students were not clustered either in school or at work sites. For 

example, to coordinate with job-shadowing visits, advisory teachers at Scripps Ranch High School asked 

students to prepare an essay describing several dimensions of their shadowing experiences. The teachers 

gave students a four listing questions to ask employer staff members during the work-site visit and issues 

to address in their written assignments The essays were intended to describe both the tasks that employer 

staff members performed and the extent to which students were interested in careers in that industry. This 

activity was intended to promote careful consideration by students of the advantages and disadvantages 

of different occupations. 

Because most of the demonstration programs focused on a particuhu industry or occupational cluster, 

program planners often assumed students had already made their most important career choice when they 

decided to enter the program. Nonetheless, even programs organized around an occupational theme could 

prepare students in school for more specific occupational- and program-related choices they would need 

to make in the future. As students enter the Craftsmanship 2000 metalworking program in 1 lth grade, 

they briefly visit several of the sponsoring employers and then, for a school assignment, write essays 

assessing the firms. After writing these essays, students are asked to state their preferences regarding the 

firm in which they want to complete their work-site training. Because they know that employer and 
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program staff members will review their essays before assigning them to a particular work site, students 

take the visits and essays seriously. 

h. Work Readiness Integration Activities 

One important lesson the demonstration sites learned was that many students were not familiar with 

approptiate workplace behavior. Examples of inappropriate student behavior at a work site included 

wearing improper clothes, being late for work, taking breaks whenever they wished, taking naps in front 

of manufacturing equipment while it was operating, and sleeping at the work site overnight without 

permission. In addition students sometimes refGned from asking questions when they did not understand 

how to perform a task that they had been asked to carry out. 

To address students’ work readiness skill needs in school, some of the demonstration sitescreated a 

separate class that focused on helping students learn about the norms and behavioral rules of the 

workplace. For example, while they were completing summer internships, students participating in the 

Oakland academies met every two weeks to attend seminars that often featured work readiness issues. The 

seminars included discussions on, and examples of, how to behave at the work site; they also allowed 

students to share specific problems they were experiencing at their jobs. 

Other sites incorporated work readiness material into students’ regular vocational or academic classes. 

For example, the English teacher in the Illinois State Board of Education’s (ISBE’s) Senn Academy in 

Chicago developed assignments for her class on providing instructions, receiving customer orders, making 

introductions, and writing memos and resumes. In addition, grades in the math and English courses of this 

program were based, in part, on students’ dress, punctuality, and teamwork. Similarly, advisory period 

teachers at Scripps Ranch High School coached students assigned to job-shadowing experiences on how 

to dress, get to the work site, and present themselves throughout the day. They also advised the students 

on what to do if they had to reschedule their job-shadowing appointments. 
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c. Technical Skill-Building Integration Activities 

Before high school students could work in certain types of jobs, they sometimes needed to acquire 

specific technical skills. By training students in the classroom, programs were able to expand the range 

of tasks students performed at work this increased their exposure to various work environments and their 

opportunities to practice specific techniques. 

In some sites, vocational classes were already designed to prepare students for jobs in the industries 

in which they were placed. However, in a few cases, preimplementation meetings with employers led to 

further modifications of the technical curricula to ensure that students were prepared for work-site 

activities For example, in Tulsa’s Craftsmanship 2000 program, the regional technical center’s vocational 

metalworking curriculum was expanded to incorporate several tasks or skills that employers felt would be 
\ 

expected of students while they were at the work site. 

Some modifications to the technical curricula occurred during programs’ planning phase; however, 

many others occurred after employers observed students at work and suggested ways to improve their 

preparation for work-site activities. Several students in the Toledo Private Industry Council program were 

assigned to jobs in dentists’ offices but did not know the names of individual teeth. The dentists who 

employed these students conticed the school’s vocational instructor to spend considerably more time on 

this topic. 

After students completed work-site assignments, they were sometimes able to practice in School the 

technical skills they had developed in the workplace. While the regular science and vocational curriculum 

often provided such opportunities, some teachers sought to fmd additional ways to encourage students to 

practice or display technical skills. For example, a Rockford physics teacher allowed a student who 

received some training in a spring factory to demonstrate the physics of springs in class. This 

demonstration simultaneously strengthened the student’s mastery of physics, his self-esteem, his 

appreciation of his work-site experience, and his presentation skills 
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d. Basic Skill Development Integration Activities 

Apart from students’ weak work readiness skills, the skill gap most commonly identified by 

participating employerj related to students’ basic communication and math skills. Sometimes, this led to 

changes in programs’ screening processes so tbat students who bad poor academic grades were excluded 

from future cohorts entering the program. To avoid screening out those with poor past academic 

performance, some sites attempted to strengthen their school curriculum so that students could work on 

their basic skills after they were admitted to the program. 

It was sometimes easier to enrich the vocational curriculum to emphasize basic skill instruction than 

it was to modify students’ academic classes, largely because participants were more likely to be clustered 

in vocational courses, For example, despite MTF’ metalworking employers’ complaints that students 

assigned to their work sites had weak math and writing skills, program staff members were unable to 

modify’ the students’ academic curriculum. The students participating in the program were drawn from 

several high schools, had many different math and English teachers, and were in academic classes with 

many nonparticipants, Therefore, it was not practical to ask students’ academic teachers to modify their 

lesson plans, Instead, because all of the students had the same vocational teachers, program staff members 

chose to incorporate many more math problems and writing assignments into the vocational curricula. 

Even in programs in which participating students were clustered in both their academic and vocational 

classes, vocational instructors sometimes became involved in refining the basic skills curriculum. 

Vocational instructors sometimes had a clearer sense of employers’ basic skill requirements and therefore 

could help academic teachers improve their instruction plans in the most relevant way. For example, the 

vocational teacher in Toledo helped the math teacher modify her curriculum to incorporate more of the 

trigonometry and measurement skills needed to perform metalworking tasks. 

In other cases, academic teachers worked independently to respond to employers’ suggestions 

regarding basic skill instruction, In Boston’s ProTech program, a math teacher taught some students how 
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to convert to metric units to prepare them for work experiences in microbiology labs. Similarly, after 

employers in the Lycoming PYM program complained that students could not use the firms’ instruction 

manuals, an English teacher devoted class time to a discussion on how to read a machinist handbook. 

e. Integrating Instruction on Problem Solving 

Some of the work-site experiences provided students with oppormnities to practice problem-solving 

skills--chances to define problems, develop and assess alternative solutions, and set priorities. ‘Although 

students usually worked closely with employer staff members when dealing with such issues, these 

problem-solving tasks posed a significant challenge to many students. One of tbe main difficulties students 

faced in dealing with such problems was figuring out when and how to obtain guidance from others. 

Some sites developed special school-based projects for students to enhance their problem-solving 

skills before they were placed in work-site activities. School staff members were interested in developing 

these assignments both to prepare students for their work-site activities and to be able to use contextual 

competency-based instruction. For example, in the Chicago ISBE metalworking program, before being 

assigned to a work site juniors were asked to build a windmill that could lift a weight a specified number 

of inches within the least amount of time. This project, which lasted two weeks, allowed each student to 

assume a different project-specific role (for example, project manager, accountant, engineer, equipment 

manager). The team had to draw a design, estimate materials and costs (including overhead), prepare a 

bid, sign a contract, order materials, compute paychecks (docked for tardiness), write checks, balance 

accounts, build the windmill and test it, and write daily reports documenting any problems they 

encountered. Student teams in the York PYAP used a similar process to build cranes, model cars, and an 

egg slide (designed to minimize the number of broken eggs). 

Competitions that trade associations and student clubs sponsored provided some opportunities to 

practice both problem-solving skills and basic and technical skills that students were developing at work 

sites. For example, teachers in the Chicago ISBE program helped students compete in the annual Tooling 
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and Manufacturing Association contest to produce a metal part as precisely as possible and an essay 

describing their work on this task. The math teacher helped students hone their measurement skills, the 

English teacher helped students refine their technical-writing skills, and the metalworking teacher helped 

students with other technical skills. 

f. Integration Activities for Understanding Social Systems 

In programs in which students were clustered in their social studies or history classes, instructors tried 

to stimulate or take advantage of students interest in an industry by reviewing related social issues. Social 

studies teachers were sometimes able to use students’ work-site experiences as intellectual springboards 

to focus their attention on important social and economic topics. This strategy was employed most clearly 

in two of the PYAP sites. The social studies teacher in Lycoming developed curricula on the, origins of 

metalworking occupations, reviewing, for example, the way a tinsmith’s job evolved into~that of a 

machinist. The class also studied the history of economic development in the Williamsport Valley, 

including why specific types of firms were attracted to the area The York PYAP students went on a trip 

to tbe Smithsonian museum, where they searched for answers to questions specified in advance by their 

social studies teachers. For example, there were questions relating to the content of traditional 

apprenticeship contracts, the power source used in early machine shops, and the number of workers who 

were replaced by the original pm-making machine. 

2. Structuring Work-Site Activities to Relate to School Curricula 

Although the implementation of integration activities at a work site was much less common than at 

school, some demonstration programs did try to link school learning to workplace tasks. These links were 

usually stimulated by employer interest, but often required help from teachers or central staff. Like those 

at school, some integration activities at the work site were planned, while others were developed and 

implemented on an ad hoc basis. 
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In several sites, school and employer staff members designed work-site assignments, exercises, or 

projects that allowed students to build on the skills they were developing at school. For example, employer 

and school staff members in Tulsa’s Craftsmanship 2000 program conceived of specific metalworking 

products that students could make during their summer workplace experience, drawing on the technical 

skills they had developed at school: Students built vice grips and hydraulic jacks from blueprints, using 

some of the equipment they had learned to operate in their machining class. 

Work-site assignments can also be structured to allow students to apply or see the value of basic skills. 

The geometry teacher in the Rockford ISBE metalworking program, after shadowing metalworking 

employees himself one summer, developed brief math exercises that students were asked to perform 

during field trips to a metalworking firm. In one case, this teacher arranged for older student apprentices 
\ 

working in a firm to help younger students see how trigonometry can be used in calibrating the cutting 

angles of a lathe. The field visit occurred during the period when the younger students were leaming 

trigonometry in class and heightened students’ interest in this subject. 

Some of the work-site projects allowed students to expand their knowledge in several different areas, 

each of which related to the school curricula. In Boston’s EmTech, hospital staff members in several 

departments created imaginary patient cases for teams of students to diagnose. Each case included some 

hypothetical patient background, symptoms, and alternative diagnoses. Teams of students worked with 

a variety of medical staff members to determine how each of several departments in the hospital would 

have handled the case, then wrote up both their diagnoses and the diagnostic procedures they learned 

about. Some hospitals encouraged students to contact specific staff members in several departments; 

others centralized students’ supervision in a single department, where staff members described procedures 

in other departments The students’ write-ups were reviewed by both teachers and work-site supervisors 

and presented orally at school. These assignments developed students’ awareness of tasks performed in 
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different hospital departments, as well as their problem-solving, teamwork, writing, and health science 

skills. 

On a spontaneous basis, students were sometimes encouraged to demonstrate techniques or concepts 

learned at school to employer staff members. After seeing that his mentor was unsure how to perform a 

metalworking task and was about to request assistance born an engineer, one student in the Rockford ISBE 

program demonstrated how the task could be completed using trigonometry. This experience allowed the 

student to appreciate tbe value of the knowledge he acquired at school, practice his communication skills, 

and improve his self-esteem. 

C. ISSUES IN THE DEVELOPMENT OF INTEGRATION ACTIVITIES 

The demonstration sites’ experiences in developing activities that link students’ classrwm,and work- 

site leaming yielded some important implementation lessons. Several factors or issues appear to~affect the 

extent and success of integration efforts: 

. Staff’visits to work sites serve a valuable function, with appropriate folhnvup. Many 
school-to-work programs report on tbe “cultural” and “environmental” differences between 
educators and employers, as well as between schools and workplaces. Attitudes, sensitivities, 
and workplace rules, expectations, and objectives are said to be quite dissimilar in the two 
settings, and can often hinder integration of school- and work-based learning, according to 
teachers and employer representatives, Encouraging school staff members to spend time at 
relevant work sites is one way to overcome this barrier. By job shadowing an employee or 
rotating through different departments in a firm, teachers can gain information about the 
industries, occupations, and tasks to which students will be exposed at work sites. These 
visits do not generate integration activities on their own, however. Teachers need to 
inwrporate temrinology, skills, and tasks identified at the work site into classroom activities. 
In many sites, this followup to the work-site visits is not systematically implemented, partly 
because individual teachers are not always the best curriculum developers and may not know 
how to translate their workplace experiences into lesson plans. To make best use of staff 
development resources, school-to-work planners may want to consider training activities 
timed or structured to help teachers mm their visits into tangible curriculum products. 

. Grouping participants in key classes facilitates the linking of school and work-&e 
activities. Clustering allows academic and vocational courses to link work-site tasks to the 
teaching of theoretical concepts and technical skills, as well as to development of other forms 
of knowledge. If participating students are not grouped in key courses at school, they may 
be exposed generally to the world of work through their school curricula; however, the 
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application of academic concepts and technical skills is unlikely to focus on the program’s 
target occupation and the students’ experiences at the workplace. To make the school 
curricula more directly relevant to students’ workplace activity, teachers must make a 
concerted effort to identify and incorporate relevant tasks and competencies into instruction. 
If students in a teacher’s class have different occupational interests and are placed in unrelated 
industries for their workplace activity, tailoring applied academic curricula becomes more 
difficult. 

l Linking school and worksite adiv&ies is somewhat eavier when students are assigned to 
a moderate number of employers. The complexity of any coordination effort is driven in 
part by the number of actors involved. In the demonstration, smaller numbers of employers 
allowed communication between teachers and employers to be more frequent and informal. 
In general, it was easier to organize group meetings of school and employer staff members 
when there were fewer participating employers, limiting the number of individuals whose 
scheduling constraints needed to be accommodated. Moreover, when large numbers; of 
employers were involved, adjusting school curricula and instruction to workplace activity 
required accommodation to a much more complicated set of parmers. 

l Tofu& coordinate classroom and workplace activities, key partners may need to devote 
substantial staff resources to the integration effori Ad hoc activities did not require 
significant planning or information sharing between teachers and employer staff members, 
but planned integration activities take time to put in place. Teachers need to learn about 
‘employers’ industries and operations. Employer staff members need to be briefed on 
students’ classroom curriculum. Teachers and employers must End ways to connect 
classroom and work-site leaming, and then develop lesson plans or training plans that reflect 
the links. AtIer these plans have been discussed, tinalized, and implemented, staff members 
are needed to monitor students’ progress to determine whether or not tbe activities should be 
modified further. 

l Technology can be used in resourceful ways to foster integrar5ota Because information 
sharing between teachers and employer staff members is critical to planning and 
implementing most integration activities, technology that facilitates communication can both 
improve integration opportunities and reduce staff resource use. Having telephones--quite 
simple technology--m classrwms can help mitigate employer complaints that they cannot 
reach teachers through a centraJ office telephone because school staff members are frequently 
in or between classes. Fax machines can compensate for lack of classroom phones and time 
to meet with workplace personnel. They allow employer and school stti members to leave 
detailed messages for each other (not easily accomplished through a school office 
receptionist) and to provide and review documents (including lesson plans or work-site 
training modules) quickly. Teachers in the Lycoming PYAP faxed lesson plans each week 
to participating employers to encourage work-site supervisors to assign tasks that build on 
skills students are learning in schwl. Similarly, computer E-mail can transmit information 
between work-site staff members and teachers immediately and interactively. Teachers at 
Scripps Ranch High Schwl, and their students, have used computer bulletin boards and direct 
E-mail to exchange ideas about work-related classroom lessons, career-related resources to 
use in the classroom, and opportunities for job shadowing. 
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. Staff turnover can be detrimental to integration of school- and work-based learning. 
Modifications in school and work-site activities generally occur incrementahy over an 
extended period of time. Sustained links are formed largely through personal connections 
between school or employer staff members, through face-to-face meetings or other forms of 
communication. Integration activities that are developed are often specific to the particular 
interests, work assignments, or instructional approaches of individual teachers or supervisors. 
When employers, supervisors, or teachers stop participating in a school-to-work program, 
some of the institutional knowledge they accumulated is lost and some of the information they 
provided to their colleagues becomes less relevant. Moreover, teacher or work-site 
supervisor replacements require additional time to learn about integration and to become 
familiar with other partners in the school-to-work program. 

. Integration requires somejrucibirity on thepart of schools and employers. School staff 
members may have difliculty being flexible because district or school policies constrain 
students’ schedules or the types of classes they must complete in order to graduate. Work- 
site activities can be limited--particularly at the sites of smaller employers--by the tasks that 
can feasibly be perfbrmed by students with limited skills or maturity. Flexibility is important, 
in part, because of uncertainty about whether planned work-site activities can be 
implemented. Students’ work-site activities often have to be modified as a result of 
unexpected factors such as fluctuations in customer demands, employee attrition, concerns 
voiced by firms’ adult employees, and changes in employers’ production processes. 
Moreover, like students, staff members learn by doing. On the basis of accumulated 

’ experience and wmmunication, school and employer staff members frequently develop new 
insights about the types of integration activities that are feasible and appropriate. When staff 
members experiment with different approaches, they need to be able to retain successful 
innovations and quickly dismiss unsuccessful ones. 
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VI. PROMOTING SUCCESSFUL POSTSECONDARY TRANSITIONS 

The main goal of school-to-work reforms is to promote students’ successful entry into career-oriented 

employment. One approach to improving the school-to-work transition of young people involves 

encouraging them to pursue advanced training and education at the postsewndary level. Employment 

prospects for those with higher-level skills and credentials are significantly better than for those with only 

a high school degree. However, postsecondary education is not necessary for some career options. In 

addition, some students prefer (for a variety of reasons) to enter full-time jobs directly after high school. 

The demonstration guidelines encouraged school-to-work programs to facilitate students’ entry into 

postsecondary educational programs, as well as into registered apprenticeships and permanent 
* 

employment, Although the U.S. Department of Labor implicitly placed higher priority on helping students 

attain iostsecondary credentials, it also acknowledged the likelihood that some students would ,enter the 

workforce directiy a&r high school graduation. The grantees had discretion in deciding which post-high- 

school outcomes to emphasize in their program models, if any, and what activities would be adopted to 

help students achieve those outcomes, Most initially stated a desire to implement a “2 + 2” school-to-work 

program, but understanding of tbis concept varied significantly; only one-third,of the demonstration 

programs operationahzed a 2 + 2 design as it is traditionally interpreted. 

This chapter examines the implementation and potential outcomes of several forms of linkages 

between students’ secondary and postsewndary experiences. Program strategies to aid students in making 

transitions to full-time permanent employment are different from those used to aid them in progressing 

to postsecondary education or training. In Section A, we discuss job placement assistance provided by 

the demonstration programs. In Section B, we discuss education and training linkages, including the 

factors that affect implementation. In Section C, we document the actual postsecondary transitions of 
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program participants--into both employment and further education or training. Finally, in Section D, we 

summarize salient issues in developing effective secondary-postsecondary linkages. 

A. JOB PLACEMENT ASSISTANCE 

Entry into career-focused, full-time employment after high school may be an appropriate outcome for 

students in some school-to-work programs. Not all occupations require postsecondary education or 

credentials for entry-level jobs. Moreover, some students may prefer to postpone higher education or 

advanced training until they have fully defined their chosen career pathway and selected an occupational 

specialty. Students seeking full-time jobs right out of high school often need assistance in obtaining and 

evaluating workplace positions. 

Helping students fmd permanent employment after high schwl or completion of the school-to-work 

program (if different) has not been a priority in the demonstration sites. None of the programs has a 

structured job placement system in place, nor have any indicated an intention to establish one in the near 

future. The demonstration programs have not emphasized this wmponent for several reasons. First, some 

programs are still relatively ne,w, and participating students have only just begun to graduate from them; 

most program resources have been devoted to ensuring that the basic and earlier components are 

implemented as fully as possible. Second, some sites consider transition to postsecondary education or 

tmining as the primary program objective, so finding students part-time jobs to complement college-going 

is a more minor concern. Third, some program staff members believe that a program-centered job 

placement system would duplicate existing services to which the students already have access, such as 

placement services at the vocational schools and the community colleges. Finally, many programs believe 

that students’ experiences in the program provide them with advantages in the job market, reducing or 

eliminating a need for extra job-seeking assistance. 

The perceived job market advantages of program participation derive from the presumed higher skill 

levels, better work experience, and wider contacts with employers in the target industry Informal and 
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formal arrangements witb employer partners are largely the basis for optimism among program staff about 

students’ permanent employment prospects. No employen guarantee participating students jobs at the end 

of the program. In many demonstration sites, however, employers view the program as an opportunity to 

recruit new employees. Focus group discussions with employer representatives and program staff 

members suggest that smaller firms, in particular, often wnsider~participation in the program as a way to 

identify, train, and evaluate potential job candidates. Once employers have invested training resources in 

a student, they~ are more likely to hire that student if the student is willing to stay. The Lycoming 

Pennsylvania Youth Apprenticeship Program (PYAP) estimates that at least 30 percent of its employers 

are participatinp primamy as a way to seek job candidates. Many employers in the Rockford Illinois State 

Board of Education (LSBE) program, where need for skilled metalworkers is high, have hired students as 
\ 

permanent, full-time staff out of high schwl and are encouraging them to pursue postsecondary training 

at the ‘same time. These motives among employers in some programs translate into higher rates of 

permanent hiring of student trainees (see Section C). 

School-to-work employer partners also give preference in hiring to program graduates for reasons 

other than the recouping of individual firms’ training investment. Program graduates are “a known 

quantity.” Participating employers are familiar with the program’s entrance standards, the program 

curriculum, and the quality of students and the training they receive. Often, the employers have had input 

into aspects of the program Some employers report dissatisfaction with the alternative hiring pool--regular 

high school graduates (including those from cooperative education programs). Thus, some employers are 

willing to hire school-to-work participants for permanent positions even if the students had their training 

and work experience at a different participating firm. 

Employer confidence in the outcomes of student participation has resulted in special efforts to hire 

program graduates In two ofthe sites, large employers-Siemens and General Motors (GM)--have stated 

plans to hire program graduates if the fnms have positions available. Informally, participating firms in the 
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Craftsmanship 2000 and Middle Georgia Aerospace programs are likely to give program participants 

hiring priority. Employers in ProTech also have indicated a desire to employ program graduates, if 

possible; when the first graduate of ProTech Health Care sought permanent employment, the participating 

hospitals worked together to find her a position. Although GM had committed itself to filling, openings 

only for registered apprentices, it offered production-level jobs to all of the students who passed its 

apprenticeship test. 

The extent to which participating emplqers can maintain these hiring preferences is unclear, however. 

So far, most programs have graduated only one or two cohorts of student participants--relatively small 

numbers of job seekers. Many firms that pledged hiring priority for program graduates currently are 

experiencing hiring freezes and layoffs. Although some have been able to offer permanent positions to 

schwl-to-work graduates even with these limitations, there is some fear among program St& that this 

situation may not continue. 

B. LINKAGES TO POSTSECONDARY EDUCATION AND TRAINING 

Creating pathways that facilitate students’ transition from secondary education to postsecondary 

education and training is key to achieving successful school-to-work outcomes. Technological 

transformations in the economy have raised skill requirements for many jobs, placing a premium on 

workers vvith a range of competencies and the ability to reason, make decisions, and learn quickly. 

Although the foundation for these skills is set during high school, many students need to acquire more- 

advanced academic and/or technical competencies at the postsecondary level in order to achieve their 

career objectives 

The demonstration sites have had little information available about effective or appropriate 

connections between secondary and postsecondary experiences in school-to-work programs. Perhaps as 

a result, the programs have implemented a range of activities even more diverse than their approaches to 

school- and work-based learning. Over the course of the demonstration period, we have attempted to 
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define what is meant by the term “linkage” in this context and to characterize activities that help students 

make successful transitions to post-high-school educational and training options. 

1. Types of Linkages 

Three broad categories of linkages have been observed in the demonstration programs (Table VI. 1). 

The most traditional and commonly perceived form associated with school-to-work programs is 

indtdond/inkagm-those that directly connect educational and training institutions or programs. These 

connections can ease the transfer of students to college or registered apprenticeships and prevent delays 

and duplication of wurse work and credit. In some demonstration sites, community colleges, union locals, 

and secondary schools were involved in aligning secondary and postsecondary curricula and/or in 

negotiating articulation agreements that allow program participants to earn college credit for some high 

school course work and work experience. Where implemented, individual articulation agreements were 

developed with, at most, two postsecondary institutions and were targeted to facilitate students’ entry into 

a particular occupational program at the postsecondruy level The postsecondary program was always 

specific to the demonstration site’s target occupation and had been developed with considerable input from 

participating employers-sometimes (as in the Seminole CountyLSiemens program) even customized to the 

specific needs of the firms. 

Articulation agreements in the demonstration sites are of various types. Arrangements that focus on 

awarding college credits for vocational and/or academic wurses, such as those in the Middle Georgia 

Aerospace program, are relatively common and have been stimulated in the last several years by Tech- 

Prep implementation. (In most of the demonstration programs with articulation agreements, the 

agreements were developed by participating schools as part of Tech-Prep initiatives prior to the formal 

establishment of the school-to-work program.) Agreements that award credit for students’ secondary 

work experience, as were negotiated in the Craftsmanship 2000, MechTech, Inc., and Rockford ISBE 

programs, are much less prevalent. In several sites, agreements were reached in which work experience 
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TABLE VI.1 

SECONDARY-POSTSECONDARY LMKAGES IMPLEMENTED 
SCHOOL YEAR (SY) 1994.1995 

Grantee Nmdl’rojd Name 

Institutional 

Articulation Curriculum 
Agreements Alignmen* 

MotivationaVSupportivc 

Post%Co&y Program 
Component Transition C”“tld 

Widely Facilitation AI&r High 
Promoted Activities School 

Pcstseamdary 
Work 

EXpcriC”cc 

Inccntive-Grientcd 

Employment 
Employer Pri‘lrily for 
Tuition P”St=““dsly 

Assistance Complctcn 

Boston Private Industry Council 
Pr”Tcxh Health Cam (Health Care) 
PmTsh Financial Services (Finance) 

Cml?sms”rhip Zoo0 (Metalworking) 

Gwinncti Youth Apprenticeship Program (No Occupational 
Focus) 

lllinais State Board of Education (ISBE) 
Rockford (Metalworking) 
Chicago (Metalworking) 

Manufacturing Technology Partnership (Manufacturing) 

R 

MahTech, Inc. (Metalworking/Machining) 

Middle Georgia Aerospace (Aerospace Technology) 

Pennsylvania Youth Apprenticeship Program 
Lycoming (Mctnlwwking) 
York (MebIting) 
Philadelphii (Metalvmrking) 

OaklandWorks (Media, Computers. Law and Governmen< 
Health and Bioscimcc) 

Sdavm (Appliance Repair) 

Scripps Ranch High School (No Occupational Focus) 

Seminole CountylSiemcns 
(ElcctmnicsrTcl~mmunicatio”s) 

To-do Ptivatc lndustly Cauxil (Industrial Automation and Robotics, 
Medical and Dental Assisting Carpentry. Architcchtr. and DraRing 
Ollice Skills) 

X X 
X X 

X X X 

X X X X 

X X X 

X 

X X X X 

X 
X 

X 

X X X 

Xk 

X X X’ 
X 

X X X’ 

X X X’ 

X X 

X X’ 

X 

X 
X 

X 

X 

X 

Workforce LA Youth Academics (No Occupational Focus) 

‘Individually “egntiatcd with each employer and student. 
“Agreement with carpenter‘s union. 

X X X 
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and/or course work during high school count toward on-the-job training hours or credit in a registered

apprenticeship program.

Although articulation agreements often are considered the primary form of secondary-postsecondary

linkage, systematic activities  that provide motivation  and support for students to enter postsecondary

education and training are much more common among the demonstration programs. School systems

promote the virtues of postsecondary education and guidance counselors provide routine assistance for

students who plan to enter college, However, many demonstration programs supplement these routine

efforts with activities  designed to help students formulate college or apprenticeship plans, select and apply

to an appropriate postsecondary  institution, and remain committed to their educational goals, For example,

sites that include postsecondary education or training in their program model (that is, have a

“postsecondary component”) heavily promote this component in their recruiting materials and orientation

sessions. From the beginning, student participants are told that the program is four years long, and that

they are expected to enter and complete the advanced education/training.  Moreover, these sites identify

the specific community  college (or two) and postsecondary  program that are part of the model, so students

are fully  aware of the planned educational pathway.

Some programs link secondary and postsecondary experiences by maintaining contact with students

after they enter postsecondary education or training. Program-related staff  members monitor students’

progress, intervene to resolve problems, and sometimes provide support and encouragement. ProTech,

for example, has two  college counselors responsible for meeting with participants in college on a bimonthly

basis, obtaining and reviewing their grades, and acting as advocates for them with deans and faculty. This

is by far the most intensive of such effors, however.

Other activities that help students overcome emotional and informational barriers to pstsecondary

education are another important type of motivational or support linkage.  Activities that familarize students
with the college application process, college campus or apprenticeship environments, and expectations for
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college-level work can provide students with the self-confidence and motivation to enroll in a 

postsecondary program. A few demonstration programs help students obtain and complete college 

application and tinancial aid forms. Others have local college counselors or faculty visit students in high 

school to describe college offerings, particularly within the programs’ target career area Most of the 

demonstmtion programs take students to visit nearby college campuses, a relatively easy activity when the 

program has formal linkages with a specific postsecondary institution. Again ProTech has chosen to 

devote substantial resources to these transition activities. The program employs career counselors who 

meet with junior and senior participants periodicauyi in groups and mdividuahy, to identify came: interests 

(including those other than the program’s target occupation) and to undertake the activities described 

previously. Students also take a college readiness test and have the option of taking courses at one of two 
\ 

local two-or four-year colleges while still in high school. Students in the Middle Georgia Aerospace and 

Rockford ISBE programs also take courses at postsecondary institutions during high school--partly so that 

they can become familiar with the campus environment. 

The third broad type of secondary-postsecondary linkages are emphyer incetives. Continuation in 

the program work-site placement, postsecondary tuition assistance, and priority in permanent hiring are 

commitments employers can and do make in some demonstration programs for students who enter and/or 

complete postsecondary education or training. These are offered as inducements for studems to seek 

advanced training but are always contingent on students’ good performance during the high school years 

Several factors appear to determine the extent to which school-to-work programs adopt specific types 

of secondary-postsecondary linkages First, the better-defined the career focus of the program, the easier 

it is to develop and implement most forms of linkages. Such programs are able to identify local 

postsecondary education or training institutions that offer strong programs in the targeted occupation and 

to focus on developing one or a few relevant articulation agreements. Programs with a defined target 

occupation are more likely to have students learning job skills in vocational courses and at the work site, 
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making it more likely that firms see value in contimring to employ them after high schwl and offering them 

permanent positions atIer they earn postsecondary credentials. In contrast, programs with no career focus 

have little direction for negotiating articulation agreements; the general work experience opportunities 

provided by these programs are less likely to generate strong employer commitments and incentives. 

The type of occupation targeted by the program can also affect secondary-post-secondary linkages. 

Some entry-level jobs do not require postsecondary train&. For example, some manufacturing firms have 

permanent career-oriented positions that can be filled by trained high school graduates, who can then 

acquire advanced training as needed. Other manufacturing firms seek skilled tradespeople &o have 

advanced training and credentials, including journey person status. Similarly, many allied health positions 

require a year or two of postsecondaty training to receive industry certification. Labor needs of local 
\ 

employers have a significant influence on the occupational focus of the school-to-work programs and the 

likelihood that postsecondary education or training will be emphasized. 

Perhaps more important, the &mcte&ics of the students served by the programs determine whether 

and which link&ges are implemented. Programs with highly motivated and high-achieving students who 

enroll with plans to attend college may not need certain types of linkages or assistance (for example, help 

in completing application and financial aid forms). In contrast, disadvantaged students who might not 

otherwise have focused on college or apprenticeships immediately after high school need more ‘&sistance 

in making these transitions. 

Sorting out the relative effectiveness of different types of linkages is difficult, but some general 

patterns are evident, Although articulation agreements are an important part of some programs’ 

postsecondary component, their ability to motivate students to enter college or apprenticeships seems 

limited. Students sometimes appreciate the added benefit of the option to complete a postsecondary 

program in less time, as reported in the CraRsmanship 2000 and Middle Georgia Aerospace sites, but this 

benefit is not the primary reason students attend or plan to attend postsecondary institutions. In a few sites 
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with articulation agreements, students fail to take advantage of them. For example, until school year 1994- 

1995, no participant in the Seminole County/Siemens program had opted to take the proficiency test 

required for articulated college credit in electronics; that year, only a small proportion of students took the 

test. Students in programs with articulation agreements most often attend the designated postsecondary 

institution simply because it has been widely promoted as part of the program and because the students 

understand the value of advanced training. 

Transition support activities probably affect students, depending on their backgrounds. Disadvantaged 

students appear to benefit from the extra attention, guidance, encouragement, and followup about college 

applications, campus visits, and selections provided by program staff Particularly in programs such as 

ProTech, which inner-city students often enter with little career and educational direction, these types of 
\ 

individualized support activities can make a substantial difference in rates of postsecondary education 

transi&ons. These activities seem to have less effect on other types of students, who either enter the 

programs with postsecondary plans or adopt the programs’ postsecondary pathway for reasons other than 

campus visits’ and help with applications. 

Incentives provided by employers may well have the greatest impact on students. Students in several 

of the demonstration programs reported that help with postsecondary tuition was a primary reason for their 

enrollment in the program. Others, particularly those in programs with well-known, large ‘employers, 

indicated that permanent employment with these firms was one goal of participation. In a few programs, 

the promise of continuing in the program work-site placements influenced students’ ability to pay for 

college. In the Workforce LA Youth Academies, some previously at-risk students who remained in the 

program until high school graduation were so enthusiastic about their jobs with the city government that 

they agreed to enroll in local community college programs in order to keep those jobs. Because of the 

significant commitment of resources required, however, these types of employer incentives are unlikely 

to be available in most school-to-work programs that serve large numbers of students 
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2. Postsecondary Components Included in Program Models 

Implementing arrangements or activities that encourage students to pursue postsecondary education 

or training is quite diEerent t?om including a postsecondary component in the program model. The extent 

to which a school-to-work program can be considered to have a postsecondary component depends on 

which of the linkages are being implemented and how. Although all can affect postsecondary outcomes, 

some merely provide motivation and support, while others actually institutionalize a pathway from high 

school to college programs or registered apprenticeships. We might expect that programs with a formal 

postsecondary component would have greater success in promoting postsecondary educational transitions. 

A definition for a postsecondary component was formulated by the evaluation team on the basis of 

observation of the demonstration sites. To be characterized as having a postsecondary component, a 
\ 

school-to-work program should include secondary-postsecondary linkages as a routine part of core 

program activities--that is, they should be available to all or most program participants in a systematic 

manner instead of on an ad hoc basis. In addition, a combination of several types of linkages signal a 

formal postsecondary component: 

l Program-related workplace experience during the postsecondaty years--usually, a 
continuation of the earlier job 

l Ongoing contact by program staff with participants after high school graduation ’ 

l Articulation agreement 

According to this definition, 7 of the 15 demonstration grantees are viewed as having such a component. 

Not all of the demonstration programs might agree with this definition, however. As noted earlier, 

most of the demonstration grantees initially reported planning to include a postsecondary component. 

Some sites maintain that they are implementing this component, although their own definition is more 

limited. A few sites believe that, if participating employers occasionally hire graduating students for 

permanent employment, those students are still “in the program” and the program has a postsecondary 
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component. Under our definition, this would be an important and positive program outcome but would 

not, by itself, constitute a postsecondary component. Other sites report the existence of articulation 

agreements (related or unrelated to the program’s target occupation) as proof of a postsecondary feature, 

despite the lack of knowledge and/or use of these agreements by demonstration participants. 

C. STUDENTS’ POSTSECONDARY OUTCOMES 

The documented post-secondary outcomes of demonstration participants provide one indicator of the 

effectiveness of ~postsecondary components and other linkages. These outcomes cannot be examined in 
I 

all sites, however. Some programs began enrolling participants too recently to be able to observe 

postsecondary transitions. Some did not provide outcome data However, for most of the demonstration 

programs that enrolled a cohort of students in faU 1992, we can assess the extent to which participants who 

completed their senior year in the program were employed after high school and entered or planned to enter 

college/advanced training.’ 

In most programs, most of the participants who completed their senior year planned to continue their 

education or training beyond high school, regardless of whether the school-to-work programs themselves 

had postsecondary education components. As shown in Table VI.2, the number of seniors who planned 

to enter college or training was more than 80 percent in many programs--ProTech Health Care; Rockford 

ISBE, Manufacturing Technology Partnership (MTP), Lycoming and Montgomery PYAPs, and Toledo 

Private Industry Council--and 50 percent or higher in all but two of the programs--York PYAP and 

Seminole County/Siemens. Relatively high rates of postsecondary education or training occurred even in 

sites that have no postsecondary component, including two of the PYAPs and the Gwinnett Youth 

Apprenticeship Program. Most (but not ah) of the sites compare favorably with the national average; more 

than 60 percent of high school graduates attend a postsecondary institution within two years (National 

‘All participants who completed senior year in the school-to-work programs graduated from high 
school. 
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TABLE VI.2 

OUTCOMES FOR STUDENTS WHO COMPLETED SENIOR YEAR M THE PROGRAM 
(Fall 1992tohorl). 

Pcnx,,tage of Studmls: 

Employed Alla Hi 

Program Has Post- Ente,edPlanncd to In Pmgram 
Number of Senior High-School Enter College or WottSitc 

Grantee NameProject Name C0mpkWS Component Training TOW P-t 

ProTech Health Care’ 38 YCS 91.4 97.4 92.1 

CraRsmanship 2000 14 Yes 71.4 78.6 78.6 

Gwinnen Youth Apprenticeship Program’ 38 NO 65.8 23.7 0.0 

Rockford ISBE IO YCS 80.0 40.0 40.0 

Chicago ISBE 20 NO 55.0 80.0 5.0 

Manufacturing Technology Partnership 40 Yes 85.3 92.7 92.7 

Pennsylvania Youth Apprenticeship Program 
Lywming II NO W.9 9.1 9.1 
Montgomery I4 NO loc.0 85.7 64.3 
Philadelphia 8 NO 62.5 75.0 75.0 
Pittsburgh 2 NO 50.0 100.0 loo.0 
York I5 NO 33.3 66.7 40.0 

Seminole CauntylSiemens II YCS 45.5 90.9 36.4 

Toledo Private Indust Council’ II NO 72.7 90.9 72.7 

SOURCE: School-to-Work Transition Demonstration Database maintained by Mathemalica Policy R-h. Inc. 

NOTE The percentages can sum to more than 100, because some Jtodcnts cootinoed both their schooling md ~mplojmmt 

‘Fall 1991 cohort data arc reported for ProTech Health Care, and fall 1993 data are reported for the Gwinnsn Youth ApprmtiEcship Prosram and Toledo Private 



Center for Education Statistics 1992). Since most of the demonstration participants’ transitions were 

observed only within a year of graduation, however, proportions in some sites may exceed the national 

average after an additional year. 

Differences in the rates of postsecondary education transitions are probably due mostly to the 

characteristics of participating students, but program features such as secondary-postsecondary linkages 

are inextricably related to the types of students. For example, some of the programs ,&rat enroll 

disadvantaged students (Chicago ISBE and Philadelphia PYAP) have low percentages of students entering 

college/advanced training. These programs have low entry standards; they also do not have postsecondary 

components, possibly because of concerns about the level of preparedness of student participants. These 

programs, as well as the Seminole County/Siemens and Toledo Private Industry Council sites, enroll 

primarily vocational students, who generally do not pursue postsecondary credentials at the &me rate as 

other groups of students. In contrast most of the other sites recruit across a broader and more,advantaged 

pool of students. Although both the Seminole County/Siemens and the Toledo Private Industry Council 

programs ostensibly select high-achieving students from the vocational pool, the Siemens program was 

less able to do so. Program features can compensate for or support lower-achieving students, For 

example, h4TP heavily promotes its postsecondary education component and, for the fall 1992 cohort, 

arranged to have the community college partners pay for participants’ tuition. The high rates of 

postsecondary education entries observed in ProTech, in contrast to much lower rates for Boston students 

in general, are undoubtedly related both to the strong transition assistance provided by program staff Andy 

the fact that the senior completers are a relatively select group of students. 

The demonstration programs also experienced relatively high rates of post-high-school employment. 

In most of the programs, many senior participants (including those who were planning to attend college 

or training) were in jobs after graduation. Employment rates in several sites are high, relative to the 

national average. About half of all high school graduates enroll in postsecondary institutions within six 
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months of graduation, and more than 60 percent of graduates not enrolled in postsecondary institutions 

are working full- or part-time (National Center for Education Statistics 1992). 

In many sites (ProTech, Craftrmanship 2000, Bockford ISBE, and Ml?), employment opportunities 

were continuations of the programs’ work-site placement and were part of the program model design. 

For example, 97 percent of the seniors in ProTech Health Care continued with both their education and 

their jobs, and most of the jobs (92 of the 97 percent) were positions with participating employers. Only 

in the Chicago ISBE and Seminole County/Siemens programs did substantial numbers of students work 

for new employers. One measure of the relative success of the PYAP sites is the high proportion of 

students who were employed by their sponsor firm after high school; none of the sites requires employers 

to maintain students in positions after senior year, but many firms hired students for permanent positions. 
\ 

D. ISSUES AFFECTING THE DEVELOPMENT OF SECONDARY-POSTSECONDARY 
LINKAGES 

Promoting successful postsecondary transitions is a goal of most of the demonstration programs. 

However, they vary in the types of outcomes emphasized and the activities implemented to help students 

achieve these outcomes. The demonstration experience suggests several lessons about the important issues 

that can foster or impede effective development of secondary-postsecondary linkages: 

l Jobp&cement assistance is no; likety to be a priority for school-to-work implementation 
The demonstration programs have not emphasized this component, and there are several 
reasons why these and other school-to-work initiatives are unlikely to do so. First, most 
program resources are devoted to ensuring that the basic and earlier components are 
implemented as fully as possible. Second, some sites consider transition to and completion 
of postsecondary education or training as the primary program objective, so finding students 
part-time jobs to complement college-going is a more minor concern. Third, some program 
staff members may believe that a program-centered job placement system would duplicate 
existing services to which the students already have access, such as placement services at the 
vocational schools and the community colleges. Finally, many programs believe that 
students’ experiences in the program provide them with advantages in the job market, 
reducing or eliminating a need for extra job-seeking assistance. 

l The types of seconday-postsecondary linkages adopted dependprimarily on the target 
occupation and the characteristics of participants. Three types of linkages promote 
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postsecondary transitions: (1) institutional; (2) motivationabsupportive; and (3) incentive- 
oriented. The better-defined the career focus of the program, the easier it is to develop and 
implement most forms of linkages. Moreover, the type of occupation targeted by the program 
can also affect implementation of secondary-postsecondary linkages. Some entry-level jobs 
do not require postsecondary training, for example. Perhaps more important, the 
charactetics of students served by the programs determine whether and which linkages are 
implemented Programs with highly motivated and high-achieving students who enroll with 
plans to attend college may not need certain types of linkages or assistance. On the other 
hand, disadvantaged students who might not otherwise focus on college or apprenticeships 
immediately after high schwl need more assistance in making these transitions. 

. Employer in& have a rehttive& strong influence on students’ postsecond~plans. 
Commitment by empkiyers that guarantee contimiation in the program work-site placement, 
postsecondary tuition assistance, and priority in permanent hiring after postsecondary program 
completion seem to be strong factors in students’ decisions both to enroll in school-to-work 
programs and to enter and complete relevant postsecondary education or training. In contrast, 
articulation agreements appear to have less effect on students’ postsewndary plans. Both 
types of linkages may be challenging to implement in an expanded school-to-work system, 
because developing them is likely to require defmition of a relatively narrow target occupation 
or set of occupations. \ 

l Understanding ofpmgmtn features that constitute a “pOstsecondnry component” v&s. 
’ Implementing arrangements or activities that encourage students to pursue postsecondary 

education or training is quite different from including a postsecondary component in the 
program model. School-to-work programs define a postsewndaty component in different 
ways. In some programs, the designated activities are a routine part of core program 
activi!ies; in others, they are only ad hoc. For example, the hiring of a student by a program 
employer is viewed in some programs as evidence of a postsecondary component rather than 
as a program outcome. 
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VII. GUIDING, COUNSELING, AND SUPPORTING 
SCHOOL-TO-WORK PARTICIPANTS 

Career guidance and other forms of counseling and support have increasingly become important 

components of school-to-work initiatives. During the initial stages of the demonstration, this element 

received relatively less attention from federal officials and practitioners than did other school- and work- 

based components. The demon&an cm pmgrams were not expected to implement broad systems of career 

exposure and stipport for smdents, as is promoted by the new school-to-work legislation, but rather to 

implement stand-alone, skill-intensive programs beginning in 1 lth grade. Most of the demonstration 

pmgram models expect participants to have already selected a career goal and to make choices that affect 

their high school courses and possibly their postsecondary edtrcation options. In many of the sites;students 

mustmakeareal commitment to the pmgram and (dxomtically) to the target occupation, because they are 

asked to attend a school facility other than their own, give up after-school activities, maintain a certain 

grade point average (GPA), and take more-challenging courses. However, program experiences with 

high rates of student dropout and other policy concerns indicated that, to be successful in a youth 

apprenticeship program, many students need career guidance and other forms of counseling during 

participation in (and even before entering) such a program. These program experiences ultimamly led to 

a higher priority for this component in the School-to-Work Opportunities Act (STWOA). 

In this chapter, we examine the circumstances under which the demonstration programs offered 

students guidance and support to help them make these choices, stay motivated, and strive for success. 

We discuss counseling on career issues (Section A), academic achievement (Section B), and personal 

problems (Section C). In Section D, we outline the salient issues’relating to implementation of guidance 

and support activities. 
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A. HELPING STUDENTS MAKE CAREER CHOICES 

Although a school-to-work system ideally helps students identity and prepare for a career, school-to- 

work programs, particularly youth apprenticeship programs, are more likely to emphasize career 

preparation than broad career exposure. Most school-to-work programs prepare students for a particular 

occupation or career. Program planners implicitly assume that students have already made career 

selections when they decide to enroll in a specific program. Thus, many school-to-work ;programs, 

including those in the demonstmtion, do not incorporate a well-defined career development component into 

program activities, nor do they have one that serves only a narrow occupational cluster. ( 

Ah school-to-work programs provide some career development opportunities. Exposing students 

to even one occupation at a work site and providing some occupation-specific examples in school-based 

learning activities can help students determine if that occupation is appropriate for them. ‘;v’ocational 

co&s can play a similar role in giving students some exposure to the types of skills and environments 

connected to particular occupations, Even students who exit a program because of lack of interest in the 

career have benefited because they have learned what they do noz want to do. Moreover, many of the 

demonstration programs encourage employers to let students visit or work in several departments or shops 

within the firm In the Manufacturing Technology Parmership (MTP) program, for example, students in 

training at General Motors (GM) rotate through mentors with different specialties (welding, blueprint 

reading, design). In the ProTech programs, students tour and observe diverse departments (for example, 

medical records and a microbiology lab) before being assigned to a particular job. These exposure 

activities are most often distributed over a relatively limited set of departments or occupations, however, 

instead of over a range of different career areas. 

Many school-to-work planners count on the availability of career development activities or information 

sessions before or outside of the school-to-work program. Schools participating in some of the 

demonstration programs provided career counseling or limited exposure activities in middle school or early 
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high school years to help students begin to identify occupational interests. Many of the schools conduct 

career days, invite guest speakers from the business community, or have students complete interest 

inventories and ability assessments. Through Tech-Prep initiatives and the introduction of applied 

academics, schools include some classes on employability skills--including writing resumes and 

interviewing techniques--and may provide limited information on options in broadly defined target 

occupations. 

These early career guidance activities were not always succes&l in helping students select and follow 

a real occupational interest. In focus group discussions, most students indicated that they had little prior 

knowledge of the programs’ target occupation and/or aspirations to careers in different fields when they 

applied. Although some students also reported being “tumed on” to the target occupation through 
\ 

participation in the program (or at least to having increasing interest in that occupation), students did not 

always’ perceive entry into one of the demonstration programs as a commitment to a career pathway. 

The lack of or limited career development experiences prior to entry into a school-to-work program 

can have negative consequences for the program and for the students. Many of the demonstration 

programs experienced high rates of dropping out in the early years of operation due to students’ lack of 

interest in the target occupation. Employer partners in many programs report participating in order to 

expand the pool of qualified entry-level workers in their industry. Programs with a 2 + 2 design often 

request that employer partners pledge to provide work-based learning for the full four years. When 

students abandon the program for lack of interest in the occupation, employers lose their initial training 

[ 
investment. Ifthis happens on a consistent basis, participating employers may be less enthusiastic about 

/ their commitment to the program, and recruitment of new employers may be more difficult. GM, for 

example, was concerned because more than one-third of its MTP youth apprentices were leaving the 

program to pursue engineering or other careers, instead of the skilled trades that were the focus of the 

program If opportunity costs are considered, student participants who are not interested in the target 



occupation may also be at a disadvantage; their time may have been more efficiently spent building skills 

and observing the workplace environment in occupational areas that more closely correspond to their 

interests, Effective career development activities prior to program entry have the potential to increase 

student retention in the target occupation, enhance employer satisfaction with tbe program, and improve 

more students’ career preparation. 

Without preprogram systematic career development activities, staff most commonly implemented two 

approaches to try to ensure program participants were at least better informed about the target occupation.’ 

First, several of the pmgrams--usually at employers’ request--added new screening activities that require 

students to demonstrate some knowkdge of and interest in the target occupation. Second, programs tried 

to provide more-detailed information about the target occupations during orientation sessions and in 
\ 

recruiting materials. For example, in its second year of operation, Craftsmanship 2000 began m include 

more exposure to the field of metalworking during an orientation at the Tulsa Technology Center. Parents 

and students were invited to tour the metalworking shop at the center, and teachers and industry 

representatives were available to answer questions. This approach was implemented specifically to 

overcome inaccurate perceptions and expectations about metalworking careers held by students and their 

parents the previous year and to improve participant retention rates. 

Some pmgrams and employers do feel their purpose is to provide students with more career exposure. 

Instead of expecting students to make a commitment to a patticubn career pathway, these inittanves are 

intended to or end up promoting general career exploration. Workplace experiences may be designed to 

improve general work readiness instead of occupational skills or specifically to allow students to sample 

careers in multiple fields 

The relative importance of students’ knowledge of and commitment to a school-to-work program’s 

target occupation may be affected by two factors: (I) the industrial sector targeted, and (2) the intensity 

‘Both of these strategies are described in more detail in Chapter II. 
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of the workplace experience. Among the demonstration programs preparing students for careers in the 

mules, employers are more likely to provide job-specific skills and expect students to take jobs with them 

or another employer in the industry. In contrast, programs targeted toward service sector careers are more 

likely to provide general or broad occupational skills and appear less focused on a postprogram return on 

their investment, The demonstration experience also suggests that employen providing paid workplace 

training and work experience over an extended period are more concerned about students’ connection to 

the industry and their prospects for hiring these students after program completion. Employers 

participating in programs in which students’ wages were subsidized or in which students’ workplace 

expesiences were unpaid and/or short-term seem less concerned about students’ eventual career direction. 

ProTech and Scripps Ranch High School are the only demonstration sites that focus some program 
\ 

resources on providing career guidance and counseling in an explicit and systematic manner. Special 

“college counselors” at the Boston Private Industry Council visit participating students at their schools 

toward the end of junior year to begin administering the Harrington-O’Shea Career Decision-Making 

System--a type of interest inventory. The counselors use information collected from the results of the 

inventory and discussions with students to help the students formulate career and postsecondary 

educational plans, including plans directed toward occupations outside the program’s focus., ProTech 

college counselors ensure that these career guidance activities (normally the jurisdiction of regular high 

school counselors) are undertaken by all program participants. The special attention to career deyelopment 

planning is probably one factor in the high rates of postsecondary entry among ProTech senior completers, 

compared with other seniors in the Boston school system, 

Scripps Ranch High School is implementing career development activities more broadly and in a 

manner similar to that pmmoted by the STWOA. Ah students in the high school participate in a half-hour 

advisory period four days each week, designed to focus on career and educational planning. Although the 

curricuhrm is evolving, special units throughout the year include interest inventories, as well as discussions 
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about the characteristics of career chrsters, setting occupational goals, and identifying and planning for the 

educationaJ requirement needed to meet these goals. In addition, all sophomores participate in a one-day 

job-shadowing experience, and teachers at the school are encouraged to schedule field trips and guest 

speakers independently to provide students with additional career exposure. Although students in focus 

group discussions reported that these activities were “fun” and “cool,” the extent to which they helped 

formulate career goals is unclear. 

Although broad career develqment and guidance may not systematically be included in most school- 

to-work programs, many programs provide informal, ad hoc counseling. Focus group discussmns with 

students and work-site supervisors indicate that both assigned job coaches and other co-workers discuss 

career options with students. Central program staff members and key teachers also counsel students when 
\ 

asked for advice. 

The demonsnation pmgrsms, to varying extents, also provided guidance on postsecondary educational 

planning. The ditferent strategies undertaken by the sites and the issues associated with them are discussed 

in Chapter VI.’ 

B. ENCOURAGING ACADEMIC ACHIEVEMENT 

Although program staff would report that promoting students’ academic success was important to 

them, this outcome was not a primary objective of all of the demonstration programs. Several of the 

programs were concerned mainly with performance in tbe vocational courses or at the work’site. Key 

academic teachers certainly exhorted students to strive for and maintain good grades, but only a few of the 

programs provided incentives and support to students to encourage strong academic performance. 

Some sites incorporated inducements for academic success into their program designs. Employer 

sponsors in the Craftsmanship 2000 pledged to give cash bonuses to students at the end of the year on the 

basis of their overall GPA; students receive $300 for a GPA between 2.5 and 3.0 and $600 for a GPA 

above 3.1 during the first two (secondary) years of the program and up to $1,000 for a high GPA during 
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the  postsecondary  years. Moreover, students whose grades fall are placed on probation and do not receive

the customary stipend until the semester after their grades have risen. ProTech students are required to

maintain a "C" average and 90-percent  attendance in school to stay in the program and keep their jobs.

Students in the Workforce LA Youth Academies-youths at risk of dropping out when they were

recruited--are eligible for promotions and pay increases every six months  only if they are making good

progress toward earning diploma credits and have good attendance at their home schools. For the most

part,  students participating  in focus group diccussions reported that these incentives did provide motivation

for them to pursue good grades.

A small number of demonstration programs also provide additional academic support to students

experiencing difficulties. The MTP,  Seminole County/Siemens, Craftsmanship 2000, and ProTech

programs gave students access to tutors, at least in the first year of operations. In MTP, mentors at GM

also function as tutors to help raise students’ basic skills.

Several factors may affect which demonstration programs focus on promoting academic progress.

First, programs that recruit economically or educationally disadvantaged students--as do ProTech

Workforce LA and (to some extent) MTP-are likely to be concerned about student achievement and seek

ways to prevent and address potential difficulties. Programs in which student enrollees are already

achieving good grades may feel less inclined to worry about or devote program resources to monitoring

and improving students’ school performance. Second, programs with postsecondary  components are also

likely to be attentive to students’ academic achievement in high school. Although poor achievement in high

school may not hinder acceptance into a postsecondary program (community colleges often do not require

a minimum high school GPA for enrollment),  it might affect students’ success in postsecondary education

or training. Encouraging strong performance in high school mitigates the potential for later academic

difficulties.
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C. ASSISTING WITH PERSONAL ISSUES 

m addition to help with identifying a career interest and maintaining academic achievement, students 

in school-to-work programs may need guidance in sorting out and dealing with other personal issues. 

Family, health, and social problems can interfere with students’ success in the program, and many schools 

are not equipped to provide adequate &stance. Some de monstdon programs tmdertake this task as part 

of the program model; others provide help on an ad hoc basis. 

Almost none of the programs had plans to offer students personal counseling and mediation in their 

initial program designs. In most of the programs, however, individual program staff members take on 

these roles to some extent, Key teachers, work-site supervisors, and program coordinators all counsel 

students on a variety of issues, including those of a personal nature. The program coordinator, if that 
\ 

person is accessible and highly visible, usually handles these responsibilities. In the OaklandWorks youth 

academies, for example, students often rely on the academy director--a teacher who usually teaches the 

lab course and leads field trips and otber special events. The academy directors have an academy “office,” 

often a space in the classroom where tbe lab courses take place. Students often spend their free time in 

the lab or in the academy office, working on special projects or talking with the academy director. 

A few programs 05ciaUy designate responsibility for the overall welfare and success of the students 

to a key staff member. The advisory period at Scripps Ranch High School, which functions ‘much like 

“homerwm,” was implemented partly to provide students with a specific teacher who would act as a kind 

of counselor--guiding students on career and educational planning issues and (informally) on personal 

issues. The ProTech counselors who oversee the high school programs and act as liaisons between the 

schools and the employers also function as counseling resources for students. In addition to monitoring 

students’ school and work-site performances-which provide signals to students’ overall well-being, the 

counselors may intercede in a family crisis, assist in finding child care for a new mother, or help locate an 

apartment for a student who can no longer live at home. 
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Supervisors and other colleagues at tbe work site provide another source of counseling and guidance 

for students, as described in Chapter IV. Focus group discussions with students and mentors indicate that, 

once students have an opportunity to build a rapport with their co-workers, there is often a willingness to 

have informal exchanges on a variety of issues. Students do not always turn first to assigned work-site 

mentors for counseling on personal issues. Often the assigned mentor does not work as closely with the 

students as other adult sta5 members do, and students rely on the staff members with whom they interact 

most o&n. A key factor in the extent to which work-site statf members provide advice and in the success 

of these interactions appears to be the length of time and frequency that students are at the work site. 

Students who spend more time at the work site have a higher likelihood of establishing a trusting 

relationship with their coworkers and have more opportunities for informal discussions. 
* 

The types of students participating in the school-to-work program also affect whether and how often 

students seek advice from school- or work-based program staff members. Students from disadvantaged 

backgrounds may be more likely to experience personal difficulties and to have fewer adults outside the 

program to ttnh to. Students in one Workforce LA focus group discussion reported that they believed their 

co-workers cared about them as much as or more than their families at home did--coworkers asked the 

students about school grades, helped with homework, drove them home from work on rainy days, held 

birthday parties for them, and listened to and helped with personal problems. These Los Angeles students 

reported that, for the first time, they were being treated with respect, and they felt they could rely on their 

mentors to provide support. 

The existence of a “homeroom” or designated office at school for tbe program appears to facilitate 

the requests for and provision of counseling on personal and other issues. These classroom offices provide 

space for student participants to “hang out” and opportunities to interact informally with program staff 

members, The 051~s are also convenient and private places for program directors or other statf members 

to meet with students for personal counseling. 
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D. ISSUES FOR DEVELOPMENT OF GUIDANCE AND COUNSELING 

The demonstration experience suggests several lessons about how school-to-work programs provide 

career development and other forms of guidance and support: 

l School&+workprograms that prepare students for a specific occupation are unlikely to 
provi& brood career deve~pment oc&ties aspart of theprogram modeL Staff members 
in these programs often assume that students have selected a career interest by their 
enrollment in the program. The programs assume that students have made this choice 
through career exposure activities before program enrollment, perhaps through participation 
in vocational courses. Unfortunately, comprehensive career development systems amnot 
currently in place in many schools. As a result, students who choose to enroll in a schwl-to- 
work program may have little knowledge about or connection to the occupation or industry 
that is the focus of the program 

l Many employers, particularly those in nonservice industries, want students to make a 
commitment to the target occupation Employer partners in many programs report 
participating in order to expand the pool of qualified entry-level workers in their industry. 
Programs with a 2 + 2 design often request that employer parmers pledge to provide work- 
based learning for tbe !%I four years; these employers often want some assurance of a return 

‘on their investment. Compared with employers in programs targeted to the service sector, 
employers preparing students for careers in the trades are more likely to provide job-specific 
skills and expect students to take jobs with them or another employer in the industry. 

l Career’ development artivines that help students make informed choices about a cdreer 
interest and school-to-workprogram may be key to theprogram’s success and longevi?y. 
Because of employers’ substantial training investment in participants in some school-to-work 
programs, the employers expect or at least hope that students will continue in the industry 
after high school and postsecondary education or training. When students abandon the 
program because of lack of interest in the occupation, employers lose their initial t&ring 
investment. If this happens on a consistent basis, participating employers may be’ less 
enthusiastic about their commitment to the program, and recruitment of new employersmay 
be more difficult. Thus, approaches to helping students select a school-to-work program that 
IS most appropriate for them can benefit the overall program, as well as individual students. 
Less-intensive workplace experiences--including job shadowing or work-site visits-- 
undertaken in the early years of high school, combined with school-based activities, can help 
mitigate mismatches between students’ real interests and the school-to-work program they 
choose. 

l Students with longer-term work-site experiences can often rely on mentors/supervisors 
for counseling on a v&e@ of &sues. Supervisors and other colleagues at the work site can 
be an important source of counseling and guidance for students. Whereas key teachers in a 
school-to-work program may instruct many students, work-site mentors often have 
responsibility for only one or two students. Focus group discussions with students and 
mentors indicated that, once students had an opportunity to build a rapport with their co- 
workers, there was a willingness to have informal exchanges on a variety of issues. Not 
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surprisingly, a key factor in the extent to which work-site staff members provided advice and 
in the success of these interactions appears to be the length of time and frequency that 
students are at the work site. Students who spend more time at the work site have a higher 
likelihood of establishing a trusting relationship with their co-workers and have more 
opportunities for informal discussions. 
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VIII. MAINTAINING THE COLLABORATION 

School-to-work initiatives attempt to create learning opportunities for students by forging new types 

of connections among high schools, employers, and postsecondary institutions. To begin buihhng these 

connections requires the inspiration and dedication of leaders within the participating organizations. To 

preserve the wllaboration requires a common vision of the goals and design of the school-to-work program 

model. In addition the partners must wmmit appropriate resources to develop and implement the program 

components agreed upon. I 

Thischapter examines the types of partners and resources that were mobilized by the demonstration 

programs. First, we describe the types of institutions that helped create, manage, and expand the 

demonstration programs, and how tbe mix of partners affected programs’ designs (Section A). Second, 

we re%ew how sites used their demonstration grants to support program implementation and some of the 

factors aEcting sites’ planning and operational costs (Section B). Third, we examine the extent to which 

the demonstration grantees are contimting their collaborations and the factors that affect the continuation 

of these partnerships (Section C). Finally, we identify the primary challenges and issues in maintaining 

the collaborations and tbe school-to-work programs (Section D). 

A. THE PARTNERS AND THEIR ROLES 

By definition, school-to-work programs involve collaborations of institutions and organitations. To 

create effective school- and work-based activities, it is necessary to obtain the support and active 

participation of both schools and employers. Other groups, such as business associations like the local 

chamber of wmmerce or private indusny council, may also be members of these collaborations. Members 

of the collaboration are likely to vary in their contribution of leadership, initiative, resources, and focus. 

The type and timing of their contributions can affect program designs. 
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I. Initiating the Demonstration Programs 

Without a set of initial sponsors, a school-to-work program cannot be created. The demonstration’s 

initial sponsors perfomred several important functions: They brought the key partners together, developed 

the outline of the design and secured the initial funding for the initiative. These early planning tasks were 

often time-consuming and offered only small financial rewards. Consequently, the organizations that 

provided the initial inspiration and momentum for the demonstration programs were driven hugely by the 

wmmitment of individual leaders within those institutions, 

The leadership required to get a school-to-work initiative off the ground came from a mtmber of 

sources (Table VJII. 1). Some of the initiatives were led by high schools or community colleges. Other 

programs were initiated by employers. In a few sites, a third-party organization (for example, a private 
\ 

industry council or chamber of commerce) provided the impetus and early planning efforts. : 

Nearly all of the institutions that helped initiate the demonstration programs continued to help guide 

the effort after startup. These original sponsors were usually represented on the committees that formally 

or informally governed the demonstration. However, the day-today administration and management of 

the demonstration was sometimes transferred from the original sponsors to another party. For example, 

in several sites, including the Manufacmring Technology Partnership (MIT’), employers helped initiate the 

program, but secondary or postsecondaty schools or local school districts subsequently took over 

administration. In sites such as Cra&manship 2000 and MechTech, Inc., a third party ori business 

organization took over administration of a program that was initiated by specific employers. 

Types of Sponsors and EITects on Program Design. The experience of the demonstration 

pmgrams suggests that the types of institutions that initiate a school-to-work initiative often have a lasting 

impact on the program’s design. In large part, this is because the identity of the lead institution can affect 

the initial and ongoing resources available to the program and, therefore, the set of opportunities and 
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TABLE VIILI 

LEAD PARTNERS AMONG SCHOOL-TO-WORWYOUTH APPRENTICESHIP DEMONSTRATIONS’ 

Granta NamdPmjcet Name 
Districti 

High Schwl Employers 

P&iIC 
Industry 
Council 

Chamber of 
Commcrcd 

Other Business St& 
O~gh&iO~ Agencies 

Boston Private Industry Council 
ProTech Health Care 
ProTech Financial Services 

X X X’ X 
X X X’ 

CraRsmsnship 2000 

Illinois State Bard of Education 
Chicago 
Rockfmd 

Gwinnen Youth Apprenticeship Program 

Manufaetwing Technology Partnership 

McchTech. Inc. 

Middk Gmrgia Acrospncc 

SUUSiDWW 

Pennsylvania Youth Apprenticeship Program 

OaklsndWorks 

Scripps Ranch High School 

Seminok CountylSiemens 

Toledo Private Industry Council 

Workforce LA Youth Academics 

‘Includes only the main partners. 

*Initiated demonstration. 

X X’ 

X’ 
X x* 

X’ 

X x* X X 

X X X 

X x* 

X X X’ 

X X 

X’ 

X’ X 

X X’ 

X X* 

X* X 

-~ 

x* 

X’ 
x* 

X’ 



challenges the school-to-work program encounters. This is seen most clearly when contrasting the 

experiences of the initiatives launched by schools with those of the business-led demonstrations. 

Most of the demonstration pmgrams initiated by schools emphasize school-based activities. Schwl- 

led initiatives have greater control over schwLbased resources such as teachers, guidance staff, and course 

schedulers. This administrative control simplifies the logistics of marketing the program to students, 

designing school-based activities, and scheduling these activities. However, school-led programs have 

more di5icuhy on their own marketing thetr trattattves to employers. Consequently, these programs usually 

develop fewer and less-intensive work-based activities. 

School-initiated programs are less likely than other programs to focus on a specific occupation or 

career. To obtain work-based activities for students, many school-initiated programs must be flexible 
\ 

about tbe types of industries in which students are placed. Schools often have to recruit a diverse array 

of firms and workplace positions for students, making it difficult for teachers to predict the trpes of skills 

or knowledge students will acquire at the work site. Instead of focusing on occupational skills training, 

the program’s work-based activities emphasize work readiness skills and some career exposure. 

In contrast employer-sponsored pmgmms emphasize work-based activities and job skill development 

in students’ overall experiences to a much greater extent than do school-led initiatives. Employers have 

a greater stake in these initiatives; when employers initiated school-to-work programs, they generally had 

substantial input into the program design and ensured that it met their needs and objectives, As a result, 

they were willing to make the investment of time and other resources to specify competency objectives, 

develop training plans, and pay students for longer-duration work experiences and skill training. The up- 

front commitment of firms in employer-initiated programs frequently led to written material and plans that 

provided a basis for interaction between teachers and employer staff members and helped to facilitate 

integration. 
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Number and Type of Employers and Effects on Program Design. The number and type of 

employers sponsoring a school-to-work program also affect the program model in several ways. When 

a single employer sponsored the initiative, that employer could exercise a great deal of control over the 

student selection criteria and the programs’ skills objectives. Although the individual employers 

sponsoring these programs succeeded in shaping the demonstration to address their own labor market 

needs, this does not necessarily mean that program activities focus on narrow firm-specific technical skills 

at the expense of more general skills. For example, Siemens’ work-based instruction emphasizes a wide 

variety of skills needed throughout the metalworking industry. This comprehensive training suategy is 

consistent with the German-based corporation’s tradition of developing broadly trained flexible employees 

who are capable of being reassigned to a wide number of different functions. The main interest of General 
\ 

Motors (GM) in sponsoring m was to recruit female and minority high school graduates for its adult 

apprenticeships in several technical occupations. After assessing the skills of the participants, the GM and 

technical school staff realized that in order to pass the apprenticeship program’s entrance exam, the 

participants’ basic skills would need to be strengthened. This led to a program design that emphasizes 

basic skill instruction. 

In contrast, when a group of firms sponsored the initiative, the parties had to negotiate a set of skill 

objectives and student screening criteria that were attractive to most of the parmers. This sometimes led 

to the broadening of school- and work-based instruction. For example, the employers sponsoring 

Craftsmanship 2000 spent much time trying to define competency objectives that addressed the skill needs 

of all of the firms. 

The type of industry sponsoring the initiative can also affect the program design. For example, many 

of the manufacturing firms that participated in the demonstration were experiencing labor shortages in 

some occupations that trained high schwl graduates could fill. As a result, most of the programs 

sponsored by manufacturing firms nied to provide some occupation-specific training so that students could 
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have the option of accepting a permanent job alter they graduated Most of the labor shortages experienced 

by participating health employers, however, were in fields that required postsecondary education and 

certification. This made it somewhat less likely that high school students participating in health-related 

school-to-work programs would obtain a permanent job in one of the health institutions that sponsored 

work-based activities. Consequently, most of tbe health-related work-based activities were designed to 

increase students’ interest in and preparation for health-related postsecondaty programs. : 

2. Maintaining Organizational Links 

After partners have been identified and commitment sought, these partners must work together and 

communicate with each other in order to plan and implement a school-to-work program. They need to 

focuson ways to keep the wllaboration going. Although good interaction during the initiation and planning 

phases can go a long way toward making a pmgram successful, those that seem most effective consistently 

work to maintain a sense of cohesion and ongoing input into decision making from all groups. 

Supportive Governance Structures. Boards or committees that bring together representatives of 

the partners help to develop a group identity and facilitate communication. These evolved formally or 

informally at many of the demonstration sites. ProTech, for example, has monthly executive committee 

meetings for each occupational program, at which all employer representatives, project coordinators, and 

other central staff members discuss program development and the progress of individual students. The 

Chicago ISBE program has an advisory board that meets monthly and includes employers and school staff 

members. Although not originally specified in the program design, GM mentors in the MTP meet every 

two weeks with school staff members from the vocational center to work on curriculum integration and 

share information on students. In contrast, programs with less emphasis on curriculum changes and 

integration of school- and work-based learning often lack a policy-making committee or regularly 

scheduled meetings of the partners. 
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Responsibility for Key Connecting Activities. Some activities that potentially involve both school 

and employer parmers--now formally termed “connecting activities” under the School-to-Work 

Opportunities Act (STWOA)--are necessary during the planning and implementation phases. These 

wnnecting activities include recruiting and screening students, recruiting employers, developing~curricula 

and training plans, traimng staff, and cwrdinating the entire initiative. Program managers had to be 

creative when they searched for s&members to perform these tasks, since the new responsibiltties often 

called for wnmbutions tbat went beyond the ususl fun&ms performed previously by school and employer 

personnel. I 

The organization that initiated the school-to-work program usually performs some of the key 

connecting activities. Jn some cases, the tasks are taken on or allocated to a single partner; in others, the 
\ 

responsibiities are shared by more than one partner (Table VIU.2). For example, administration often is 

the responsibility of one ins&tion, while more specific activities (such as leading curriculum development 

or organizing staff development) are performed by other entities. 

Programsin which primary wnnecting tasks are designated to a third-party partner are those with the 

strongest such connections. Schools and employers are interested in ensuring their own components are 

well implemented, but each has difficulty allocating resources to extend the institution’s responsibilities 

into the other domain, However, there are some examples of such extensions. Several of the’programs 

are implementing an enhanced cooperative education model that involves school stafFin monitoring student 

work-site activities. These activities often are not performed as frequently or with as much attention as 

desired by program staff, however. Staff members are pulled in other directions and commitment to these 

linkages is not st&iciently strong. In contrast, third-party organizations, particularly those that have been 

involved previously with both schools and employers, are able to devote both the resources and attention, 

to these activities. 
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TABLE “111.2 

RESPONS,B,L,TY FOR CONNECT,NG ACT,“,T,ES AMONG SCHWLTO-WORK PART?JERSHIPS 

Grantee NamciPmjcd Name 
Cwrdim(e S&ml and Provide Central Program SlaR 

School C”mic”la Wwk-Sile A&ilk shdcllls Employ= Wak-Site Advitia and Adminiddivc Suppad 

Private lcdustry Ccmcil P,ivatc ,nd”Ny Council 

chamhu of cm”mNca, 
CZOOO Cmpmlim ( 

donate time OfN. 
‘0ym 

3 
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Sdwol~ 
c-unity colkge 

NI 

School district N, 

Lead s&ol Employer, six&, unicm 

C-unity college NI 

P-W 
technical ~hools 

NI 

Busincsr arganizalioq school Bwinar mganiulion 

SChWls 

sdlml didrid 

N, 

S&al disk4 

schao, 

School distritrid 

Private ,“d” 
“r 

Council. 
rhws 

Schm, diNid 

N, 

NI 

N, 

Badon Private lndwtry Council schwls, 
CO”lrSiOI 

““!%a3 lead 

Schwls 

Schcds 

Lad sciiool’ 

Lead school 

Schm4 
CmploYar 

““pYy 

SCilDOlS 

Schwl. 
=“P’od 

Smml 

SChOOlS 

School disbiti 

by&Y2 

Emp’oym 

EmploY- 

Employna 

ccirzZ;31, 

‘+“P’~ycn 

EnploY-- 

B4lkc.m ~~ 
aeniuri- 
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iigtTi2a 
L7rgmidio” 

Employcn 

EnplY- 
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PliVdd 
C0”WiS-h” 

&T 

s% 
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sdmd 

Private industry Council 
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do%, 
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wuinar 
agmliutial 

Rw* 

Sdlwldarid 

ChunbaOf 
-CC 

E”p’g$- 

Craflsm~ip 2000 c*ootl chIpMaliGn 

Sch”ols, 
cwnmunity mlkgc 

Gwinn~ Youth +mtiarhip 
Ro*am 

N, 

schaols, employa, “nial Manufacturing Technology 
Patncrship 

-4 
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z 

a 
SdWOl 

s 

SdKvb 

sdd 

ii McchTcQ Inc C-unity cvllcgc 

L~l¶ 

Buaincsr organimlion 

Middle Omrgia Anospacc 

Pe’emkmia Youth Apprenticeship 

OakldWmks 

Scripps Ranch High S&ml 

SdlC& 

S&d d&id 

Sdl”Ol 

N, 

Toledo Private Industry Council Privdc ldu “r Council, 
schehoas 

Schooldbicr Worldorce LA Youth Academia 

‘Home school curriculum “,,a,kkd by program. 

“,Mf-hour advisory period amic”l”m afkded only, 

NI = not impl-ted. 



Several sites were creative in forming or contracting with independent organizations (third parties)

to help provide key connecting activities for the school-to-work programs. These third parties were

included as program partners primarily to assume responsibility for payment of student wages and for

liability at the  work site. Participating employers view these organizations as a way of better coordinating

student payments when multiple firms are involved and of protecting themselves from the complications

of litigation and other potential liability issues. For Craftsmanship  2000 and MechTech,  Inc., new

nonprofit corporations were created specifically for the school-to-work initiatives, and partner firms gave

the new organizations overall program administration tasks, as well as wage payments. Partners in the

Rockford  ISBE  program contract with a temporary personnel agency to pay student wages. In all of these

sites, having a third party responsible for this task has worked reasonably well.

Making Use of Third  Party Organizations. In many programs, a third party (for example,  private

industry  council, chamber of commerce, regional business group) performs the connect&activities.

These third parties play hreee  valuable roles in maintaining the school-to-work partnerships and in program

development, First,  most of the third-patty institutions involved in the demonstration are familiar with the

environments,  terminology, and pressures confronting the other partners. These neutral organizations are

therefore in a good position to balance the influence of schools and employers and  to bridge the cultural

gaps that exist between these partners; they facilitate communications, mediate disagreements, and help

the other  partners appreciate each others’ perspectives. Second, third-party groups often have particular,

essential expertise that the school and employer partners do not have. Finally, third-party partners are often

active in securing other funding for the school-to-work programs. Chambers of commerce and private

industry councils can sometimes donate funding to the programs for special purposes.  Alternatively, many

have access to experienced grant writers and have been successful in obtaining grants from foundations

or individual employers to support the school-to-work initiative.
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Policymakers and practitioners have recognized the value of the roles played by these organizations. 

While demonsnation grantees were required only to include schools and employers in their collaborations, 

local partnerships funded under the STWOA are required to include third-party organizations as essential 

members. 

3. Expanding the Collaboration 

Most of the school-to-work programs sought to expand their program operations and, therefore, their 

partnerships. The demonstration sites wanted to increase the scale of program participation for several 

reasons. First, the partners hoped to increase the number of students who benefited from their program’s 

educational innovations. Second, many programs wanted to become less dependent on special timding. 

By spreading the costs of program coordination and curricuhtm development over a larger,number of 

studen,ts, they hoped to reduce their per-student costs. A third reason developed during the demonstration 

period; federal school-to-work policy was shifting away from endorsing the types of add-on, small-scale 

programs represented by the demonstration grantees and toward broader systems that could expose greater 

numbers of students to school-to-work activities. 

To attract and accommodate additional students, the programs attempted to expand their partnerships 

in two ways. Both often required program staRto seek additional employer partners. : 

First several programs reached out to additional schools or school districts. In some cases, like the 

Middle Georgia Aerospace site, the expansion was in the program design--that is, it was intended for the 

program to be implemented initially as a pilot and then to be adopted in other schools in the districts. In 

other cases, such as the Seminole County/Siemens program, extension to other schools was made to 

broaden the pool of applicants. Many programs found it difficult to recruit enough students interested in 

the target career within a single school or even several schools. 

The second expansion approach which many of the sites adopted, is to add new programs that target 

different occupations. Because enrollment was limited to some extent by the fixed number of students 
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interested in the original career area, some sites chose to offer new occupational programs within the same 

set of schools as a way of attracting more students. Others, including ProTech and Craftsmanship 2000, 

began new programs at schwls that do not offer the original program in order to expand the program 

model to a greater number of schwls.’ The most common new school-to-work program the demonstration 

grantees added focuses on health care occupations. MechTech, Inc. added a printing focus in addition to 

its original metalworking program. 

The two approaches to expansion had different levels of complexity. Adding schools sometimes 

meant that features of the program had to be modified (for example, not all schwls could cluster students 

in key courses), However, competency objectives, basic curriculum units, scheduled special events, and 

(most important) the types of employers recruited could remain the same as when the program was run 
\ 

on a smaller scale. This strategy allowed programs to spread certain planning and fixed program costs 

over a’greater number of students, helping them to serve more students and lower unit costs. 

Adding occupations was clearly more difficult. The sites had to undertake essentially the same level 

of effort as had been put into the development of the original program, including identifying appropriate 

schools and employers, defining program goals, and developing new curricula. The sites benefited from 

their earlier experience planning and implementing a program model; therefore, not all costs were 

duplicated the second time. However, they still invested substantial resources in developing the new 

programs. Thus, the per-student costs of the site programs often are unlikely to have decreased 

significantly, although the sites are able to serve more students. 

Most of the demonstration sites have already expanded and others intend to do so. The new schwl-to- 

work systems promoted by the STWOA will encourage grantees to add bofh schools and occupations in 

order to serve broader numbers and types of students. 

‘Two schools participating in ProTech offer both Healtb Care and Financial Services 
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B. ASSEMBLING RESOURCES 

New initiatives or programs need to mobilize staff and other resources to develop and implement 

activities. These resources may come from the sponsors of the initiative, other partners playing important 

roles in its implementation, or from external sources with interest in its development. The amount of 

resources required and the cost of the new activities depend on the complexity of the model, the number 

of individuals served, and how different the initiative is from what existed previously (an ;important 

consideration). 

To plan and implement school-*work programs, the demonstration sites are relying on the msources 

of several organizations, including the grants provided by the U.S. Department of Labor (DOL). This 

section presents information gathered during site visits about the use of DOL funds and the overall costs 

of each program. Where available, we provide estimates of the total resources used in pIarming and 

implementing a school-to-work program. Information on total resources is incomplete for some sites 

because it was difticuh for site staff to separate the resources used in school-to-work programs from total 

school or firm expenditures. At some sites, we were unable to interview individuals from each 

participating organization who knew about expenditures made or resources used for the program. 

Nevertheless, the information presented here suggests the types and magnitude of resources needed to plan 

and implement school-to-work programs. Information about how grantees used the DOL funds and the 

costs of their programs can be useful indicators of the likely longevity of the programs they are 

implementing, 

1. Use of DOL Grant Funds 

The DOL grants provided important (although not always vital) support to the school-to-work 

programs. The demonstration sites received grants that, in total, ranged from more than $1 million for the 

1990 grantees to $250,000 for the 1992 grantees (Table VIII.3). For five grantees, the DOL funds 

provided the impetus and main support for development of their school-to-work programs, particularly 
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during the planning stage (Boston Private Industry Council, MechTech, Inc., Sears/Davea, Toledo Private 

Industry Council, and to a lesser extent, the Pennsylvania Youth Apprenticeship Program [PYAP]).’ 

Because each of these grantees is a third party (that is, neither a school system nor an employer), it is not 

surprising that an external grant was particularly important to the development of their programs. 

The remaining sites indicated that the DOL grant strengthened an existing effort to develop a schwl- 

to-work program. In several sites--Craftsmanship 2000, the Illinois State Board of Education (ISBE) 

Rockford site, MTP, Middle Georgia Aerospace, and Seminole County/Siemens--an employer or set of 

employers had identified a need for better-trained entry-level workers and had already started phtnning a 

youth apprenticeship program Jn other sites--OaklandWorks, Gwinnett Youth Apprenticeship, Scripps 

Ranch High School, and Workforce LA Youth Academies--the schwl system applied for the school-to- 

work grant to enhance and support an existing program. 

hi most sites, the grants have been used by staiT engaged in planning the programs and s&members 

who direct and coordinate program operations after they begin. Programs in the planning stage will 

naturally use grant funds to support this effort. Operational programs need funds to support activities, such 

as coordination of school and work-site experiences, that would not typically be paid for by a school budget 

or employer. 

In addition to supporting program pkuming and coordination, the grant funds were also used to 

support a variety of activities that stretch the capacities of existing school and employer budgets. For 

example, several sites used grant funds to support curriculum development or pay for teacher workshops 

on implementing a specific curriculum. Other programs used grants to pay for release time for teachers 

to Msit work sites. Several sites used their funds to purchase special supplies or upgrade equipment. A 

few programs used some grant money to offset costs borne by employers. For example, the MTP site 

‘The concept for the PYAP program was developed by the state; some program planning had begun 
before the DOL grant solicitation was announced. The program design was not formalized, however, until 
the site applied for the grant. Planning accelerated after the grant was received. 
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provided some funds to set up the training facility at GM and to give new employers some funds for 

program startup. The Seminole County/Siemens program used part of its grant to help pay for instructors, 

training supplies, and rent at the Siemens training center. 

GveraU, most grant funds were used to support connecting activities. StaE members responsible for 

central administration were most often the liaisons between employers and schools, were responsible for 

recruiting new employers, participated in the assignment of students to workplaces, and monitored student 

progress. Not aU of the organizations using the grants for central administration engaged in these activities 

extensively or were cost-effective in their use of funds, however. A few sites made only small changes 

to preexisting activities or services available to students or served only a very small number of students 

over the grant period. 

By spring 1995, the time of the last evaluation site visit, all of the demonstration grants had expired. 

Grants made to most sites ended in winter 1994. A few sites that had not spent the entire grant amount 

by that time requested an extension through spring or fall 1994. We discuss the extent to which the 

termination of these special funds affected the demonstration programs in Section C. 

2. Planning Costs 

Planning school-to-work programs can be a lengthy, time-consuming process that imposes substantial 

costs on schools, employers, and third parties. Primary activities include developing new curricula, 

designing and seeking partner consensus on the school- and work-based components, and training staff 

members to implement these components Although these are generally start-up resource costs that 

precede enrollment of students, program staff cannot always easily separate them from ongoing program 

costs 

The experiences of four sites illustrate the potential magnitude of school:to-work program planning 

costs: 
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1. The MTP program in Flint was developed jointly by staff from the local GM plant, United 
Auto Workers (UAW) Local 659, and the area vocational school. Staff from the program 
estimated that the GM training manager devoted 50 to 80 percent of bis time during one year 
to planning the program; the personnel director spent about 40 percent of his time during this 
period. The UAW representative devoted about 20 to 25 percent of his time to the planning 
phase. StaRfrom the vocational school became involved with the program parhvay through 
the year and spent about seven months planning. During this time, two schwl staff members 
spent 90 to 100 percent of their time in planning; the principal devoted about 20 percent time. 
Two teachers also worked half-time during the summer developing the curricuhnn. 

2. The Seminole CountyLSiemens project was developed jointly by Siemens s&and stafT from 
the Seminole Cowty schwls. Estimates of the time spent by schwl staff during the six 
months of planning include 25 percent of the county vocational education director’s labor 
hours and a similar proportion of the principal of the main high school involved in the 
program. An aggregate total of about 25 percent time was spent by other schwl staff 
members Although we were unable to obtain precise estimates of planning costs from 
Siemens staff members, their planning activities included designing and overseeing the 
construction of the training center and matching the work-site curriculum to the schwl’s 
vocational curridum-all of which required substantial stafT and material resources. 

3. The Craftsmanship 2000 program in Tulsa was developed jointly by the chamber of 
commerce, local industry, and public and vocational schwl districts. Planning took about two 

’ years. According to staff, total planning expenditures were $75,000 to $100,000.’ This 
amount does not inchtde an additional $20,000 that was spent to tram mentors or the cost of 
the mentors’ time. Also unaccounted for in the estimate are the costs of about 2,000 hours 
devoted by industry representatives to curriculum development and the in-kind contribution 
of a curriculum developer for two years by Tulsa Technology Center. 

4. Although ProTech Health Care spent about $400,000 on program planning and curricuhnn 
development in its first year, staff members of the Boston Private Industry Council reported 
that, on the basis of their experience in developing the program, estimated costs for a year of 
planning should be about $275,000 for a similar program involving three schools. This cost 
includes a full-time project director for a year, and three project cwrdinators and an 
administrative assistant for six months. The estimated total also includes the cost of 
cuniculum development. The difference between actual and projected planning costs is due 
to a major shit? in partners and responsibility for curriculum development made duritig the 
start-up phase that resulted in unexpected expenditures. 

3. Program Costs 

AtIer the initial planning phase, most school-to-work programs incur ongoing implementation costs. 

Programs expend resources on (1) linkages between schwl and workplace activities, ongoing program 

development, and other connecting activities; (2) in-school instruction; and (3) workplace activities. 
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The cost of coordinanng and linking schwl and workplace activities is a significant portion of schwl- 

to-work program expenditures. These expenditures include costs associated with overall program 

administration, as well as costs for release time for teachers to visit work sites and link schwl curricula 

to work-site activities. Unlike the cost of school instruction these expenditures would not generally be 

incurred in the absence of a schwl-to-work program and represent additional costs required to operate 

these programs3 In some demonstration sites, these costs are borne entirely by the school district; in 

others, they are borne in varying degrees by third patties, In a few sites, these linkage activities are not a 

focus of program impkamentation (latgely due to the-lack of extensive student work-site experiences), and 

therefore the true costs associated with coordination are relatively small. 

Some sites were able to estimate the costs incurred by institutions that perform this cwrdination 

function, Their estimates suggest that school-to-work coordination activities, for the relatively small 

progmnis with extensive work-site components found in the demonstration, may add between 30 and 50 

percent more to the average per-pupil cost in the high schools of participating communities. Specific 

examples folloti: 

. The MTP program in Flint estimated that, in the first year, the local vocational school spent 
approximately 30 percent more on its youth apprenticeship students than on its other students. 
The additional costs were incurred for administrative support and coordination and for 
tutoring students. In terms of stafFtime, the principal spent about one-third time, the project 
director 90 percent time, and the project ccordinator 100 percent time. Two tutors each spent 
about half-time on the program during the first year, working with a total of 50 students. 

. S&Kin the high school involved in the Rockford ISBE program estimated that the school’s 
costs for participating in the program were about $79,000 in the first year, not including time 
spent by teachers for curriculum development and time spent by the principal. This estimate 
breaks down to approximately $5,300 per student. Like the h4TP estimate, this estimate is 
about 30 percent more than the average cost per student in the high school. 

1An exception occurs in coop programs, where some time for linking school and workplace activities 
may be budgeted. 
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l ProTech computed an average wst per student of $3,500 during the first year of program 
operation. This estimate includes the costs of linking activities undertaken by the Private 
Industry Council, including (1) central administration at the Private Indushy Council and 
recruitment of new employers, (2) cunicul~ development, (3) tuition for community college 
wurses taken by high school students, (4) program evaluation, and (5) program materials and 
supplies. This estimate adds approximately 50 percent more to the average cost per student 
in Boston public high schools, although it includes more than traditional coordination 
functions. 

l The Chicago ISBE program operating at Senn Academy estimates that administration and 
cwrdinaticsi each year requires approximately 50 percent of the time of two counselors and 
the assistant principals. Their efforts include planning and participation in advisoryboard 
meetings, job shadowing, and field trips. In addition, a staffperson (a retired tool and die 
maker) added with grant funds spends about one-third of his time attending advisory board 
meetings, participating in curriculum development, and recruiting employers. Estimating 
typical salaries and a maximum of 45 students participating in any given year results in an 
average cost per student ofjust over $2,000, or about 40 percent more than the approximate 
per-pupil cost in the Chicago school system.4 

As programs develop and grow in size, per-student costs for coordination are likely to de&e because 

administrative costs, in particular, are spread over more students. For example, by the thud year of 

program operations, ProTech Health Care had reduced its per-student coordination wsts from $3,500 to 

$2,000, largely because of the increased scale of participation; project coordinators’ saIaries could be 

spread over 40 students, instead of 25. The ProTech director estimates that project coordinators could 

increase their caseload to as many as 80 students, potentially lowering average unit costs even further. 

Nevertheless, per-student costs for school-to-work students are likely to exceed those for other students 

School systems also incur costs for academic and vocational instruction in school-to-work programs, 

In the demonstration, school systems have borne these costs because they would still incur them without 

a schwl-to-work program. For example, schools participating in the Rockford ISBE program contribute 

$500 per student per year to cover the additional costs of the vocational component of the program. If 

school-to-work programs atTect the average cost per student for instruction in the long run, schwl systems 

4Estimated annual wage costs in these calculations include $75,000 for a high school principal, 
$40,000 for a counselor, and $45,000 for an occupational specialist. 
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will need to consider this cost element when deciding whether to adopt or expand these programs. Jn a 

few programs, like the PYAP, students spend less time in the classrwm than other high schwl students 

do. Jn this situation, costs related strictly to school-based instruction could actually be lower than costs in 

the absence of the program. 

Other factors also affect cost, however. Many school-to-work programs use special curricula or 

equipment that raises average wsts. The implementation of student clustering in key wurses:can also 

increase costs. For example, in the PYAP and some other demonstration programs that offer wurses 

spectically for d emonst&on participants, classes are sm&r than the average high school class. Reduced 

class size raises the average wst of instruction. Unless these school-&work programs become large 

enough to support separate classes, school districts may be reluctant to pay for these school-to-work 
\ 

classes.’ 

Finally, school-to-work programs will incur costs in the workplace--for wages paid to students, the 

time of workplace mentors, admi&ration, and special equipment, These costs, although generally borne 

by employen, can be substantial and should not be overlooked in planning such programs6 Moreover, the 

higher these costs are, the more diSicuh it wilJ be to 6nd employers willing to participate in school-to-work 

programs. 

%is situation has already occurred at the Philadelphia PYAP site, although as of now the school has 
taken no action to eliminate the program. 

6Employers are paying for most of these costs in the demonstration sites. The exceptions are the MTP 
program, in which some equipment was paid for by the DOL grant, and a portion of the students’ stipends 
are paid for by a Job Training and Partnership Act (JTPA) grant; the OaklandWorks program, in which 
JTPA funds and a special city grant support student workplace stipends; and the Seminole County/Siemens 
program in which some of the DOL grant money was used for instructors, training supplies, and rent at 
the Siemens training center. 
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Conversations with employers suggest that student wages are not the major cost of participating in 

a school-to-work program, particularly if students actually produce some output.’ Instead, many schwl-to- 

work program staff members cited mentoring and supervision as a more important cost factor. The 

mentors are usually experienced employees who are paid a relatively high wage; they spend substantial 

amounts of time with students, when they might otherwise be engaged in production work. In addition, 

costs for administrative activities at work sites can be substantial. Estimates provided by program staff 

best illustrate the range of these costs: 

I 
. In the MTP program in Flint, GM paid for most of the costs for seven full-time journeymen, 

who make $40,000 to $45,000 ayear, to serve as mentors for the 50 students in the program 
during the first year of operations, In addition, GM paid for the roughly half time spent by 
the project cwrdinator and a human resource administrator on the MTP program. Several 
other GM administrators also spent time on the project, as did the UAW representative. 

. A small employer who employs one student as part of the PYAP program in Philadelphia 
’ estimated that he spent one to one and a half hours a week with the student. The employee 

mentor spent half of his time providing instruction and supervision during the 16 hours per 
week the student was working. 

. Siemens estimates that it has spent about $2 million since the inception of the program in 
1992, or about $13,000 per student per year. This estimate includes costs for materials and 
equipment, student stipends, training center rent, mentor salaries, and coordination expenses. 
A significant portion of the cost is derived from activities related to developing and 
implementing the postsecondary part of the program, which also draws students from outside 
the youth apprenticeship program directly into the community college. 

. Sponsoring employers in the Rockford ISBE program pay $9,400 per student; this covers the 
entire two-year high school portion of student wages, materials, and maintenance of 
equipment at the training center. In addition, employers pay for mentor training, and 
employer liaisons spend 6 to 10 hours per week on youth apprenticeship coordination 
activities. 

‘In some sites, like Seminole County/Siemens, students receive wages or stipends for time spent in 
a training facility. No output is produced by students to offset wages. These wages represent a greater 
cost to employers than wages paid to students who are providing services (for example, students in 
MechTech, Inc., and ProTech Health Care). 
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l Employers who sponsor students in the C n F’,J 2000 program pay $30,000 per student 
for the four years of the program, to cover the costs of student stipends, insurance, and 
bonuses for good grades. However, one employer estimates that the real cost of sponsoring 
a student approaches $200,000, after costs associated with workplace instruction and 
administration are included. 

l Costs for hospitals participating in ProTech Health Care are substantial. The two high school 
years of student wages alone are approximately $9,000, and some hospitals continue to 
employ students during their years of postsecondary study. Relatively senior hospital staff 
members spend significant time cwrdinating the clinical rotations, monitoring student 
progress, attending administrative meetings at the Private Industry Council, and recruiting 
new student positions. 

Despite these substantial costs, employers are generally satisfied with the results of their investments. 

Employers in several sites reported that, even though the per-student costs are high, they are still less 

expensive than training a new employee hired “right off the streets.” For example, a board member of 

Craftsmanship 2000 suggested that new, nonapprenticeship employees still need 12 to 16 months after 60 

hours of formal training before they can work completely independently. In contrast, students who 

complete the youth apprenticeship program are ready to perform productive tasks when they graduate. 

C. CONTINUING THE PARTNERSHIPS 

An important objective of the demonstration was to promote the development of school-to-work 

programs that would expand and flourish even after the demonstration grants had been exhausted. We 

were able to observe the sites in transition off of the DOL grant, because most of the grants had expired 

by the time of the last evaluation site visit in spring 1995. 

All of the site programs continue to operate in some capacity. Some have begun enrolling fewer 

participants than in the earlier years, but others have expanded participation. Most sites offer students 

essentially the same school- and work-based components as they did while program activities were 

supported by the DOL grant. Even the level of coordination in most sites has remained constant. 

Programs that had extensively changed the nature of students’ learning experiences continue to do so and 

are reaping the benefits of up-front investment. Programs that made more limited modifications to 
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preexisting school- or work-based opportunities also are able to offer these activities without the DOL 

grant. 

Several factors have made it possible for the school-to-work programs to maintain their activities. 

First a significant proportion of the DOL grant funds were used for start-up activities, such as designing 

the program elements, negotiating working relationships among schwls, employers, and third parties, 

developing curricula, and purchasing supplies and equipment. Although most of these activities require 

wntinual 6x-tuning, as reported by program staff, they no longer require heavy resource investments now 

that tie programs are operational, Second some programs used grant funds largely for other special, one- 

time only purposes, such as the defining of educational/career paths by OaklandWorks consultants or the 

participation of Scripps Ranch High School teachers in special staRdevelopment activities (including Total 

Quality Management sessions). Programs in this category relied on grant funds to supplement existing 

efforts, but most staff and activities designated during the demonstration period as school-to-work were 

already included in normal school budgets. In most of the demonstration programs, participating 

employers and schools have been willing to shoulder the added costs of their respective activities. 

A third important factor in the continuation of some demonstration partnerships is the receipt of new 

grants to completely or partially replace the DOL funds. Most significantly, four of the demonstration sites 

are included in partnerships awarded direct local grants under the STWOA: (1) Boston’s ProTech; (2) 

Craftsmanship 2000; (3) the Chicago ISBE program; and (4) San Diego’s Scripps Ranch FIigh School. 

These new school-to-work funds are particularly critical to ProTech and Craftsmanship 2000, both of 

which rely heavily on third-party organizations to administer and coordinate program activities. The 

ProTech staff at the Boston Private Industry Council and the staff at the nonprofit organization that 

operates Craftsmanship 2000 would both have been scaled back substantially, and program activities 

would have been modified ifthe STWOA grants had not been awarded. Some of the PYAP sites received 

grants from foundations or other sources to support program activities 
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D. IS.kES IN SUSTAINING SCHOOLTO-WORK COLLABORATION 

Initiating and maintaining collaborations of organizations and institutions to operate school-to-work 

programs takes some effort. Each member of the parmership has its own interests and preferences to be 

accommodated; each will inevitably incur some costs and commit some level of resources to help 

implement the program components agreed on 

The demonstration grantees and their experiences provided substantial information about the process 

of forming a school-to-work partnership, assembling necessary resources, and maintaining the 

collaboration. Lessons from this experience suggest the following: I 

l The type of institution thatprovides the impetus to develop a school-to-work initiative 
ofen has a &sting imp& on theprogram’s design. The identity of the lead institution can 
affect the initial and ongoing resources available to the initiative and, therefore; the 
opportunities and challenges the school-to-work program encounters. Programs initiated by 

, schools end up emphasizing school-based activities. School-led initiatives have greater 
control over school-based resources-teachers, guidance staff, and course schedulers-butt less 
access to employen. Administrative control simplifies the logistics of marketing the program 
to students, designing school-based activities, and scheduling these activities. However, 
school-led programs have more difficulty on their own marketing their initiatives to 
employers; consequently, they develop fewer and less-intensive work-based activities. 
School-initiated programs are also less likely than other programs to focus on a specific 
occupation or career; they emphasize work readiness skills and career exposure instead of 
occupational skills in workplace activities. In contrast, employer-sponsored programs 
emphasize work-based activities and job skill development in students’ overall experiences 
to a much greater extent than do school-led initiatives. 

l Partnership eqmsion occurs in two wzys andfollows efforts to increase program scale. 
To attract and accommodate additional students, school-to-work programs expand,their 
partnerships in two ways-both requiring additional employer partners. In one approach, 
existing programs reach out to additional schools or school districts to broaden the pool of 
applicants, because many programs find it difficult to recruit enough students interested in the 
target career within a single school or even several schools. The second approach is to add 
new programs that target different occupations, either within the same set of schools or in 
different schools. The two approaches to expansion have different levels of complexity. 
Adding schwls sometimes requires modifying program features to reflect individual schools’ 
needs and constraints. This strategy allows programs to spread certain planning and fixed 
program costs over a greater number of students, helping them to serve more students and 
lower unit costs. Adding occupations is more difficult. School-to-work planners have to 
undertake essentially the same level of effort as they already put into the development of the 
original program including identifying appropriate schools and employers, defining program 
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goals, and developing new curricula Thus, the per-student costs of the site programs often 
are unlikely to decrease signScantly, although the programs are able to serve more students. 

. School-to-work coordination activities are substantial in some types of programs. 
Jnitially, expenditures for these activities in programs with extensive work-based learning may 
add between 30 and 50 percent more to the average per-pupil cost in the high schools of 
participating communities. As programs develop and grow in size, however, per-student 
costs for coordination are likely to decline because administrative costs, in particular, are 
spread over more students. For example, by the third year of program operations, ProTech 
Health Care had reduced its per-student coordination costs from $3,500 to $2,000, largely 
because of the increased scale of participation; project coordinators’ salaries could be spread 
over 40 students, instead of 25. Nevertheless, per-student costs for school-to-work students 
are likely to exceed those for other students. 

l Employer costs in youth apprenticeshig programs are high, but genera& consid@red 
worth the invesbnent Employers that participate in youth apprenticeship programs in which 
students are involved in ongoing, paid workplace activities spend at least $10,000 per student 
for the secondary part of the program. Despite these substantial costs, employers are 
generally satisfied with the results of their investments. Employers in several of the 
demonstration sites reported that, even though the per-student costs are high, they are still less 
expensive than training a new employee hired “right off the streets.” 
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IX. CONCLUSIONS AND RECOMMENDATIONS 

New initiatives take time to implement fully and require constant fare-tuning during their development 

phase. The School-to-Worklyouth Apprenticeship Demonstration programs are no exception. They 

represent some of the earliest pioneering efforts to formally link educators and employers and school- and 

work-based learning activities. Both by design and out of necessity, they exemplify diverse approaches 

m addressing the school--work tmnsitimr problem Through experimentation, the projects have provided 

important lessons m policymakers and practitioners about the benefits and challenges of implementing 

these types of programs, That some did not evolve in the direction project stafY expected or did not expand 

m the extent desired reflect tbe difficulties both of changing long-standing practices and dealing with 

factors that are often beyond the control of organizing staff. 

Jn’this chapter, we present conclusions about and recommendations for school-m-work development 

on ihe basis of information collected during the four-year evaluation of the demonstration sponsored by tbe 

U.S. Department of Labor (DOL). Federal, state, and local interest in school-m-work initiatives grew 

during this period; however, expectations of them and views of the essential components shifted somewhat. 

The result of the increased attention and shifting priorities was the School-to-Work Opportunities Act of 

1994 (STWOA), which promotes the development of broad school-towork systems that are likely to differ 

in some important ways from the more narrow model the demonstration programs were encouraged to 

adopt initially. 

Still, lessons from the demonstration experience can inform school-to-work planning in other 

communities, largely because of the diversity in approaches illustrated by the participating sites, ‘lhe 

demonstration initiatives vary across several important dimensions, just as evolving school-to-work 

systems are likely m. They vary in occupational focus; targeted students; the roles of schools, employers, 

and third parties in initiating and providing ongoing support; and the emphasis on integrating school- and 
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work-based lcaming. The sites also vary in their stage of development; 5 of the sites have been operating 

for more than five years, while the other 10 have been implementing their programs for, at most, three 

years. The demonstration programs thus represent different approximations of the ideal youth 

apprenticeship model, under which schools provide integrated academic and vocational education linked 

m employer-provided paid work experience and training at a work site. In some sites, the program design 

is quite similar m this model. In most sites, however, the design diverges from the ideal model because 

some components were purposely eliminated or modified, or have received less emphasis than suggested 

by the model. I 

This chapter offers four types of assessment ofthe demonstration experience. First, we describe some 

of the pmmising strategies and key elements that appear m promote implementation success (Section A). 

Second, we document the challenges the dcrnonstmtion sites did and will continue m face as they maintain 

their ;rogram operations (Section B). Third, we discuss tbe extent m which the programs are likely m 

expand or be integrated into a broader school-to-work system in their communities (Section C). Finally, 

we outline some recommendations for state and federal policymakers interested in reforming education 

through school-to-work initiatives (Section D). 

A. KEY STRATEGIES IN SCHOOL.-TO-WORK PROGRAMS 

School-to-work programs will inevitably vary in their approaches to key components. Although they 

share a common long-term goal-the successful transition of each student to career-oriented em&oyment-- 

the communities they serve will undoubtedly emphasize different interim objectives, have different needs, 

and face different constraints. The STWOA acknowledges the likelihood of diversity and provides 

considerable latitude to states and localities in developing their initiatives. However, the demonstration 

experience suggests that some strategies are both common and critical to successful school-to-work 

initiatives. These promising practices appear to make implementation of key components easier, improve 

the nature of the partnership, or affect student outcomes. Some of these practices, which most clearly 
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enhance the operations of distinct pmgrarns for students, may not apply completely to broad systems being 

designed m include all students in some school-to-work activities, Systems are often built on distinct 

programs, however, and these approaches can provide important guidance m school-to-work planners. 

The potentially effective strategies include: 

l Screening carefii for interest in the target occupathms can improve program success. 
When intensive workplace experiences are part of a program of study or career major, as they 
are in youth apprenticeship programs, ensuring participant interest in the target career or 
occupation can reduce rates of program dropout and improve employer satisfaction. The 
students most likely m exit early from a school-to-work program are those who do not find 
the target career and work-site enviromnents appealing. However, employers participating 
in youth apprenticeship programs often expect students m remain committed m the 
occupation for which the employer is investing training resources, When students abandon 
the program for lack of interest or m pursue other careers, employers lose their investment. 
Over time, high rates of dropout for this reason can cause employer dissatisfaction. 

\ 
. Clustering students in key courses makes integration of academic and voca&onal 

nmiitis much easier. 
’ 

ehcadon and of school and workde Grouping students by career 
interest allows teachers m incnrporate occupationally relevant applied leaming into classroom 
instruction and m link work-site tasks m the teaching of theoretical concepts and technical 
skills. As school-m-work reforms expand, clustering may actually be more feasible, since 
grouping larger numbers of students with similar broad career interests and school-to-work 
pa&patron is easier to accomplish and frnsncially more viable than it is with small groups. 

. Developing integrated cur&da requires carefully balancing career context and broader 
educational themes. Academic curricula can focus too much on a career or occupation. 
Despite the creativity of curriculum developers and site teachers, students can be turned off 
(or even bored) by constant emphasis on a particular career area for classroom examples and 
projects. Students seem m need variety in curriculum context. 

. Obtaining employer input into curriculum revisions is not dzf@ult, especwb v 
employers are making other significant investments in the school-to-work program 
Employers are often willing to devote staff time and resources m review or help develop 
school curricula as part of school-to-work programs, especially when their firms are also 
providing paid workplace positions for students and/or expect that program graduates will be 
candidates for permanent employment. Firms making these investments see themselves as 
having a direct interest in shaping the school curricula, particularly relevant vocational courses 
that can be designed m provide both general and specific skills and m prepare students for 
immediate productive tasks at the work site. Despite the priority most employers place on 
basic, problem-solving, and communication skills, they are likely m contribute less m the 
devekopment of academic curricula; firms are less familiar and comfortable with the process 
of identifying general competencies and developing specific activities that address them. 
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l Incorporating employer incentives into school-to-workprograms may have a stronger 
influence on studemYpostsecondaryplans than other types of second*postsecondary 
linkages. Employers’ commitments that guarantee continuation in the program work-site 
placement, postsecondary tuition assistance, and priority in permanent hiring after 
postsecondary program completion seem m be strong factors in students’ decisions both to 
enroll in school-to-work programs and m enter and complete relevant postsecondary 
education or tmining. In contrast, articulation agreements--which in some cases allow 
students m earn college credit for high school wurses- appear m have less effect on students’ 
postsecondary plans. 

l Creating linkages between secona?uy and postsecondary education is ensier yhen 
programs of study are well defmed with a career focus. Sites that offer defined career 
pathways can identify local postsewndaty education or training institutions that offer strong 
programs in the targeted career area and focus on developing one or a few relevant 
articulation agreements. Pmgrams of study-with a defined target occupation/career are more 
likely m have students leaming job skills in vocational courses and at the work site. Firms see 
value in contimring to employ such students after high school and offering them permanent 
positions after they earn postsecondary credentials--an important incentive for pursuing 
postsecondary education. In contrast, school-to-work initiatives that have no career-oriented 
pmgrams of study have greater difEcuhy for negotiating articulation agreements, which most 
o&en link secondary and postsecondary vocational programs. The general work experience 
opportunities provided as part of these initiatives are also less likely m generate strong 

’ employer-sponsored incentives for students m enroll in college or advanced training. 

l Delaying httensive work-site activities may be appropriate and improve matching of 

studmfs wb?h workphzce aapwiances. Some programs have found it useful to have students 
job shadow or visit more than one employer before making job assignments. These visits 
help students confirm their interest in the target industry and identify a preference for 
particular tirms or positions before being placed more permanently at a work site, potentiaity 
lowering rates of program dropout, 

l Recruiting wyers is best le# to, third-partypartners. Chambers of commerce, private 
industry wuncils, trade associations, and other groups of businesses have proved invaluable 
in gathering support from local firms for school-m-work participation. Organizations, such 
as the chambers or private industry councils have firms as members and have access m ,other 
local businesses. Moreover, these organizations have a broad mission-workforce 
development in general--similar m that of school-m-work, as well as administrative resources 
to support this mission. Programs in which trade associations are responsible for employer 
recruitment are generally most successful because of these connections and resources, Jn 
wntrast, individual schools and school districts experience the greatest problems in recruiting 
employer partners. Without the network of business connections readily available to trade 
associations or individual firms, schwls have more difficulty identifying potential employer 
partners, determining effective marketing approaches, and allocating necessary staRresources 
to this task. 

l Engaging large, well-known employers to recruit other employers is a useful strategv 
Well-known companies can help to recruit other employers. This can be accomplished 
through peer pressure (for example, a few large hospitals in Boston encouraging other Boston 
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hospitals m participate) or ifthe large company has some leverage over other local firms. For 
a Toledo, Ohio school-to-work program, representatives from the Caterpillar Corporation 
contacted its local suppliers and other subcontractors to find workplace positions for the 
Toledo students. Similarly, staff involved with a youth apprenticeship program in Flint, 
Michigan at a participating General Motors (GM) plant recruited from among other GM 
plants in the area 

l ExpanaVng school-to-work requires careful coordination of employer recruitment among 
districts or school in a region. Unless employer recruitment efforts are coordinated, 
expansion of school-towork initiatives can create competition for employer commitments and 
burden on local firms. One approach m head off these potential problems is m develop a 
school-based, workplace management information system, which can document employer 
wmmiunents, available slots, and current student assignments m work sites. Alternatively, 
districts or groups of districts (instead of individual schools) could assume central 
responsibility for recruiting and coordinating workplace positions for students. ( 

l Training mentors is vital, especially in programs using a youth apprenticeship modeL 
Work-site supervisors emphasize the value of gaining familiarity with adolescent behavior and 
issues, This exposure helps them more effectively encourage and guide students and monitor 
their workplace progress. \ 

l ho&g school sk#visilr to work &es is w&able, but onb with appropriate followup. 
’ Many school-to-work programs report on the “cultural” and “environmental” differences 

between educators and employers, as well as between schools and workplaces. Encouraging 
school staff members m spend time at relevant work sites is one way to overcome this barrier, 
However, staff exposure m work sites does not necessarily translate directly into changes in 
the classroom. Teachers may need encouragement to incorporate terminology, skills, and 
tasks identified at the work site into classroom activities. To make best use of staff 
development resources, school-to-work planners may want m consider training activities 
timed or structured m help teachers tum their visits into tangible curricuhun products, 

l Using technology in resourceful ways can make integration of school- and workibased 
learning easier. Technology can facilitate wmmunication between teachers and employer 
staff members and reduce staff resource use. Telephones in classrwms help employers 
contact teachers. Fax machines can be used m compensate for lack of classrwm phones and 
time m meet with workplace personnek they allow employer and schwl staff m leave detailed 
messages for each other (not easily accomplished through a school office receptionist) and m 
provide and review documents, such as lesson plans or work-site training schedules, quickly. 
Computer E-mail can transmit information as well, allowing teachers, employer staff, and 
even students m use computer bulLetin boards and direct hnks to exchange ideas about work- 
or career-related classroom lessons, workplace activities, or postsewndaty options. 

B. CONTINUING IMPLEMENTATION CHALLENGES 

As a group, the demonstration sites have gone a long way in developing their programs. A majority 

have impkernented most of the major components set forth in their original program models. On the basis 
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of several years of operational experience, many have tried m improve upon features in their initial plans. 

Other sites have had m modify their program designs to adapt m sudden changes in partners, economic 

climate, or other factors beyond their control. Some have been both blessed and burdened by substantial 

attention to and interest in their programs. Ahead of them are the potential rewards and difficulties of 

nGntaining their site operations, and of expanding and broadening their programs to bring them more into 

line with initiatives promoted under the STWOA. 

These and other school-to-work programs face five major challenges in wntinuing their initiatives. 

This is not m suggest that the demonstration sites~have all been unsuccessful in these areas. However, 

school-to-work programs will need m be vigilant and creative in order m rise above these challenges. 

1. Recruiting Students \ 

School-to-work programs~ that prepare students for particular careers or occupations and include 

extensive work-based leaming activities often have difficulty enrolling the desired number of participants 

These programs, particularly youth apprenticeship models, currently face several obstacles in recruiting 

students: 

l Stigma associated with occupationally oriented programs 

l Student resistance m forssking after-school, extracurricular activities for work-based learning 

l Not enough students in the recruiting area with interest in the program’s target 
occupation/industry 

l Competition for participants with other school- or work-based programs 

l Inaccurate perceptions and expectations about the target occupation among students and 
parent 

Some of these barriers are likely to be reduced in well-implemented school-m-work systems, while 

others may become more prominent. For example, if all students were engaged in some type of career- 

focused program of study, negative perceptions of such programs would be substantially less. Structuring 
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schwl-to-work programs or strands around broader groupings of occupations than those targeted by the 

demonstration sites might generate enough interested students to support having each career strand or 

major. If schools were restructured m accommodate career strands, competition for pardcipants could 

either increase or decrease. Depending on the size of the school, student interest might not be evenly 

distributed across career majors or might be skewed by gender, race/ethnicity, or academic ability. Such 

outcomes could generate rivalries among strands, or at least wncem among school administrators. In 

addition, a school-to-work system will have m offer a variety of types of workplace experiences. If 

partnerships adopt unpaid workplace activities as the primary option, students may be less interested in 

forgoing extracuniculsr activities or attemwn homework for their workplace experiences, particularly in 

communities where regular, paid part-time jobs are available. 

In an expanded system, questions may arise about how many and which students can have; access to 

particular schwl-to-work activities. The demonstration programs found that screening students’ according 

to some measures of academic ability, motivation, and interest was critical m student retention and 

employer satisfaction Enforcing these selection criteria often meant enrolling fewer students than applied. 

Eliminadng such criteria to allow greater participation--more students with diverse levels of ability and 

interest in the occupation/industry--may alter the level of commitment from employers and the types of 

trarning and work experience they are willing m provide. Alternatively, school-to-work systems may have 

different selection criteria for different types of activities. 

2. Recruiting Employers 

Having a set of employer partners willing m provide workplace activities for students is crucial to the 

success of school-towork reforms. Increasing numbers of firms are participating in these new initiatives. 

Recruitment of employers is a major challenge for school-to-work programs, however. Most of the 

demonstration sites find it difficult m recruit employers who are willing m provide students witb the type 

of paid ongoing work-site positions specified by the demonstration guidelines and idealized by the 
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STWOA. Programs that offer students job shadowing, work-site tours, or shorter-term work experience 

opportunities have had less difficulty obtaining employer conunitments. 

For the demonstration programs, this is likely to remain a substantial issue in the near future. Most 

of the sites are continuing with the program models they developed under the demonstration, offering 

extensive work-based learning activities. For them, tbe difficuhies of ongoing recruitment of employers 

may even be exacerbated by competition for local employer commitments from other nearby schools and 

communities. 

On the other hand, there is some possibility that obtaining workplace opportunities for students will 

eventually become easier as school-m-work efforts broaden If tbe pwl of participating employers in a 

wmmunity expands, peer pressure may encourage other firms m begin sponsoring student activities, As 
\ 

more large tinns become active partners in scbooLto-work and their efforts are promoted, concerns among 

other firms about child labor laws and liability-often the first set of questions posed by’ contacted 

employers-may dimin& because &rmation on these topics is more readily available. Moreover, efforts 

to create school-to-work systems will inevitably include workplace activities of different intensities; 

recruiting employers for shorter-term, unpaid work-site exposure experiences will be easier than it was 

for the demonstration sites using a youth apprenticeship model. 

3. Changing How Students Learn at School 

An important objective of school-m-work reforms is changing how students learn, to increase what 

they learn. Students are expected to continue to master algebra, geometry, reading, writing, and other 

fundamental academic subjects. However, there is increasing consensus that students learn theoretical 

concepts best by applying them m real-world situations, including career-relevant examples and work-site 

tasks. This requires revising curricuhrm content, modifying instructional approaches, and helping teachers 

to adapt to new roles and methods. These school-based changes are likely to be small and incremental, 
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particularly if emphasis in school-to-work development is on getting students into workplace experiences 

(as it appears to have been for many of the demonstration programs). 

Most of tbe demonstration sites tried to put these new educational practices in place, with varying 

degrees of focus and success. A few, including some of the Pennsylvania Youth Apprenticeship Program 

(PYAP) sites, did change teaching methods and content significantly. They developed new currictda, 

implemented thematic contexhlal imtmction, and involved students in activities and projects that took them 

out of the classroom and exposed them m the community and work sites. In other programs, commercial 

applied academic wurses were available in some schools (a couple of sections of applied math or 

Principles of Technology), and these courses were recommended for participants; however, student 

participation in these wurses varied. Some pmgrams tried m train key teachers to develop and implement 
\ 

an applied approach m regular academic subjects, but actual implementation of new units and ir&ructional 

methods was spotty. In some sites, little or no effort was made m change traditional teaching approaches, 

either by the demonstration itself or as part of other education reform efforts in participating schwls. 

School-to-work programs, particularly as they expand, face several challenges in substantively 

changing how students learn. Several of these barriers have been documented by this evaluation team and 

others: teacher resistance to new methods, need for intensive staff development, the additional expense 

in some cases of special contextual learning materials and lab equipment, and negative perceptions in some 

communities of curricula that appear m have a career or occupational focus. Most important, however, 

school-to-work progrsms must make applied learning a priority. This is a difficult choice, given pressures 

to demonstrate the existence of “work-based leaming” to validate that they are, in fact, school-to-work 

initiatives 

4. Ensuring Students Are Learning on the Job 

Students’ activities at the work site are likely to benefit them in some way. Whether tbcy are short- 

term or long-term, are paid or unpaid, or emphasize work experience or skill training, the workplace 
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activities are unlikely m harm students’ persona) or educationaJ development. These activities may, in fact, 

help them gain self-confidence and maturity and choose or plan for careers more effectively. Maximizing 

these benefits, however, depends largely on which types of workplace activities are made available. 

Most of the demonstration programs, and other evolving school-to-work efforts, link students with 

par-time jobs. Some also offer job-shadowing experiences prior m placement in jobs, others rely strictly 

on these short-term career exposure activities, and some provide more formal skill training. Regular, after- 

schwl employment is likely m remsin a primary student experience in schwLto-work initiatives, however. 

This reliance on part-time jobs is not unexpected or necessarily negative. Program staff members 

devote considerable effort m obtaining wmmitments from employers for student workplace positions, and 

it is not unreasonable that employers expect students m contribute to production or services in return for 

wages. After-schwl jobs can provide students with a strong resume, work ethics, exposure to an industry 

and at least one occupation witbin that industry, opportunities m obtain career advice from supervisors and 

wLagues, and the chance m try new things. Some jobs can also help students reinforce their basic skills 

(math, reading, communication) or develop technical skills. 

These outcomes are more likely if program staff members pay attention m and caretidly structure what 

students do at the work site. Finding the time and effort required to obtain this information and m work 

with students and employer staffmembers to ensure a good l&g experience is difficult and till remain 

a challenge for expanding school-to-work initiatives. Common criticisms of cooperative ,education 

programs include the lack of followup with students at the work site, the absence of a guarantee that 

students are “really learning something” at the work site, and the lack of a connection m school-based 

learning. Ifthese new initiatives are to avoid similar criticisms, school-to-work staff will need to devote 

considerable resources to and establish more-concrete procedures for monitoring student employment. 
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5. Minimizing Costs 

New initiatives, particularly those that involve disparate and unfamiliar organizations, are likely to cost 

some money. The amount of resources required and the cost of the new activities depend on the 

complexity of tbe models, the number of individuals served, and how different the initiative is from what 

existed previously. Keeping costs low raises the probability that initiatives will be adopted and 

institutionalized after special grant funds are gone. 

The demonstration experience suggests that the wsts of some types of school-to-work programs, 

particularly youth apprenticeship models, are up to 50 percent higher than the average per-pupil costs in 

the high schools of participating communities. These estimates include many start-up expenditures, 

including curricuhrm development and stafftraining, as well as ongoing coordination costs. As programs 

develop and grow in size, however, per-student costs for coordination are likely m decline because 
\ 

admit&alive costs, in particular, are spread over more students. Still, in some cases, even after several 

years of operation, per-student costs for schwl-to-work participants are about equal m or higher than those 

for vocational’students. 

The STWOA provides the impetus for lowering unit costs. First, the new legislation encourages the 

participation of more--perhaps all--students, which will inevitably lower the average cost of coordination 

activities. Second, the STWOA allows activities that are less intensive than those promoted by the 

demonstration; the cost of coordinating occasional job-shadowing experiences may be less than the cost 

of coordinating and monimring paid, part-time jobs. For example, employer-recruiting expenditures are 

likely m decline if the workplace activities that employers are often more willing to provide are 

emphasized. 

C. MOVEMENT TOWARD SCHOOL-TO-WORK SYSTEMS 

Despite the inevitable challenges of modifying traditional practices, there is growing excitement and 

enthusiasm for implementing school-m-work reforms. Many of the demonstration grantee stat7 members 
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have been in demand--hosting information sessions, speaking at conferences, and consulting with other 

wmmunities interested in learning more about school-to-work. More Tech-Prep consortia are beginning 

m plan for and operationahze some of the workplace components featured in the STWOA. The manner 

inwhich thedemomtab on pmgrams are moving toward a system model provides some indication of how 

school-m-work initiatives may develop elsewhere. 

Erpandingthe number of students served is a key part of transforming from a program to ;a system. 

To attract and acwmmodate additional students, tbe demonstration programs have been expanding in two 

ways. First, because it was diflicuh m recruit enough students &rested in the target career within a single 

school or even several schools, some reached out m additional schools or school districts. Second, many 

of the sites added new pmgrams targeted m different occupations; some are offering new programs within 

the same set of schwls as a way of attracting more students, while others began new programs :at schools 

that dld not offer the original program in order m expand the program model to a greater number of 

schoob. The most common new school-m-work pmgram that demonstration grantees added focuses on 

health care occupations, although some sites have added programs that focus on business or finance, 

utilities, wmmunications, and retail occupations. Several sites are wntimring m add new occupations to 

their program offerings, 

Tbe two approaches for expansion have different levels of complexity. Adding schools o&n results 

in modification m program features (for example, not all schools could cluster students in key courses). 

However, wmpetency objectives, basic curriculum units, scheduled special events, and, most important, 

the types of employers recruited can remain tbe same as when the program is run on a smaller scale. This 

strategy allows programs to spread certain planning and fixed program costs over a greater number of 

students, helping them m serve more students and lower per-student costs 

Adding occupations is more difficult Sites must undertake essentially the same level of effort as was 

put into the development of the original program, including identifying appropriate schools and employers, 
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de&ring program goals, and developing new curricula Sites be&it from their earlier experience planning 

and implementing a program model; therefore, not all costs are duplicated. However, they still invest 

substantial resources in developing the new programs. Thus, the per-student costs of the site programs 

are unlikely m decrease substantially, although the sites are able to serve more students. 

Despite these expansion efforts, only one of the demonstration sites is currently implementing what 

could be called a system of school-to-work activities using its original program model. From the start, the 

Scripps Ranch High Schwl initiative was designed m encompass the entire schwl. School activities have 

little structured career focus, and only a very small number of students have been placed in ongo$tg, paid 

workplace activities (primarily through the cooperative vocational education program). However, the 

school has succeeded in broadly engaging the business community in schwl activities and students in 
\ 

occasional, brief workplace visits. Employers visit classrwms as guest speakers on a frequent basis, all 

sophomores participate in a one-day job-shadowing experience, and other students take field trips and visit 

work sites with their classes on an ad hoc basis. The OaklandWorks youth academies and ProTech also 

serve large ahd increasing numbers of students, However, like other demonstration sites, they offer a 

single or small number of school-to-work occupational programs in each participating school and serve 

a relatively small proportion of juniors and seniors in those schwls. Most of the schools participating in 

demonstration programs also have other small-scale, work-based learning programs, such as cooperative 

vocational education. 

Moving the demonstrafiion pmgrams toward a school-m-work system also requires institutionalizing 

program activities. Program staff members must tind ways m make school- and work-based learning 

experiences a mutine option for stud&s in participating schools. They need m obtain commitments from 

institutions m cover added costs for cwrdination, curriculum development, staff development, and other 

necessary school-to-work activities that go beyond those institutions’ regular expenses. 
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One measure of the extent m which the demonstration programs have become institutionalized is their 

level of activity after the demonstration grants have expired. All of the site programs continue to operate 

in some capacity. Some have begun enrolling fewer participants than in earlier years, but others have 

expanded participation. Most sites offer students essentially the same school- and work-based components 

m they did tie program activities were supported by the DOL grant. Even the level of cwrdination in 

most sites has remained constant. 

Some of tbe school-to-work programs have been able m maintain their activities with institutional 

support, Progrsmsthatmadesmallmodificationstop m&sting school- or work-based oppormniijes incur 

modest extra costs, Other sites in which grant funds were used largely for start-up activities no longer 

require the heavy resource investment now that the programs are operational. In both circumstances, 
\ 

employers and schools have been willing m shoulder the added costs of their respective activities. This 

outcome suggests that the “venture capital” approach of the STWOA--to provide funding only for start-up 

and early implementation activities--may well be successful and stimulate ongoing reforms. 

Other sites are continuing their programs largely with the help of new grants (including STWOA 

funds) that completely or partially replace the DOL funds but are seeking permanent institutional support. 

These include some programs that have most extensively changed the nature of students’ learning 

experiences. In some sites, including the PYAP, state funding will wntinue or will pick up some of the 

coordination wsts previously covered by the DOL grant. Employer contributions help fund the nonprofit 

corporation that operates tbe Craftsmanship 2000 program (that entity has been retitled Career Partners 

and now includes several other work-based learning programs). ProTech staff members report that the 

Boston School Committee approved funds to cover school-to-work coordinators when external funding 

for these positions (originally provided by the Boston Private Industry Council out of the DOL grant) is 

exhausted. Supporters of ProTech have also submitted draft legislation to include a line item in the state 

budget for connecting activities statewide. 
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D. POLICY RECOMMENDATIONS 

The results of the evaluation of the School-to-Work/Youth Apprenticeship Demonstration have some 

implications for federal policy formation and assistance on school-to-work issues. These are listed here 

as four recommendations The broad recommendations, if implemented, are intended to help clarity what 

schwl-to-work systems are supposed to be and to refocus some of the effort on components that have the 

potential m improve the success of the greatest number of students. Sharpening the concept of school-to- 

work may be even more important now, with the growing certainty that there will be competition at the 

state and local levels over funding m stimulate these new initiatives. I 

1. Focus on school reform aspects of school-to-work Schwl curricula may hold the key to 
achieving school-to-work objectives, The curriculum reforms identified with school-m-work 
could increase students’ interests in lwming (thus fostering stronger basic skills) and improve 
career preparation However, many sites are devoting a significant amount of resources and 

, attention to obtaining work-site positions for students, often at the expense of school-based 
learning improvements This is partly because participation in workplace activities is easier 
to define and to validate than is participation in school-based courses or programs of study 
that incorporate project-based, applied learning strategies, Because the availability of 
intensive workplace experiences may be limited in a broader school-to-work system, 
curriculum reform efforts are likely to benefit more students in tbe long run than is 
involvement in specific work-site activities. 

2. Emphasize and define appropriate linkages to postsecondary education The national 
School-to-Work Office can play an important role in disseminating information and providing 
technical assistance on secondary-postsecondary linkages. Currently, little informat&on is 
available to school-to-work planners on how m facilitate enrollment in postsecondary 
education or training and which types of linkages are effective in different system models. 
This component of the STWOA has received relatively little attention so far, perhaps because 
planners are designing initiatives that begin with the early high school (or even middle school) 
years, and postsewndary transitions seem a long way off. However, the lack of emphasis on 
transition activities may be shortsighted. In the demonstration programs, some of these 
secondary-postsecondary linkages appeared to have a stronger influence than other school- 
based components on students’ long-term outcomes. 

3. Accelerate development of national skill standards. National efforts m develop skill 
standards in select occupations are under way but are taking time to come to fruition. 
Meanwhile, the STWOA enwurages states and localities to begin efforts to develop their own 
versions of skill standards so that certificates of mastery can be awarded to students who 
complete school-towork initiatives. These local efforts may not be cost-effective, however, 
for several reasons. First, state and local initiatives are unlikely to have the resources and 
expertise to develop indusby-validated standards and certificates. Second, some communities 
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will engage students in such a widely diverse set of school- and/or work-based activities that 
well-defined skill standards for specific occupations--developed with industry input--would 
not be possible to prepare or perhaps even to implement. Moreover, some sites may be 
reluctant to focus program school- or work-based activities on specific job skills, preferring 
to emphasize broader and more transferable competencies. Thus, in some communities, skill 
standards for specific occupations will be less relevant. For these reasons, emphasis on 
developing skills standards should be at the federal level, allowing local (and perhaps even 
state) resources to be better spent on other school-to-work activities. 

4. Acknowledge thet a system means d#&mt leveL% of intensity for d@zrent students. 
School-to-work is currently being promoted as an initiative for all students. This uniform 
approach to school-based learning may serve American youths well--all students can benefit 
from activities that help them identify and chart a path toward a career, engage their interest 
and intellect through project-based, applied learning, and promote their transition to 
postsecondary education or training. Involvement in work-based learning is likely to vary for 
individual students, however. The demonstration experience suggests that the needs and 
preferences of individual employers may determine which students wind up in particular 
activities. Student interests also will affect the type and extent of their workplace experiences. 
Moreover, students are likely to benefit from workplace activities in different ways. 
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APPENDIX A 

DESCRIPTION OF DEMONSTRATION SITE PROGRAMS 



Boston hiwte Inrkrsny GmnciL The Boston Private Industry Council has two grants from the U.S. 

Department ofLabor. The first supports one of the initial school-to-work projects, ProTech Health Cure, 

which began operating in school year 1991-1992. ProTech Health Care was designed to be a four-year 

program that prepares selected students from three Boston high schools for careers in health care and leads 

to an associate’s degree. ProTech Health Care students enroll in the program as juniors and are generally 

grouped together in English and science classes, as well as in homeroom. Juniors spend one afternoon a 

week during the iirst semester at one of nine participating hospitals doing clinical rotations and observing 

different hospital departments. Students begin part-time employment at one of the hospitals during the 

second semester of their junior year if their grades, attendance, and behavior have been satisfactory In 

their senior year, ProTech Health Care students are assessed for college readiness and can choose to take 

community college courses to strengthen their basic skills while they are finishing their high school 

requirements. After high school graduation, students attend either a two- or four-year college; t&e who 

pursue careers in health care will Work part-time during the school year and full-time during summers at 

one of the partner hospitals. All participants, regardless of their postsecondary educational choices, receive 

counseling on college enrollment and retention from special program staff members. 

lbe second grant supports ProTech Financial Services. This program began in fall 1993 to prepare 

selected students from three Boston high schools for careers in banking, insurance, or financial services. 

Like ProTech Health Care, this program involves students in unpaid work-site rotations in the first half of 

junior year, and paid jobs during the latter part ofjunior year and senior year of high school. Students are 

generally clustered in English and a business course during high school. ProTech Financial Services 

students also receive college counseling and support from program stalTmembers. 

Cuftwwnship 2OlW. Ihis project, which began operations in schwl year 1992-1993, is a three-year 

program that prepares selected students from public schwls in the Tulsa, Oklahoma, metropolitan area for 

careers in metalworking. It culminates with a certificate of competency and the opportunity to receive 
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Illinois State Bawd of EI&&WL The Illinois State Board of Bducation (ISBE) has sponsored youth 

apprenticeship sites in Rockford, Chicago, and Whitehall. The Rockford and Chicago sites became 

operational in school year 1992-1993 and prepare students for metalworking careers. The third site, 

Whitehall, began in fall 1993, preparing students for food service managemem2 Each site designed, 

developed, and manages its own program; ISBE offers technical assistance. 

The Rockford site offers a four-year program that includes two years at a community college and leads 

to an associate’s degree in a metalworking-related field. Starting in their junior year, students receive 

vocational instruction in a simulated work environment at an employer facilityfor h&the day and attend 
I 

academic classes at their high school the other half of the day. During the summer after 1 lth grade, 

students work full-time for six weeks, with one-week rotations through different sponsoring employers, 

and take a related community college course for two weeks. Senior year is similar to junior year, except 

that studmts also work part-time at a sponsoring employer. Students will be encouraged to attend Rock 

Valley Community College for at least two years (part- or full-time) after high schwl graduation while 

working. Although the project began its first year with students selected from a single high school, it 

currently draws students from seven high schwls. 

- The Chicago site prepares selected students from Semr Metropolitan Academy for careers in 

metalwmking during a twoyear pmgram that results in a high school diploma with a list of metalworking 

competencies. Twice during junior year and senior year, students visit employer sponsors for an 

orientation and job-shadowing experience. Program staff members try to recruit employer partners to 

employ students full-time during the summer and part-time during senior year. Students are encouraged 

to attend classes in the metalworking program at Triton or Dal9 Community Colleges after high school 

graduation, and to transfer to Illinois Institute of Technology to obtain a bachelor’s degree while working 

in the metalworking industry. 

*The Whitehall site was not included in the evaluation. 
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credits toward an associate’s degree in applied science. In the tirst two years, Craftsmanship 2000 

students attend Tulsa Technology Center instead of their regular high schools to receive all academic and 

vocational-technical instruction.’ Students receive a bimonthly stipend for participation in the school and 

work components of the program, as well as bonuses for gwd academic performance. The sponsoring 

companies of Craftsmanship 2000 pay students during the summers to work on special projects at work 

sites under the supervision of employee mentors to reinforce the metalworking skills learned during the 

previous school year. During the tirst half of the third year of the program--&r high school graduation-- 

students continue to attend vocational classes at the Tulsa Technology Center. During the last half of the 
I 

third year of the program, sponsoring companies will provide work-site instruction. After program 

completion at the end of three years, Craftsmanship 2000 students may attend Tulsa Junior College part- 

or full-time and receive two and a half credits toward an associate degree in metalworking,for their 

program participation. 

Gwinnett Youfh Apprenficeship. This program is administered by the Gwinnett County school 

system and has been operating at three of the wunty’s high schools since fall 1993. The program offers 

interested juoiors and seniors with defined career and postsewndary plans credit for approved paid work 

experience in their chosen field. Students either find jobs on their own or are assisted in obtaining one by 

the program coordinator assigned to their high school. Currently, there is no specific occupational focus 

(and therefore no core curriculum) in high school. However, participating students are required to take 

a weekly, noncredit, work readiness seminar and, on their own time, must complete ‘a project 

demonstrating how their work experience relates to the Secretary’s Commission on Achieving Necessary 

Skills (SCANS) goals. 

‘Starting in fall 1995, participating students will take academic classes at their home high schwls 
instead of at the Technology Center and will be paid only for the workplace components of the program. 
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_ Manufdring Techtwiogy Partnership (MTP). The Manufacturing Technology Partnership was 

initiated and Iirst implemented in fall 1992 by a General Motors (GM) plant and its United Auto Workers 

(UAW) local in an effort to increase the number of minority and female candidates for its Skilled Trades 

Apprenticeship Program. By 1993, MTP expanded to include local small- and mid-sized companies as 

employer partners. Juniors and seniors receive academic instruction at their home high school and 

vocational instruction for two and a half hours each day at the local vocational-technical school, which is 

responsible for administering MTP. Students are placed in paid, afternoon work experiences, which differ 

for students placed at GM compared with those at other firms. Students at GM receive both academic 

and technical skill insimction at a special GM training center, job shadow experienced tradespersons, and 

prepare explicitly for the GM apprenticeship test. MTP students hired by other companies receive on-the- 

job iraining. All students are at a work site for two hours each day during the school year; some work up 

to full-nme during the s-em 

The program continues into the postsecondary level for students who take and pass the GM 

apprenticeship test at the end of senior year. Those who score high enough are eligible for openings at any 

of the GM plants and entry into a registered skilled trades apprenticeship; they are also eligible for any 

other nonskilled trades production position openings at GM. If no positions are available, a student can 

enroll in one off&n GM-approved programs--manufacturing technology, electrical engineering, drafting 

and design, or fluid power and robotics-at one of the two local community colleges for two years at GM’s 

expense. During the two years the students are enrolled in college, they will wntinue to be eligible for GM 

apprenticeship and production positions. 

MechTe& Inc llis four- to six-year program prepares selected students from high schools in the 

Baltimore area for careers in the machine tool trades. It is administered by MechTech, Inc., which employs 

the students and is reimbursed by employers for students’ services. The program includes registration as 

an apprentice with the Maryland Apprenticeship and Training Council. High school juniors and seniors 
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receive academic instruction in their local high schools, vocational instruction in the area vocational- 

technicsI school, part-time work experience after school, and full-time work experience during the summer. 

Following high school, the apprentices v.~rk full-nrne and take wurses at Canton&He Community College 

in computer-integrated manufachuing. These wurses provide credit toward an associate’s : degree 

Students may register as a joumeyperson after 8,000 hours of relevant work experience. 

Middle Georgia Aerospmz Inihtai by local aercqce ampmies, this three-year pmgram prepares 

students for careers as aircraft structural nuxhanics. The program which began operating in fall 1993, 

selects high school juniors from three school districta, each paired with a postsewndary technical,schwl 

and one of the three aerospace Grms in the partnership--Boeing, Northrop, or McDonnell-Douglas 

Students receive their academic and lit&year vocational insbucnar iiom their high school and second-year 

vncatidnal baking at their partner postsewndary tedmiwl s&001. They are encouraged to enroll mapplied 

acade+c wurses but may choose college preparatory wurses instead. Students are assigned workplace 

mentors, with whom they meet at special events during the school year; they also participate in a two-week, 

paid job-shadowing experience during the summer after junior year that provides them with exposure to 

all facets of aerospace plant operations. 

Articulation agreements between the districts and their partner technical schwls facilitate students’ 

endmmt in and completion of a postsecondary aircraft structurai program. Students receive credits for 

the high school component of the program that are equivalent to one year of the postsecondary program; 

a state grant program pays their tuition. 

OaklandWorks. This project, which began in summer 1993, is designed to enhance an existing 

career academy/magnet program in four high schools in Oakland, each of which focuses on a different 

occupational theme: media, health and bioscience, law and government, and computers. Students in the 

career academies are clustered in three academic courses related to the occupational focus of the academy, 

as well as a relevant lab course. Work-related experiences begin in the 10th grade, with the assignment 
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of each student to a business mentor. In 1 ltb grade, students may participate in job shadowing. The 

following summer, they are provided a paid intern&p position for several weeks and must attend a related 

work readiness class about once a week. For students who intend to enter employment directly after high 

school, the program offers short-term internships in the spring of the senior year. 

&uI.@w& Youth -hip Rogram (PYflJ PYAP was originally designed to be a four- 

year program in metalworking beginning in I lth grade. The program model was developed at the state 

level by the Pennsylvania Department of Commerce. It is a school-within-a-schwl program in which 

participating students take most or all of their classes together. Three days a week 1 lth- and 12Ftb -grade 

students attend academic classes based cm an interdisciplinary, applied curriculum designed especially for 

the pmgram. Students also work two I’ll days a week in metalworking 6rms. After high schwl, students 

may continue working and are encouraged to wntmue their education in relevant wmmunity college 

programs. However, there are currently no formal links between the program and pos&sewndary 

institutions. Employers in two sites wntribute an amount equal to 10 percent of a student’s wages to a 

scholarship fund which the student can use to pay for occupationally related postsecondary wurses. 

The program model is being implemented in many wmmunities around the state. The Lywming 

County site began operating in schwl year 1991-1992. Five other sites--Lancaster, Montgomery County, 

Pittsburgh, Philadelphia, and York--began operations the following year.’ 

Scripps Ranch High School This project is developing work-site experiences and other career 

development activities for a new high schwl that opened in fall 1993. All students (grades 9 to 12) are 

assigned to an advisory class on the basis of their declared interest in one of four career paths--engineering 

‘Site visits were made to the Lywming, Philadelphia, and York sites. The information in this report 
on the PYAP program relates only to these three sites. 
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technology, biotechnology, business, or arts and humanities.’ The curriculum for this half-hour period 

(scheduled Monday through Thursday) is evolving, but it generally covers career development, work 

readiness, and educational planning activities; it was developed wit input from the business wmmunity. 

This schwl includes wurse periods of 105 minutes and an alternating day wurse schedule, designed to 

facihate interdisciplinary instn&w use of guest speakers, and special career-oriented educational events 

All I&h-grade students participate in a one&y job-s- experience, but all teachers are encouraged 

to invite guest speakers to the classroom and arrange field trips for students to improve exposure to the 

world of work and careers. A relatively small group of high school students (approximately 100) enrolled 

in a special Youth Apprenticeship group and am clustered in one of three advisory classes. These students 

focus more on work readiness and participate in work-site visits and job-shadowing activities more 

frequently than other students. \ 

Seti- ‘This project, which began operations in school year 1991-l 992, prepares high school 

students for careers in the appliance repair industry. It is a wllaborative project among the grantee, the 

National Alliance of Business, Sears, and the DuBage County Area Vocational Education Authority 

(Davea). Sears developed a comprehensive cunicuhun that combines principles of physics and applied 

technical exercises in a wurse on appliance repair that is offered at the Davea career center. Students 

attend academic classes in their high schwls for part of the day and spend the other half of the day at 

Davea Work-site experiences involve rotating students mdividuahy through one-week internships at three 

different Sears service center departments--parts, small engines, and appliance repair. Students observe 

and work alongside experienced Sears repair technicians who have been selected to supervise interns. 

Sminole CIh+&mm This projeq which began its first year of operations in schwl year 1992- 

1993, was initiated by the Siemens Stromberg-Carlson company to train electronic technicians. The 

Nigh school staff members were considering alternative advisory assignment strategies for school year 
1995- 1996, based on two years of experience. Instead of dividing students by career interests, staff 

I members may assign students to advisors on the basis of hobbies or other interests. 

/ 
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project recruits seniors f?om Seminole County’s two high school electronics programs and provides work- 

site experience at Siemens5 In high schwl, students take courses recommended for the Tech-Prep 

electronics sequence, or their equivalent. They spend three hours a day, twice a week, at the Siemens 

training facility receiving instruction in job-related skills, using a curriculum adapted Tom the one used 

by Siemmsin its apprenticeship program in Germany. Performance is reviewed at the end of the school 

year to d&mine whether atudmts will be allowed to continue in the program. 

Following high school, students who continue will work part-time at Siemens and enroll m the two- 

and-a-half-yeer appnnticsship program the company has established at the local community college. The 

students spend the first year of the postsecondary employment at the training center improving and 

expadiqtJ~&skills. l’beyspurdther maining one and a half years job shadowing at the local Siemens 

plant. Siemens will pay college fees for students still in the program and provide them witba stipend. 

These students will receive an associate’s degree as an electronic technician. 

To&do Saute Zdus~ CoudL This project, which enrolled its 6rst students in spring 1993, is 

a two-year program that prepares selected students from three Toledo-area high schools for careers in 

robotics industrial automation, dral%ng and architecture, computer-aided design and manufacturing, . 

medical and dental assisting, building and carpentry, insurance data processing, and office skills. Project 

staff members interview and evaluate the beet jti in the relevant VocationaLtechnical classes and match 

than with employers according to employer needs and student abilities, desires, and strengths. Students 

begin part-tune employment whar an appropriate work-site position is found and can work full-time during 

the summer and part-time during senior year. Academic teachers relate their cunicuhnn to the vocational 

areas when possible; classes sometimes are taught jointly by a vocational teacher and an academic teacher. 

After high school graduation, students will receive a diploma, a certificate of competency, and a portfolio 

that will document their wmpetencies and work experience and will include a resume and references. 

‘In the first year, the pmgram recruited both juniors and seniors 
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Workforce LA Youth Academies. This project began as a citywide effort in Los Angeles to 

encourage continued school attendance and promote general employability skills among high school 

students at risk of dropping out. More than 1,500 students-high school juniors and seniors--were placed 

in paid, part-time employment four aftemocns a week to gain work experience. They attended regular high 

school classes and spent one s&moon a week in a special class to improve basic skills and work readiness. 

Most students worked in Los Angeles city government agencies; a few were employed at, a major 

telecommunications firm. Students working in city agencies were required to complete 30 hours of 

mnmunity service snnually. lle jobs were gmerallyin service occupations, three-quarters of whiqh were 

clerical. The program was substantially scaled back due to lack of city funding for work-site positions; 

approximately 100 students pa&cipate. 
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APPENDIX B 

STUDENT DATA FORMS 



SCHOOL-To-WORK lRANSJl7ONflOlJ7H A#FRENllCESHlP DEMONSlRAllON 

BASELINE DATA 

lDENTlFlCATlON PRE-PROGRAM PERFORMANCE MEASURES 

1. NAME: 

2. MPRID: IO I 1 I I-1-1 

3. SW: I_l_l_l-l-l-l-l_l_l_l_l 

13. Attendance: 

1. Days Enrolled I I , I 

2. Days Absent l_l_l_l 

130. Attendance Period: Check Nl One) 

4. Program Entry Date: ‘-A--’ i--;-l ‘9 l-I-1 
YeOr 

5. Grads Level at Entrv 9 10 11 12 
Ic*ek OMJ 

1. _ Prior School Year 

2. _ Prior Samester 

3. _ othsr lspipscify: 1 

5. Youth Apprenticeship Occupational Field: 
14. PreviousYsarGPA: 1_/_1.1_1_1 

OEMOGRAPHIC INFORMATION 

7. Date of Birth: 1 -1-l l_l_l 19 l-l_1 
Month DW YEW 

9. Primary Language Spoken at Home: 

9. Ethnic Group: lCh&k 1/J One1 

1. _ Slack Inon-Hispanic, 

2. _ Hispanic 

3. _ White Inon-Hispanic) 

4. _ Asian/Pacific Islander 

5. _ Other ISpecify: ) 

10. Sex: /Check ,/I One/ 

1. _ Male 

2. _ Female 

11. Participant is a Parent: (Check NJ Onei 

16. Most Recent Standardized Test Scorn 
Prior to Program Entrants: 

* 

15a. Test Name or Typ: 

1 Sb. Date When Test Administered: 

l-I-1 ILL/ 19 l-l-1 
Month oav Year 

15~. Test Scores: 

Compmwnta Scores 

Math 

Reading 

Language 

1. - No 

2. _ Yes 

12. Participant Lives Alone: /Check 1/J Onel 

1. - No 

2. _ Yes 
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SCHOOL-IO-WORK lRANSlllONNOlJ7H APPRENllCESHlP DEMONSlRAll& 

BASELINE DATA 

1 

lOENTlFlCATlON 

1. NAME: 

2. MPRID: lOl_LI~I~IeI 

3. SSN: ,_:_I_ I-l-l-l-l_L1-L 

4. Program Entry Date: I-1-1 1-I-I 19 l_l_l 
Month Dav Year 

5. GradsLevel at Entry: .9 10 11 12 
It%& OneI 

6. Youth Apprenticeship Occupational Field: 

OEMOGRAPHIC INFORMATlON 

7. Date of Bwth: I -1-l 
. Month 

l-l-l 19 I--~--.;-’ 
D-f 

9. Prunary Language Spoken at Home: 

9. Ethnic Group: lC*eck WI Ond 

1. _ Black Inon-Hisp.nicl 

2. _ Hispanic 

3. _ White Inon-Hiopsnicl 

4. _ As~anlPss~fic Islander 

5. _ Other (Specify; I 

IO. Sex: ICheck ,,I One/ 

1. _ Mala 

2. _ Female 

Il. Participant is a Parent: /Check 141 One/ 

1. -No 

2. _ Yem 

12. Particopent Live* Alone: Check 10 One, 

1. - No 
2. _ Y.6 

13. 

14. 

IS. 

PRE-PROGRAM PERFORMANCE MEASURES 

Attendance: 

1. Days Enrolled 1 I I I 

2. Days Absent l-l-l-l 

13a. Attendance Period: Cheek I// One/ 

1. _ Prior School Year 

2. _ Prior Semester 

3. _ Other Wpeeily: I 

Previous Year GPA: [_1_1.1_1_1 ’ 

Most Recent Standardized Test Score 
Prior to Program Entrance: 

1%. Test Name or Type: 

1Sb. Date Whsn Teat Adminirtsrsd: 

l_l_l l-l-1 19 1-L 
Month Dw Year 

1 SC. Tart Scoras: 

compc.rmP Scar” 

Math 

Reading 

Language 
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MPRID: IOlll-1-l-l NAME: 
SCHOOL-TO- WORK XRANSlTlONNOlJlH APPRENnCESHIP DEMONSlRAllON 

PROGRAM ACTlWlT AND INTERIM OUTCOMES 

1. HIGH SCHOOL 

A. Curriculum. GPA. and Attendance: 

Course Credits Earned GPA Anendanc. 

Days Days % Days 
Period Mafh/Sci Voc-Tech m SS/History Q& m Absent Enrolled or 

-l-to-/- _ - _ - - - l_l_i !_I_1 l-l-l% 

-l-to-‘- _ - _ - - - 1-l-l I_/-1 I-l-i% 

-l-to-~- _ - - - - 1-l-I ’ 1_1_1 l-l-l% 

-l-to-‘- i- - - - - - 1-1-I l-1-1 I-i-l% 

S. Graduation I 

High School Graduation Date: Ll~l l-,hyl ‘9 I-& 

Il. COLLEGE 
\ 

A. Curriculum,~ GPA, and Occupational FOCUS 

lntendsd Major/ 
Course Credits Earned GPA Occupational Csrtificat. 

Period m Occumtional m SSlHistory Other 

-/-to -‘- - -- 

-iLtO -I- L - 

-/-‘O-I- - - - - - - 

_IL’O_I_ _ - _ - - - 

S. D.gr.e/C.rtific.t. Attainment 

Da. O.gre./Certificat. Awarded: 1-1-I 1-1-I 19 lTdATl 
MONTH DAY 

Occupational Field/Major: 

Type of D.gr../C.rtifieate: (Check KJ One/ 

1. _ A.A. 
2. - 1 Year Certificate 
3. _ 2 Year Certificate 
4. _ B.A. 
5. - B.S. 

Ill. IN-PROGRAM EMPLOYMENT 

START STOP 

I.!G Hours Per Week m Job g&e Es@ DPO y&g 
‘Check NJ On./ 

1 0 Summer l-l-l ’ ’ 6 --- -._ -‘-‘- $-‘- 
2 0 School Year 

1 q Summer l-l-l / ’ 8 --- -‘- -‘-‘- *-‘- 
2 0 School Y..r 

1 0 Summer 
2 0 School Year 

1-l-l -‘-‘- $-‘- -‘-‘- $-‘- 
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APPENDIX C 

DETAILED STUDENT DATA TABLES, BY SITE 







TABLE CL? 

(IIOSTON PRIYATE INDUSTRY COUNCIL) PROTRCH-FINANCIAL 

DEMOGRAPHIC CHARACTERJSTICS AND PR&PROGRAM PPRFORMANCE MWURES, 
BY COIiORT DATE OF ENTRY 

Fall 1991 Fall 1992 Fall 1993 Fall I994 

Number bmlled 
Date enmlkd 

72 
Sept. 1993 

(6% 
oa. 1993 (1) 

Feb. 1994 
(2) 

68 
scpt. 1994 

(68) 

Age .t Entry 
5% 13tol4 
% 151016 
% l7to 18 
% In+ 
Wewe) 

Grade Level 11 Entry 
%,lOth 
% 11th 
%lZlb 

1.4 i 0.0 
41.1 ’ 61.8 
40.3 32.4 
11.1 4.4 

(17.1) (16.6) 

0.0 0.0 
100.0 ‘: 100.0 

0.0 0.0 

Pcrcawgc English is Piimuy Laguge 

IlWfBhidlY 
% Bhck 40.9 35.8 
I Hiipmic 31.0 35.8 
I White (non-Hhpmic) 5.6 9.0 
% AQiVhciRc Ialmdcr 21.1 14.9 
%OthM I.4 4.5 

SCX 
% Idale 27.8 42.7 
% Female 72.2 57.4 

Pcrunugc who Am pIrcIll$ NA NA 

PMnuge who Live Alone NA NA 

: +G j _:, ‘;: i ::~ ;:, i:: _ _: ~ :i:i ri ~ i,i ii :i ~ ii~?i~iii:i ii::i/ii iiiijiiiiiiii:i:‘iii,i:i,i’iii’i:~:i::’:,:,:’:~::~:: ::::w::,:~::x ::,: ::,A:,: :‘: ::::,:,::::~::‘:: :.:,:.:,:~:~i:‘:::‘::::~:,-:,-:‘:::,:~::::::’:,:,;::::,:::’-::::::::::::::::~~ ::: :::::‘::“.:‘:c ::‘:::‘::‘::‘_:‘:~::‘:‘: ~:::: ::: 
m Mm; ;; ;,;,y ~ ;,j i,; E,Gij ;;,c ii,:ii,i~~~,i,ii:~~~~~:-‘:l ;; _,)~~~,::: ~~‘::‘1:::‘:‘::” :“““‘~:‘:‘::‘: ~~~~~~‘:‘-; ;;;; ::j:;; ;(i ~; I_; _ 

.~, ,~,~, ~.~ ,.,. ~.. ~,~~~~,~ .,,, ~,.,~~,~ .,,.,,.,, ,.,...,.,, ~,.~,.,....~.~.~,.~/...~.., .,.... ,.,, .,.......,....,.~.,.~...,...,... .~.......,.,.~,., ..~..........., ..~.......,.~..~.,...,.,.., ,,.. ~~~, ~~~.,~ 

Awqc A,,en- Rae (Pae,“.gey NA NA 

Avenge Pm-Pmgnm GPA’ NA NA 

Mod Recml Sundatdixd Test Scores 
Test name or type NA NA 
CompmuWlsoru 

MUh NA NA 
Reading NA NA 
IAngu~ge NA NA 

SLnmcE: Scbeol-m-Work Trmsition Demmslmtion Databar nvintaincd by Matkmndca PoliEy Raearch, Inc. 

NA = not rvtihble. 
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TABLE C.3 

CRAFTSMANSHIP WOO (TULSA) 

DEMOGRAPHIC CHARA”-ERISTKS AND PRE-PROGRAM PEWORMANCE MEASURES, 
BY COHORT DATE OF ENTRY 

Fall 1991 Fall 1992 Fall 1993 Fall 1994 

Number Enrolled 
Da* e”rollcd Aug. ,992 (1’6: 

II IO 
Aug. 1993(11) Aug. 1994 (IO) 

Ian. 1993 (3) 

Age of Entry 
%l3tol4 0.0 0.0 
%,5tol6 35.3 54.5 
% I7 to I8 52.9 45.5 
% IS+ II.8 0.0 
(Avaagc) (17.0) (16.5) 

Grade Level at Entry 
% 10th 
%Ilth 
% 12th 

,’ 0.0 
50.0 
40.0 
10.0 

(16.8) 

0.0 0.0 0.0 
82.4 loo.0 100.0 
17.6 0.0 0.0 \ 

Percentage English is Primary LpngupBc 100.0 loo.0 : loo.0 

RacuEthnicity 
% Black 17.6 54.5 10.0 
% Hispanic 0.0 0.0 0.0 
% White (non-Hispic) 82.4 45.5 80.0 
% A&uvPaciGc Isla”dn 0.0 0.0 10.0 
% 03her 0.0 0.0 0.0 

SeX 
% Male 
% Female 

Percentage Who Arc Parent.5 

Percentage Who Live Alone 

Avera.& Attendance Rate (Pnrcntqej 95.1 95.7 97.2 

Avcngc Pre-Pmgnm GPA’ 2.55 2.66 2.63 

Most Recmt Standardized Test Scores 
Test name or type ITBS(Il) ITBS(ll) TAP (7) 
Componenakcorcr 

Math 10.9 II.5 10.5 
Reading 10.3 II.8 9.7 
lA”gwge 7.0 10.6 8.4 

Sobwx School-to-Work Transition Lkmonrultion Databesc mti”tai”ed by Mathematics Policy Rescurch, Inc 

‘Prior school year 
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TABLE C.4 

GWINNETT YOUTH APPRENTICESHIP PROGRAM 

DEMOGRAPHIC CHARACTERISTICS AND PP.E-PROGRAM PERFORMANCE MEASURES, 
BY COHORT DATE OF ENTRY 

Number Enrolled 
Date enmlled 

Fall 1991 Fall 1992 Fall 1993 Fall I994 

52 48 
Aug. 1993 (8) Aug. 1994 (37) 
Jan. 1994 (42) Jan. 1995(11) 
Feb. 1994 (2) 

Age at Entry 
% ,310 I4 0.0 
% ISto I6 1.9 
% I7 to I8 76.9 
% IS+ 21.2 
W=w=) (18.1) 

0.0 
0.0 

85.4 
14.6 

(17.6) 

Grade Level at Enhy 
% I 0th 0.0 0.0 
%.I Ith 7.7 8.3 
% 12th 92.3 ‘: 91.7 

Percentage English is Primary Language 98.1 100.0 

RacwEdmicity 
% Black 3.9 0.0 
% Hispanic I.9 0.0 
% white (non-Hispanic) 94.2 100.0 
% Aknhciftc Islander 0.0 0.0 
% other 0.0 0.0 

SCS 
% Male 53.9 41.7 
% Fenmlc 46.2 58.3 

Percentage Who Arc Parents 0.0 0.0 

Percentage Who Live Alone 0.0 : 0.0 

Average Attendance Rate (Percentage) 93.0 93.3 

Average Pre-Program GPA’ 2.87 2.82 

Most Recent Standardi Test Scorer 
Test name or type GABS (27) GA HS GRAD 

Componsnukcom 
EXAM (29) 

BST(lI) GABS(II) 
Math GABS 324.8 H.S. GRAD 541.7 
Reading GABS 327.9 
Language GABS 346.7 H.S. GRAD 541.8 

SOURCE: School-to-Work Transition Demonsbxtion Database maintained by Matbenmtica Policy Rcrursh, 1”~. 

‘Prior school year or prior senxster, 

230 



TABLE C.5 

ILLINOIS =ATE BOARD OF EDUCATION-ROCKFORD 

DEMOGRAPHIC CHARACTERISTICS AND PI&PROGRAM PERFORMANCE MEASURES, 
AND INTERIM OUTCOMES 

Fall ,991 Fall 1992 Fall 1993 : Fell 1994 

Number Enrolled I5 26 34 
Date cnmllcd Aug. 1992(15) Aug. 1993 (25) Aug. 1994 (31) 

luncl993(1) June 1994 (3) 

Age at Entry 
%l3tol4 
%IStol6 
%l?tolS 
% 18+ 
(Average) 

Grade Level at Entry 
% 10th 
% 11th 
% 12th 

Percentage English is Primary Language 

RacdEthnicity 
% Black 
% Hispanic 
O% mite (non-Hispanic) 
% AsianPacitic Islander 
% other 

0.0 
100.0 

0.0 

100.0 

0.0 
6.7 

93.3 
0.0 
0.0 

0.0 
57.9 
42.1 

0.0 
I 

(16.5) 

0.0 0.0 
96.2 91.2 

3.9 ~ 8.8 

96.2 100.0 

0.0 
3.9 

96.2 
0.0 
0.0 

0.0 
45.5 
54.5 
0.0 

(16.1) 

0.0 
0.0 

97.1 
0.0 
2.9 

sex 
% Male 53.3 92.0 19.4 
% Female 46.7 8.0 20.6 

Percentsgo Who Arc Pnnnts 0.0 0.0 5.9 

Pemntagc Who Live Alone 0.0 0.0 : 0.0 

Avnapc Attendance Rate (Pcrcentagc~ 98.4 97.8 98.3 

Average Prr-PrO@~2”, GPA’ 2.43 2.84 2.96 

Most Recent Standardized Test Scarer 
Tort nane or type TAP(15) TAP(l8) TAP(I5) 

Swford (3) GAP@) 
Sunford (7) 

CompanmWrcares 
Math TAP 57.2 TAP 67.6 TAF’61.9 
Reading TAP 50.5 TAP 69.6 TAP 58.1 
lA”gUW TAP 54.7 TAP61.6 TAP 55.3 

somc8: School-to-Work Transition Dam”stmtio” Database maintained by Mathematiu Policy Research, Inc. 

‘Prior school year. 
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TABLE C.6 

ILLINOIS STATE BOARD OF EDUCATION-CHICAGO 

DEMGGRAPRIC CHARA’XEtUST3CS AND PIE-PRGGRAM PERPGRMANCE MF.ASDRES. 
BY COHORT DATE OF ENTRY 

Pall 1991 Fall1992 Fall 1993 Fall 1994 

NumkrlkoUe.5 
Date mlkd Sept. 1993 (2; Sept.1994 ($ 

;:,::::,:~:,*,:,i:::~:::::;;:.~::::~:,~~~:::::::::::~:~~~.::~:.:.~.:.~..,.~.~.~.~.~.::~.~.~..~~~~:.~.:~.~:~..: ..:,_.:. .,...,. ::,::.:i.;::::i?::.~.,:,. .~.,: ~: .,, ~,~ 

~.~.~..~/.....~.~....~...~...~..~.~....~.........~...~..~..~.~.~.~.~...~.~.~ ~. I.~...~...~...~..~~....~ .~,.~,. /. 

‘+S=atEauy 
% 13to14 0.0 0.0 0.0 
% I5 to 16 19.2 24.1 59.4 
% 17~118 65.4 55.2 37.5 
% 18+ 15.4 20.7 3.1 

(17.5) (17.6) j (16.1) 

Grade Level at Envy 
% 10th 3.9 0.0 0.0 
% llth 46.2 58.6 100.0 
% 12th 50.0 41.4 0.0 

Fkx+tagc Bnglish isPrimary Language 38.5 44.8 33.3 
\ 

Itambnicity 
% Black 23.1 44.8 30.3 
% Hjrpmic 53.9 17.2 36.4 
% White (non-Hispmic) 7.7 17.2 12.1 
‘16 Asiadhcitic Islanda 7.7 m.7 21.2 
%OtbOI 7.7 0.0 0.0 

sex 
% Malo 
% Female 

LOO.0 89.7 78.8 
0.0 10.3 21.2 

pmuurpswkokpucrm 0.0 0.0 0.0 

Pcrccnupe who Live Atone 0.0 0.0 0.0 

Average Attaxtrncc Itate (Ikant.ge)’ 95.3 91.5 

Avm~c Prdro~ran, GPA’ 2.16 l.M 

MOM Recent Sundardizui Tut Scorn 
Test nmu or type GUGISU (25), GhfwsM (27) 
Componenldacoru 

Math 8.22 3.00 
RUdii 8.45 8.38 
IAnguagc 7.98 7.22 

sotmcs: School-lo-Work Ttition Demnstr%ion Daubsas mintaincd by Malhormtia policy Racach, Ins, 

-F?ior c.chool year or prior lelnater. 

88.3 

2.21 

GMGlSM (32) 

4.00 
8.6, 
7.M) 
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TABLE C.7 

MANUFAC-“JRING TECHNOLOGY PARTNERSHIP (FLINT) 

DEMOGRAPHIC CHAF&ZTERISTICS AND PRE-PROGRAM PERFORMANCE MEASURES, 
BY COHORT DATE OF ENTRY 

Fhlll991 Fall 1992 Fall 1993 Fall 1994 

Number Enrolled 50 54 52 
Date enrolled sop. 1992 (50) sop. I993 (54) Sept. 1994 (52) 

Age e.t Entry 
% I3 to I4 0.0 0.0 0.0 
% ISto 16 34.0 61.1 59.6 
%17tol8 64.0 38.9 40.4 
% IS+ 2.0 0.0 0.0 
W=w=) (16.9) (16.4) (16.4) 

Grade Level at Entry 
% 10th 0.0 0.0 0.0 
%Ilth 51.0 LOO.0 100.0 
% 12th 49.0 0.0 0.0 

’ Percentage English is Prirmry Language 98.0 98.2 ‘: 100.0 

RacuEthnioity 
%Black 78.0 42.6 34.6 
% Hispanic 8.0 3.7 I.9 
% White (non-Hiwic.) 12.0 46.3 53.9 
% AsiavPaoiIic Islander 2.0 1.9 3.9 
% other 0.0 5.6 5.8 

SOX 
% Male 60.0 57.4 55.8 
% Female 40.0 42.6 44.2 

Percentage Who Are Parmu 0.0 0.0 0.0 

Percentage Who Live Alone 0.0 0.0 0.0 

Average Attendance Rate (Perccnta& 

Av+mgc prc-Program GPA’ 

Most Recent Stnndardized Test Scores 
Tort name or rypc 
ComponmWscores 

Math 
Reading 
IAlgUagO 

97.6 97.2 

2.78 2.89 

Gh4zVICS (47) ICSP 

69.3 81.1 

96.2 

3.03 

NA 

SOURCE: School-t*Wark Transition Demonstration Database ntaintained by M&hen&u Policy Research Inc. 

‘Prior school year or prior se”xster. 

NA = not available. 
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TABLE C.: 

MIDDLE GEORGIA AERGSPACE 

DEMOGRAPHIC CHARACTERJSTICS AND PRE-PROGRAM PERFORMANCE MEASURES, 
BY COHORT DATE OF ENTRY 

Fall 1991 Fall 1992 Fall I993 Fall 1994 

39 41 
July 1993 (39) August 1994 (33) 

March 1995 (8) 

Age at Envy 
% 1310 I4 0.0 0.0 
% ISto I6 36.1 21.9 
%I7toI8 61.1 78.1 
% In+ 2.8 0.0 
Www) (16.8) (17.0) 

Grade Level at Entry 
% 10th 0.0 0.0 
%Ilth 100.0 80.5 
%.l2th 0.0 19.5 ~ 

Percentage English is Primary Languge loo.0 97.6 

Rac&thnicity 
% Black 
% Hispanic 
% White (non-Hispic) 
% AimPacific Islander 
% other 

20.5 34.2 
0.0 0.0 

79.5 65.9 
0.0 0.0 
0.0 0.0 

SCX 
% Male 
% Female 

76.9 73.2 
23.1 26.8 

PSrtCnts8C WhO &,,C h-CW3 0.0 0.0 

kW,tW$ who Live Alone 0.0 0.0 

Average Attendance Rate (Pcrccntsgs)’ 96.0 

Average Pm-ProSram GPA’ 2.63 

Most Recent Standudizd Test Scores 
Test name or type ITBS (25) 

PSAT(13) 

ComponenWscorer SAT(l) 

Math ITBS 229.9 
Reading ITBS 238.7 
LUlPU&?C ITBS 266.8 

SOURCE: School-@Work Transition Lkmonstmtion Database maintained by Mahemmica Policy Research, Inc. 

‘Prior school year or prior sanesmr 

97.2 

2.55 

PSAT (23) 
GHSGT(II) 

ITBs (4) 

PSAT 34.3 
PSAT 32.5 
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TABLE C.9 

PENNSYLVANL, YOUTH APPRENTlCESHlP PROGRAM-LYCOMING 

DEMOGRAPHIC CHARACTERISTICS AND PP.E-PROGRAM PEWORMANCE MEASURES. 
BY COHORT DATE OF ENTRY 

Fall 1991 Fall 1992 Fall 1993 Fall 1994 

Number Enrolled I3 I2 I6 17 
Date cnroiled Sept. 1991 (13) June I992 (2) Aug. 1993(15) AuS. 1994 (17) 

Aug. 1992(lO) Sept. 1993 (I) 

Age at Entry 
% 13 to I4 
% I 5 to I 6 
%17tol8 
% IS+ 
(AV.W+) 

Grade Level at Entry 
% 10th 
% 11th 
% 12th 

0.0 0.0 0.0 
38.5 8.3 40.0 

91.7 60.0 
0.0 0.0 

(17.0) (17.1) (17.0) 

0.0 0.0 12.5 
100.0 83.3 62.5 

0.0 16.7 25.0 

Pcrczntagc English is Pximary Language 100.0 100.0 100.0 ~ 

mthnicity 
% Black 0.0 0.0 0.0 
% Hispanic 0.0 0.0 6.2 
% White (non-Hispanic) 100.0 100.0 87.5 
% AsiamPacih Islander 0.0 0.0 0.0 
% other 0.0 0.0 6.3 

SCX 
% Male 
% Female 

100.0 91.7 87.5 
0.0 8.3 12.5 

Percentage Who Arc Parents 0.0 0.0 0.0 

Percentage Who Live Alone 0.0 0.0 0.0 
~/ ~.~,~~~~ 

~prr-pmgm~perb-eec &&& ~,: ,;;:: !I,:: I,:~ ;:~Y :,;;,,~,I ;, ~~, : ,,_,:,:__:,:,_:_:,_:~:_,::_::_:_::_,_:__::,__,:::~ ::-:::i{:::;;:‘i,, ‘:,~::;~t:~i:;;f;;; ,:,~:~:~~,i,~j:i:_::i__,::ii::i:~i~:iiiiii~:~i::i::__::i_~i:i::i:::_/i::i:_i_i: ,~~~, ,,,,,,,,,,., 

Avcrags Anendance Rate (Pcrccntqc? 

Average Pre-Program GPA’ 

Most Recent Standardized Test Scores 
Test name or typs 

COlIlp”~~WSCOI~S 
Math 

88.3 

2.53 

NA 

94.7 95.7 

2.73 2.58 

CTBS (6) CTBS (5) 
A@(l) IACT 

CTBS 61.3 CTBS 76.5 

0.0 
29.4 
64.7 

5.9 
(18.0) 

0.0 
88.2 
II.8 

100.0 

0.0 
0.0 

100.0 
0.0 
0.0 

100.0 
0.0 

0.0 

0.0 

91.6 

2.66 

NA 

Reading CTBS 66.3 CTBS 88.2 
La”&ape CTBS 76.5 CTBS 99.0 

SOURCE: School-to-Work Transition Demonstration Database maintained by Mathcmatica Policy Research, Inc. 

‘Prior school year. 

NA = not availsblc. 
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TABLE C.1 I 

PENNSYLVANIA YOUTH APPRENTICESHIP PROGRAM-PHILADELPHIA 

DEMOGRAPHIC CHARACTERISTlCS AND PRE-PROGRAM PERFORMANCE MEASURES, 
BY COHORT DATE OF ENTRY 

Fall 1991 Fall 1992 Fall 1993 Fall 1994 

Numkr Fnmlled 
Date cnmllcd 

IO I2 
sept I992 (9) hIarch 1994 (4: lulyl994(1) 
Dec. 1992 (I) April 1994(l) Sept. 1994 (I) 

Oct. 1994 (3) 
Nov. 1994 (3) 
Deb. 1994 (2) 
Im. 1995 (2) 

Age at Entry 
% 13 to I4 
%IStol6 
%l7tol8 
% IS+ 
(Aww) 

Ode Level at Entry 
% 10th 
% 11th 
% 12th 

Percentage English is Primary Language 

Rac~lhnichy 
% Black 
%Hispanic 
% White (non-Hispanic) 
% Asian/Pacific Islander 
% other 

Sn: 
% hide 
% Female 

0.0 0.0 
20.0 20.0 
40.0 80.0 
40.0 0.0 

(18.0) (17.2) 

0.0 
40.0 
60.0 

90.0 

40.0 
10.0 
50.0 
0.0 
0.0 

0.0 0.0 
60.0 41.7 
40.0 58.3 

100.0 83.3 

20.0 
0.0 

80.0 
0.0 
0.0 

0.0 
8.3 

83.3 
8.3 

(17.3) 
\ 

16.7 
0.0 

75.0 
8.3 
0.0 

loo.0 loo.0 83.3 
0.0 0.0 16.7 

Percentage Who Are Pnnntn 0.0 0.0 0.0 

Percentage Who Live Alone 0.0 0.0 0.0 

Awmge Attendance Rate (Pcrccntagc)’ 

Avenge PrpPmgram GPA’ 

Most Recent Standardized Tat Scores 
Test “MC or + 
Compamakc0rr.s 

Math 
Repding 
Lmguage 

85.1 87.3 91.0 

I .60 I .83 2.03 

PCT PCT PCT 

54.9 69.0 62.0 
45.6 65.8 50.9 

SOURCE School-twWork Transition Demonstration Database maintained by Mathcmatica Policy Research, Inc. 

‘Prior school year 
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TABLE C.12 

PENNSYLVANIA YOUTH APPRENTICESHIP PROGRAM-PITTSBURGH 

DEMOGRAPHIC CHARACTERISTICS AND PRE-PROGRAM PERFORMANCE MEASURES, 
BY COHORT DATE OF ENTRY 

Fall 1991 Fall I992 Fall I993 Fall I994 

Number F.nrolled 
Date mmllcd Sept. 1992 :;) 

Feb. 1993 (5) 

I5 I6 
Sept. I993 (IS) Sept. 1994(16) 

Age at Entry 
% I3 to I4 0.0 0.0 
% IS to I6 45.5 53.3 
%17tolS 54.5 46.7 
% IS+ 0.0 0.0 
(Average) (16.6) (16.5) 

Ode Level at Entry 
K 10th 
%Ilth 
% 12th 

Pwcrntagc English is Primary Language 

Rncd3hnicity 
% Black 
% Hispanic 
% White (non-Hispanic) 
% Asian&&c Islander 
% other 

SCX 
% Male 
% Female 

Pe,cemqe Who Arc Parentr 

Pwccntage Who Live Ahme 

0.0 
100.0 

0.0 

loo.0 

72.7 86.7 68.8 
0.0 0.0 0.0 

27.3 13.3 31.2 
0.0 0.0 0.0 
0.0 0.0 0.0 

10Q.o 
0.0 

0.0 

0.0 

0.0 
LOO.0 ‘: 

0.0 

100.0 ,’ 

80.0 
20.0 

0.0 : 

0.0 

Pm-P&mu Pe*~~~hJenltres~~~~ I,~:, 1: i:~:_:~~~~~__::~~“j::j,:i;_~i:~~;__:~~~:,_i,i~~ii~iili~i~i_iiii~i,~_jii,~i,_iii,iiiij_ii::i:i_iiiii_iiii~~i:ijiiii_ii/~i::i:i~:~i::i_i~iiii 

Average Attendance Rate’ NA 95.6 

Average Pre-Pm&ram GPA’ 2.03 2.06 

0.0 
50.0 
50.0 
0.0 

(16.6) 

0.0 
loo.0 

0.0 

100.0 

62.5 
37.5 

18.8 

0.0 

88.9 

2.37 

Most Rant Standardized Test Scorer 
Test name or type 
Compnsntdscores 

Math 
Reading 
Lm*ua*c 

BSA(I0) CAT(l3) CAT(I5) 

161.7 
159.0 78.4 74.6 

SOURCE: School-to-Work Transition Demonstration ~tabaae maintied by Matttematica Policy Rexarch. Inc. 

‘Prior schwl year or prior sen~ester. 

NA = not available. 
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TABLE C.13 

PENNSYLVANIA YOUTH APPRENTICESHIP PROGRAM-YORK 

DEMOGRAPHIC CHARACTERISTKS AND PP.E-PROGRAM PERFORMANCE MEASURES. 
BY COHORT DATE OF ENTRY 

Fall 1991 Fall 1992 Fall I993 Fall 1994 

Number Enrolled 20 I1 IO 
Date enrcdled Sept. 1992 (20) Sept. 1993 (II) Sept. 1994(10) 

Age at Entry 
% I3 to I4 
%l5tol6 
%l7tol8 
% IS+ 
(Average) 

Grade Level at Entry 
% 10th 
%Ilth 
% 12th 

PcrccnUgc English is Primary Language 

0.0 0.0 0.0 
45.0 9.1 30.0 
55.0 90.9 70.0 
0.0 0.0 0.0 

(16.7) (16.9) ! (16.8) 

0.0 0.0 0.0 
100.0 loo.0 100.0 

0.0 0.0 0.0 

100.0 100.0 \ loo.0 

RacdEthnicity 
% Black 
% Hispanic 
% White (non-Hispanic) 
% AsiaflaciGc Islander 
% Other 

SCX 
% Male 
% Female 

Percentage Who Are Parents 

0.0 9.1 0.0 
0.0 0.0 0.0 

100.0 90.9 100.0 
0.0 0.0 0.0 
0.0 0.0 0.0 

100.0 100.0 100.0 
0.0 0.0 0.0 

0.0 0.0 0.0 

Percentage Who Live Alone 0.0 0.0 0.0 

Avcqc Attendance Rate (Percentage) 95.0 93.0 91.4 

Average Prr-Program GPA’ I .96 I .86 2.27 

Most Recent Standardized Test Scores 
Test name or type DAT (16) DAT (7) DAT (9) 

CAT(I) UniScon (I) 
Componc”Wwores 

Math 56.6 DAT 52.4 DAT41.1 
R-ding 52.6 DAT 59.6 DAT 45.7 
LanguaR:c 52.2 DAT 58.3 DAT 64.2 

SOmcE: School-t*Work Transition Demonstration Database maintained by Mathcmatica Policy Research, Inc 

‘Prior school year 
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TABLE C.14 

oAKLANDwoRKs 

DEMGGRAF’HIC CHARACTE P.lSTK.9 AND PRFrPRoGRAM PERFORMANCE MEASURES. 
BY COHORT DATE OF ENTRY 

Fall 1991 Fall 1992 Fall 1993 Fall 1994 

Number Enrolled 282 312 
thte oludlcd NA NA 

ii~~~~~‘~~~~~~~~~~~~~:~~~:~~~~~~~~~~:~~~~~~~~~~~~~~~~~~~~:~~~~~~-“::i’:i~~~~ii~~~i-_~i:i;~i~i~;;:-~;~:~’ 

Age at Entry 
%13tol4 NA NA 
%15tol6 NA NA 
Kl7tol8 NA 
*,‘a IS+ NA g : 

(Avcmgo) NA NA 

Ode LoveI at Enby 
Hloth 
% 11th 
% 12th 

Pewntage English is Priaury Language 

RawEthnicity 
% Black 
% Hispanic 
% White (non-Hispanic) 
% AsianPaciGc Islander 
% other 

Sm. 
% Male 
% Female 

61.0 77.6 
39.0 22.4 

0.0 0.0 \ 

72.7 68.6 : 

65.8 65.0 
18.9 16.7 

1.8 1.6 
13.2 16.7 
0.4 0.0 

40.8 31.7 
59.2 68.3 

Percentage Who Are Paren@ NA NA 

Percentage Who Live Alone NA NA 
,,~ ::‘Prr-PmgnaP~:M~:iji:ii:;~~ii::i;:i;,:i’i-ii,_,~~i/_i-~j:;:;jli:::‘~:;:i:j_,-‘~~~‘,i’i’i,~i,~~~~~~:~~:~~~~~~:~~~~~~~~~i~i~iii~ii_ 

Avmgc Attendance Rate (Pcrcatagcj’ 88.3 82.3 

Avenge Prc-Program GPA’ 2.4 2.0 

Most Recent Standardized Test Scores 
Test name or tvoe CTBS CTBS 
Compo”cnw&m 

Math NA 46.2 
Reading NA 42.9 
LanPuaae NA 38.9 

SOmCE: School-to-Work Transition Dcmonnrntion Database maintained by M~thematica Policy Research, Inc. 

‘Prior school year. 

NA = not available. 
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TABLE Cl5 

SCRIPPS RANCH HIGH SCHOOL 

DEMOGRAPHIC CIIARACTFNSTICS AND PRE-PROGRAM PERFORMANCE MFASURFS. 
BY COHORT DATE OF !ZNTRY 

NI 1991 Fall 1992 Fell 1993 ,Fall 1994 

Number Enrolled 
Date onrolled 

2 
April 1994 (4 September 1994 (2) 

Age at Entry 
% 1310 I4 2.3 0.0 
%l5tol6 64.4 loo.0 
% l7to I8 31.0 0.0 . % I 8+ 2.3 0.0 
(Avcrpgc) (16.0) ’ (16.0) 

Grade Level at Entry 
% 9th 
% 10th 
% 11th 
% 12th 

22.7 
40.9 
33.0 

3.4 

Percentqe English in Primary Language 81.3 

RncdEthnicity 
% Black 
% Hispanic 
% White (non-Hispanic) 
% AsianiPnsific Islander 
% other 

6.8 
10.2 
432 
35.2 

4.6 

SCX 
% Male 
% Female 

36.4 
63.6 

pcrcentqc Who&Parents I.6 

Percentage Who Live Alone 0.0 

0.0 
0.0 

loo.0 
0.0 \ 

50.0 

0.0 
50.0 
50.0 

0.0 
0.0 

0.0 
100.0 

0.0 

0.0 

Average Attendance Rate (PerccrtUge) 97.4 

Avcmge Pn-Program CPA’ 3.27 

Most Recent Standardized Test Scores 
Test name or type ASAT (70) 

CTBs (4) 
chmponenwworcs 

Math ASAT 6.86 
Vocabulary ASAT 6.14 
Lalpuagc ASAT 6.S0, 

SOmcE: School-@Work Tmnsition Demonstration Dnt&we me.intc.incd by Mathcmedica Policy Rcscprch Inc. 

‘Prior schwl year. 

NA 

2.90 

ASAT (2) 

5.50 
6.50 
4.50 

NA = not availrble. 
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TABLE C.16 

SEMINOLE COUNTYlSIEMENS 

DEMOGRAPHIC CHARACTERISTICS AND PRE-PROGRAM PERFORMANCE MEASURES, 
BY COHORT DATE OF ENTRY 

Fall 1991 Fall 1992 Fall I993 Fall 1994 

Number Enrolled 
D-ate enrolled 

21 I3 28 
Nov. 1992 (21) Nov. 1993 (12) Oct. I994 (28) 

mc. 1993(l) 

Age at Entry 
% 13 to I4 
% 15 to I6 
% ,710 I8 
% IS+ 
(A”emse) 

0.0 0.0 0.0 
33.3 0.0 0.0 
66.7 83.3 96.4 

0.0 16.7 3.6 
(16.8) (17.8) (17.8) 

Ode Level st Entry 
% 10th 
% 11th 
% 12th 

0.0 0.0 
81.0 0.0 
19.0 IW.0 

Percentage English is Primary Language 95.2 

RacuEthnicity 
% Black 
% I+pe.nic 
% White (“an-Hispanic) 
% Asian/PaciIic Islander 
% other 

0.0 
9.5 

90.5 
0.0 
0.0 

IOO.0 
\ 

0.0 
0.0 

LOO.0 

LOO.0 

16.7 28.6 
0.0 7.1 

75.0 60.7 
0.0 3.6 
8.3 0.0 

SCX 
% Male 90.5 76.9 
% Female 9.5 23.1 

Pcrcsntagc Who Arc Pwents 0.0 0.0 

Percentage Who Live Alone 9.1 0.0 

Average Attendance Rate (Pert&& 

Average P,e-Program GPA 

Most Recent Standardized Test Scores 
Test name or type 

CompnenWscores 
Math 

96.0 96.1 

3.1 I 2.88 

CTB(I0 ACT (2) 
SAT (2) cm (5) 

SAT (3) 

CTB 740.8 CTB 752.8 

85.7 
14.3 

5.6 

0.0 

98.3 

2.87 

NA 

Reading CTB 765.0 CTB 780.8 
Language CTB 732.5 CTB 748.8 

SOURCE: School-to-Work Transitian Demonstration Database maintained by Mathematics Policy R-h, Inc. 

‘Prior schaol year. 

NA = not awilablc 
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TAEZEC.17 

TOLEDO PRIVATE MDUSTFiY COUNCIL-TOLEDO 

DEMOGRAPHIC CIiARACTERISTlCS AND PRE-PRffiRAM PERFORMANCE MEASUBES, 
BY COHORT DATE OF FZNTRY 

Fdll991 Fdll992 Fdl I993 Fdll994 

Number Enrolled 
Date mmllcd 

7 
Ian. 1993 (7) 

I3 
Jun. I993 (I) 
Julyl993(1) 
Au* I993 (I) 
Oct. 1993 (I) 

Nov. 1993 (3) 
Jan. 1994 (3) 

March 1994 (2) 
April1994(1) 

Age at Entry 
% 13to I4 
%ISto16 
% 17m I8 
% IS+ 
(Avcragc) 

0.0 0.0 ! 0.0 
0.0 0.0 0.0 

85.7 76.9 loo.0 
14.3 23.1 0.0 

(17.6) (17.9) (17.4) 

Grade Level at Entry 
% 10th 
%Ilth 
% 12th 

Percentage English is Primary Language 

RacJEthnicity 
% Black 
% Hispanic 
% White (non-Hispanic) 
% Astiaciti~ Islander 
% other 

SCX 
% Male 
% Female 

0.0 0.0 0.0 
85.7 7.7 

\ 
80.0 

14.3 92.3 20.0 

loo.0 84.6 100.0 

14.3 7.7 30.0 
0.0 15.4 0.0 

85.7 76.9 70.0 
0.0 0.0 0.0 
0.0 0.0 0.0 

loo.0 46.2 60.0 
0.0 53.9 40.0 

Percentage Who Are Parents 0.0 0.0 0.0 

Percentage Who Live Alone 0.0 0.0 0.0 

Avcragc Attendance Pate (Percmtqe)’ 892 93.5 90.2 

Average Re-Program GPA’ 1.95 2.34 2.15 

Most Recent Standardized Test Scores Ohio Pmliciency (7) Ohio Proficiency (12) Ohio F’mficimcy (5) 
Test name or ryp~ 
Campa”cnwwom 

Math 0.71 0.83 0.80 
Reading 1.0 I.0 1.0 
Language 1.0 I .o 1.0 

sotmx: School-to-Work Trmdtion Demonstration Datdue maintained by Mathemaicn Policy Research Inc. 

‘Prior school war 
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TABLE Cl8 

(BOSTON PRJVATE INDUSTRY COUNCIL) PROTECH-HEALTH CARE 

SECONDARY SCHOOL PERFORMANCE AND CHARACTERJSTTCS OF WORKPLACE EXPWENCES. 
BY COHORT DATE OF ENTRY 

Number Participating 
First year 
Second year 

Fall 1991 Fall 1992 Fall 1993 Fall 1994 

87 85 76 
43’ 60 

First Year 
Average attendance rate 
Avenge GPA 

88.8 90.9 NA 
2.4 2.4 NA 

Scsand Year 
Average attet,dancc rate 
Average GPA 

Percept Change in Average Attendanfc Rate 

Percent Change in Avuage GPA 

86.3 NA NA NA 
2.6 NA NA NA 

-2.8 NA NA NA 
\ 

8.3 NA NA NA 

Number Participated in Any Workplace Experience” 

Chamcteristics of Workplace Activities 
Average number of waks at worksite 
Avna&e hours worked 
Average startin& WtgS 
Number of students with wage increases 

Most Frequent Job Titles 
Clerical assistant/secretary 
Lab assistant 
Radiology assistant 
Unit assistant 
Nurse’s assistant 
AsElStm, 

87 81 50 

61.7 522 NA 
18.9 16.4 

$5.50 S5.41 SE 
87 81 II 

36 I7 I 
18 9 I 
6 5 : 0 

I2 6 0 
IO 2 0 
II 22 9 

SOUTCE: School-to-Work Transition Demonstration Dntabwe maintained by Mathematics Policy Resenmh, Inc. 

‘One schml left the program before the second year began, reducing the possible number of students K&tuing into the second yeat by 13. 

‘Excludes job shadowing or other occasional activities at worksite, but may include short-term (e.g., one week) intentships, 

NA = not available. 
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TABLE C.19 

(BOSTON PRl”ATE INDUSIRY COUNCIL) PROTECH-FINANCUL 

SECONDARY SCHOOL PERFORMANCE AND CHARACTERLVICS OF WORKPLACE EXPERIENCES. 
BY COHORT DATE OF ENTRY 

Number Partici&ng 
Fim you 
Second year 

Fa8 1991 Fall I992 Fall 1993 F@il I994 

72 68 
53 NA 

First Year 
Averego l ttm+e nte 
Average GPA 

ssfond Year 
A-c attendettw r.W 
Avoragc GPA 

Percent Change in Average Attmdmcd &te 

Percent Change in AvmrageGPA 

NA NA 
NA NA 

NA NA 
NA NA 

NA NA 

NA NA \ 
,....,.,....,.: ~...~: .,,,.,..,..,......,..,.,..........,.. .,...,....,..., < .,.,..,.,......,...,.,.,...,... , . ../........ Y ..,.,. I .,.,. ~., .,.,.,...,.,I.,.,.,....,., ~,~ ,I.,...... ..,......,.. ..~..,....,~.,~....... ~.,.-..:.,. ,I:,*:,:.,:,:,.>: .,,,, :.:,: ,.,,,,,,., ..,.,,, ~.,.~.,,~ .~.~,..,.~,. .,,.,.. ~..~ 

;; ~~~~i’~~~~“i;:_l’,,“‘ii:C...:.:;’i.i’:i:~~~~~~~~~~~~~~~~,~~~~~~~~~~~~~~~‘:~,‘:~~~~:‘i’::‘::..-::~~~~~~~,i’:‘:i’::‘_:~~~~~~~”:: 

Number Participated in Any Workplace WCC’ 67 ‘NA 

Chnmctetistics ofWorkplace A&&r 
Average numher of weeks at work& 20.3 NA 
Average hours worked 18.5 NA 
Average stertidg wys 57.01 -NA 
Number of students with wage increawr 54 NA 

Most Frequent Job Titles 
Assistant 39 NA 
General clerk 14 NA 
Office assistant 7 NA 

SOURCE: School--Work Transition ~cnatmtion Dambase maintained by Matbctttatica Policy Resmrcb, Inc. 

‘Excludes job shadowing or other ocusimal activitie$ at wrksite, bitt may include short-term (c.8.. one week) intentships. 

NA = not available. 



TABLE C.20 

CFZAFBMANSHlP 2000 (TULSA) 

SECONDARY SCHOOL PERFORMANCE AND CHARACTERISTICS OF WORKPLACE EXPERIENCES, 
BY COHORT DATE OF ENTRY 

Number Participating 
First year 
Second yeat 

Fall 1991 Fall 1992 Fall I993 Fall 1994 

17 II IO 
16 8 NA 

First Year 
Average atlendance rate 
Average GPA 

Swond Year 
Awmgc attendance rate 
Average GPA 

97.6 97.3 99.5 
3.01 3.04 $19 

91.1 98.0 NA 
2.81 3.06 WA 

Percent Change in Average Attendance Rate 

Percent Change in Average GPA 

-5.6 0.7 NA 
\ 

-5.6 0.7 NA 

Number Panicipaed in Any Workplace Experience’ 

Characteristics of Workplace Activities 
Average numb;er of wscks at worksite 

17 8 NA 

16.6 13.1 NA 
Awags hours worked 40.0 40.0 NA 
Average stamng wags $4.32 s4.25 NA 
Number of students with wage increases 10 0.0 NA 

Most Frequent Job Titles 
Machinist NA 8 NA 

SOmCE: School-m-Work Transition Dcmonstmtion Database maintained by Mathcmatica Policy Research Inc. 

‘Excludes job shadowing or other oscwonal activities at a worksite, but may include short-term (e.g., one wak) intemships. 

NA = not available. 

246 



TABLE C.21 

GWINNE’IT-YOUTE APPRENTICESHIP PROGRAM 

SECONDARY SCHOOL PERFORMANCE AND CHARACTERISTICS OF WORKPLACE EXPERIENCES, 
BY COHORT DATE OF ENTRY 

Fall 1991 Fall 1992 Fall 1993 Fall ,994 

Number Par%ipsting 
First year 
Second year 

52 48 
2 NA 

First Year 
Avenge attsndoncc rate 
Awags GPA 

Second Year 
Average attendance rate 
Average GPA 

Percent Change in Average Attendance Rate 

Percent Change in Average GPA 

94.2 
2.99 

NA NA 
NA NA 

NA NA 
\ 

NA NA 

Number Participated in Any Workplace 
Expmicncc 

39 34 

Characteristics of ;workplace Activities 
Avcrege number of weeks at worksite 59.0 h9.a 
Average hours worked 23.0 22.9 
Avemgc starting wage SS.74 SJ.34 
Number of students with wage increases 2 I 

Most Frequent lob Tides 
Assistant 8 2 
Sfdcskustomcr service 4 : 2 
Teacher 3 8 
PZ-i”W 2 0 
Pharmacyilaboratory 4 2 
Technician 4 0 
Managmcnt 2 I4 

SOURCE School-to-Work Transition Demonstration Database maintained by Mathcmaica Policy Research. Inc 

‘Excludes job shadowing or other ocasional activities at a worksite, but may include short-term (e.g., one weak) internships. 
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TABLE C.22 

,LLINOlS STATE BOARD OF EDUCATION-ROCKFORD 

SECONDARY SCHOOL PERFORMANCE AND CHARACTFIUSTICS OF WORKPLACE EXF’ERIENCES. 
BY COHORT DATE OF RNTRY 

Fall 1991 Fall 1992 Fall 1993 Fall 1994 

Number PartioipatinS 
Fim you 
Second year 

I5 ~26 34 
12 20 NA 

First You Awrqc ~ttedanw rate 
Average GPA 

Second You A-o altmh"Ce r.to 
Avenge GPA 

97.7 91.7 
2.37 2.69 

98.3 98.6 NA 
2.85 2.69 NA 

Percent Change in Averago Attendance P&e 

Percent Change in Amylo GPA 

0.6 0.9 NA 
\ 

20.2 0.0 NA 

Number Participated in Any Workplace 
EXpGl-i~llC~’ 

13 IS 3 

Chamaa-istics of Workplace A&&s 
~vmge number of weeks at worksite 
Average hours worked 
Avenge starting w&y 

Number of students with wage increases 

26.7 IS.0 41.4 
31.5 36.5 40.0 
4.71 5.07 4.75 

I I 0 

somcs Schml-tdvork Tradian Demwtmtion Dabarc maintained by Matbematic-a POliCY Research. Inc. : 

‘Excludes job shadowing or other occasional activities at B worksite. but may include short-ten” (e.g., one week) intemships, 

NA = not available. 
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TABLE C.23 

ILLINOIS SfATE BOARD OF EDUCATION-CHICAGO 

SECONDARY SCHOOL PERFORMANCE AND CHARACTERISTlcS OF WORKPLACE EXPFXIENCES. 
BY COHORT DATE OF ENTRY 

Number Par&p&g 
First you 
Second year 

Fdll991 Fall 1992 Fall 1993 

26 29 
10 II 

Fall 1994 

33 
,NA 

First Year 
Average amndancc rate 89.7 85.0 
Average GPA 2.18 1.78 

sq.3 
2~15 

Second Year 
Avenge attendance rate 84.7 72.6 NA 
Avcmgc GPA 2.33 I .42 NA 

Percent Change in Average Attendance Rate -5.6 -14.6 F’ 

Percent Change in Average GPA 6.9 -20.2 .NA 

Number Participated in Any Workplace Experience’ NA 4 NA 

Characteristics of Workplace Activities 
Average numb& of weeks at worksite NA 11.9 .NA 
Average hours worked NA 36.5 NA 
Average startmg wage NA $8.50 NA 
Number of students with wage increases NA 0.0 NA 

Most Frequent lob Titles 
Dcbumcr NA 4 ,NA 

some: Schwl-to-Work Transition Demonstmtion Database maintained by hfathem&a Policy Research, Inc. 

‘Excludes job shadowing or other occasiond activities at a worksite, but may include short-mm (e.g., one wek) intcmships 

NA = not available. 
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TABLE C.24 

MANUFAC,IJR,NG TECENOLOGY PARTNERSHIP (FLEW 

S,XONDARY ScKx,L PEXFOPMANCE AND CHARA-TICS OF WORKPUCE EXF’EJUEXCES. 
BY COHORT DATE OF ENTRY 

F.ll 1991 Fall 1992 Fall 1993 Fall 1994 

Number Psnicipatiw 
Fint yclr 
scccmd year 

50 54 52 
33 36 NA 

First Year 
Average aflcndUK= tXts 
Average GPA 

97.6 95.6 NA 
2.82 3.13 13.28 

Second Year 
Avulgc me”dmce mIc 
Awqs GPA 

NA NA NA 
3.41 NA NA 

P-l Change in Avcmgc Atlmdsncs Rstc NA NA NA 

Percent Change in Avcragc GPA 15.4 NA ‘: NA 

Number Pnnisipatd in Any Workphw Experie 50 42 35 

charnucrinic~ of Workplace Aaivitirr 
Avmgc ““ripe’ or weeks a worksitc 
Avcmgc haurs worked 

Average slating wa&!C 
Number af sudem wilh ww incrusss 

77.7 79.8 48.0 
22.1 20.0 20.0 

$6.25 S6.25 56.25 
0.0 0.0 0.0 

Most Frequent lob IiUcs 
Tnincc 50 42 

SOIJRCE: School-lo-Work Tnmition Demonnration Daubme minuimd by Malhcrmtiu Policy Resarsh, Inc. 

‘Excludes job shadowing 01 atier ososiaml naivitiu at 8 wmksitc, bul my include shoti-turn (e.g.. 0°C WA) whip% 

35 

NA = not available. 
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TABLE C.25 

MIDDLE GEORGIA AEROSPACE 

SECONDARY SCHOOL PERFORMANCE AND CHARA=ERISTICS OF WORKPLACE FXPEIUFNCES, 
BY COHORT DATE OF mmY 

Fall 1991 Fall 1992 Fall 1993 Fall 1994 

Number P~nicipsling 
Pii yur 39 32 
scumd ycu NA NA 

Fin1 Yur 
Awags a- “(c 95.9 97.8 
Avcragc GPA 2.62 2!49 

stcmd Year 
Awage .tim ,-ate 
Average GPA 

94.6 NA 
2.76 NA 

P-m Chmgc in Avemgc Amndm~c Talc -1.4 NA 
\ 

Pcnxm Change in Avemgc GPA 6.2 NA 

,.,~ ::, ~i:,:,,::::,:‘::‘-::::::::.-:-_:ii:_:i:::::~::,:::--:i,_:::-::-’:-:_-:,ii:-_j::-----::-::~:~~~~~:~~~~~,~~~~~_--:i:~::,:,:::,-::::’:,:::::-::~:_::::_:-:~___i--:“:_:::-:_-,-:--,:,--:-:-::,_:--:::-,:-,::-:.,. ,~ :+,‘,~:f: ,,:~,~ 
~,:w~~,esnicenrii_i~-iiii-:i~i,i:i-iii~i,:ii,iii:i:,iiiii:i:i:ii:iii:ii-i,~i-ii_i~i:_:-i~iiii,iiiii:i__iiiii:ii~i:iiii_:ii:i:-i_i_:i-:-:_:::i_~_::_:-::::-,_-,-~---::-,:::::-:-:-:-::~:-,:::~,::::~:-::-:~::~:.,: 

Nun&r Pmidpued in Any Workplscc Expmien& NA NA 

Chsnstsritics of WmkpIpEs AaivitieJ 
Average num~r of we&s 1 worksils NA NA 
Average bun worked NA NA 
Avenge suni,&? wags NA NA 
Number of smdems witi wgc insruses NA NA 

Most Fqucnt Employm NA NA 

Most Frequent lob TiUcs NA NA 

SOURCE: Schoo-@Work Trsmition Demmsmtian Dalsbsas minuincd by Mntiemti~ Policy Research, Inc. 

‘Exdud~ job siudowing 01 other ocuaionnl saivities P I wohske, but may include slwn-tern (e.g., one week) internships. 

NA = not wailable. 
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TABLE C.26 

PENNSYLVANLA YOlTl’H APPRENTICESHIP PROGRAM-LYCOMING 

SECONDARY SCHGGL PBFORMANCE AND CHARA-TICS OF WORKPLACE -CBS. 
BY COHORT DATE OF EMRY 

Fall 1991 Fall 1992 Fall 1993 Fall 1994 

Number Pmicipating 
First year 
second yur 

13 12 16 17 
II 9 16 NA 

First Yur 
Awage a”da”ke rplc 94.8 96.7 97.2 95.8 
Avcngc GPA 3.33 3.20 3.23 (NA 

scmnd Yeal 
Avenge ancndance RIG 
Average GPA 

96.2 96.5 95.4 
3.14 2.90 NA 

NA 
NA 

Psrsau Change in Avaage Attendance Rate 1.5 -.I9 -1.9 NA 

Percent Change in Avenge GPA -5.7 -3.4 NA ‘\ NA 

Number Pxticipnti in Any Workplace Expsi& 13 12 15 16 

Cbxaaminiu of Workphce Activities 
Avmge number ofweks II work.& 78.2 80.4 78.3 32.6 
Average hours worked 18.0 16.5 16.0 16.0 
Average s4.d~ wsgc s4.56 54.56 $4.30 $4.25 
Number of smdcnls witi incruru wrgc 1 2 2 0 

Mm Frequent lob T,Uss 
Mschinist 5 4 2 6 
Apprentice 4 0 0 0 
D=mfung 2 0 0 3 
Welder 2 0 3 I 
Huvy cquipmenl 0 3 0 0 
Mainwunce 0 0 2 0 
Qualily 0 0 1 0 
Dicrcl mesiunichody repair 0 0 0 3 

SOURCE: S&ml-to-Work Tmnsition Demonsvstion Dambase msinlsincd by MsthsMtiu Policy Res~r+h, Inc. 

*Excludes job sludowing or other ocusiorul ~clivities at s worksite, but msy include rholt-term (e.g., ollc Wti) iwps. 

NA = no1 available. 
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TABLE C.27 

PENNSYLVANIA YOUTH APPRENTICESHIP PROGRAM-MONTGOMERY 

SECONDARY SCHOOL PERFORMANCE AND CHARACIERISTKS OF WORKPLACE EXPERIENCES, 
BY COHORT DATE OF ENTRY 

Fall 1991 Fsll 1992 Fall 1993 Fall 1994 

Numbu Pmid@iw 
Fint ycu 
sewnd year 

14 14 27 
14 8 NA 

Fim Ytu 
Avm,y dtcc4.m “W. 
Avmgc GPA 

95.5 92.9 NA 
2.76 2.61 kA 

Second Yur 
Average r”.zndms r.tc 
Avemgc GPA 

92.3 NA NA 
3.27 NA NA 

P-t Chmgc in Avenge Atmdmce file 

Pucm Cimnge in Average GPA 

-3.4 NA NA 
\ 

18.5 NA NA 

:,:::::::::::::::.::::,:::,:::: ,,.,,..,, ~., .:::::: ,....,...~.~..~.~.~.~..~~......~....~..... ,......,.,.,.,..,..,. ~...~ ~...~. ,.,,, ~. ~. ;,:i@j&#& ~~i::iiiiii:iiiii-i:ii~ii,i:i,ii~i:i,ii,:,iili;:ii,i :i~:x-iiii iixz ii:: iiiii,iiii:i,iiii:‘i,iiii:ii :i’i::::iii~~ii,i:ii,i:ii;iiiiiii:ii:i iii~ii:ii;i& iii;; iiiiji,; i; ~ j ii’i; i,j ii ii ~ ii ii i; i ~ ii ;j _ .~.:.,.:.:.~ .,.,.,.. ~.,.~ ..,.,., i:,-~iiii:i::iii,ii:,:~:,:‘:.i. ,.,. ~.,i:;:,::::::::::::::::,:,:::,::::::,:,:,::~:,::::::::,:~:,,:,::.~ ,.,..,.,.,,.,.,... ~:,~ ,,.,., .,,.,.,., ~.: ..,. ~~,. ..,..,,,...,,.,.. ~...~ .,.,.. 

Numbm Pmitipeed in Any Wwkplarr Expmie 14 13 NA 

Chmacriniu of Workphcc Aniviliu 
Avcmgs mm$m of wccl;r at wo&siV 78.2 60.1 NA 
Avwgc hours worked 18.7 18.0 NA 
Avcngc stating wage $5.53 55.36 NA 
Numk of studems with wwc incruica 12 8 NA 

Most Flequmt lob ‘IiUcs 
MIEhinist 8 6 NA 
Tool mker 2 3 NA 

SOURCE: Sshml-m.Wmk TmRarition Demmsmtion Dnlabme minuincd by MaUKmtiss Policy Rcsuti, Inc. 

‘Ex~ludss job slmdowing or a(hcr offlsioml anivities at P workshe, KU my indude ahon-m (e.g., one w&) intunrhips. 

NA = mt available. 
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TABLE C.28 

PENNSYLVANIA YOUTH APPRENTICESHIP PROGRAM-PHILADELPHIA 

SECONDARY SCHOOL PERFORMANCE AND CHAPACTERISTICS OF WOP.KPLACE EXPERIENCES, 
BY COHORT DATE OF ENTRY 

Fall 1991 Fall 1992 Fall 1993 Fall 1994 

Number Participating 
First you 
Second year 

10 5 12 
4 2 NA 

First Your 
A-e attendance rate 
Average GPA 

91.4 92.2 ,89.3 
2.57 2.41 12.01 

Second Year 
Average attendaxe rate 
Awqc GPA 

Percent Change in Average Attmdmw Rate 

Percent Change in Average GPA 

94.4 87.1 NA 
2.36 2.62 NA 

3.3 -4.9 NA 
\ 

-8.2 8.7 NA 

Numbs Participated in Any Workplace 
Expcriencc’ 

IO 5 I2 

Chamctnirticr of Workplace Activities 
Avenge numb-x of weeks at worksite 61.6 29.7 15.5 
Awmgc hours worked 21.6 19.8 18.8 
Avenge dng wage $6.07 $5.58 $5.60 
Number of students with wage increases 3 1 0.0 

Most Frequent lob Titles 
Apprentice 9 5 I2 

SOURCE: School-to-Work Transition Dcmonstmion Database maintained by Matbematica Policy Research, Inc. 

‘Excludes job shadowing or other occasiond activities at a worksite, but may include shnt-tern (e.g., one week) internships. 

NA = not available. 
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TABLE C.29 

PENNSYLVANIA YOUTB APPRENTICESHIP PROGRAM-PITISBURGII 

SECONDARY SCHOOL PERFORMANCE AND CHAPA CTERLWCS OF WORKPLACE JXPERIENCES. 
BY COHORT DATE OF ENTRY 

Fdll991 Fall 1992 Fall 1993 Fdll994 

Number Panioipating 
FirJt year 
Sewnd yur 

II I5 I6 
3 II NA 

Fint Ycpr 
Avmqe attdancc mfc 
Average GPA 

Second Year 
Awmgc anendnncc rate 
Average GPA 

Pecent Change in Average Anmdpncc Rate 

90.0 97.3 iNA 
1.94 2.40 ‘NA 

94.0 NA NA 
2.39 NA NA 

4.4 NA ‘: NA 

Percent Change in Average GPA 23.2 NA NA 
.~...~..~.,~,.~.,.~ .,.; .,~.......,. ~.:,:~::L::~::~:::::~:::~::::~,:~::::::::~ 

~i~~~j~~~i:::ji;-i~~iij::i_iij:-jl’:~:j,’~~~~~~~~~~‘j~~~~~~~~~~~,~~~,~~:~~~~~:-:,:~~~~~~~~~:;~iiiiii~~~:ii:iii~: 

Number Panicipated in Any Workplace 
Expcricncc’ 

9 I2 4 

38.1 56.3 24.2 
Ch,w,weristics of Workplafc Actitities 

~veme number of weeks e.t work& 
A-c hours wwked 17.4 16.4 16.0 
Average sting wage $5.00 s4.58 84.50 
Number of students with wage increases 0.0 0.0 0.0 

Job Titles 
Smdent sppnntice 9 I2 4 

SOURCE: School-twWork Tmnsition Demonstration Database mainlined by Math~maticn Policy Remh, Ins. 

‘Excludes job she&wing or other occasional aaivitiss st P worksite, hut may include short-term (e.g.. one wk) inlemshigs. 

NA - not available 
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TABLE C.30 

PENNSYLVANIA YOUTH APPRENTICESHIP PROGRAM-YORK 

SECONDARY SCHOOL PERFORMANCE AND CHAPACTERISTICS OF WORKPLACE EXPERIENCES, 
BY COHORT DATE OF ENTRY 

Number Participating 
First year 
Sewnd year 

Fell 1991 FdIl992 Fall I993 

20 II 
I6 7 

Fall 1994 

IO 
NA 

First Year 
Avemgc attendance rate 
Average GPA 

94.9 93.6 w.4 
2.34 I .93 2.02 

Stand Year 
Avcrsgc ancndancc rate 
Avenge GPA 

Pcrcsnt Change in Average Attmdance Rate 

Percent Change in Average GPA 

92.8 95.2 NA 
2.16 2.04 NA 

-2.2 1.7 NA 
\ 

-7.7 5.7 NA 

Number Participated in Any Workplace 
E&E”=’ 

I8 IO IO 

Characteristics of;Workplw Activities 
Average nwnbsr of wks at worksite 67.3 45.3 .22.9 
Average hours worked 18.3 16.0 16.0 
Average starting wage S4.81 E5.00 s5.M) 
Number of students with wage increases IO 0.0 0.0 

Job Titks 
Machinist student lamer I8 IO IO 

SOURCE: Schwl--Work Transition Lkmonstratio” Database maintained by Matbematica Policy Rosearch, Inc. 

‘Excludes job shadowing or other ossaoiond nctivities at a worksits, hut may include shor+term (e.g., one week) intcmrhips. 

NA - not available. 
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TABLE C.31 

oAKLANDwoRKs 

SECONDARY SCHOOL PERFORMANCE AND CHARACTERISTKS OF WORKPLACE EXPERIENCES, 
BY COHORT DATE OF ENTRY 

Fall 1991 Fall 1992 Fall 1993 Fall 1994 

Number Participating 
First year 282 312 
scsmd year 266 220 

First Year 
Average atte”dllDcC nrfs 
Avsragc GPA 

83.6 79.6 
2.3 2.2 

second Year 
Awrags attetie Me 
A”erags GPA 

79.1 80.1 
2.1 1.2 

PerCent Change in Average Attendance Rate -5.4 0.1 \ 

Percent Change in Average GPA -8.7 -45.5 

Numb-x Participated in Any Workplace ?+criet& NA NA 

Charaeteristicr,af Workplace Activities 
Average number of w.& at workaite NA NA 
Average hours worked NA NA 
Avmgs starting wage NA NA 
Numbor of studsroU with wage increases NA NA 

Most Frequent lob Titles 
Machinist NA NA 
Tool maker NA NA 

SOUIICE: School-to-Work Transition Demonstration Database maintained by Mathematics Policy Rewh. It& 

*Excludes job sbadwing or other occasional activities at 8 worksite, but msy include short-term (e.g., 0115 Week) intewhips. 

NA = not available. 
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TABLE C.32 

SCRIPPS RANCH HIGH SCHOOL 

SECONDARY SCHOOL PERFORMANCE AND CHARACTERISTICS OF WORKPLACE EXPERIENCES, 
BY COHORT DATE OF ENTRY 

Number Psnidpating 
First year 
Sscond year 

Fall 1991 Fall 1992 Fall 1993 Fall 1994 

88 2 
68 NA 

First Year 
Average attedance rati 
Average GPA 

Sand Yenr 
Avcragc anendancc ml 
Average GPA 

Percent Change in Avenge Anendance Rau 

Percent Change in Average GPA 

96.9 89.2 
3.33 -7.Q 

97.7 NA 
3.47 NA 

NA NA 

NA : NA 

Number Panicipatcd in Any Workplaa Experience’ 8 NA 

Chsracleristics of Workphce Anivhiss 
Avcragc numkr of weeks at wvksitc 20.3 NA 
Average hours worked 17.73 NA 
Average stmting wage 
Number of students with w&increases 

55.76 NA 
1 NA 

Most Fquent lob ‘litles 
Clecicalireceptionia 7 NA 

SOURCE: School-@Work Transition Dcmonstmtion Database maintained by Mstbematica Policy Research, fnc. 

‘Excludes job shadowing or other occasional activities at a worksite, but may include shon-term (e.g., one week) internships. 

NA = not available. 
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TABLE C.33 

SEMINOLE COUNTYISIEMENS 

SECONDARY SCHOOL PERFORMANCE AND CHARACTERISnCS OF WORKPLACE EXPERIENCES, 
BY COHORT DATE OF ENTRY 

Fall ,991 Fdll992 Fall 1993 Fall 1994 

Number ParticipMing 
First year 
Second year 

21 I3 28 
I4 6 NA 

First Year 
Avmge attendance mte 
Avsrsgc GPA 

95.1 95.0 NA 
NA NA ,NA 

Sewnd Year 
Awmgc attendance mtc 
Average GPA 

94.6 99.4 NA 
NA NA NA 

Pemqt Change in Average Attendance Rate 

Percent Change in Average GPA 

-0.5 4.6 NA 
\ 

NA NA NA 

Number Participated in Any Workplace Expxience’ 21 I2 28 

Characteristics of Workplw Acti”itics 
Average number of weeks at worksite 78.7 43.3 22.2 
Avenge hours worked 6.0 6.0 6.0 
Avcrsgc stating wage 4.25 4.25 4.25 
Numbsr of students with wage increases 0.0 0.0 0.0 

Most Frequent lob Tides 
Aowent~cs 21 I2 28 

SOURCE: School-to-Work Transition Demonstration D&ah maintained hy Mathematics Policy Rewarsb. Inc. : 

‘Excludes job shadowing or other ofcasiond activities at a worksite, but may include short-term (e.g., one wak) internships. 

NA- not available. 
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TABLE C.34 

TOLEDO PRIVATE INDUSTRY COUNCIL-TOLEDO 

SECONDARY SCHOOL PBRFORMANCE AND CIL4RACTEXlSTICS OF WORRPLACE EXPERIFNCES, 
BY COHORT DATE OF ENTRY 

Number Pmicipati~ 
First yur 
scmnd year 

Fall ,991 WI 1992 Fall 1993 Fall ,994 

7 13 10 
2 I NA 

Fm Year 
A”.x,~c Utadmca mtc 
A”cn&!c GPA 

ssond Year 
Avm~c atundrnss ,-ate 
Aven~c GPA 

P- Clm6e in Avm-.Bc A@ndmce Rae 

Pnocnl Ciun6e in Amage GPA 

91.9 81.8 
1.94 2.51 

66.3 NA NA 
2.36 NA NA 

-6.1 NA NA 

22.7 NA ‘\ NA 

~~:~~~;i~r’i:eii~~~~~ilic;~~~~~~~~~;iil~~~~~~~~~~~i~~~f~~~~~il~~~~~~~~~~~~~~ gj; ~~~~1:~:~:~~~~ ~ ~ g ; ~ 

Number RrUcip~ed in Any Workplace E&p&m’ 7 I.3 10 

Ciuntiuiu of Workpba Aaivitiu 
Avenge number of weeks at workai~ 21.5 26.4 17.6 
Ava-a~npc houn worked 12.8 14.1 29.6 
Avqe stank& wa,y 54.66 54.70 ‘54.88 
Number of studmu with wage ineases 0.0 I 0.0 

Mom Frequent lob TiUe8 
Apprentice 1 1 0 
Mwhiniil 2 0 0 
Dnfung/aQmlry 0 3 
Medical arianot 

I 
0 4 0 

Dmal assistant 0 2 1 

SOURCE Scba&c-Work Transition Demmstmtim Database mintaim by Makmaiu Policy Resmxh. Izx. 

‘Fxludcrpb shadowing or o!ha osu*olul activiti~ 11 a worksite. but may include ahon-term (e.g.. me week) imhip. 

NA = E-.X available. 
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