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FOREWORD

The impetus to initiate a Statewide evaluation of Title I

in California came from several sources: the desire expressed by

the Council's Title I staff for an outside objective assessment

of the program, the concerns of both the Title I Advisory Comm-

ittee and of the Council members for specific information on the

accomplishments of this federal program, and the observation of

the Legislative Analyst in his Analysis of the Budget, 1971-72.

With these concerns in mind, the Council staff drew up a

Request for Proposal (RFP) in the spring of 1971, with the intent

of soliciting from competent researchers in California institutions

of higher education proposals for a evaluative study of the Title

I program in California from 196 6 to 1971. The RFP indicated that

$23,500 in Title I program fund;. would be devoted to this study.

On May 4, 1971, the Council approved the RFP, which subsequently

was distributed throughout the four segments of higher education

in California. Five competitive proposals were received in res-

ponse to this RFP. Following a careful evaluation of these pro-

posals by the Council staff and the Title I Advisory Committee,

the proposal submitted by Dr. James Farmer and Dr. Paul Sheats

of the Graduate School of Education, UCLA, was selected for funding.

The RFP set forth the essential details regarding the admin-

istration of Title I in California by the Coordinating Council

for Higher Education and the need for evaluating this federal pro-

gram at this point in its history. The primary objectives of

the evaluation project were detailed as follows:

i
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The central mission of the evaluator is to determine
to what extent the selection, funding, and implementation
of Title I projects in California during the past five
years have been successful in achieving the national,
State, and local objectives set for Title I. This mission
will require at the outset the very difficult task of
delineating what the objectives of Title I have been at
each level of administration and to what degree these
objectives have chanced over time. Evaluation will be
required at a minimum of three levels of participation:
the State level, the institutional level (including both
the institutions of higher education and community agencies),
and the individual or primary beneficiary level.

At each of these levels of analysis, four general questions
will require an answer:

1. What has been the quality of the effects of Title I?

2. What has been the magnitude of the effects of Title I?

3. What has been the persistence of the effect of Title I?

4. How is the quality, magnitude, and persistence (or
lack of persistence) of the effects of Title I
related to federal and Sate administrative policies?

In seeking to answer these questions the evaluator should
bear in mind that the social needs toward which Title I is
directed are continuing ones which educators, elected off i-
cials, and community workers will be grappling with long
into the foreseeable future. It is important then to rec-
ognize that the product of this evaluative effort must look
both backward and forward: backward in its assessment of
the results of Title I programs but forward in its trans-
lation of this assessment into usable policy alternatives
for future action.

In addition to these objectives, the RFP laid particular

stress on the development and documentation of a research method-

ology that would support the credibility of the evaluation findings.

The emphasis was a pragmatic one from another standpoint: If the

study were deemed successful, the approach might well be adopted

for on-going evaluation of the projects funded yedrly by the

Council staff and could also provide an evaluation model for other

states, few of which had as yet progressed to the point of compre-
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hensively assessing their activities under Title I. This latter

expectation has already been partially fulfilled, as evident

from the requests received from administrators in other states

for copies of the report even before the first draft had been

completed. Similarly the Continuing Education and Community

Service administrators in HEW's Office of Education have per-

suasively pressed for a presentation of the report at the forth-

coming Seventh Annual National Conference on Community Service

and Continuing Education.

The Director and Dr. Russell Riese, head of the Staff Sec-

tion on Academic Plans and Programs under which Title I is located

administratively; Dr. William K. Haldeman, Title I Coordinator;

and the Title I staff, express their sincere appreciation and

commend UCLA and the authors of this report for their objective

and comprehensive evaluation of Title I, HEA, in California.

9 iii
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PREFACE

This prefatory statement was prepared by the members of the

evaluation team after the first draft of the manuscript was cri-

tiqued by a panel of authorities on adult and continuing educa-

tion who have special expertise in Title I including community

service and community problem solving programs. A number of

changes in the format and content of the evaluation report

resulted from the suggestions made in these critiques.

As had been anticipated, there were some matters concerning

the interpretation of the data and issues involving the methodo-

logy employed in the study on which the experts differed Among

themselves, It is primarily with reference to these issues that

this section has been added to the manuscript. Hopefully, other

readers of the report, whether lay or professional, may be aided

by this addendum to understand more clearly some of the parame7

ters and preconditions which dictated and limited the scope of

the study.

First, comments should be made as to the relative emphasis

in the study on theory and methodology as opposed to the presen-

tation of quantifiable data on project successes and failures.

The Request for Proposals (RFP) recognized.that.a five-year

evaluation study of Title I programs in the State of California

could not undertake a project-by-project analysis and comparative

assessment because of (a) the limited funds available for the

study and (b) the ex post facto nature of the study. Moreover,

previous efforts to measure quantitatively the persons involved,

13 vii



the agencies and target.populations reached, and the community

problems solved had been found to be of limited value in sug-

gesting guidelines for more effective administration and pro-

gramming of Title I projects. The RFP for this study specified

a forward-looking thrust to the effort with heavy emphasis on

theoretical and methodological considerations. The design for

the study and its methodological base as outlined in detail in

:,napter II represents an inductive approach to theory building

for evaluation of broad-aim educational programs. To the extent

that the report achieves this objective it has important impli-

cations not only for Title I but for all community- related adult

education programs.

The continuing in-process effort throughout the study to

engage Title I national, State, and project staff in formulating

and reformulating the objectives of the evaluative effort rein-

forced the need for theoretical and methodological outputs.

Second, the members of the evaluation team never perceived

their role as that of pul-Nlic relations consultants and went to

some pains to preserve objectivity in the assesment of the in-

coming data. The fact that this evaluation report is positive

reflects the situations and circumstances which the evaluation

team found when project reports and files were examined and when

extensive interviewing of persons from target populations, agencies,

and higher education institutions was conducted. The data from

the files and interviews in the field include many impres-

sive imputed, and in some cases verified, positive conse-

quences. These conseqUences are reported in Chapter IV in con-
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junction with the different models which have been identified

throughout the evaluation. Each model is descriptive of the dif-

ferent ways that higher education institutions in the State im-

plemented the release of educational resources to assist community

problem solvers. Findings related to strengths and limitations

of each model are also included.

Third, in the light of comments from several members of

the panel of consultants, it should be kept in mind that this is

a California, not a national study. While it might be argued

that the problems arising in the administration of Title I pro-

jects in California represent, in microcosm, the difficulties in

the country as a whole, this report makes no effort to juStify
*

such a conclusion.

Fourth, the range of consultant reactions to the first

draft of this report reinforces the belief of the evaluation

team that confusion as to what Title I was intended to accom-

plish has made both administration of the Act and evaluation

by precise performance criteria difficult.

It has been our assumption that the key work in the enabling

legislation is "educational." Institutions of higher learning

can educationally assist in the solution of community problems

without assuming an advocacy role in so doing (See Chapter III).

For an excellent review of the national picture see the
unpublished dissertation "Title I of the Higher Education Act:
Its Promise and Performance" by Leonard P. Oliver for the De-
partment of Education, The University of Chicago,1970.
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To program or evaluate Title I exclusively in terms of specific

problems solved would, in our view, be both a distortion of the

"intent" of the Act and a prostitution of a college's or univer-

sity's educational function. The report which follows is de-

signed to make this distinction between "education" and "advocacy"

clear and, more importantly, to conceptualize a system within

which Title I can be implemented and evaluated.
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CHAPTER I

INTRODUCTION

The effort to secure federal funding for continuing educa-

tion programs in institutions of higher learning has had a long

if relatively unproductive history. "As early as 1940, under

the auspices of the National University Extension Association

(NUEA), a bill was introduced in Congress for the purpose of

securing federal support for general extension activities on a

basis similar to that already accorded agriculture but on a

much more modest scale."1 Sporadically throughout the period

between 1940 and 1965, both the NUEA and the Association of

State Universities and Land Grant Colleges and its Division of

General Extension included federal support for general exten-

sion within their respective legislative programs.

It is important to note that the legislation proposed and

introduced by various members of Congress, in both the House

and Senate, at the urging of these national organizations was

designed consistently to strengthen general extension in state

universities and land-grant colleges. These were the institu-

tions which, under the terms of the Smith-Lever Act of 1914,

were to "aid in diffusing among the people useful and practical

information relating to agriculture and home economics, and to

encourage its application."

1
From testimony presented by E.A. Lowe, Associate Director

of the Georgia Center for Continuing Education, University of
Georgia, before a Subcommittee .of the House Committee on Educa-
tion and Labor in 1958. This testimony appears in Proceedings
of the 43rd Annual Meeting of the National University Extension
Association (Washington, D.C., 1951, p. 81).
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There seems little doubt that, as originally conceived by

the Johnson administration, Title I would make possible the crea-

tion of an urban extension service modeled on the demonstrated

success of cooperative extension and thus release the resources

of land-grant institutions for application to the solution of

urban problems. President Johnson, in a dedicating address on

the Irvine Campus of the University of California on June 20,

1964, said: "I foresee the day when an Urban Extension Service

operated by universities across the country. will do for America

what the Agricultural Extension Service has done for rural

America."

A task force headed by John W. Gardner, then President of

the Carnegie Corporation of New York, made its report to Presi-

dent Johnson on November 14, 1964. On the basis of that report,

the White House Staff prepared a memorandum for Mr. Johnson out-

lining a proposed legislative program for educaticn. This pros

gram included a community extension service that would provide

federal support for university extension activities in urban

areas. "The memorandum indicated that this last program was of

a special interest of Mr. Johnson's."
2

Title I of the Higher Education Act of 1965 certainly re-

flected Mr. Johnson's interest, but the final product which

eme-ged from the legislative process bore little resemblance

to either the proposals of the higher education bodies, which

2As reported in The CL-onicle of Higher Education (Washing-
ton, D.C. , 1972, p. 2). This issue features the release of
Lyndon Johnson's Higher Education Papets including the two docu-
ments referred to above.
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for twenty-five years had exerted political pressure for federal

support of continuing education, or to the concept of replicating

the agricultural extension system for urban America advanced

by the President himself.

Oliver, in a comprehensive dissertation covering Title I's

origins and performance, reached the following conclusions from

the historical phase of his study:

Although it would appear from Title I's statement of
purpose that two fundamental viewpoints are embodied
in the act (i.e., community problem solving and strength-
ening of community service programs of colleges and uni-
versities), the evidence from the historical phase of
this study indicates that at least seven viewpoints
towards federal aid for higher adult education were pre-
sent during this period. These viewpoints emerge from
the statements and testimony of witnesses in the con-
gressional hearings, in comments and questions of legis-
lators on the floor of each house, and in various com-
mittee reports. They include:

Viewpoints Centering on the Role of Extension

Cooperative Extension Viewpoint: Recognize the con-
tributions of the Cooperative Extension Service,
support its evolving role in the nation's urban areas,
and avoid duplicating of and overlapping with its
extensive statewide structures and services.

General Extension Viewpoint: Provide support for the
general extension programs of the land-grant colleges
and state universites which have served the continuing
education needs of adults throughout each state, large-
ly on a self-supporting basis.

Urban Extension Viewpoint: Establish an urban exten-
sion service, complementing the program of cooperative
extension in rural and small town areas, to extend the
skills and resources of the large public universities
to urbanized areas in each state.

A Viewpoint Centering on the Community

Community Problem Solving Viewpoint: provide categori-

21 -3-



cal aid to meet the pressing social and economic prob-
lems of America's communities, particularly in urban-
inner city areas; the nation's colleges and universi-
ties are among the many societal institutions and or-
ganizations that can contribute their resources to this
effort.

A Balanced Viewpoint

Comprehensive Viewpoint: Since communities face mas-
sive social and economic problems, and since colleges
and universities lack full commitment and capabilities
to deal with these concerns, provide federal aid to
begin to strengthen institutional resources and to
begin to meet these problems without choosing to con-
centrate on one or the other thrust for they are mu-
tually reinforcing.

Other Viewpoints

Special Interest Viewpoints: The concept of federal
aid for higher adult education is sound, but special
recognition is requested for the continuing educational
needs of our institutions (e.g., workers, professionals).
under the terms of the act.

Viewpoints Presenting Challenges: Either a) the con-
cept of federal aid for higher adult education is
sound, but more wou].d be accomplished if we altered
our approach (e.g., by establishing urban study cen-
ters, or reducing the matching requirement, or setting
aside some of the money for experimental and pilot
projects; or b) the basic educational system. of the
country is in serious trouble, and the federal govern-
ment should not be concerned about supporting service
activities of colleges and universities--either for
continuing education or for problem solving.

From the language of the Title I legislation, it might
appear that the comprehensive viewpoint described above
prevailed. The history of Title I as it is found in the
primary congressional sources used in this study reveals
that the comprehensive viewpoint was never accepted by
the legislators. Title I was more the result of a politi-
cal compromise between the House and Senate conferees
which appeared to reconcile several conflicting viewpoints
than a conscious design by the Congress to create a ba-
lanced and flexible program for community problem solving
(Oliver, 1970, pp. 10-12).

Nevertheless, Title I pf the Higher Education Act of 1965

(PL89-329), as finally passed, represented a major breakthrough

-4-
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in achieving federal support of higher adult education (A copy

of the Act and Regulations for the Act appear in Appendices

III and IV). Title I committed federal support at the 75%

level to the attainment of these two objectives:

1. to help people solve community problems

2. to strengthen and improve community service and con-

tinuing education programs in institutions of higher education.

The Act called for 54 "state" plans, each of which must

"set forth a comprehensive, coordinated, and statewide system

of community service programs." (Sec. 105 (a) (2)) "Community

service programs" are defined in the Act as being limited by

law to educational programs designed to assist in the solution

of community problems.

The lack of clarity, however, on the part of Congress in wri-

ting the legislation and on the part of higher education institutions

participating in the program, concerning what kind of community

development activities or community service activities were and

are appropriately (and legally) fundable under Title I, has

been a potential source of difficulty both in programming Title

I projects and in evaluating them.

Sources of Potential Confusion

It must be kept in mind that the political compromises

which grew out of the conflicting objectives which preceeded

the passage of the Act constituted potential sources of confu-

sion for those charged with its administration or implementation.

In spite of herculean efforts of the U. S. Office of Education

and the National Title I Advisory Committee to clarify the in-

23
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tent of the Act for operational purposes, considerable latitude

remained for state agencies and local project directors to place

their own interpretations on the congressional intent behind

Title I. The evaluation team found that local Title I project

directors and the administrators to whom they related in the

higher education institutions needed to think through the re-

lationship between the intent of the Act and each of the fol-

lowing: (1) the agricultural extension model; (2) community

development; (3) community services in community colleges; and

(4) public service in higher education institutions in general.

(1) The Agricultural Extension Model

It might have been a relatively easy matter to impleMent

Title I with impressive results if all that was needed was the

transfer of the agricultural extension model from rural to

urban settings. Certainly the record of achievement in suc-

cessfully applying research in the Experimental Stations and in

the Departments of Agriculture to agricultural production was

phenomenal. Problems were solved, new and innovative practices

were adopted, and technical as well as behavioral changes in

the rural community did occur. The shift from concentration

on increasing the per acre yield of cotton to reducing inter-

racial strife, however, was immensely complicated by the socio-

logical and economic variables which forestalled easy decisions

or simple answers. Miller expressed the following caution:

The experience of the state university with successful
agricultural development, e3pecially with lard -grant
institutions, may .have instilled a premature confidence
that the problems of the urban industrial community
will lend themselves to similar facility. But revi-
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talizing community attitudes for change differs substan-
tially from the upgrading of management skill, especially
when the object of this past experience--the family farm- -
is at once an intimate social group and a unit of labor
and management organization. Instead, the issues which
emerge today from the metropolitan community will demand
aggressive experiments in institutic.nal reform which go
far beyond. the direct application of technology in a
single unit approach. Proceeding with such experiments
lies ahead for the agencies of government and the uni-
versities (Miller, 1965, p. 9) .

Clearly, more than adoption or adaptation of the agricul-

tural extension model was required to effectively implement

Title I. In addition it should be noted that the 1966 national

funding level was approximately 9.5 million dollars. This was

a relatively small amount in contrast with in excess of 260

million dollars of annual funding reported in 1966 for the Co-

operative Extension Service (Federal Support..., 1966). At

those levels of funding, Cooperative Extension was receiving

approximately 27 times the amount of funds appropriated for

Title I.

(2) Community Development:

"Community service programs" in the experience of many

higher adult education administrators meant what in Extension

experience and practice is called "community development."

The work of Brownell (1950) in Montana and the pioneering ef-

forts of Poston (1950) as founder and director of the commu-

nity development services at both the University of Washing-

ton and Southern Illinois University, along with the writings

of many others, contributed not only theory building but also

models of successful practice in community development.

Throughout. the period of experimentation and testing of

r1
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community development in predominantly rural communities there

was consensus that community development was an eaucational

process designed to help adults in a community solve their prob-

lems by group decision making and group action. All of the com-

munity development models involved extensive citizen partici-

pation and skill training in problem solving. In the case of

higher education institution sponsored programs there was clear

agreement that decisions concerning action goals and implemen-

tation were the sole prerogative of the citizen participants

and that the higher education institution inputs were facili-

tative rather than deterministic. In many ways Title I seemed

to be calling for community development.

However, community development was not perceived as uni-

versally identical with "community service," a primary term in

the Title I Act. At least one author has contrasted these terms

as follows: "Universities, churches, libraries, etc. may offer

such services as lectures, concerts, tutoring, research and

advice, but these admirab'e helps to citizens and organizations

are not community development" (Biddle, 1965). It may be argued

that in Biddle's view "services" per se lack the vital ingre-

dients of problem definition and skill training in facilitative

behavioral roles as well as in problem solving. In any case,

the task of conceptualizing, planning, implementing, and evalu-

ating Title I projects is made difficult because of the apparent

or actual lack of clarity in the meaning of some of its terms

and, consequently, of its intent. The mix of community develop-

ment themes with community service themes contributed to ambi-
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guity in interpreting the intent of Title I.

(3) Community Services in Community Colleges:

Meanwhile, a phenomenal growth of junior colleges through-

out the U.S., both immediately before and since the passage of

Title I, further complicated the picture. Myran (1969, p. 26)

identified over 700 colleges with community service programs

and described five structures at forms through which community

services are provided. It is significant that only one of

these (Myran calls it the "community specialist pattern") comes

close to describing the educational process defined above or the

definition of community service as given in Title I.

(4) Public Service in Higher Education Institutions:

There was an additional "hidden agenda" item. Most, if not

all, directors or deans of continuing education services were

responsible to a divided constituency--their faculties. The

issue was between those who sought to make the university or

the college more "relevant" and those who wished to protect the

traditional role of the institution as a breeder of new know-

ledge and as protectors of the Third World of Scholarship. These

contrasting positions are dramatized in the two quotes below.

One constituency was not about to abandon its tents in support

of public service, which, it is assumed,/would include community

service. An expression of such a position follows:

If the road to hell is paved with good intentions in edu-
cation as elsewhere, then there is nowhere better paving
material than in the concept of Public Service. In the
sixteen years since I joined this faculty I have heard
more bad educational pblicy justified in the name of
Public Service than by any other invocation, human or
divine. Mit again, I do not need.to alert anyone here
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to the loud promise of mediocrity inherent in such notions
as of the University as 'servant' to industry or indeed
even as servant to the State (Muscatine, 1964).

A more objective view of the issue is contained in the Pro-

ceedings of the University of California's Twenty-fifth All-Univer-

sity Faculty Conference, March 25-27, University of California,

Davis:

Clearly, the University is not in a position to actually
solue any of the critical problems facing our society.
Its role must be to inform decision makers and the gene-
ral public about the existence of problems which need .

solutions and to recommend alternative ways of dealing
with them. Improvements can be brought about only
through the action of those public and private decision
makers who are vested with the authority and the respon-
sibility to act.

The consequences of inaction may be far more serious to
the University than those of failure. If the University
ignores or gives only minimal support in terms of its
resources to the needs of the larger community, it risks
through such insularity an increasing alienation from that
community and the eventual withdrawal of public sympathy
and support for those intellectual values held by the
academic community in our society (p. 30).

In short, it would seem that Title I, with its emphasis

on "Community. Service and Continuing Education," is related to

but not to be confused with the agriculture extension model,

community development, community activities in community col-

leges, or with public service. Effective implementation of

Title I would utilize aspects of some or all of these concepts

but would, in most instances it is assumed, not be merely a

matter of replicating any aer se.

Initial Difficulties in Implementing Title I

Acting responsibly within the intent of the Title I Act, at
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least initially, was far from easy. After examining evidence

of ways in which Title I projects in the nation were implemented,

D. Mack Easton, then Dean of University Extension at the Uni-

versity of Colorado, identified some of the difficulties as

follows:

I think it is fair to say that the development of service
units designed to serve the whole community is only in
its pioneering stage in American universities. The kind
of man who can assist the members of a community to iden-
tify the community's problems, to make judgments on priori-
ties, to bring to bear on those problems the analytical
skills, special know-how, planning ability and leadership
skills (whether available in the community or brought in
from the outside) necessary to deal with the problems--
this kind of man is in very short supply, in the judgment
of some of us who have held key positions in our national
organizations. Yet, without this kind of social catalyst,
Title I will inevitably lead to the development of dis-
crete community services, not necessarily attacking the
most important problems of communities at all (Proceedings.:.,
1967, p. 71).

Easton's statement was reformulated for use in evaluating

California's Title I projects between 1966-1971 in the form of

the following hypothetical question:

In what ways and to what extent were the California Title I

projects during 1966-1971 able to transcend such difficul-

ties in accomplishing, in their own ways, for "community

problem solving" and particularly urban and suburban com-

munity problem solving what Agricultural Extension Service

had done for rural America?

Administration and Funding of Title I Projects in California

Within California the designation of the Coordinating Coun-

cil for Higher Education as the responsible agency for the ad-

ministration of the Title I program was a natural and.logical out-

come of interinstitutional cooperation in higher adult education



which began in 1944, antedating the creation of CCHE. A State

Advisory Committee on Adult Education with staff support from

the Coordinating Council provided machinery for ready adaptation

to the requirements of Title I and, in modified form, exists

today as advisory to the Council on Title I administration.

Approximately two years ago the Coordinating Council Staff

was reorganized by the Director. This reorganization placed

Title I in the Council's staff section on Academic Plans and

Programs. This close coupling between academic programs and

Title I appears to have been a valuable change.

Statistical data on the number of proposals submitted and

funded for 1966-1971 along with data concerning the extent of

funding for each year are presented in Table 1:

TABLE 1

NUMBER OF'TITLE I PROPOSALS SUBMITTED AND FUNDED AS WELL AS A
SUMMARY OF THE EXTENT AND SOURCE OF THE FUNDING ACCORDING TO YEAR

1966-1971

Fiscal Proposals Projects
Year Submitted Funded

Federal
Funds

Total
Project
Cost

Matching
Federal - State

1965-66 68 20 $ 544,322 $ 769,893 75% - 25%
1966-67 40 15 521,923 724,009 75% - 25%
1967-68 28 28 504,134 1,091;358 50% - 50%
1968-69 40 18 478,416 744,019 662/30 - 33 1/3%
1969-70 56 15 475.074 794,671 66 2/3% - 33 1/3%
Totals 232 96 $2,523,869 $4,123,950

Statistical data On the extent of funding and the number

of projects developed by institution and type of institution are

presented in Table 2:
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TABLE 2

EXTENT OF FUNDING AND NUMBER OF PROJECTS
ACCORDING TO INSTITUTION AND TYPE OF INSTITUTION

1966-1971

Institution

Federal Grants
Allocated to

Individual Institutions
Number of
Projects

Community Colleges

Compton $ 26,667.00 1
East Los Angeles 44,997.00 1
Los Angeles City 139,221,99 4

Los Angeles Trade Tech 18,405.00 1
Merced 31,596.00 2
Palomar 5,950.94 1
Peralta District 9,000.00 1
San Diego 37,500.00 1
College of San Mateo 7,500.00 1

Totals $ 320,837.93 13

State Colleges

Chico $ 262,317.00 4
Dominguez Hills 15,000.00 1
F.-esno 30,791.00 2
Fullerton 47,593.19 3
Humboldt 215,397.42 5
Long Beach 20,549.00 1
Los Angeles 156,254.00 2
Poly-San Luis Obispo 6,951.56 1
Sacramento 45,373.64 2

San Diego 96,465.00 3
San Fernando Valley 192,703.00 4
San Francisco 178,388.00 4
San Jose 5,615.00 1
Totals $ 1,273,347.81 33

Private Colleges

Redlands $ 16,212.00 1
University of Southern
California 183,549.79 8

University of San Diego
College for Women 76,981.00 1

U.S. International Uni- 35,041.00 1
versity T.- 311,783.79 11

Totals
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TABLE 2 (continued)

University of California

Fiscal
Year

Federal Funds
Allocated
Campus-Wide

$ 111,455

192,019

151,928

Federal Grants
to Individual
Institution

$ 39,169

No. of
Projects

8

1

8

8

1965-66

1966-67

1967-68

University of California,
Extension
University of California
Agriculture Extension

University of California
Extension

University of California,
Extension
University of California
Agriculture Extension 10,212 1

1968-69 UC Berkeley, Extension 34,308 1
UC Davis, Extension 30,062 1
UC Irvine, Extension 29,339 1
UCLA, Extension 40,136 1
UC San Diego, Extension 48,984 2
UC Santa Cruz, Extension 28,013 1

1969-70 UC Santa Cruz, Extension 50,447 2
UC Davis, Extension 33,000 1
UCLA, Extension 45,508 1
UC Riverside, Extension 26,886 1
UC Irvine, Extension 16,591 1

San Francisco IMO

Totals $ 455,302 $ 432,655 39

It should be noted in interpreting this statistical summary

that allocations to the University of California between 1966

and 1970 were administered by the University-wide Office of Uni-

versity Extension and include projects involving all nine campuses

of the University. In addition, one project was approved for

funding under the jurisdiction.of the Agricultural Extension
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I Service of the University of California. Although CCHE does

not list the University of California, San Francisco, as having

received funds, the University of California reported its ac-

tivities as part of their overall Title I activities. The current

evaluation included it, bringing to 97 the total number of pro-

jects evaluated.

The statistical summary does not, of course, reflect the

changing guidelines for submission of proposals during the

1966-71 period. These guidelines annually reflect changing en-

vironmental pressures within institutions of higher learning

and within the State of California and its communities.

With the passage of the Higher Education Act of 1965, Cali-

fornia moved quickly through amendment of the Education Code to

establish the Coordinating Council for Higher Education as the

State Agency charged with responsibility for the administration

of the Act.

The years 1966-1971 in California were socially.and politi-

cally turbulent. The civil rights movement, the emergence of

ethnic identity, the increase of campus activism of students,

and the political polarization between the New Left and Radical

Right, along with the tightening of financial resources in

higher education institutions combined with negative public

relations from campus demonstrations, provided in varying de-

grees the environmental climate for Title I projects.

The "State Plan" issued August 23, 1966, invited proposals

having relevance to one of.the three problem areas identified

in priority order as:
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1. Urban and Suburban Community Development and Personnel
Training

(a) Intergovernmental relations, including higher
education activities within the community.

(b) Land use and transportation planning, including
all aspects of environmental quality, urban de-
sign and beautification.

(c) Citizen and government official education and Sub-
urban Community Development and Personnel Training.

(d) Economic Development.

2. Disadvantaged Groups

(a) Economic Opportunity.
(b) Education, including communication and leadership

skills.
(c) Housing and human relations.
(d) Cultural development.

3. Rural Environment and Interrelationships with Urban
Areas

(a) Land use, including but not limited to urban en-
croachment upon rural areas, and agriculture in
an urbanizing society.

(b) Education in isolated areas.

The 1967 "amendments to the State Plan" reduced the scope

of the problem areas to which new proposals should be directed

but reflected no radical redirection of priorities:

1. Urban and Suburban Community Development and Personnel
Training

(a) Community master planning.
(b) Land use planning, design and beautification, and

air and water pollution.
(c) Economic development.

2. Disadvantaged Persons

(a) Economic, social and cultural opportunities.
(b) Education, including leadership training and prob-

lems in isolated areas.
(c) Housing.

By 1968 the Report of the National Advisory Commission on

Civil Disorders had dramatized, as did the Watts outbreak for

Californians, the serious nature of the urban crisis. All seg-

34
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ments of higher education were, of course, responding to the

urgency of these environmental pressures. 3
The State plan for

1968-1969, therefore, concentrated a single, albeit broadly de-

fined, problem area--"The Quality of Life in Ghetto Communities."

Projects funded ranged from recruitment and training of para-

professionals to consumer education in a disadvantaged commu-

nity. With a reduction in federal funds available, only eleven

out of 39 proposals were approved.

The 1969-70 State Plan concentrated on the problems of

poverty and race relations. It was viewed as a logical exten-

sion of the 1968-1969 focus on the ghetto. Special emphasis

was placed on consortial relationships. which might serve to

integrate the resources of several institutions.

Noteworthy also in the 1969-70 statement are two major con-

tributions to the development of a conceptual framework suitable

for Title I administration: (1) the need for.more attention to

the process of problem solving; and (2) the long-range goal of

building institutional capability for this task.

The 1970-71 State Plan continued to focus on poverty and

race relations as in 1969-70 and repeated the emphasis as noted

above on problem solving and institutional capability. While

outside the scope of this evaluation, it is important to note

that the 1971-72 State Plan proposed as its major focus "organi-

zational development" which "implies concerted efforts to find

3
See, for example, Charles J. Hitch, "Institutional Redirec-

tion to Deal with the Urban Crisis", an address at the All-Univer-
*sity Faculty Conference, Riverside, March 25, 1969, for a discus-
sion of the University's role in this issue.
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ways to improve the effectiveness of an existing organization."

This emphasis is a logical extension of the concern for im-

proving institutional capability as expressly noted in both

the 1969-70 and 1970-71 State Plans.

Paralleling these changes reflected in the State guidelines

was a new trend generated at the national level. Referring to

1970 as a transitional year, the National Advisory Council on

Extension and Continuing Education characterized this trend as

a "primary thrust to get more institutional commitment to long-

range community service" and "to provide more relevant parti-

cipation in community problem solving service for its faculty

and students" (Report..., March, 1971, p. 14). These national

priorities were consistent with the new guidelines in the State

Plan of the California Coordinating Council for Higher Education,

which put emphasis on both of the following intents of the

Title I Act:

1. to help people solve community problems

2. to strengthen and improve community service and con-

tinuing education programs of institutions of higher education.

The extent to which both of these emphases have been ap-

propriately implemented and the nature of their consequences

were the main concerns of the Project to Evaluate the California

Title I Projects, 1966-1971. This five-year evaluation was recom-

mended by the Title I Advisory Committee on April 2, 1971, and

approved by the Coordinating Council for Higher Education on

May 4, 1971. It should be noted that such an evaluation was

also recommended by the Legislative Analyst and had support from

the U.S. Office of Education.
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I Summary

Title I of the Higher Education Act, funded by Congress in

1965, put emphasis on helping people solve community problems

and on helping to strengthen and improve community service and

continuing education programs of institutions of higher educa-

tion. There has been a lack of clarity, both on the part of

Congress in writing the legislation and on the part of higher

education institutions participating in the program, concerning

what kind of community development or community service activi-

ties were and are appropriately fundable under Title I. Sources

of potential confusion have come from differing interpretations

of the congressional intent of the Act in relationship to: (1)

the agricultural extension model; (2) community development

theory and practice; (3) community services in community colleges;

and (4) public service in higher education institutions in gene-

ral. Implementing the Title I Act called for special leadership

having analytical and planning skills as well as the ability to

pioneer in the development of structures which could relate higher

education resources to those seeking to address community problems.

Within California, the Coordinating Council for Higher Edu-

cation was designated as the responsible agency for implementing

the Title I Act. Between the years 1966-1971 over $2,500,000

of federal funds along with almost $2,000,000 matching funds have

been allocated to 36 institutions of higher education in the Statr.

implementing 97 specific Title I projects.

This five year evaluation approved by the Coordinating Coun-

cil for Higher Education is addressing the following hypothetical
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question: In what ways and to what extent were the California

Title I projects during 1966-1971 able to transcend the diffi-

culties of interpreting and implementing the Act and, in their

own ways, to accomplish in urban and suburban communities what

Agricultural Extension Service has done for rural America?

1



CHAPTER II

FINDINGS: A METHODOLOGY FOR EVALUATING TITLE I PROGRAMMING

As interpreted by the evaluation team, the Request for

Proposal called for evaluative fact-finding methods which were

objective, systematic, and comprehensive. The Request for Pro-

posal and the nature of the Title I projects themselves narrowed

the possibilities of how such an evaluation could appropriately

be undertaken. The need for the evaluation, the primary ob-

jectives of the Evaluation Project, and the specifications of

methodology were described in the Request for Proposal as follows:

The Need for Evaluation

The funding of institutional community service projects has
been carried out over the past five years without adequate
assessment of the magnitude or persistence of the effects
of the Title I programs upon either the State in general
or, more specifically, upon the institutions and their
communities. Neither the. quarterly progress report nor
the self-evaluative final report from the funded institu-
tion, nor yet the on-site visit by the Title I administra-
tor is sufficient in itself or in combination to.provide
an objective measure of the benefits of this federal pro-
gram.

The nature of the changes in the institution and in its
community as a result of the Title I program, the persis-
tence of these changes, and the validity of these changes
with respect to the community's expressed needs are best
discovered through the careful scrutiny of an outside ob-

server.

The Council staff has on various occasions expressed its
desire for an objective evaluation of Title I. In recent
meetings with the staff, the Title I Advisory Committee
and consultants concurred with staff plans and encouraged
them to proceed. The Council has also made known its in-
terest in better information about the federal programs
administered under its auspices.

In his Analysis of the Budget, 1971-72, the Legislative
Analyst expressed the same concerns when he observed
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"... that neither the Federal Office nor the CCHE has
given critical published evaluation to the program...
The CCHE staff has knowledge of each project and on
an informal evaluation can justify the projects, par-
ticularly since they have been vigorously screened
before funcling...Despite the formal assurance, we be-
lieve that formal evaluations should be encouraged,
perhaps through the use of federal funds administered."

The lack of Statewide evaluation of the Title I program,
a lack which exists not. only in California but nationally,
has prolonged the unfortunate situation in which Title I
administrative personnel have been forced to continue
making decisions without the benefit of sufficient feed-
back as to the adequacy of their decision-making criteria.
The general scarcity of appropriate models for conducting
such an evaluative effort, while it may complicate the
task, argues for the development of a procedure which both
can deliver a credible assessment of the past performance
of Title I projects in California and can serve as a guide
for future examinations of the effectiveness of the wide
variety of projects funded in California.

PRIMARY OBJECTIVES OF THE EVALUATION PROJECT

The central mission of the evaluator is to determine to
what extent the selection, funding, and implementation of
Title I projects in California during the past five years
have been successful in achieving the national, State, and
local objectives set for Title I. This mission will require
at the outset the very difficult task of delineating what
the objectives of Title I have been at each level of ad-
ministration and to what degree these objectives. have changed
over time.

Evaluation will be required at a minimum of three levels
of participation: the State level, the institutional level
(including both the institutions of higher education and
community agencies), and the individual or primary bene-
ficiary level.

At each of these levels of analysis, four general questions
will require an answer:

1. What has been the quality of the effects of Title I?

2. What has been the magnitude of the effects of
Title I?

3. What has been the persistence of the effects of
Title I?

4. How is the quality, magnitude, and persistence
(oi lack of persistence) of the effects of Title I
related to federal and State administrative policies?

-22-
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In seeking to answer these questions the evaluator should
bear in mind that the social needs toward which Title I
is directed are continuing ones which educators, elected
officials, and community workers will be grappling with
long into the forseeable future. It is important then
to recognize that the product of this evaluative effort
must look both backward and forward: backward in its asses-
ment of the results of Title I programs but forward in its
translation of this assessment into useable policy alterna-
tives for future action.

METHODOLOGY

A. Research Design

The nature of the Title I program in California, char-
acterized as it is by sixty-eight small and diverse
social action projects, demands an imaginative research
methodology. It is doubtful that the classic control-
groups design will be feasible except in isolated cases,
and while the case-study method recommends itself as
a means of capturing the subtleties of the problem-
solving approaches used in many projects, it is in it-
self of limited use in inter-project comparative evalu-
ations and as a valid method for the measuring of the
Statewide effectiveness of Title I.

Since no adequate precedent for evaluating Title I
programs has been established, the evaluator will be
expected to establish his own research design, keeping
in mind that the development of an evaluation model
with transfer possibilities is one desired outcome of
this project.

The proposal to evaluate Title I in California should
present in some detail the essential structure of the
research design including the means for collecting and
analyzing data, the method to be used in developing
evaluation criteria, and a description of the sampling
process.

B. In-Process Consultation

14,

It is the belief of the Council staff that much can be
gained by Title I project directors, by Council staff,
and by the research staff of the evaluation project
through an interchange of experience and ideas in planned
group meetings as well as in one-to-one encounters. A
workshop or conference (or perhaps two) on evaluation
should be considered as an integral part of the evalua-
tion project, the question of the number of participants
and the financial support details to be subject to later
negotiation. In general, it may be assumed that some
administrative funds from Title I will be available for
such a meeting.
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In addition, periodic consultations in Sacramento be-tween Council staff and the evaluation project directorshould be expected and budgeted for.

Specific aspects of the methodology utilized in the Evalua-

tion Project are described in greater detail in this chapter

than might otherwise be necessary for the following reasons:

1, The Request for Proposal explicitly requested the de-

velopment and delineation of a methodology appropriate for the

evaluation of Title I projects;

2. The methodology utilized differs markedly from that

frequently used in the evaluation of higher and adult education

programs, few of which are as broad-aim in nature as Title I

projects.

While classical control group designs and case study methods.

could not appropriately be used in the evaluation project, the

nature of Title I projects seemed to lend themselves to "broad-

aim program evaluation" (Weiss and Rein, 1969). The use of this

type of methodology seemed to be appropriate in evaluating Title

I projects because these projects usually have the following

characteristics:

1. Title I projects generally deal with autonomous organi-

zations and personnel both inside and outside the higher

education institutions "whose willingness to cooperate

is highly uncertain" (Caro, 1971, p. 26).

2, Title I programs are limited by the Act to being ex-

clusively educational in nature. To provide effective

education relevant to those who engage in community

problem solving is to provide one link in the "chain

of effeCts" which may ultimately lead.to successful
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problem solving. There is frequently uncontrolled ex-

posure of clients to more than what is educationally

provided in Title I projects by the higher education

institution before they engage in community problem

solving. Success at the point of the educational link

does not necessarily mean success later in the chain

of effects (Hyman and Wright, 1967, in Caro, 1971,

p. 202). Nevertheless, the educational link is added

in order to catalytically strengthen the chain of effects.

3t. It cannot be taken for granted that the objectives of

the community problem solving efforts addressed in Title

I projects are clearly discernible. Hyman and Wright

have cautioned:

Planned social action implies goals, and it may
seem an obvious step for the evaluator to take such
goals as given and to concentrate on other aspects
of the research procedure. Nothing could be more
wrong. Most social action programs have multiple
objectives, some of which are very broad in nature,
ambiguously stated, and possibly not shared by
all persons who are responsible for the program
(Hyman and Wright, 1967, in Caro, 1971, p. 197).

4, Further, the community problem solving efforts addressed

by Title I projects may not even be goal-oriented in

nature. The community problems in the target areas

of most, if not in all, Title I projects are sufficiently

complex and severe that solutions to them are not evi-

dent or easily attainable. The efforts of both the

higher education resources and the community problem

solvers frequently need, therefore, to be focused on

more adequately diagnosing these problem(s) and in
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identifying potential solutions to the emergent prob-

lem(s) rather than in proceeding as if there were pre-

determined, specific solutions to well understood prob-

lems to be taught. Schulberg and Baker (1968) have

pointed to the limitations of utilizing the goal-at-

tainment model in evaluating broad-aim programs and

have recommended the use of a system model developed

by Etzioni (1960) in evaluating programs designed to

establish a working model of a social unit which is

capable of achieving a goal (in contrast with programs

designed for goal-attainment per se).

As summarized by Weiss and Rein (1969, in Caro, 1971., pp.

293-295), broad-aim programs do not lend themselves readily to

experimental or near-experimental types of evaluation because

of the following technical problems:

1, Changes related to broad aims may take place in many.

different ways making agreement on criteria difficult.

2, The external situational variables in most broad-aim

programs are essentially uncontrolled.

3. The treatment is not standardized, varying in different

communities in response to different needs and tolerances.

4,. The experimental design discourages unanticipated infor-

mation.

According to Weiss and Rein, "The broad-aim program is a

major undertaking, and the issue is not the simple-minded one

of 'Does it work?' but the much more important one of 'When such

a program is introduced, what then happens?'" (Weiss and Rein,
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1969, in Caro, 1971, p. 294).

An effective methodology for the evaluation of broad-aim,

largely unstandardized, and inadequately replicated action pro-

grams should, according to Weiss and Rein, be more descriptive

and inductive than experimental in design. This type of metho-

dology would have the following characteristics:

It would be concerned with describing the unfolding form
of experimental intervention, the reactions of individuals
and institutions subjected to its impact, and the conse-
quences, so far as they can be learned by interview and
observation, for the use of field methodology, emphasizing
interview and observation, though it would not be restricted
to this. But it would be much more concerned with learning
than with measuring.

Second, it is very likely that the conceptual framework
of the approach would involve the idea of system, and of
the intervention as an attempt to: change the system. The
systems perspective alerts the investigator to the need to
identify the forces which are mobilized by the introduc-
tion of the program, the events in which aspects of the
program are met and reacted to by individuals and insti-
tutions already on the scene, and the ways in which actors
move in and out of the network of interrelationships of
which the program is a constituent. It alerts the investi-
gator to the possibility that important forces which have
few interrelationships with the existent system--in this
sense, alien forces--may appear on the scene (Weiss and
Rein, 1969, in Caro, 1971, pp. 295-296).

This approach to the evaluation of broad-aim programs was

utilized in the ex post facto evaluation of the Title I program

in California, 1966-1971, with one specific modification, namely

that the reading of the projects' files, on-site interviews

and the use of survey questionnaires were the primary methods

of gathering data. The ex post facto nature of this evaluation

excluded the use of observation.

The major interacting components of the total system rele-

vant to. Title I projects are shown in Figure 1..
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Communication
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Community
or

Communities

Fig. 1: Diagram of the Major Components of the Total System
Relevant to Title I Projects

The evaluation design had to take into consideration: the

nature of the interrelationship of each of these components;

differences in the type and size of higher education institu-

tions which received Title I funding; 'differences in the com-

munities served; differences in the extent of funding and of

State priorities from year to year; and differences in the

projects themselves.

The broad-aim evaluative design, which was developed by

the evaluation team to encompass such complexities, consisted

of the sequence of activities summarized in Figure 2 on the

next page.

Many of these activities, sequencing, and the time schedule

were either specifically called for or implied'in the Coordinat-

ing Council's Request for Proposal. This functional flow chart

of Title I project evaluation activities was found to be workable

and constitutes a close approximation of the actual manner in

which the project was implemented.



Activity

ir Reports

Workshops

Sacramento
consultations

July-Aug. Sept. Oct. Nov. Dec. Jan. Feb. March

Review of
reports, etc.
to determine
Program's goals
and assumption

Firming up
evaluative
design

Writing
Final
Report

Analyzing &
Synthesizing
Data

Data
Collection

X
(Preliminary)

X

tI

XXXXX

rxxxxxxxxxxxxxxxxxl

X 1

.(Final)

A

Pig. 2: Functional Flow of Title I Project Evaluation Activities

Methodologies used in obtaining and analyzing evaluative

data are described, in turn, below.

Evaluative Data From Reading Relevant Documents

To get perspective on the nature of the Title I projects

in California (1966-1971), the evaluation team undertook a review

of the documents which had been kept on file by the Coordinating

Council for Higher Education and which were relevant to the

projects being evaluated. These documents included: (1) state-

ments of the legislative intent and the nature of the Title I
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Act; (2) 1966-1971 Title I project proposals, quarterly reports

and final reports; (3) reports of former on-site evaluations

made by the Council's.Title I staff; and (4) other documents

identified with the help of the Council's Title I staff as

being of potential relevance to the evaluation. Reading these

documents provided the evaluation team with a "natural history

account of events and actors before, during, and after the

program implementation" (Caro, 1971, p. 27), told in the words

of the actors themselves. While such an account could not pro-

vide the total basis for the evaluation of these projects, it

was found to be of value in providing an initial overview of

the nature of Title I and of these particular Title I projects.

From the reading of these documents, tentative dimensions,

hereafter referred to as "key indicators," were identified to

be used in the gathering and classification of evaluative data.

A list of these key indicators and questions related to each

are presented in Appendix I. Many of these questions were con-

cerned with the manifest and latent dynamics in Title I projects

and seemed, therefore, to be most readily answerable through the

use of some form of functional analysis.

A paradigm for functional analysis (Merton, 1968) was uti-

lized in the evaluation project in seeking to obtain and analyze.

data pertaining to imputed functions, motives and purposes, in-

tended and unintended consequences, and the nature of change in

the Title I projects.
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In-Process Consultations

Consultations concerning the way in which the evaluation

project was progressing were held between members of the evalua-

tion team and members of the Council's Title I staff. A simi-

lar, two-day, in-process consultation was held with members of

the national Title I staff in Washington, D.C., in August, 1971.

Since it had been found elsewhere that "participation in

a form of self-analysis is more likely to be followed by

changes than if the analysis is (exclusively) made by an out-

sider" (Mann and Likert, 1952, in Caro, 1971, p. 149), a work-

shop was held in September, 1971, in San Francisco. This work-

shop was developed by the evaluation team (Agenda in Appendix. III)

to acquaint the project directors and Council staff with the

results of the review of the.reports and other written materials;

to enlist their assistance in firming up the evaluative design;

and to involve them in the identifying of'key indicators of

the Title I projects to be focused on in the balance of the

evaluation project.

One or more present or former project directors from over

90% of the higher education institutions which had been funded

between 1966-1971 participated in the workshop. Before the list

of key indicators and related questions by the evalUation team

was shown to 'those in attendance at the workshop, the project

directors, both individually and as the result of group discUs-

sions, were asked to provide lists of issues, problems and

questions concerning the Title I projects which had been under-.

taken in the State in 1966-1971. These lists were subsequently
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used as a source of validating and, in some instances, supple-

menting the original key indicators list developed by the evalua-

tion team.

In September, 1971, an in-process consultation session con-

cerning the evaluation project was held in Sacramento with the

State's Title I Advisory Committee. In this and the other in-

process consultations, not only were persons who were knowledge-

able about and concerned in different aspects of Title I in

California informed about the evaluation project, but their

inquiries and suggestions were also used by the evaluation team

as a means of strengthening the evaluation as it progressed.

Obtaining Evaluative Data from Field Interviewing

Dimensional Sampling

In view of the fact that there were literally tens of thou-

sands of persons involved in Title I projects in one way or

another throughout the State between 1966-1971, and due to the

limitations on time and budget, it was determined that neither

single-case studies nor a large-number approach to sampling

would be feasible to provide the information needed in this

evaluation. Therefore, a dimensional sampling approach (Arnold,

1970) was utilized, which would more adequately sample the na-

ture and consequences of the Title I projects in the State from

1966-1971 and which at the same time would permit the develop-

ment of a theory4 in a manner not found in either the single

4"
-Theories are nets cast to catch what we call 'the world':

.to rationalize, to explain, and to master it. We endeavour to
make the mesh ever finer and finer" (Popper, 1969, p. 5).
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case study or the large number approach. Arnold describes the

three steps involved in this approach as follows:

Briefly, the approach is a three-step one: (1) explicitly
delineate the universe to which you eventually wish to
generalize; (2) spell out what appear to be the most im-
portant dimensions along which the members of this uni-
verse vary and develop a typology that includes the
various combinations of values on these dimensions; (3)

use this typology as a sampling frame for selecting a
small number of cases from the universe, typically draw-
ing one cas2 from each cell of the typology.

What is required to protect against bias is to lay out
the dimension along which the cases vary and then examine
at least one example of each case.

The whole point of dimensional sampling is that it is
based on a preconceived theoretical framework, although
not on a preconceived theory.

At the other extreme, studying single cases, whether through
participant observation, historical analysis, or some other
technique, can also be useful if, as with O'Dea's study of
the Mormons (1957), knowledge of the particular case being
studied is important in and for itself, or if it provides
a crucial test for some pre - existing. theory. It is pos-
sible to draw generalizations from a case study and apply
them to a wider range of phenomenon in an attempt to gene-
rate theory, but this is a very dangerous way to proceed.
The researcher who wishes to do this would find himself
on much safer and at the same time more productive ground
if he used more than one case, provided he selected them
by means of dimensional sampling (Arnold, 1970, pp. 147-149).

Based on the reading of the documents and the other sources

used to obtain an overview of the. Title I projects in 1966-1971

in California, the evaluation team identified the following

six dimensions for sampling purposes:

1. The type of higher education institution: The types

of higher education institutions used in this dimension

were: (a) University of California; (b) California

State College; (c) California Community College;

-33-



(d) Private higher education institution.

2, Amount of Title I funding: (a) Less than $10,000; (b)

Between $10,000 and $100,000; (c) Over $100,000.

3, Geographic location in the state: (a) Northern Cali-

fornia; (b) Central California; (c) Sacramento area;

(d) San Francisco area; (e) Los Angeles area; (f)

San Diego area.

4. Type of community problems affecting target populations:

(a) Environmental and ecological pioblems; (b) Prob-

lems of inner city decay; (c) Problems of minorities

and disadvantage; (d) Community crisis problems; (e)

Problems of inefficient government.

5. Key indicators concerning Title I projects: (a) Impact

and objectives; (b) Problem solving; (c) Inter-institu-

tional and/or inter-agency relationship; (d) Alternative

funding patterns; (e) Organizational development; (f).

Functions of Title I; (g) Environmental context and

influence of Title I; (h) Semantics.

6. Major alternative ways of conceptualizing and imple-

menting Title I projects. These alternatives were con-

sidered to be comparison grOups which received alter-

nate treatments because of the different ways in which

Title I was conceptualized and implemented in different

projects. Concerning the use of comparison groups in

evaluative research, Caro has observed:

In action settings it may be possible to use com-
parison groups when control groups are unaccept-
able. Unlike the control group which receives
no treatment, the comparison group receives an
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alternate treatment. Where policy makers are
committed to the principle of providing addi-
tional services, a comparison groups design
may actually provide more useful information
than a design using only a strict control group"
(Caro, 1971, p. 24).

Based on the results of this dimensional sampling, the

decision was made by the evaluation team to interview in 24

of the 36 higher education institutions in the State funded

between 1966-1971. This sample satisfied the requirements for

the six sampling dimensions described above.

Elite and Specialized Interviewing

A form of elite and specialized interviewing was adopted

from Dexter (1970) with the help of personnel of UCLA's Survey

Research Center and was used to gather evaluative data not

otherwise obtainable. Sending out a fixed questionnaire would

not allow identification of problems and issues about which the

evaluation team was not familiar.

Dexter has described "elite and specialized interviewing"

as follows:

(An elite interview) is an interview with any interviewee- -
and the stress should be on the word 'any'who in terms
of the current purposes of the interviewer is given special,
non-standardized treatment. By special, non-standardized
treatment I mean

1. stressing the interviewee's definition of the si-
tuation,

2. encouraging the interviewee to structure the account
of the situation,

3. letting the interviewee introduce to a considerable
extent (an extent which will of course vary from
project and interviewer to interviewer) his notions
of what he regards as relevant, instead of relying
upon the investigator's notions of relevance.

Put another way, in standardized interviewing - -and in much
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seemingly nonstandardized interviewing, too (for instance,
in Merton's 'focused interview' in its pure form)--the
investigator defines the question and the problem; he is
only looking for answers within the bounds set by his
presuppositions. In elite interviewing, as here defined,
however, the investigator is willing, and often eager to
let the interviewee teach him what the problem, the ques-
tion, the situation, is--to the limits, of course, of the
interviewer's ability to perceive relationships to his
basic problems, whatever these may be.

In the standardized interview, the typical survey, a de-
viation is ordinarily handled statistically; but in an
elite interview, an exception, a deviation, an unusual
interpretation may suggest a revision, a reinterpretation,
an extension, a new approach. In an elite interview it
cannot at all be assumed--as it is in typical survey- -
that the persons or categories of persons are important
(Dexter, 1970, pp. 5-6).

The elite interviewing was done with an interview plan ra-

ther than an interview schedule, which implies greater rigidity

than the technique calls for (Dexter, 1970, p. 84). The in-

terview consisted of a list of questions which were generated

from key indicators. The use of this type of interview made it

possible for the evaluation problem to be redefined when neces-

sary during the interviewing process (Dexter, 1970, p. 90).

To the extent possible, the evaluation team tried to put

the interviewees at ease about the evaluation in the following

ways:

1. At the fall workshop, personnel from the OCHE Title I staff

and from the evaluation team explained the nature of the evalua-

tion project to the project directors in attendance. The pro-

ject directors had an opportunity to discuss the evaluation

project and to make suggestions concerning how the site inter-

views would be conducted and what they would like to learn froth

the project.
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2. The
project

directors
themselves were asked to make the

arrangements for the
interviewing

schedule for the
evaluation

team in their higher
education

institution, giving them an op-
portunity to explain the nature of the

evaluation project to

others being
interviewed.

3. The
interviewers

explained to
interviewees that the pur-

pose of the
evaluation project was not to

determine which were

good
projects and which were bad

projects, nor to
determine

which higher
education

institutions should or should
not be

refunded, but rather to learn more about the
alternative ways

in which the Title I
projects had been

conceptualized, the na-

ture of the various ways in which they. had been
implemented,

and the
nature of the

intended and
unintended

consequences.
4. With the help of UCLA's Survey

Research Center,
surveyors

who could
identify with

individuals in the
target

populations

of
projects which

addressed
themselves to

problems of race and
poverty were hired and trained to do this part of the target
population

interviewing.
Difficulties in

conducting such in-
terviews,

incurred in other
evaluation

projects, are
indicated

by Caro:

The poor tend to view
problems in very

concrete
terms...,

to demand a simple and direct
approach to

problem-solving,

and to
associate

questionnaires and formal
interviews with

their
unsatisfactory

encounters with the often rigid, ar-

bitrary, and
inhumane rules and

procedure of
governmental

agencies (Caro, 1969, in Caro, 1971, p. 313).Elite and
specialized

interviews were
conducted in each

of the 24 higher
education

institutions with the
following types

of persons
associated with the Title I

projects:
project direc-

tors; the highest
administrator(s) in the

higher
education insti-
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tution; faculty; students; other project personnel; agency per-

sonnel; and, persons in target populations involved in Title I

projects. The distribution of field interviews according to

type of institution is presented in Table 3. The distribution

of field interviews according to type of interviewee is pre-

sented in Table 4.

TABLE 3

DISTRIBUTION OF FIELD INTERVIEWS ACCORDING TO TYPE OF INSTITUTION

Number of Institutions
Type of Institution in which

Interviewing was Conducted
Number of Interviews

Community Colleges 4 29
State Colleges 9 72
University of California 8 64
Private Institution 4 28

Total 24 193

TABLE 4

.DISTRIBUTION OF FIELD INTERVIEWS ACCORDING TO TYPE OF INTERVIEWEES

Type of Interviewees Number of Interviews

Administrators 29
Faculty Members 31
Students 24
Project Staff 46
Agency Personnel 29
Persons from Target Populations 34

Total 193
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Many interviewees indicated during the interviews that

they welcomed the opportunity to talk about their project(s)

with a person who was knowledgeable about Title I and about

what had been done in other Title I projects. At times, in-

terviewees said that the interview helped them to focus on

aspects of what had happened in the projects, making it possi-

ble for them to reconceptualize and articulate the nature of

the projects. In a number of instances, interviewees asked

questions about what the evaluation team had already learned

from talking with others or from reading the files. For example,

students participating in a Title I project on one campus in-

quired about the nature of experiences of students in Title I

projects on other campuses. In response, the interviewer would

briefly provide the requested information, but always within

the bounds of confiCmtialitv. In some instances, interviewees

specifically requested that a copy of the Evaluation Project's

final report be sent to them so that they could familiarize

themselves further about the ways in which others had concep-

tualized and implemented Title I projects.

The main function of the interviewer was to focus attention

upon a given experience and its effects rather than to ask spe-

cific questions. The characteristics of this type of interview

have been described by Dexter as follows:

1. Persons interviewed are known to have participated in
an uncontrolled but observed social situation.

2. The hypothetically significant elements, patterns, and
total structure of this situation have been previously
analyzed by the investigator. Through th3s situational
analysis, he has arrived at a set of hypotheses concern-
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ing the meaning and effects of determinate aspects of
the situation.

3. On the basis of this analysis, the investigator has fa-
shioned an 'interview plan' which contains a general
idea of the major areas of inquiry and the hypotheses
(in our case perhaps better called the considerations)
which locate (or suggest) the pertinence of data to
be obtained in (or from) the interview.

4. The interview itself is focused on the 'subjective ex-
periences' of persons exposed to the pre-analyzed si-
tuation. The array of their reported responses to this
situation or type of situation enables the investigator:

a. to test the validity of hypotheses (or the per-
tinence of considerations) derived from analysis
and social theory; and

b. to ascertain unanticipated responses to the si-
tuation, thus giving rise to fresh hypotheses.

5. The interview is more successful when the interviewer
can obtain clues, not only through the verbal reports
of the subjective experiences but through observation
of stance in interviewing, and even more through in-
cidental observations (not actually part of the ques-
tion-response interview) of subject's behavior which
allow further 'insight' into experience (Dexter, 1970,
pp. 83-84).

This is clearly a "transactional" type of interviewing

(Dexter, 1970, pp. 139-149).

Whenever it could be arranged, persons who were knowledge-

able about the Title I project(s) at each higher education in-

stitution were interviewed separately and in the following or-

der: (1) the project director(s); (2) other project staff; (3)

the highest administrator in the institution knowledgeable a-

bout the Title I project(s); (4) faculty; (5) students; and

(6) agency personnel. Because these elite interviews were ex-

ploratory in nature, this sequencing of interviews in terms of

the roles of the interviewees permitted the interviewers to be-

come increasingly familiar, as the series of interviews pro-
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gressed, with: (1) the nature of the Title I projects in the

higher education institutions; (2) the dynamics within each pro-

ject; and (3) sequential consideration when the higher educa-

tion institutions had more than one Title I project.

Most of the interviews were held in the office of the in-

terviewee, making it possible for references to files to be made

during the interview. A few interviews were conducted in meet-

ing rooms scheduled by the project directors. The length of

the interviews averaged one and one-half hours with the project

directors and three-quarters of an hour with the other inter-

viewees. Most of the interviews were relatively free from.in-

terruptions, with the interviewees. frequently having left in-

structions for the interviews not to be disturbed.

In some instances, because of time pressures, group inter-

views were conducted, mainly with project personnel and with

groups of students. While this type of grcup interviewing made

it possible for the interviewer to get the inputs from a greater

number of persons and from group interaction where there was

less than total agreement on the part of the interviewees,

these group interviews were frequently dominated by one or two

of the group members.

Most of the questions asked in these interviews were multi-

interpretable by nature, designed to discover social patterns or

values, so that the interviewee could interpret them in his own

terms and out of his own experience and frame of reference (Dex-

ter, 1970, p. 55).

The interviews were more in the form of discussions rather
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than rapid questioning. During the interviews, 4" x 6" cards

were used to make notes. There seemed to be little or no re-

sistance to this technique on the part of the interviewees. At

times interviewees would deliberately and explicitly dictate

a short answer to specific questions "for the record." At

other times, interviewees indicated that they wished to tell the

interviewer something "off the record." Whenever this occurred,

no notes were taken and every effort was made to maintain con-

fidentiality in connection with the information provided. Oc-

casionally interviewees would put charts or diagrams on the

blackboard in response to particular questions or to facilitate

discussion of a topic.

Between site interviews, members of the evaluation team

"debriefed" each other. Debriefing is "a process whereby evalua-

tors verbally communicate to each other data collected in the

field in order to provide a richness of observation that struc-

tured written reports typically lack" (Glaser and Backer, 1972,

p. 14).

Occasionally it was determined in a debriefing session that

a specific type of additional data was needed from interviewees.

These additional data were subsequently obtained by the use of

telephone interviewing or a brief mailed questionnaire.

The following limitations of specialized and elite inter-

viewing were recognized by the evaluation team:

10 The interviewees' statements represented merely their

perceptions of the nature of Title Z project(s) and

their consequences rather than behavioral indicators.
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2, Some interviewees may have thought that there was a

relationship between evaluation and future funding de-

cisions.

3, Interviewees may have never known, may have forgotten,

or may have only partially remembered what had hap-

pened in the Title I project(s).

According to Dexter, in elite interviewing "The major way

in which we detect distortion, and correct for it, is by com-

paring an informant's account with the accounts given by other

informants" (Dexter, 1970, p. 127). The evaluation team was

able to do this not only within projects, but also between.pro-

jects Statewide and within the various types of institutions

and contextual settings in which the Title I projects occurred.

The interviewers found that being able to say that they had

read the project(s)'s quarterly reports and other documents

which had been sent to the Coordinating Council for Higher Edu-

cation from the higher education institution in which the inter-

viewing was taking place seemed to have a positive effect on the

objectivity of the interviewee. In some instances the inter-

viewer was far more acquainted with written reports about the

higher education institution's Title I project(s) than the in-
.

terviewee. Occasionally, questions were raised by the inter-

viewer about what seemed to be discrepancies between information

reported by the interviewee and the written project reports.

This type of approach frequently helped to clarify the inter-

viewer's interpretation of the written report orled to clarifi-

cation of the interviewee's statements.
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Analysis of the data was done primarily through the use of

one or more of the following types of content analysis:

1. Symbol-counts: Consist of identifying and counting spe-
cified key symbols in communications...

2. One-dimensional classification of symbols: This is a
slight elaboration of the previous type. Symbols are
classified according to whether they are employed,
broadly speaking, in positive (favorable) or negative
(unfavorable) contexts...

3. Item-analysis: Classification of segments of sections
of data. This requires selection of significant and
insignificant items on the basis of a theory...

4. Thematic analysis: Classification of the explicit and
implicit (symbolic) themes in the data. This, as dis-
tinct from item-analysis, deals with the supposed cum-
mulative significance of a series of items.

5. Structural analysis: Concerned with the interrelations
of the various themes in the data. These relations may
be complementary or interfering...(Merton, 1968, p. 569).

This was the most critical part of the evaluation process

because there were few categories which could be identified at

the 'outset as being comprehensive enough to subsume the scope.

and internal dynamics of the Title I projects evaluated. The

balance of this report presents the evaluative findings in re-

lation to the conceptual framework which emerged from this ana-

lysis.

Summa

The Request for Proposal from the Coordinating Council for

Higher Education for the five year evaluation of Title I from

1966-1971 called for the evaluator to determine to what extent

the selection, funding, and implementation of Title I projects

in California have been successful in achieving the national,
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State, and local objectives set for Title I.

The Request for Proposal indicated that there was no ade-

quate precedent for evaluating Title I programs and that the

evaluator would be expected to establish his own research de-

sign, keeping in mind that the development of an evaluation mo-

del with transfer possibilities was one desired outcome of the

project. It further stated that the classic control-group

design or the case-study method were inadequate methodologies

for use in the project. Periodic consultations between the

Coordinating Council's staff and the evaluation project direc-

tor were also called for in the Request for Proposal. In addi-

tion, the in-process consultation included a workshop with

Title I project directors.

The evaluation methodology utilized differs markedly from

that frequently used in the evaluation of higher and adult edu-

cation programs, few of which are as broad-aim in nature as

Title I projects. Weiss and Rein (1969) indicate that broad-

aim programs do not lend themselves readily to experimental

or near-experimental types of evaluation because of the fol-

lowing: (1) changes related to broad aims may take place in

many different ways; (2) the external situational variables

in most broad-aim programs are essentially uncontrolled; (3)

the treatment is not standardized; and (4) the experimental

design discourages unanticipated information. The major issue

is not the simple-minded one of "Does it work?" but the much

more important one of "When such a program is introduced, what

'then happens?"
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To get perspective on the nature of the Title I projects

in California (1966-1971), the evaluation team undertook a re-

view of the documents which included: (1) statements of the le-

gislative intent and the nature of the Title I Act; (2) 1966-

1971 Title I project proposals, quarterly reports and final

reports; (3) reports of former on-site evaluations made by the

Council's Title I staff; and (4) other documents identified with

the help of the Council's Title I staff as being of potential

relevance to the evaluation. From the reading of these docu-

ments, tentative key indicators were identified. Evaluative

data from field interviewing through the use of dimensional

sampling were then gathered. The following six dimensions were

used for sampling purposes: (1) the type of higher education

institution; (2) the amount of Title I funding; (3) the geo-

graphic location in the state; (4) the type of community prob-

lem affecting target populations; (5) the key indicators concern-

ing Title I projects; and (6) the major alternative ways of con-

ceptualizing and implementing Title I projects.

Based on the results of this dimensional sampling, the de-

cision was made to interview in 24 of the 36 higher education

institutions in the State. Administrators, faculty members,

students, project staff, agency personnel, and persons from tar-

get populations were interviewed. A form of elite and specialized

interviewing was adopted from Dexter (1970) and was used to ga-

ther data not otherwise obtainable in the 193 interviews con-

ducted. Most of the questions asked in these interviews were

multi-interpretable by nature, designed to discover social pat-



terns or values, so that the interviewee could interpret them
in his own terms and out of his own experience and frame of

reference.

Analysis of the data included: (1) symbol-counts; (2) one-

dimensional classification of symbols; (3) item-analysis; (4)

thematic analysis; and (5) structural analysis.
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CHAPTER III

EVALUATIVE FINDINGS:

A RATIONALE FOR TITLE I PROGRAMMING AND EVALUATION

Higher education institutions are not community problem

solving agencies nor are their faculty members "answer-men" for

community problem solving. But it has.been found in this evalua-

tion of Title I projects that higher education resources can

be made relevant to the educational needs of community problem

solvers. Because of Title I, community problems have been

solved with catalytic effect in ways and to an extent otherwise

not possible. The rationale, which emerged in the analysis of

the evaluative data and which led to the above conclusion, is

presented in this chapter. Documentation of the ways in which

Title I was implemented and the consequences is presented in

Chapter IV.

From reading the proposals and quarterly reports of the 97

projects, and from field interviews in 24 of the higher education

institutions, the evaluation team found that the Title I projects

in the State have been focused on a variety of extensive and

pressing community problems. The distribution of Title I projects

according to predominant community problems5
addressed is pre-

sented In Table 5.

5
These problem areas have been identified in the Fifth

Annual Report of the National Advisory Committee on Extension
and Continuing Education, March, 1971.
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TABLE 5

DISTRIBUTION OF TITLE I PROJECTS ACCORDING TO
PREDOMINANT COMMUNITY CONCERN BEING ADDRESSED

(N=97 projects)

Percent of Total
Predominant Community Concerns Adrressed Title I Projects

Envrionment and Ecology
Inner-city Decay
Community Crisis
Minorities and Disadvantaged
Inefficient Government
Combination of Community Problems

15
13
11
35
16
10

Total 100

To move beyond seeking to deal with community problems in

general, and to develop a rationale for Title I programming and

evaluation in their projects, local Title I project personnel

found it necessary to:

(1) analyze the order of community problems to be addressed;

(2) determine how to relate the resources of the higher

education institution to community problem solving;

and

(3) distinguish between intended and imputed consequences

of Title I projects.

Many of the strengths and weaknesses in particular Title I

projects evaluated were, found to stem from the extent to which

local Title I project personnel were able to accomplish these
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conceptual tasks. Ways which were found to accomplish these tasks,

along with some of the pitfalls incurred, are presented below.

Analyzing the Order of Community Problems

Title I project personnel reported that it was essential

for them to be able to determine the order of community problems

to be addressed. Otherwise they found themselves dealing with

community problems in general or with unrelated fragments of

community problems. Moreover, they found it difficult to re-

late the resources of higher education institutions to unspeci-

fied or inappropriately specified community problems. One pro-

ject director said that he found it necessary to find a way to

analyze the "complexity and density" of community problems be-

fore he could made significant headway in educationally assist-

ing community problem solvers.

When asked in field interviews hoW they conceptualized the

order of community problems, project directors contrasted: (a)

lower-order community problems which can be understood rationally

and which are routinizeable in nature with higher-order community

problems which are unique or which cannot be understood rationally;

(b) lower-order community problems which are easily solvable with

higher-order community problems which are more difficult to solve

but which can be solved given the necessary resources or higher-

order community problems which break into a proliferation of

other more complex problems on closer examination and which have

been found to be virtually unsolvable for this reason (the most

that can be hoped for in addressing the latter type of problems,

they indicated, is to find a way to cope with them more adequately);
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(c) lower-order community problems which affect individuals as

individuals with higher-order community problems which affect

sub-groups or groups of individuals within a local area, a re-

gion, a state, a nation, or the world.

Each of these ways of differentiating between higher and

lower order community problems is depicted in Figure 3.

Order of Community Problems

Higher Irrational -- Totally unsolvable Scope of ProblemOrder

Idiosyncratic Proliferation of k_Universal
Problem National

_State
Regional

_Local
Routinizeable Solvable given

necessary resources
_Sub-Group
Individual

Stochastic
Lower Easily solvable
Order Rational

Spectrum 1 Spectrum 2 Spectrum 3

Fig. 3: Ways of Depicting the Order of Community Problems

The third spectrum in Figure 3 refers to the scope of a

community problem. The distribution of Title I projects in

California between 1966-1971, in terms of the scope of the com-

munity problems which they addressed, is presented in Table 6.
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TABLE 6

DISTRIBUTION OF TITLE I PROJECTS ACCORDING TO
THE SCOPE OF THE COMMUNITY PROBLEMS ADDRESSED

(N=97 projects)

Percent of Total
Geographic Target Area Title I Projects

Section of a City 28
City of Metropolitan Area 27
County Area 28
Region or Multi-county Area 17
State-wide 0

Total 100

Analysis of the evaluative data indicates that community

symptoms are ultimately dealt with rather than community prob-

lems when:

(1) Title I projects propose to solve higher-order commu-

nity problems which are irrational, unsolvable, and

universal in nature in order to get funded, and then,

when they are unable to solve these problems, switch

to lower-order problems which are easily solvable in

order to justify their efforts; and

(2) Title I projects address higher-order community prob-

lems as if they were lower-order individual problems

with the assumption that these higher-order community

problems can be solvedby merely treating some easily

solvable problems in a community or by treating the
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problems of some of the individuals in the communities.

Promises could be made, for example, to deal with the

housing problems in a ghetto. Merely to provide informn.tion

and repair kits for housing maintenance to tenants in the ghetto

may be of help to individuals, but it cannot be assumed to pro-

vide a solution to the housing problem at the community level.

Solving the housing problem of one family, moreover, attacks

what is a relatively lower-order problem from the role perspec-

tive of community problem solving. All efforts which deal with

problems at a lower-order than at the community level or in

terms of lower-order community problems, as valuable as they

may be to individuals who are affected by the problems, cannot

be assumed, even at best, to lead to adequate community problem

solving of the type of problems cited in the Title I Act. "Com-

munity problem solving" by definition requires, moreover, that

problems be dealt with first and foremost as problems affectin:,

communities rather than those affecting sub-communities, groups,

families, or individuals per se.

Relating the Resources of the Higher Education Institution

to Community Problem Solving

Once specific community problems to be addressed in a Title

I project have been identified, local Title I project personnel

report that they have to determine how to relate the resources

of the higher education institution to the solving of those prob-

lems. The Act itself seems to limit the ways in, which this can

be done in Title I projects to providing educational assistance.

Section 102 of the Act specifies: "For purposes of this title,
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the term 'community service program' means an educational

program, activity, or service... which is designed to assist

in the solution of community problems." The significant and

restrictive words in this section seem to be the terms "educa-

tional" and "to assist."

The use of the phrase "to assist" restricts, it is assumed,

seeking to involve higher education institutions or their re-

sources directly in the community problem solving process.

Moreover, direct involvement has been found to be inappropriate

and dysfunctional in Title I projects. One project director

reported:

When the higher education institution is involved in direct
action planning and action implementation, it is acting as
if it were an agency or a citizens' group. Later, citizens
and agencies which did not receive benefits from the in-
stitution's actions often express resentment and seek to
block further actions on the part of the higher education
institution.

The most effective project directors did not claim that

their Title I projects, or their higher education institutions,

solved problems directly. Rather, they saw their role as fa-

cilitating the process by which citizens and agencies solved

problems. They assisted citizens and agencies in identifying

problems and helped them to see the alternatives realistically.

The citizens and agencies then took the action.

Similarly, it is assumed that the use of the word "educa-

tional" in Section 102 of the Act restricts Title I projects

from providing noneducational assistance to community problem

solving efforts. For example, if a Title I project were to act

as a funding agency, using either the Title I funds or the funds
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of a higher education institution, it would be providing non-

educational assistance.

In contrast, what seems to be called for in the Act is

the releasing of higher education :Institutions' resources through

providing educational assistance to community problem solvers.

The Title 1 projects in California between 1966-1971 released

educational resources of higher education institutions through

a variety of educational activities. The distribution of these

Title I projects, according to the type of predominant educa-

tional activity utilized, is presented in Table 7.

TABLE 7

DISTRIBUTION OF TITLE I PROJECTS ACCORDING TO
PREDOMINANT EDUCATIONAL ACTIVITY USED

(N=97 projects)

Predominant Educational Activities Percent of Total
Used in Project Title I Projects

Training in Methodologies and Techniques 30
Seminars 21
Counseling and Guidance 13
Field Experience 12
Research 10
Conference and Mass Media 9
Recruitment and Students 5

Total 100

The basic elements of this process in which higher educa-

tion resources are provided to community problem solvers are de-.
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picted in Figure 4. The immediate concern of a Title I project

is providing educational assistance to community problem solvers.

The ultimate concern of a Title I project is the consequences of

that educational assistance in terms of community problems solved.

IMMEDIATE
TITLE I

CONCERN
PROJECTS

OF ULTIMATE
TITLE I

CONCERN
PROJECTS

OF

Higher Educational Problem Community
Educational Needs of Solving Problems
Resources Community Activities to be
Provided Problem of Solved

Solvers Community
Problem
Solvers

Fig. 4: Releasing higher education resources to assist educationally
in community problem solving.

By differentiating between immediate and ultimate concerns

and by exclusively providing educational experiences, Title I

projects are able to release the resources of higher education

institutions to community problem solvers without involving in-

stitutions in playing an advocacy role. In effect, in almost

all Title I projects evaluated, bridges were established between

the higher education institutions and community problem solvers

without loss of the identity or autonomy 6
of either.

6"
The University is not the microcosm of society; it is

an academic community, with an exemption from integration into
the society, and having an autonomous position in order to be
able to fulfill its own responsibility, which is to conduct un-
trammeled inquiry into all questions." (Bell, Daniel & Irving
Kristol (eds.) Confrontation: The Student Rebellion & the Uni-.
versities, New York: Basic Books, Inc. 1969.)
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Further, in virtually 100% of the Title I projects, the

educational assistance was designed to have a catalytic effect

on the community problem solving process. The term "catalytic"

has been defined as follows:

Catalyst--metaphorically--an agency that markedly influ-
ences the social process without being an integral part
thereof; a person without personal stake in a group's
behavior who, by participation in discussion, helps the
group define its means and ends (Dreyer, 1953, p. 315).

In short, the catalytic educational assistance was provided

to community problem solvers in a way which kept the higher edu-

cation institution from becoming immediately involved in the

community problem solving process. Nevertheless, the educa-

tional assistance had a marked influence on that problem solv-

ing process and, ultimately, on the community problems which

needed solving. One project director observed:

Our role is to work with those who work with the community.
We work with the agencies to provide skills. We do not
provide direct services. We do our best when we provide
training in skills and in leadership. We bring infor-
mation to professionals.

Another project director reported:

We should not be solving problems. We bring people to-
gether and act as a catalyst for problem identification
and for releasing educational resources relevant to
these problems.

In these statements, the directors were describing how

they sought educationally to relate the resources of higher

education institutions to various phases of the community prob-

lem solving process.

Functional ways of relating higher education resources to

particular phases of the community problem solving process are

presented in Table 8, along with an indication of the percentage
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of Title I projects evaluated which were predominantly concerned

with providing each type of resource.

TABLE 8

RELATIONSHIPS BETWEEN PHASES OF THE COMMUNITY PROBLEM SOLVING
PROCESS AND HIGHER EDUCATION RESOURCES RELEVANT TO EACH PHASE

Phases of the Community
Problem Solving Process
(Lawrence & Lorsch, 1969)

Examples of Higher
Education Resources
Typically Relevant
To Each Phase

Percentage of
Title I Projects
Predominantly
Providing Each
Type of Resource

(1) Diagnosis
Problem Identification

and
Identification of
Alternate Solutions

(2) Action Planning

(3) Action Implementation

(4) Evaluation

Research and Development
or

Participation in Problem
Diagnosing Seminars

Methodological and Tech-
nological Training Clas-
ses or Workshops

.Student field experiences

Evaluative Research

31

57

12

0

Total 100

In contrast, it was found that the following generally did

not work: (1) to apply methodological and technical training be-

fore adequate diagnosis had been accomplished; (2) to involve

persons in problem solving seminars whose educational needs were

limited to methodological training; and (3) to involve students

in field experiences in which adequate problem diagnosis of

community problems had not previously or adequately been done.
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Distinguishing Between Types of Consequences

Title I Projects

Analysis of the evaluative data indicates that, in program-

ming and evaluating Title I projects, it is imcortant to distin-

guish between intended, immediate consequences and imputed, in-

termediate, or ultimate consequences of Title I projects. In-

tended consequences are those which are brought about deliberate-

ly by a Title I project's personnel. Imputed consequences are

those which others claim were caused totally or in part by a

Title I project.

Typically, the immediate intents of Title I projects were

to provide educational assistance to community problem solvers.

The education was not oriented to imparting knowledge for its

own sake. Rather, it was hoped that ultimately those receiving

the education would more adequately solve community problems be-

cause of knowledge acquired in Title I projects.

Efforts to evaluate Title I programs can utilize this fact,

focusing not primarily on what happened immediately in the edu-

cational event but on the ultimate consequences of the education

when it is used in actual community problem solving. The latter

could be called "consequential evaluation" or, in other words,

evaluation in terms of consequences, both intended and unintended,

as well as manifest and latent, and functional, dysfunctional,

and nonfunctional.

The ultimate value of Title I projects stood out when the

consequences of the projects were identified and analyzed. In

'reading the files and in interviewing faculty, students, agency
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I
personnel, and persons from target populations, the evalua-

tion team became increasingly impressed with the consequences

which were imputed7 to Title I projects in the State between

1966-1971.

A hypothetical illustration of imputed and verifiable

consequences of a Title I educational experience is presented

in Figure 6. The reader will note the distinction made in

this illustration between the educational experiences and its

immediate, intermediate, and ultimate consequences, both in-

tended and imputed.

7
In many instances those who imputed these consequences,voluntarily or at the request of the interviewer, produced evi-dence, which was a matter of public record or otherwise availa-ble, to document the nature of the claimed consequence(s).Copies of some of this evidence had already been place on filewith the Coordinating Council's Title I staff in the form ofquarterly reports. In other instances, new evidence of the im-puted consequences of Title I projects in the State were iden-tified in the evaluation. Such imputations became increasinglycredible in the estimation of the evaluation team when, infact, a range of elite interviewees independently pointed tosimilar consequences and imputed them to Title I projects.
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Title I
Educational
Experiences

A Title I
class on new
methodologies
for
community
problem
solving.

Immediate
Educational
Consequences

A participant
in the Title I
educational
experience
learned a new
methodology
relevant to
community
problem
solving.

Intermediate
Consequences

Later, he used
what he had
learned to aid
his efforts to
solve
community
problems.
Further, he at-
tributed the
solution of
these community
problems, at
least in part,,
to what he had
learned in the
Title I
Project.

Ultimate
Consequences

Still later,
a variety of
citizens and
agency person-
nel stated
that the effect
of these
community
problems on
their lives had
been lessened,
at least in
partlas a re-
sult of the
community
problem solv-
ing efforts
of those who
were involved
in Title I
Projects.

Fig. S: Hypothetical Illustration of Imputed and Verifiable
Consequences of a Title I Educational Experience

Distinguishing between intended and imputed consequences

is important for both the programming and evaluation of Title I

projects. While hoping for and reporting imputed, unintended

consequences in the community, Title I project personnel have

found it necessary to limit their programmatic intents to those

which deal with providing educational assistance to community

problem solvers. In contrast, the evaluator of Title I projects

needs to focus his attention on .imputed, unintended consequences

in the community, since they provide a way of assessing both the

relevance and the impact of Title I projects.
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Summary

A rationale for relating resources of institutions of

higher education to provide educational ass' ..nce to commu-

nity problem solvers was presented in this chapter.

What seems to be called for in the Act was found to be

the releasing of higher education institutions' resources

through providing educational assistance to community problem

solvers rather than becoming involved in direct action in solv-

ing community problems. It was the immediate concern, then,

of Title I projects to provide educational assistance to com-

munity problem solvers. The intermediate and ultimate con-

cerns of these projects were the consequences of that educa-

tional assistance in terms of community problems solved.

Title I projects in the State of California (1966-1971)

have been focused ultimately on problems related to environ-

ment and ecology, inner city decay, community crisis, minori-

ties and disadvantaged, and inefficient government. To move

beyond seeking to deal with community problems in general,

local Title I project personnel found it necessary to analyze

the order of community problems. This permitted Title I projects

ultimately to address higher-order community problems rather

than lower-order problems or the problems of individuals in

their programming.

Analysis of the evaluative data indicates that, in pro-

gramming and evaluating Title I projects, it is important to

distinguish between intended consequences and imputed, unin-

tended consequences. Typically, the immediate intents of Title I
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projects were to provide educational assistance to community

problem solvers. However, the ultimate value of Title I pro-

jects stand out when imputed, unintended consequences of the

projects are identified and analyzed.

Once the nature of specific community problems to be ad-

dressed ultimately in a Title I.project has been identified, lo-

cal project personnel report that they have to relate educa-

tionally the resources of the higher education institution to

particular phases of community problem solving.

The linkage between the educational resources in institu-

tions of higher education and community problem solvers was ac-

complished typically by providing diagnostic' seminars, training

classes, workshops, and student field experiences as well as

by programming for research, counseling and guidance, and the

use of the mass media.

Many of the strengths and weaknesses in particular Title I

projects evaluated were found to stem from the extent to which

local Title I project personnel were able to accomplish the fol-

lowing conceptual tasks: (1) analyzing of the order of community

problems to be addressed; (2) determining how to relate the re-

sources of the higher education institution to provide educational

assistance to community problem solvers; and (3) distinguishing

between immediate, intended consequences and intermediate and

ultimate, unintended consequences.
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CHAPTER IV

EVALUATIVE FINDINGS: ALTERNATIVE INVOLVEMENT MODELS

The Title I projects that were evaluated varied markedly

in the way in which they went about releasing resources of high-

er education institutions to provide educational assistance to

community problem solvers. The analysis of the evaluative data

led to the inductive identification of five alternative models,

as well as one comprehensive theoretical model. These models

depict the major ways in which faculty members, students, agency

personnel, and persons from target populations were involved in

Title I projects. Some projects place primary emphasis upon

involving faculty members in educationally assisting community

problem solvers. Projects with this emphasis can be called the

Faculty Involvement Model. Other projects focused primarily

on involving students, or agencies, or target populations in

order to assist educationally in the community problem solving

process. These projects can be referred to respectively as:

the Student Involvement Model; the Agency Involvement Model; and

the Target Population Involvement Model. Still other projects

sought primarily to involve faculty members, students, personnel

from agencies, and/or persons from target populations in trans-

active seminars to assist educationally in the community problem

solving process. By so doing, they developed what can be re-

ferred to as the Transactive Involvement Model. Together these

five models can be called involvement models.

Each of the Title I projects in the State between 1966-1971

was found to have focused on one of these ways to relate higher
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education resources to provide educational assistance to com-

munity problem solvers.

The percentage of the Title I projects which utilized each

of the five involvement models is indicated in Table 9.

TABLE 9

PERCENTAGE OF TITLE I PROJECTS WHICH UTILIZED
EACH TYPE OF INVOLVEMENT MODEL

(N=97 projects)

Percent of Projects Which
Type of Involvement Model Utilized Each Type of Model

Faculty Involvement Model 25

Student Involvement Model 13
Agency Involvement Model 29
Target Population Involvement Model 14

Transactive Involvement Model 19

Total 100

A description of how each of these involvement models was

implemented in the Title I projects evaluated and their consequences

is presented below along with indications of the strengths and

limitations of each model.

The Faculty Involvement Model

The faculty in higher education institutions, including both

regular and extension faculty members, and their knowledge con-

stitute an extensive and potentially useful resource for those

who seek to solve community problems. In seeking to release re-



sources of institutions of higher education to assist education-

ally in the solution of community problems, Title I projects in

the State have often focused on the faculty as a resource. Very

few projects, if any, completely ignored this resource. Approxi-

mately 25% of the projects, however, place primary emphasis on

involvement of faculty members and can be said, therefore, to

have used the Faculty Involvement Model.

Implementation of the Faculty Involvement Model

When this model was used, the main task of the project staff

generally was to identify faculty resources relevant to commu-

nity problem solving. Efforts were then made to release these

faculty resources, either through research, teaching or consul-

tantships, thereby providing educational assistance to those

engaged in community problem solving from agencies or target

populations. The resulting relationships are depicted in Figure 6.8

Faculty

F-6

Students

F- I
Agencies

r-

:

F-25

Target
Populations

Fig. 6: Faculty Involvement Model

8
In Figures 6 to 11 specific functional relationships be-

tween faculty, students, agencies, and target populations are
designated F-1 to F-7. Local Title I project staff typically
facilitate the establishment and maintenance of these functional
relationships.
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In Title I projects which used this model, faculty members:

(1) taught courses for persons from agencies or citizens groups

which were seeking to solve community problems; (2) served as

consultants to agencies or groups of persons in target popula-

tions which were involved in community problem solving; and (3)

provided research and information to community problem solvers.

In addition, faculty members helped initiate, conceptualize,

and write Title I project proposals, ran projects on a released-

time or on a part-time basis, and trained students as staff per-

sonnel.

Most frequently involved/in Title I projects that utilized

the Faculty Involvement Mode], were faculty members from depart-

ments of political science, social science, applied behavioral

science, sociology, business, law, education, and urban planning.

Also utilized were faculty members from departments of linguis-

tics, agriculture, public health, and public administration.

The following are illustrations of the variety of activities

which occurred in Title I projects using the Faculty Involvement

Model:

1. The University of California Agricultural Extension,

Davis under Title I funding engaged faculty members

in implementing a research design which collected data

on the agricultural and business activity in a four-

county area. The county assessors and their staffs

were trained in the techniques for continuing this

data collection.

2. The University of Southern California conducted courses.
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for the education of municipal leaders in the effective

utilization of computer-based information systems.

3. The University of California, Berkeley provided a de-

sign center for civic, governmental, and professional

leaders in dealing with the problems of urban environ-

ments. Faculty members and students consulted on ways

to solve problems related to pedestrian traffic, commu-

nity design for poverty areas, plans for the housing of

tenement families, and plans for lai.ascaping and making

provisions for human ecological space in the Berkeley

area.

4. The United States International University conducted

research on the "Preparation and Use of an Employment

Sensitive Economic Model for the San Diego Metropolitan

Area." The results of this research were provided to

the San Diego Chamber of Commerce and to businessmen

who were concerned about the unemployment problems of

San Diego.

Consequences of the Faculty Involvement Model

Agency personnel and persons from target populations who

participated in 14 Title I projects which used the Faculty In-

volvement Model reported that they had learned new theories,

methodologies and techniques relevant to community problem solv-

ing. In four projects, faculty research efforts were focused

on community problems and on the community problem solving process



relevant to those problems. The results of these projects were

made available to community problem solvers who have reported

that they were helped by these findings to become more fully

aware of the nature of the community problems and of alternative

solutions to them.

Faculty members reported having received consultant fees,

salaries for having been project directors, and credit for re-

search undertaken. Over 75% of the faculty members interviewed

said that they thought that involvement in Title I projects had

made their teaching more relevant to community problems. For

example, two faculty members who provided a project feasibility

study on police-minority relations reported that the understand-

ing they gained through this research was ve-y useful in the

teaching of their regular courses. In addition, it gave them

contacts with the police department and the minority community

which they would not have been able to develop otherwise. A

faculty member in another project reported the following:

When I came back into the classroom, the students who knew
what I had been doing out in the community really 'turned-
on' to me. It opened doors for me with them.

In addition, faculty members indicated having received

personal satisfaction from doing what they believed was important

on humanitarian grounds or out of their concern for society.

One project director said, "I saw the problem and had to do

something."

Faculty members found themselves playing a new role. Some-

times they interpreted the community to the faculty and the ad-

ministration. At other times,'they interpreted the higher edu-.
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cation institution to the community.

The role of the faculty was not always an easy one. In

nine Title I projects which used the Faculty Involvement Model,

faculty members reported having found it difficult to commu-

nicate with or gain acceptance from community problem solvers

in agencies and in target populations. One Title I project

staff member reported:

Not all faculty were of help in the community. A few
were inferior teachers and could not communicate to citi-
zens without alienating them or boring them. A few also
lacked transcultural qualities. In addition, some fa-
culty were resented by the community when they charged
too much for consulting fees or disrupted the community
to do their own research which did not benefit the com-

\plunity.

A'faculty member indicated:

It is very difficult to get these marginal businessmen
to recognize that there is a body of knowledge that could
help them solve their problems. They see their problems
as immediate, such as how to fire a relative who is hurt-
ing the business. They have to get into trouble before
they are willing to receive help. In many cases we were
not invited in, even though it was obvious that they could
use our help.

The way in which faculty members conceptualize or describe

community problems and the nature of solutions to them often

is quite different from the way the community problem solvers

view the problems and how to solve them. Moreover, faculty

members reported having experienced forms of rejection from

fellow faculty members who were negative to any form of public

service. On one campus, a faculy member observed:

There is political pressure not to be involved. The feed-
back you ;at from faculty is: 'Watch out.' There is no
pay-off for doing community service. Even the rewards
for teaching is a lot of rhetoric. They call community
service 'Mickey Mouse.' The only thing that pays off is
a certain kind of research.
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On another campus, the following was reported by a faculty

member:

The only way you can do this and get away with it is tohave a tenured high-ranking faculty member in your depart-
ment cover for you.

When faculty members who had participated in Title I ac-

tivities were asked how the reward system in their higher edu-

cation institutions paid off for this type of involvement, their

answers ranged from "zilch" to "possibly it is taken into con-

sideration for merit review as a bonus, but not as a substitute

for research or teaching." Faculty members who served as Title I

project directors on a part-time, release-time basis, often found

themselves working virtually full-tim on the Title I project

without having been commensurately released from their other

academic responsibilities. One faculty member who ran a project

reported:

I ran the project on a quarter-time basis. I ended up
working almost full-time on top of doing my regular
teaching load.

This type of part-time assignment usually has been a short-

term arrangement. Having a project director whose main respon-

sibilities are elsewhere and who can remain with a project for

only a short period of time has been found to be disruptive both

for the faculty member's academic career and for the continuity

of the Title I efforts in the higher education institution. One

project director said:

I worked the project on a released-time basis on regular
salary. You can do this for only a year or so.

Strengths of the Faculty Involvement' Model

The Faculty Involvement Model has frequently been used to



get Title I projects at least minimally operational within a

short period of time. Those who have utilized this model have

found that bodies of knowledge known to faculty members can

sometimes be released to assist in community problem solving.

When this is done well, the faculty, the community problem

solvers, and indirectly the community may benefit. Moreover,

some form of faculty involvement is usually desirable in im-

plementing each of the other involvement models.

Limitations of the Faculty Involvement Model

This model places primary emphasis upon the faculty and

their organized bodies of knowledge rather than upon the educa-

tional needs of community problem solvers. The form or content

of these organized bodies of knowledge may not relate well to

the community problems. In addition, not all faculty members

who have particular types of knowledge or expertise may be able

to teach effectively or otherwise communicate specialized know-

ledge to agency personnel or persons from target populations.

Moreover, as indicated above, the faculty reward systems in

virtually 100% of the higher education institutions seem to

provide little incentive to faculty members for involvement

in community service programs.

Fortunately, ways have been found in many'of the evaluated

Title I projects to involve faculty in projects which use other

involvement models. By so doing, the strengths of the Faculty

Involvement Model are realized while some of its limitations

are avoided. Examples of how these limitations have been a-
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voided through the utilization of other involvement models are

presented below.

The Student Involvement Model

In the Student Involvement Model, primary focus in a Title I

project is placed on involving students educationally in assis-

ting in the problem solving efforts of agencies (designated in

Figure 8 as F-3) or educationally in assisting in the problem

solving efforts of target populations (designated in Figure 8

as F-4). Approximately 13% of the Title I projects evaluated

used the Student Involvement Model. Usually they did so by relating

students to agencies rather than to target populations. This

approach permitted the students to engage in community problem

solving activities under the supervision of the agencies' per-

sonnel and in the name of the agencies. These activities are

designated as F-5 in Figure 7. In six of the 13 Title I projects

which utilized the Student Involvement Model, arrangements were

made to involve faculty (designated as F-6 in Figure 8) in pro-

viding academic supervision for the students' field experiences

and to legitimatize academic course credit for engaging in these

activities.

Facultyl Agencies

F-(0

Students

1

F-11 Target
Populations'

.Fig. 7: Student Involvement Model
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In total, approximately 13,000 students became involved

educationally in community problem solving activities in those

Title I projects which used the Student Involvement Model. The

vast majority of these students were involved in the Title I

project at California State College at Los Angeles. The per-

sonnel there reported that during the past five years over

12,000 students participated on the basis of 4-15 hours per

week for at least one quarter in a student field experience

program called: "Educational Participation in Communities (EPIC)."

These students have worked in over 100 agencies, tutoring ^hil-

dren, assisting teachers in nearby schools, providing recrea-

tion programs, working with senior citizens and mental patients,

and providing hell!) (to governmental agencies) as interns. Over

thirty faculty members have assisted in this project as well.

Members of the EPIC staff also reported that they estimate that

over25,000 persons in the community, not including the 12,000

students, have benefited directly as learners from the project.

Three books and several research reports have been produced as

a result of this project. The EPIC model is now being replicated

in a consortial effort between California State College at Los

Angeles and San Fernando Valley State.College, California State

College, Long Beach, California State Polytechnic College, Kel-

log-Voorhis, and California State College, Dominguez Hills.

Requests for the EPIC model have come from all over the nation.

In response, a regional conference is being held in May, 1972,

in order to make it possible for the model to be replicated on

other campuses.

C2.1
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The Student Involvement Model provides primarily an educa-

tionally-oriented rather than a service-oriented experience for

the students. Approximately 60% of the students interviewed

reported that they were using these experiences to test voca-

tional choices. Approximately 20% were involved primarily to

get experience in community problem solving in preparation for

going into professions which called for such competencies. Ap-

proximately 20% of the students indicated that they participated

in these field experiences in order to broaden their acquain-

tance with types of persons or aspects of reality with which

they had had little or no previous contact. A student who par-

ticipated in the EPIC Project reported:

The EPIC experience decreased some of our frustration
with the community agencies because we could see what
they were up against and where they were trying to go.
We had a chance to help with some changes. It also
helped us to discriminate in our studies as to what
was important for us to learn for the future.

While the experiences were designed to be primarily edu-

cational, they also provided opportunities for students to en-

gage in real community problem solving under professional su-

pervision. It was reported that the students in Title I projects

provided supplemental staff for 104 agencies, making it possible

for them to expand their programs as well as their capacity to

provide the students w4.th opportunities to engage in supervised

community problem solving. In at least five agencies, students

were included in staff meetings.

Under the auspices of the agencies and under the supervision

of their personnel, students engaged in a number of types of

community service activities. Some of the institutions in

C3
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I which each type of activity was undertaken by students are noted

in parentheses after the activity cited in the following list:

1. Tutoring elementary and secondary students (University

of San Diego and California State College at Los Angeles);

2. Assisting teachers in pre-school, elementary, high school,

and higher educc'tion (Los Angeles City College and Cali-

fornia State College at Los Angeles);

3. Provi ing recreation in various settings (California

State College at Los Angeles);

4. Visiting and working with senior citizens (California

State College at Los Angeles);

5. Providing paraprofessional help in mental hospitals and

clinics (California State College at Los Angeles);

6. Developing educational experiences in youth authority

facilities (San Francisco State College);

7. Providing counseling and guidance to potential continuing

education students (San Francisco State College and

Los Angeles City College);

8. Collecting information and research data for agencies

(University of California at Davis and University of

California at Los Angeles);

9. Observing and interviewing professionals in agencies and

government about particular community problems (Chico

State College and University of California at Davis);

10. Counseling at drug clinics and working as assistants

to administrators' (California State College at Los Angeles);

11. Distributing and disseminating educational information



and literature (San Diego State College, Lo Angeles

City College, and East Los Angeles City College);

12. Helping citizens identify problems and plan ways to

solve them (University of California, Los Angeles);

13. Performing in music, drama, and art festivals in the

community (University.of California at Santa Barbara);

and

14. At California State College at Los Angeles, _Chico State

College, and San Francisco State College students were

employed as staff to assist in recruitment, selection,

orientation and placement of students with agencies.

Role of the Project Staff in Implementing the Student Involvement

Model

In Title I projects which utilized this model, the project

staff typically contacted and screened agencies, set up standards

of agency supervision for students, and interpreted to the agen-

cies the students' educational objectives. It was usually neces-

sary for the staff to initiate and develop the mechanism for

communication and coordinaticn between the agencies and the

higher education institution. At one institution, for example,

a Title I project director stated that his primary task was to

get community-based educational experiences organized. He said:

I work from professor to professor and from department to
department. I describe potential community-oriented ac-
tivities in which students can become involved. We work
out educational objectives in terms of competencies which
the students are to attain in the field experiences. Then
I make arrangements with agencies for the specific field
experiences to be offered in each course.

When the field experience was being done for course credit,

the staff often had to recruit faculty and implement a process
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of accountability that involved feedback from agencies and stu-

dent coordinators to the faculty members concerning the students'

performance. Virtually 100% of the faculty members who were

interviewed concerning their involvement in Title I projects

which used the Student Involvement Model expressed appreciation

for the efforts of the Title I personnel who had assisted them

in making contacts and arrangements with agencies for specific

field activities in which students could relate to their aca-

demic courses.

In three institutions which used the Student Involvement

Model in Title I projects, no academic course credit was given

for field experiences. In nine institutions, less than 10% of

the students involved in field experiences received academic

credit. At San Francisco State College, however, all students

who participated in the field experiences provided by the Title I

project did so for academic course credit. Faculty involvement,

moreover, was made an integral part of the Student Involvement

Model as it was used in this institution. In addition, faculty

members from the Ethnic Studies Department were an integral part

of any part of the project where ethnic community was involved.

At San Francisco State College, students participated in field

experiences in the community'for nine units of credit involving

three faculty members in three different disciplines. An attempt

was made to integrate the theory of each discipline with the in-

ductive learning of the field experience. The following quota-

tion from one of these faculty members illustrates the faculty

point of view in this project:

cB
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I wanted to get in on the real phenomena beyond the one-
stage-removed theory in my field. I participated in the
student internship program in Chinatown. I worked with
a class of Chinese students in looking at urban geography
from inside the city. I now have grass roots, experien-
tial phenomena to point to in teaching my other classes.
It has challenged me professionally.

Role of the Higher Education Institution in Implementing the

Student Involvement Model

Without the official support and sanction of tha adminis-

tration and other decision making bodies in the higher educa-

tion institution, implementation of the Student Involvement Mo-

del was often found to be difficult or impossible. Having ad-

ministrative support and the support of department chairmen,

deans, and faculty senates behind such efforts greatly strengthened

the programs. In one institution, getting administrative sup-

port was essential and critical in having the field experience

recognized for academic course credit. In another institution,

although the administration expressed support for the granting.

of academic credit for field experience, this action was partially

blocked by the faculty.

Administrators of higher education institutions had a wide

variety of reactions to student field experiences in Title I

projects. In five institutions, administrators reported that

they viewed the students as providing a positive public relations

image for the higher education institution. In three of these

institutions, administrators, students, and faculty members who

were interviewed saw the student activity as releasing the ener-

gies of action-oriented. students off campus instead of on campus,

thereby redirecting the potential of student demonstrations.

One student of California State College, Los Angeles, said:
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I think that the EPIC program has.been one of the main
reasons that we haven't had student disruptions on a
large scale on our campus even though we have 50% mi-
nority students. The students have seen through the
program how they can bring about change in agencies.
They feel that they have a way of doing something about
the injustice in society. They also are making their
education relevant to changing society.

Where higher education institutions were under social pres-

sure to relate to disadvantaged populations, the administrators

could point to student involvement as evidence that the higher

education institution was involved and not unconcerned.

In one institution in which the faculty were involved and

the field experiences were offered for az:ademic credit, adminis-

trators interviewed reported that they were very enthusiastic

about the growth of community-based education which was tied

in to the regular curriculum. They saw 'what was being provided

by the Title I projects as a creative wedge to revitalize the

teaching function of their higher education institution and said

that they evaluated it highly in terms of merit review for the

faculty who were involved. Administrators in six institutions,

however, said that they found it difficult to conceptualize how

field cTerience could be related to the traditional student unit

credit system based on clock hours spent in class.

Consequences of the Student Involvement Model ,

Students have reported the following educational consequences

of their participation in field experiences:

1. They learned about themselves and human relations. 8

8
The director of one agency observed: "The students have

been working with patients in our mental health clinic. They
have been of immense help to the patients. The students have
learned a lot about themselves and about'human relations. They
tell me that this exp ence ties in with their course work in
psychology."
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2. They learned about problems of target populations first

hand.

3. They learned about the agencies and the problems they

faced.

4. They learned from trying to relate their formal educa-

tion to the world of everyday living.9

5. They learned about occupational specializations that

were being. practiced in these agencies.

6. They reflected upon their own social values and struggled

with problem identification related to the major problems

of our society.

Students also reported the following noneducational conse-

quences of their participation in field experiences:

1. They made new friends and contacts out in the community.

2. They got jobs through the references and job experiences.

3. They experienced positive feelings about themselves

being able to help other people.

Students who participated in Title I projects which utilized

the Student Involvement Model reported:

:f really enjoy helping people with their educational prob-
lems. I found out that people really needed help and I
really enjoy helping.

9A graduate student reported: "All of us are in a M.A. pro-
gram in Special Education. We wanted to relate what we were
learning and how to practice it. We also wanted to gain know-
ledge of Indians and how to become better teachers. Our pur-
pose in if: to build a bridge between our formal learn-
ing and everyday experience. Wo aren't going in as teachers
or foster parents, but as old friends." Another student ex-
pressd the following:."Education is more than what you get in
the classroom. We are learning from the community. I got more
out of this tIwn any class I ever took."



t
The test of this internship program is the product. There
are now 20 students who are employed in the community
agencies where they interned. As a result of the program,
there are also 26 on-call volunteer counselors available
to kids who are in trouble.

Our student coordinators are in great demand for jobs.
They have learned management skills that go far beyond
their years. Their practical job training places them
far ahead of those who only have academic background.
Our graduates are in very important positions in agencies
now.

In five agencies it was reported that students had con-

tinued their involvement with the agencies on their own after

the program had introduced them to the value of the experience.

In four higher education institutions it was reported that

there has been a tendency for students to seek further courses

or programs involving field experience's. In other words, there

has tended to be a multiplier effect in the direction of creat-

ing a voluntary society (Shindler-Rainman, 1971, p. 100).

Faculty members who were interviewed reported that working

with students had caused them to have to rethink the way in

which they conceptualized their teaching and their teaching

methods. Over 75% of the faculty members interviewed concerning

Title I projects which utilized the Student Involvement Model

were concerned, however, about how to relate students' perfor-

mance in field experience to a classroom-oriented system in

which academic credit is given for time in class.

The agency personnel who were interviewed indicated that

the students usually brought genuine enthusiasm and caring,

strengthening contacts with clients and often transcending

age, class, and racial barriers. Personnel at three agencies

11
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indicated that students provided a form of informal, in-service

training for agency staff which would not have occurred other-

wise. For instance, a school principal in Los Angeles reported

the following:

The college students teach 'ethnic pride' in our elementary
school. It has really helped to change the attitudes in
this all-black school. The teachers have learned a lot
about black history from the students. The college stu-
dents provide in-service training for our teachers in
this areal I have the highest respect for all the col-
lege students who have come and especially for the stu-
dent coordinators who have worked with our staff and with
our students.

Agencies also reported having benefited from new contacts

with faculty members who were introduced to the agency personnel

by students. In five agencies, it was reported that procedural

changes which had been suggested by students were implemented

by the agencies.

Administrators in four higher education institutions indi-

cated that in their estimation the public image of the higher

education institutions had been improved through the student

field experiGnce programs. Increased enrollments were also

claimed as a result of the student contacts. For instance, a

member of the staff of a Title I project in San Francisco State

College reported the following:

The students working in the agencies have encouraged adults
to enroll in college and continue their education. The
college was able to establish an extension unit in our
community to serve the people recruited by the students.
Twenty-four new full-time students have enrolled and are
now attending college from this community because of the
students in field experiences.

Virtually 100% of the administrators interviewed were par-

ticularly positive about faculty involvement in Title I projects

-83-



which used the Student Involvement Model when it could be shown

that these experiences were definitely related to the curricu-

lum and that a system of accountability had been established.

Strengths of the Student Involvement Model

The Student Involvement Model provides the following strengths:

1. It can involve large numbers of students rapidly and

effectively when the program is well administered.

2. It can be comprehensive, involving faculty members, stu-

dents, agencies, and target populations.

3. It can provide strong positive consequences for faculty

members, students, agencies, and target populations.

4. It has met with positive acceptance in most institutions

where it has been used.

5. It has the potentiality for being adopted and supported

financially by the student body and the administration.

The latter has been the case at California State College

at Los Angeles where, after two years of Title I funding, the

project became self-supporting from student body funds, funds

from the State College, and funds from the State College Founda-

tion.

Limitations of the Student Involvement Model

The Student Involvement Model has been found to have the

following limitations:

1. It is subject to instability which can be caused by

changing interests of students on campus, changing

leadership due to student and faculty mobility, and chang-

ing community climate which may limit the use of stu-

dents by agencies.
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2. It tends to be limited to the orders of problems with

which students can work. Higher-order problems are not

likely to be addressed through the exclusive use of this

model. (This model may be an excellent addition to the

Agency Involvement Model or the Transactive Involvement

Model described below.).

3. It is difficult to supplement this model with faculty

involvement due to the lack of faculty preparation in

community-based teaching methodologies, the lack of

institutional acceptance of criteria for student ac-

countability for credit, and the lack of faculty-agency

feedback mechanisms for student supervision.

4. It is sometimes disruptive for students and agencies

when field experiences terminate at the end of a quarter

or semester rather than at the end of a field experience.

The data indicate , however; that the strengths have far out-

weighed the limitations when this model was adequately implemented.

Title I projects using the Student Involvement Model seemed to have

functioned partizularly well under these following conditions:

1. when the students have been given an opportunity to be

involved in community problem solving efforts related

to their academic goals and under competent agency su-

pervision;

2. when faculty members have been actively involved in set-

ting up accountability criteria for course credit through

internships, including community-based educational ex-

periences;.
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3. when Title I staff has established a long-term relation-

ship with agencies with joint development of standards

in the supervision of student field experiences by the

higher education institution and the agency;

4. when Title I funding provides long-term, contingent

funding so that agencies can plan on the basis of a

relatively stable student volunteer pool;

5. when part-time paid student coordinators have been de-

signated for each agency in order to provide orientation

for students as well as communication between the agency

and the higher education institution's faculty and ad-

ministration;

6. when student coordinators have been given agency staff

status during the field experience; and

7. when agencies have been required to submit evaluation

reports on students' .performances to faculty members.

On the whole, the evaluation team was impressed with the

extent of the acceptance of this model on the part of students,

agencies and target populations, faculty members, and administra-

tors.

Agency Involvement Model

Almost without exception the Title I projects in the State

involved agencies in some aspect of what they did. However, 23%

of the funded projects over the five years primarily involved

agencies, relating higher education resources to their educational

needs. This approach to the utilization of Title I funds can

be referred to as the Agency Involvement Model.

15-1
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Implementation of the Agency Involvement Model

When the Agency Involvement Model was used, the main focus

of the Title I project was to provide educational assistance

to community problem solvers in agencies by relating relevant

resources in the higher education institution to them. The

nature of this relationship is depicted in Figure 8.

Faculty
1

F-(0 I

Students'

F 1 IAgencies]

ITarget
Populations

Fig. 8: Agency Involvement Model

The Title I projects which utilized the Agency Involvement

Model provided training and other forms of education relevant

to community problem solving for personnel in several hundred

agencies and associations of the following types: federal, state,

county and municipal agencies; health, education, and welfare

agencies; business and professional associations; farm agencies;

and voluntary associations.

This education was some: ones provided for an individual

agency; sometimes for different agencies clustered for training

of a specific type.

The following are illustrations of the variety of specific

activities which occurred in Title I projects when agencies were

the primary focus:

1. The city managers of Orange County requested that the
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Public Administration faculty at Fullerton State College

provide a variety of training workshops through a Title I

grant. Agency and municipal employees received training

in public finance, data processing, governmental rela-

tions, city management, recreation and parks planning,

school finance, city planning, and planning for public

transportation.

2. The University of California, Los Angeles, through its

Title I projectiprovided technical assistance to the

Pico-Union Neighborhood Council (PUNC). Leadership train-

ing was initiated and a community center was opened.

Faculty consultants assisted the agency in acquiring

funding for the development of a community park and the-

constr. of low income apartment units.

3. The Universities of California at Davis, Riverside, San

Diego, and Santa Cruz conducted extensive training for

the local Office of Economic Opportunity (OE00) delegate

agency personnel through Title I projects over a five-

year period.

4. The University of California, Riverside, through its

Title I project, provided training for community aides

for the Public Health Community Worker's program.

5. The University of California, Santa Cruz, through Title I

funding/ provided agency training for the Unified School

District Parent Advisory Committees as well as staffs

of Head Start Day Care Centers, a Welfare Rights Organi-

zation, and Model Cities programs.

1C 6 -88-



Role of the Project Staff in Implementing the Model

In the Agency Involvement Model, the Title I project direc-

tor generally began by identifying agencies which were request-

ing or could potentially use the educational resources in the

higher education institution in their community problem solving

efforts. To the extent that these educational needs could be

appropriately matched with educational resources existing in

the higher education institution, the project staff sought to

bring about this matching of educational needs and resources.

It was reported that the project staff's ability to involve agen-

cies and their personnel in this type of training has often been

facilitated by the fact that the education is offered in the

name of and under the auspices of a prestigeous higher education.

institution. In the process of responding to requests for par-

ticular types of training, project staff frequently assisted

agencies in identifying other training needs which could be

met by educational resources within the higher education insti-

tution. At times they have been asked by agency personnel to

provide noneducational resources from higher education or

from the Title I project. Project staff have reported that they

tried to make it clear that providing noneducational resources

was not within the intent of the Title I Act, and they frequently

assisted agency personnel in identifying alternative sources of

funding and other desired noneducational resources. Project

staffs, for instance, at the University of California, Los An-

geles, University of California, Davis, University of California,

Santa Cruz, Humboldt State College, San Francisco State College,

and San Diego State College were instrumental ih assisting agencies
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in procuring alternative sources of funding.

Role of the A encies in the A ency Involvement Model

For their part, agencies frequently have surveyed formally

or informally the educational needs of their personnel and, in

some instances, of the target populations. This has led to re-

quests for: (a) faculty consultantships; (b) educational courses,

workshops, and conferences; (c) student assistance; or (d) re-

search and demonstration from the higher education institutions.

With the assistance of the Title I project personnel, the spon-

soring agencies have planned these events, recruited participants,

and disseminated research findings and proceedings from workshops

or conferences.

Role of Faculty in Implementing the Agency Involvement Model

It was primarily the expertise of the faculty members and

their willingness to be involved in making this expertise avail-

able to agencies through consulting, teaching or research, and

demonstration, which made the model work. At times students have

been involved in assisting faculty members in seeking to provide

educational services at the request of agencies in Title I pro-

jects.

The major use of the faculty members'in consultantships,

teaching, and research and demonstration activities. through Title

I projects by agencies was to diagnose community problems which

they had been unable previously to understand or deal with ade-

quately and, further, to seek to identify alternative solutions

to these problems.

The Agency Involvement Model tended to function well under

the following circumstances: (1) when the request for educational



assistance was identified adequately and specifically by the agency;

(2) when the request was clearly understood by the responding

faculty; (3) when the request for known information matched

known problems; and (4) when the request was for assistance in

diagnosing problem areas, with no expectation that a "correct

answer" would be provided. Things did not go well, however: (1)

when there was not a close match between skill, methodology or

technique requested by an agency and what could be provided by

the higher education institution, or (2) when the faculty mem-

bers provided (or were perceived as having provided) generali-

zations as if they were prescriptions rather than sources of un-

derstanding in diagnosing and solving community problems.

Consequences from the Utilization of the Agency Involvement Model

Agency personnel in Title I projects using the Agency In-

volvement Model reported in interviews that the educational as-

sistance which they had received through courses, workshops and

conferences, or through faculty consultantships, research and

demonstrations helped them to more adequately: (1) understand

the nature of community problems or components of them which they

were seeking to solve; (2) update their knowledge about techno-

logies and procedures relevant to community problem solving;

and (3) identify and obtain new sources of funding to expand

their community problem solving programs.

In addition, they reported that,as a consequence of what

they had learned, new ways were found to expand their service

areas, new types of scrvices.were provided, and new problems were

addressed and solved. For instance, a number of agency personnel.
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a
who participated in the Title I "Change Agent Program" at River-

side indicated that their agencies had been able to make changes

which increased their services. Agency personnel from the River-

side County Department of Public Welfare reported that as a di-

rect consequence of this Title I project, their agency had made

provision to have some of their offices open in the evenings.

At Chico State College it was reported that almost all of

the municipalities w4.thin Butte County had adopted new procedures

for the release of prisoners on their own recognizance at least

in part as a result of the Title I project activity in consulting

and research on the issue. It was reported that these procedures

are now being taught in the Police Science courses in a Community

College in the area.

It was also reported that the relationships between agencies

have been strengthened at times as the result of their working

together to co-sponsor, plan, implement, and follow-up programs

initiated by Title I programs. This happened extensively, for

example, in the "Change Agent Program" provided by the University

of California, Riverside. Several agency participants claimed

that the development of new inter-agency relationships was a

main outcome of that project.

A city manager expressed the opinion that the personal rela-

tionships and contacts that had been made through a Title I pro-

gram led to the organization of a county-wide association of

public administrators.

Agency administrators reported that their employees received

new skills, new information, better ways of viewing the problems

with which they were working, and therefore were'able to perform
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more adequately in their jobs as the result of training received

in Title I courses, workshops, or conferences.

Some of the agency employees received certificates or other

documents attesting to their having received specific types of

training in Title I projects. It was reported that personnel were

able to use these documents as evidences of having raised their

competency levels in their occupations. These documents also

helped them in obtaining new jobs.

Personnel in eight agencies reported that their attitude

toward the higher education institutions which provided

educational services became more positive as they increasingly

perceived these institutions as having educational resources which

could and were meeting their educational. needs. For example,

an administrator of a local Anti-Poverty Agency said:

The University of California, Santa Cruz provides courses
.for administrators and personnel of poverty programs.
They have large enrollments and make a profit from it, but

it is worth it. It is great and we need these skills.

Educational activities, moreover, which started as a "one

time experience" were found to be of sufficient value by the

agency(s) to be scheduled subsequently on a regular basis. For

instance, the project director of a Title I project at Fullerton

State College said:

We were surprised at the number of people who came to the
seminars and that the demand continued for five years.

Moreover, new courses were requested by the city mana-
gers, School Superintendents, Agency directors, and their

employees.

When agencies decide to rely on a Title I project for con

tinuing and long-term educational dervices, they constitute a

new and continuing clientele. The fees which these agencies pay

__



for educational services have been found to be an excellent source

of supplemental and on-going funding for community service pro-

grams in higher education institutions. In addition, administra-

tors and faculty members imputed that Title I projects which used

the Agency Involvement Model favorably affected their higher edu-

cation institutions.

In four higher education institutions, new courses which had

been instituted in Title I projects were subsequently instituted

as undergraduate or graduate courses. A faculty member of Ful-

lerton State College reported the following:

Our courses in the Public Administration Department were
changed as a result of suggestions from the city managers
and their employees who participated in training offered
in our Title I project. New courses in decision making,
systems analysis, negotiations, and contemporary problems
have been added.

At the University of California, Riverside, it was reported

that the development of a Certificate Program in City Planning

had resulted as a "spin-off" of the Title I project at that in-

stitution. Faculty at San Fernando Valley State College reported

that the most important consequence of a Title I project was the

discovery of a community need, which, while it was not immediately

solved, led to development of a new undergraduate option within

a major. It was also reported at Fullerton State College that

the response to the Title I programs in public administration

personnel training was so extensive that it led to the development

of an external graduate degree program in Public Administration

offered in Santa Ana.
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Strengths of the Agency Involvement Model

The Agency Involvement Model is perceived as having the fol-

lowing strengths:

1. It can be used to build the capability of the agencies

to expand and improve their services through the training

of their personnel in new methods and technologies rele-

vant to their community problem solving activities.

2. It can be used to build the capability of the higher edu-

cation institution through establishing an ongoing clien-

tele who are willing to pay for training and educational

services for old and new employees who need new and.up-

dated skills. Part of agenby budgets can be or must be

spent on the continuing education of employees. This

source of funds for Title I projects can strengthen the

capability for providing additional educational problem

solving activities for other clients or for other parts of

the Title I project.

3. It has been found to be particularly useful in releasing

technical and theoretical capabilities of faculty in re-

sponse to specific educational needs, as defined by the

agencies rather than as defined by the faculty members.

Limitations of the Agency Involvement Model

The Agency Involvement Model has been found to have the fol-

lowing limitations:

1. Requests from an agency for educational services tend to

be expressed in terms of the agency's perspective of

community problems and ways in which its personnel deal
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with these problems.

2. As with the Faculty Involvement Model, a particular higher

education institution may not have the technical educa-

tional capabilities requested or needed by the agencies

in its service area. An agency's educational needs can-

not always be met from the nearest campus. Particular

resources may be located at the higher education institu-

tion but for some reason they cannot be made available

to those who request them. Or, resources may not be in

a form which can be of educational help to the particular

agency and its personnel to assist them in solving par-

ticular community problems.'

3. The use of the Agency Involvement Model has been found '

not to work well under the following circumstances:

a. if a higher education institution (or one of its com-

ponents) acts as if it were an agency (by providing

noneducational services which are normally provided

or need to be provided by agencies in a community);

b. if faculty members become involved in manipulating com-

munity problem solving through agencies; and

c. if a higher education institution (or one of its com-

ponents) continually or frequently responds to the

requests for educational services from one agency

or type of agency and fails to meet the educational

needs and requests of other agencies.

The Agency Involvement Model and the Faculty Involvement

Model both provide educational services to community problem sol-



vers in agencies. The Faculty Involvement Model, however, does

so from the perspective of what faculty members know. For this

reason, agencies have been found to respond more favorably to

educational assistance provided in Title I projects which use

the Agency Involvement Model.

Target Population Involvement Model

Target populations have been defined in Title I projects in

the following ways: (1) citizens who are affected by a particu-

lar type of problem including those related to housing, race and

poverty, unemployment, smog, or transportation needs; or (2) ci-

tizens who reside in a "community" defined as a particular.geo-

graphical area including ghettos, sub-standard housing areas,

Model Cities target populations, parts of a city, a city, county,

region, or the State.

Between 1966-1971, 14% of the Title I projects in the State

primarily sought to involve target populations in order to assist

them educationally in their attempts to solve community problems.

In keeping with national and State priorities for several of the

years between 1966-1971, many of the Title I projects addressed

themselves to providing educational assistance to community prob-

lem solvers who were addressing problems of race and poverty.

Implementation of the Target Population Involvement Model

When the Target Population Involvement Model was utilized,

the primary focus of the Title I project was to assist education-

ally the community problem solvers in target populations by re-

lating them to relevant resources in the higher education insti-

tution. The nature of this relationship is depicted in Figure 9.
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Fig. 9: Target Population Involvement Model

To implement Title I projects which primarily utilized the

Target Population Model, six projects established educational

centers in barrios and ghettos; twelve projects provided classes

for target populations on the campus or in the community. Three

projects sought to recruit persons from target populations as

full-time students in higher education institutions. In addi-

tion, conferences, workshops, and community meetings were held

at the request of persons in target populations to assist them

educationally in community problem solving.

The following are illustrations of the ways that projects

implemented the Target Population Involvement Model:

1. San Fernando Valley State College operated a center in

the barrio of San Fernando for the purpose of relating

the college resources to problems of minorities. Minority

faculty members and students worked with community people

on a variety of problems.

2. The University of California, Davis provided community

development ,taff to' Southeast Stockton. The Community

Education Center which was established offered technical
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assistance to citizen task forces in dealing with lo-

cally identified problems related to sewage, code en-

forcement, unemployment, transportation and housing.

3. Humboldt State College provided community development

staff along with student interns to the low income com-

munity oc Manila. A neighborhood organization was es-

tablished in order to address problems related to voter

participation, consumer education, environmental pollu-

tion/and recreation.

4. The Merced Community College Title I project provided

staff to work with the minority communities of South

Merced and Planada. The staff conducted a door to door

survey to determine educational needs. Then they re-

cruited minority citizens for classes offered by the col-

lege in the community and on the campus.

5. Los Angeles City College prOvided a Mobile Advisement

Center for the undereducated citizens of East-Central-

South Los Angeles. The couseling has been used by several

thousand persons seeking educational and vocational coun-

seling. It operated evenings in market parking lots and

at public adult schools. Its main function was to recruit

potential higher education students from minority popu-

lations.

6. The University of Redlands conducted three seminars for

minority citizens in the methods and procedures for ef-

fective participation in. the civic and political life in

the community of Redlands. Citizens learned how the city



I
government, the regional Office of Economic Opportunity,

the Board of Education, and the Probation Departments

functioned from presentations and interaction with of-

ficials from these and other organizations.

Typically, citizens in the target populations requested:

1. assistance in more adequately understanding the nature

of their problems and alternative solutions to these

problems;

2. assistance 'in understanding how federal, state, and lo-

cal agencies operated, particularly in relation to their

role in dealing with these problems;

3. assistance in' identifying ways to get more adequate agency

services to help them solve these problems. In many in-

stances, they wished to learn how to get access to par-

ticular agencies to learn how to express more adequately

their needs, and to become involved with them in solving

community problems.

4. assistance in attaining skills for participating in com-

munity planning and other problem solving efforts; and

5. assistance in learning how to assess needs more adequately

in relation to the community problems affecting them.

Role of the Project Staff in the Target Population Involvement Model

In the selection of the Title I project staff when the Tar-

get Population Involvement Model has been the primary focus of

a project, it has been found necessary for those hired to be able

to work effectively both within the target population and with

persons in the higher education institution. The effectiveness
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of project staff to a large extent depended on its being made up

of transcultural individuals.

One way of providing transcultural personnel for the staff

of a Title I project is to utilize minority students in the higher

education institution as staff. For example, this was the case

in Title I projects at Los Angeles City College, Humboldt State

College, and Chico State College.

A second way of providing transcultural personnel in Title I

staffs is to hire persons who live in the target community and

who are recognized as community leaders. This was done, for exam-

ple, at San Fernando Valley State College, Merced Community Col-

lege, and the University of Redlands. While these persons often

were able to facilitate the projects relating to target populations,

they sometimes experienced tension from being identified both

with the institution and with the community. One Title I employee

commented:

I was a community leader before being employed. I now ex-
perience conflict in wanting to be an advocate for my
people. I am loyal to my community and want to identify
myself with their cause. As a college employee I am iden-
tified with the college administration. It puts me in
the middle, suspect from both sides.

A third way of providing transcultural personnel is for a

project director to find ways to be accepted both by persons in

the higher education institution and by those in target populations.

A Title I project staff which uses the Target Population

Involvement Model has as one of its primary roles that of identi-

fying educational needs of the target population. This has been

done through:

1. reviewing requests for educational assistance from persons
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in target populations; and

2. assisting citizens in target populations to identify

their needs for educational assistance in community

problem solving.

One project director described his task as follows:

The director has to relate to the people, care about them,
and respect them. He gets acquainted, and then discovers
the key people who hold the respect of the people. He gets
to know these leaders and listens to them describe problems.
He is sensitive to the people's needs, expressed and im-
plied. He does critical listening and helps the people
see ways to satisfy their needs. He helps them focus upon
their problems and to see them in new ways. He brings
people together to talk about these problems. He helps
them to identify resources and to get access to these re-
sources. He sometimes helps them to write up statements
of the problems and the proposals which have come out of
group effort.

The Title I staff then typically sought to identify edu-

cational resources in the higher education institution which

could be involved in meeting the community problem solving needs

of the target population. Ina very few cases, Title I project

staff went further to help individuals with their individual

problems. In doing so, they were assuming the role of an agency.

More appropriately, the staff of most Title I projects which

utilized the Target Population Involvement Model performed the

task of referring citizens and citizens' groups to agencies and

other resources which could provide needed noneducational services,

rather than attempting to provide these services with higher edu-

cation institutions' or Title I projects' noneducational resources.

For example, the staff that conducted the door-to-door educational

survey in South Merced discovered immediately pressing individual

needs. It became necessary in these cases to help individuals
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make contact with agencies which could help them directly.

In three projects the staff assisted the target population

in the preparation and dissemination of information relating

to methods and resources that could be useful to individuals

in the solving of tivtir own problems utilizing higher education

resources in doing so. The staff in virtually 100% of the Title I

projects which used the Target Population Involvement Model pro-

vided a liaison between the target populations and the higher

education institutions. These staffs were often able to inter-

pret the higher education institution to citizens in target popu-

lations and the needs of target populations to the higher educa-

tion institution and its administrators and faculty. By so doing,

they were addressing a very real need to bridge the communication'

gulf between minority populations and the institutions of higher

education. Interviewees in target populations stated:

If we wanted to try to get something from the college, we
wouldn't know where to go or who to see.

The college is like another town. We have never been on
campus.

Role of the Citizens in Target Populations

Citizens in target populations became involved in educational

activities provided by Title I projects which used the Target Popu-

lation Involvement Model in the following ways:

1. They participated Title I sponsored classes, workshops,

conferences, and community meetings for the purpose of

learning how to understand more adequately and to solve com-

munity problems that were affecting them.

2. They contributed many thousands of hours of volunteer time
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to community problem solving efforts. For example,

they worked on community problem solving task forces

and they served on advisory committees in the higher

education institutions and in agencies providing ci-

tizen participation role perspectives to the delibera-

tions of these bodies.

3. They made personal and group financial contributions to

a few Target Population Involvement Model projects in

order to expand the capabilities of the projects and to

provide educational services.
10

4. In most of these projects, they served as members of,

the Title I project's staff:

Role of Faculty Members

The faculty members were primarily involved in Target Popu-

lation Involvement Model projects in teaching courses and in

providing technical information to individuals and groups from

target populations. At times target populations are reported to

have had difficulty understanding faculty members. The following

quotation illustrates some of this difficulty:

The experts didn't come down to the community level. They
used big words instead of common words so that the people
didn't understand them. Half of the time the people didn't
even know what they were talking about. The problem was
even worse with the Spanish speakers.

In these instances there were language problems. Other

10For instance, contributions of this type were made to
Title I projects at Humboldt State College, at San Fernando Valley
State College, and at the Universityof Californi, Santa Barbara.
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difficulties resulted from differences in perspectives and dif-

ferences in ways of conceptualizing the nature of solving prob-

lems. Persons from target populations reported that they viewed

problems in terms of how they were immediately affected by them

personally. For example, in one class consisting of persons

from target populations, a discussion on housing problems was

reported to have centered around the personal housing problem

of one of the participants who interpreted everything about

housing in terms of her personal situation. In contrast, the

"faculty members tended to perceive problems and solutions in

terms of generalities.

Role of the Agencies

Seven Title I projects which used.the Target Population In'

volvement Model were able to involve agencies supplementally.

This permitted both the agencies and target population to learn

from each other about the nature of community problems, about

potential solutions, and about their respective roles in commu-

nity problem solving efforts.

Consequences to the Target Population

Individuals in target populations reported the following

consequences of education received in Title I projects which

used the Target Population Involvement Model. Some of the in-

stitutions in which these consequences were reported are noted

in parentheses after each consequence cited below:

1. They acquired new skills in communication, organization,

management, accounting, parliamentary procedures, and

problem solving. (University of San Diego, Chico State



I College, Merced Community College, and University of

California, Los Angeles).

2. They acquired greater ability to understand community

problems and alternative ways of solving or coping with

these problems, including an increased understanding of

political decision-making processes and how they as citi-

zens could have a participative role in these processes

(University of Redlands, Humboldt State College, and

University of California, Santa Cruz),

3. They were helped to overcome to some extent what some

called the "poverty mentality" with its associated feel-

ings of helplessness and hopelessness in relation to

their ability to cope with or overcome immediate and

long range community problems (University of Califor-

nia, Los Angeles, and Humboldt State Ccillege),

4. They expanded their awareness of and ability to acquire'

resources from higher education institutions, agencies,

and other sources which, -could be utilized in their commu-

nity problem solving effcrts (University of California,

Los Angeles, University of California, Santa Cruz, and

University of California, Davis).

5. They were given an opportunity to develop leadership,

which frequently enabled them to deal with certain com-

munity problems which had not been dealt with effectively

before Some of these emergent leaders were elected or

appointed to serve on governmental and. agency commissions,

committees, and boards where they were able to interpret

and get resources allocated and policies changed, facili-
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tating the solution of target population problems. Other

emergent leaders reportedly addressed similar decision

making bodies, and susequently have credited what they

learned in Title I projectslat least in party for the

successes which they had in interpreting the needs of

target populations and in requesting policy changes,

resource allocations, and other official actions which

could assist the solving of such problems (University

of California, Irvine and University of San Diego).

6. They were educationally assisted through Title I projects

to combine, often in a catalytic way, other. resources

with Title I resources resulting in improvements in

agency services, housing, and recreation facilities.

Similarly, new organizations and associations have e-

merged and have continued to serve target populations

as the result, at least in part, of what was initiated

in Title I projects (University of California, Los

Angeles and Humboldt State College).

7. Through what they learned from Title I projects as volun-

teers or as staff, individuals from target populations

obtained new employment with higher income and greater

career opportunities. Some of these have been hired

as "urbanologists." Others have been hired as para-

professionals or professionals in federal, state, county,

and municipal agencies where what they learned in Title I

projects concerning community problem solving was being

used in a variety of problem solving situations (Univer-

sity of California, Los Angeles).
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8. In some projects, innovative approaches to community

problem solving involving target populations have emerged.

These included: the revival of drama as a medium for

Mexican Americans to become educated in the nature of

their cultural heritage; the commitment of American

Indian languages to written form and education in the

use of them which facilitated the renaissance of Indian

culture in certain tribes in the State; and the emer-

gent utilization of Black higher education students in

providing in-service training for public school teachers

in Black History (University of California at Santa.

Barbara, Humboldt State College, and California State

College, Los Angeles).

Consequences to the Higher Lducation Institution

In three institutions, administrators reported that they

had become more sensitive to the cross-cultural needs within

their service areas as a consequence of their interactions with

citizen advisory groups and personnel from Title I projects.

At three other institutions, it was reported that increases in

the enrollment in degree programs and extension courses, at

least in part, had occurred as the result of what had been done

in Title I programs. In addition, eight administrators claimed

that they thought that the image of their higher education in-

stitutions had become more positive in terms of their record in

serving wider segments of their communities because of Title I

projects in their institutions.
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Strengths of the Target Population Involvement Model

Analysis of these data indicates that the Target Population

Involvement Model has the following strengths:

1. It can provide cognitive, affective, and/or skill train-

ing forms of education to those who are immediately af-

fected by community problems.

2. In many instances, community problem solving is inhibited

or is impossible without informed participation and in-

volvement of indigenous leaders frothe target popula-

tion.

3. This model has been found to make it possible for a

higher education institution increasingly to bridge com-

munication and perceptual barriers between themselves

and target populations which may not yet have been re-

presented to any great extent in the higher education

institution's student body. As reported above, this

type of contact with target populations through Title I

projects has been effective in attracting new students

from target populations.

Limitations of the Target Population Model

The Target Population Involvement Model has been found to

have the following limitation:

1. Title I projects which have utilized the Target Population

Involvement Model primarily or exclusively have found it

difficult or impossible to have the projects become self-

supporting. Unless this happens, the projects are par-

ticularly dependent on continuous Title I funding. When

Title I funding was no longer available, four of these

1 27 -109-



projects were discontinued. In three projects, it was

possible to avert this difficulty by having the activi-

tiestbegun under Title Iecontinued: (a) by being incor-

porated as an agency; (b) by being assimilated into an

agency; and (c) by being assimilated into the higher edu-

cation institution. An example of the latter adoption

is illustrated by the Title I project at Merced Community

College. An administrator indicated that the project

had been so well received by citizens that the Board

of Trustees voted to continue the project and to expand

it to other target areas within the community college

district using other district funds. He said:

The project enhanced the image of the college as
being involved. Some thought that it would be
controversial, but it was accepted by everybody.
The minority community now considers the college
their own and they are now being reached and
served.

2. The emotional, sociological, and political context of

many community problems make it difficult for higher edu-

cation institutions and their personnel to work unobtru-

sively with those who are immediately affected by commu-

nity problems. When the higher education institution seeks

to involve itself with these problems, it frequently finds

itself seeking to provide educational services to indi-

viduals and groups who may wish to have the higher educa-

tion institution play an active advocacy role.

3. If higher education institutions in their Title I projects

offer or are perceilied as having offered actually to solve

community problems rather than to provide educational as-.
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sistance to those who are engaged in seeking solutions

to community problems, they may create excessive expec-

tations and eventual disillusionment with the higher

education institutions on the part of those affected

by community problems. The following quotations illus-

trate the type of excessive expectations which can arise:

"I think that all of the problems of the community
could be solved by the higher education institution.
It has the money and that makes the big difference.
With money, our housing, recreation, child care
and other problems can be solved."

"The higher education institution has offered to
help us solve our community problems. With all of
the professional expertise in that higher education
institution being offeredto us, all of our commu-
nity problems can be solved."

"I would like to see the higher education institu-
tion do something to solve the following problems:
transportation problems, seeking commercial status
for our community, providing job training and place-
ment, developing better low-income housing, road
improvements, better drainage systems to prevent
flooding, and so forth."

"The higher education institution came into our com-
munity offering to help us solve our community prob-
lems. They did help us in some ways. But when the
money ran out, they withdrew completely."

When the higher education institution offers or is per-

ceived as having offered to provide educational assistance

to those seeking to solve community problems, however,

the following types of reactions have been reported:

"It is my feeling that the project has made an im-
pact on the community due to the fact that parti-
cipants are preparing themselves to qualify for
better employment and desire to continue their edu-
cation at the campus."

"The people. wanted certain forms of education and
received it. I feel that the program instilled pride
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in the community as well as.directing attention
to the college."

"I was unaware that the (educational) program was
a project."

4. If higher education institutions use this model without

adequately assessing the potential contact points for

entry into the target populations, they can be rebuffed

by target populations. In these instances, Title I pro-

jects can be partially or totally stymied.

5. The task of providing educational services to target popu-

lations to assist Ulm in their community problem solving

efforts can be exceedingly difficult and time consuming.

6. To require rapid, visible results from a Title I project

which uses the Target Population Involvement Model can

lead to dysfunctional pressure being put on both the

project's staff and the target populations involved. If

project staffs using this model feel that they must pror.

duce rapid "results," they may think that they have little

alternative but to move from providing educational services

to engaging in noneducational activities of a lower or-

der which show immediate evidences of having solved prob-

lems. This type of process is. one of the dysfunctional

forms of conducting Title I projects which has been re-

ferred to by Title I directors as "copping out."

7. Although it has been found to he important to involve

citizens or their leaders in target populations in educa-

tional activities related to community problem solving,

there are few if any higher order community problems
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which citizens in target populations can solve on their

own. To operate the Target Population Involvement Model

for long without also involving agencies in the process

has been found not to work well.

The Transactive Involvement Model

In going from the first four models to the Transactive In-

volvement Model, a change in the type of involvement occurs.

Rather than starting with the primary needs and resources of

one of the following: faculty members, students; agency person-

nel, or persons from target populations, the Transactive Involve-

ment Model brings persons from these different role perspectives

together in seminars or forums to enter into dialogue about real

problems in order to facilitate what has been called "creative

social learning" (Dunn, 1971, p. 210).

The purpose of these seminars has 'not been to solve a com-

munity problem but to diagnose the problem's nature and to examine

potential solutions to it. When this has been accomplished, the

findings typically have been published or otherwise made available

to relevant publics. At times television, newspapers, and film

have been used for this purpose.

Implementation of the Transactive Involvement Model

When the Transactive Involvement Model was used, the project

staff involved one or more persons from agencies, target popula-

tions, faculties, and/or student bodies in one or more transactive

experiences. The nature of this relationship is.depicted in

Figure 10.
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The analysis of the data indicates that approximately 19% of

the total number of projects funded were predominantly of the Trans-

.-active Involvement Model type. Eight of the Transactive Involvement

Model activities were short term; ten were long term. Sixteen were

held in one location; two were operated in different locations

through a communications network established by the particpants or

by the Title I project staff. The transactive experiences ranged

in size from fifteen to six hundred participants. Fifteen of these

experiences addressed primarily one community. problem; three consi-

dered more than one community problem or even the interrelationship

between two or more community problems. One project, which used the

Transactive Involvement Model, did so on an inter-system statewide

basis.
11

Eight were done on a regional basis. Ten were countywide

11
Seminars around the theme "Open Space in California; Issues.

and Options" were held at the Universities of California at Berkeley,
Davis, Irvine, Los Angeles, Riverside, San Diego, Santa Barbara, and
Santa Cruz. Offering these seminars was done with the cooperation
of the California State Office of Planning. Government officials,
community agency representatives, and faculty from the above campuses
came together to identify community problems related to the topic in
each area. It has been reported that findings from each seminar were
utilized by decision makers at the local, regional, and State level.
One administrator claimed that the participants at these seminars con-
stituted one of the most impressive gatherings of decision makers to
have met on a single problem in California. All together there were
several thobsand participants in these seminars. The University of
California in its report on this and other seminars held in conjunc-
tion with the first three years of Title I funding, indicated that over
16,000 persons had been involved.

-114- 132



or local in scope. All of these projects related to very complex

community problems of a higher order, including those related to

health and drug abuse, land use planning and open spaces, housing

and unemployment, neighborhood schools and integration, suicide

and mental health, police community relations and many other se-

vere higher-order problems.

Brief descriptions of some of the ways in which Title I pro-

jects which used this Transactive Involvement Model follows:

1. Sacramento State College, in one of its Title I projects,

provided six workshops on problems related to police

and community conflict, public health, minority youth,

crisis in the family, welfare, and mental health. Those

agencies responsible for the public services and policies'

of each of these problem areas were brought together

with individuals who had these problems. Faculty who

were knowledgeable in each problem area were also parti-

cipants in the workshops. These workshops attempted to

link community resources and methods of coping with so-

cial crisis problems. The workshops were videotaped,

edited, and broadcast over educational television. Many

citizen continued the discussion on each of these prob-

lem areas through organized meetings in agencies and com-

munity organizations. In some cases the videotapes of

each of these broadcasts were used subsequently by agencies

as part of their in-service training of personnel.

2. The University of California, Irvine organized seminars

and study teams composed of civic leaders, government of
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ficials, and select citizens, each of whom was carefully

chosen for his specific background and experience related

to a critical problem in Orange County. These study teams

have identified problems and potential solutions related

to land-use planning, air pollution, transportation and

mass transit, and home rule and metropolitan growth.

Typically, reports and recommendations from these seminars

and study teams were place in the hands of Orange County

decision makers since the seminars were not identified

as action bodies.

3. The University of Southern California in one of its Title I

projects identified persons and associations in central

Los Angeles who were part of the leadership centering a-

round the tension area of community school control. A

study seminar was planned to involve these persons in de-

veloping a model for communication between representative

of schools, city school administrators/and representatives

from the Black and Brown community of central Los Angeles.

The university project staff acted in the role of facili-

tator and host for the conversations.

4. The Unive:.sity of California, San Francisco held a number

of seminars and symposia which included staff from the

medical school, agency personnel, and individuals who were

representatives of particular target populations. The

"Haight-Ashbtxy Round Table" dealt with problems related

to the "hippie" population. The "Challenge to Higher Edu-

cation Conference" dealt with planning for the education
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of scientists and physicians. The "Use of Psychedelic

Drugs" conference was nationally televised. The Sympo-

sium on "Hostility, Aggression and Violence" was tele-

vised within the State. These seminars and symposia

usually involved over 300 persons. One was reported

to have had over 600 participants.

Role of the Project Staff in the Transactive Involvement Model

In the Transactive Involvement Model the project staff usually

performed some or all of the following:

1. The staff scanned the service area of the higher educa-

tion institution for community problems which had high

national, statewide, regional and/or local priority or

potential priority and which were not being adequately

dealt with by community problem solvers in the area.

2. The staff identified decision makers and others in cri-

tical positions related or potentially related to these

community problems who were willing to be involved in a

process of more adequately diagnosing and identifying al-

ternative solutions. One project director reported:

The project leadership identifies the people, brings
them together, and provides an environment for
learning so program planning can later take place.
The people choose their directions. The seminar
leaders are facilitators.

3. The staff developed a plan for recruitment and involvement

of these key persons in a transactive educational process.

Care was taken to include individuals with different role

perspectives but not those whose role perspectives were

so rigid and/or extreme that they would be unwilling to



I
permit consideration of alternative solutions to the

problem. One project director expressed it this way:

The project staff provide the way to bring people
together. They coordinate it. Then it goes by
itself with some back up from Extension. The trick
was in getting all relevant jurisdictions in one
room talking together and thinking about the lar-
ger issues. This could never have happened with-
out Title I and the involvement of the university.

4. The staff involved participants in planning the trans-

active process, keeping in mind the need to insure neu-

trality in the selection of site, in process methodology,

and in the selection of the person to "chair" or facili-

tate the transactions. In many cases the project di-

rector was selected to be the facilitator. In other in-

stances, a process consultant or facilitator was used

for this purpose.

5. The staff encouraged pre-transaction preparation on the

part of participants, 'which included identification or

preparation of research data and identification of needs

from the various role perspectives of invitees.

6. The staff kept the transactive process operating between

sessions, acting as communications facilitators. In some

cases, the staff assisted the participants in in-process

evaluation of the leaning process.

7. The staff usually assumed responsibility for the dissemi-

nation process following the transactive events. It has

been reported, however, that it is important for the Title

I project staff and the higher education institution not

to become identified with the adtion phaSe. Avoiding this



type of involvement has been found to make it possible

for the staff and the higher education institution to

continue to be, and to be perceived as being free from

advocacy involvement. In one of the projects using the

Transactive Involvement Model the following was reported:

I think that the reason that many doors were open
to us after the seminars was because the partici-
pants said that we were fair. The seminar we did
on police-community conflict gave us credibility
with the police, the business community, and the
minorities.

Avoiding becoming engaged in advocacy in projects which use

the Transactive Involvement Model is extremely important, since

it can enable the staff to follow up the transactive experiences

related to one problem or set of problems with the use of one

or more of the other involvement models and also with other trans-

active experiences related to other problems with the same or dif-

ferent participants. To do this, the Title I staff and the higher

education institution need to be perceived as maintaining a basi-

cally nonadvocacy, but caring-and-being-involved, stance. For

example, a participant who represented an agency in a Transactive

Involvement Model project summarized his view of the role of the

university and project director as follows:

There is no feeling that the university was here to dic-
tate solutions. Rather, the university provided a forum
for problems and alternative solutions to be considered.
The director has been a tremendous catalyst. He and his
staff have anticipated problems so you weren't looking at
that which was cast in concrete but at those problems which
were coming up and getting to be important. He kept his
hand on the pulse and knew how to go to the heart of prob-
lems. He knew what we were looking at. He was persistent,
not pushy or arrogant. He just presented things for ac-
ceptance that were logical and 'sound. He didn't seem to
look for his solution but listened for the consensus solu-
tion. All the seminars have been presented in this light.
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A project director explained it further this way:

I bring people together to do problem identification. They
do the action planning. I help facilitate the process of
their understanding the legal requirements and identifying
the various decision-making bodies that are involved. They
take it from there.

Role of Participants in the Transactive Involvement Model

Participants in the Transactive Involvement Model partici-

pated in the following ways:

1. assisted in the pre-planning for the transactional exper-

ience;

2. helped recruit other participants and identified other

decision makers who needed to be involved in the process

so that their contribution cbuld be made and so that they

too could participate in the social learning experience;

3. interacted with each other, presenting what they saw to

be the nature of the problem(s) under consideration and

the nature of alternative solutions from their role per-

spectives;

4. served on task forces to collect data and produce posi-

tion papers about emergent problem(s) and/or alternative

solutions to emergent problems; and

5. assisted in the dissemination of the results of the trans-
.

active experience to their respective groups and to others.

Participants conferred with others between transactive sessions

in order to involve them externally in the transactive process and

in social learning. When appropriate, these persons are brought

into the transactive experience itself to interact with the par-

ticipants.

138 -120-



In the transactive experiences, community problems were

viewed primarily in terms of their complexities and internal dy-

namics. The participants sought thereby to diagnose these higher-

order problems more adequately than is usually possible by ab-

stracting community problems into components for which there are

known solutions.

The Transactive Involvement Model utilized a style in which

mutual learning is closely integrated with an organized capacity

and willingness to act (Friedman, 1971). It is characterized by

a willingness on the part of participants to accept inputs and

ideas on their merits without reference to status roles in the

community and to participate in a climate 'of openness and trust

without predetermined solutions. In transactive educational ex-

periences, participants are encouraged to draw general lessons

from concrete experience, to test theory in practice, and to

sincerely examine the results (Friedman, 1971). It is a process

whereby participants are enabled through social learning to shift

to new paradigms (Dunn, 1971, pp. 212-213).

This is a process somewhat like research and development.

It is inductive and not primarily prescriptive. In this process

the initial solutions and problem definitions perceived by each

participant are seen to be less than totally adequate. For in-

stance, one participant reported the following:

The problems turned out to be different in type and magnitude
than we had previously thought. We had to face up to new
ethical responsibilities. It put us on the spot when we were
shown situations that were really bad. We found cut that
problem solutions are partly a function of a state of mind
and an environment. We realized that you have to identify
problems before you jump into solutions.
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More adequate solutions tend to emerge from group interaction.

The participants in this process are dealing with live problems

and are involved in the process because they are in a position

to engage in problem solving activities.

Role of the Facilitator

This model depends to a great extent on the ability of the

participants to.act in role. It involves heterogeneous groups

dealing with controversial, ideological issues. The data indi-

cate that it takes a highly skilled facilitator for the transac-

tive sessions to become more than "rap" sessions and for the

transactions to be productive rather than destructive or inef-

fectual.

The facilitator's role is to:

1. provide group process expertise in order that learning

will occur within appropriate tension levels;

2. assist participants through providing strategies for

conflict resolution in avoiding defensiveness,dysfunc-

tional withdrawal, uncontrolled role conflict, polari-

zation of positions, and the disintegration of communi-

cation and trust;

3. provide feedback related to stereotyping, group impasses,

and dysfunctional proliferation of topics and issues; and

4. support participants in trying out new concepts and in

bearing the burden of increasing new information in a

climate that makes for provisional judgments.



Consequences of the Transactional Involvement Model

Participants reported the following kinds of consequences:

1. They learned to see problems, which they had previously

been able to see only in part or as lower-order problems,

as emergent higher-order problems which demanded more

adequate, comprehensive solutions. The following comment

is typical of responses from participants:

We saw the problems in a new way. The nature of the
critical problems unfolded and new resources to help
solve them were identified. This happened as a re-
sult of our interaction.

2. They learned alternative solutions and new ways of approach-

in' emergent higher-order community problems.

3. In many instances, they experienced strong, positive at-

titudes toward having participated in transactive experi-

ences, having been able to bring about positive changes

from the new perspective, and having seen others do so.

One participant said:

Before the seminars, a lot of people were interested
in the problems but they were disorganized and frus-
trated. What has come out is peaceful problem solv-
ing...fast, efficient, and quiet...with results.

Frequently the strong positive attitude persisted as long

as several years after the transactive learning experiences

had taken place. As stated by one participant:

The impact of the Title I seminars has been great.
It has really been catalytic. We didn't immediately
solve problems but we set a problem solving process
in motion that has brought about subtle but important
shifts in the. climate.

Another participant said:

We learned a lot about the problem and how to get our
foot in the door to get some of these problems solved.
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4. Some participants reported that, consequences of the

transactive learning experiences were continuing to take

place in their communities on the part of other problem

solvers. For example, some of the participants in the

University of Southern California's Community School

Project have since been appointed to the Los Angeles

Urban Coalition Education Committee where it was re-

ported they are now using some of the understanding which

they gained in the Title I project to deal with commu-

nity problems.

5. The following consequences were imputed, at least in part,

to have stemmed from or to have been effected by Title I

transactive learning experiences:

a. Policies were changed in agencies and governmental bo-

dies leading to improved employment practices, flood

control, police-community relations, and health, edu-

cation, and welfare services.

b. New interagency relationships were established.

c. Citizens' task groups and governmental advisory groups

were formed. Some of these have continued to engage

in community problem solving processes. Many citizens

who were participan'ts in these transactive experiences

were later recognized by county and local governments

as being knowledgeable about higher order community

problems and ways to solve them. Some claimed that

what they learned in Title I transactive learning ex-

periences was related to their being appointed to com-

missions and task forces, ofteri in leadership roles.
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d. Reports that resulted from the transactive learning

experiences were often published and were widely

distributed in print or in some cases through the

mass media of radio, television, or film. These

reports were used by a variety of agencies and go-

vernmental bodies as a basis for decision making and

subsequent problem solving efforts. For instance,

representatives from the lumber industry, the tour-

ist industry, the local merchants, and the faculty

of Humboldt State College were brought together by

the staff of a Title I project for the purpose of

discussing the potential impact of the creation of a

new national park in the area. The research conducted

by the faculty for this seminar and the findings of

those who met together were subsequently used at

least in part by Congress in the decision to create

the National Park of the Redwoods.

e. Agency personnel, who participated in transactive

projects, reported that certain positive consequences

in the regions which they served were not likely to

have happened without the participation of the higher

education institution which provided a context of

"neutrality and fairness" for the transactive consi-

deration of higher-order community problems.

f. Three of these transactional experiences were short

lived because no way could be found to get beyond

impasses caused in part by very difficult environmental



g.

factors; because of the inability of participants to

interact constructively with each other; or because

of the complexity of the problems being addressed;

or because of the reported lack of facilitator skills.

Use of the model permitted a multiprofessional, multi-

disciplinary approach to the consideration of complex

community problems.

Because of the magnitude and complexity of most higher-

order community problems to deal with them from only one

'role perspective is to operate on a single dimension when

there are many dimensions involved.

Rosenstein, in his research on *professions, indicates in

the following quotation that it is imperative that a multiprofes

sional approach be taken to the massive social problems of our
4k.b

urban environment:

What we face may be called the crisis ofthe professions.
Single purpose answers no longer suffice. Indeed, in
documented case after case the supposedly optimum dis-
ciplinary solution has ultimately led to environmental
disaster.

The professions will never become effective in solving
the multidisciplinary problems of our society if each per-
sists in operating in an independent, one dimensional
mode. A professional man with a traditional education
has been prepared to recognize only those areas where his
discipline intersects the problem. Regardless of his in-
dividual brilliance or the effectiveness of his local so-
lutions, he has not been educated to perceive or even con-
sider the ultimate effects of other dimensions and other
professions upon his plan and the effects of his decisions
upon the entire environment.

In theory, the professions take care of the social'needs
of our citizens, for by definition they are society oriented.
This dependency is expressed in'the general public feeling
that somehow the medical professions are taking care of
our collective health, the legal profession protects our
civil liberties, and engineers are engaged in cooperative
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actions to banish pollution, traffic congestion, etc.
The fallacy, of course, lies in the assumption that the
professional who has training to solve social problems--
and he is the only one educated to solve them--will auto-
matically and knowingly determine the full social conse-
quences of his decisions and act unselfishly in the greatest
public interest. This is simply not the case. The profes-
sional does not now assume responsibility for society, nor
has he been educated to anticipate the social consequences
of his decisions. In reality, the professional is client
oriented..Xollectively,. the social visibility of national
professional societies has not proven significantly better.

Solutions to the problems of our cities will require mas-
sive coordinated action by educators and engineers, social
workers and business administrators, politicians and physi-
cians....The tide of human affairs leaves them no choice
except to assume social as well as technical leadership
(Rosenstein, 1970, pp. 4-5).

The evaluation team found that Title I projects that provided

for transactive multidisciplinary, multiprofessional seminars and

forums were attempting to address the crisis of the professions

described above.

Strengths of the Transactive Involvement Model

The Transactive Involvement Model is reported to have the

following strengths:

1. The higher education institution seems to be in a critical

position to facilitate educationally transactive, higher

order community problem solving.

2. Even where great tensions surround* certain community prob-

lems, it has been found that with the use of this model

a higher education institution and its resources can

effectively be related as long as a nonadvocacy role is

maintained. The higher education institution, although

not perceived as totally unbiased by segments of our so-

ciety, is frequently viewed as being traditionally less
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biased, more neutrals and therefore more able to bring

together community problem solvers to consider complex

and controversial community problems than most other

institutions in the community.

3. A potential multiplier effect has frequently occurred

when the model has been utilized successfully. It has

been found that a positive reputation can be earned by

a higher education institution or Title I project from

having made possible transactive experiences,, facilita-

ting future programming of these experiences.

4. This model can be combined with and supplemented by the

use of the other four Involvement Models before, during,

or after transactive learning experiences.

Limitations of the Transactive Involvement Model

1. The main limitation of the model has to do with its de-

pendency on the willingness of the critical actors to

participate and on the timing of having the transactive

experiences take place in relation to "surfacing" higher

order community problems.

2. The model is also very dependent on the availability and

skills of facilitating leadership. Without such leader-

ship, the risks of transactive learning expefiences can

outweigh potential benefits.

3. The transactive model does not make money and may not

be understood or appreciated by the higher education in-

stitutions.

4. There is limited research on what actually takes place in

these contexts with differing leadership interventions.
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Nevertheless, those who have participated in these trans-

active educative experiences have reported positive consequences.

In short, the Transactive Involvement Model is a particularly

promising approach to the diagnosing of higher-order community

problems.

Toward a Comprehensive Title I Involvement Model

Projects in some institutions have concentrated during a

year or two period of Title I funding on developing their insti-

tutional capacity and willingness to engage in a particular type

of community service programming through the use of one of the in-

volvement models. When this has been accomplished,, the Title I

project staff has switched its emphasis to seeking to develop other

types of community service program capabilities in the institution

by utilizing one or more of the other involvement models during suc--

cessive years of Title I funding. As a particular type of community

service has been adopted by the institution or become financially

self-sustaining, additional Title I funding could be used to fos-

ter new growing edges for community service in the institution. The

Title I projects in the Universities of California at Davis, Los

Angeles, and Santa Cruz and at Humboldt State College are among

those which were found to have used one model and then supplemented

what they were doing with the. use of another model. It would seem

that additional institutional capability in community service pro-

gramming could be particularly well enhanced by augmenting the Fa-

culty, Agency, Target Population, or Transactive Involvement Mo-

dels with the use of the Student Involvement Model to increase the
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extent of student involvement in community service efforts.

Theoretically, and perhaps in practice, a fully explicated

community service program in a higher education institution

could thereby be developed through the use of Title I funds,

relating higher education resources to community problem sol-

vers in the ways depicted in Figure 11.

Transactive Events
/

/ F IFaculty Agencies

F-6 / \
F-4(Students Target

Populations

Fig. 11: Compx. ahensive Title I Involvement Model

A community service program in a higher education institution

which successfully implements the Comprehensive Title I Involve-

ment Model will be able, in the estimation of the evaluation

team, to complementarily combine the other involvement models.

Theoretically this will allow the strengths of some of the models

to counteract the limitations of the other models.

Summary

Title I projects have varied markedly in the way in which

they went about releasing resources of higher education institu-

tions to provide educational assistance to community problem sol-

vers. The analysis of evaluative data led to the inductive iden-
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tification of the following five alternative theoretical models

as well as one comprehensive theoretical model. The Faculty

Involvement Model, which was used in 25% of the projects, placed

primary emphasis upon involving faculty members in educationally

assisting community problem soll-nrs. The Student involvement

Model, utilized in 13% of the projects, focused primarily on in-

volving students in field experiences with agencies. The Agency

Involvement Model, used in 29% of the projects, focused primarily

on providing training for personnel in agencies and associations.

The Target Population Involvement Model, utilized in 14% of the

projects, primarily focused on establishing educational centers

in barrios and ghettos, recruiting persons from target populations

as students in higher education institutions, and educating per-

sons from target populations about community problems in work-

shops, conferences, and community meetings. The Transactive

Involvement Model, used in 19% of the projects, brings persons

from different role perspective together in seminars to enter in-

to dialo,e about real problems in order to diagnose and identify

alternative solutions to these problems.

Although none of the Title I projects was found to have im-

plemented all of the above Involvement Models, theoretically and

perhaps in practice, a fully explicated community service program

in a higher education institution can be accomplished by supple-

menting one or more of the above models with other of the models

in a Comprehensive Involvement Model. This Comprehensive Involve-

ment Model will be able, in .the estimation of the evaluation team,

to allow the strengths of some of the models to counteract the li-

mitations of others.
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In this chapter the ways in which each model has been im-

plemented was described along with the types of immediate, in-

termediate, and ultimate consequences of their utilization in

Title I projects. Finally, relative strengths and limitations of

each model were specified.
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CHAPTER V

EVALUATIVE FINDINGS: DEVELOPMENT OF TITLE I PROGRAMMING IN THE STATE

The findings which have been presented in this report seem

to indicate that an impressive amount of progress was made in

Title I programming in the State between 1966 and 1971 in spite

of the limited amount of funds available. As reported in

Chapters III and IV, a rationale for Title I program-

ming and alternative models for implementing the Title I was

developed during this period with a variety of positive conse-

quences. These favorable consequences were facilitated by the

manner in which the Title I program was developed in the State.

A summary of the evaluative data concerning each of the fol--

lowing aspects of the development of Title I programming in the

State are presented, in turn, below;

1. Developing and administering a state plan;

2. Developing Professional Capability for Community-Oriented

Programming;

3. Encouraging consortial relationships;

4. Developing a communications network;

5. Evidencing the imputed and verifiable consequences of

Title I projects.

Developing and Administrating a State Plan

The role of the State agency in developing Title I program-

ming in the State is a crucial one according to the Act. More-

over, the importance of the role the State agency in developing

Title I programming in the State was born out by the findings of
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the Evaluation Team. In accordance with Section 105 of the Act,

the designated agency for the administration of Title I in the

State is required to prepare a State plan, setting forth a com-

prehensive, coordinated, and statewide system under which funds

paid to the State by the federal government can be dispersed.

It must also set forth the policies and procedures to be followed

in allocating federal funds to higher education institutions in

the State to carry Out Title I projects and is to set forth con-

ditions under which these funds can be spent. The State agency's

plan and the way in which that plan is implemented-must go be-

yond the mere listing of priorities of needs and statements of

policy. The State agency must make decisions about what type of

proposed projects to fund in which institutions. Subsequently,

decisions have to be made about which prOjects to fund again.

At all times the State agency has to be concerned with fostering

both .of the following purposes of the Act:

a. assisting people in the solution of community problems; and

lb. strengthening community service programs of colleges and

universities.

The first task of the State agency Title I project staff in

higher education institutions was to focus primarily on identify-

ing and developing ways of assisting people in the solution of

community problems.

During the first year or two of Title I in the State, ef-

forts were made to (a) assess and in some instances to capitalize

upon existing forms of community service programs; and (b) to

identify alternative approaches to implementing Title I programming. 41
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In the next few years, certain approaches to Title I programming

were found to be more effective than others. These were uti-

lized and successively strengthened, leading to the development

of what has been described as the five implementation models in

Chapter IV of this report. These more effective models grew out

of rather extensive and conscientious efforts on the part of the

California Coordinating Council's Title I staff and the personnel

in local Title I projects to identify and try out a wide variety

of what seemed to be promising ways of implementing Title I.

The evaluative data indicated that these projects were un-

dertaken initially under circumstances in which there was un-

certainty as to the nature and extent Of the educational needs

of community problem solvers. Furthermore, there was uncertainty,

generated by the relative instability of the community environment

in which the Title I projects operated. The extent of instability

in the environmental context in which Title I projects had to

operate is indicated in Table 10.

TABLE 10

DISTRIBUTION OF TITLE I PROJECTS ACCORDING TO
ENVIRONMENTAL CONTEXT AS DESCRIBED BY INTERVIEWEES

IN 24 INSTITUTIONS OF HIGHER EDUCATION

(N=81 projects)

Type of Environmental Context Percent of Title I Projects

Stable Environment 5
Moderately Stable Environment 30
Moderately Unstable Environment 33
Unstable Environment 32

Total 100
t



In short, Title I project personnel, had to find effective

ways of releasing higher education institutional resources to meet

educational needs in relatively unstable environmental contexts.

Hirschman has suggested that programming in the face of uncer-

tainties calls for a research and development approach which has

the following characteristics:

1. Rigid specifications of the performance characteristics
of the desired product should be avoided for fear of ex-
cluding a product that is perhaps no less desirable, and
far more feasible, than some other.

2. When the desired produce is a 'system' containing several
components, there should be no rigid stipulation in ad-
vance about the way in which the components are to be
adjusted to each other as it is important to give each
team working on a component the maximum freedom of move-
ment though subsequently a special effort will have to
be made to fit the various pieces of the system together.

3. In considering alternative approaches to developing the
desired product or its components, the correct procedure
is not necessarily to decide which is the best prospec-
tive approach on the basis of the most sophisticated
benefit-cost analysis available. In view of the large
uncertainties surrounding all approaches at an early
stage of R & D, it may be advisable to try out in prac-
tice several approaches until the uncertainties have
been stfficiently reduced and to delay until then the
decision as to the best approach. The cost of develop-
ing several prototypes may be less than the cost of
developing only one whose prospects look best at an
early stage, but whose production may then run into
some gigantic snag because the more adverse among the
large uncertainties have come into play (Hirschman,
1967, p. 77).

As indicated in Chapter t of this report, implementing

the Act could not be done by mere imitation or replication of

some other form of developmental or service process. It was

a pioneering effort which was undertaken in a complex environ-

ment and which was seeking new ways of educationally assisting

problem solvers who were addressing a variety of higher- order.
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community problems. For the statewide agency to have prescribed

what each of the higher education institutions needed to do with

their Title I projects in these instances might have resulted in

debilitating uniformity and standardization of Title I projects

in the State. But such an overly prescriptive approach, which

Hirschman (1967) has described as "rigid stipulation in advance,"

was wisely avoided, allowing for latitude in the timing of pro-

jects and for alternative approaches to be utilized. When neces-

sary, the State agency's Title I staff allowed for flexibility

-so that revision or substitution of alternative approaches could

be made, leading to the more adequate meeting of educational

needs of community problem solvers.. This flexibility permitted

necessary movement and shifting in the nature of Title I projects.

The distribution of Title I projects according to extent of

necessary movement and shifting in the nature of the project

as described by interviewees in 24 institutions of higher edu-

cation is shown in Table 11.

TABLE 11

DISTRIBUTION OF TITLE I PROJECTS ACCORDING TO EXTENT OF
NECESSARY MOVEMENT AND SHIFTING IN THE NATURE OF THE PROJECT

AS DESCRIBED BY INTERVIEWERS IN 24 INSTITUTIONS OF HIGHER EDUCATION

(N=81 projects)

Percent of
Extent of Movement Necessary During Project Title I Projects

No Movement Necessary 7

Some Movement Necessary 33
Considerable Movement Necessary 29
]xtreme Movement Necessary 21

.Total 100



Obstacles to the successful implementation of Title I pro-

jects could not have been foreseen at the beginning of projects

and which might have discouraged both the statewide staff and

the local Title I staff from getting involved were, in fact,

frequently overcome when previously unidentified resources or

ways to implement Title I projects were discovered. 12
Under

such circumstances those who have been identified as being the

more competent Title I project directors emerged with increased

sophistication and confidence in how to implement Title I pro-

grams effectively. One of the project directors working with

an Indian constituency was given an Indian name, "Coyote," with

the interpretation that a coyote is wise because he learns from

his mistakes.

Developing Professional Capability for Community-Oriented Programming

When Title I project personnel were interviewed about the

way in which they performed their tasks, they usually reported

that what they were attempting to do called for professional skills

which were different from their prior career experience as either

faculty or agency personnel. They indicated that they had to

operate Title I projects in the midst of the interface between

the higher education institution and the various organizations,

agencies, and target populatiqns served by Title I projects. With

few exceptions, the effectiveness of Title I projects was found

to be largely dependent on the nature and quality of the profes-

1
2Hirschman (1967) has referred to this phenomenon as the

principle of the Hiding Hand."



sional Title I project staff operating within this interface.

The project staff needed to be able to conceptualize the rela-

tively complicated process called for in order to operate broad-

aim programs utilizing the highly specialized resources of most

higher education institutions. This called for a high degree

of administrative ability as well as knowledge of the conven-

tions, forces, and resources of both the community and the

higher education institution. Few Title I project personnel

had been in a situation before where credibility in the higher

educational institution as well as in agencies and in target

populations was demanded of them professionally.

The evaluative data from interviews with persons from

agencies and target populations indicate that, for the most

part, project personnel did achieve credibility in the community.

Further, the evaluative data from interviews with local Title

I project personnel indicated that fostering support from ad-

ministrators for their projects and for community-oriented pro-

grams was an essential task in developing Title I projects.

They did so by keeping in contact with the administrators, by

informing them of emergent needs and other developments in

the community, and by appraising them specifically about what

was being done in their Title I projects and about the conse-

quences. A relatively extensive amount of support for Title I

projects seems to have been generated locally, at least with

the administrators most knowledgeable about as these projects,

as indicated in Table 12.



TABLE 12

DISTRIBUTION OF EXTENT OF SUPPORT FOR TITLE I PROJECTS
EXPRESSED BY ADMINISTRATORS INTERVIEWED

(N=29 Administrators)

Extent of Expressed Percentage of Administrator
Administrative Support Interviewed

Extensive Support 62
Moderate Support 26
Little Support 8

No Support 4

Total 100

It is the conclusion of the evaluation team that the develop-

ment of professional capability to perform adequately in this

complex community-higher education interface is critical for the

future of community-oriented programming. The data indicate that

there is a relationship between the number of years of service of

project directors and their ability to conceptualize and admini-

strate the complex task of releasing higher education resources

to assist problem solvers educationally. The distribution of

persons whohad major responsibility for running Title I pro-

jects according to the number of years of their service is pre-

sented in Table 13.



TABLE 13

DISTRIBUTION OF PERSONS WHO HAD MAJOR RESPONSIBILITY FOR RUNNING
TITLE I PROJECTS ACCORDING TO NUMBER OF YEARS SERVICE

(N=55 Project Directors)

Number of Years of Service Percent of Project Directors

One Year of Service 65
Two Years of Service 14
Three Years of Service 7
Four Years of Service 5
Five Years of Service 9

Total 100

It seems that encouraging more continuity of service would

permit the further development of professional expertise in con-

ceptualizing and administrating. community-oriented programs.

Encouraging Consortial Relationships

During the five years between 1966 and 1971, emphasis was

placed by the California Coordinating Council's Title I staff on

developing consortia to make it possible to assist community prob-

lem solvers educationally on a more extensive basis than would

usually have been possible using the resources of only one in-

stitution. A number of consortial arrangements were funded and

some developed spontaneously. Examples of Title I Consortia

according to participating institutions of higher education be-

tween 1966 and 1971 are depicted in clusters in Figure 12.
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Fig. 12: Examples of Title I Consortia According to : ?articipating
Institutions of Higher Education, 1956-1971.

Humboldt State
U.C. 73erkeley (66-6f,p)

Chico State (68-
Siskiyous Lass n
Butte . Sieva
Shasta Yuba

San Francis.o State (70-71)
San Francie-eo City

U.C. DaviN(70-71)
U.C. 2erkere4y
U. of the Paakfic
Delta

U.C. Santa Cruz (70-71) Fresno State (69-70)
esno State San Jose State Reedly
sno City I, C. Davis Hartnell

Sa Jose City West Valley
Fre n,o City Cabrillo

Calif. State L.A. (70-71)
lif. State Long Beach
a if. State Dominguez Hills

1.91A.<7

L.A. City (67-68)
L.A. Trade Tech
N.A. rarbor
L'>4. Pierce
L.A Valley
L.A. southwest
East L A.

U.C. Irvine (69-7 )

Santa Ana
Oranage Coast
Calif. State P aona

San Diego State '8-71)
7.S. Internationa

U. of San Diego
San Diego City



Evaluative data indicated that this type of an approach

ittends to be particularly important in parts of the State in which

a relatively few institutions serve large geographic areas. In

some instances, however, interviewees have pointed to the need

to develop intrainstitutional consortia, particularly in very

large and complex institutions, to facilitate interdepartmental

or interdisciplinary approaches to providing educational assis-

tance to those dealing with higher-order community problems.

Many interviewees indicated that they thought that a con-

sortial approach to problem solving was favorable in principle

but that it did not always work out well in practice. They

suggested that much of what was giving. difficulty could be avoided

if funding were given to each institution rather than to a re-
.

presentative or coordinating institution.

Developing a Communication Network

Since distinctive models have emerged for alternative ways

to implement Title I projects, the need has increased for ef-

fective intercommunication between Title I project staffs which

are working with the same models in different higher education

institutions. Present and former Title I project directors who

attended the Evaluation Workshop emphasized the importance of

their being kept informed about what other project directors

are doing and the consequences. They indicated that they need

more opportunities to interact with each other and with other

persons Who are knowledgeable about Title I programming and re-

lated topics.

In interviews conducted by the Evaluation Team, many pro-



ject directors reported that they had benefited from site visi-

tations from the Coordinating Council's Title I staff and that

they would welcome an increased amount of feedback from reports

sent to the State agency's staff. They spoke particularly fa-

vorable about the type of technical assistance concerning Title I

programming which had been provided by members of the Coordinating

Council's Title I staff. In some instances, the project director

in one institution Was referred to project directors in other

institutions where needed technical information could be provided.

The Coordinating Council's Title I staff has already responded

to part of this need through the initiation of a quarterly news-

letter which is now in its fourth issue.

Evidencing the Imputed and Verifiable Consequences of Title I Projects.

The evaluation team noted that the closer one got to most

Title I projects, the more evident it became that the projects

had impressive immediate, intermediate, and ultimate consequences.

It was found that many of the most impressive imputed and veri-

fiable consequences of Title I projects which were reported to

the Evaluation Team never had a way of coming to the attention

of the public; or those who make decisions about Title I. Using

the type of broad-aim program evaluation described in this docu-

ment, it is possible to obtain, the types of imputed and verifi-

able consequences of Title I programming which are presented in

Chapter IV. It would seem to be a matter of importance to create

a process by which the nature of similar consequences of future

'Title I projects can be reported, processed, and brought to the

attention of those who made decisions about Title I and of the

public in general.
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The types of evidences of imputed and verifiable conse-

quences which could be obtained are: (1) specification of the

type of involvement model used; (2) reports of the number and

types of participants in Title I activities; (3) evidences of

educational achievement as part of the Title I project; (4)

reports from students, faculty, and administrators, concerning

how. Title I projects have affected their higher education in-

stitutions and the education provided by these institutions;

(5) statements from community problem solvers specifying what

they have learned in Title I projects and statements of speci-

fic consequences which they impute totally or in part to what

they learned in Title I programs; and (6) reports from agency

or governmental administrators that policies have been changed

or practices implemented as a consequence, at least in part,

of what they or members of their staffs have learned in Title I

programs.

Summary

In this chapter evaluative data have been presented con-

cerning the following aspects of the development of Title I pro-

gramming: (1) developing and administering a state plan; (2) de-

veloping professional capability for community-oriented program-

ming; (3) encouraging consortial relationships; and (4) developing

a communications network.

During the first year or two of Title I ir. the Scate, efforts

were made to assess the existing forms of community service and

to identify alternative apprbaches to implementing Title I pro-

gramming. In the next few years, certain approaches to Title I
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programming were found to be more effective than others. These

were utilized and successively strengthened, leading to the

development of what has been described as the five implementa-

tion models. These Title I efforts were undertaken for the most

part under circumstances of uncertainty as to the nature and

extent of educational needs in the community and uncertainty

related to instability of the environmental context. When neces-

sary, the State agency administration of Title I allowed for

flexibility so that revision or substitution of alternative

approaches could be made, leading to the more adequate meeting

of the educational needs of community problem solvers.

Title I project personnel who worked with the above men-

tioned uncertainties needed to be able to conceptualize the

relatively complicated process called for in order to operate

broad-aim programs utilizing the highly specialized resources

of higher education institutions. It is the conclusion of the

evaluation team that the development of professional capability

to perform adequately within the interface between the institu-

tions of higher education and the community is critical for the

future of community-oriented programming. In order to accomplish

this, it seems that encouraging more continuity of service would

permit the further development of professional expertise.

During the five years between 1966 and 1971, a number of

consortial arrangements were funded under Title I. Some informal

arrangements also developed spontaneously. It was reported that

arrangements were particularly important in parts.of the State

in which relatively few institutions serve large geographic areas
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or where interdepartmental or interdisciplinary approaches can

irbe developed. In addition, it was suggested that funding be

given to each institution in a consortia rather than to a repre-

sentative or coordinating institution.

The need for effective intercommunication between Title I

project staffs which work with the same models in different

higher education institutions has emerged. Project directors

indicated that they appreciated workshops, site visits from the

Coordinating Council's Title I staff, and receiving technical

assistance from them_ concerning Title I programming. It was

found that there is a need for the imputed and verifiable conse-

quences of Title I projects to be brought to the attention of

the public or those who make decisions about Title I. The types

of evidences of imputed and verifiable consequences which could

be obtained have been described in this chapter.
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CHAPTER VI

SUMMARY AND CONCLUSIONS

Title I of the Higher Education Act of 1965 (PL89-329) com-

mitted federal support at the 75% level to institutions of higher

education for community service and continuing education programs

to the attainment of these two objectives:

(1) to help people solve community problems; and

(2) to strengthen and improve community service and contin-

uing education programs of institutions of higher edu-

cation.

In the State of California, the Coordinating Council for Higher

Education was designated as the State agency to administer the

Title I programs. Between 1966 and 1971, $2,523,869.00 of fede-

ral funding came into the State, matched by $1,600,081.00 from

the institutions of higher education, making a total of $4,123,950.00.

During this period, 97 projects were implemented by 36 institutions

of higher education in the State.

Early in 1971 the Coordinating Council for Higher Education

requested proposals for a statewide evaluation of Title I, 1966-1971.

The Request for Proposals (RFP) recognized that a five-year

evaluation study of Title I programs in the State of California

could not undertake a project by project analysis or a comparative

assessment because of:

1. the limited funds available for the study; and

2. the ex post facto nature of the study.

Moreover, previous quantitative evaluations of Title I programs

-148-
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had b3en found to be of limited value. Because Title I projects

need to be implemented in essentially uncontrolled situations,

their programming is, of necessity, both broad-aimed and generally

unstandardized. In turn, the evaluation of this type of broad-

aim program needs to be descriptive and inductive rather than

experimental in nature (Weiss and Rein, 1969). Using a metho-

dology developed to evaluate broad-aim programs, the Title I pro-

jects in California between 1966-1971 were evaluated by:

1. reading all the project files to obtain an overview of

the 97 projects;

2. conducting a workshop with Title I project directors to

determine key indicators and critical issues in Title I

programming;

3. conducting 193 on-site interviews in 24 higher education

institutions; and

4. using survey questionnaires to obtain supplemental data.

The analysis of the resulting evaluative data was done primarily

through the use of content analysis.

The evaluation team found that there have been several sources

of confusion in interpreting the Title I Act. A widespread agree-

ment was found that the Act itself contains a lack of clarity con-

cerning what kinds of activities are appropriately (and legally)

fundable with Title I funds. In Chapter I, similarities and

differences which have been identified between what seems to be

the intent of the Act and each of the following are presented:

1. the agricultural extension model;

2. community development;



3. community services in community college; and

4. public service in higher education institutions in general.

Despite these sources of potential confusion, ways were found

in the Title I projects to release the resources of higher edu-

cation institutions to provide educational assistance to commu-

nity problem solvers who were addressing problems related to

environment and ecology, inner-city decay, community crisis, mi-

norities and disadvantaged, and inefficient government. From

these efforts, a rationale has emerged for the programming of

.Title I projects. This rationale, which is described in fuller

detail in Chapter III, consists of:

1. identifying and analyzing the order of community problems

which are ultimately to be addressed by a Title I project;

2. programming to provide educational assistance to commu-

nity problem solvers without seeking to involve higher

education institutions or their resources directly in

the community problem solving process;

3. identifying specific resources of institutions of higher

education which can be appropriately related to specific

phases of the community problem solving process; and

4. distinguishing between immediate educational consequences

of Title I programming and intermediate and ultimate con-

sequences of Title I programming.

The analysis of the evaluative data led to the inductive iden-

tification of the following alternative involvement models:

1. the Faculty Involvement Model;

2. the Student Involvement Model;

-150-
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3. the Agency Involvement Model;

4. the Target Population Involvement Model;

5. the Transactive Involvement Model; and

6. the Comprehensive Involvement Model.

The primary focus in Title I projects which utilized the first

four of these models was to involve faculty members, students,

agency personnel, or persons from target populations respectively

in community-oriented educational activities in order to provide

educational assistance to community problem solvers.

Projects which used the fifth model primarily sought to in-

volve faculty members, students, personnel from agencies, and/or

persons from target populations in transactive seminars to assist

educationally in diagnosing complex community problems and solu-

- tions to them.

The sixth model consisted of a combination of the other five

involvement models.

The ways in which these models have been implemented, the

types of consequences which have resulted from their implementation,

and an analysis of their strengths and limitations in Title I

programming are presented in detail in Chapter IV.

In the first chapter, the following hypothetical question

was raised: In what ways and.to what extent were the California

Title I projects during 1966-1971 able to transcend their con-

ceptual and implementational difficulties in accomplishing, in

their own ways, for "community problem solving" and particularly

urban and suburban community problem solving, what Agricultural

Extension Service has done for rural America?.
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In the estimation of the evaluation team, the following

claims can be made for Title I as implemented in California

between 1966-1971:

1. Effective models (described in Chapter IV) were developed

which educationally link the resources of higher educa-

tion institutions to community problem solving efforts

of persons from agencies and target populations and,

similarly, which involve faculty members and students

in providing educational assistance to community problem

solvers.

2. Personnel with expertise in designing and administering

Title I programming have been hired and/or developed.

3. A clientele which utilizes the educational resources of

higher education institutions to strengthen their commu-

nity problem solving efforts has been developed.

4. Difficulties were frequently transcended because of the

flexibility of the statewide prOgram and the ingenuity

of personnel in Title I projects.

The extent of development of Title I in the State, however,

has been inhibited, in the estimation of the evaluation team,

by the relatively limited amount of funds for Title I available

and by the relatively few project directors who have been with

projects for more than one or two years.

In the RFP, questions were raised about the quality, magni-

tude, and persistence of the effects of Title I and about how

these effects related to Title I administrative policies. It

is the major conclusion of this evaluation that higher education

institutions' resources can be made and have been made relevant



to the educational needs of community problem solvers because of

Title I programming efforts. Further, because of Title I, com-

munity problems in the State have been solved with catalytic ef-

fect in ways and to an extent otherwise not possible.

Throughout this report, the effects of Title I programming

have been referred to in terms of the following chain of events:

1. Resources of higher education institutions are released

educationally to assist community problem solvers.

2. A typical, immediate, intended effect of this process is

learning by community problem solvers about how to solve

community problems more adequately.

3. A typical, intermediate effect of Title I is the utili-

zation of the learning acquired in a Title I project

by one or more community problem solvers to solve com-

munity problems.

. 4. In turn, a typical, ultimate effect of Title I is the con-

sequent reduction in a community problem.

The catalytic effect of these chains of events has been il-

lustrated repeatedly in Chapter IV. One of these illustrations,

for example, started by pointing to research conducted by faculty

members of a State College and the findings of a Title I transac-

tive seminar, composed of representatives from the lumber indus-

try, the business community, and the tourist industries of the

Humboldt area, which were compiled into a report. This report

was subsequently used by Congress in the decision to create a

new national park, the Park of the Redwoods.

The evaluative data presented in this report generally indi-



t
cate that the achievement of positive effects from local Title I

projects was facilitated by the role played by the State agency.

As described in fuller detail in Chapter V, the State agency al-

lowed for flexibility in Title I programming in the State. At

the same time it provided technical assistance in Title I pro-

gramming for local projects. It is the conclusion of the evalua-

tion team that this combination contributed to the emergence of

the alternative, functional involvement models described in

Chapter IV. Moreover, movement has been in the direction of

(and, it would seem, needs to continue to be in the direction of)

developing:

1. more adequate communication between Title I project per-

sonnel;

2. more longevity of service for those who have professional

expertise in conceptualizing and implementing broad-aim,

community-oriented, educational programs;

3. more effective, inter-institutional and intra-institutional

consortial arrangements for Title I programming; and

4. more adequate reporting of the extensive, imputed, and

verifiable consequences of Title I projects.

Referring to a chain of events which occurred in a somewhat

unstable environment, one interviewee concluded: "In.my opinion,

our community is a better place in which to live and work because

of what was started in a Title I project." Despite relatively

limited funding, it can be concluded, based on the imputed and

verifiable consequences .of Title I projects in the State between

1966-1971, that these projects have had positive effects on both



the communities and the institutions of higher education in which

they have been implemented.
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APPENDIX I

SCHEDULE FOR TITLE I WORKSHOP

September 23 & 24, 1971

Thursday, September 23, 1971

10:00 Welcome by William Haldeman

"Nature of the Task" - James Farmer
(a) Types of Evaluation
(b) The Nature of the Evaluation Project
(c) The use of Key Indicators, Alternatives, and Models

in Evaluation

Coffee break

11:00 Agenda testing - Paul Sheats

11:30 "Evaluation of Broad-Aim Programs" 1- James Farmer

Noon Lunch

1:30 "Identification of Problems and Issues" - j. David Deshler

3:30 Break

4:00 Feedback session by sub-groups to the total group
Synthesizing feedback with project inputs - Pau]. Sheats

5:30 Dinner

7:30 Simulation Gaming - Paul Sheats

Friday, September 24, 1971

9:00 Breakfast

10:00 "Using Problem-solving Models in Broa6-Aim Program Evalua-
tion James Farmer

11:00 Break

11:15 "Reporting of Impact" - J. David Deshler

lo



Noon Lunch

1:00 Discussion in sub-groups on recommendations to Evaluation
Team

2:00 "Comments and Other Inputs" - William Haldeman

.4

O

"Did We Hear the Feedback Right?" "What does it Mean to
Us?" - The Evaluation Team

Using "Participant Workshop Feedback" sheets

3:00 Closure
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APPENDIX II

1 IDENTIFICATION AND USE OF KEY INDICATORS

The following Key Indicators, which were identified out of
the reading of the 68 project files, from the San Francisco Work
shop, from the In-process consultations with the CCHE staff and
Advisory Committee, and with the National Title I staff, are
thought of as intermediary, flexible indicators. They are to
be used in the following ways:

(1) To help focus the content and interrelationship of
the questions to be asked in field interviews of HEI
and target population personnel; and

(2) To serve as organizers for the second section of the
Final Report (The first section being the History and
Overview of the 6S projects; the final section being
based on Organizing Principles which have emerged
out of examination of the data in projects.) .

The currently proposed Key Indicators are as follows:

(1) Impact and Objectives;
(2) Proh.lem Solving;
(3) InterInstitutional and/or Inter-Agency Relationship;
(4) Alternative Funding Patterns;
(5) Organizational Development;
(6) Functions of Title I (Catalytic, bridging, finger in dike);
(7) Environmental Context and Influence on Title I;
(8) Semantics.

The kinds of questions which seem to cluster under each of
these Key Indicators are as follows:

I. IMPACT AND OBJECTIVES

(1) How can we tell when we have impact on HEI; agencies; target
populations?

(2) How can we clarify and make more explicit organizational and
project objectives?

(3) How do we determine the most beneficial beneficiaries for
the maximum imtpac? Who gets highest priority?

(4) By what criteria do we evaluate a Title I program for funding
and refunding?

(5) How can reporting data be used as feedback for both program
improvement and impact maximization?

(6) How can funding of projects which would be done anyway be
eliminated or minimized?

(7) Who gets credit for what? and no gets blamed for what errors?
(8) How much latitude of change for objectives is desirable?



IMPACT AND OBJECTIVES (Cont'd)

(9) How can fiscal and program accountability be related to each
other in order to control objectives and impact and in or-
der to produce a satisfactory critical path in a project?

(10) What should CCHE do when projects don't send in reports?

II. PROBLEM SOLVING

(1) How did problem solving in projects get done?
(2) How did or do people conceptualize. the way a project is

run in relation to the problem being solved?
(3) To what extent did Title I help solve various types of com-

munity problems or problems of target populations?
(4) What problemo are solvable given available resources?
(5) What innovative conceptualizations have come out of the

past projects?
(6) Who has the problem? Who identifies it - local or CCHE?

-1(7) How did objectives change during the project?

III. INTER-INSTITUTIONAL AND INTER-AGENCY RELATIONSHIPS

(1) What kinds of inter-institutional and inter-agency relation-
ships in connection with Title I projects have the greater
pay-offs? Which agencies get strengthened? Which do not
and what happens?

(2) What is the unique role of Community Colleges, State Colleges,
State Universities, and various types of private institu-
tions in Title I efforts? What are the conflicts between
the different institutions relating to projects?

(3) How do the projects establish and maintain a cyclical flow
being HEI resources, agencies, and target populations?
(a) How is entry established?
(b) What is the role of Citizen participation?

(4) What is the responsibility of CCHE in setting priorities,
guidelines, and target problems?

(5) How do Institutional Administrators view Title I in the con-
text of the role of Higher Education? What differences of'
valuing emerge at different levels?

rv. ALTERNATIVES OF FUNDING

(1) What is the satisfactory use of Title I priorities?
(2) What types of problems can be appropriately addressed?
(3) Can RFPs be used more effectively?
(4) What is the potential role of Consortia?
(5) What are the implications of funding institutions that have

received no funding in the past? (Interview administrators
of Institutions that have applied and never been funded.)

V. ORGANIZATIONAL DEVELOPMENT

(1) What happens to personnel employed by Title I in terms of
their career lines?

(2) How does the reward systems for such personnel operate and
effect them?
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I
V. ORGANIZATIONAL DEVELOPMENT (Cont'd)

(3) What are the different leadership styles which have been
operative in Title I projects and with what effect?

VI. FUNCTIONS OF TITLE I

(1) How have projects bridged communication, information, and
organization gaps and linked resources to problems?

(2) How has Title I functioned as a catalyst in establishing
a cyclical flow between HEI resources, agencies, and tar-
get problems?

(3) What is the role and inter-face of Title I as a catalytic
agent in community problem solving?

(4) What kind of HEI resources have been released?

VII. ENVIRONMENTAL CONTEXT AND INFLUENCE ON TITLE I

(1) How does the political climate, violence, etc. effect Title I
at the CCHE, HEI, and target population levels?

(2) How do historical events such as urban violence, smog, etc.,
effect funding priorities?

(3) What is the most appropriate timing for attacking a problem
in the light of public interest or:arousal of indifference?

VIII.

(1)

SEMANTICS

"community service" being used?How is the term
(2) What is meant by "community development?"
(3) What is meant by "Higher Education resources?"
(4) What is meant by "problem solving?"
(5) What is "organizational development?"
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Pub. Law 89-329 November 8. 1965
79 STAT. 1220

for such fiscal year for carrying out the State plan (if any) approved
under this tit le shall be available for rea Hot mem, from time tot one, on
such dates during such year as the Commissioner may fix, to other
States in proportion to the original allotments to such States under
such subsection for such year, but with such proportionate antouut for

any of such States being, reduced to the extent it exceeds the sum the
Commissioner estimates such State needs and will be able to use for
such year for carrying out. the State plan: and the total of such rednc-

tious shall he similarly reallotted among the States whore proportion-
ate amounts were not so reduced. Ally amount reallotted to a State
under thissid,:eetu n during a year from funds ppropriated pursuant
to section 101 shall be deemed part of its allot meat under subsets ion (a)

for such year..
(c) In accordance with regulations of the Commissioner, any State

may file with hint a request that a specified portion of its a Ifotment
under this title be added to the allotment of another Stste under this
title for theyurpo:e of meeting a.pon ion of the Federal share of the
cost of providing community service programs under this title. If it
is found by the Commissioner that the programs with respect to tvhicb

the request is made would meet needs of the State making the request
and that use of the specified portion of such State's allotment, as
requested by it, would assist. in carrying Gut the puninses of this title,
such portion of such States allotment shall be added to die allotment

of the other State under this title to be used for theurpose referred
to above.

(d) The population of a State and of all the States shall be deter-

mined by the Commissioner on the basis of the most recent satisfactory

data available from the Department of Commerce..

IMES OF ATJ.CYITED FUNDS

Sm. 101. A States allotment under section 103 nu y be used, in
accordance with its State plan approved under section Ifi5(b), to
provide new, expanded, or improved community service programs.

STATE rLANS

SEC. 105. (a) Any State desiring to receive its allotment of Federal

funds under this title shall designate or create a State agency or insti-

tution which has special qualifications with respect to solving com-
munity problems and whirl is broadly representative of institutions

of higher education in the State which are competent to otter -commu-

nity service programs, and shall submit to the Commissioner through

the agency or institution so designated a State plan. If a State desires

to designate for the purpois-s of this section an existing State agency

or institution which does not meet these requirements, it may (10 so if

the agency or iustitut ion takes such action as may be necessary to

acquire such qualifications amid -assure participation of such institu-
tions, or if it designates or crea-ss a State advisory council which

meets the requirements not met by the designated agency or hist itut ion

to consult. with the designated agency or institution in tine pre'' rat inn

of the State plan. A State plan submitted under this title shall be in

such detail as the Commissiorier deems necessary and sh11
(1) provide that the agency or institution so designated or

created shall be the sole agency for ndminist rat ion of the plan or

for supervision of the administration of the phut: and provide

that such agency or institution shall consult with any State
advisory council required to be created by this section with respect

to policy miters arising in the administration of such plan;
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(2) set forth a comprehensive, coordinate ad statewide sys-
tem of community service irogralltS ander which funds paid to
the State. (Including funds paid to an institution pursuant to
section 106(e)) under its alhAents under section 103 will be
expended solely for community service programs which have been
approved by the agency or institution adttuistering the plan;

(3) set forth the policies and procedures to he followed in
allocating Federal funds to institutions of higher education in the
State, which policies and procedures shall insure that due con-
sideration will he given

(A) to the relative capacity and willingness of particular
institutions of higher education (whether public or private)
to provide effeetive community servile programs;

(II) to the availability of and need for community servico
programs among the poiallot ion wit pin the St ate; and

(C) to the results of periodic evaluat anti; of the programs
carried out under t his 1 it le in the light, of information regad-
ing current and anticipated connnunity problems in the
State;

(4) set forth policies and procedures designed to assure that
Federal funds made available under this title will be so used as
not to supplant. State or local funds.. or frauds of iost itutions of
higher ethic:nice', but supplemeta. and. to the extent, practicable,de,
to increase the amounts of such funds thht would in the akence
of such Federal funds be made available for community service.
programs:

(5) set forth such fiscal control and fund accounting procedttrea
85 may be necessary to assure proper disbursement of and account-
ing for Fedet al funds paid to the State (including such funds
paid by the State or by the Commissioner to institutions of
higher Hue:1100 under this title.; and

(0) provide for making such reports in such form and contain- Re cores.
Ing such information as t lie Commissioner may reasonaltly require
to carry out his functions under this t it le, and for keeping. such
records and far affording such cev.is thereto as the Commissamec
may find necessary to assure the correctness and verification of
such reports.

(1,) The Commig5.ioner shall approve :my State plan and any modi-
fication thereof whielt complies with the provisions of subsection (a).

PAYMENTS

&T. 106. (a) Except as provided in s !bseetion (b), payment under
this title shall be made to t hose Stale aeneies and institutions wideh
administer plans approved under seetion 105(h). Payments under
this title from a Stales allotment with respect to the cost of develop-
ing and carrying out its State plan shall equal 75 per cent um of sue!'
costs for the fiscal ear ending June ao, 19tt6, 75 per cent um of such
costs for the fiscal year ending* Juno 30, 1967. and 0 per centmn of
such costs for each of the three sneeeeding Ii..caI years, except that no
payments for any th-cAl year shall be made to any State with respect.
to expenditures for developing and administering the State plan
which exceed 5 pia. contum of Ow costs for that ,ve

m
ar for which pay-

ment ole'. this subsection may IP: made to that State, or t'S.25,111,
tvhichever is the prest ter. In di:termini:I!, the cost of developing and
carrying out a State's plan, t here sha II be excluded any ettA. wit h respeet
io which payments were received under any oilier Federal program.
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(b) No payments shall be made to any State from its allotments for
any fiscal year unless and snit it t he Commissioner finds t hat the inst itu-
tions of higher education which will participate in carrying out the
State plan for that year will together ha.vo available during that year
for expenditure from non-Federal sources for college and university
extension and continuing ednation programs not ke,-; than the total
amount actually expended by t hose institutions for college and univer-
sity.extension and continuing education programs from such sources
during the fiscal year ending 1th35, plus an amount equal to
not less than the non-Federal share of the costs with respect to which
payment pursuant to subsection (a) is sought.

(c) Payments to a State under this title may be made in install-
ments and in advance or by way of reimbursement with neccvsary
adjust Meld S on account of overpayments or underpayments, and they
may be paid directly to the State or to one or more participating inst
t utious of hig6r education designated for this purpose by the State,
or to both.

ADMIN1sTRATION OF STATE PLANs

Opportunity SEC. 107. (a) The Commissioner shall not finally disapprove any
for hearing. State plan submitted under this title, or any moaification thereof,

without, first affording, the State agency or institution submitting the
plan reasonable notice and opportunity for a hearing.

Noncompliance. (b) Whenever t he Coinniisswiler, after reasonable not ice and oppor-
tunity for hearing to the State agency or institution administering a
State plan approved under section 165(h), finds that-7-

(1) the State plan has been so changed that it no longer com-
plies with the provisions of section 105 in); or

(?) in the administration of the plan there is a failure to com-
ply substantially with any such proVision.

tho Commissioner shall notify the State agency or institution that the
State will net be regarded as eligible to participate in the program
under. this title until he is satisfied that there is no longer any sash
failure to comply.

JUDICIAL RTNIEW

72 Stat. 941.

Sic. 108. (a) If any State is dissatisfied with the Commissioner's
final action with respm to the approval of its State plan submitted
under section 103(a) or with his final action under section 10700,
such State may, within sixty days after not iee of such action, file with
the United States court of appeals for the circuit in which the State
is located a petition for review of t hat. act ion. A copy of the petition
shall be forthwith transmitted by the clerk of the court to the Com-
missioner. The Conuuissioner thereupon shall tile in the court the
record of tho proceedinas on which he based his action, as provided in
sect ion '2112 of title 3S. I Tnited States ('ode.

(b) The findings of fact by the Commissioner. if supported by sub-
stantial evidence, shall lift conclusive; but the ceurt. for good caw.°
shown, may remand the case to the Commissioner to take further evi-
dence, and the Commissioner may thereupon make new or modified
findings of fact and may modify his previous :union. and shall certify
to the court the record of the further prc:cedinas. Such new or modi-
fied findings of faec shall likewise be conclusive if supported by sub-
stantial evidence.

(e) The court shall have jurimliction to affirm the action of the
Commissioner or to set, it aside, in whole or in part. The judgment.
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39 Stat. 929.
60 Stat. 775.

77 Stat. 403.
78 Stat. $02.
20 MC 801- 811.
67 Stat. 83.

"School or tie-
yartatet.t
divinity."

RELATIONSUIP TO OTHER PROGRAMS

SEC. 110. Nothing in this title shall modify authorities under the
Act. of Febraarr 23, 1917 (Smith-Hughes Vocational Education
Act.), as amended (i0 U.S.C. 11-15, 19-26) ; the Vocational Educa-
tion Act of 1916, as amended (20 U.S.C. 15i-15m, 150-15q, 15aa-1jj,
and 15aaa-15ggg) ; the Vocational Education Act. of 1963 (20 U.S.C.
35-35n) ; title VIII of the Homing Act. of 1964 (Public Law SS-
5G0) : or the Act of May 8, 1914 (Smith-Leve Act), as amended
(7 U.S.C. 3.11-348).

LIMITATItiN

Sec. 111. No grant may be made under this title for any educational
program, activity, or service related to sectarian inst ruction or religious
worship, or provided h a school or department of divinity. For pur-
poses of t his section, the term "school or department of divinity" means
an institution or a department or branch of an institution wlicre pro-
gram is specifically for the education of students to prepare. theta to
become ministers of religion or to enter upon sonic other religious
vocation, or to prepare them to teach theological subject:.

TITLE 11COLLEGE LIBRARY ASSISTANCE AND
LIBRAIll"rRALNING. AND RESEARCH

Purr ACour:GE Lusitutv Rummers

APPROPRIATIONS ArrtiOniED

Si-c. 201. There are niithoriied to be appropriated $50,000,000 for
the fiscal year ending June 30, 1006, and for each of the two succeeding
fiscal years, to enable the Commissioner to make grantS under this part
to institutionsions of higher education to assist and encourage such inuitu-
tions in the acquisition for library purposes of books, periodicals, docu-
ments, magnetic tapes, phonograph records, audiovisual materials, and
other related library materials (includiug necessary binding). For
the fiscal year ending June 30, 1069, and the Lueceeding fiscal year,
there may be appropriated, to enable the Commissioner to make such
grants, only such sums as :he Congress may hereafter authorize by
law.

BASIC GRANTS

SW. Da From 75 per cent um of the slams appropriated pursuant to
section '...)01 for any fiscal year, the Conunissioner is authorized to make
basic grants for the purposes set forth in that. sect ion to it nt ions of
higher education and combinations of such institutions. The amount
of a basic grant shall not exceed :35,000 for each such institution of
higher education and each branch of such institution which is Ir.ated
in a community diCerent from that in which its parent institution is
located, as determined in e.ccordane with regulations of the Commis.
sioner, and a basic grant under this subsection may be flunk only if the
application therefor is approved by the Commissioner upon his deter.
Initiation that the application (whether by an individual ins; maim or
a combination of lest itutions)

(a) provides satisfactory assurance that the applicant will
expend during the :isml year for which the grant is requested
(from funds other than funds received under this part) for all
library purpoFes (exclusive of construction) (1) an amount not

'466
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(g) "Nonprofit institution" means an
institution owned and operated by one
or more nonprofit corporations or asso-
ciations r.o part of the net earnings of
which inures, or may lawfully Inure, to
the benefit of any private shareholder
or individual.

(h) "School or department of divin-
ity" means an institution, or a depart-
ment or branch of an institution, whose
educational program Is specifically de-
signed to prepare students to become
ministers of religion, to enter upon some
other religious vocation, or to tench theo-
logical subjects.

(i) "Secretary" means the Secretary of
Health, Education, and Welfare.

1.0."State" includes, in addition to the
several States of the Union, the Common-
wealth of Puerto Rico, the Dist: let of
Columbia, Guam. American Samoa. and
the Virgin Islands.

(k) 'State agency or institution" or
"State agency" tncans the State agency
or State institution designated or
created pursuant to section 105(a) of the
Act and 173.3.

§ 173.2 Program outline.
The program described in this part

shall be administered by the State agency
or institution pursuant to a State plan
developed and submitted through the
State agency or institution and approved
by the Commissioner, The State plan
shall set larth a comprehensive, coordi-
nated, and statewide system of com-
munity service programs des's:led to
assist in the solution of community prob-
lems in rural, urban, or suburban areas
(with particular emphasis on urban and
suburban problems), such ns. but not
limited to. housing. poverty. Govern-
ment. recreation, employment, youth op-
portunities. transportation. health, and
land use, by utilizing the resources of In-
stitutions of hishel education. The State
plan and necessary amendments thereof,
once approved tiy the Commissioner,
c mstitute the basis on which F...leral
psyments will be made as well as the
loss's for determining the propriety of
expenditures by the State and partic-
ipating institutions in which there Is
Federal participation.
Subpart BSlate Plan: Submission,

Amendments, Approvals
§ 173.3 State agency or institution.

(a) The State shall designate or
create a single State agency or institu-
tion to develop, submit, and administer
and/or supervise the administration of
the State plan. The agency or institution
so Icsignatcd or created shall include
individuals who have special qualifica-
tions or experience in working with and
solving community problems, and who
are broadly representative of institutions
of higher education in the State, pub-
lic and private, which are competent to
offer community service programs. The
State may, however. designate an exist-
ing State agency or institution which
does not meet the above requirements,
provided that (1) the State agency or
institution takes such nstisn as necessary

to acquire such qualifications and to
assure participation of such institutions:
or that 12) the State designates or
creates a State advisory council which
meets the requirements not met by the
designated State agency or institution to
consult with the designated State agency
or institution In the preparation of the
State plan and necessary amendments
thereto and in connection with nny policy
matters arising in the administration of
the plan.

(b) Prior to submission of a State
plan. the State shall submit to the Com-
missioner a satisfactory assurance and
explanation regarding the basis on which
the :equirement of this section and sec-
tion 105(a) of the Act are met. The
State shall also designate the official of
the State agency or institution with
whom the Commissioner Is to communi-
cate for purposes of Title I of the Act.

(c) The State agency or institution
shall notify the Commissioner within 15
days of changes In the composition of
either the State agency or institution, or
the State advisory council, if any, affect-
ing its special qualifications with respect
to solving community problems or Its
being broadly representative of institu-
tions of higher education in the State,
public and private, which are competent
to offer community service programs.
§ 173.4 Stohmishion of State plan and

I nine:Wow:its.
(a) A State plan shall be submitted by

the duly authorized officer of the State,
agency or institution for approval by the
Commissioner. For the fiscal year 19E6,
the information required by 3 173.12 shall
be submitted with the original State
plan. The State plan must be amended
prior to September 1, 1966, for thc fiscal
year 1967 and thereafter prior to the
commencement of each fiscal year for
which funds arc requested, in order that
the State plan will currently set forth
the information required by § 173.12.
:his amendment shall be signed and
certified In the same manner as the origi-
nal plan submitted and shill become
effective upon approval by the Commis-
sioner. (For procedure on other amend-
ments, see 3 173.5.)

(b) Notwithstanding the approval of
a State plan during any pries: year, unless
and until the annual amendment has
been submitted by the State agency or
Institution and approved by the Commis-
sioner there Is nn basis upon which new
commitments may be made by the State
agency.
§ 173,5 Amendments to Slate plan.
'In addition to the annual amendment

required under 4173.4, the State phut
shall bo appropriately amended when-
ever there is nny material change in tho
designation of the State agency, the con-
tent or administration of the State plan.
or when 'het- has been a change In per-
tinent State law. Such amendment shall
clearly Indicate the changes land shall 1:0
signed and cot titled In the snore manlier
as th3 original plan submitted and shall
become eft ectivo upon approval by thy
Commissioner,
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§ 173.6 Approval of State plan; non-
compliance; Judicial review.

(a) The Commissioner shall approve
any State plan or amendment thereof
which complies with the provisions set
forth in the Act and this part. (For
effective date of State plan, see 9 173.24.)
No plan, or amendment thereof, shall be
finally disapproved until the State agen-
cy or institution submitting the plan is
afforded reasonable notice and opportu-
nity for a hearing.

(b) Where tho Commissioner, after
giving reasonable notice and opportunity
for a hearing to the State agency or
institution administering a State plan
approved under section 105(b) of the
Act, finds that (1) the State plan has
been so changed that it no longer ct:m-
piles with any provision of section 105(a)
of the Act, or that (2) In the iulministra-
tion of the plan them Is a failure to
comply substantially with nny such pro-
vision. the Commissioner shall notify the
State agency that the State is no longer
regarded as eligible to participate In the
progran: until the Commissioner is satis-
fied that there is no longer nny such
failure to comply.

(c) Final actions of the Commissioner
with respect. to approval of a State Wan
or amendment thereto, or changes In or
noncompliance with an approved State
plan or amendment thereto are subject
to judicial review, pursuant to section
108 of the Act,

§ 173.7 Ineligible programs.
No payment may be made from a

State's allotment under this part for
(a) nny community service program
which relates to sectarian instruction or
religious worship or (b) nny cm:In:unity
service program which is provided by
a school or department of divinity. An
institution of higher education which
has a school, branch, department or
other administrative unit vvItnIn the
definition of "school or department of
divinity" as set out In 3 173.1(h), is not
precluded for that reason from partici-
pattng In the program described in this
part, if the community service program
is not offered by that school. branch, de-
partment, or ndministrative unit. and.
as In. r11 other cases, the community
service program Is not related to sec-
tarian Instruction or rcligioua worship.
§ 173.8 Relation to other Federal pro-

grams.
Nothing in this part shall be construed

to mean that n proposed program shall
be excluded from participation on the
basis that it would also be eligible to
re.:eive financial assistance under an-
other Federal program.

Subpar, C- -Stale Plan Provisions
§ 173.9 Alinsiaistrathe information.

The State plan shall contain a state-
ment, of the name of the designated or
created State am my or institution and
of the official to whom communications
shall be directed: and :u: assurance that
the agency or institution so designated
or created shall be the sole arency for
administration of the pion er for super-
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vision of the administration or the plan.
and tltnt sutn aency or iitst!ttitlon shall
consult with any reitufled State a,ivlsory
council with respect U.i J))llcy matters
arising in the preparation and ndmlnL-
tration of the i)lti.

g 173.10 Puhie nuj proeeiiisri 'for

,.di%iiiPii (f e,,iun;iy fUiIiPkIli.
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(b) The unnual piotnam plan £ttbmi-
slon shall contain a stmtemcnt describing
the spectite ft)'iiCCLS of the comprehensive.
coordinalid. and tatiwIde tystem of
conuiiuidty service PiOLtTAJflS for whIch
finaitcial astistaIice is rc.iuctcci, anti the
basi.; for the selection of the community
service prora an. 1 he description of the
IIctltd rol:owi'u :;y the State agi'ney In
dctermimng the co;nmuntty problem Is)
or a.cts thercof to be solved shall in-
c!icte th'.t. atic the datwee to which:

U) 'l'lte Stat, it ..ncy h.is coti.sti3td
V1 t:iI reproscut .111%' cn:un:untly lertc!crs
aJcia:.)tl. a.nit r.: :i:..ttioiis, and Ith
rcmscntrivcs at :ist.ittt toit o Iii:her
edut'.:t tI,n;

(:!) Due. eor.Ic1er,' (ion has he.it t:ivctt
to (ho e:henr at other feth':ahIy
hnRt oi prl ril,i; dcvihn: wish simi!:'r
at tti ir r o it's iii r y 3iobhc!n.c in the
S(:i te :. : ad coardimiat ion %?ith tlio:e 3)iO-
rrain. I irt1ctthahy i ckterIninIn' pu-
.rl Ii 'ji) .r j).'Cu!JI(iiS

() !ne :oitsidtrt.tki'i has been itncr
I" !a: cst,'tVe'C'; of ifl!.t tt.JtIOtts of htht:;mr

Itif'a'i)fl e:;p:iaIh ti.e,.tn(. or ncc!ctf:_
bIt; I' io.'clop t.ici cniy out cc'm,utinity

hr., t.itt: ' to thi& comlitu-
nit j)t'Oi)1oflS Eo!r'tcl

(4) 3 )nn cciiII(kt Li t,ti hia been i:lvo,&
the rrl I inh if I it; of 113

con: in tin I ty I 'r ml t1i I 3 :.ek'cL 'd for :;nl ti -t!i I- r,tla'r ii Iticini, COttttulttIil!.3'
;.i(,'l-n); in the 1i1 :

(f.m (_.('i 01;tr)h' i:;'vc r.n u;;et ill
t..1f C 11!) 'f CO. I); .tn i ..,.t r.' ct'oimhti I:, to
t hi tndott ,:iit'r t!i, Jar;.;!).

() Ii; iIt:.'..iitii:i Itt t..,rt;ctii;mr CCitt)-
i'ii;tt. iir,'.'!i ;a I;' I thi ttir, it:;i.CI
litin.:'I t))tt. tilt' 'I Pt iit.'.i'ri,pt t._)

:v., to--It:ti' t:,.0 _lt: '''.'i;';it', .st,:-
( ;:';lt.', I 1)P jail-I ci ito ,i tntll l)(''.)-

I .1 \t'tii v.hil_h ( :'cjp .iit 'i''.jar
'.i.:It). iI h3 c:a;i'(rIl,d: tii., ;c;i',

;_'. ;t:.c. t''iiitpli:.tI ). ii!.. ,iI ti'Im, ct);'i
110' t)J)i'03)I i;,tt, ..j..,.,r ;!:i)it'c t.c it I Iii

3;,(,t.:t;si:.. (_!ICI iii: r,Z'.tC,,,,tii )ceL.m'.l:
t. at ;Ittivitlt ; j;.:t'il mititi t;t:ii-

J. t5!i 0 t'..;j;-I.itt_ C)I' s.''.:.jiiI:iI t(-
3 It-i' ::tic. Ji:o ;I:tI1';I,OIIt

.;.).I .t:.c.) )i'itC.ti i.hIi;t,r thtt 3cIc'i)-.
I :iint t.;II. 1 'I ,rt t.mit:iio, t-.. ;.:t

tat ;tll tyjc;. t'mn-'::itL: . nr s' i:_ :t;c
i..nc'y:cL, (' fl'.ZuI;tl 1 :!.!...IICC (;

;ia' m..s a wi'...: ;:I !t;;. h no' ......
I; m'uiifc.- toil iii eli c.:IlI1tll.iti2; In -:t

:.tom.iit. :ii.I :1.) 1ii.;
ci'i.:i.t14 :a.ii: tat.. i; .:' L)i;' I.., to:.
r.'.It.c:at. 1tt;t l.I; :il:,t. i.ci1cy c,'
pt;; t:i v. ill l' 1(iIlIt-1 ill ,'ltiL'I' to C:r1V
t,ii ttJi t1 t i';' .... tic) h1cht Wi'I hu

I. oil in alit t1i:mio: L' 1.OI'.0 i-ii..
I...

mitt :!lt'.'iil:'.Iivc. 3! a t-1 -p
:1ttt:Itici tIt pin:m . .... . ;totl'-3Iit;.. :11,11

v:!tcl; ,tII i,-.- t;:.orL:it:I'ii 3atc-
;,m::imiI to it:, I,:l I., (tat ,.t Ii' ..iiItI ii!mI

Oh l.i.O (.IilIItt,itlty .ltit'iOti)!, t-cttctii .113
.;;mt ot I. CI)tI;1;i1t.. t,its', COOithIt.tIOtl,
tiILj '' :,) ;(I( :-.y.--tiiu cat c)I,IIaattiit_: I;v-
ic lt..:t,iijt!,, It. ft :':t fo,t)t to_,t Jill)-
mill).., u,.,ti'.i!, i. t'.i:J ..;i vice:. lu (I. :.nfl
;t!:c ecict. oltiit;ci:. f.m .mrt., ii: hit'.. iii

I i:; hillS it ini.. ii tmitdii Ll.i, alit
lit .1: ..iPIt.

1(1 f 'h' trOt.:L., a de.irC- to
r.Iv. :c.il;;a,:at i't:.' t, ,t' ;t;'.. etitir Lli..ti
tIn . ;, :b3 Itit.t :i.; :,:1c,;niciat LI r,..y
$F.t' .ic S;t;l 3. iIiLi I. i) 1)10 ... I1Ii'

a. :avcn .Ics.:' piiii.ytitiy I. lie

-'169--

i17

undertaken and give the priority of Un-
portance and the baJs thterefor together
vt.th butit'etary estimates of each pro-

gram, service, or activity. Such pro-
jains, services, and activities will be

considered for reallocation of funds a.s
iruvlcicd for under section 103(b) of the
Act and § 173.34.
173.13 Fieal nurnnrc.

The State plan shall contain:
(a) A statetnetit of the policies and

procedures (lesamnu'd to nsstit that. Fed-
cr.l funds nilotted to the State for the
Iftouram t'trild in (itl pail will not
be used to siipai;iitt St:tt or hocal funds.
or funds of iio.titutions of tiii:Ii"r eclura-
tkmn laIn. to :.upplcntent. mind, to the ex-
tent practicable, to increase tue amount
ot such fundt; tltat would otherwise be
made flV:Ii!aLIl.! for COflhifltIIllty SerViCe
prot: rc iil.

(b) A t;Luiement of a.c.stirnnce that the
Stot aiceitey w,1l, prior to ipproval of
any ct,intnuiiit y :ervice !)rm;Im under
LI le plitu, tuvitIC the certiilcatiota re-
quired under 113.22.

1 73.1 4 ljtnI pruPrl'tlurcs,

The SI :' ti pliut si it'll ct'ti lain:
(a) 't s':I cnwnt tell limo forth ticli

f s(J ci ('Oil It uI m. i tct fund nr4-t.tI ii tinu 3 ro-
c&'c lIV.'s .1:. nitty be ia iis;t;y to as!;urc
j: roper cli.) lIrsi n;en I. of ani I art-i oil tt lit ti
far lk'dLlnI I etuis paid tt; I he St mitt', In-
cindint; :.iti-ti fIl,l(lS paid by tile Stale to
iil.,tilttti''u., if Iiit:lii'r (ciur..ctt(mn. -mieh
p ictct u ri:; lal I lict itt a ,iji , wit It
tti,I)!tC;;lmI. f1 I.e 1.1w :tit ifiil;ttj&ttt
which i:ali Ito :.c't mo.11, in I Ito p1mm or
at) (ip,:, till X (11011 to imlitl ,la mill ct;;i rt!
I !t:l t :'eenttit; and 1tII;I!ritI!it;: (f(iCii!rlt-ltj.
I &'h)t-tiiI! Iii mii'y J)I(In.;ullt iiiv'I.ito: F'etl-
etal t;t':i:tcl;ii p;iiticia-:t,(,n 1.11:111 lao
a:I&.iiir.Jo to itritaiit ait mIcc:ilmto mind c.:-
)ciitic)ll'i 3aii;t cit (lit- 3uo;i;.ii.

(b) , :Izt; tactit :.::.'miiaa,: that all cz-
jiel)dLtItlt.. 'if t!e;(itUtkf;;; iii hai'ttcp e'.0
(qtiiiii (t:1ii;itZl for J.'p- Iiim;::,ciaj
hi:irtil'ii:;tj.)!i r inmttchi::mt ltI>0;c. or
for titty ill!,,t puiv. i ihtv.imt to (lie
3lto)i.tLlut (!i.ri;ftt;i ill (Iii.. 3;lt vilj b

uithti'cI (-iti.t,r iy hut :iti; ir i.' mtp'ro-
t.;i,tt: :t'lij'(',i.;; nti;t jtvhl(alii:t, it I he
i.tttli( I:. ti It eoiidtic-t. ci :1 tt: i!;:tttu-
t.imcaal ltl. ht';v the ,tatt:t::t:rtcy v:iii

Ii tira!t :.i ton macct .::t' y to :.;'a' to
3

:tprm a:.'. mi I iiiiCl (,(hti .1 ill'li r tim"
_'trt. I, 'html lit.tiiiltit...:t:; ti hit,Ia i 'Ou

{_., I i. 15 h,i.tiitutioti;il t,.iir.tii't'.
(it) 'liii: t:tte jii.tla :.i.'.3 (tiit;ji) n

tt;dt'inciit. oi m:; atiatite (ia,it, tiz!ar I.. cp-
3)tiV!tI )i :1:' ;uvuii:tIituity t''a t' ;o-
i:r;i:at t.:li!i'i t .. jil.tit, Cu(l tm:tattiti.tii Of
tt.::}ILr iota' .timii Jica!i.iIm;mu,t,cit (tIP)-
ittltttt'' :.' ti.,e piit;i.ii!I :1.;'! ohctit to

lO m:it; ,m.t'i:cy a ttiIirateu:
(1) 'l'li;tt hat' 'i))Ct:.I(h Ia'ii:'i.itti l: hot

it! 3tt'. ;. c:.v tth lie:
(2' TIt..t the rntdttt't of Ilac' lih)tlClii)

(Ii' j)Ii(aU'.ilt(' cii hit .titI'.it 0' :.or.'tce
is c'ici: lit,) .i-t I) liii' :1)1.1 ittiti011's (,, l'-
all (tiIet.lti,mt:tl Ilc1.!lail' .til I. i..l 11:1) a
tt:iliiro a:, .: :a;jircImal::. a Ii!' tq:cct,'o
t:ttl;. ! limit iii tile litttiitt',t1i:. Iliocial rc-
!,tmlit oi:; i,lt:t I i.e i''iOjit'tiIICIV:; (if Its
faculty: Iiilit

:tm 1):,!, it i ,'Il.a. nit' iinoltc, sudi
Co)Ii.e:;;i'e Lxi(n!,aai or :naiti.tttsiag



education courses and (i) that they are
Sully acceptable toward an academic de-
gree, or (li) that they arc of college
level as determined by the institution
offering the courses.

(b) Copies of the certification required
by paregraph (a) of this section shall be
maintained by the State agency and
made available to the Commissioner upon
request.
§ 173.16 Policies and procedures for

State agency administrative review
and eutluntion.

The Stale plan shall contain a state-
ment of the policies and procedures to
be followed by the State agency in mak-
ing periodic, systematic and objective ad-
ministrative reviews and evaluations In
order to evaluate the status and progress
of particular programs hi terms of the
annual program poi.asals and overall
objectives slated in the plan.
§ 173.17 Transfer of f Is to partic-

ipating ins
The State plan shall contain a state-

ment of the policies and procedures to
be followed in determining. for each In-
stitution selected for participation under
the plan. whether paymht of funds shall
be made (a) as a reimbursement for ac-
tnal expenditures; (b) ns an advance
prior to actual expenditures; or (c) a
combination of reimbursements and ad-
vances. The State plan shall Provide
that. when, under any payment proce-
dure. the State agency determines that
an overpayment has been made. adjust-
ments shell be made by repayment or by
setoff against payment thereafter.
fi 173.18 Accounting lasses fur expendi-

tures.
(a) State .1cuel expenditures. The

State plan shall specify the particular ac-
counting basis (cash. accrual, or obilea-
Lion) used by the State agency and shall
set forth the relevant State laws. rule:
and regulations. (Accounting practices
relating to payments to participating in-
stitutions are described in § 173.23( b).)

(b) Participating institutions expendi-
tures. The State plan shall provide that.
the State agency will be responsible for
ascertaining the accounting practice of
each institution at the lime of It:: selec-
tion for participation under the State
Plan :old for maintaining such informa-
tion in the Sate agency.
§ 173.19 Certification of State plan.

(a) The State plan shall include as n
part or appendix thereto:

(I) A certification by the official of the
State ovency authorized to submit the
State plan that the plan tor amend-
ment) has been adopted by the State
agency and will constitute the basis for
operation and iniministrui ion of the pro-
grams described therein;

(2) A certification by the appropriate
State legal oMcer that the State agency
named in the plan is the sole State
agency for the preparation and adminis-
tration or superVision of the administ.rit-
tion of the plan. and has authority under
Sluts law to develop, submit, and lid-
minister or supervise the administration
of the plan and that all the provisions
contained In the Mon are consistent with
State law.

(b) Citations to, or copies of. all rele-
vant statutes. regulations, court deci-
sions, and directly pertinent policy
statements; or interpretations of law by
appropriate State officials shall be fur-
nished ns part of the plan.

§ 173.20 Howls.
The State plan shall provide that the

State agency will make and submit to the
Commissioner the reports listed below
in accordance with procedures estab-
lished by the Cominissiouer; aad that the
State agency will maintain such records,
afford such access thereto. and comply
with such other provisions us the Com-
missioner may find ilecessay Ln substan-
tigte and/or verify the information con-
tained in the reports.

(al An estimated budget itemising, the
amount, of funds which have or will be
required by the State agency for devel-
oping and administering the State plan.
t) be submitted at the time of the sub-
mission of the original State plan and
thereafter concurrently with the annual
amendment of the State plan;

(b) A detailed statement,. describing
the proposed operation of each com-
munity service promain. to be submitted
immediately upon approval of said pro-
gram by the State arency;

(e) The eel tification required under
§ 1'13 22;

((i) A progress report. containine an
evaluation of ( aril 'moron(' community
service program and indicating total ex-
penditures incurred In (lien such pro-
gram as of the (late of evulua lion. to be
submitted on a semiannual basis;

(e) A report of the total amount
charged against the State's allotment
(luring n particular fiscal year, to be sub-
mitted at the close of the fiscal year;

(f) An annual report containing an
evaluation of the State plan program
and its administration in terms of the
plan provisions and program objectives;

(c) A copy of any independelit evalua-
tions of the State plan. Its prig:rem, ob-
jectives and/or ndministration. or of any
other nature, if obtained by any State.
State agency or institution, or State ad-
visory council; and

Any other reports containing such
information in such form as the Com-
missioner may, from time to time, re-
quire in order to ce.rry out his functions
under the Act.

Subpart DFedpral Financial
Participation

§ 173.21 Federal financial participu-
tiongcneral.

(a) The Federal Government will pay
from each Mutes allotment. en amount
equal to 75 percent for the fiscal year.
ending June 30, 19ii6. and June 30, leal.
runt 50 percent, for the next 3 succeeding
fiscal years, of the total !mount, expended
(on eligible cosh; as defined In § 173.27)
by the State attency and the institutions
participating wider the Slate plan, ex-
cept that, In caleirlating neat total
amount, them shall be excluded any
amounts received for the borne ',limos°
under any other Federal pro:trine and
the meta:him: funds required tacrefor.
Where fees. If any, exceed the
eral share of the cost of the program. its

determined above, the Federal share shall
be reduced by the emount, of this excess.

(b) No payment for any fiscal year
will be mode, however, with respect to
expenditures for developing or admin.
Isterilig the plan by the State agency
which exceed 5 percent of the total eli-
gible costs for that year or ;25.000,
whichever is greater.
§ 173.22 Required certification by State

agency.

As n condition to receipt of any pay-
ments 'elder the Prat:ram described in
this part. the State agency must, submit
to the Commissioner, both at the time
that. it initially den:mince the institu-
tions of higher education to participate
under the State plan, and each time that
it approves n new program involving an
institution not previously participating,
a eel tilleation that all institutions par-
ticipating under the plan will together
have livailable during that yeur from
non-Federal sources for expenditure for
extension and car itliming education
piogianis not less lima the total amount
actually expended by those institutions
for extension and continuing education
program; from such sources duillig the
fiscal year 1965. phis an emount which
is not less than the non-Federal share
of the costs of community aervice pro-
grams for which Federal financial assist-
ance is requested. The certification
shall also state that the State agency
has obteined all information including
records documenting expe: aliturcs
sary to make the above-noted finding
and that such documents :,hall be 'aria.
by the State agency and made available
to the Conunissionr upon request. The
certification required under this section
shall constitute the basis for the !hiding
required to he made by the Commissioni:r
under section 100(b) of the Act.
5 173.23 Fiscal year to which nn expen-

diture. is chargeable..

Allotments to a State tinder this pert
are mad:. with respect to n fiscal year
commenetag on July 1 end ending on
the following June 30

(u) Except. ns provided in paragraph
(b) of this section, expenditures by the
State agency shall be charged ageing
!lie idiot:mut for the fli.eal year in which
the exininditure was incurred as deter-
mined by State law governing the ac-
counting practices 1.y the Slate imeney.

(b) The emount of etterill Minuend
participation in any .community service
program approved under n State plan
shall be chanted against the allotment
for the fiscal year lit which the approval
was made mid was necessary in order to
acileate the program in due course, re-
eardies.a of %%Luther the actual payments
to, or expanditures by, the participating
ilea itution ere inede prior or subsequent
to the close of that fiscal year.
§ 173.21 EITcetivo date for ellowable

cspeadii Imes.

Except for expenditures by the State
ogency for development, and ialleinis-
trillion of the . State plan or munial
amendment thereof. Federal
nerticipatian I.; n.atlo only with respee.t
to amount:. expended uns ter an apinovell
flair plan. For the pupaee of this part.
and Miami, ally contras)/ nutificiition. the
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or ubciunt annn:iI a::.ndinctt. cet' bncflts dunn,: the period of OCCU- Ooveimncnt iia.s participued (wlu'th'r
thereto -h:tII te couthrcd tu bt' in eIcc curnincn'.ute with such c':pencit- acquired with funds dcriv'cI from Fed-
is the dti (, I.II,rvrI by : ht' COzflflhJ tt!r's. (ii) he aiioImt ittd hy thc t:ttc eral ,:ruits or from matching funtis
1oner. TI' thitte niicy vi!1 i ai,Iscd fl:C,1y nr not hi e'cs of contparabk which to be used in thi. coiniir,Ity

of thIs (fcIve (titt In thc nc.1ce of p- .-:,tI in the lat'.Llr Joctility. tilt i Ule EervIe ))ronaIn. or iii ccniwcton tth
provnl it t) the St.atc n;eiey by tho all ILCtUI COt tO t!ft ni!,d:ik,ation of tht I;tn under
CoiniIk'iicr. the ;tIe a:ncy, nhl(i (Iv) in th cie of IlkIl it. .'.m ,)urcIIa.i,d. or Is on hand oi
, 17' ' F i n of no t.)..) I )r.I iO I.

PtlthC1Y incd ItIii:s, like ch:,'c,: nrc the t,,n,,,tton (late of the comnnintty
Zr%aiC t) other t;tue oecu1'Ii:: s:iul'at crvIcn pvu;IaIn for t'),Ich it wr.; pur-

Fe!er.1 fl:.' ;icial rtti' Is rvat- , ae. ht!;( d o the prOjr.11i cIe.'riLed lii this
rtb c:i! ..i:!i pc'.s;cct to 'h:it p.rtton t

7: , t I t u t i Cs ; s I part. tili b r.ccouiitei or by cue of
al\ ( - n ii 3.J i , , 1(lti ill ( 1 ) f H L( t C' 3 0 t1 Ii I It 1114.t)I )fl

rt,ii I ' ) L' d ii r -d c u- i u ci : i't?ii)ILt'' t th. (I) '( I oirr, I'S ,l AU Ittij'
!&u I tlj1Oi )tt( ' I )it CC L t U UUIC C TIIt1!1 '( !1'(J- !ISb I _ ihcti uli tntn c.,f c

ryir.: OIi. o .iV -rv; p:1 ::.;tt: j1tLc'tt)Zt f ((flhIlt. I l .. !htr ci,n;.hty .iire
1 0 t lit 'rj id ' ' t t ' ia..

. p u in , r t c i tc i t n C i C t i I t ct I

::Cy tnt1ivId;:1 ,t;tI.:t fir.'ic'i.ii . :ac! u:!i r thu;
ir! h!istt:ti,; i' r:c1i . (1 P'rMonil'I I)('..h i hi I\ %Tl, II' tII' lICiI1L
to ;u '. '.'.i . tt ti .t:.' . c.,1 i;C!1 &1i:i1ih. in:. :iit nn:i i, e:.ir. 'r :..tu. :!!:rL!;tltll
t(ilC br '

!j 1)1 ) _. .nt Ii cti 'in i 't iiu'uti C (1 I
(I ( f) I i (fl ! i i tin ny

1 73( :' %I.l$(.I troift . jI.iItI. ihIlII(I (1 ruiI.rjlI cI t) r4L1:;tI'iL. (X.11: or Il '. ] II 'tIst
iihli. or tIr i'r tirt ;k3 ,tiicl

3 'l.' t1l 'I ht)L I i 1(1
i 'sr i uj i t ti i i t dt I h u f (hi i i'' c tl ol ii

jut i 't li ' i r I t tt I
' ' ci

( itl I i 1 ( ilL hi I 01 tt
)4'bO O'L .2 . (' ! (t i t C)

i r( I 1 t i ,i( I ( Ifli I ir it U
ho ii !J i ) c;i t I '. I' 1

r" ( y t' I ' P i in ' , i
:I ' U 4 , ) ill U tlt( 71

Curt' i I (
I t'h lu

r ii 0u1 L I i n ii ( t1 I i C rL(1:'z / (I! ll?s t s 0? 1 ii J Itht p !1 hr (.4 J '! L I t' , ))t . It t I fl( Itli fl2 (I I I Ii ( IL ( ' ii Pt
tlu i ti r L 1 I i I I..

Il ( j lit. t II I hf I I 1 u I Ii tt ! 1 l . i

ti £ ( I r) 'C t 11
,

n i n I i 17L III flt I tli( I I 1!II I I I It I t I L ( C I

\I I ) ' I 7 I ( .
.l.i Lti t ) ' I i i e' '

n% uI i , i i t 7 I ii it t
I r (

I U tat C) tI C

I I I t t ' U (1 1 P t ' ( UI t t) I
a I? I

ii r t.
r1 '. ' I. I a L . tt

LI 11 3. I 11
t)

LI II I ( I.)

c:ia.:;11n1. v.'JIctC t t:t. c.)' i'': .a';I JI. i, CCC ( CI' (Cl .I

a a
C'I a)'' , l t tI I!.. ,C ICC li I i i.

4.'
(a) i !1q tIa:, ') In..'!.c.::t .;; i. d ':tt.!cI'..ttI:' (CCCItIt I) II t., II.'' I'tt' . '. I.

.'ar'

lIt a a II) $
C ' 1 11 C

a C
( I ) I I I I Cal It

al "1 C
. t C aL '. a

C C ClIC I a 7%( c) I a I JC I

I £ I t ri '
( 1,11 )( 5 a a

a it .1 I ia a

'a 'at I ' L ral
Cal C I ii C

III., I.) ( t C C IC ('la ,.tt at j '1 a

a I C I I IL.

.1' ' .. . . '... .

I C I i I

.

I I ut
(it;) J i I 3.) ut a

'
I. , .

711' I a a C'C.I ( C

iii'iI p C
II La C Ca

£ r r
T

C. I I LI L'C tI'r a I a a (
I III I

'h ) .. C 11 t I 1 1) )(C
t) Li I C I IC C I i

IC C

III C I
I

C I

I I ('0 1 I. C I C I 1 III

7.. ,) i.,'C3 . 'a.,. ;,!, 3 .

....

I La I a (rt C
x

I I C a
III) a I

I C

, I, i. ) 'l ja' 1.a ,. I 1,ia .... It . .1 ;. .. . .,,,.

L.JIC a
1 I 1 a I

C I
I a I a I C I I I I

Ct'flI a ii r'tlic
r ( 'III

I
a CL C C Ii C C a

'(91 a 'a' (
I C IC a a

1 au
I a C C CCC , ICC 1 1

C)
CI ft

(a C a I Ca I C IC

('C'" .1. ....... (' I,. 1.1 ..., a, . . .c

(C
'a__ I ( ' I C "1 ta'IC

I' t aa Iaa at
a

I C

a) (I CL -' all III I Iaa ' aaa a

(/) ) . )31
. '.,i':,:' 3..': 'C.... l'u

....
\;. C,1 a ...... a 31 'I. I ' ': 'a

I ' a 9
a In ) at I I') at , H I I C C

( I ii IC

a
a' i iai I I I

CICI C ...t 'C I

3
(I CCC I I lila ) I Cull

a CII '

'tat

C aa) C
a

I I I I I
C I 1(C, I at IC' I

ì Ii ' a

I .. 1 a a

a
C

I a

I Cl C I i ICC 1,1 I IC

01 1 C ICC C III al 1%
-

'I.LC 'C (('..t);1i3I t.i i113 CI.a )',,. .1 131' 1' a .' t::aal,
((CC a

(I Cli t

I a l 1t I ,, ) a I a CI C I a a I II? Ca I I a( , ,.' ,C''. Ca., Cal a C I''LCa''t I.0 C;

II) a I C

CI af) ( I I 1 C I I If a a a a Ia I

C C

Ca
C.., a CI LIla C a 11C 1t CCt a Iii a

ha :

13_ ,: i I at a, .., a,t.. '.' CI! 1( .' . C., '.\ C. C ...
C C t. . ' C'

ii a a

,'.,

C

I 'a a' ,Ca Ci 'a a C I t C I
11

I I

I I I ,) II 1. 'iiIl' I i a I C CII I IC

a

C at CCC II) II a I
a

C I C '' b) I CCCII C C

C C I Il CII CII I I

II, . . CCa

'a

'a (CI I a
I at

C I

' .1),' I Cl
3 C CC.IC. .t a: . .,.;.,

I11
Ii

a'. . L'.,aai 'Cl .'a..;lir ..... ..t a

I C
I 'a

C C £

(lii I'' I,.3.3, C'! 'III.! 3,.. 1 CHC, lit.; III it.''

'471-
4!



State plan or amendments thereto. and
any other reports required to be sub-
mitted under section 105(a) (G) of the
Act or 4 173.20. Necessary adjustments
will be made at the time of each payment
on account overpayments or under-
payments for Any prior perloi Atten-
tion is directed to 44173.32 and 113.30.

0173.33 Continuing authorization of
payment.

(a) Until the State agency 1E notified
by the Commiesioner that (1) a redeter-
mination has been matte o: the amount
to which a :.tate is eligible er (2) a find-
ing has i.. n made pursuant to section
107(b) the Act and g 173.6 that the
Stale is no loneer to participate
in this pl.ofirrun, the Commissioner
be deemed to have given implti d author-
ization of farthn payme:;ts under this
part.

th) Neither the approval of the State
plan, the Issuance of a Linter of Credit,
the approval of :vithdrawnis thereunder,
nnr the making of nny direct payments
to the t e or participating Institutions
shall be d: caned to waive the rtcht or duly
of the Comnibsioner to withhold funds
by reason of the failure of the Mate to
observe any rederal noultements
out in the Act or rt!:td:LtInns related
thereto Cr nny other int Federal
/.ct or Order, either before or after
seek etiminIstrutive action respecting
payment.

6173.33 Adjuttments.
'rho ;late afirricy In Its maintenaneo

of m1,0111145, 1.:VOrc1/4, ci:d reports
piciiiptly any necca)::ry adjust-

mnts to rt i.ct refte.cL. ccitits, under-
payment:, or overpayintiltn. its well as
any uc!jus(ine &1hs restiltint: from Federal
or Slat( fidinintArative 1.2views and

ouch alio:twirls shrill be tot
forth In the Stab's financial reports
flied with the Commissioner.

173.3.1 Realignment.
(u) In order to previdea basis for le-

alloirocnt by the Conviii:.sioner pursuant
to section 103it 01 Like A:q, e(:cb

l!pc):1 request of the
Commissioner by such rioters) ns the
Commli,doner may .y reify, a stntesnent
showing, n11 estimated anticipated needs
during the remainder of the cm rent fiscal
year for carrylim out the :"itate plan.
The statement will contain estunntes
based on the 1:::timal,..t1 costs of en:Tilet-

comninnity :,eryite prosrams already
approved without espittritcir or other
modification ac well rt.; the costs of ex-
it:m(1ml or moditying already improved
community :ervice pro' :ens and ap-
proing new community srvice
which v.ilt further es.rr! out and develop
the ()Weed% es of the pi:LI. '1 lir. Commis-
sioner may mist request any additional
infornrntion on such repo' is as he de-
sies fur the purpose of nankin; reullot-
ment.

Stitevotirmt to the review of the
above de)crlb.:d required reports mid
prior to the date fixed by the C'ommis-
slanrr teal)' tinent of funds. the Com-
mis:Ai:mei: will nutify State aerneY
()fleeted by rea Hutment of his determina-
tion iispecting the State's allotment.

GsA I . Ice:5

The Commissioner shall thereafter either
modify the amount authorized for pay-
ment to the State or if an overpriyment
has already been made. direct the State
to return to the Commissioner whatever
amount the Commissioner determines
the State does not require.
§ 173.35 Interhinte transfer of allot-

ments.
Where two or more States agree that

a portion of the Federal allotment of one
State be added to and coin:Ailed with
that of the other State, there shall bc
submitted to the Commissioner, ns part
of both State plans or as amendments
thereto. the following information:

(a) A request that a specified
of one State's rdlotment be transferred
t.) the other State for purposes de).cribed

(b) A description of the comniunitV
service program(s) for which the funds
v:111 be used by the recipient State:

(e) A stanient of the tote) ineconit
to he expenti7d for: th prorninus) and
the amount of ill on-Federal share
thefeof;

(d) A statement indicating how the
renulreinent for matching funds Find/or
nudlitennnce of court will be as:Aimed
by either or both bistibitiOns:

1e) A statetr.eit showing how such
prograin(s) will assist In the solution
of community problems of concert: to
both participating Stales: and

(f) A certified nbIteincitt from the re-
cipient State agcney tint it will use the
funds for the puiposes identilkil by the

V:te requesting such transfer.

§ 173.36 lotcreia un 11:tytkral f It.
It: the event that any interest is earned

on Federal funds. it shall he cTedited to
the United Stales. The State a:1011(v
?Inn submit ns a part of each animal
financial report a statement sliewing the
amount of interest earned on Federal
funds during that fiscal year. Such in-
terest crirnimIS will be considered in the
ridjustment of the next payment due.
WIti:re, lic.wever, nn instituthar or State
will not participate in Or program din-
ing a suhstnuent period. such interest

be refunded to the Cominis,:ioner.
§ 173.37 'Fermin. of raw am.

Where any Stale desires not to north:-
11).1le iu this program (luring a .1ex:c-
c:tient year. or upon terininalloil of the
loVrom described In this part. the f at
:hall refund to the Cannilssione: any
overpayments which have been made
either to file State agency or to a par-

. Urinating institution.
Iscrt. I HAnoLD nowt:

c!ommisfioncr of ducation.
Approved : April ti, )9G6.

Joint W. Oaciinra,
Set:rein) u

Education,und it'ci/urr.
IP.11 Doc. GC .3823; Wed. Apr. 7. 1000;

0.1to a.m.1
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