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INTRODUCT ION

The 1ssues addressed in this paper are the design and implementatibn
of work experience programs. Such progrémg are intended to be educational
in the sense of giving participants new knoﬁledge, s&illa; and attitudes.

The framework used to assess the quglity of the programs under coﬂ—
silderation is taken\from cu;riculum theory and analysis, which ié
concerned about the form and éontent of educational activities. A

e .
y/ zfsecond concern of program creation is the influence of the implementation

process on the program design.

khe Quality of Work Experience Programg

; As eur natien enters the 19808, youth unemployment and discontent

t

w%ch schooling persist as problems facing educators. Numerous programs

and recommendations to create ochool-based work experience programs have

|

?ttempted to address these problems. The rcport of the Panel on Youth (Youth:

ﬁ?anaition to Adulthood, 1974) advocated a closer union of school and

/ -

/ community by creating more opportunities for youth to participate in

-1~

O y /i . '7
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the life of the community. The Carnegie Report (Giving Youth a Better

Chance, 1979, Chapter 5) cited a number of reform proposals calling for
shoréér schooling and more work expériences for youth. The Youth
Employment Demonstration Projects Act (1977) encouraged local education
agencles to place school age, low-income youth in jobs.

These programs hoped to impact upon the 6uture employability of
youth, to make schooling more rgleyant and interesting to youth, and
thereby to ease the trangition from school to wéfk. While adult employ-
ment status 1s the decisive measurement of4program success, Buch a
long-term outcome is expenaive‘to document and difficult to asgess.
dther indicators of program effectiveness are needed for immediate
evaluations of current and proposed programs to provide federal,
state, and loeal poiicy makers with guidelines for decision making.

A;alytic principles from the curriculum field can serve as one
source for indicators of current program effectiveness. These principles
of curricular form and content embody both empirical and theoretical
knowledge of human learning. They can provide criteria for evaluating
the quality of work experience programs, though they have ugually been
applied to classroom instructional programs.

In order to analyze such progrémg for policy purposes, there ig a
need to assess the quality of the day-to-day activities that youth
encounter, because ié is the cumulative effect of these activities over
time that offers hope of easging unemplayment and reducing inequality.
Prsgram planners and proposial reviewera could make ;ge of thesge principles
to evaluate the probable effectiveness of programg in the planning

-
stages. As programs are 1lmplemented, these principles can help local

program pergonnel make further choices when faced with reality constraintg.

4




The Promise of” Curriculum Analysis-. -

The traditional way of plamning instruction is throughvcurriculum
development, a process that first ineludeé the statement o(f
objectivesaof aims and then logically deduces behaviors and actlwyities
in accord with the objéctivgs (Tyler, 1949).. The traditional product

of curriculum development is a package,with a teacher's guide and

materials, that realizes the definition of curriculum as "a structured

series of intended learning outcomes" (Johnson, p. 2, 1977); or "a

course of study, the content' (Heubner, b. 156, 1976).
i'However, in the past ten years or so,critics in the curriculum field
haQe proclaimed that the bent, or persuasion, of the field has dr1fted
too far.from'the pract ical §Wa1ker, 1975b; Schwab, 1969; Doyle and
Ponder, 1977; Heubner, 1976; Pinar, 1975). 1If one assumes that curriculum

making must adhere to traditional rationality in both its process and

_ product, then we have eliminated any possibility of viewing work

experience projects as having a curriculum. If on the other hand we
allow that program developers act with a logic of a different order,

that of practical reasoning, when faced'with time and financial

constraints, our process and product definitions of curriculum change.

Walker (1975a) observed that reliance:-on objectives in curriculum

'

making proved to be a myth in three curriculﬁﬁ development projects.
He found the order and logic of practical reasoning, or deliberation,

to be operating in its place. Certainly the time constraints, especially

the short period for a response to a federal request for a proposal,

.

as well ag the f;nanc1;) cgnocraintg that often limit or eliminate

the hiring of curriculum m#kersc and other dupports, make the art of

the practical the prime mover in getting work experience projects off

y
the ground (cf. Schwab for a diccuscion of the practical, 1969).

| Y
J
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When policy makers and program staff can also use educational
criteria for making choices about pfogram design, the fate of those
programs will be responsive to more than the practical consttaints
found in the local environment. Goodlad (1966) defined curriculum >
maging as a rational processg that entailed.a number of’decisions made

b& planners at various stages along the way:

Curriculum as a field of atudy, then, focuses on what 1§
involved in gelecting, justifying, and arranging these
learnings (p. 13).

In effect, the 1dEntification and use of these principles cogld bring

about closer coordination of federal, state, and local policy makers in
organizing and aacertéining the quality of edupation programé designed
to addrega social issues auchvaa unemplpyment and equal opportunity.
(cf. Keppel, 1980, on the need for federal-state collaboration in edu-
cational policy for the 866.) '

Cremin (¢1973) noted the importance of extending the definition of
currieula to progréms planned beyond the auspices of a, limited. grovp of’
prefess?ona&s. acknowledging that in our pluralistic soctiety magy
groups and ipstitutions contribute to learning:

Finally, we would be fokeced to recognize that in a plurali@tié

soclety marked by a pluralisgtic education, it becomes a matter

of the most urgent public concern to look at all these curricula,

in their various interrelations and to raise insigtent questiong
of definition, scope, and priority (p. 220).

The implications of such arguments mcan that the field offfcurriculum
muét take aceount of a_wideirnnge of iearning programs being planned

- and implemented by people other than curriculum developers, and under
condicioés expericneing time and finanecial limitatiens. Extending the
notion of curriculum to this range of programs requires a definition of
curriculum that captureg the day-to-day acgivitieo of youth.

10
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Work Experience Curriculum: A Definition -~

A work experience eurriculum for this paper is "d'eﬁﬂgd as a set of
' learning activities centcred around.the work experience. Part of the
task of this study is to generate activity categories that describe
what youth do in the programs. This definition acknowledges foremost
that the activf&ies should have @om%'relationship to learning. Wirtz
(1975) emphasized that the learning should have an application b%yond
particular job tasks, to life 1in general:

An education-work policy is not one that misconcelves of

education as having for its purpose the preparation of

people for work. Rather it includes this purpose as part

of education's function of preparing'people for life, of

which Work 1is one part; it takes full account of learning
as a human value in itself (p. 3).

Hamilton (1980) suégesteq that certain programmatic dimensions could help
assure that such learning takes place:
/

The need to supplément activity with reflection in order to

enhance its educational value 1s perhaps the most firmly

grounded asgerti¢n that can be made about experiential

learning, an idga rooted 1n Dewey's theory and supported

by, the research. of Coleman and hls colleagues (p. 184). 2
This importance of a reflective element suggeots that we look at struc-
tures within the programs where reflection on work experience might tage
place.

These recent discussions regarding work experience programs echo
the concerns expressed in the Dewey—Snedden debate about the place of
work experience In schooling, the types of posscible learningo, and the
target group. This debate on vocational education appeared in the New

Republic in 1914-1915 (reprinted in Curriculum Inquiry, 1977). Dewey a

objected to the poosible tracking and thereby inherently limiting influences

to wvhich early technical training might lead (p. 38).

.
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Although tho scope of work experienee here cxamined dogs not include
vocational education programs per se, the isBuos of equal epporﬁun%fy |

and thoe quality of learning from employment trairing resurface inA;hé
- <
program design. Only by attenfion to the set of learning activities - ‘
r—{ ’ . . *

available through work experténce programs, can we be assured that such @

programs provide opportunities for learninpg.

Study Mettiodology’

The Yeut‘ Employment Bemonstration Projcets Act became low 6n‘
August 5, 19%7. Tbia act amended t;; 1973 Comprehensgive Employment and
Training Act (CETA) so as to provide an expanded effort for ypderstanding
the youth uneniployment problems and to create employment programc for
{ow-incom@ youth. )

One part of the Act, the Youth Employment Training Program {(YETP),
focused en the impotcance‘of éhc school-te=work transition by zequiring
that the programs be linked to the cducational institutiens in their
community. In Fiscal Year 1979 the Department of Labor set agide
approximately $15 million }rom the Secretary's YETP diseretionary monien
for Exémplary In-School Demonstration Projects. To adminioter these
projects, the Department of Labor and five foundations cet gup a non-
prof it orgmaﬁzation named Youthwork, Inc. Youthwork selected forty-.

P .
eight demongtration projec?h through a competitive process and added
an additional fifteen non-competitive projects in Fiocaﬁ’?ear 1980.
To construct a cross-site analyaia of polir§ fogues using quali-

tat fve data collection strategies, Youthworl, Inc., contracted a regearch
i

’
group at Cornell Univeraity. The group, called the Youthwork National

1.
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* Policy Study, had observers at sites across the country collecting data

relevant, to key policy issues selected for study. A secondary analysis *

of data from five projects serves as the basis for this étudy on the design

and implementation of work experience programs. A S

The on-site obsérvers at each of the five sites prpviaed data to

the Youthwork Nationai Policy Study from multiple séurces; This strategy
COnBtitutéd a trianguiatioﬁ of data from interviews, participant obser-
vation, and printed reports and materials (cf. Denzin, 1970). The varying
sources and types of informat ion é;gaering facilitated a clearer'gndéfstandihg‘A
to emerge of the process of implementing the programs.

The on-site observers were residents of the communities within which
the'projects operated. They recorded fiéld notes describing‘visits to
the project bases and work sites. These‘notes reported activitiés such
as staff training sessions, classroom instruction, as well as jobfrelated

duties performed by youth and responses of staff members to requests y

@

of students or teachers. These observations were essential to understanding )

the development of the curricular structure and content as it was. imple-

mented. The data proved es%ecially important as four of the five sites vl-
did not have printed packages explaining their curriculum.

The interviews with youth by the on-site observers provided a rich

data source about their perceptions of the work experiénce project.. Inter-

views conducted in the sprimng of 1979 followed an in?erview schedule
? .- . -

e I's

developed at Cornell to ascertain youth pé:ceptions of their involvement:

in the project. Informal interviews condugted during site visits
v . .

provided data that ‘supplemented observations. Observers also interviewed
. B - e - ‘ %

. project persohne; involved in project -implementafpion at various leQéls.

Their Hé8criptions abodq_what they did and why they made certain choices

’
! . /

—

[}
*




\;
providerinsights in understanding the éurrigulum—making process, Work ,
. ( ~ - N

site supervisors added another perspective tﬁat helped shape a more com-

Q

plete picfure of program activities, Ihterviewé with these par;icipants,
fulfilled an aim of the q;alitative reseérch method‘assur{ﬁg-that the emic -
. perspective‘wg; included in field nogeé-(Pelto, 1970). A crucial.eleﬁent
in comprehending the evolution of ;he work’experiehcg projects was not |
only knowing observations and the perceptions @f the observers,’but also
- " those of the participants. | 4
| The on-site‘observers forwardéd copies of relevant printed méterials'
about the'projgcts, such as monthly reports submittéd to\Youghwork“

- evaluation reports, announcements, newspaper clippihgs,and_thg like. "
Site 1 provided.a.qopy of the work experience teacher's manual that °
was produced after the first year of the project. This manual served as

- a valuable document for thiS'study, as it put together the pieces of
\j/ . curriculum suggegsted from observafionslan; intervieﬁs.that ﬁhe on1§ite
» observer had reported in field hotesvthroughout thé year. One other site
. develoﬂéd ﬁateriﬁis for ‘a curriculum, but they were not used with work
experience students. Reasons for this choice by program staff are dis;
cussed iqthe_implaﬁentation section. N
The data collecgéd ffom Site 1 provide‘the central case study
material for this studx on curriculum at work experience sites. Data
from the remainidng four éites served to modify or underline’ the fFamework
Vgenerated by Si;e'l.' There were two reasons for this choice. First,
® : data from‘Site 1 were more complete and comprehensive\than from the‘
other sites. Secondj the purpose of this study is to afticﬁlafe principles
-from the f;eld‘of curriculum that identify important élements for learning

within a work experience program, rather than to write a comparative

case study. o ‘ ‘ 1.4




Site Characteristics ‘ .

The characteristics of the five projects varied considerably. Site

1 was operated by a non-profit career.gu dance advecacy organization

tﬁat had been working with the school district for seven years previous

to the federal project. The project built upon links already established

,with principals and teachers in five high schools during Fiscal Year (FY)

79 and in four during FY 80. A career team employed by the pafent
project was based at each of the highxs;hools and implemented the work
experience component of the project to 100 students the first year and

to between 65 and 85 the second year. In addition, the career team had
responsibilities’for other project componeﬁts such as operating the cargér
center and helping high school teachers deliver caree; information to
thelr classes. .. .

Site 2 brought together an urban board of education and a community
college in an effort to have college students counsel high schopl students °
during their time with the work experience program. Both bure;ucracies
in this consortium hired project coordinators to orgaﬁize and manage

e .
program operations, but actual approval for implementation had to be

granted by tde consortium. The project placed 9Q students in primarily

o
.

public-sector work experience sites. ' -
~ Site 3 was operated by a consortium of three rural school districts.
Two high school pfincipals organized placements in the private sector
for under 90 youth.
| Site 4.expanded career services and public gsector Placements already.
in exiétence from two to four high schools. The program was operated by
a consortium of school districts in an urban area. N
Site 5 was operated by a non-profit native American organization

'

in a rural area. It was the only project located at a training center

~ 15
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rather than at the high school. The project hired staff

deliver services to approximately 60 youth.

to design and




WORK EXPERIENCE PROGRAM DESIGN AND IMPLEMENTATION

..

This study proposes a framework for creating viable work experience
programs. Part one identifies a set of learning activities used in ‘the
curriculum design for Qork experience programsl Part two a;sesses the
program design by developing principles fo; curricular analysis. Part
three assesses the concepts and behaviors learned throuéh such activities.

. .
Part four describes key elements in implementation
that influence choices in program design. The sum total of this effort
is to present a coherent and coqpise ffgmeﬁork'for the.asses;ment of
thé quality of work experieﬁce.programé as influgnced gy program design
and implementatidn.

v

I. Curriculum Design: The Set of Learning Activities

This sectigg categorizes the learning acbivities included iIn the fiye
work experience projects serving as case studies for this report. Detailed
descriptions of the events within each category suggest ‘the importance
rof the interrelationships of the activities.

Students spent time in as many as five different types of pr gram'
activities. These were:; job-seeking skills, job-placement, work experience,
coping skillé, and task skills. These categorigs were generated by a
review of curricular materials from Site 1 and from observations and
interviews describing the day-to-day activities of youth in all five
projects. Table 1 summarizes activities consistently offered at gach

1.

site for youth in their program.

.

17.




TABLE 1

ACTIVITIES IN WORK EXPERIENCE PROGRAMS
AT FIVE SITES

JonSeeking Job Work Coping Task
Skills Placement Experience Skills Skills

Site 1 X i X X ‘ x

Site 2 . X X

Job Seeking Skills? Three sites offered training in job-seeking skills.

. o [
Training at two sites involved classroom sessions on items such as

interviewing, writing a resume, and completing an applicétion. The career
team at one site spent three half-days on this activity, using materials
4

developed by the work experience coordinator. Staff at another gite pro-

vided aséistance if requested.

v «

pr,?laceﬁent: All five sites placed youth insjobs. The degree of

attentidn paid to individual needs of students in the placement process

determined two styles of placement: broker and counselor.

-

' Three sites were brokering agencies, matching students with private

or public sector jobs already identified by a job developer; employment

computer, or personal contacts. Placement services provided by the other

v

@ e
two gsites were more extensive and time consuming. Staff gpent/more time . 3

. _ - ‘
trying to find placements compatible with the expectations ﬁnd intgresis

of the students| as well as occasionally figuring out transportation

15
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(

schedules and securing contracts with theiemployer, One on-site observer ,
recorded this brief interchange with a job developer who worked with
project teams In three high schools:

As I walked toward the new career center in the auditorium
at the high school, I met the job developer. She said that
since I had last seen her:"I have developed 22 jobs in seven
working days." _ .
The on-site observer asked: '"What happened?” The job developer
responded: '"Well, the interest areas of the kids were very

- . different from the ones we already had developed. Out of the
30 jobs I had developed I could only use 14." 1 asked: - "What ¢
were these interest areas?" She said: "Oh, cosmetology and
seamstresses."

The on-site observed asked: 'Must these all be in the public

sector?” The job developer responded: 'Yes, can you imagine

£rying to get a cosmetologist into a public sector job?" I

sald: '"What did you do?" She said: "TFinally I got them with

the state opera company.”" She said that the youth would get to

go to the capitol and apply makeup on some of the cast members.
|4 .

v

At this sites, placing youth in publiqréector jobs thai matched thelir
fiﬁte;esgs was ‘accorded 3 high importance. This was evidenced by‘the'
behavi&p qﬁithe job developer during the placgment process, and her‘créative .,
solution tg¥locating public-sector placements for cosﬁetology in the gtate
opera'company. The three sites that offereg:brokering eervicﬁg were not .

sufficiently staffed to provide this degree of regponsi&eness in placements.

-
N -
A ]
» .

. '}gggp Expetiengg; The work experience activi&i&a involved regular
’ work a£ a job éiacement after échool hours. Work qctivities were site
dependent. Oné gite paid stuéeqés’to work 80 hours over-a two-month R
period. These'piacements were in the Qublih sector ané provided a wide
rahge of activities for the youth. Tab}e 2 summarizes the job titles
and employers used during one two-month cycle. The teacher/counselors at

S , . \

.
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TABLE 2

/

WORK EXPERIENCE JOB TYPES AND/@MPLOYERS AT SITE 1
S

FEBRUARY-MARGH 1979

N  JOB TYPE

16 clerk and/or typist

6 childc;re aide
1 guidance trainee

1 probation aide /
. /
/

3 inspector aide: plans,/éign
/

televigion

/
/

/

/

2 production trainee:/7édio,
>

3 pﬁdrmacy and gupply'!iQQ
1 secretary trainee
3. office aide

3 recreation trainee:
counselor, leader

3 1library aide trainee .

1]
2 trainee: auto service
* attendant, dispatch

1 bindery agsistant
-1 health aide
1 traidee: production, vending

2 therapy aide: physical,.
oceupatienal, radiation

.

. . -
1 coumunity gervice aide

1 adminigtrative aide trainee

1 gefieral admiscions trained
. J‘

/
/

/ EMPLOYER

/
/

/
/ YMCA, city (police, employment, safety,

/ prosecutor, data control)

day care center, university pre-school

-project
—3dsgtice department
city (safety)

university radio station

"hogpital
city (safety)
neighborhood “center, univergity’

YMCA

neighborhood center, high school, pharmacy

univergity garage

o .

univergity

-

health center
v
univergity food service
/
health sciences center, hospital

March of Dimes
U.S.” Attorney

art. museum

N




-15-

- this site placed fifty students in work experientes during two cygles
of the project'!s first year, and they placed approximately 35 gtudents

during the two cycles of the project's second year.

Cﬂging Skill ; Two sites offered classroom sessions on coping skills
concurrent with the students' time 16 the work experience. The activities
included in these sessions were similar to those identified by Walther
(1976) :

Coping skills are defined here as those competencies which
permit the individual to function within formal or informal
gocial groups. Included are developing and executing plans,
working with others, controlling impulses, processing and
interpreting information, communicating, problem solving,
and working within an authority structure (p. 65).

One site developed ten weekly sessions, each an hour in length, during
the two-month work experience. Filmstripg,ldiscussions, and role playing

focused on the following topics: first-day work experiences; ™

-

work and life styles; understanding

L] . -

deductions on a paycheck and managing a savings and checking account;
and communication skills. In session 2 students saw, for examﬁle;
three filmstrips (''The Féctory Worker," '"The Conatructién'Workér," and

"The T.V. Repairman') that showed workers at their jobs talking about
~ .

why they chose their jobs. It was not important that the otudents N

remember why the workers chose their jobs. Rather, their comﬁénts served
ag a point of departure for the students to explore their own ambitiona

ped
and expectations about work.

The on-site observer recorded notes during session three

where the teacher/counselor talkad about the pay check stubs:

oo
P,




She began talking about the deductions from their pay checks
and passed out a Xerox copy of a check stub. She asked
the question: '"Have you ever logked at your pay check stubs?"

One gifl sald she had not been paid yet, and there was muffied
laughter from the others. Neither she nor the boy next to her
had been paid yet. :

Another boy nodded and said: '"Yes. I have looked at it."
Then the teacher posed the question: '"What 1s takén out?" ~
A girl said: "FICA". The teacher said: "Yes, what does
that mean?" And a girl responded: 'Social Security".

The teacher said: '"What is that for?" One boy said: '"For
old age..alike'wheq you do not have a job anymore." .

And the teacher explained a little more about the procedure

and gave a personal example of her paystub déductions. She

said that when ghe firgt came to the high school, they had

taken out two times as much FICA as they were supposed to.

She got a refund a little later because there was some ton-
. fusion about getting on the payroll late.

She asked the question: '"What other kinds of things are taken
out?" And sotudents responded: 'Medical...insurance..."

The teacher elaborated on these ahd also mentioned savings,
union dueg, and then mentioned another pergonal example of

how different employers cite bemefits that- they contribute

as one of their competitiye bargaining opportunities [students]
might look at the ones that provided the best benefits. “She
used an: example of an interview at qne school where the
employer had emphasized their benefit pachkage,

The half-hour lesson continued with the teacher asking what the students did

~

- . “
with their checks and tfien followed with possibilities d saving and

-

checking accounts. The session also put the teacher into contact with

the students so as to give feedback about their work experience.

In session eight, gstudents saw a filmstripgdepicting a secretary

arguing with her boas. about performing duties she felt were not her
respongibilitieg (description from the teacher's manual). After the

-

filmstrip, students were asked Lo consider how they would:handle the

situation, {ncluding alternative behaviors. The activity was one of
. v

¢

the problem-golving exerciges outlined in the teacher's manual.

2




.

Observat ions show that the teachers followed these exercises, adding

questions like "Does this come up at work?" ' N

-

o

Task Skillsg'.One site emphasized that students receive instruction

' from tgz work site supervisor in joh-related skills, that 1s, task skills
(Walther, 1976). The project contracted out-of-school training in specific
vocational skills at business sites, reimbursing employeYs for their time

“with thg students. Training sites included a newspapef office, a'hospital,'
a car repalr garégé, and a discount sgtore. Pfoject staff héped that

after the .training ended, students would be employable in the skills‘

learned ‘at the job site.

B )
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II, Curriculum Principles: Assgessing the Design

This section ‘demonstrates that Dewey's (19351 principles of ;ontinuity
and interaction argue in favor of attent?on to the set of activities when
developing work experience ‘programs, if these programs are genuinely
concerned about learning.

The duestion of the value for the learner of the set of activities

" already identified can be addressed by principles suggested by educators

in the field of curriculum Jackson (1973) noted that experiences related
to schooling should be more than "intrinsically worthwhile'" or "simply '
enjoyable'. 1Instead, he emphasized, Dewey's principles of continuity

and interaction offer useful indicators of judging the extent to which

an experience becomes a learning experilence. Jackson wrote:

From an educational viewpoint, the potential value of any
experience 1s gauged by the answers to two questions: Are
participants prepared to make the most of it?. Where does
the experience lead in a developmental sense? As some
readers will recognize, these questions contain, in disguise,
Dewey's two principles of interaction and continuity, which -
he .offered as criteria to discriminate between educative
a?d miseducative experience. ''The principle of interaction,”
he explains, "makes it clear that failure of adaptation of
material to needs and capabilities of individuals -may cause
an experience to be noneducative quite as much as failure
of théd individual to adapt himself to the material" (Dewey,
1963, pp 46-47). He continues, "The principal of continuity
{in its educational application means, nevertheless, that the
uture has to be taken into account at every stage of the
‘educational process” (p. 47, in Jackson p.538).

These principles are particularly helpful when understanding work experience

programs, as youth spend most of thelr work experience program time in

L d

their job placement.

QEH&}&&@K;ﬂngg»Iﬁﬁgggﬁﬁiﬁn: An activity that aitegAdeveloped to
! -
asgure some degree of interaction between the learner and the work

. 2.
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experlence was the job‘placement procedure. As indicated, the five sites
all tried to some degree to encourage studengkmotivaeien to participate
by locating a placement close to each student's interests.\ Time’ and
method spent on this activity varied, as seen in three sites using a
brokering role and two sites using a counseling role.

One brokering site had lists of jobs availeble in large priyate
sector corporations. The goodness of fit between‘the student interests
and the work opportunity did not appear to be a #ey variebfz’fﬁ the job
placement, but rather students were informed of employment opportunities
avalilable. This site also placed several hundred students, whereas the
other ‘sites placed under 100 students each year. The considerably
large numbers of studen;s served, as well as.the emphasis in this project
on job placements, may explain the low priqrit{ placed on interaction
with the learner.

The following notes by fhe on-site observer at a site where inter-
action was emphasized describes one student'e;feelings about being
placed In an area of her intereat: :

The on-site obsgerver dsked: "1 am interested to know what
"'kind of work you did." :

She said she had done clerical work at the police department.
She had baen filing reports and che said that the job was
boring, but that she did learn about séme program&ﬁ She was
really intdrested in law enforcement but before she went

into the program, she did not know whax aspect of law
enforcement she wanted to be in. She paid that now she knows
for sure that she does not want to be :in clerical parts of 1it,
but that ghe really was interested in:being an officer, ‘

On-scite observer: "What is your opinion about this program?"
The student: '"It was réally good. It got us jobs like we
wanted to have. They might not have 'been just exaetly'like

' ¢ what we wanted. But it wis in a field that helped us get a
look at what else was going on around "
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\

The student said ‘Phat che had been involved in thréghother . ‘-
job programs. Thé observer asked: 'Could you compare this
program with those other ones?" She said: '"Well, the other

ones were just something to do in the summer. We were just
placed there and we were paid. In this one we got to chooge."

-~ ..

F-\ ’

The Principle of Continuity: The principle of continuity asks that T
. ..

educators look at how one learning activity leads to another. How do

#

the various activities promote learning by logically developing or .

strengthening wHat has been previously learned? When viewing the.work SN ?{

~
s ]

experience programs, the job-seeking skills and placement gervices all

helped secure the student' a placement at a work 8ite. Threé sites

)

designed programmatic structures that formally encouraged growth while

at the workq}te. Two sites used activitien previougly deocribed ao

coping skills while one gite used task skills."

‘ The teacher's manual fof Site 1 used the student'o.work experience
ag the content for seggion 1 on " coping skills." Students talked gbout
I .
what their work entailed and what the; obgerved their c8lleagues doing, and they
shared their feelings about their experiemee and what they hdéed to-
learn. The primary criteria for selecting this focus aépeareﬂ to'be?
both Fhe direct manner of addressing an intended learning outeome (ILO),
as well ag the benefits to be gained by tdpﬁing the new expericnees of

the students. The ILO to increase student awarenescs of careerso, work
. - .

roles and jobs was directly served by the student oral reports about

what they did and observed at their jobs, both on a cognitive and

affective level. Valuing was developed as well, ag students were asked

>

how they Felt about what they did. They were encﬂurﬂgod;to keep track

of thelr reactions in a daily work log. Such p%oceduréo apsioted the

=3

)

Ll
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90u§h to conceptualize their experience, become more sensitized to what
was happening to them every day, and to internalize their own values about
B . 3

work--in sum, making the relationship between the actual wonk experience

N4 -

—_ .
and coping skills sessidns.bar;icularly_valid,

_The continuity between‘these'two aéfivities was‘also a?propriaté
?because it was feasiﬁlg.‘ It enabied'the‘tenchers to learn how>their‘
stuﬂent% perceived'the.wgrld of work arou;d them and\énabled teachers
to assess the concepéﬁal and affective competencies of their sFudents

14 e 2 : - . '
through'the'discussion. This choice of focus made an economical use of '\)
time by allowing students to reflect on their experiences and deepeﬁing Coe
their understandings of experiemeces at their work placement not necessarily

\ B

<

?ssimilated.

Continuity between the work experience and coping skills  activities

~ .
@ B -

was limited,t6 this session. Othe( sessions introduced néw material for

student discussions and role playing. Conéequently, coé&epts and

t

behaviors were introduced in a new context, potentially unfamiliar

\ t

to the student.’kFor example, session 2 on "Why do people work?" introduced
three filmstyips about three workers. Students discussed the f strips

and whét they learned from them. The choice of'focus’was primafily to

incréase learning of the ILOs, particulg;ly knowledge of the relatioﬁships -
Sétheen thg eéonomy of work and life styles, as well as to internalize

values about what type of work mightybe more satisfying than another.

The filmstrip’could have also expressed certain points.of view ﬁot‘

arising from student observations at the worksites. Consequently, this

focus made an economical use'of time for broadening the discuséion and

also was a convenient, et controlled way to increas‘e‘substant;iveVinbut

. bl
after session.l. ~

: i . N . . *
. . .
N : 4 o ) ' “




"“them share the responses in.sessioff 2. Such a strategy would put a
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.
[ . o . t

Another strategy might have be:Z’to send-stu&ents into the field;
after® session 1 with questions for their colleagues land then have

\e ‘ . : " :
high priority on student intere§t, motivation, and responsibility as
oiEDEGd.to teacner conttrol. Such a strategy would also strengthen the -

continuity betWEen the work'experience and the classroom sessions. This

1
¢

continuity between program parts would also introduce a necessary ele-
ment for assimilatlng the day- o-day experiences at the work site and

for making sense of thesepexperiences. That element is reflectlon,

~another mechanism that contributes to interaction between the learner and

the activity.

-

A final programmatic mechanism that fgcilitated learning by assuring

both‘continuity and interaction for the youth was the work site supervisor.>

-

Throughout the field\notes for the five sites the importance of thisfrole
for learning continued to surface. The supervisor was usually in Y
daily contaeé with the students and could z;ow if their interests were
waning or changing, if they were puzzled or troubled about a particular

- \

event, or- if their activities at the site needed to be altered or modified

to bring about more satisfactiom. The supervisor assumed the role of

u.

[y 7 .
teacher, leading the student through the experiences. Project staff at

the project home bases sometimes also served in this capacity in a

different way. They were physically removed from daily activities at .

the worksite and therefore could not be’ in touch with the youth as they

“ .

reacted to daily occurrences, but they oftern served as supports and

counselors when opportunities arose.



A Short Aside: Visits to Two Day Care Centers*: One on-site

observer reéordgd these observations during visits made the saﬁe day -

: . AN
to two day care centers:

t

Although an appointment had been made with the director of
the day care center she had apprently forgotten about the
appointment and indicated that she was pressed for time.
Nevertheless, she did "sit quiet" for our interview which,
under the circumstances, was certainly not prolonged. While
she seemed tense, the projects job developer indicated that
this was normal. The program staff have had some problems
with the director with respect to obtaining time sheets and
reports on students. She apparently does not feel that she
has time for such activities. One would gather that secre-,
tarial or clerical help is not available in'abundance. She
did indicate that the school funding had been reduced and
that the availability of five students was tremendous help

to the school. In fact, she hopes to get other students from
the program’to work at the school. :
In spite of whatever circumstances that seem to trouble her,
she had a lot of nice things” to say about the students. She
felt that they were interested in the school and its work,
they did their assignments without fail, and they worked with
the school staff without any problems. She indicated that
the staff often discussed their work with the students, in -
staff "meetings" and in informal discussions. While she
indicated that the students were almost always on time, the
two students who were supposed to be at the school at 2 p.m.
had not shown up the the time the 0SO (on-sit& observer) left
the school (nearly 2:30). However, she did not seem sure
which students or how many were to be at the school at 2

(or thereabouts), she did not know which high schools‘they
came from, but she did invite the 0SO to wait for the students
in a rather uncompromising waiting room. She did indicate
that she would be glad to have the 0SO return to the school
at another time to observe the students and to visit in the
classes in which they worked.

(Observent comment: From the director's reactions, one would
wonder whether this school represented the best training and
learning situation for the students. She spoke of the students
in glowing terms and, with a semicolon, indicated that she

was so short-handed that almost any kind of .assistance was very

~ important.)

The second day care center represented an entirely different
picture. Ms. Jones, the director, was. delighted to see the 0SO,
to talk about the children in the school, what the school was
doing, how the high school students were making out, etc. She
is proud of the school and the purpose it is serving. There

29

%A1l persons identified in the protocoLs have pseudonyms.

’
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are 9 teachers and 4 teacher aides at the school in addition
to one "urban aide", the kitchen staff, janitors, a bookkeeper
and assistant bookkeeper, etc. She insists that all teachers
(regular and assistant) be enrolled in some post-secondary
program or some other kind of training-related program..

There .are two students assigned to the. school, Mark and Andrew,
both from the same high school, a vocational high school. In
the director's opinion, Mark is "terrific". He loves to .work
with the children, he learns rapidly and he is interested in
learning and in being helpful. °

On the other hand, Andrew is primarily interested in work where

he can use his hands--like electrical or woodwork. When he first
came to the school he seemed depressed and.bored (in fact, told

the director that he was bored). He had difficulties in becoming
involved with the children. While Andrew runs a poor second to
Mark, there have been many imporvements. Andrew does participate
and he seems more interested in the center's work with children.

In spite of his lack of interest, Andrew has been working at the
school since November 30. He is usually on time but not on the
day the 0S0 visited. According to the~director he does not

usually call in when he is going to be absent. She would like

to have a student who is more interested in working with
childrei~but on the other hand, she is pleased with the progress
that Andrew\ has made. . She feels that more attention should be
given to the high school students' interests and aptitudes in

their work assignments. Still she takes some pride in the progress
that Andrew has made and thinks that this is important in his - i
‘growth and development. .
It develops that some other work sites may be available in the
near future that will provide Andrew with the kind of work in
which he is interested. An effort will be made to tramnsfer
Andrew to tHe new job site, if he is interested in changing.
This new site, a hospital, will have a n mber- of jobs where
Andrew could "use his hands" in work more suited to his present
interests. :

The director feels that both the youth have learned a number of
transferrable skills, e.g., how to accept criticism, how to
approach teachers, how to work with children and with adults,

and how to deal with new and different situations. In addition,
she feels that it is helpful for the youths to see how one works .
with children and assists them in their development.

The director is'obviously a good teacher and a good'supervisor.

While busy, she participated in our interview, even with one or
two interruptions, graciously with obviou$ pleasure.

-
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This observation illustrates that the supervisor's role as teacher

is important for‘the'learning‘of the student. A good teacher has several

{
{

qualities that can be identified from these field notes. . / .
1. The work site supervisor makes sure that the student is
not overwhelmed by the work sites' administrative problems{
2. The work site supervisor provides opportunities for f
| reflection about day-to-day activities at the work site. |
1 . This takes the form of counseling sessions, informal talk
| with other staff members, or problem solving opportunitieg.

3. The work site supervisor provides opportunities for changLs
in ‘activities and increased responsibility. /

4. The work site supervisor facilitates a change in worksité
placement if it does not fulfill the needs and interests
* of the student. J

i
'

i

f'Suﬁnprz;ffThe brinciples of continuity and interaction weré‘introduced
as a way of gssessing the curriculum design contained in the sdt of
learning activities of a work experience progrem. . ‘
Interaction meant tnat the program related to the educational needs
of the learner. Several mechanisms enhanced opportunities for interaction:_
{} (1) a careful placeuent that suited the interests of the learner; (2) ogpor-
_tunities for‘reflection during the work experience' (3) teacher/counselors '
~and work site’ supervisors .who interact frequntly with the student.
A Continuity meant)that the program paid attention to-leading one
learning activity to another and integrating the activities into a
uhole. The Job—seeking skills and placement activities naturally led
to locating a work placement." The coping skills activity could serve

-

as a rich resource for designing programmatic opportunities for reflectionv

on the work experience. ’ .
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Ixi.g;cgﬂeepﬁsiigéﬁbehavi@rszg Assessing the Content
The cbncepts and the behéviors that the participants are expected-to

learn in Ehe five work experience progréms examined here have not been

clearly and explicitly stated.” In order to understand these programs

as learning experiences, attention must be given to the concepts and

2

behaviors that learners are expected to develop. A detailed analysis

) - . )
of a teacher's manual developed and used at one site gives a picture of

1

the coﬁcepts and behaviorks that work.experience programs might- foster.

- -

anncgEFi:jﬂTable 3 lists concepés inferred from fhat Cufriculum
guidé.’ Those concepts were hot explicitly identified in the qufriculum.
One set of concgpts focused on.the economy, including 1nfor§ation about .
banking, earnings, and lifestyles. Self-awareness was another focus ”!
area, subsuming the concepts of self-presentation, personal needs, and
personal abilities. A third group of concepts was categorized as hﬁman »
relations. This incl#ded information about clarifying expectations, !
communication, and self-assertion. The foﬁrth set of concébts related .
to the workplacé, e.g., information about job cldsteré, responsibilitiés,
cbntracts, and the job search.

The concepts are reasonablé to teach as context and content for a

work experience program. They reoccur within thé set of learning
activitiesz This is consistent with the notion of continuity. For
example, self-awareness appears in all’four stages’ of the‘curriculum
.sequence. The learner first formally encounéers the concept in "job-
seeking skills" when learning to interview. The learner has an opportunity

to apply the concept during actual "job placement” interviews and

during the "work expericnce." Finally, the concept is reintroduced

during three "coping skills" sessions.
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- iBLE 3
" CONCEPTS INFERRED FRO W\ WORK EXPERIENCE CURRICULUM

Economy ,
1. Banking 2. Actual Earmings 3. 'Lifestyle

a.” Saving a. Paycheck ™ a. Relationship

b. Checking b. Deductions to Earninga

c. Time Worked
d. Expenses

Self-Awareness - T . . v
1. Self—Presentatién 2. . Personal Needs 3. Personal Abilities

a. Image : a. Activity a. Competencies

b. Appearance Preferences . b. Potential

: b. Lifestyle . Development

Human Relationg
1. Clarifying Expectations .2. Communication - 3. Self-agsertion

a. Employer B a. Reporting, a. Confronting

b. Colleagues Interviewing Authority -

c. Supervisor - b. Questions b. Expressing Needs

c. Negotiation

Workplace
1. Job Clusters 2. Responsibilities 3. Contracts
a. Range in Roles a. Negotiation .
~ b. Differences a. Roles : b. Setting
b. Responsibilitie Expectations

c. Requirements c. Completion

4., Job Search
‘a. Self-pregsentation
b. Personal Information
c. Employer LExpectations

33
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However, all the concepts remain at a fairly'elementary level, and
the repetition of‘concepta does not appear to build in an increasingly

Q

compleg manner. That concepts within the curriculum are not consistently.
developed and expanded upon sequentially'wifhin or between the éet of | )
activities indicates that the principle of continuity here recei;ed

. little attention in the currigulum desigﬁ. One could infer that this

. : E
indicates an inadequate application of the pr}nciple of continuity.

If work experience progfams are to extend the domain of education
into the workplace, then staff must give active consideration to the
concepts to be learned. Attention to the starting point of the stﬁdents
and their interests can enhance'interaction between the learner and(the
concepts to be learned. The principle of continuity would require
choices on the part of staff about program design for the particular
learning activities, as well as choices about which concgpts to bey
developed or emphasized. It is interesting to note that the concepts
identified at this site did not include "initiative," "creativity,"

"responsibility," "cooperation,” or "sharing.”" Their absence makes it

more obvious that concepts are an integral part of the content, even
if not explicitly intende&:

Further, if work experience programs are to encourage learning, and

by extension, equal opportunity for all youth, then efforts need to

o agssure that programs have the potential to promote conceptual gfowth. o

Otherwioe, the programs become another lower level tracking mechanism .

-~
.

teaching rote behaviors at best.

Copnitive and Affective Behaviors: The following analysis of

behaviors is also based upon the curriculum manual used at one site. -

-
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The Taxonomy of Educational Objectives, which is widely used by curriculum

developers, will be used to identify’th; levels of cognitive anq affective
behaviprs, as inferred to be inten?ed learnings from the work experience
curriculum. The levels of cognitive learning identified by Bloog‘

et al. (1956) are, beginming with the lowest level, (1) khowledge,

(2) comprehension, (3) application, (4) analysis, (5) synthesis, and

(6) evaluation.

The authors order a wide range of learning hierarchically and
designate each with numbers along this scale. For example, Bloom
aefines comprehension as follows:

That is, yhen students a}e cohfronted with a communicétion,

they are expected to know what is being communicated and to

be able to make some use of the material or idea contained

in 1ic.

In ascending order vithin the comprehension category are: 2.1 translation, :
2.2 incerpfetation, and 2.3 extrapolation.

The following analysis of the set of learning activities demonatrates
to what extent the development of comprehension behaviors were eneouzageﬁ;
The many job-seeking personnel forms involved (2.1) translation skills,
knowing what ihformationﬁgoea into which questions, and what certain
gymbols or categories mean. One coping skills activity emphasized
(2.2) interpretation skills,mainly "the ability to in;erbret various

' recognizing conflict with interactions, and

types of social data,'
figuring out the deaning of ,it, granted this is done
within the constructs of feelings of self and the other.

(2.3) Extrapolation existed as a general but vague goal of several

coping skills activities and ultimately of the whole program.




Ultimately, youth may know how to formulate conclusions about the
~ types of work available (2.1),/why people wofk in ce;tain jobé (2.2),
f
and come to some sort of‘conclusion about themselves‘qnd work (2.3). °
However, these steps from one stage of reasoning to another are very
» involved and certainly are not developed systematically within each
training session. The most striking result of an an;iysis f intended
cognitive leafnigg is the concentration on lower level cognj%i43~bkills.
Krathwohl, Bloom, and Masia (1964) haveé produced a similar taxonomy
for the affective domain. These levels are: (1) receiving, (2)
responding, (3) valuing, (4) organization, and (5) characterization.by
° a value or value complex. The receiving aﬁd responding levels of the
affective domaifA are prominent in the curriculum, or set bf leatning
activities. In particular, the learner develops skills within the lower
levels of these two domains. |
For example, the job-seeking skills activities emphasized that tﬂe
"learner be sensitized to the e;istence of cér;ain phenomena and stimuli',
such as (1.1) awareness of feélings of others, and (1.3) eontrolled
or selected attention, such as remembering names. Thesg activities also empha-
sized (2.0) responding to stimuli, most likely occur in the (2.1) obedience or
compliance levels. However, when the students_chooée'a job and go
through the actual interview, there is some capacity for a voluntary
act, tﬁE).ﬁhiting these actions into the (2.2) willingness to respond
level. Thé.(2.3) satisfaction in responses could accompany their

behaviors in the program at the sessions and at the appreﬁticeshipg.

Ultimately, the program tries to incorporate a realistic sense of the

work in the world today, of the value of work, and to integrate it into

- (}d;
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' package describing the set of learning activities suggests the

&
the .value s&stems of the youtﬁ. The program provides some beginning steps
in that direction, but it would be mere sp%sg}ation to analyze the L
aﬁfective levelg achiéved'in (3) valuing,((4) organization, and (5)

characterization by a value.
~ Sumesry:  Analysis of the curriculum content contained in a ‘e

concepts intended to be learned. These include: (1) economy, (2)
self-awareness, (3) human relations, and (4) work place. The concepis
remained at a fairly elementary level and were inferred from the
curriculum rather than explicitly discussed. That the concepts were

not systematically developed.throughout to learning activities indicates

an inadequate application of the principle of coﬁtinuity. Likewise,

an analysis of cognitive aqé affective behaviors inferred from the )

curriculum using the Taxonomy of Educational Objectives revealed an

unsystematic treatment of lower level skills. Attention to the principles
of continuity and interaction when designing the curricular concepts and
behaviors would help staff assure an equal educational opportunity for

the students.

Ve
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IV. Context for Implementation: The Art of the Practical

.

The context within which the work expefiénce curriculum at five
sitss occurred clearly affeéts the implementatipn, Johnson (1977)
categorizes the accommodations necessary to a project's implementation
as organizational,vtempotal, personal, and culthral. Table 4 outlines
these accommodations for the curricular context that surfaced from
.plans, observations, and interviews recorded during implemgg;étion at the

. S,

e =7,
five sites. The types of accommodations necessary were both explititly
. L

. 1},.".7 T
and implicitly stated with the data. For example, one curricuipm“; o

manual addressed some organizational and temporal accommodations necessary
to one project's implementatio‘. The personal and cultural acéommodations
were deduced from observational and interview data contained in field
notes of on-site observers. This included uecessary inputs regarding
time, staffing, student characteristics, and.the cultural valués, espe-

cially the institutional norms of the school system within which the

- project operated.

e

Organizational Arrangements: That a project must adapt to or change

an organizaiion,for projeét implementation hasg often begn noted (Gross,
Giaquinta, and Bernstein, 1971; Smith and Keith, 1971). The organizational
arrangements required for an in-school work experience program involve
establishing a work experience team, selecting students, and negotiating

a management plan, .

The work experience team at site 1 included a work experience
specialist and an assistant who worked with a support team of one to three
people in each of five high schools. Thié team took responsibility for

Y .

/ Y
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TABLE 4 , ] .
THE CONTEXT FOR PROGRAM IMPLEMENTATION ' _ Q

Al

1. Arrangeménts AffectingﬁFeasibiiigy
' A. Organizational -
1. Work experience team source N

)
2. Student selection process

3. Management plan ~

Y L’ )
B. Temporal N&’f/m

] - -
l.KWOrk experience activity

2, Coping skills activity
3. Proposal deadlines

4, Program design

II. Arrangements Affecting Congruence
A. Personal
1. Role models -

2. Student selection criteria
[ 4 . o .

B. Cultural . iV

\ L]

1. Work experience academic, credit and pay -

2. Acceptance by school personnel
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working out the details of the program wisk;?eqch school. - This team
was composed 6% “outsiders,” i.e., individuals hired ?y the project funds
and not tegulat‘clasatoom teachers. %his becomes sighificant when cog:
sidering the‘policy issue of how to Ehange what schools do fof the CETA-
foligible youth. Another tack might have been to invol&e regular teachers

as part of the support team, thereby increasing the potential for

absorption or acceptance of the exempla(y project into the regular school

" A J

- curriculum. TS

In interviews the tecam expressed that the selection process suceeeded
L J

better the first year thin the second. The number of program dropouts

increaseqd during the sccond year. The team atttibutcg this in part te

the decreased amount of cénttol over who entered thq,progtum. oving in

part to tticir reduced stoaff, program and consequent dccregécd potential
for contact with the student po%ulation.

P al

Temporal Arrangements: Temporal arrangements necessary for implementing

/'
school work-experience programs includ¢™time for the work experience

activity,‘the coping skills activity, for proposal wriéing.aﬂd for
designing the program. Lundgrun (1972) stresses temporal thlities as.
one‘df/;gg\ﬁgot important "frame factors" influencing tecaching plans in
the school. The curriculum plan at one site explicitly stated that ctudeats
wéte to be paid for 80 houfg of work over a two-month period aftér sehool
and on the weckends. The "job-seeking okills" and "job placcment"
accivitieg’that preceded ghe work experience were also after school heurs.

v

The "coping skills" sescions were planned to coincide with the two months
-

of the job experience. The plans otated that thicg time chbuld come during

%
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regular classes on a rotating basis and included a sample school

- haad

schedule illustrating how student schedules accommodated for the class .
‘ . ’ \ . . L .
over the nine week period This was the only formal project time for

possible teaching/learning moments where thetstudenﬁ'mhad an opportunity

to integrate their work experience in the company{of the teacher. All

JA

~five projects used after-scho time for the work experience activity

The time éllowed for writing the proposal hir&ng staff, and
writing curriculum plans was quite brief . The staff were requested to -
add the work experience activity to the original proposal The ability
to quickly generate a program design that cOuld be disseminated tQ career
awareness teams in five:high schools was possible in part because of the.

‘og: oo .
administrative supports of ‘the parent’ project. Such a management plan

might also explain the nuts and'bolts appearance of the curriculum

manual,

' A second site had plans to conduct coping skills activities along

" with the work experience, but the project had difficulties with imple--

mentation. The vagueness of plans and the wish to individualize

instruction for each student conmtributed to staff "burn-out" and turnover.

:
@

Personal Arrangements: ,jAttention given to the personal context for

a particular curriculun takes into account the importance of charac-

teristics of the teachers and students. One project aimed to expose

. students to working adults as possible‘role models. The work-experience

team members were long~term school peOple.(ex-teacher, counselors,

reading specialists) but not part of the regular high school teaching -

-staff. The federal grant requirements stated that the jobs had to be in

‘the public rather tham private sector, thereby limiting exposure'to

supervisors in the service professions.

0
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A L Thejftudents chosen for the work experience had to be "CE?X\ELigible,
| meaning that their. income must be below the lower ‘standard of living for
their geographic region. However, the selection criteria in the manual
C . included student applications, interviews, and attendance record, "and
recommendations from teachers, c0unselors, and the school dean. The
recommendation form included items to be'rated‘on a gcale of 1-5" ﬁ: cL

SRR dependability, promptness, cooperative ateitude, self-motivated well-groomed
0 . A .
' neat, student would benefit, These selection chteria ‘more likely helped

the. prOJect select those poor youth who were likely to succeed with.minimal

supervision and who were not high risk drop-outs. ‘ -

-

n
-

Cultural Arrangements. The culture of thewdchools contains values .
1 =

~.
.

that influence the 1nstitutiona1 arrangements for proZlding an education

to youth, Some of those values (academic credit and pay for work'
experience,'and time cards) were discreetly challenged b& one project,
Teachers were approached individually about granting academic credit -
‘rather than through discussion of the issues and implica;ions in public - -
forums. .The project depended upon cooperation from classroom teachers

at several points.' Indeed these teachers could be seen as the gatekeepers,

v . ° - . ’

» _+°  able to issue academic credit for the work experience according to the

contract terms agreed to with the students, and they also could accommodate
) Y

~> N

the students involved in training by making it easy for them ‘to attend a

session during their class. Yet the project. nSVer secured formal entry
into the schools by a vote ?z~by negotiating. the terms of entry before

approach1ng,individual teachers about acidemic‘credit or excused absences.

Rather, this smpotential curriculum change illustratgs the slow decision- -

making process that Kirst and Walker (1971) have described as "disjointed

-

incrementalism.! - o

- | ' o | 42 e




’

bureaucracies to develop plans as well as methods for

=37~

Practical Implications: Doyle and Ponder (1977) identify three
criteria for determining the practicality of curriculum proposals.

They are "instrumentality," "

congruence," and fcost." Costvis not
considered heré, thbugh this is an ultimate considgration, és the g;émplary
projects were funded for between one and two'years, in many cases ‘ {
to be cBntinued'by school systems or cqmmunity‘agencies after that.time«

Instrﬁmentaiity,in effecf,explains the ability of a project's pro-
posal to be made feasible by teachers or services deliverers:

That is, a éhange proposal must’describe an innovatioanro-

cedure in terms wh%eh depict classroom contingencies...

communicating the 1nnovation in procedural, ecologically
relevant terminology (p. 77).

Site 1 état;d the organiiationai afrangement§ neces;ary for implementation
in their curriculum manual. Another site was unable to clarify these |
organizational arrangements because of a vague design, lack of timg,
and.changing personnel.' The three rémaining sites 1mp1emented

projects that focused on placements without a curriculum on. "coping

skills." The organizational arrangements for one, involving three

cooperation, resulted in delayed implementation. A management

plan outlining the decision-making autﬁority and fesponsibility would e N
ﬁﬁve made the pfoposal more feasible. The other two required less \
complek'organizational arrangements and could be iﬁplemenﬁéd along

the statements in-.the proposal.

ot
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Doyle and Ponder's motion of congruencé referred to the "'peréeived
match bétween the change proposal and prevaiiihg'conditions" (p. 78).

One site ggain experienced difficulty in this area partly because the

’ by teaching work values recognfzed or perceived as rejecteq\by their
culture: This suggests that projects striving t6 implement programs
based on values not congruerdt with those held by the local community will

encounter obstacles along the way.

project intended to help a minority group overcome employment problems .

In conclusion,hBOyle and Ponder's comments are applicable to the
importance of the context variables highlighted in this section,
From the standpoint of curriculuﬂ‘effectivenéés, policies ' : }
stressing localization or development and implementation i
* within a specific setting, such as a single school or similar
classrooms within a school, would seem to have a greater
chance of impacting practice betause of the heightened eco-

logical validity resulting frem the increased attention to
context variables (p. 80).

-

}f’ Ségiggzéj This section found thét organizational, temporal, personal
,énd cultural arrangements need to be made for successful project imple-
mentatidn of the curriculum design. In particular, the design should be
feasible and congruent with the cultural exfectations"and norms of the

ocal community and school system.
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SUMMARY AND RECOMMENDATIONS

s

\ Qﬁii‘“éfuﬁ}*laﬂdféﬁaes rwo issues behind the creation 1of7:vm;k

expérience prograns . desié;j;nd~implenentation;ﬁlﬁé.purpose of the |

‘n gtudy is to help those responsible for youth employment programs to . Y
identify points in program .design und implementation where-they can
JIncrease the quality of the educational experience that participants will

have.

!ivq vork,experience programs provided written program materials,

%
observations, and interviews used for case studies in this report. The

éafa was collected for the Youthwork National Policy Study conducted
by a research team at Cornell University. The_framework tu assess the
quality of the programs}under consideration was developed from curriculum
theory and analysis, as its chief concern is the forﬁ?and content of .
educational autivities. A second concern of program design ekamined
uas the influence of the implementation ﬁro;ess on curricular‘'decisions. _

?hg scgdy consigted<of four parts: {. Curriculum Design: fhe Set o
of Learning Activitiés; 1I. CurriculquPrinciples: iAssessing the
Design; III. Concepts and Behaviors: Assessing the Conteut;vaud 1v. .
Context for Implementation: The Art of thé Pra;tical.

[ 3 . ‘ . i |

. : 7 -

I. Curriculum Design: The Set of Learning Activities

Students spent time in ;C ‘many u fivc E{ffereiit types of pxogram

nttiv:fcﬁ’” Tﬁese iere R (/;/‘) Job-seeking skills, (2)/)Job placement-
¢ ¢/

(3)/Work experience; fjféopin& skills; and (3}/Taak skills. Three

/’I i
] / L
g
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sites offered job-seeking skills thaf inéluded development of inter&iewing
skills, writing a resume, and completihg job appliéations._ . - -
All sites had job placement and work experience activities as part
of thei£ program. fhé role of thg ;rogram staff in the job placement
activity was described as broker or counselor. The broker ﬁatched students
in jobs afread} identified by a job developer, employhent computer, or
personal contacts. The job éounselor spent more time than the broker trying to fiﬂd
placements ‘compatible with the interests of the student and hélped |
with additional matteré'such as iradgpértation aﬁd employer contact.
The wotk experience activity was defined as what youth did iﬁ a job
placement. .Aciivities were site dependent rather than program dependent.
All Qork experience took place after school hoursi ‘
T;o sites offered claésroom sessions on coping skilis ¢oncurrent {
with the studéﬁts' time in the work experience. Walther (19765 first | ..%
idenfifiéd the term that describes éhe activities found in these project. .- ‘
sessions:
permnit the individual to function within formal or informal
soclal groups. Included are developing and executing plans,
working with others, controlling impulses, processing and

interpreting information, communication, problem Solving,
and working within an authority structure (p. 65). ’

L]

Cog@ng skills are defined here as thase competencies which

)

Methods of classroom instruction included filmstripé, discussions,' and
role playing.
One site emphasiéed task skills, another category from Walther
 (1976). This entailed instructiqn in job-related skills from tﬁe work .
site supervisor; |

- Bavommendations

{

1. A'ptop;sal'and project design for work experience programs should
K( differéntiate among the types of  learning activities to be included.
46




This’ will serve to make clear the range of services provided in
programs. A recommended set of }earning activities for a curriculum
design contains: (1) Job-seeking skills; (2) Job placement; (3) Work °
experience, and (4) Task skills.

2. Project deaigns should distinguish between the role of broken or .
joo‘counéelor that they anticipate project staff members to play,'
lﬁﬁlcounselors spent more time with youto in the placement process.
While this role is more costly to fund, students benefit from the
ag}ention given to a careful placement that takes into accoung their

needs and interests. On the other hand, the broker could refer large

numbers of students to jobs already identified.

II. Curriculum Principles: Assessing the Design

Dewey's (1938) princi%les of continuity and interaction introduced a
way of assessing the educational value and struEture of the set of learnihg
activities 1n work experience programs.

Interaction meant that the program adapted to the "needs and capa-
bilities" of the learners. Several meehanisms enhanced opportunities
for interaction to take place: (1) a careful job plaeeﬁent that suited
the interests of the learner; (2) opportunities for reflection on the
actual work experience, particularly through activities such as coping
skills; and (3) teacher/counselors and work site supervisors who interact
frequently with the student.

The role of staff as job coungelors allowed greater attention to the .
matching of student and job placement. The role that staff played as broker
at gne project cnabled them to channel several hundred students to

private sector openings.

TR N
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Opportunities for reflection on what wasllearnedvthrough the work
experience were not abundantly apparent at the five programs., An obvious
programmatic mechanism that could be used for critical reflection would
“be the coping skills activities. Such activities could use the
actual experiences of youth in the workplace as a frame of reference for
lréle playing, discussions and introduction of new concepts, attitudes
and skills. This would promote a deeper understanding of their daily
experiences.

Teacher/counselors and work site supervisors who interacted frequently
with students were in a better positioen to assess the reepoﬁse of the
student to the job placement, and consequently, to restructure the job
responsibilities, to counsel and advise, or to change the placement.

The principle of c%ﬁtinuity at work in the program design meant tﬁat
the program paid attention to leading one learning activity to another |
and integrating tﬁe activities into a whole. " The gequencing.Of the set
of learning activities served as onc mechanism to implgment the prineiple
of continuity. The job-seeking skills and placement activiﬁies naturally
led to locating a werk experience. The coping skills activity could
serve as a rich and legiecal resource for dcgigning programmatic oppor-
tunities for reflection that link the work experienee to these elassrooem
sessions.

As with the principle of interaction, the role of the teacher/
counselor and work site superviser emerged as key to programmatic
deecisions that enhnﬁce the principle of continuity, such as changes

in activities, increasing responsibility, counseling, or changing the

worksite.
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" Mazowmsndat ions

- a

1. brogram staff and proposal authors should use the principles of‘con—
Yb tinuity and 1nterahtion as suggested by Dewey (1938) to guide the - (
design of their work experience.programs.

2. Interaétion means Fhat the program design is adapted to the "needs
and capabilities" of the learnérs. 'Pfogrammatiq mechanisms that will
enhance opportunities for interaétion to take place are a careful
job placement process, opportunitiesnfor reflection on the actual
work experience, and frequent adult interaction with the students. *

3. The coping skills a;tivitieg would be an ;bvious opportunity for
critica; reflection on the work experience.

4. Teacher/counselors and work experience supervisors should be in
frequent contact with students during the work experience s0 as to
counsel and advise, to restructure the job responsibilitiga, and to
change the placement 1if necessary. 0

5. The principle of continuity meaha that learning activities build
upon each other. Programmatic mechanisms to enhance continuity
include sequencing of the set of learning activities so that what
ig learned or experienced in one activity is reused in another.

6. Proposal reviecwers should make judgments about the educational
value of work experience programs by using the principles of .

o

+ continuity and interaction. . : {

II1. Concepts and Behaviors: Assessiag the Content

The concepts and behaviors to be learned at the five work experience
programs‘were not clearly and systematically included im the program

design. A detailed analysis of the curriculum guide used at one site

' 45 . ' | ,
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allowed a listing of concepts and behavzors from which a critique could
be made . : . .

Four sets of concepts were inferred from the curriculum guide:

econonmy, self-awareness, hﬁman-relations,oand the workplace. They

-appeared reasonable to be included in a work experience curriculum.

Some reoccurred in several learning activities, utilizing the principle
of continuity in program design. Howebég all conacepts remained at a
fairly elementary level and were not developed systematically.

It is interesting to note fhe absegcg of, some potentially valuable
concepts, such as initiative, ireativity,'. responsibility, and
cooperation. Theif“agsenge emphasizes ;ﬁqsimportanpe of hnﬁ}pg program
staff consciocusly decidé,Ubon a set‘éf-téhcepts to teach through a °
work cxperience program.

7

An analysis of cognitive and affective behaviors inferred from

the curriculum using the Taxonomy of Edhcafional Objectives fcvealed

an unsystematic treatment of lower levehl skills.

In conclusion, attention to the principles of continuity and
interaction when designing the curricular concepts and behuviors
intended to be learned would help program staff assure that the work
experience program provides an equal educational opportunity for
students, rathér than a lower level, lower expectations tracking program

for potential drop-outs.

:hcm, andat ions

1. In order to understand work ecxperience programs as learning experieneces,
attention must be explicitly given in the program design to the

econcepts and behaviors that learmers are expected to develop.’

t

" oy




’/’2. Reasonable concepts to be developed in a program design include

s

economy, self-awareness, human reldtions and the workplace.
Additional concepts might be initiative, creativity, reéponsibility,
and cooperation.
3. Program planners should provide for a systematic development of concepts
and behaviors, rather than restricting guch development to“lower

I
levels.

IV. Context for Igplemeq;dtion: * The' Art of the Pracgical

-

This section outlined orgﬁnizational, temporal, personal, and cultural
arranggments in the project's context that enhance project implementation.

.

Such arrangements needed to be negotiated with the related institutions
! ~ _

or bureaucracies, such as school systems, CETA, and the worksites.

The organizational arrangements included the choice of a work

experience team. The decision to hire school personnel or "outsiders"

es

gseems to legcen the ability of the project to change what schools do for

CETA-eligible youth in the long run.
The necessity of a clear, mutually satisfactory management plan

o

also Ourfacedf One project that depended upon cge cooperation of three

°

bureaucracies experienced a déla&ed implementation because of lengthy
negotiations about project plans. A management plan would enhanc; the
project's feasibility. ' ‘.

A third important organizatfbnal arrangement is the process of
student selection for theiffojecta. One cite found that inereased

contact with the student body lessened the drop-out rate of students

who joined the work experience project.
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Temporal arrangements that need to be made are a feasible time fggme
for responding to a request for a proposal; time for staff to develop a
#pfogram design in the event that oné isllacking; and clearances with
school'pérsonnel about schedules for thé classroom sessions.of
learning ac;ivities and the actual work experience.
Personal ar;angemen;s that need to be met include cbnside;ationa
of teachers and work‘site supervisors as role models. Limitingaiﬁese
models to the service professions of the public sector means that
exposure to the world of work is likewise limited.
Criteria for selecting the CETA eligible should also assure that
the project not exclude studemts who would need.shpervision-and be
high-risk drop-outs. | 0
Cultural arra@gements for project implementation revealed that the
‘projects needed clearance from the schools for the particular igstitutional
arrangements ‘such as academic credit and pay for work experience, as well
as acceptance of the project idea by school personnel. In addition,
project aspirations and values not congruent with those of the local

community may result in delayed or difficult implementation.

Recommendat fons

1.  Project operators need to make organizational, temporal, personal and
culgoral arrangements with the related institutions to enhance project '
implementation.

2. Organizational arrangements include the staffing of a work experience

¢
team with school personmnel or non-school personnel. Such a choice

has implications for impacting upon the long-term service delivery

of school personnel.
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3. A management plan would enhance the prdbecg's feasibility by making
. institutional interrélationships and authority clear at the outset.,
A; Methods for student seiection need to be outlined, as staff need to
weigh the time they have for each of the alternatives.
5. Temporal arrangements include time fér proposal writing' and for
éompleting a viable program design. Staff must also make
clearaqges with school personnel about the use of project time during
. ’ school time. . | .
6. Personal arrangements involve decisions about role mddels for youth,
that is, the characteristics of ﬁeachers and-work site supervisors.
Also, criteria for student selection shoqld not exclude the potential -

4

drop-out, high-risk student. ] , -

7. Project staff need to examine the.cultural norms and assumptions of?

the project for possible conflict with those of the school or lecal 5

~

community. Such conflict would impede or delay implementation.

< .
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