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CHAPTER ONE

INTRODUCTION

This report facilitates the
discussion and decision making
regarding improvement of the

employment outcomes of Atlanta area non-
colIege bound high school graduates. The
report contains descriptions of a variety of
programs proposed and/ or implemented
throughout the United States to address the
difficulty non-college bound youth have in
finding meaningful employment upon
graduation. This report can not hope to
illuminate all of the efforts being
undertaken. We combine numerous
programs into clusters and discuss in more
detail one program from each cluster which
is representative of other programs with
simil ar or identical components but
referred to by a different name. The
summary and recommendations in Section
II will likely satisfy the casual reader. Policy
makers and practitioners may be more
interested in the details that are contained
in the pages that follow.

This report is the second of a two part
series exploring the transition from school
to work. The first report discussed the
enormity of the problem and identified
sources of labor market problems
contributing to the poor labor market
outcomes of Atlanta area high school
graduates.' This report evaluates proposed
solutions to those problems. Solutions
contained in this report are grouped based
on the problem areas (as identified in the
first report). Three general problems were
identified as relevant to all high school
graduates: lack of exposure to the
workplace, inadequate job counseling (as
opposed to college counseling), and the
inadequacies of the general diploma. Three
additional problems were identified as
relevant to students from the inner-city: (1)
poor role models, (2) lack of family
resources, and (3) poor access to job
information and to jobs that have moved
outside the perimeter. Potential solutions
relevant for a1lnon-college bound youth are
presented first, followed by additional
solutions relevant to inner-city youth. An
appendix contains contact information to

aid the policy maker and practitioner in
obtaining additional information about
specific programs.

There is a volatile debate as to whether
solutions should take the form of programs
implemented within the existing structure
of the school systems and business
community, or a system-wide overhaul of
either the school system or the business
community or both. This report does not
advocate one direction or another, but
merely indicates under which category a
specific proposed solution falls.
Programmatic solutions tend to be more
short-term, immediate solutions to the
problem at hand, while systemic solutions
are as more long-term in nature. Some
programs identified and discussed are
components of larger systemic solutions. It
will seem that the report is heavily
weighted towards programs rather than
systemic suggestions. Many of the
recommended systemic changes, however,
incorporate much of the same program
components. In addition, overall system
changes seem to be moving in the direction
of bridging the skills taught in high school
and those required by the workforce
through a combination of specific
programs.
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CHAPTER TWO

SUMMARY AND RECOMMENDATIONS

T his section highlights the findings
regarding the qualities and
characteristics of programs that

make them effective.There are a number of
programs designed to address the broad
issue of school to work transition. On the
surface this observation may appear to be
good news; substantial resources are being
devoted to address the problem of poor
labor market outcomes of non-college-
bound youth. Unfortunately, the typical
effect is that available resources are spread
so thin that no program has had a chance
to be refined, let alone to prove its
effectiveness. The problem of school to
work transition must be confronted with
enthusiasm. Responsible national and state
policy makers need to select a coordinated
set of potentially effective programs and
then channel all of what are now disjointed
efforts and resources to the national (or, at
least, state level) implementation of those
programs. Not only will this broaden the
impact of such programs, but it will also
increase the legitimacy and transportability
of efforts put forth at the local level. But
local school systems do not have to wait for
national or state programs. There are many
programs that can be, and perhaps should
be, implemented locally. We encourage
local officials to select programs
appropriate to its environment and address
the school to work problem with
enthusiasm.

What follows are recommendations
regarding which programs appear to have
the greatest potential for success under each
of tlie categories identified as important for
solving the school to work transition
problem.

A. Exposure to the Workplace
Environment

There are a number of ingredients
required to provide meaningful exposure to
the workplace. These are the same
ingredients that are common to those
programs with some record of success. The

first ingredient is a shared accountability by
the students, the schools, and the business
community. Accountability is crucial for
both the financial needs of the program
and the development of the whole student.
Many exposure to workplace programs
require participants (and their Earents) to
sign an agreement detail ing the
responsibilities of the student; these
agreements are also signed by the school
representative and the business partner.
This agreement ensures that each party
knows exactly what it is expected of it. The
importance of this accountability lies in the
sense of ownership that each player
receives from such a commitment. A sense
of ownership by the schools and the
student participants is not typically a
problem, since all of the student
apprenticeship programs in the U.S. are
based in the school. It is more difficult, but
crucially important (as at least one
program found out the hard way), to
involve the business partner in the
planning and selecting of students for the
program.

A second ingredient is flexibility. Many
of the programs require are-structuring
and timing of curriculum. Both the school
and business partners must admit that
they have something to learn from the
other and be willing to modify rigid
viewpoints for the workplace exposure
program to succeed. First, the
establishment of standards for technical
competence must come from the
workplace. A successful exposure program
must provide the participant a certificate
of completion that is meaningful to
employers. This means that schools have
to relinquish sole autonomy on
curriculum and standards in favor of the
broader program (either standardized on
the state or national level), where skills are
more transferable and thus valuable.
Second, the student particiJ?ants (and their
families) must adjust their expectations
and realize that certification does not mean
the end of learning; students must
demonstrate their continuing learning
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mindset to the workplace. The success of
the German Youth Apprenticeship program
is often tied to the fact that education in
Germany does not end with the completion
of secondary school, but is an integral part
of the activity of the whole labor market in
Germany.

The third ingredient that works to make
exposure to the workplace programs more
feasible in the U.S. is the ability to
coordinate education and technical training
efforts with existing technical schools. Some
of the more successful programs recognize
the efficiency inherent in specialization of
education; the school concentrates on
academic preparation, the technical school
concentrates on technical preparation, and
the workplace concentrates on application
of the knowledge. As a result of this
coordination, many of the workplace
exposure programs extend beyond the
students' tenures at high school, typically
involving two additional years. The
technical school is important for providing
and refining the non-college bound
graduate's educational skills.

The last ingredient for success in a
workplace exposure program, is the quality
of exposure. Exposure to the workplace that
does not utilize the learned technical skills
once again leaves the student without
direction or meaning for their academic
endeavors (Osterman, 1992). The students
that report being most satisfied with their
workplace experience are those that have
been given responsibility and believe
they are truly contributing to the
productivity of their place of employment.

One workplace exposure program that
serves as a good mode1 for incorporation of
the ingredients identified here is the
ProTech-Health Care program in Boston,
Massachusetts. Another is the Middle
Georgia Aerospace Youth Apprenticeship
Program which is very similar to ProTech,
but ProTech has been in operation lon~er.
ProTech is also in the process of expandmg
to other industries, and thus has the
advantage (in terms as serving as a model)
of having been "test driven."

An alternative coordination effort
between schools and the workplace is the
Compact approach between schools and
local businesses. The Compact that is
negotiated by the Boston Private Industry
Council serves as a good modeL The main
advantage to the Compact is the little
structural change that is required to begin
a dialogue between the school and the
business community. Consequently, the
Compact may even serve as an initial step
in the development of a larger local youth
apprenticeship program.

B. Job and Career Counseling

A primary problem with the transition
from school to work of non-college-bound
high school graduates is the lack of time
and resources devoted to guiding the non-
college bound in their post-secondary
decision making. High school counseling
offices abound with brochures from
colleges, tips on how to take college
entrance exams, and financial aid
informa tion for financing a college
education. Much less space and time are
typically devoted to serving the half of the
graduating high school students that
choose not to go on to college. In addition
to career counseling, the fact that the school
ani workplace are very different
environments must be recognized and that
students headed to the workplace must be
provided wi th more guidance on
appropriate workplace behavior. This type
cf training is often referred to as
employment-readiness training. If this
training is available at a high school, it is
frequently reserved for those students most
at risk of dropping out. Every student (at-
risk, college bound, non-college bound)
will benefit from career and employment
counseling.

A program that has proven fairly
successful for a limited segment of the non-
college-bound graduates in Georgia is Jobs
for Georgia Graduates, which is operated
by the Georgia Department of Labor.
Unfortunately, the career and employment
readiness counseling through this program
is only made available to non-coIlege
bound high school students identified as at
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risk for dropping out or doing extremely
poorly in the labor market. Although the
number of beneficiaries of the program is
currently limited, the program could serve
as a model for an expanded version
available to all non-college bound high
school students. Important aspects of this
program include personal one-on-one
counseling, employment-readiness training,
and periodic follow-ups with the
graduates.

C. Re-inventing the General Diploma

The primary emphasis of the the
programs or designs for re-structuring
school curriculum is on applied learning.
Willard Daggett of the International Center
for Leadership in Education notes that
a{Jplied studies (unfortunately) playa very
different role in this country compared with
its role in many of our competing
international partners. He argues that, like
the education in many other advanced
nations, we need to base the whole
secondary curriculum (subjects taken by
both college-bound and non-college-bound
students) on its application to the workforce
and to use theoretical constructs to
supplement the learning for those having
difficulty grasping the apflied nature of the
material. Another appea of applied based
curriculum lies in the recognition that all
students are potentially workforce bound,
whether they go to college first or not.

One example of vocational and
academic integration as an effective way to
make the curriculum more applied is
underway in Cobb County, Georgia. The
students work on a project (constructing a
house, for example) and utilize challenging
math concepts taught in the classrooms. In
the classrooms, teachers use job-based
vocational peda~ogy and utilize hands-on,
real life applications.

Upgrading the expectations of non-
college-bound youth in general is a focus
of many programs calling for the
elimination of the general diploma. The
process of upgrading can take on many
forms, from requirin~ a higher level of
stud y in rna th, English and science to
completing a rigorous program of study in

vocational or college preparatory.
Pebblebrook high school In Mableton,
Georgia, has eliminated general
mathematics and replaced it with algebra
and applied mathematics. A program that
has completely eliminated the general
diploma and upgraded studies requiring
technical studies for all students is
exemplified at St. Mary's public schools.'

D. Provision of Role Models for Inner-
city Students

Because of the overwhelming influence
parents have on the decisions their children
make and on the expectations children form
for themselves, any role-model program
must first and foremost be aimed at helping
parents to be the positive role models their
children need. One promising program that
recognizes the importance of the home
environment for the success of students and
that some parents may simply not know
how to provide that productive
environment at horne is a community
sponsored program in Butler County,
Alabama: the Active Parenting Series. This
program is run by the community, which
may help alleviate any suspicion parents
might feel toward the school system. It is
intensive parent training over a six week
period, two hours per week, stressing the
value of home support for children's
learning and school Involvement.

In addition to the efforts to involve
parents as role models for their children,
a complementary mentoring program
within the business community will serve
to expand the inner-city student's exposure
to options available in the workplace.
Cornell University's Department of Human
Development and Family Studies has
found that employers and organizations
willing to take on the task of finding
volunteers within their ranks are a more
promising source of mentors than one-at-a-
time recruitment. Project Aspire appears to
have successfully demonstrated this
observation. Project Aspire also
incorporates the important as.rect of
stability into the mentoring relationship
with mentors from Proctor & Gamble in
Cincinnati being assigned to the same
student for five years. The program reports
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positive impacts on attendance, disciplinary
problems, and grades. A program in
Georgia that has had success m improving
student self-esteem and in encouraging
students to pursue secondary education is
Corporate Coaches for Career
Development. This program may serve as
the most appropriate model available for
establishing mentors within the business
community since it is locally based and has
had some proven success with students.

E. Facing the Economic and Social Needs
of Inner-city Students

Practitioners must recognize the
limitation of any school to work transition
program introduced within the inner city
that does not also recognize the limited
financial and social environment in which
it is being implemented. One program that
intertwines school to work efforts with the
economic needs of the students is the
Family Resource Center in Louisville,
Kentucky. The Center links outside services
(such as food stamps, welfare, and
community counseling) with students from
needy families. A family liaison specialist
establishes family eligibility and develops
a family progress plan. Services are either
provided on-site or arranged at other
agencies. Locating at the school provides an
ideal opportunity for identifying basic
needs that are going unmet, thus improving
not only the success of any school to work
transition program, but also the overall
performance of the student.

Providing for economic needs, however,
cannot substitute for other deficiencies
found within the horne environment.
Studies have shown that contact between
the school and the home fosters student
achievement and satisfaction, and when the
home does not corne to the school, the
school must reach out to the home. In other
words, the school can establish programs
that bring parents in contact with the
school, such as through newsletters, phone
calls, and mandated curriculum planning
sessions with parents. Empirical evidence
demonstrates that all children benefit even
when only a few parents are involved.
Among the many programs detailed in this

report each seems to satisfy a
communication need for the particular
environment in which it is implemented,
and no one program stands out as
particularly universal in its appeal.

E Improving Inner-city Students' Access
to Jobs

All of the programs designed to
improve the accessibility to jobs for inner-
city residents are all minor variations on
one theme: transportation. The bottom line
is that many of the good jobs for which
inner-city non-college-bound graduates
qualify have relocated in the suburbs.
Consequently, access is an additional
hurdle for inner-city graduates.
Transportation programs to improve access
are run by housing projects (in Chicago),
departments of transportations (in
Milwaukee), job placement services (in
Chicago), and transportation authorities (in
Philadelphia).

One option that has not been tried, but
recommended by some practitioners and
economists, is the deregulation of taxi
operations to allow entrepreneurs to
identify a demand for reverse commuting
(from the inner-city to the suburb) and to
operate a shuttle van (or "jitney") to meet
that demand. The overwhelming advantage
of the solution of deregulation is that it
allows the market to efficiently allocate
resources to meet this need of inner-city
residents.

G. Recommended Action

There is an array of fine programs that
have been implemented across the U'S. to
address the problem of school to work
transition. It IS apparent that at the school
level many educators are taking the
initiative to incorporate school to work
solutions into their curriculum. We applaud
these educators who are moving on their
own and encourage others to act. However,
little collective initiative exists for
widespread implementation of effective
programs. That IS not to say there is a lack
of consortiums or other groups discussing
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and researching "grass root" initiatives;
there is an abundance of research
demonstrating the need for action and
many models and theories to point the
way. These local research efforts and
demonstration projects are worthwhile and
the programs represented are most
effective. However, a more universal
approach is lacking and state and national
policy makers are slow to implement. The
research and program designs are
available. What non-college-bound
students need now is action.

Toward the end of establishing a
coordinated, statewide initiative, local
communities should begin the dialogue
now between schools and businesses. It
appears inevitable that any proposed
solutions to the school to work transition
problem will be rooted in the school
system; given its obvious access to the
students and its established institutional
resources. Consequently, it is in the interest
of school systems to cooperate with one
another in the development of statewide
proposals to address the problem of school
to work transition. The unattractive
alternative is to wait for a top-down
directive that will likely be doomed to
failure and result in more wasted
resources. Superintendents of local school
systems should initiate the process by
involving business leaders at the
development stage. However, it is equally
as obvious that businesses must be

intimately involved. Thus, we recommend
that the superintendents aggressively solicit
the active participation of business and that
business executives agree to active
participation in the development of a
coordinated, statewide program.

Two local organizations that have
already done much to 1?romotethe issue of
school to work transition as important to
the community are the BellSouth
Foundation and Georgia Cities and Schools.
We call on the supenntendents of schools
within the five central counties of Atlanta
to join with local business organizations in
establishing a task force to take the progress
that has already been made even further.
This task force would develop and work for
the implementation of a set of programs
that will address the school to work
transition program in a serious and
comprehensive way.

There are other actions that schools can
take at the local level while lar~er programs
(such as youth apprenticeship or the re-
invention of the general diploma) are being
ironed out. Job and career counseling is one
area in which all secondary schools schools
could implement their own preliminary
initiatives. Local efforts directed toward
getting parents more involved with the
success of their children is also
recommended, especially for the 'secondary
schools within the inner-city.
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CHAPTER THREE

VIEWS FROM AROUND ATLANTA

The purpose of this section of the
report is to enhance the dialogue
between a variety of local players

concerned with and involved in the
successful transition of high school students
into our workforce. The goal of the
discussions related here was to determine
if any solutions were perceived to be more
crucial than others in successful school to
work transitions; all respondents felt all
areas covered were essential elements of a
successful program.

A. Exposure to the Workplace
Environment

All those surveyed agreed that exposure
to the workplace is essential. Robert
Johnson, Director of the Private Industry
Council Atlanta (PIC's) Summer Youth
Program, went so far as to classify it as the
most important element in a successful
school to work transition. Susan Reid, Job
Training Specialist for the Atlanta Regional
Commission, emphasized the role of
workplace exposure in providing students
with the connection between what they
learn in school and what is required in the
workplace. Lesley Grady, VicePresident of
Education for the Atlanta Chamber of
Commerce, adds that exposure to the
workplace is much more efficient in
connecting education to the workplace than
merely telling students about its
applications. Jerrie Norris Brooks, Project
Director with the Georgia Business Forum,
points out that diverse demographics and
varied levels of economic development
require that any school to work transition
program that provides exposure to the
workplace must be flexible and take
advantage of all available local resources-
including both large and small employers.
The Atlanta Chamber of Commerce
recently convened representatives of large
Atlanta employers to voice their views on
apprenticeship programs in general.' At a
focus group facilitated by the Center for
Workforce Development of the Institute for

Educational Leadership, company
representatives concurred that the
following characteristics must be part of
an apprenticeship program in order for it to
be acceptable to businesses:

• As much as 25% of high school
juniors would participate;

• The program must not focus on at-
risk youth only;

• Youth would be expected to
increasingly transfer knowledge
from school to the workplace;

• The program would be four years
long, with students starting as
juniors then continuing at a
vocational school; and

• The workplace must provide a real
job with "real" pay, a mentor, job
rotation with a coach at each job, and
records of performance to be shared
with participant and representatives
from the school.

B. Job and Career Counseling

All respondents also felt that job and
career counseling is essential to improving
school to work transition outcomes. Debera
Campbell, of the University of Georgia and
formerly Education Resource Coordinator
with the Atlanta Project, points out that
young people typically have different
expectations of the workplace than
employers do, and that effective career
counseling will aid students in determining
what they enjoy and what they are most
capable of doing: essential elements in a
successful career choice. Ken Breeden,
Commissioner of the Georgia Department
of Technical and Adult Education, suggests
that career counseling can be enhanced by
making use of counselors that have had
extensive experience in the workplace.
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For the most part, respondents placed equal
weight on the importance of pre-
employment traimng and career
counseling.

C. Re-inventing the General Diploma

There was general consensus that
availability of the general diploma can be
harmful in school to work transition efforts.
There was some disagreement, however, as
to whether all students should be required
to attain the same level of competency in all
subject areas. It was suggested that the
curriculum must reflect the expectations
and requirements of the employer and that
the whole education system be evaluated in
relationship to our objectives: successful
school to work transition, for example.

Sultana Parvanta, Coordinator of
Educational Services for Georgia Cities in
Schools, feels it is important to also
coordinate a student's curriculum with
what his or her interests are. If we take the
time to ask students, she suggests we will
be surprised at how well defined students'
interests are, even at a very early age. Ms.
Parvanta points out that if students have an
opporturuty to choose the subjects that truly
spark their interest, they are much more
likely to get something out of the education
process.

D. Provision of Role Models for Inner-
City Students

All respondents recognized the essential
element in providing positive role models
for students who may not have them at
home or in their neighborhoods. Ms.
Brooks pointed out that this is not uniquely
a concern for students from the inner-city,
but also for students from rural
communities. In her work, Ms. Campbell
observes the influence of athletes and rap
stars on the attitudes and behavior of
youth. She feels it is important to re-focus
the attention of youths on heros that are
more realistic: such as those that would be
provided through a mentoring program.
Ms. Parvanta agrees and says that
mentoring programs have been successful

in providing adult guidelines for students
who are lacking them elsewhere in their
environment.

E. Facing the Economic Needs of Inner-
City Students

All of the respondents see the lack of
family resources as a definite stumbling
block to the success of any school to work
transition program. The typical response of
those interviewed was to take the student's
physical needs for granted (of course these
must be met for any purpose), but viewed
the lack of emotional and time resources as
key. Ms. Campbell identified an additional
deficiency that could inhibit a youth's
success: a lack of exposure to different
environmental stimu1i. In other words,
youth must be exposed to environments
other than the few in which they typically
spend their time. In addition, Ms. Reid
points out that lack of family resources is
an ideal example of a problem source for
successful school to work transitions that
must be dealt with when the youth is very
young; the parents must be reached early
and often and instructed as to how to
provide an environment that nourishes
learning and success. Ms. Grady also
identifies this area of concern as an
excellent example of the importance of
involving the whole community in
providing for the intellectual and emotional
nourishment of the youth.

F. Improving Inner-City Students'
Access to Jobs

The respondents also viewed
information and job access as a barrier to
success for inner-city students. The primary
concern in this area is for students to see
some link between their efforts in school
(and/ or school to work transition Erogram)
and opportunities in the workp ace. The
respondents believe that both schools and
businesses can do more to improve inner-
city students' access to jobs in the suburbs,
but also recognize tha t promotion of
economic development within the inner-
city would also be desirable.
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G. General Comments/
Recommendations

None of the respondents sees the school
to work transition problem as the sole
responsibility of one entity. They believe
that the school system, busmesses, and the
community (including government) must
all play equally important roles in the
improvement of school to work transitions.
It was suggested that the school system
may be best suited to provide the structure
for many of the solutions described in this
report. However, Ms. Parvanta suggests
that what is needed the most is
collaboration, a skill not typically
associated with the school system. In
addition, Ms. Grady suggests that the
business community is presently too
disconnected and needs to be convinced of
their stake in improving the transition from
school to the workplace.

Each respondent had a particular area
of concern. Ms. Reid emphasized that
whatever programs are implemented must

be flexible enough to accommodate
students with different needs. Mr. Johnson
emphasized that we should find out where
the jobs are and center our school to work
transition programs around those
opportunities; we should not assume that
the jobs will be there. In addition, he does
not want to see students being trained in
specific skills at the cost of more general
competencies. Ms. Campbell pointed out
that m today's workforce everybody has to
be a thinker, so curriculum for student's
going into the workforce should emphasize
group decision making, and we should
steer away from any programs that pigeon
hole students into one post-secondary
option. Mr. Breeden agrees that our
emphasis should be on producing a
productive workforce (not just finding jobs
for graduates). Ms. Brooks feels that
whatever program is implemented should
be flexible enough to allow students to
switch their emphasis. In addition, she
thinks we should move quickly on this
issue and take advantage of the positive
political environment that seems to exist
now.
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CHAPTER FOUR

SOLUTIONS RELEVANT FOR ALL
NON-COLLEGE BOUND GRADUATES

A. Problem: Lack of Exposure to the
Workplace Environment

There are varying degrees to which the
efforts of the school system and the
business community can be

coordinated to expose the high school
graduate to the work environment. These
range from summer jobs programs that aid
(usually disadvantaged) youth in finding
summer employment to Diversified
Cooperative Training (DCT) programs that
give credit for work experience during the
school year, to apprenticeship programs
that contain a strong educational element.

Each of these programs can be
considered successful in exposing the
student to the workplace, but some provide
an exposure that is of better "quality" than
others. It has been determined that, "work
experience-simply the experience of
holding a job-had no long term benefits,"
(Osterman 1992, p. 22).4 For a particular
workplace exposure to be considered of
higher quality it must at least involve one
of two things: provide information that
allows the student to make better, more
informed, career path choices, or be a
complement to the instruction the student
receives at school." The following will
evaluate each proposed solution to the
problem of lack of exposure to the
workplace in terms of the quality of
exposure the students receive.

1)Summer Job Assistance

Students can apply for participation in
a variety of summer jobs programs. The
best known program is the Summer Youth
Employment Training Program (SYETP).
This program is financed through the
Department of Labor, Job Training
Partnership Act (JTPA); available to
disadvanta~ed youth only; and provides
work expenence primarily through public

sector employment. Figure 1 illustrates the
types of jobs that were developed for
inclusion in the Atlanta SYETP program
during 1992. Because these jobs are
required to be in the public sector or non-
profit organizations, the quality of work
experience is expected to be high, relative
to the types of jobs for which the youth
would qualify in the private sector (such as
jobs at fast-food restaurants). The majority
of jobs were in the area of recreation aide.

Counseling
7%

Teacher's Aide
4%

R.c:aeation Aide
43%Qerical Aide (C)

13%

ClericalAide (NC) ---
25%

(NC) Non-Computer (C) Computer

. Figure 1.Types of SYETP jobs developed. 1992-
(Reproduced from PIC, SYETP: 1992 Final Report, p. 7)

In 1992, 2,058 youth, ages 14-21 years,
participated in the work experience
component of Atlanta SYETP.58% of the
partIcipants were female, 89% were still
enrolled in school, and 99% were black.
Because of JTPArequirements, the number
and income-levels of youth eligible for the
program is limited. Even if the JTPA
considered relaxing its low income
requirement, or if a different agency were
to replicate the program, the ability of this
type of program to absorb more youth is
highly questionable; the Atlanta PIC were
unable to place only 40% of their eligible
youth in 1993. Expansion of the program
into the private sector would be essential to
place more youth.
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An additional Atlanta PIC program that
was in operation from February 1993 to
June 1993is called the OJT Youth Program.
This program differs from the Summer
Youth Program in that the goal is
permanent job placement, not merely
exposure to the workplace. The program's
goal was to place 150 youth (ages 18-21)
into jobs by June 1993.Without addressing
how realistic this goal was, the program
enrolled 38 youth and placed 25. The
philosophy was to duplicate the adult OJT
efforts with a focus on a specific age group.
This age group, however/has special needs
that may not have to be met for the adult
participants. Specifically, a lack of life
management and pre-employment skills
can be almost guaranteed. The success of
this program, if it is to be started again,
depends on a means to address these
special needs, according to the program
director, Nelson Malavenda. One
suggestion is to make use of the other
existing PIC pro~rams, such as the pre-
employment trairung program run through
Georgia State University. One program,
then, would feed into another, potentially
enhancing the success of both programs.

Consideration of using the current JTPA
organization to train high school graduates
for employment would have to consider
that the average educational training
offered through this program is very brief
(usually about 41/2 months) (Levitan and
Gallo 1988). In considering the possible
success of such programs, this brief training
period doesn't compare well with the
average 3 year training period in the
German Youth Apprenticeship program (to
be discussed below).

2) Pre-graduation Work-Study Programs

The most common work-study program
is called Diversified Cooperative Training
(DCT) or Cooperative Education. This
program allows students to earn high
school credits for work experience
obtained, usually in the place of afternoon
classes. Cooperative education theoretically
has an advantage over strictly vocational
education programs because of, as
described in The Forgotten Half (1988), "the

inadequacy of schools as settings for
learning job skills;...job site training is much
more effective," (p. 42).6 Unfortunately, it
is often the case tliat students participating
in cooperative education programs obtain
very specialized training; students don't
end up with transferable, generalized skills
(The Forgotten Half 1988).

DCT is a cooperative education
program that combines classroom
Instruction and on-the-job employment
experiences to assist students in preparing
for their chosen career objective. It is a
planned program for students through a
cooperative agreement between the
student, the school and employers within
the community.

DCT is designed for students who have
reached the legal employment age (16years
of age) and who are enrolled in the 11th or
12th grade. Students may enter the
program either as a junior or as a senior
provided they are pursuing a career in
trade, industrial, teclmical or health career
areas. These students are placed with
employers throughout the community who
have agreed with the school to provide
training for the student relevant to his/her
career choice. This use of employment
training stations allows the school to
expand the educational opportunities
afforded its students.

The students alternate on a half-day
basis between on-campus instructional
classes and on-the-job training. On-campus
time is devoted to high school core course
requirements for graduation and technical
and general instruction related to the
occupational area that he or she has chosen.
While training on-the-job the student
receives elective credit toward graduation.

Although cooperative education
programs require minimal structural
change and serve a large number of
students (17,465 participated in OCT
programs throughout Georgia during 1991-
92 academic year), students who participate
in co-op programs, unfortunately, are not
typically found to have an advantage in the
market place. This could be a consequence

11



of the above-mentioned lack of generalized
training. Herrnstadt, Horowitz, and Sum
(1979) found that 17 to 21 months after
graduation, students who participated in
co-op programs did not experience any
higher rates of labor force participation,
employment, or wages (Osterman, 1993).
However, Stern and Stevens (1992) found
that co-op students who continued to work
for their co-op employer did obtain higher
earnings than non co-op students, but co-
op students who changed employers were
not better off.

3) Youth Apprenticeship Programs

One of the most talked-about solutions
within the school to work literature is a
formal youth apprenticeship program that
combines a high school degree with
additional training and work experience. In
fact, many states (including the state of
Georgia), are currently at varying stages in
their development of apprenticeship
pro~rams. The 1992 Georgia State
Legislature directed the Department of
Labor and the Department of Technical and
Adult Education to develop a Youth
Apprenticeship Program for the state by
1996(Georgia Annotated Code 20-2-161:2).7
Although a Federal Committee on
Apprenticeships has been in existence since
1937, apprenticeships in this country have
been the jurisdiction of occupational labor
unions, have typically not focused on
youth, and have not been viewed as a
transition mechanism between school and
the labor market. Using the apprenticeship
program in Germany as a model, the
current trend in apprenticeship philosophy
includes a wide-ranging youth-centered
program in which the school system plays
a major role and works closely with
industry to coordinate training.

Although there are many definitions of
youth apprenticeship programs, they
typically all have in common the following
elements:

• partnership between schools and
employers;

• work-site learning;

• integra ted academic and
occupational instruction; and

receipt of a widely-recognized
certificate of mastery.

Necessarily, one of the components of
any apprenticeship program is the exposure
to the workplace a participant receives.

•

Several advocates of youth
apprenticeship programs favor taking a
close look at the German model and
adapting it to the United States." However,
others feel that the German model is too
inflexible for the United States. Although
some advocate starting students In
apprenticeship programs while in junior
high (Tift 1992),most youth apprenticeship
programs currently underway orlroposed
In the United States are designe tobegin
in the 11th year of a student's education: a
clear recognition of the high value our
society places on flexibility in individual
choice. What follows is a description of a
number of youth apprenticeship programs
that are currently in place.

The German Model. This model is the one
that has provided the impetus for
considering youth apprenticeship in the
United States. The contrast between the
attention Germany pays to its non-college-
bound youth and the absence of attention
in the United States (as described in The
Forgotten Half) has not escaped the attention
of policr makers. Many attribute the
industria success of Germany to the quality
training provided to all its workers,
especially those who do not pursue formal
education beyond high school (Kaufman
1993).

Because of its high degree of
segmentation, the German education
system is often referred to as the "dual
system." As described in School Works by
Nothdurft (1989,p. 31),

"Primary school [in Germany]
begins at age 7 and ends at age 10,
at which time school officials, using
students' average grades and
teachers' recommendations, send
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children on to one of two ...kinds of
secondary school. Most go on to the
main secondary school
(Hauptschule) which prepares
young people for trade
apprentices nips. A smaller number
go on to grammar school
(Gymnasium) and pursue a classical
education, generally leading to
university."

Although the system appears quite
rigid, the placement of students into the
main secondary school at age 10 may not
be final. In addition to the possibility of an
immediate appeal by the parents, students
have an opportunity to transfer to the
Gymnasium at age 12 and again at age 16
or 17, upon passing a sort of entrance exam.
Students attending the Gymnasium
complete their secondary education at age
19 and Jroceed onto the university
(provide the entrance exam is passed).
Students attending the main secondary
school complete their education by the age
of 15 or 16, then pursue an apprenticeship
in a specific occupation.

The apprenticeship is described by
Nothdurft (1989, p. 33):

''For most trades, the apprenticeship
[in Germany] last three years,
during which time the apprentice
spends an average of four days each
week on the job working under the
guidance of a Master or an
approved instructor, and one day a
week at a local state-run vocational
school (Berufschule) specializing in
that trade. The job of the vocational
school is to ensure uniform and
consistent theoretical training and to
compensate for differences in
learning experiences from one
company to another."

Upon completion of the apprenticeship and
with the passing of both a written and a
practical national exam, the apprentice
becomes a journeyman, with credentials
recognized throughout Germany. After
working at least three more years and after

taking additional courses in law,
management, and technology, the
journeyman make take an exam to become
a master. One must have attained the level
of master to be allowed to open a business
in Germany (Nothdurft 1989).

The primary resis tance to an
apprenticeship system like that found in
Germany is tfie app'arent inflexibility and
the "tracking" of children into lifetime roles
at an early age. Despite the built-in bridges
between the Hauptschule and the
Gymnasium tracks, it IS commonly believed
that such early tracking will be
unacceptable to students and parents here
in the United States (Nothdurf11989, p. 43;
Osterman 1992,/. 33). In addition, the
frequently toute success of the German
apprenticeship program in eliminating
youth unemployment may not be well-
founded. There is some evidence tha t,
"while teenage German unemployment is
low, some of it is simply deferred to later
years," (Osterman 1992, p. 6). q An
additional problem with adapting the
German apprenticeship program IS a lack in
the United States of the institutional
structure that ensures the cooperation and
participation of employers (U'.S.
Department of Education 1991). "In the
absence of institutions to promote their
collective self-interest in a well-trained
workforce, most individual employers try
to minimize their own investment in
training and rely on schools or other firms
to train their new employees," (p. 11).

In spite of these criticisms, there are two
useful elements of the German youth
apprenticeship program. First, the main
component of the German system that is
often overlooked is the intimacy between
education and the workplace. Education
does not end with the completion of
secondary school, but is an integral part of
the whole labor market in Germany.
Historically, the education system in the
United States is completely separated from
the workplace, with little coordination
between the two (GAO 1990).
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Second, one reason employers are
reluctant to hire high school graduates is
the uncertainty of and inconsistency in
what a high school diploma represents. Not
only does a diploma from Grady High
School in Atlanta mean something different
than a diploma from Sweet Home High
School in Sweet Home, Oregon, students
within the same metropolitan area, but in
different school districts, are held to
different standards and face different sets
of curriculum requirements. It is costly for
employers to screen applicants regarding
their potential productivity with the firm,
and therefore not surprising that they do
not place much value on a diploma that
brings with it so much uncertainty. The
reliability and consistency of the credentials
German you th receive from the
apprenticeship program are at the core of
its success; firms are hiring a known
commodity. Nothdurft (1989) recognizes
that "a universally recognized, noncollege
credential-building system would provide
the kind of assurance employers seek and
customers demand," (p. 41). He also
recognizes that an essential part of this
credential-building system includes basic
levels of competence in reading,
calculating, and problem solving. The
importance of recognized skill standards is
also highlighted in the GAO (1990)
publication, "Training Strategies: Preparing
Noncollege Youth for Employment in the
U.s. and Foreign Countries."

ProTech-Health Care (Beeton)." ProTech is
a youth apprenticeship program, funded by
a demonstration grant from the U.S.
Department of Labor, that combines school
ana work-based classroom learning with
work experience to prepare students for
occupations in the health care (and more
recently financial services) industries.
ProTech students spend their junior and
senior years of high school and at least two
years in a community college learning and
developing basic, technical, and work-
readiness skills.

Students from three Boston high schools
participate in ProTech-Health Care.]] The
students attend introductory health care
courses and participate in clinical rotations
at one of seven participating hospitals. The

hospital-based curriculum and the clinical
rotations give students an opportunity to
explore the wide range of occupations and
refated educational and skill requirements
within the health care industry. Their high
school courses in science and English are
modified by their teachers to reinforce the
information they are receiving through the
hospital curriculum. Hospital staff serve as
mentors for ProTech students, J?roviding
them with role models and assistance in
learning and understanding the work
culture of a hospital environment. Finally,
students practice work-readiness skills at
part-time raid jobs at the hospitals during
the schoo year and full-time jobs during
the summer.

Although ProTech looks quite different
from the German youth apprenticeship
model described above, the two programs
have in common the elements identified
above in the introduction to apprenticeship
programs. The attractive feature of ProTech
15 th a t is makes use of the existing
institutional structure and thus is quite
feasible in its implementation. Unlike the
German system, ProTech takes advantage
of community and vocational institutions to
provide the educational component of the
program that is required beyond high
school (in Germany, the businesses set up
their own educational training labs). It IS
this reliance on post-secondary educational
institutions that places ProTech in the mold
of what is known as the 2+2 model, where
the two last years of high school are
connected with two years of post-secondary
education (the 2+2 model is discussed in
more detail in section IVC.3 of this report).
ProTech goes one step beyond the 2+2
model, however, by providing the
participants with much needed workplace
exposure. ProTech also takes a step beyond
the Compact (described below) idea from
with ProTech originated. Unlike the
Compact, through which business dictates
its skill needs, ProTech places part of the
training responsibility on the employer.

Although the program is too new to
know what sort of post-program
employment success to expect, of the
original participants (which numbered
about 60) still with the program (about 30)
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100 percent have been accepted to and are
attending post-secondary schools to
complete their training. There are two
elements identified by Lois Ann Porter,
ProTech Project Director, as essential to the
success of the program. The first is the
inclusion of the employer in designing the
program and selecting the participants. The
second is the presence at each school of the
program coordinator who spends the
morning at school with the participants,
and the afternoon at the work sites. Ms.
Porter also sees a continued need for the
presence of a third, coordinating party who
IS not independent of the school and the
employers.

Praises for the ProTech program are not
hard to come by. DeParle (1992) relates
anecdotes that illustrate the self-confidence
the program instills in its participants, and
how the program successfully motivates
participants to improve their performance
111 school-they must maintain a minimum
GPA to remain in the program. Livingston
(1993) highlights the new vitality ProTech
brings to the participating high schools; a
little success does amazing things for
morale. Other examples of the positive
attention ProTech has received can be found
in Glass (1993), Doten (1992), Trumbull
(1992),and Benning (1993).

The program is expensive. The Boston
PIC has received $1,220,000 in federal
grants for its first three years of operation,
and an additional $250,000for the program
to expand into the financial industry
(Dunlap 1993). In 1990, the GAO reported,

"The foreign countries tend to
invest proportionately more than
does the United States 111noncollege
education and training. The United
States invests heavily In college
education but does not do equally
well by its young people who need
immediate empfoyment. From the
customary end of compulsory
education at age 16 through age 24,
less than half as much is invested in
education and training for each
noncollege youth as for each college
youth." (p. 3)

The California Partnership Academies. The
California Partnership Academy is
essentially a "school within a school,"
where participants participate in academy
activities part of the time and participate 111
regular school activities with the rest of the
student body for part of the time. Students
enter the Academy during the Fall of their
sophomore year in high school. Eligibility
for participation in the Academy is
restncted to students with low grade-point
averages, insufficient credits, poor
attendance, and a lack of interest in the
regular academic program. Participation in
the program is voluntary and students are
selected on the basis of personal need and
interest and on demonstrated support from
the family.

Academy students are grouped together
during the morning and attend regular
elective or required courses with the rest of
the school's student body during the
remainder of the day. In addition to core
academic courses, the program consists of
a vocational! technical "laboratory" course
and, "a rich variety of motivational
activities," such as parental support,
developed reward structure, field trips, and
constant monitoring with feedback to
students. The Academy is designed around
an occupational area or specialty and the
students learn all Academy-related subjects
from one teacher, allowing for integra tion
of subjects.

The business community plays an
important role in the education of Academy
students. Each Academy student is
assigned a mentor in his or her junior year.
The mentors spend a minimum of two
hours per month with their students.
Beginning in the summer after their junior
year, participants receive their first labor
market exposure through participating
employers. They receive close supervision
on the job and are rated on their job
performance at the end of the summer.
During the senior year, participants
continue with their academic studies and
begin to prepare for either college or work.
In addition, some may work part-time at
the participating employers' place of
business.
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Unlike the Boston ProTech-Health
apprenticeship program, the California
Academies begins and ends in high school.
There is no coordinated connection between
the high school and post-secondary
ed uca tion. However, 64 percent of
Academy graduates have continued their
education at community colleges, according
to a recent survey. In addition, 94 percent
of the graduates were working, going to
school, or doing both." Dayton, et al.
(1992)also report the results from a modest
cost-benefit evaluation of the ~rogram: they
estimate the three year cost (divided among
state, district and business) to be $1.2
million compared with an estimated benefit
(of increased lifetime earnings resulting
from the rarticipants not dropping out of
school) 0 $2.5 million.

Middle Georgia Aerospace Youth
Apprenticeship Program (MGAYAP). A
program very similar to the Boston
ProTech-Health Care apprenticeship
program began in Georgia during the 1992-
1993 academic year. Like ProTech-Health
Care, the MGAYAPwas born out of a need
of a specific industry (the aerospace
industry) for well-trained entry-revel
workers. MGAYAP was funded by a U.s.
Department of Labor Demonstration grant.

Participants begin the apprenticeship
program their junior year of high school
with full-time school attendance, part-time
employment during the academic year at
one of the participating aerospace
companies, and full-time employment
during the summer months. Participants
attend high school part-time during their
senior year and receive work-based
instruction at a technical institute's aircraft
assembly laboratory. In the third program
year (post-secondary), apprentices take
both practical and academic instruction at
a technical institute, moving to full-time
work-based learning at an employer work
site. MGAYAPdiffers from Pro'Iech-Health
in its time to completion (three instead of
four years), and in the unique guarantee
offered by the technical institutes involved
in the partnership. The institutes agree to
retrain any employee, at no cost to the

employee or employer, if the graduated
employee is deficient in one or more of the
industry-dictated competency areas.

The two programs appear to have more
in common, however, than in how they
differ.However, according to Angie Wilson,
the MGAYAP project coordinator, the
similari ties th at they share are
coincidental-MGAYAP was not patterned
after the Boston program. Like ProTech-
Health, MGAYAP makes use of existing
institutional structure: the tech-prep
vocational program was already in place at
the participating schools for the high school
component of the program, and existing
technical institutions are utilized for the
post secondary component of the program.
In addition, the elements identified by the
director of ProTech as essential to the
success of a program have been integrated
into MGAYAP: 1) involvement of the
employer in selection of apprentices, 2)
certification based on industry-validated
competency criteria, and 3) rotation of
apprenticeships through various functional
areas at the work site.

4) The Boston Compact

The Boston Compact is a formal
agreement between the business
community and the school system by which
the business community guarantees jobs for
students who meet a certain set of criteria
established by the business community, and
the school system agrees to be accountable
for the students they graduate. In addition,
the Compact cans for, "parental
involvement in education and training
programs, ...a follow-up program that
assists students for up to four years after
graduation, [a reduction in] the dropout
rate by 50 percent and increasing the
number of alternative education program
for dropouts," (Fraser and Charner 1993).
Unlike the typical youth apprenticeship
program, which relies on busmesses to do
most of the training, the Compact places the
training responsibility on the school system.
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Nine hundred Boston firms participated
in a summer jobs program, hiring 3,316
students, and 1,000 students were hired on
a permanent basis by an additional 583
companies. A follow-up survey of the
graduating class of 1988 shows that 66
percent of whites, 58 percent of African-
Americans, and 71 percent of Hispanics
were employed; these numbers are
considerably higher than the national
average (Fraser and Charner 1993).

Although difficult to categorize, the
Compact solidifies the link between school
and the workplace and does answer the call
for credential-building suggested by the
German apprenticeship system. The
business community determines the skills
it needs from its workers, and to be able to
count on the presence of those skills, the
business is willing to guarantee
employment. The willingness of business to
make this sort of guarantee illustrates the
value firms place on the ability of workers
to meet their productivity expectations. The
ultimate outcome, jobs for non-college
bound high school graduates, is, after all,
the goal.

Motivated by the success of the Boston
Compact, The National Alliance of Business
(NAB) launched the Compact Project in
1986 in, "a nationwide attempt to foster
local solutions to the poor academic
performance and job prospects of youth at
risk of dropping out of school," (The
Compact Project 1991, p. iii). Several of
these compacts also contain a guarantee of
jobs and scholarships to participating
students who meet certain criteria or
standards. One of the most successful
compacts is The Louisville Education and
Employment Partnership. In this compact,
schools agree to help students improve
attendance and academic performance, and
employers agreed to provide part-time and
summer jobs for those still in school, and
permanent jobs for those graduating. Other
programs that involve a jobs guarantee that
are considered at least moderately
successful are The Detroit Compact, The
Pittsburgh Promise, and The Providence
Compact. While there are adopt-a-school
programs in the Atlanta area, the programs
are generally designed for other purposes,

e.g., for businesses to provide various
resources to the school.

B. Problem: Inadequate lob Counseling

There are two parts to providing
adequate job or career counseling. First,
graduates must have access to information
regarding the different types of jobs/ careers
available, the necessary preparation and
availability. Second, graduates must be
trained in job acquiring and job holding
skills. Both of these skills are equally
important, since good employment skills
are useless unless one has access to jobs,
and information about job availability is
useless unless one knows how to get hired
and to keep that job.

1) Learning About lobs and Careers

Having access to career information
early in one's high school career is
particularly important for the non-college-
bound youth. College-bound youth have
four extra years to figure out what they
want to do about primary employment, but
non-college-bound youth are in a position
to make that decision during high school."

The success that a variety of European
countries enjoy regarding employment of
its youth comes from special attention paid
to the practicalities of the labor market and
to the mdividual attention and information
required for students to make career
choices. Sweden, for example, is very
counselor oriented: "The Swedes have
enormous faith in individuals and in their
ability to make the right choices for
themselves, given good information and
flexible programs. Despite their socialist
image, their programs are highly
individualized." (Nothdurft 1989, p. 27).

The Boston and Louisville Compacts. An
essential part of the success of the Boston
and Louisville Compacts is the presence of
Career Specialists in the schools. Each
participant in the program receives
specialized attention that allows the student
to learn about various careers and then how
to access information about the job market.
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High School Placement Officer. In addition
to information on different careers, it is also
important to be aware of job openings. A
stud y commissioned by the State of
Louisiana Department of Educa tion
advocates the presence of a job placement
officer in every high school (Roberts 1992).
The plan is for the placement officerto have
a working relationship with personnel
offices of local employers and to actively
pursue permanent employment for the
school's non-college-bound youth. The
study suggests that job applications be
available in the counselor's office (just as
college applications currently are), and that
the placement officer know about job
openings and be able to arrange interviews
for the students.

Clearly, if employers still regard high
school graduates as unemployable, in
general, then this placement effort will fail.
Consequently, placement officers should be
used in conjunction with other programs
that instill confidence in employers that
non-college-bound graduates are of hiring
quality.

New York City Job and Career Center. Some
authors have argued that job counseling
centers should not be located in schools.
The centers should be accessible to youth
who have dropped out of high school and,
"for those who are reluctant to show their
interest during school hours," (The Forgotten
Half, p. 53). The New York City Job and
Career Center serves the entire New York
City public and private school population.
The Center makes use of counselors from
the Department of Labor. Students usually
obtain their initial exposure to the Center
through class field trips. Career
information, as well as videotaped
simulated interviews are available.

While career centers that are not part of
the school system may be more accessible
to drop-outs and the general public, the
student still in school misses out on
coordinated academic and career
counseling. Whereas city-wide career
centers may be best suited to provide
general job availability information, there
would still likely be a call for individual
career counseling within the school, as well.

Atlanta Center for Employment and
Training. The Private Industry Council (PIC)
of Atlanta and the City of Atlanta are
developing the new Atlanta Center for
Employment and Training (ACET), to be
housed at the City-owned 818 Washington
Street Building. The PIC received a Job
Training 2000 demonstration grant
($200,000) from the U.S. Department of
Labor in the Fall of 1992 to create a "skills
center"-a centralized facility which will
offer" one-stop shopping' to Atlanta
residents in search of vocational training
and/ or employment. Specific services to be
offered include assessment; career
counseling; case management; information
on local occupations, education programs,
and vocation training programs;
empl?yability development~ referr~l~ to
trammg and support service: trairung
vouchers; job readiness sessions; job search
assistance; on-site childcare; on-site
remedial education; and on-site vocational
training.

In order to provide these services at one
location, ACET will bring together the staff
and services of the following organizations:

• Private Industry Council of Atlanta,
Inc.;

• City of Atlanta (Employment
Readiness Center, First Source Jobs
Program, Project LEAP Forward);

• Georgia Department of Labor;

• Georgia Department of Human
Resources/Division of Rehabilitation
Services;

• Fulton County Department of
Family and Children Services;

• Metropolitan Atlanta OIC;

• Fulton Atlanta Community Action
Authority.

City officials hope to capitalize on the
success of the First Source Jobs Program,
which has placed an average of 100persons
per year since it origination in 1989, by
combining a successful job placement
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service with employment readiness training
and other services designed to facilitate the
job search process (such as drop-in, on-site
childcare).The services will be restricted to
city of Atlanta residents and are expected
to be of the most use to high school
graduates who have some work experience.

2) TobAcquiring and TobHolding Skills

In addition to being able to access
information about available jobs, it is
important to know how to successfully
apply for and then hold onto the job.
Successfully holding onto a job involves a
minimum of "employment" skills.
Employment skills include knowing of
appropriate workplace appearance and
etiquette, exhibiting good interpersonal
relations, and realizing the importance of
regular attendance and punctuality. In
addition, something as simple as
proofreading a resume could mean the
difference in obtaining a job: "Fully 80% of
100large-companyexecutivessurveyed...said
they decided against interviewing job seekers
because of poor grammar, spelling or
punctuation in a resume," (WSJ,1992).

MAPIC's Youth Competency Program. The
Metropolitan Atlanta Private Industry
Council (MAPIC) Youth Competency
system offers instruction in pre-
employment/work maturity skills, basic
skills and job specific skills. The goal is to
improve the long-term employability of
youth, enhance the educational,
occupational, and citizenship skills of
youth, encourage school completion or
enrollment in alternative school programs,
increase the employment and earning of
youth, reduce welfare dependency, and
assist youth in addressing problems that
impair the ability of youth to make
successful transitions from school to work,
apprenticeship, the military or post-
secondary education and training.'!

Participants are awarded a Certificate of
Employment Competency upon completion
of two of the three skills areas. The Pre-
employment/Work Maturity program
requires a minimum of 12 weeks and 60

hours of training. Training in this area
includes the following topics:

• Making career decisions;

• Using labor market information;

• Preparing resumes;

• Filling out applications;

• Interviewing;

• Being consistently punctual;

• Maintaining regular attendance;

• Demonstrating positive attitudes/
behaviors;

• Presenting appropriate appearance;

• Exhibiting good interpersonal
relations;

• Completing tasks effectively.

Because of the restrictions placed on
MAPICby the Job Training Partnership Act,
50 rercent of the total youth enrollments
wil be out-of-school (drop-outs), between
the ages of 16 and 21, and economically
disadvantaged. Consequently, although this
group of youth are usually the most
deficient in the above listed areas,
employers typically generalize these
deficiencies to all high school graduates,
making them unwilling to consider them
for jobs. Consequently, one might want to
consider all high school graduates eligible
for this type of pre-employment/maturity
training.

Jobs for Georgia GraduatesP The Georgia
Department of Labor manages a school to
work transition program called Jobs for
Georgia Graduates (JGG). The JGG
program assists high school students in
making a smooth transition from school to
the world of work. The rrogram is a state
affiliate of the nationa model, Jobs for
America's Graduates.
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During each school year, approximately
45 seniors are selected to participate in each
of the eleven program sites which are
located in high schools throughout Georgia.
Job Specialists are located on-site and work
directly with the students during the 18-
month program. Specific areas of assistance
include career advisement, employability
skills instruction, job development,
placement and follow-up services.

The principal criterion for student
participation is the student's desire to enter
the workforce immediately upon
graduation. Other criteria include being
behind in grade level, a high number of
absences, and difficulty in passing
academic courses. Once students are
identified, they work in various activities
that provide career preparation, leadership
development, and civic and social
awareness. Also during the school year the
students are introduced to thirty "Career
Employment Competencies," such as
Career Development, Job Attainment, Job
Survival, and Leadership and Self-
Development.

The program includes a 9-month
follow-up period after graduation. Each
participant IS contacted monthly by the Job
Specialist to ensure that the graduate is still
employed and following the career path the
he or she developed with the Job Specialis t
during the school year.

Other Education. S.5%

Figure 2. Distribution of outcomes for the 1992 class
of Jobs for Georgia Graduates.

Approximately 2,103 students were
served between 1987-92. For 1992, 87
percent of the students achieved positive
program outcomes (compared with a
national average of 80 percent) at a cost of
$1,228 per student served. A participant is
considered to have attained a positive
outcome if, at the time of the 9-month
follow-up survey, he or she is full-time or
part-time employed, in some combined
school and work program, in the military,
or in post-secondary training. The
distribution of positive outcomes is
illustrated in Figure 2.

Employability Skills Portfolio. In
recogmzing that obtaining a job necessitates
that a worker be able to demonstrate what
he or she is capable of, the state of Michigan
has developed a program that educates
students how to "discover, document, and
develop their employability skills,"
(Stemmer, et al., 1992, P: 32). Each student
builds an Employability Skills Portfolio
(ESP), which contains evidence of the
student's attainment of essential
employability skills in academics, personal
management, and teamwork. Most schools
relied primarily on teachers to help
students learn what materials were
appropriate for their ESP.And, while some
districts were successful in involving
parents (through the provision of
motivation to their children) and employers
(through evaluation and validation of
actual ESPs), many districts want to
improve this type of involvement.

The goal of the ESP program is two-
fold. In addition to the student generating
a record of his or her capabilities and
achievements, through the process students
learn to recognize what skills and behavior
are important for success in the workplace,
and are motivated to develop these skills.
"The basic premise of the profile is that
learning is a lifelong process," (Stemmer, et
al., 1992, p. 32), and the maintenance of a
skills portfolio is a useful activity beyond
high school and even college.

One additional advantage to the
development of ESPs and the validation
process employees are involved in, is that
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employers inadvertently learn more about
the capabilities of the high school
graduates.

C. Problem: Availability of General
Diploma

Within the local education community,
especially the Southern Regional Education
Board and the Southern Consortium of
Secondary Schools,there is much talk about
abolishing the general diploma. It is
believed that deleting the general diploma,
breaking down the current power structure,
and allowing schools to be more
autonomous will allow schools to increase
the minimum educational standards of all
students. This produces an interesting
conflict in that some programs such as the
apprenticeshipjrogram call for collective
cooperation an standardized criteria. The
state of Georgia has moved to eliminate the
general diploma, but have not followed the
action with any changes in curriculum.
Nationwide, there is an array of legislation
granting autonomy or gaining centralized
control with as many different types of
policies and directives. For example, the
state of Georgia has mandated mmimum
criteria for each type of diploma awarded
(vocational and college prep), however
different schools may require a higher level
math for graduation. Variances can be seen
in not only standards for graduation but in
innovations for vocational and academic
education as well.

1) Redefining the Program of Study

Different types of diplomas associate
students with different outcomes for their
educational experience in high school.
Educators are taking a look at these
outcomes and creating programs that
change the current curriculum to
encompass changing expectations. There
are several types of programs that require
altered subject content or, additional
courses of study, or that focus in a
particular area. A common variable in the
programs discussed in this section is that
the student must improve the quality and
intensity of his/her educational experience.

Require tech prep or college diploma. The
Manpower Development Commission
recommends replacing the general
education with technical education for high
schoolers who do not attend college (Greer,
1992). Fairdale High School in Kentucky
ended the general track by blending the
practices of High Schools that Work with
the Coalition of Essential Schools design.
The main objectives are to establish an
intellectual focus, maintain common goals
for all students, and assure shared
leadership. Beginning in the fall of 1992,all
students were required to complete either
a tech prep or college prep program of
study. Program leaders report that students
are more positive about school and show
more motivation in participating in tasks
and topics that have a visible connection to
the workplace and further learning.
Teachers, counselors and administrators
increasingly seek training in instructional
techniques that will enable them to help
students master more complex content. In
addition, more students are taking higher
level mathematics and science in their
senior year.

Elimination of General Diploma: Upgraded
Program of Study. Ronald D. Hoyman,
Supervisor of career and technology
education at St. Mary's County Public
Schools, has lead a campaign to end the
general track and to require all students to
complete an upgraded program of study.
Some technical courses are required of all
students. By eliminating the general track,
it was possible to implement a more
rigorous course content in all academic
areas, including applied courses. The
program requires tech prep students to
complete a major in one of four clusters:
applied business/ management technology,
applied engineering, mechanical
technology, or health and human services
technology. Enrollment in vocational
programs has increased by 250 students,
and discipline problems have declined.
Parents support the focused and upgraded
program of study.

Non-elimination of General Diploma:
Upgraded Program of Study. Pebblebrook
High School in Mableton, Georgia, has
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eliminated general mathematics courses
and replaced them with 12 sections of
algebra or applied mathematics. The
program operates on the belief that career
bound students can perform at a higher
level, especially in a course in which
teachers use applied instructional
strategies. Parents supported the move after
administrators wrote to request the
upgrade, grades improved, and the
students' attitudes were more positive. The
program provides staff development to
train teachers in the upgraded material and
new pedagogy.

Non- Tracked Lab Based Science Program.
Norman Public Schools in Oklahoma has
created a non-tracked, lab based science
program in which students pursuing
college prep and students pursuing
vocationa1 studies attend the same classes.
Instruction focuses on teamwork among
students, other cooperative learning
techniques and hands on application.

Magnet Career Academies. Occupational
high schools and magnet schools are much
like an expanded academy model except
that the focus incorporates the entire school
rather than just a subset of it. Louisville
Kentucky (in Jefferson County) is a stellar
example of occupational high schools."
The fourteen magnet career academies of
Jefferson county are four-year, technical
magnet Erograms that require focus on one
of several career/ technical programs within
a particular cluster of careers. The career
clusters range from electronics to
horticulture to tourism.

Each academy has most or all of the
following components:

• An advisory committee made up of
industry representatives from both
small and large employers;

• Linkages with post-secondary
institutions offering more advanced
education in the academy's areas of
specializa tion;

• A technology education laboratory
for career exploration;

• A comprehensive career assessment
program to include the career
passport and transition services;

• A demonstration of proficiency
program for seniors;

• A student service center desi~ed to
assist students with career guidance,
academic upgrade, and skill
enhancement;

• Facilities for a child care learning
center and intergenerationa1
education program.

The :program attracts students by
advertising specific occupational areas.

This concept can also utilized by an
entire high school, called a magnet school.
In Georgia, Chatham County school system
has established a retail magnet school
housed in a retail mall. The facility was
donated by industry and other facilities are
preparing to open. The California
Partnership academy (highlighted in
Section IV.Aof this report) is an alternative
example that strongly emphasizes work
experience.

2) Changes and Integration of
Instructional Methods

Vocational education has long been
viewed as a separate entity from academic
courses. This is evident in Georgia by the
presence of the distinct vocational, college,
and general diplomas. The college diploma
is academic and does not require vocational
courses although students may choose to
elect one or more. Realizing that all
students will someday work and need a
variety of skills and knowledge, some
educators are calling for an integrated
curriculum: "vocational education is for all
students, not just an alternative to academic
studies for the less academically oriented,"
(quoted in The Forgotten Half, 1988, p. 50).
The programs discussed in this section are
largely" Active Learning" and require
critical thinking. Luckey (1993) identifies
critical thinking as not only a part of these
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programs but the foundation for integrating
academic and vocational education. She
continues that one must think critically so
that written and oral communication skills,
as well as interpersonal skills, will not
suffer. The integration of vocational and
academic education can be implemented
using several formats.

Academic Integration. Teachers can
enhance the vocational relevance of
academic curriculum by integrating
vocational concepts within academic
curriculum. These classes may be used as
substitutes for traditional academic subjects
or as complements to them with particular
vocational relevance. As substitutes for
traditional academic classes, the new
courses receive equivalent academic credit
toward graduation requirements.

Vocational and Academic Integration. In
this method, curriculum in both vocational
and academic courses are modified and
aligned. This model is one effective way of
transforming secondary education to
benefit all students, teachers, parents and
employers. The student's high school
experience becomes cohesive and fully
integrated across the entire vocational and
academic curriculum. In vocational
classrooms, teachers include more academic
rigor and content. For example, in Cobb
County, Georgia, students used to learn
merely how to put asphalt shingles on
roofs. Cobb vocational supervisor Jack
Riner said now they also learn to calculate
how many shingles are needed to cover a
given roof- a more challenging task
requiring math skills. In academic
classrooms, teachers frequently and
consistently use job based vocational
pedagogy and utilize hands-on practice
and, real life aJ?plications of content.
Teachers stress skills and an understanding
of the occupational relevance of academic
competencies.

Applied studies. During a lecture at the
South East Regional Education Board's
Annual Conference (1993),Willard Daggett
of the International Center for Leadership
in Education noted that applied studies
play a very different role In this country
compared with its role in many of our

competing international partners. For
example, other .countries integrate applied
studies throughout the curriculum, and
reserve pure theory-based courses for those
who need remediation. The educational
system in this country, however,
traditionally bases its curriculum in theory
and remits those who need remediation to
the applied courses.

Applied studies introduces concepts
from real world situations focusing on
practical arplication and problem solving.
Traditiona theory courses are used as the
foundation for the more challenging
afplied courses. The Georgia Department
o Education states that students master key
concepts by transferring them to work
situations, becoming competitive in the the
job market.

Students need a meaningful relationship
between their schooling experiences and
the knowledge and skills they need to meet
the challenges of real life (Parnell, 1990).
Unfortunately, vocational education was
born in Amenca with a fundamental defect
called prestige deficiency. The image that
vocational education uses only hands and
not minds is changing. According to the
Program for Improvement and Innovation,
Georgia Department of Education, making
the learning of academic concepts relevant
to real worId situations is the basic concept
of an Applied Curriculum approach. The
GeorgiaDepartment of Education has listed
the following characteristics of an Applied
Curriculum:

• Applied courses are not remedial
and do not take the place of
traditional courses.

• Whenever yossible, motivation for
learning 0 new concepts comes
from real world settings/situations.

• The transfer of learning to various
applications through laboratory
problem solving and higher order
thinking skill activities.

• The method is applicable to a wide
variety of students.
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• Success is measured in a variety of
ways.

• The method provides interactive
learning through small cooperative
group activities.

• Students experience success in
solving problems that a worker
confronts on a daily basis.

• The method provides expanded
opportunities for peer teaching.

• The method transforms academic
skills into a learning experience that
is exciting.

Georgia Tech accepts Principles of
Technology, an applied course, in
substitution for a physics course for
admittance and the Board of Regents has
recently decided to accept other applied
courses for state colleges.

Performance Based Assessment.
Performance based testin~ has the potential
to support a richer curnculum and more
accurately assess the skills of students.
Students can be assessed through four main
activities: (1) Station activities in which
students proceed through a series of
discrete tasks; (2)Domain projects in which
students conduct a set of exercisesdesigned
to explore an idea, concept, or practice
central to a particular academic or artistic
domain; (3) Portfolios which consist of
several projects completed in a sequence;
(4)Videotaping to assess understanding of
concepts by taping interviews. This method
can be useful to potential employers
because it has ecological validity, that is,
students perform as they must on the job.
Some drawbacks of this type of assessment
are that it is more expensive than
conventional testing and usually requires
adjustments to teaching methods.

3) Coordinated and Collaborating
Currently in Georgia the following Programs

applied courses are being taught:

• Principles of technology in 71
schools;

Applied mathematics in 125schools;

• Applied communication in 89
schools;

•

• Applied biology/chemistry in 13
schools.

Technology Education Program." The high
school technology education program
provides students with technological
literacy as a part of their fundamental
education. Students rotate through
technological subjects and gain a basic
understanding. The program includes
major facilities changes to meet the needs
of the educational process. Funds are
needed for instructional equipment,
instructional materials and supplies, and
staff development. Expenditures are mainly
for a facility that is a minimum of 3600
square feet and hiring teachers with a
minimum of T-4certificate in industrial arts
of technology education.

Utilizing the expertise of teachers,
courses, and schools by collaborating
efforts in educating students can prove
effective.Collaboration can range from two
teachers coordinating a lesson plan to a
high school structuring its program to ease
matriculation in a technical, post secondary
institution. Several programs are in use.

Team Teaching. Vocational and academic
teachers can bridge the gap between
vocational and academic lessons by
collaborating to plan and implement an
integrated curricu1um. Most team teaching
programs are initiated in vocational classes.
Thus, students in the academic programs
who do not go to college miss out on this
teaching sty1e. A typical team teaching
project can be organized as follows:"

Phase I: Science, math and English
(Basic design and mathematical
manipulation)

Phase II: Drafting, carpentry, welding,
electronics and science (Blueprint and
build)
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Phase III: Science, physics, and
principles of technology (analyze
scientific concepts)

Phase IV: Marketing and science
(Advertise to sell)

school-community college curriculum. The
Cherokee County school system
successfully utilizes a tech prep program of
study with North Metro Technical Institute
and Pickens Technical Institute.

Briefly,the six other major forms of this
Phase V: Science and amusement model are:
industry (performance trip)

The program fosters critical thinking
and problem solving skills and improves
communication skills. Students recognize
the connection between industry and
education.

Articulation models. Several models
utilize curriculum linkages between high
school vocational programs and two year
technical programs." Such linkages may
entail approaches as direct as granting
college credit for mastery of specific
vocational skills, to more complex
concurrent enrollment for dual nigh
school/ college credit, to truly intricate and
comprehensive curriculum collaboration.
These efforts are mostly referred to as 1/2 +
2.1/20 All aim to prepare students for a
vocational/technical career and to reduce
the replication of training across
educational levels. This program is well
received and used extensively across the
country.

One popular adaptation is Tech Prep, a
rigorous course with high standards that
emphasizes applied academics, critical
thinking, and problem solving. The
program is activity based, using real world
examples. Courses include applied
mathematics, applied communication,
applied biology/chemistry, and principles
of technology (applied physics). The
programjaralleis the college preparatory
track an prepares students for entrance
into technical institutions where associate
degrees are awarded for those preparing
for high tech careers.

Beginning with the junior year of high
school, students can elect the tech prep
program and continue for four years in a
structured and closely coordinated high

Advanced Placement: Timeshortened in
college because credit is given in high
school.

2+2+2 Model: Students move through
established link between high school,
technical college, and four year
university.

Ad vanced Skills Model: Produces
master technicians and requires
rewriting of high school and technical
school curriculum.

Core Curriculum Model: Utilizes
applied courses, basic technology
literacy, and marketable work skills.

Concurrent Enrollment Model:
Specifically for vocational students to
gain college and high school credit.

Non-curricular Coordination: Extensive
cooperation/ collaboration between
faculty members of secondary and
college programs.

Senior Projects. Senior Projects,which are
self-directed activities that require
exploration and problem solving skills, can
be an important step in the student's career
path selection. They replace electives and
require the application of academic and
vocational skills, utilizing knowledge
gained throughout the high school
experience. Since the projects rely on
independent work capacities, such as
research and experimentation techniques
and written and oral presentation skills, the
school must reshape the curriculum to give
students adequate preparation. The projects
can be evaluated by vocational and
academic teachers as well as representatives
from the business community.
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Diploma Guarantee. The Plymouth-
Carver SchoolDistrict (Massachusetts)arms
their graduating seniors with a guarantee
when heading to the job market.
Competencies are outlined with the
involvement of industry, and if a student is
deemed deficient in a particular
competency area, the school will re-train
the student. District superintendent,
Bernard Sidman says he hopes the
guarantee will inspire younger students to
work harder (Mouat, 1989).

4) Restructuring the School

The programs illustrated in this report
consist of programs that can be
implemented within the existing
educational structure. Some programs do
require more flexibility of the structure
(e.g., academies) and some require more
time and resources (e.g., technology
education) to implement than others. Some
of the initiatives identified in the field,
however, require a restructuring of the
system because of a more complex

integration of human and fiscal resources.
One of those initiatives is highlighted in
this section.

Occupational Clusters. Occupational
clusters, career paths, and occupational
majors is a model that can facilitate the
extensive inte~ration of vocational and
academic subjects in many ways. The
structure reduces conventional boundaries
between vocational and academic teachers
and greatly improves collaboration and
alignment efforts. It facilitates an extensive
integration of vocational and academic
subjects in traditional academics;
vocational departments are eliminated and
replaced by occupational departments, each
WIth a similar structure of the academy.
Each department is assigned vocational,
English, math, science, and social studies
teachers. It is achieved through a matrix
structure in which occupational paths cut
across departments. Students select a path
that determines a particular matrix of
courses upon entering school.
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CHAPTER FIVE

SOLUTIONS RELEVANT FOR INNER-CITY
NON-COLLEGE-BOUND GRADUATES

A. Problem: Poor Role Models

Role models can provide students
~ith .positive re info.rcement and
directionby demonstratingproductive

traits and lending guidance to enhance
students' success in school and in the
workplace. One way that role models can
provide a positive, structured influence on
students is through mentoring.

Mentorship can be described as a
supportive relationship between a young
adult .and a person more senior in age and
expenence, who offers support, guidance,
and concrete assistance as the younger
partner goes through a difficult period,
~nters a new area of experience, takes on an
Important task, or corrects an earlier
problem (Flaxman, 1988).In brief, a mentor
encourages, listens, gives advice, advocates,
acts as a role model, and shares information
and experience (Smick, 1990).

The Louisville Education and
Employment Partnership found that
stu?ents who receive support from mature,
car~ngadults are m?~e likely to accomplish
the~r goals. In ad~Ihon, mentoring can be
an Important tool in the effort to raise self-
esteem, increase academic achievement,
foster good work habits and explore career
options.

Est~blishin~ a ment<;>ringprogram takes
planmng. Smick outlines the following
twelve steps as a guideline for setting up
an individualized program:

• Establish program need;

• Secure school
commitment;

district

• Identify and select program staff;

Refine program goals and
objectives;

•

• Develop activities
procedures;

and

• Identify students in need of
mentors;

• Promote program and recruit
mentors;

• Train mentors and students;

• Manage mentor and student
matching process;

Monitor mentoring process;

Evaluate ongoing and terminated
cases;

•

•

Revise program and recycle
steps.

In his book The Neglected Half, Dale
Parnell (1990) makes several practical
~ecOIru!1endationsfor a mentoring program
mcludmg that students must experience
greater structure and substance, see
coherence in their educational program, see
connectedness between what they do and
the larger world, between educa tion and
the rest of the world, and experience
continuity learning. The Center for
Occupational Research and Development
found that one of the recurring problems in
mentoring programs throughout the last
few years has been that not enough
substantive activities were incorporated
into the process.

•

Parnell (1990)further recommends that
students be offered a larger range of
choices.Mentoring can meet these needs by
providing students with a real-world
human ~ink. This will provide an
opportumty to. see people at work in the
vast and growmg number of occupations
now available in the technical world. Jasso
(198~) comments t~at mentoring can also
provide students with some understanding
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of "office rolitics" and some knowledge of
the other unwritten laws" not available for
study in the classroom. These programs can
contribute to the independence and self-
respect of teachers and students. Mentoring
can help teachers by giving them a window
of state-of-the art practices in industry, and
it can help students by equipping them
with job skills needed in local communities
(Jasso, 1984).

It is suggested that a mentoring
program alone cannot compensate for a
disadvantaged educational background,
family problems, poverty, drug abuse, or a
variant of other difficulties. The Center for
Occupational Research and Development in
Waco, Texas, holds that quality mentoring
is best accomplished through a systems
approach and each participant in the
education process is important (see
Mentoring ..., 1988).For the purposes of this
section, programs devoted solefy mentoring
will be discussed. Other programs
described in this report, however, also
utilize mentors.

1) Mentors in the Home and
Neighborhood Environment

As a society, we realize that the family
provides the child's first educational
environment. Following that, the two
institutions primarily responsible for the
education of children are families and
schools (Eastman, 1988).Eastman's research
demonstrates that students' whose families
have certain attitudes and behaviors
supportive of education are more successful
in school. Itwas also presented in part one
of this report that the home environment
influences students' labor market outcomes
indirectly through performance in school
and directly through social development.

This is not to suggest that mentor
programs are for the purpose of parenting
the students. In the same way that the
programs discussed here require training of
mentors and mentorees, many families also
require training and the development of
specific objectives in order to act as
productive role models. Some schools offer
an initiative that teaches parents subjects

such as basic literacy skills to areas in
which parents may be lacking the ability to
motivate the student."

Active Parenting Series. A community
education program in Butler County,
Alabama, (see program references) offers
classes in the evenings two hours per week
for a six-week session. The series explores
concepts of good parenting and family
decision making, self esteem and
cohesiveness as it stresses the value of home
support for children's learning and school
involvement. Strategies are provided for
converting everyday tasks and activities
into learning experiences. The goal is to
develop family trust in education and the
school and to create a family constituency
that supports student achievement.
Similarly, Project AHEAD (Accelerating
Home Education and Development) is a
parental educational program giving them
assistance in their cfiildren's educational
development. The program recognizes the
role of the parent as one of the most
fundamental and critical factors in
determining the academic achievement of
children.

Help One Student To Succeed Program.
HOSTS (sponsored by HOSTS Corporation,
Vancouver, WA) is a structured mentoring
program specifically for language arts.
HOSTS matches students with volunteer
community mentors as well as peer and
cross-age mentors. The mentor, serving as
a successful role model and providing
individual attention, follows a computer
generated lesson plan. It is structured to
match the student's learning style, and
designed to strengthen the student's
reading, writing, vocabulary development,
study skills, and higher order thmking
skills.

Community organizations. It is
noteworthy here to mention the work of
organizations such as Big Brothers/Big
Sisters and I Have a Dream Foundation;
both work with disadvantaged youth and
utilize mentors extensively. Big Brothers/
Big Sisters has specific mentoring programs
in collaboration with businesses and
corporations and includes the enhancement
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of employability skills. These programs
vary from the model which has the
company employee visit their identified
young person during their lunch hour each
week, to a program which has the student
visit his/her mentor at the workplace to
obtain an understanding of the work
world.

2) Mentors within the School

The school environment and close,
constant contact between students and
teachers provide a convenient institutional
framework within which to develop
mentor relationships. The programs in this
section effectively utilize this resource
through different means. Most of these
programs require more than just a time
commitment from counselors and teachers
for the mentor process to be successful. A
re-occurring theme in the programs is the
development of a long-term relationship,
either a year or for the entire four years of
high school. The organization of students
and mentors varies as identified by the
following programs.

Keeping in Touch With Students. The KIT
program underway at RC. Edwards Junior
High School in South Carolina utilizes
teachers as mentors for students. The
program requires teachers to identify
prospective students using a broad range of
criteria at the beginning of the school year.
The counseling department then assigns
teachers who are responsible for
maintaining weekly contact with targeted
students. This weekly contact enab1es a
trusting, invested, and continuing
relationship to develop. The students have
an opportunity to gain guidance in many
areas mcluding family life, outside interests
such as work and social J?roblems. KIT
teachers work closely With classroom
teachers and keep visits recorded for
program evaluation purposes. The program
obviously requires weekly time allotted
from teachers and hence the number of
students who have appointed mentors is
limited.

Cambridge Ridge and Latin School
Program." Similar to the KITprogram, each
first year student is assigned one teacher

advisor to help with initial orientation to
the school ana one guidance counselor for
the entire four years; stability is a key
concern. The 2200 student school is
organized into houses (smaller, more
manageable groups of students), which
makes continuity of the counselor-student
relationship possible.

Apopka High School Model. Along the
same line, yet more extensive, every teacher
at Apopka High School in Florida serves as
an advisor to 20 to 25 students as a group
for a daily 15 minute period and for a
monthly 50 minute period. The teacher
advises students on career choices and
course selection and provides
encouragement, guidance and assistance in
homework ana attendance. The same
group of students are together with the
same teacher for the full four years. As a
variation, students interested in particular
careers are assigned to a teacher in the
appropriate area.

3) Mentors within the Business
Community

There are many benefits of mentoring
for the business community including
strengthening the professional community
and providing a vehicle for screening
potential employees. A partnership
between school and industry also proves to
be much less costly than post-hiring
training programs and to be excellent
public relations for both business and
education.

Project Aspire. This successful program
at Woodward High School in Cincinnati
joins Procter & Gamble to provide mentors
to several groups of students including
those who are planning to seek a job after
high school. WoodwaraHigh Schoolhas an
enrollment of 2,000in grades nine through
twelve, 85 percent of whom are minorities.
One hundred and fifty Procter & Gamble
mentors are assigned to students for five
years. A mentor may help with tasks as
basic as improving attendance, curbing
tardiness, developing good study habits,
and thinking more positively about
themselves and school. At more advanced
levels, they may show students how to
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develop time-management skills, get
involvea in community activities, set career
goals, complete job applications, write
resumes, prepare for interviews, and
develop critical thinking skills. The
program has had positive impacts on
attendance, disciplinary problems, and
grades.

Project Step-up. This is a corporate
sponsoredlrogram in tandem with Aetna
Life an Casualty which helps
disadvantaged teenagers in the greater
Hartford, Connecticut area successfully
make the transition from school to work.
A student is assigned a mentor who
provides job and personal counseling, helps
with homework, and acts as a role model.
In addition, and a worthy stray from the
usual program of this type, the student
must commit to attend 15 two-hour classes
after school over a period of five months to
learn such skills as business ethics, business
writing, basic math and computer literacy.

Corporate Coaches. The Georgia Business
Forum sponsors this program for gifted
students with high leadership aptitudes.
The Forum identifies public school students
from diverse backgrounds and enters them
into a two-year program of workshops,
mentoring and job experiences where the
students are introduced to personal and
professional skills. The sessions are led by
business professionals, offer practical
instruction, hands-on learning activities,
and follow-up projects for additional
student practice.

The program also includes meetings
with a business mentor following each
seminar and offers students an opportunity
to gain insight into the [ractical
applications of what is learne . A paid
summer work program enables each
student to experience success in the
workplace, ana career exploration and
education counseling during the second
year helps to guide students into J'aths
appropriate to their unique abilities.

Student outcomes include:

• motivation and encouragement for
students with potential for high
achievement;

• college and post-secondary
education for students who have the
ability but need positive guidance;

• positive self-concepts are developed,
decreasing each student's potential
for dropping out; and

• greater numbers of talented students
are prepared to accept the
opportunities awaiting them in the
private sector.

The program is extremely selective and
may overfook many school to work
students who need the sort of mentoring
and employment skills offered by the
program.

School Business Partnership Program."
This program, sponsored by the Atlanta
Partnership of Business and Education
(APBE),a joint venture between the Atlanta
Chamber of Commerce and the Atlanta
Public Schools, is designed as a vehicle for
the establishment and maintenance of
creative, quality partnerships to support the
Atlanta Public Schools. The program is
based on the belief that school/business
partnerships offer the best opportunity to
strengthen the commitment to education by
Atlanta's businesses and the community.
Partnerships provide a deeper
understanding of education through active
involvement in the schools. The program
began in 1981 as the Adopt-A-School
Program.

Business partners provide role models
for students through sponsoring students at
a work site, mentoring, tutoring, student/
teacher recognition, class presentations, or
assisting with extra curncular activities.
Through this program, partners become
involved in the educational process, and
students gain exposure to the business
community and positive role models. By
the end of 1992, the program had 246
Atlanta business/ community partners, and
only seven Atlanta schools were without
partners.

Jefferson County Public School Model.
Located in Louisville, Kentucky, this
program provides students with
community role models who can give them
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encouragement and guidance to pursue
career interests and to prepare them for
future employment. The county has set up
an executive committee comprising of the
Mayor, a judge, the CEO of a local bank, the
CEO of the chamber of commerce, the
superintendent of schools, the President of
the University of Kentucky, and the
President of the United Way. It is
noteworthy that this type of commitment
from pillars in the community can give a
mentor program the strength to attract
mentors as well as sustain the program.

4) State! Community! College
Partnerships

This section identifies programs which
involve agencies, institutions, or
organizations outside the high school other
than home and business. In addition to
state mandated programs, other
organizations such as universities and
community centers have taken an initiative
in providing role models to students. The
concept of utilizing organizations outside
the school is popular and is consistent with
the themes identified throughout this
report.

New York State Model. New York has set
up a mentoring committee which includes
representatives from business, education,
religion, government and community
organizations. Programs throughout the
state range from a student mentor program
using college students as mentors, to a
program for young women which matches
them with successful women in
government positions. Although the focus
is to prevent student drop outs, this
program is certainly worth mentioning
because of the major commitment and its
large capacity.

Mentoring Legislation. California and
Minnesota have both passed legislation that
encourages mentoring and tutoring
programs. In California it is highly
encouraged that all 400,000undergraduate
and graduate students give 30 hours of
community service each year, including
mentoring to at-risk students within the
public school system. This seems to be only
a SYmboliceffort to encourage mentoring as

the legislation has no enforcement
strategies. Minnesota has earmarked
$150,000in matching funds for 20 colleges
to create community service projects
emphasizing mentoring of younger
students.

Career Beginnings. This program utilizes
the contacts of a local university by
matching students with knowledgeable
adult mentors for support and
encouragement. Underway in 22 cities, the
program is sponsored by a college or
university and targets low income families.
Students are provided with both a quality
summer work experience and continuing
guidance through their senior years of high
school and through the transition to work."

An example of a very similar program
is underway in Bibb County, Georgia. The
Next Generation Macon 2000program is a
strong community force working with low
achieving students and economically
difficult communities. The program
features mentoring and summer programs
sponsored by Wesleyan College, Stratford
Academy, and Mercer University,

The Instrumentation and Control
Articulation Project. This project, a
partnership between the Lender
Independent School District and Austin
(Texas) Community College (Mentoring ...,
1988), introduces students to advanced-
technology work places and prOVides
technology representatives for VIsit to the
classroom. This helps students see the value
of setting goals and orients them to the
variety of technical jobs and levels of
employment in the mentor's workplace.
The mentor serves as a role model,
counselor, friend, guide and possible
adjunct faculty member, tutor or advisor.
This project is operated within a 2 + 2
program (see discussion in this report.)

Project Linking Up. Cornell University's
Department of Human Development and
Family Studies created Linking Up as a
demonstration mentoring program
designed to explore mentoring as a
program. They found that recruiting,
training and matching mentors proved
more difficult than anticipated and required
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more time and staff resources than
expected. Employers and organizations
that are willing to take on the task of
finding volunteers within their ranks are a
more promising source of mentors than
one-at-a-time recruitment. In addition,
after matching, only about half of the pairs
met every month while the target was three
times per month. Mentors were confused
as to their specific role and duties,
addressing the need for clear goals. The
problems this project experienced
reinforces the need for a comprehensive
and structured program, as outlined at the
beginning of this section in order to attain
goals associated with a successful mentor
program.

B. Problem: Lack of Family Resources

It has been established in part one of
this series that acquiring supportive
attitudes and behaviors are important for
a successful school to work transition.
Programs discussed in this report can aid
in delivering a portion of these attitudes
and in some cases may provide enough
support for the student to achieve a smooth
school to work transition. The family's role,
however, is vitaL

Specific family processes that are
related to higher school achievement
include holding high educational and
occupational aspirations for children,
maintaining warm and supportive
relationships, providing clear and
consistent discipline, orgamzing time and
space for academic tasks, and reinforcing
verbal and thinking skills. The resources
necessary to provide these attitudes and
behaviors can include money, time, and
knowledge.

1) Lack of Families' Economic and
SocialResources

Part I of this series reported that a large
percentage of Atlanta's families are
economically disadvantaged, apparent
from the number of students receiving
reduced and free lunches. Despite this
seemingly dismal variable, research shows
that the family's socioeconomic or other

status is less important in determining
children's school success than are specific
family attitudes and behaviors (Eastman
1988). For example, parents from lower
socio-economic environments lack
confidence and even fear that their
intervention might do their children more
harm than good. It is the parents who feel
confident that are more likely than others to
participate actively in their children's school
and deal directly with teachers (Ginsburg
and Hanson, 1990).

Family Services Center. In Louisville,
Kentucky, a resource center that links
outside services with students has been
established in the schooL These include
financial and social services such as food
stamps, welfare, and community
counseling. Similar to this resource center,
a full service center in Alachua County,
Florida, offers coordinated, comprehensive,
"one-stop shopping" including health,
economic, social, education and parenting
education. A family needs assessment is
conducted on-site by a family liaison
specialist. Eligibility for all relevant services
is established, a family progress plan is
developed and monitored and identified
services are either provided on-site or
arranged at other facilities/agencies. The
center empowers disadvantaged parents
and believes in a holistic approach to
providing educational and social services.

Family/School/Community Partnership
Program. The primary function of the
program is to insure that support services
needed by students and families are
provided in the most efficient and
economical way with the least amount of
disruption for all involved. This includes
maintaining a Family Resource Center to
help parents locate important information,
providing counseling, brokering indirect
services (medical, social), and networking
resources. Additional goals of the
Partnership are to develop mechanisms for
increasing awareness of the importance of
the family, preparing parents and children
for their present and future roles as parents,
creating an environment in the home, school
and community that will support and
nurture the family, improving the
coordination of systems and services
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designed to support and assist the family,
and expanding communication between the
home, school and community. Basically,the
school becomes a catalyst for change and
mobilizes the community to create
partnerships inwhich community resources
are used to support families.

Scholarships. Companies and civic
organizations often contribute scholarships
for students to continue their studies and
for activities and incentives while in high
school. These incentives can be very useful
since families may not be in the position to
make such financial commitments. The
degree of financial help provided ranges
from school supplies to field trips to purely
enjoyable items such as color televisions.

Summer and After School Jobs. When a
student is able to work full time in the
summer at a trade, a degree of financial
burden is lifted from the family. In addition
to valuable experience, students may also
be able to work less during the school year
if they are offered a job that has reasonable
after school hours or if they are enrolled in
a program that issues credit for work
experience. It was identified in the first
report of this series that excessive and late
hours at part time jobs affects the students
achievement level. Programs designed to
provide work experience to students are
outlined elsewhere in this report.

2) Family Involvement Programs:
General

Many of the desired family attitudes
and actions can be influenced by schools.
Research has shown that contact between
home and school fosters student
achievement and satisfaction (for example,
see Comer [1980]).Regardless, the National
Education Association states that such
contact established in elementary and
middle school drops off when students
reach high school age. This could be partly
due to the fact that there are far fewer
formal programs for parent involvement on
the secondary level compared to those in
the preschool and elementary levels.

A statewide survey of Maryland schools
found that only about four percent of
parents were very active in the school
(Epstein, 1984).Any school effort involving
parents are worthwhile regardless of the
level of involvement. Much empirical
evidence demonstrates that all children
may benefit even when a few parents are
involved (for example, see Epstein [1984]).

Effective programs include a myriad of
ways for parents to participate. Several
researchers have attempted to identify the
major types of parent and family
involvement common to American schools.
In simplest terms, Moles (1982)recognizes
two stages of involvement: (1) notes sent
home and parent conferences and (2)home
learning activities. It is not expected that all
parents will have the same level of
Involvement. Some researchers have found
that families with time constraints, such as
employed or single parents, are less likely
to have personal contact with their
children's teachers or to volunteer to help
out at school. But when provided with
opportunities and guidance, these parents
are just as likely, if not more likely than
other families, to participate in educational
activities with their children at home
(Eastman, 1988).

There is also research that suggests that
teachers in low income communities relate
less well to parents than teachers in
suburban schools. One explanation is the
nature of teacher training which does not
prepare middle class teachers to interact
with low income parents.

3) Family Involvement Programs:
Family/School Communication

Eastman (1988) has found that parent
involvement programs are most effective
when they include frequent communication
and interrersonal contact and a wide
variety 0 possible parental roles. He
contends that although comprehensive
programs that include a vast selection of
activities for family involvement are the
ideal, sometimes even small efforts can be
quite powerful if they are creative and if
they are matched to the needs of the
particular community.
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Record a Call Program. In this program
the teacher records a short, daily telephone
message which reports present and Future
class activities and homework assignments.
Parents are sent a letter informing them
about the message service. When this
program was pilot tested approximately
one call per student per day was recorded,
demonstrating that the parents were
interested in obtaining information about
their children's school activities when it
was convenient and non-threatening for
them to do so.

Central Parent Information Center
Network. Cambridge Ridge and Latin
School believes it to be very important to
foster a parent relationship with the school,
with communication being the major
comJ?onent. Increased family involvement
at this school is made possible by a central
parent information center within the school
system and by part-time parent workers in
every school. In addition, parent
handbooks and newsletters are circulated,
and the school has radio shows and
television programs both on its cable
station and on an additional cable station
supported by the school system. They
support a central link line with messages
about school events and an answering
machine which operates in the high school
liaison office 24 hours a day.

In an attempt to bring the information
closer to the families, they work through
community organizations and churches to
hold meetings off campus. Each time a
student misses class, the family is
contacted. Parent liaisons for the school are
responsible for organizing the school-wide
parent advisory council which meets
monthly for discussion of topics chosen by
the parents.

In a similar program, Quality Education
Project engages parents and educators in
partnerships to improve home-school
communication and increase school
success. Key elements include a parent
pledge, weekly folders of student work,
parent education seminars, staff
development activities, a focus on reading
in the home, and community outreach.

4) Family Involvement Programs:
Creating A Conducive Environment

In research conducted by Smith (1968),
parents of low income minority students
were asked to create home conditions
conducive to reading and homework and to
show encouragement for their children's
school work. The program was successful
in increasing children's reading test scores
compared to students not participating in
the program. Volunteer mothers were used
to personally invite families to school
activities. Meetings were held where
teachers explained to parents how their
help was needed in supporting their
chifdren's schooling. This type of program
can easily be incorporated into parent
educational programs.

5) Family Involvement Programs:
Parental Involvement in Planning and
Learning

Family issues can reflect the community
environment in which the family lives. In
one stud).', 70 percent of parents, all of
whose children were performing poorly in
math, did not think their children had math
problems because the children's grades
were as good as those of other children they
knew (Dolly et al., 1982).

It can be beneficial to involve parents in
the students' academic programming and
in the actual learning process. One must be
careful, however, not to create a
compensatory education program in which
parent involvement is a major focus, and
parents are viewed as the principal agents
of change responsible for developing
children's academic potential (Schlossman,
1978). Programs should be designed with
obtainable goals and objectives where the
parents and the school share responsibility
For learning.

Another danger is that programs can
convince parents that they are inadequate
teachers of their children. The programs
may threaten or weaken the parent's status
in the eyes of the child if the paren t is
perceived as acting in a manner determined
by an a~ent external to the family's
constellation.
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Parents involved in programming. At Trigg
County High School in Cadiz, Kentucky,
teachers and advisors help students and
their parents develop a four year program
of study together. Toreach all students and
parents, the guidance staff trains academic
and vocational teachers as advisors. The
system involves 80 to 90percent of parents.
The Apopka High SChool's (Florida)
Teachers as Advisors Program has
successfully involved parents through
frequent phone calls, newsletters,
invitations to special events and postcards.
They include parents on the schools
steering committee, planning conferences
and as guest speakers.

Canton High School Model. In Canton,
Mississippi, parents must come in to pick
up their student's report card and attend a
individual counseling session. During the
counseling session, the parentis) and
teacher discuss the students program of
study and outline ways in which the
parentis) can participate in the students
learning process. Because some parents
may not have the time, inclination or
aptitude to assist students who need extra
help in course work, the school has set up
an extra help program for before school,
after school, and on weekends. It is
expected that parents make a special effort
to transport the student to the mandatory
program, thus creating an important roll in
the student's education.

6) Family Involvement Programs: State
Initiatives

State legislators have identified the
importance of parental involvement in
education. Specifically,several states have
tried to create outstanding, creative
initiatives. Unfortunately, it is evident that
many of these programs are not very
effective due to a lack of funds, lack of
enforcement, etc.

State policies, bylaws, guidelines, and
funds for educational programs strongly
influence or determine district and school
leadership, teaching practice, and
community support. These policies can
either recognize or ignore the connections

between the simultaneous importance of
educational and social institutions in a
child's life-the family and the school
(Epstein, 1988).

Despite the lack of resources supplied,
many state organizations Issue
endorsements. An example is the California
State Board of Education Parent
Involvement Policy which endorses six
types of family involvement necessary to
produce a comprehensive parental
involvement approach. (Familiesin School,
1991):

1) Help parents develop parenting
skills and foster conditions at home
that support children's efforts in
learning,

2) Provide parents with the knowledge
of techniques designed to assist their
children in learning at home,

3) Provide access to and coordinate
community and support services for
children and families,

4) Promote clear two-way
communication between the school
and the family concerning school
programs and children's progress,

5) Provide training to parents if
necessary so they can assume
instructional and support roles in the
school, and

6) Support parents as decision makers
and develop their leadership in
governance, advisory, and advocacy
roles.

Parent Involvement Plan. This plan was
developed and disseminated by the
Community Education Officeof the State of
Alabama Education Agency. The plan
provides very specific guidance for
mitiating a family involvement program in
districts, setting clear goals, and designing
activities for meeting those goals. The
program includes designating a key person
as the coordinator, training teachers and
principals on successful ways to involve
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parents, and conducting a parental needs
analysis. This broad plan is a suggested
course of action and illustrates some very
essential components of successful family
involvement, including an on-site leader for
the program, a long-term commitment, and
a steering committee.

A study by the Office of Educational
Research and Improvement (Families in
School, 1991)reviewed the activities on the
county level in Alabama and found that
there was not wide spread use of the state's
suggestions.

Mandating Parental Involvement. Many
states have legislation that incorporates
family involvement in schools. One
especially aggressive piece of legislation in
California (California Assembly Bill 322,
effective 1 January 1991) requires that
programs be established and include
specific components such as regular
training and information on home
activities. The policy permits contact with
non-profit organizations experienced with
administering parent involvement
programs, children/parent relationship
building skills, ana student progress
communication. The state provides regional
workshops for administrators, teachers and
parents to introduce the policy and bring
information about successful practices to
schools and school districts. However, the
state has not made specific funds available
for the program.

Special Designation of Schools. In Florida,
schools that earn the "Red Carpet"
designation meet specific criteria of
parental involvement. Included in the
criteria is random surveying by the school
of family attitudes or opinions about the
school, making physical facilities available
to the family, creating a welcoming
atmosphere, patenting education, involving
the family in the learning process, and
producing a periodic publication. As of
Spring of 1991, 800 of the 2,500 schools in
the state had received Red Carpet
designation and 500 more were awaitmg
designation. This program includes two
further phases which engendered greater
responsibility of parents and production of
a resource notebook.

C. Problem: Poor Access to Jobs and to
Job Information

The movement of jobs for which high
school graduates qualify to suburban
locations was documented in the first
report. Although this phenomenon, often
referred to as "suburbanization of jobs,"
and the impact it has on inner-city youth
has been widely recognized (Kasarda, 1985;
Wilson, 1987,Wheeler, 1990;Ihlanfeldt and
Sjoquist, 1990;and Hughes and Sternberg,
1992),only a few cities have taken steps to
address this problem directly. The
programs that have been implemented
typically fall into the category 01providing
better public transportation to "reverse
commuters" (workers commuting from the
inner-city to the suburb). Recent research by
Ihlanfeldt and Young (1993) indicate that
much of the absence of blacks in suburban
fast-food jobs in Atlanta can be explained
by the inaccessibility of those jobs by public
transportation. In considering the IhIanfeldt
and Young (1993)result and in assessing the
few/olicies detailed below, policy makers
nee to be careful not to let the desire to
provide access to (typically, low-skilled)
Jobs in the suburbs overwhelm the
importance of providing access to careers
through appropriate training.

1) Finding Out About the Jobs

Before addressing how to get the inner-
city high school graduate to the job in the
suburb, we must solve the problem of
getting the information about suburban
jobs to the inner-city graduate. The
presence of a high school jobs counselor
(described in an earlier section) would be
the ideal information gatherer for the inner-
city high school student.

Since most of the employment growth
in Atlanta has recently been and is expected
to continue to take place in the suburbs, the
jobs counselors in the inner-city have their
work cut out for them. Because of the sheer
distance separating the inner-city high
school graduate from information
regarding job opportunities in the suburbs,
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it is imperative for the jobs counselor to
playa very active role in information
gathering.

Also because of this distance, the jobs
counselor may also need to advise students
on possible living arrangements, or at the
very least, transportation options.

2) Getting to the lobs

Even if the information barrier is
overcome, the issues of job proximity and
transportation costs remain. Hughes and
Sternberg (1990)define policies designed to
combat the mismatch between the location
of jobs in the suburbs and the (typically,
unskilled) labor found in the inner-city as
metropolitan antipoverty mobility
initiatives. They identify three necessary
conditions for a mobility initiative to be
feasible:

• Metropolitan mismatch, of which
political fragmentation, dense inner-
city concentrations of poverty, and
reliance on public transportation
within the inner cities are symptoms;

• Bridge-building agent, who is
defined as a policy entrepreneur
willing to educate and organize
constituencies across the region to
confront the access issue; and

• Feasible connections, which is the
presence of ins ti tu tions and an
Infrastructure that may be called
upon in the breaking down of access
barriers. This is particularly
important when considering
:ep~ic~tion of an existing mobility
initiative.

What follows are descriptions of four
mobility initiatives highlighted by Hughes
and Sternberg (1990). Each description
touches on how each condition above was
met." In general, previous experiments at
improving city to suburb mobi1ity have not
been successful.

ACCEL Transportation of Le Clair Court
(Chicago). Chicago has long been identified
as a city experiencing severe metropolitan
mismatch (Hughes and Sternberg 1990).In
1988, the National Center for
Neighborhood Enterprise (NC E)
provided the bridge between problem and
policy by contracting with Le Clair Court
Resident Management Corporation (RMC),
a public housing project in southwest
Chicago, to operate a reverse commute
demonstration project. The Urban Mass
Transit Administration (UMTA)was also a
partner in the demonstration project. The
Funding of the d emo nstr ati on project
provided the feasible connections necessary
For the housing project to raise the money
to continue the transportation program
after the demonstration project ended.
Accel Transporta tion was formed as a
subsidiary of the Le Clair Court RMC, and
currently operates five 20-person vans that
transport tenants from housing projects
around the city to suburban job
opportunities not accessible by the public
transit system.

In addition to providing transportation
to jobs, Accel offers its riders an
employment and training program which
includes assistance from a job placement
specialist. Accel's management reports that
the average hourly wage of its riders,
"ranges from six to seven dollars an hour,
between one and a half and two dollars
more than they would earn at comparable
jobs in the city," (Hughes and Sternberg
1990,p. 44).

Wisconsin Job-Ride Program (Milwaukee).
Also employing a reverse commute
strategy, the Wisconsin Department of
Transporta tion (WDOT) began a
transportation program in 1989with a more
definitive antipoverty purpose; the other
programs are concerned with improving
transportation, addressing poverty only
indirectly. Job-Ride provides transportation
for city residents to interviews and to jobs
for a certain amount of time (typically six
months), until the resident can make other
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transportation arrangements. Like Accel,
each grantee (providers of the
transportation service funded by WDOT)
provides counseling on interview
techniques, appropriate apparel, and some
job training.

WDOT primarily serves as the feasible
connection, financially making the Job-Ride
program possible. Although WDOT does
not have an operational role in the various
mobility initiatives it funds, its goals
coincide with those of the local "bndge-
builders." "The state benefits when inner-
city workers find jobs and suburban
employers find workers. Moreover, the
establishment of van pools reduces traffic
congestion and pollution emission and
conserves natural resources," (Hughes and
Sternberg 1990/ p. 45).

Suburban Inc. (Chicago). , Inc. had it
origins in 1971 as Just Jobs, Inc. as a job
placement service. Faced with the
realization of the severe mismatch in
Chicago, Just Jobs changed its name and
expanded its mission to the linking of
inner-city residents to jobs in the suburbs.
In this way, acted as its own bridge-
building agent, recognizing and acting on
the need for better transportation to jobs.
The connections that make JobLink's
mobility initiative feasible is its own
contracting work (employers contract with
to find workers) and foundation grants.
These external sources of financing allow
the rider to pay less than that charged by
public transit (which does not typically
access the office parks).

SEPTA's Route 200 Series (Philadelphia).
The Southeastern Pennsylvania
Transportation Authority (SEPTA) 200

routes originated from a request from a
company experiencing difficulty in filling
entry-level jobs. SEPTA, acting as the
connection, agreed to provide the new
route if the company would subsidize the
difference between break-even revenue and
revenue generated by riders. This subsidy
made the connection feasible. The new
route was unexpectedly successful, not
requiring subsidies after two years of
operation. Since that timet other routes have
been added, subsidized by the office parks
that are served. Although the SEPTA
mobility initiative is purely transportation
oriented, the end result addresses an
employment issue.

Deregulation. It has been suggested that
the formality imfosed by Hughes and
Sternberg (1990 on the problem of
innovating mobility initiatives is
unnecessary. What merely needs to be done
is to remove the hurdles of taxi-operating
regulations that prohibits an entrepreneur
from identifying a demand for reverse
commuting and the running shuttle van
(often called jitney) to meet that demand
(Netzer 1992). In fact, Netzer (1992) relates
an incident of unlicensed vans, "lining the
street outside GW Bridge bus terminal, for
Bergen County, NJ job-sites during boom
years of the 1980s, each going to a different
job-site," (p. 5).

Although theoretically effective in
meeting the transportation need of
mismatch, the suggestion of deregulation is
likely to experience opposition. A little
creativity, however, may 1ead to a relaxing
of regulation that would make both taxi
operators and reverse commuters happy.
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Endnotes

1. The Problem Of School To Work Transition inMetropolitan Atlanta, Part I, Julie L.
Hotchkiss and Paul K. Nieminen, Research Atlanta, Inc. (1993).

2. The state Board of Education voted in March 1994 to eliminate the general diploma
statewide.

3. Terry Isbell from Netherton and Boles, Employee Benefits Service; Stephen ogi
from Federal Express; Steven Massie from DeVry Institute of Technology; Ed
Muehlberger from Equifax; and Lee Johnston from the Holder Corporation were
present at the discussion.

See also Hamilton and Powers (1990) for a similar conclusion.4.

5. The importance of these elements of work experience are highlighted in GAO
(1990) and The Forgotten Half (1988).

Also see U.S. Department of Labor (1984).

As of August 1993, the Department of Technical and Adult Education have selected
15 school systems to develop an implementation plan, 6 to 8 of these plans will be
chosen for demonstration purposes beginning in the 1994-95 academic year, and a
statewide plan will be implemented in 1996.

See, for example, Kaufman (1993).

See also Casey (1986).

6.

7.

8.

9.

10. Much of the description of this program is taken directly from the ProTech Project
Summary sheet produced by Project ProTech, Boston Private Industry Council.

11. Approximately 25 students are selected from every 40 applications, which suggests
a strong interest in the program from the targeted population (non-college bound
students with about a C average). The number of students selected to participate in
the program is typically restricted by the resources of the school. The participants
are clustered into groups of 25, so the total number of students selected depends on
how many clusters a school can handle.

12. These statistics are reported by Dayton, et al. (1992).

13. The importance of career guidance is also highlighted in the GAO (1990)
publication, "Training Strategies: Preparing Non-college Youth for Employment in
the Ll.S. and Foreign Countnes."

14. Some of this description is taken verbatim from material received from MAPIC,
entitled, "Overview: MAPIC's Youth Competency Program 1993."

15. The description of this program is taken from a brochure made available by the
Georgia Department of Labor, entitled, "Georgia Department of Labor Jobs for
Georgia Graduates Program Description."
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16. Much of the following information was found in "Blueprint for Change: Career/
Technical Education Restructuring," a publication of the Jefferson County Public
Schools.

17. See contact references under "Technology Education Programs."

18. This information is taken from Raley and Bernardi (no year).

19. It is of interest to note that the Carl D. Perkins Vocational! Applied Technology Act
requires that five percent of the funds must be spent on programs that link the last
two years of high school vocational programs with both community and technical
college programs (Parnell, 1990).

20. Some of the 2+2 information comes from As Easy as 2+2. Information also obtained
from a paper presented at Tech Prep Workshop, Cherokee County School System,
North Metro Technical Institute and North Georgia RESA (4 February 1993).

21. Some programs in this section are paraphrased from Flaxman (1988).

22. We were unable to determine the location of this program from the description we
found. However, we felt the program innovative enough to include in this report.

23. Current school systems participating in Georgia: Atlanta City Schools, Bremen City
Schools, Cook County Schools, Dade County Schools, Dalton City Schools,
Emmanuel County Schools, Fannin County Schools, Haralson County Schools,
Harris County Schools, Murray County Schools, Washington County Schools,
Whitfield County Schools.

24. Information about this program was obtained from informational pamphlets
published by the Atlanta Chamber of Commerce.

25. Details can be found in Hamilton and Hamilton (1990).

26. These descriptions are taken largely from Hughes and Sternberg (1990).
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APPENDIX A

Center on Education and Training for Employment
The Ohio State University
1900 Kenny Road
Columbus,OH 43210
(614) 292-4353
The Center's mission is to facilitate the career and occupational preparation and advancement
of youth and adults by enhancing the Ohio State University's capacity to increase knowledge
and provide services with regard to the skill needs of the workforce. The Center fulfills its
mission by conducting applied research, evaluation, and pollcy analyses, and providing
leadership development, technical assistance, and information services.

Council of Chief State School Officers
Suite 700, 1 Massachusetts Ave., NW
Washington, DC 20001-1431
(202) 408-5505
This organization seeks its members' consensus on major education issues and expresses their
views to civic and professional organizations, to federal agencies, to Congress and to the public.

The Education Commission of the States
707 - 17th Street, Sui te 2700
Denver, CO 80202-3427
(303) 299-3692
ECS is a non-profit, nationwide interstate compact formed in 1965. The primary purpose of
the commission is to help governors, state legislators, state education officials and others develop
policies to improve the quality of education at all levels. Forty-nine states, the District of
Columbia, American Samoa, Puerto Rico and the Virgin Islands are members.

Georgia Consortium to Restructure Secondary Schools
Office of Instruction
Department of Education
17th Floor, Twin Towers East
Atlanta, GA 30334
(404) 657-8313
The purpose of the consortium is to raise significantly the academic and technical competencies
of students completing the general and vocational curricula. More specifically, the primary
goal is to bring general and vocational students' achievement in mathematics, science and
communication to the national average by the year 2000. The consortium proposes to
accomplish this goal by integrating the basic content of college preparatory studies with
vocational studies. The Consortium provides a cost-effective method for local systems to share
information on valid practices, staff development resources, instructional materials and
assessment costs. Sharing iniormaiion and pooling resources allow individual systems and
local schools to receive greater benefits than they could accrue independently.
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Georgia Council on Vocational Education
Room 636
254 Washington St., SW
Atlanta, GA 30334
(404) 656-7782
The Georgia Council on Vocational Education is a citizen's counsel let by the private sector.
Members are appointed by the Governor andv:business, industry, labor, agriculture,
and education. The primary responsibility 0 the Council is to advise the Governor, the
Governor's Employment and Training Counci , the State Board of Education, the State Board
of Technical and Adult Education, the business community, and the general public on policies
and initiatives that should be undertaken to strengthen and modernize vocational-technical
education. The council has published a report entitled: "The Georgia Workforce 1990-2000
and the Projected Vocational/Technical Education Response." .

Georgia Business Forum
84 Peachtree Street, NW, Suite 401
Atlanta, GA 30303
(404) 659-7635
The Georgia Business Forum discovers public school students from diverse backgrounds with
high leadership aptitude and offers to them continuous and integrated programs which expand
their knowledge of an experience with the business world to prepare them to assume leadership
roles.

International Center for Leadership in Education
6 Concord St.
Scotia, NY 12302
(518) 377-6878
The International Center for Leadership in Education was created to serve as a resource and a
catalyst for change. The Center has brought together leading education reformers and
practitioners to assist European, Asian, and North American educational and business
organizations. At the Center, administrators and faculty members who have successfully
managed change in their schools and colleges are joined by business and union leaders who
have helped to guide these changes. Center consultants are available to assist schools, colleges,
businesses, and labor organizations in moving their programs forward in response to the
challenges facing education in the 21st century.

Jobs for the Future
1815 Massachusetts Ave.
Cambridge, MA 02140
(617) 661-2799
Jobsfor the Future (JFF) is a non-profit, non-partisan organization that connects policy-making
to practical experience. JFFworks on the interrelated issues of workforce preparation, economic
development, and education reform. Their goal is to encourage policies and practices which
prepare all citizens for lives of work and learning.
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Manpower Demonstration Research Corporation
Three Park Ave.
New York, NY 10016
(212) 532-3200
The Manpower Demonstration Research Corporation (MDRC) is a non-profit social policy
research organization founded in 1974. Its mission is to design and rigorously field-test
promising education and employment-related programs aimed at improving the well-being of
disadvantaged adults and youth, and to provide policy makers and practitioners with reliable
evidence on the effectiveness of social programs.

National Alliance of Business
1201 New York Ave., NW
Suite 700
Washington, DC 20005-3917
(202) 289-2888
The National Alliance of Business (NAB) is a business-led, non-profit corporation whose
mission is to help build an internationally competitive workforce. NAB helps companies
identify and develop relationships with public partners to build and retain a high quality
competitive workforce. For over twenty years, NAB has been the primary advocate of public]
private employment and training partnerships and it has a comprehensiue federal, state and
local agency provider network.

National Commission for Employment Policy
1522 K Street NW, Suite 300
Washington, DC 20005
(202) 724-1545
The Commission is an independent federal agency. It is authorized under the JPTA of 1982;
it has responsibility for "examining broad issues of development, coordination, and
administration ...fofJ employment and training programs, and for advising the President and
Congress on national employment and training issues. If

National Center on Education and the Economy
39 State Street, Suite 500
Rochester, NY 14614
(716) 546-7620
The National Center on Education and the Economy is a non-profit organization engaged in
policy analysis, development and implementation in the fields of education anti human
resources. The National Center was formed in 1988 to carryon the policy development work
begun by the Carnegie Forum on Education and the Economy. The Center is developing
procedures for strategic planning, community goal-setting, recruiting and hiring capable school
staff, decentralizing decisions concerning how community goals tor students are to be met,
creating accountability systems and incentives that will motivate prOfeSSions to make every
effort to meet the needs of their students and changing the organizational culture of schools
and districts to support consistently high quality institutional performance.

A-3



The National Center on the Educational Quality of the Workforce
University of Pennsylvania
4200 Pine Street, 5A
Philadelphia, PA 19104-4090
(800) 437-9799
EQW is a partnership between one of this nation's premier business schools and one of its
leading graduate schools of education. Established bv the University of Pennsylvania's Wharton
School and Graduate School for Education under a cooperative agreement with the u.s.
Department of Education, EQW's program of research and policy anafysis takes as its principal
challenge the renewal of American competitiveness through leveraged investments in the
quality of the nation's workforce.

National Education Association
1201 - 16th St. NW
Washington, DC 20036
(202) 833-4000 (called 8/31/93, requested publications list from (202) 822-7200)
The NEA was founded in 1857 to e1evate the character and advance the interests of the
profession of teaching and to promote the cause of popular education in the United States.
The NEA's current efforts to revitalize American education are focused in its Center for
Teaching and Learning.

National Institute for Work & Learning
Academy for Educational Development

1255 - 23rd Street NW, Suite 400
Washington, DC 20037
(202) 862-8845
The National Institute for Work and Learning (NIWL), an Institute of the Academy for
Educational Development (AED) since 1988, seeks to promote active collaboration among
institutions of work, learning, and community in recognizing that the full development of
human resources demands that education and work be treated as lifelong pursuits. NIWL
accomplishes its mission through basic and policy research, action and development projects,
program evaluations, technical assistance, and information networking. NIWL's approach is
to bring the work, education, and community sectors together around shared objectives to
improve education-work relationships in the interest of indioiduals and society as a whole.

Southern Regional Education Board
592 Tenth Street
Atlanta, GA 30318-5790
(404) 875-9211
SREB is an organization overseen by the State Vocational Education Consortium, the National
Center for Research in Vocational Education, and the Dewitt Wallace-Readers Digest Fund
to raise the mathematics, science, and reading achievement of students enrolled in the general
and vocational studies at high schools. SREB works with participating states (19 states
participate at present) and High School That Work sites to build a network for sharing
information on the key practices and conditions for improvement. Several programs described
in this report were taken from a publication by SREB titled High School That Work, Through
Integration of Academic and Vocational Education. .
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APPENDIXB

Contacts for Programs and Projects Described in this Report

Atlanta Center for Employment and Training
818 Washington St., SW
Atlanta, GA 30315
(404) 658-6223

Accel Transportation, Le Clair Project
Teresa Prim, General Manager
4405 South Lacrosse
Chicago, IL 60638
(312) 735-9245

Active Parenting-Alabama
Bobbie Walden, Coordinator
Community Education Section
Gordon Persons Bldg. Room 3328
50 N. Ripley Street
Montgomery, AL 36130-3901
(205) 242-8148

Apopka High School
Anita Ryall, Teachers as Advisors
Coordinator
555 West Martin Street
Apopka, FL 32703
(4D7)889-4194

Applied Courses Program Contacts
Center for Occupational Research and
Development
PO. Box 21687
Waco, TX 76702
(800) 972-2776

National Center for Research in Vocational
Education
Graduate School of Education
University of California-Berkeley
2150 Shattuck Ave., Suite 1250
Berkeley, CA 94704
(510) 642-4004

Big Brothers/Big Sisters of America
National Headquarters
230 North Thirteenth Street
Philadelphia, PA 19107-1510
(215) 567-7000

Boston Compact
Boston Private Industry Council
2 Oliver Street
Boston, MA 02109
(617) 423-3755

California Mentoring Legislation
Parenting and Community Education
Office
California State Department of Education
721 Capitol Mall
PO Box 944272
Sacramento, CA 94244-2270
(916) 657-2451

California Partnership Academies
Career/Vocational Education Division of
the Curriculum Instructional Leadership
Branch
1919 - 21st Street
Sacramento, CA 95814

Canton High School
529 N. Mace St.
Canton, MS 39046
(601) 859-5325

Chatham County Schools
Dr. Billy Hair, President
Savannah Area Vocational Technical School
208 Bull St.
Savannah, GA 31401
(912) 351-6362

Cherokee County Schools
PO Box 769
110 Academy St.
Canton, GA 30114
(404) 479-1871

Corporate Coaches for Career Development
The Georgia Business Forum
Ms. Jerrie Norris, Project Director
84 Peachtree St., NW #401
Atlanta, GA 30303
(404) 659-7635

The Detroit Compact
600 West Lafayette Blvd.
Detroit, MI 48226
(313) 964-4000

Fairdale High School
1001 Fairdale Road
Fairdale, KY 40118
(502) 473-8248
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HOSTS
Hosts Corporation
8000 NE Parkway Dr., Suite 201
Vancouver, WA 98662-6459
(206) 260-1995
(800) 833-4678

Jefferson County (Kentucky) Public Schools
Division of Internal and External
Communications
PO Box 34020
Louisville, KY 40232-4020
(502) 473-8248

Jobs for Georgia Graduates
Georgia Department of Labor
148 International Blvd. NE
Suite 492
Atlanta, GA 30303
(404) 656-5567

KIT Program
Anne Keith, Coordinator
Edwards Junior High School
1157 Madden Bridge Road
Central, SC 29630
(803) 654-1400

Linking Up
Department of Human Development and
Family Studies
Cornell University
Martha Van Rensselaer Hall
Ithaca, NY 14863-4401
(607) 255-7620

The Louisville Education and Employment
Partnership
305 West Broadway, Suite 506
Louisville, KY 40202
(502) 581-9155

Middle Georgia Aerospace Youth
Apprenticeship Program
Ms. Angela Wilson, Vocational Consultant
Middle Georgia, RESA
Fort Valley, GA 31030
(912) 825-3132

Minnesota Mentoring Legislation
Minnesota Department of Education
Capitol Square Building
St. Paul, MN 55101
(612) 296-8414

New York City Job and Career Center
255 West 54th Street
New York, NY 10019
(212) 247-5650

Norman Public Schools
131 South Flood
Norman, OK
(405) 321-5014

Pebblebrook High School
991 Old Alabama Rd.
Mableton, GA 30059
(404) 732-5658

PIC Summer Youth Employment Training
Program
Robert Johnson
Atlanta Private Industry Council
136 Marietta Street, Suite 200
Atlanta, GA 30303
(404) 524-1966

The Pittsburgh Promise
. Chamber of Commerce

Three Gateway Center
Pittsburgh, PA 15219
(412) 392-4518.

ProTech-Health Care
Lois Ann Porter, Project Director
Boston Private Industry Council
2 Oliver Street
Boston, MA 02109
(617) 423-3755

The Providence Compact
Greater Providence Chamber of Commerce
30 Exchange Terrace
Providence, RI 02903
(401) 521-5000

School Business Partnership Program
Atlanta Partnership of Business and
Education, Inc.
235 International Blvd., NW
PO. Box 1740
Atlanta, GA 30301
(404) 586-8519

SEPTA's Route 200 Series
Charles Web, Manager of Route and Service
Planning
841 Chestnut St., 11th Floor
Philadelphia, PA 19107
(215) 580-7974

Step-Up Project
Aetna Institute for Corporate Education
151 Farmington Ave., SA24
Hartford, CT 06156
(203) 727-4200
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St. Mary's County Public Schools
Steven Olczak, Supervisor
Career and Technology Education
General Delivery
Loveville, MD 20656
(301) 475-5415

Suburban, Inc.
John Plunkett, Founder and President
2343 South Kedzie
Chicago, IL 60623
(312) 522-8700

Technology Education
Jenkins Technology Center
Leonard Lemay, Director
Jenkins High School
1800 East DeRenne Ave.
Savannah, GA 31404
(912) 351-6318

Wisconsin Job-Ride Program
Dixon Nuber, Program Director
Department of Transportation
P.O. Box 7914
Madison, WI 53707-7914
(608) 266-8508

Youth Competency Program
Susan Reid
Metropolitan Atlanta Private Industry
Council (MAPIC)
Atlanta Regional Commission
200 Northcreek, Suite 300
3715 Northside Parkway
Atlanta, GA 30327-2809
(404) 364-2500
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Research Atlanta, Inc.

Board of Directors

Ann W. Cramer
Past President

Annie Hunt Burri
Dr. Betty Cook
Laura M. Heery
Samuel A. Hider
Phyllis J. Holmen
[oia M. Johnson
Richard Layton
James Erskine Love
Valerie H. Montague
John C. Reid
R. Charle Shufeldt
Anne-Marie Sparrow
Eric L. Stone
Michael H. Trotter

Milton H. Jones, Jr.
President

John F. Allgood
Vice President

Ronald B. McCrae
Secretary

Michael J. Egan, III
Treasurer

David L. Sjoquist
Executive Director

Thomas L. Weyandt, Jr.
Associate Director

Policy Research Center
College of Business Administration

Georgia State University

Roy Bahl Director
Jorge L. Martinez-Vazquez Associate Director
David L. Sjoquist Associate Director
Ron Cummings - Noah Langdale Chair in Environmental Policy
Francis W. Rushing - Bernard A. and Eugenia A. Ramsey Chair of Private Enterpri e

Senior Associates

Shomu Banerjee
Chris Bollinger
Carol Ann Dalton
Martin Crace
Julie L. Hotchkiss
Keith R. Ihlanfeldt
Robert E. Moore

Rubin Saposnik
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