nnnnnnnnnnnnnnnnn

Loyola University Chicago

Loyola eCommons
Dissertations Theses and Dissertations
1985

An Examination of Critical Behaviors and Functions Exhibited by
Teacher-Coordinators in Cooperative Work Training Programs

Loretta F. Nolan
Loyola University Chicago

Follow this and additional works at: https://ecommons.luc.edu/luc_diss

6‘ Part of the Education Commons

Recommended Citation

Nolan, Loretta F., "An Examination of Critical Behaviors and Functions Exhibited by Teacher-Coordinators
in Cooperative Work Training Programs" (1985). Dissertations. 2365.
https://ecommons.luc.edu/luc_diss/2365

This Dissertation is brought to you for free and open access by the Theses and Dissertations at Loyola eCommons.
It has been accepted for inclusion in Dissertations by an authorized administrator of Loyola eCommons. For more
information, please contact ecommons@luc.edu.

This work is licensed under a Creative Commons Attribution-Noncommercial-No Derivative Works 3.0 License.
Copyright © 1985 Loretta F. Nolan


https://ecommons.luc.edu/
https://ecommons.luc.edu/luc_diss
https://ecommons.luc.edu/td
https://ecommons.luc.edu/luc_diss?utm_source=ecommons.luc.edu%2Fluc_diss%2F2365&utm_medium=PDF&utm_campaign=PDFCoverPages
http://network.bepress.com/hgg/discipline/784?utm_source=ecommons.luc.edu%2Fluc_diss%2F2365&utm_medium=PDF&utm_campaign=PDFCoverPages
https://ecommons.luc.edu/luc_diss/2365?utm_source=ecommons.luc.edu%2Fluc_diss%2F2365&utm_medium=PDF&utm_campaign=PDFCoverPages
mailto:ecommons@luc.edu
https://creativecommons.org/licenses/by-nc-nd/3.0/
https://creativecommons.org/licenses/by-nc-nd/3.0/
https://creativecommons.org/licenses/by-nc-nd/3.0/

AN EXAMINATION OF CRITICAL BEHAVIORS AND FUNCTIONS EXHIBITED

BY TEACHER~-COORDINATORS IN COOPERATIVE WORK TRAINING PROGRAMS

by

Loretta F. Nolan

A Dissertation Submitted to the Faculty of the Graduate School of
Education of Loyola University of Chicago in Partial Fulfillment
of the Requirements for the Degree of
Doctor of Education
January

1985



Loretta F. Nolan
Loyola University of Chicago

AN EXAMINATION OF CRITICAL BEHAVIORS AND FUNCTIONS EXHIBITED

BY TEACHER-COORDINATORS IN>COOPERATIVE WORK TRAINING PROGRAMS

This dissertatiqn examines critical behaviors and functions of
eight teacher-coordinators of Cooperative Work Training Programs in
four Chicago high schools and in four suburban high schools.

Each teacher-coordinator was interviewed with a survey instrument
designed to elicit answers about the frequency with which desirable
behaviors and functions were performed. The instrument was drawn, in

part, from information taken from A Handbook for Career Guidance

Counselors developed in connection with the Division of Vocational and

Technical Education, Springfield, Illinois, and from An Articulated

Guide for Cooperative Education from the same source. In addition to

the survey answers, each teacher-coordinator was asked to present
appropriate back-up material whenever possible to substantiate their
answers.

Each survéy instrument was examined and presented as part of the
dissertation. The data was summarized and tallied in terms of
frequency and presented in categories of Inform, Plan, Prepare, Place,
and Follow-up. This was analyzed to determine which functions were
most and least used and conclusions were drawn about the various
frequencies exhibited. Recommendations were made for supervisors and
teacher-coordinators to encourage full use of appropriate critical
behaviors and functions and possible inservice training and staff

development to encourage and better guarantee the performance of these



positive functions by all teacher-coordinators. Implications for

further study are then included in the dissertation.
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CHAPTER 1

WORK/STUDY PROGRAMS AND CAREER EDUCATION

Career Education has become a predominant part of curriculum in
American schools within recent years. Most states have mandated some
form of career education as early as the kindergarten age and to be
carried through the entire elementary and secondary school level.

Although varied attempts are being made to prepare all students
to make suitable career selections and preparations, it is still a
fact that there are some disenchanted, alienated students in the
schools of the United States. Such students frequently pose the
biggest problem when educators are attempting to lead them to career
choices and properly prebare them for these selectionms.

Many attempts have been and are being made to reach the alienated
student who is destined to be the dropout from school. Among these
attempts are a variety of work/study or cooperative education
programs. The purpose of this dissertation is to examine one such
program, the Cooperative Work Traini;g Program, more commonly known as
CWT.

First, consider a definition of CWT as presented in An

Articulated Guide for Cooperative Occupational Educationm.

CWT is a program designed to provide students with maturing
experiences through employment that will help them become
productive, responsible individuals. The part-time work
need not be related to the occupational goals of the students.
This program is designed specifically to serve disadvantaged
youth and adults who are dropouts and who need the social,
emotional, maturation and career exploration essential for
success.

1



Beyond this definition there are some talking points about the
candidates for CWT programs. Although less euphemistic, the following
description of the most likely candidate for CWT is a true one. The
CWT prospect has become alienated from school because he/she has
frequently faced failure there. Experiences have been those of a
“"loser." Finding little but frustration, failure, and its
acéompanyiﬁg anger and dejection, such a student opts to abandon what

has brought on these negative aspects--the school. Though he may
think the world "out there" will treat him better, wiser heads know
that he/she may only find further frustration and failure without the
basic education that a high school diploma affirms. Hence, the CWT
program offers an escape hatch of sorts. The student can remain in
school for part of the day and can work and earn money for the other
part of the day. At the same time such a program advances the student
to be able to earn a high school diploma. It is quite likely that
many students in CWT would never make it through high school without
this specially tailored program to save them from dropout land.

Now the object of this study can make the connection between
career education and CWT. The potential dropout is surely in need of

career guidance and least likely to get it by leaving school. The CWT
program attempts to salvage such students and provide them with much
needed self-esteem, the worthwhile feeling of holding a job and
earning money, and the road-map to a high school diploma. In
addition, the program broadens the personal horizons of the students

by helping them develop good attitudes, patterns of responsibility,



and salable skills for the job market and their future.

The purpose of this study may then be summarized as follows:

1. To examine and analyze work/study Teacher Coordinators of CWT
p;ograms in eight Chicago and Suburban high schools. The functions
addressed will be informing, planning, preparing, placing, and
follow-up.

2. To tally these data in terms of the frequency with which the
critical behaviors occur as stated by teacher-coordinators. These
behaviors are classified under the above-named categories: inform,
plan, prepare, place, and follow-up. The interview instrument spells
them out specifically.

3. To determine how cldsely each teacher-coordinator achieves a
model for excellent implementation of a work/study program.
Documentation through supportive evidence will bear out conclusions
drawn.

4. To provide the busy administrator with an appropriate
questionnaire for critical behaviors of teacher-coordinators and,
thereby, enable him to establish better accountability procedures
which will insure a high quality CWT program. Through use of this
model, the administrator will be able to see where the greatest
failings lie and can then take steps to improve those areas.

A most interesting comment on education today follows:

Perhaps the most pressing problem facing education today is
the widening gap between school and life. While thousands
of students are sticking it out in high school, others are

leaving--not because they can“t handle the work, but because
they can”t find good reasons to stay.

Michael Molloy, in the National Observer, distills the findings




of recent inquiries into secondary education in these words:

We have herded our young people into a hostile youth culture
by keeping them in resentful and babyish dependence at an
age when previous generations of Americans were learning
responsibility and self-reliance in the real world of work.

1
Such comments seem to underscore the need for alternative
education and work experience for the disenchanted student who needs
career guidance and skill development provided in CWT programs. .We
cannot afford to remain blind to the diverse needs of the many
students in our schools today. In past years there were far fewer
students who remained in our high schools until graduation. Today”s
student in some cases does little more than remain in school marking
time and learning too little until graduation. To remedy this serious
problem career education is more thoroughly developed at all school
levels and work/study programs are carving a new and more important
place in the career education slot of high school curriculum.
It is currently recognized that present jobs will change and a
multitude of new careers will emerge that cannot be presently defined.
Learning in the classroom will expand to include community
and business elements in a tri-partite union with teachers.
The impact of these changes will require a commitment to

change the educational system as it now exists. Educators
who have the courage to change will risk the derision of
colleagues who opt for the status quo. Career educatiomn
in the high school provides all teachers an opportunity to
merge cognitive and “hands-on” Lactivities into a viable
learning experience for youth.

lThe Community Is the Teacher, EBCE, Experieced Based Career
Education. National Institute of Education, U.S. Department of Health,
Education & Welfare, 1975.

2Charles W. Ryan, Career Education: A Handbook of Funding Resources

(Houghton Mifflin Company, 1975), »p. 4.



Seemingly, the CWT programs already have had a head start im this
direction. The very nature of these programs is a molding of
classroom, business experience, and community involvement and advice.
CWT has been established on such a foundation and might well be
considered with other work/study programs as a forerunner of today”s
movement for career education from kindergartem through college.

In a 1977 study on career development in Chicago, a need for
extending the school into the community was recognized.

One of the criticisms of secondary education is that the
schools are isolated or “removed” from the adult world in
which students must function. Attempts have been made to
bridge the gap between the academic world of the school

and the job activity world of the urban community. These
include the following: cooperative education (work-study)

programs in which the students learn job-entry skills in
their.home sch?ol and ap%ly the skills in om=-the-job

training experiences....

Obviously, work/study programs such as CWT have a proper place in
extending the school into the community and, thereby, providing a
dimension to caree? education. There are other facets of career
education options but this study addresses only the Cooperative Work
Training programs.

The points of view expressed are not limited to educators but it
is also apparent that businessmen themselves share some of this
thinking. Edwin M. Stanley is President and Chairman of the Board of

Data-Time, Inc. in Portland, Oregon. This company manufactures solid

State timing and measurement systems. Stanley is a strong believer

3
Joseph P. Hannon, Career Development Center Network (Board of
Education of the City of Chicago, 1977), p. 8.




that work situations cannot be stimulated in the classroom with proper
success and believes that businessmen should be actively involved in
preparing young people for adulthood.

Stanley claims that communication between business and education
communifies is not happening. He points out the graduate who comes to
his placement office with no clear idea of what he can offer the
company or what the company can offer him.

He continues,

How different - and how delightful - if a prospective employee
were to come to us and say, “In high school I had some
exposure to electronics and job experience, and I“m really
turned on by what you“re doing in assembly and production.

1°d like to take some engineering courses at night and want

to work up in your organizaton to production, perhaps
engineering.” We would leap out of our chairs getting him

an application blank and a pencil.

Stanley recognizes the need for broader communication between
education and business. He also sees the educative task which an
employer faces after hiring employees when he has another set of
"educational” problems to consider. The employer then must concern
himself with human relations, sensitive management, on-the-job
training, and staff deve_lopment.5

Similarly, Mr.-Staniey feels that the need for educating

employees is so acute that in 10 or 20 years most companies will

actually have an organization slot to address it, a vice president for

4Edwin M. Stanley, "Making Career Eduation a Two-Way Street," in
Essays on Career Education, eds., Larry McClure and Carolyn Buan
(Portland, Oregon: Northwest Regional Education Laboratory, 1973),
pp. 186-190.

51bid.



education.6
It is very apparent that this businessman sees exposure as a
major function of Career Education. Stanley claims,
It may not be as directive as we tend to think it is. Every

young child eventually cuts his hand and burns himself and
learns how to avoid such events in the future. Maybe every

teen-ager should have the experience of showing up late and

having his supervisor upset with him. This is part of the

downside risk which should be experienced early in the

preparation process rather than later on in the career.

...Youth organizations like Junior Achievement and

Distributive Education Clubs of America are the closest

things in the educational system today that approach

reality.7

Obviously, this man makes a very sound case for work/study
programs and speaks with the authority of business experience. It
would seem that his point of view is very supportive to programs such
as CWT and that the part such a program plays in Career Education may
be even more significant than has been realized. Incidentally, a
congruency with Stanley”s thought on exposure often exists in CWT
because jobs students hold are not necessarily thought to be their
final selection. The plan involves exposure and, thereby, development
of skills, attitudes, and person so that the student will be better
prepared for any job he may hold in the future.

Another viewpoint which expresses that action learning and career
education have particular place in the high school is expressed by a

statemeﬁt that the high school is the most likely arema of educational

change. The opportunities for reform are timely and this is the place

61bid.

71bid.



where childhood ends and adulthood begins. However, Jim Coleman says
that the student”s role is a passive ome, "always in preparation for
acting, but never acting." By early 1972 unemployment among Americans
from 16 to 20 years of age totaled 1,350,000. Perhaps a very
pertinent question to be leveled is just how suitable their
preparation for action is.

Grant Venn calls upon a sharing among industry, the business
community and education to improve processes and options for youth in
our schools. Career education may prove to be a most viable approach
to make the entire society concerned, respomnsible, and involved in
development of our greatest resource - the individual.

The present generation of young people is engulfed in a
whirlpool of change. For this reason, it seems that today”s
educators, who were conditioned for a role in a stable
society, are the first generation with the task of educating
the young and re-educating adults to the new dimensions of
time and change. Because methods that solved problems 30
years ago help so little today, experience seems almost a
handicap. Yet experience seems the great synthesizer that
moves concept into practice.

It becomes apparent that educators and people in business both
see the need for experience and education to combine for successful
career education. There surely are many varieties offered today but
CWT programs can obviously be selected as one of the action programs
which will provide education and experience and will, hence, add up to

a productive career education for many students sorely -in need of such

direction and guidance.

8Sidney Marland, Jr., "Career Education: A Report,'" NASSP Bulletin,
#371 (March, 1973), pp. 5-9.

9rant Venn, '"'Career Education in Perspective, Yesterday, Today
and Tomorrow, " NASSP Bulletin, #371 (March, 1973), pp. 11-21.




Theorists generally break career concepts into three stages for
children. The fantasy years are from 5 to 1l when children are
interested in the image of the worker; this includes clothes worn,
"toys" or tools of the trade (guns, tractors, hypodermics), and the
"fun'" of the job.

The tentative years are from 12 to 17. Then the youngster begins
to superimpose his own interests, aptitudes and values on the work
role. He might even do some work during this stage.

The realistic years are from 17 to 25. At this point the person
should have a more definite understanding of his strengths and

weaknesses. Then he selects an occupational field or cluster and

gains training for his chosen field.10

Obviously, the high school student is frequently in the
tentative/realis;ic phases of career selection or concept. The CWT
programs provide help in both phasés since the student is emabled to
superimpose himself on a work situation, test his strengths aﬁd
weaknesses and literally train for the job he is holding or léérning.
This marriage between education and business community surely is an
orchestration of the needs and aspirations which have been stated by
many educators and businessmen in recent years.

In all, the work/study programs have a very important part to
play in career education today. In addition, they provide a fertile
ground for the potential drop-out to develop into a full grown and

worthy citizen who can readily contribute to society. Another

10Darle Laramore, "The Classroom Teacher in Career Education,"
NASSP Bulletin, #371 (March, 1973), pp. 93-103.
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contribution made by such programs is the development of positive self
image for those young people who have met with too much failure in
their young lives. The combination of work and school earns for them
more self respect, some real money and skills which will be marketable
in many years to come even with the several job or career changes
which every person must see in the future of the work world.

A change or expansion in work/study programs important to note is
called WECEP, Work Experience and Career Exploration Programs. These
programs are designed as cooperative occupational education for 14 and
15 year old youth. Because it was recognized that a number of
students experiencing failure and frustration in school simply wait
for their sixteenth birthday to drop out, a mew program was developed.
Educators thought occupational education experiemces might help such
students but present child labor laws stood in the way.

Experimental programs were developed and the U.S. Department of
Labor, Employment Standards Administration, waived the 16 year old age
restriction for designated experimental programs until August 31, 1972
and later extended the date. Fourteen and 15 year old youth were then
permitted to work in approved programs up to three hours in a school
day and any porti;n of that was permitted during school hours.

WECEP in Illinois has been successful and effective September 4,
1975, child labor regulations were amended to permit WECEP to continue
on a permanent basis.

In reviewing a report from September 17, 1975, from the Illinois
Office of Education the information seems clearly to indicate many

.

positive aspects of the program. Attendance, grades, behavior,
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attitudes, and.on-the-job performance all seemed to have made
considerable gains. See Appendix B for the summary of this report.11

Such broadening of the base of work/study programs would further
underscore the needs being met for younger students who are alienated
and disenchagted»with school. The obvious prediction is that they
will be lost to the educational process the moment their sixteenth
birthdays arrive. Careful planning of practical programs involving
work/study may save a great number of these students from terminal
lack of education self-imposed while they are too young, immature, and
lacking in wisdom to understand the kind of life sentence they may
impose on themselves. A reprieve from such self-imprisonment into
limited, dead-end careers might well be attained through such programs
as WECEP for 14 and 15 year olds.

The move toward cooperative education and career accent by both
educators and the business community seemé well substantiated in past
and present practice. It not only is clear that the day of
cooperative work training proérams has come but that is very likely to
expand in the future. As a matter of fact, there are suggestions
being made today that all high school students should have some
opportunity to work while still in school. Such thinking takes a
broad leap from the notion of providing these programs exclusively for
the alienated or disenchanted student.

As with any new programs there are bound to be factors which

require examination and evaluation to insure the programs are. and

11Revised WECEP Brochure.



12

remain worthy and productive. Thus, the purpose of this study focuses
on that very thing.

By examining the critical behaviors of the functioms of
teacher-coordinators in Cooperative Work Training programs this study
attempts to offer additional help to administrators by presenting a
questionnaire and answers from teacher-coordinators regarding critical
behaviors and functions. This should provide aid to the
administrators by providing data on valuable critical behaviors agd
how frequently they are accomplished. The administrator should be
able to use this information with teacher-cordinators and then check
on their use of it by employing the instrument used in this study ot
an adaptation of it. An examination of how closely the teacher-
coordinator approaches achieving the tasks set as criteria will help
the administration determine how well the teacher-coordinators are
functioning in the programs.

This kind of check should prove very helpful to the busy
administrator since it avoids the pitfall of having teacher-
coordinators cut loose from accountability because they operate on so
many different off-campus sites making supervision difficult. A
principal may be unable to spend the time necessary to oversee one
teacher-coordinator who is working with one student at a time in the
field. This data collection should offer the busy principal an
approprate vehiclé for encouraging efficient behavior on the part of
the teacher-coordinators and a valuable check on determining whether
they have achieved and maintained such efficient behavior and,

thereby, offered a high quality program to their students.



CHAPTER I1
REVIEW OF LITERATURE

A review of literature on Cooperative Work Training Programs
reveals a paucity of research in this particular area. Related
research was also pursued and there was similarly no significant
accumulation of information. Howéver, the relevant information gives
some insight into CWT programs, their objectives, and their results.

The search of literature for this paper was conducted primarily
through the Educational Resources Information Center (ERIC) from 1966
to the present. Identifiers used included cooperative programs,
work-experience, programs, work-study-programs, and cooperative
education. Each identifier produced several documents and those
abstracts were examined for relevancy to the scope of this
dissertation.

Bibliographies from these articles also yielded additional
pursuit and current education periodicals as well as newspaper
accounts and newsletters from professional associations were reviewed.

Most of the literature available, which is admittedly sparse,
indicates quite a firm belief in work/study and cooperative education
programs. It is interesting to cite the comments of people who have
worked with students in their companies across the nation in
cooperative education programs.

"Personally, I think vocational education is probably the

13



14

pest-spent tax money that we have in the whole area, and I mean from

' Mike Vater, Co-owner of Vater Farm

the federal government on down.'
Implements of Enid, Oklahoma, continues with high praise for the
program and its students. "The vocational-technical school is one of
the most amazing things I“ve seen. They“ve done a fantastic job
giving the youngsters what they need in an increasingly technical
society.”" Mr. Vater is "sold on the program"” and "oftentimes hires
students after graduation."!l

Another statement claims employers "...find that co-op students

are better trained and have better work habits." Tom Beslin, Head,

Accounting Department of Gulf Western Natural Resources Group Chemical
Division of Gloucester City, N.J., makes this claim.?2

" Henry Hailstock, Assistant Employment Manager, Giant Foods, Inc.,
Washington, D.C., talks about attitudes of co-op students.

The co-op students are definitely different from other

employees of that age. They have better attitudes.

They“re more enthusiastic and more aware of the customer

and relationships in the retail industry. In fact, they

seem to love this kind of experience where they can be

helpful to a customer.

An employer for Lord and Taylor in Falls Church, Virginia, gives

further insight by stating that occasiomally there are attendance

problems and they must talk to parents but the youngsters generally

take responsibility and do a fine job. They are on the payroll for

1"Everyone Here is Trying to Help," A Telephone Message for Co-op
Employers, Vocational Education 8 (October, 1980), p. 35.

%Ibid., p. 36.
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the same rate as others and this matters both to the employer and the
students. Some of them have even gone on to the local college and
continued working for the company and eventually have gome into a

3

training program in New York to become buyers.

Some studies have yielded information more substantial than

opinions quoted above. Debra S. Canna looked at the impact of
experience based cooperative education on career development,
maturity, and retention to learn whether high school students were
prepared to enter the world of work successfully.

Her study emphasizes that most observers agree that relating
education to employment has merit.

It adds a dimension of reality to the real world, and an

occupational dimension through the development of career
interests and orientation to the work environment (Tyler,

1971). Cooperative Education Programs give high school
students a chance to combine academic skills with work
experience. For many, co-op arrangements, which are
multiplying rapidly nationwide, become stepping stones
to life-long careers. Moreover, on-the-job traimning
often gives students a great%F resolve toward their

classwork (U.S. News, 1981).

Employment and educational experience go back to 1906 in .
Cincinnati, Ohio where the first formal work experience cooperative
education program was organized (Knowles, 1971). Things changed with
the attitude of employment of children and youth and the increase of
an adult labor supply (Ivens & Runge, 1951). Of late, however, there

has been a resurgence of interest in encouraging relations between

31bid.

“Debra s. Canna, "Effects of Cooperative Education on High School
Students Career Choice: A Review of the Literature,” (1982), p. 2.



16

5

schools and the work place.

According to Bailey and Stadt, 1973, the focus of high school
experience in cooperative education has become more popular and
important. Despite this fact there are few studies examining the
impact of work on career development (Dawes & Ace, 1973).6

One study did seem to indicate that co-op versus non=-co=-op
students seemed to be superior in career attitudes and maturity. In
comparing those students on several variables in terms of career
maturity, career choice, and major certainty, the co-op students rated
higher in career maturity, career planning, and problem solving
abilities (Martello & Shelton, 1981).7

For purposes of this dissertation it must be pointed out that
co-op students cover a broader perspective than the CWT students about
which this paper is concerned. It also may be noted that CWT students
are normally considered those who had been "losers" and were likely to
drop out of school. On this basis the above study may be more
represenkative of co~-op students other than those from CWT.
Unfortunately, there seem to bg no studies related specifically to
CWT.

To support this supposition, a study conducted by Neely in 1980
included a third party evaluation of the State Fair Community College

Experienced-Based Career Education in the third and final year of the

5Ibid., pp. 2-3.
61bid., p. 3.

7Ibid.
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program.

The evaluation concluded that program objectives aimed at
promoting community knowledge of the program, increasing
students” career exploration opportunities, integrating
academic and vocational education, and encouraging development
of students” attitudes and skills relative to a changing
society were met. Although EBCE students met the objectives
of maintaining an acceptable level of performance in
academic skills, they varied in attaining the objectives
related to acquiring positive work habits, positive
attitudes, and career decision-making skills; commitment

to career development activities; increase of career

skills; and knowledge of career optiomns.

Follow-up studies were recommended five and ten years after

participation to better evaluate student”s work habits. 8

Another evaluation of Rhode Island”s Experienced-Based Career
Education project bears out the previous study. Their results showed
no significant increase in career maturity, career knowledge, learning
attitudes, or self concept.9

An EBCE Program from St. Charles Parish Schools, Luling,

Louisiana (1978) included the following evaluation.

(1) In career maturity there was no evidence of significant
development when the performance of the experimental and
control groups was compared. These results do not support
program effectiveness in the career knowledge or career
maturity program components. (2) Data analysis showed some
support for development in attitudes toward learning
environment and in self-concept. (3) Hypotheses about
growth within thelﬁfperimental group in the basic skills
area were proven.

On a more positive side the evaluation of the Portland EBCE

81bid., p. 4.
I1bid., p. 5.

101p1d,



18

sroiect in 1977 produced some interesting results. This project
followed a model developed by the Appalachia Educational Laboratory
which is based on experiential learning with career and academic
experiences in the community. Objectives were judged from document
review and observation, and opinion and attitude questionnaires given
to parents and resource persons. Results showed all student outcome
objectives and process objectives were achieved. In addition, the
majority of attitudes about the EBCE program were positive.11

A well known study supporting cooperative education is the
Appalachian Maryland EBCE Project Evaluation (Stead, 1977). Some
conclusions were that:

(1) the support of local constituents and community for EBCE

was unequivocally strong and impressive; (2) EBCE students

demonstrated exemplary academic progress, and their attitudes

towards education generally improved as a result of

participating in the program; and (3) in terms of career

skills and career decision-making, the EBCE students

demonstrated substantial career education gains after

participating in the project.
Wilson (1974) suggests that co-op students indicate placing a higher
priority on career establishment; a study of co-op alumni supports the
conclusion that cooperative education broadened the perception of
career preparedness for undergraduates in the program (Darcy, 1982).12
All of the above research presents both sides of the picture

involving career attitudes and maturity of cooperative students. It

is clear that most studies support positive student and community

111hid., pp. 5-6.

121444, , p. 6.
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attitudes toward EBCE, improved student attitudes toward educationm,
and significant career education gains for students in cooperativev
education. Also, these students seem to have a higher priority for
career establishment than non-cooperative education students.
Finally, the studies also showed that cooperative education graduates
tended to remain in or be committed to careers they explored in EBCE.

Proceeding from the assumption supported by research that
cooperative education yields positive results, a look at career
planning for certain disadvantaged groups presents us with further
information. The results of one project indicate that a concerted
team effort for academically disadvantaged high school students can
enhance performance, school attendance, decision making skills,
self-esteem, and interest in setting career goals. Counselors must
call upon human resources available from the teaching staff and the
community at large.

It has been shown that Career Awareness Programs can offer
greater scope and depth, more so than a one-to-one approach.

Planning must be done before the course is implemented. The
coordinator/planner must determine who, what, and where the physical
and human resources are.

Many counselors cry that they spend 807Z of their time with 207 of
their students. This is usually dome in a crisis setting. While
counselors should be available for crises, they must not have their
role defined as simply responding to emergencies. Counselors should
consider influencing students at the program levei»and avoid some

crises which develop from student”s lack of goals and direction along



with their failure to appreciate the relationship between school and

work.13

On the heels of research which supports cooperative education
some information om policy considerations for employers in such
programs grew out of research in that area. A belief that work
experience alone was insufficient led to the conclusion that work
experience of a particular quality would lead to desired results.
Employment tasks should be more than routine and menial; job
experiences should be significantly related to students” educational,
career, and life plans; workplace supervisors must be trained to
assist students in making the most of their job experience.14

This recommendation of policy for employers is certainly
well-founded. Whether all of them can carry through on such
recommendations is questionable. Many employers feel providing any
kind of job for a student is sufficient.

However, the questions addressed in the research included:

1. What types of work experience will maximize student
opportunity for career-interest exploration?

2. Under what circumstances are employers most likely to
maximize opportunities for work experience?

3. What internal arrangements by employers with respect
to student job assignments, supervisory orientation,
and employer costs (including incentive pay for student)
would be conducive to effective work experience?

13pileen Rush Mattay and Rena Linder, "A Team Effort in Career
Planning for the Academically Disadvantaged," School Counselor 3
(January, 1982), pp. 226-231.

14'?011cy Considerations for Employers in Work Exploration and
Experience Programs! Key Findings and Policy Recommendations, 1978,
_ pp. 4-13.
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4. What are employer perceptions of the contributions
schools should make i% student performance in work-
experience programs?

Obviously, the above questions lay a burden on both the employer
and the school if they are to be comsidered seriously.

The research claims that the optional potential for a positive
outcome should be ensured if both students and employers view the
work-experience situation as an important part of life in general, not
simply as a job or task.

On the other hand, when the student seeks nothing more than a
body for production purposes, the positive outcomes for both are
significantly reduced.16

Because attitude and outcome are strongly related it suggests
that better screening of both student and employer participants is
recommended to produce better results of the program. 17

In more detail, this study found students and employers
considered the following to be the most valuable results of
work-experience programs.

.Development of interpersonal skills and socialization.
.Opportunity for career exploration, career education, and
development.

.Initial exposure to the world of work, usually in a positive

way.

151bhid., p. 4.
161bid., p. 8.

17144,
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.Personal growth in independence, confidence, productive
contribution, responsibility, and a sense of achievement.18
Paternalism in training and supervision was also held in high

regard by employers and students. They viewed this as including:

supportiveness, patience, encouragement, responsiveness, and

flexibility. 19

It seems that both parties viewed the work experience beyond its
simple job value and the students became saturated in many areas
discussed here. Such examples speak well for the successful
cooperative education programs.

‘In total, the recommendations of this study include the
following:

1. The school should take a greater responsibility for screening
both students and employers to better assess and understand their
motives and expectations regarding the program.

2. Schools should become active in educating employers and
supervisors in relation to potential impacts and outcomes of the
programs. The employer should know that: a) there is to be a key
role of paternalism in the first work-experience; and b) the possible
contributions of fifst-job experiences can help students to mature,
socialize, and explore career possibilities.

3. Apparent lack of two-way communication should be corrected to

ensure appropriate interrelationships between school and employer

181p4d., pp. 8-9.

191p4d., p. 9.
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during the program.

4. Student involvement in job selection should be increased.
This is closely related to motivation on the job and to the
- contribution of the job to life experience.

5. If students obtain jobs independently, the school and
employer must develop a feedback system and tracking to encourage
student initiative. Such a system gives the employer a long-term
source of student.labor, more informétion on the work-experience
program, and a preemployment selection of part-time student workers.

6. Schools and employers should be aware of factors critical
and/or contributory to the maximum student performance on the job;
e.g.

.Consistent feedback on performance

.Provisioﬁ for task variety

.Flexibility in scheduling, increased study time for exams when
needed

.Helping supervisors understand unusual needs of student-
workers, their maturation and career exploratiom

.Providing opportunities to increase student self-confidence,
and responsibility.

In summary, the fundamental principle is that those involved in
the work-experience programs should understand that the agreement or
"contract”" implies mucﬁ more than providing a teenager with a job to

earn some spending money.20

207414, pp. 11-13.
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A rather extensive study on "The Effectiveness of Cooperative
Education” was done by Amelia T. Brailsford in 1982. The general
categories in the study addressed six points.

1. the career development of graduates;
2. employer ratings of job performance;

3. attitudes of students and employers toward the
cooperative program;

4, the factors which are associated with successful
cooperative education programs;

5. advantages and disadvantages of participation in a
cooperative education program; and,

6. the cost-effectiveness of cooperative education
programs.

Among the studies reviewed in this paper the first hypothesis
tested claimed that cooperative education would yield low unemployment
rates for its graduates. All but one study agreed to this. Daniel
Molnar in 1975 examined cooperative programs in Minnesota, North
Carolina, and Ohio. He found no significant differences in the rates
of unemployment for cooperative and non-cooperative education
students. However, another study by Morgan Lewis in 1976 used a
comparison group design and found that cooperative education students
had slightly less short term employment after leaving high school. 1In
addition, three other studies found evidence favorable to the
cooperative programs. A more recent study by F.G. Welch in 1980 found

there was a much lower unemployment rate for co-op graduates than

2lpmelia T. Brailsford, "The Effectiveness of Cooperation Educa-
tion," 1982, pp. 5-20.
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others of the same age group.22

A second hypothesis under career development supposed that
cooperative education students would find full-time employment faster
upon graduation than non co-op students. Lewis (1976) and Molnar
(1975) found evidence to support this. Lewis concluded that this was
partly due to the fact that approximately one half of the cooperative
students remained with their employers after graduation. Further
supporting this hypothesis Kingston found a significant difference in
that cooperative education graduates secured full-time office
positions faster after graduation than non-co-op students. Slick
produced results showing cooperative students had almost twice the
probability of gaining full-time employment before graduation when
compared to non=-co-op students. 23

The third hypothesis tested was that cooperative education
students would gain full-time employment in areas related to their
field of study. Lewis (1976) and Slick (1974) both found this
hypothesis to be true. Welch (1980) compared the placement rate of
cooperative students to the rate for all vocational students in the
state and found the related placement rate of co-op students almost
twice that for all vocatiomal students.z4

The next hypothesis assumed cooperative education graduates would

experience more job satisfaction. Earnest Stormsdorfer in 1973 found

22Ibid., pp. 7-8.

231p14., p. 8.

241414, p. 9.
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co-op students to be generally more satisfied in their jobs especially
in the first few years after graduation. Slick (19?4) and Walsh
(1976) found the same higher job satisfaction but Kingston (1970)
found no significant differences between the two groups.25

The fifth hypothesis looked for higher wages earned by
cooperative education students and focused on wages earned in the
first post graduation full-time job and on the rate of wage increases
gained while employed on the first full-time job. Slick (1974) and
Walsh (1976) found some advantage while Lewis (1976) and Kingston
(1976) found no difference in beginning salaries. On the other hand
Kingston did find evidence that salary increases came more rapidly to
the cooperative education students. After five months beyond
graduation the difference in gross weekly wages was significant. This
rapid salary gain was also found to be true in a study by Molnar
(1975). 28

The sixth hypothesis under career development of graduates
concerned job staBility and presumed that cooperative education
students would change jobs less often. While the first five
hypotheses are supported by evidence from various studies there is
more division on the question of job stability. Lewis (1976) and
Slick (1974) found co-op graduates changed jobs less frequently two
years after graduation. Walsh (1976), Kingston (1970), and Molnar

(1975) found no significant differences between cooperative and

251pid.

261h4d., p. 10.
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pon-cooperative students through a follow-up period.27

It appears that taken as a whole there are many career benefits
to be derived from cooperative education for students.

Employer ratings of job performance was the next category
studied. Supervisors gave higher ratings to the cooperative education
students in every area of job performance. Employers felt these
students could work with less supervision, cooperated well, and also
progressed faster on the job than their non-co-op counterparts. Lewis
(1976) found that co-op students were even considered more dependable
and better workers than regular employees while maintaining better
attendance records.28

Attitudes toward the program were studied and co-op students
showed more positive attitudes toward school, retained more positive
attitudes after graduation, and felt better prepared for their jobs.
They willingly would recommend the program to friends and Harris”
(1974) study said that 90% of employers claimed their firms benefited
from the program and they would go on p;rticipating in it.29

Cost effectiveness of the program appears to be a bit more hazy
in conclusions.

Lewis (1976) claimed the cooperative programs cost about $210.00

more per pupil and since students in his sample didn“t earn higher

salaries that the programs were not cost effective. However, Molnar

27 1pid.

281p44., pp. 11-12.

291hid., pp. 12-13.
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(1975) found no clear cut differences between co-op and non-co-op
programs. In addition there is something to be said for benefits not
included in wages. Welch (1977) points to student benefits such as
wise career choice, job satisfaction, school satisfaction, and a
positive adjustment to the work arena. Employers similarly benefit in
recruiting future employees, in becoming an important adjunct to the

30

school system and thereby receive some direct benefit for their taxes.

Another point of view from Evans, Foundations of Vocational

Education, 1971, raises the interesting side effect that these
programs can reduce equipment costs and insure relevant and up-to-date
training for students. Very few schools can afford to up-date
specialized equipment which fast becomes obsolete. The business world
does this and the students working there benefit.

Still another plus according to Jim Biddle in "Indiana Vocatiomal
Education Communique" speaks of the dollar return to the state from
employment of co-op students and decided it has a positive impact on
the state”s economy.

Cost effectiveness, then, i1f viewed strictly in terms of student
wages would not necessarily justify the program. Viewed broadly,
costs may be offset by savings in another area and all authors believe
that the advantages are very much worth the program cost.31

In reviewing success components of cooperative education programs

the key factor seems to be the coordinator. Adequate training is an

301pid., pp. 13-l4.

311pi4., pp. 13-15.
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absolute must and NASSP suggests an internship program for
coordinators.‘ The 1976 Walsh study claims that personality traits may
pe more important than level of training. They should enjoy and be
skillful in meeting new employers, in speaking to the public, and in
arbitrating problems.

Another factor considered important is the number of visits to
the work station and the coordinators” knowledge of the students.
These tied in with the employers” belief that the firm was accruing
benefits from the program. Clearly, the coordinator is considered the
32

most important element in a successful program.

High quality work stations are a second component of successful

programs. The Walsh study (1976) defines these as: 1) paying higher
than average wages; 2) employing students for more than the average
number of hours per week; 3) lasting longer than the average job; and
4) providing high quality integration of classwork and omn-the=-job
training.33

The third success component is maximum integration of classroom

and on-the-job training. Classroom instruction and on-the-job

training should be highly related to produce success in the following
areas:
1. job satisfaction of students,

2. student school satisfaction,

321bid., pp. 15-16.

331hid., pp. 16-17.
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3. program helped decide student occupation,
4. overall student rating of program,

5. the likelihood that students would recommend programs to
friends,

6. attitudes toward programs, and
7. attitudes toward jobs.34

Advisory Committees are the fourth component of successful

programs. An "active and involved" committee should have well-known
or high-level buéiness or industry representatives, should meet often
and should work on: 1) employer relations and job development; and 2)
curriculum development and revision.35

Finally, the category of advantages and disadvantages of
cooperative education was studied with somewhat positive results. In
addition to benefits already mentioned there is evidence that students
gain advantages in the socialization process. They not only gained
job skills but also became more confident and self-directed
(Middleton, 1975). Employers spent more for supervision but this was
generally offset by the fact that student employees made lower wages,
had fewer fringe benefits, and were less likely to leave their jobs or
be absent from work. TRecruitment and screening costs were also less
for employers.

Adaptability to change in labor market demands is an advantage in

cooperative education while vocational education in school

3 1bid., pp. 17-18.

351bid., p. 18.
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laboratories can be outdated and out of synchronization with labor
market demands. Cooperative work education responds quickly to labor

pmarket changes so the advantages accrue not only to students but also

to employeq:s.36

As for disadvantages to students in cooperative programs, few
articles addressed this issue. Kingston (1970) pointed out that one
drawback could result from students being unable to participate in the
full school program. Her conclusion was that acquisition of social
skills frequently grows from participating in out-of-class school
functions and, hence, the co-op students could be missing this
advantage.

On the other hand, Lewis (1976) did not find this to be a problem
in his study. Rather, while participating less in interscholastic
sports, for example, they were very active in vocational clubs and
Future Business Leaders of America. Their interaction with co-workers
also sharpened up their social skills. 37

The employer”s point of view mentioned higher training costs as a
disadvantage but recognized that such costs are offset elsewhere as
previously discussed (see pp. 27-28). Another negative for the
employer may be the time he/she must give to meeting with coordinators
thus taking time from other important duties and other employees.

Coordinators must be diligent to keep such disruptions to a minimum

and employers on the whole indicated they feel any such disadvantages

't

361bid.

371bid., p. 20.
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are outweighed by the benefits they accrue from the program.38

Moving away from the study of effectiveness of cooperative

" education programs some literature examines the component of school
supervision and offers some policy implicatioms. A study by Morgan V.
Lewis and others in 1983 tells some interesting effects tied to school
supervision of jobs.

First, school supervision tends to raise the skill level of jobs
held by high school students but it differs in effects for men and
women. Men are placed in the same kinds of jobs that other high
school men find. Women under school supervision are more frequently
in clerical jobs than those who find jobs on their own. Those
students are more often in sales or service jobs.

The job time is about half a standard work week with men working
slightly more than women. However, Soth sexes in school supervised
jobs work longer workweeks than non-school supervised employeés.

About three-fourths of the jobs held by students pay minimum wage
with one-fourth paying substantially less. The research shows women
are paid about 27 cents per hour less than men in non=-school
supervised jobs. School supervision eliminates that discrimination
and sex~role stereotyping for men and women in those jobs were both
paid an average of $3.15 per hour.

Another interesting facet is that these students earn a rather

hefty amount of money in these part-time jobs with 407 of graduating

381pi4.
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men and 30% of women gaining more than $2,500 in their semior year.39

The study also suggests that work experience in high school
relates to outcomes differing by race and sex. This expérience does
not seem to ralse, may even lower, immediate earnings for white males
uypon graduation. School supervision does seem to account for raises

earned while in school.

On the other hand, work experience in school has a strong
connection with lower rates of unemployment for those students.40

Conclusions of this study indicate school supervision tends to be
an equalizing factor overcoming differences often connected with sex
and minority status. Equal pay for male and female is present in
school supervised jobs, unlike traditional labor market differences.

The policy implications from this study include the following:

1. Work-;tudy’programs should continue and be emphasized. They
provide additional income to disadvantaged families and reduce the
time students will be unemployed after graduation.

2. Cooperative education programs should place studenié in jobs
related to training. The training must be relevant to skills studied
in school.

3. Schools should assist all students employed while in school.
Their work experience should be used to enhance their education.

Individual and group counseling should relate to problems encountered

39Morgan V. Lewis and others, "High School Work Experienées and
Its Effects." 1983, p. 80.

401pbid., p. 90.
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in the workplace.41

Clearly the research indicates a favorable climate for continuing
and expanding work/study programs drawing upon partnerships and
cooperation between business and schools.

Recent trends have shown large and even small cities moving
toward Adopt a School Programs as just one facet of the attempt to
forge a bond between the business community and schools. A continued
study of and an attempt to up-grade work/study programs seems to be

the need of the present and the future.

“l1pid., pp. 100-101.



CHAPTER III

SURVEY INSTRUMENT, PROCEDURE FOR GATHERING DATA FROM

INTERVIEWS, AND ANALYSIS TECHNIQUE

The survey instrument, Appendix A, was compiled from information

taken from A Handbook for Career Guidance Counselors developed in

connection with the Division of Vocational and Techmnical Education,

Springfield, IL, and from An Articulated Guide for Cooperative

Education from the same source.

The instrument is separated into five categories: inform, plan,
prepare, place, and follow-up. Then, within these large beﬁchmarks
critical behaviors for teacher coordinators are grouped. Although
these critical behaviors were taken from both the Handbook and the
Guide, most of them were developed from the Guide. Actually they are
grouped under a job description for teacher-coordinators which came
from a group of 200 selected participants from business, industry,
labor, education, government and community interests. These people
participated in National Conference on Cooperative Vocatiomal
Education. The behaviors listed as a job description were the result
of their input.

By combining categories covering the broad range of a
teacher-coordinator”s job description with behaviors critical to
fulfilling his/her tasks the survey instrument is aimed at @etermining
the extent to which the many facets of these tasks are realized. Thus

35
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the instrument serves as a point of departure for interviews with

teacher-coordinators and as a compass to hold the direction of the
interview steady, and avoid unnecessary digression and tangential

diversions.

The instrument used to survey subjects was validated by a
Director of Work/Study Programs, two Coordinators of Work/Study
Programs, and two Teacher/Coordinators of CWT Programs. In each case
the survey was reviewed in light of the role of the teacher in CWT,
the objectives of CWT, and evaluation of the teacher and program in
terms of reaching those objectives. Suggestions from these on site
people who deal with such programs on a daily basis were included to
revise where it was deemed necessary. The concensus of such experts
underscored the validity of the survey to be used as an instrument.

The eight schools selected for this study planned that a variety
of communities be included to offer a kind of cross-section of the
heterogeneous segments of our society. Included in the study are four
Chicago schools and four Suburban schools. Specifically, thé four
Chicago schools are Hubbard, Kelvyn Park, Foreman and Taft. The
Suburban schools are Maine North, Maine South, Maine West, and Comnant
High School in Schaumburg. Suburban schools were selected to give
balance to the study and attempt to discover ény significant
differences which may or may not exist between large city programs and
suburban programs. By selecting schools both in and outside of the
city, a more varied base should be provided.

Of the in-city schools, the selection of schools present varied

student populations. One school contains mostly majority students of
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lower to middle class families. Another contains about 50% minority
gtudents. This community is essentially blue collar, but more than
one-third of the families are poverty level or on welfare. This
classification is based on free lunch requests. A third school
contains about 207 minority students while the fourth is lafgely
majority population of middle class and upper middle class
socio-economic levels. Many of the parents in this school work as
Chicago policemen, firemen, or in other city jobs. In this way a
range of variables was included to represent a bfoad base of study.
Also, it is important to note that the minority students include many
Latinos and there are parents of this group who may have little
command of the English language. For the matter, there are even
students who may have very impaired language skills who would surely
be potential dropouts and prime candidates for the CWT programs.

| Selecting three schools within one suburban system was done to
determine whether there would be great differences between the
activities of the coordinators within a single suburban system while
selecting one other school outside that suburban system would lend
another suburban dimension to that study. It was intended that the
selections would lend sufficient v#riety to the study.

The Maine Township group was selected to determine whether there
would be significant differences or great similarities of programs
within a single suburban system. Each school has an individual CWT
teacher-coordinator and the programs are operated as individual
entities. It is also interesting to note that the broad range of

socio~-economic level exists in suburban areas as well as city areas.
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There are welfare to wealthy people living in the suburbs and it was
felt that this, too, was important to include in the study.

Interviews were used as an information gathering technique
because a vis-a-vis exchange is much more successful in eliciting
information than a questionnaire. One can observe many additional
nuances such as body language, facial expression, and general
indications of forthright answers. A questionnaire is frequently
unanswered and lacks the persomal touch that makes an interview a more
successful study instrument. In addition, one asks permission for an
interview and doesn”t simply "dump" it on the recipient as unrequested
questionnaires are. It is also easier for people to "comsider" and
"adjust" answers to questionnaires when they have to ponder them. An
interview elicits responses that are immediate and, quite probably,
truthful.

The technique of analysis employed started with a review of each
tape interview made with the teacher-coordinators. Then each tape was
heard again several times and summary notes were made for each
question and answer from each teacher-coordinator.

Specifically, each response was rated in terms of whether the
teacher did what was posed in the question N (not at all), S (seldom),
F (frequently), or A (always).

In addition to the interviews, back-up information was requested.
Agendas, minutes of meetings, bulletins, pictures, forms, displays,
and a collection of such documents supports or does not support the
information given in the interviews. These are also reviewed to

examine the congruency of their answers to the concrete materials they
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used in connection with the CWT course.

After each of'the tasks listed in the interview were examined for
frequency and depth of accomplishment, charts were presented to
picture the variance of similarities of task accomplishment among the
interviewees.

A narrative summary of all responses was then done to flesh out
the kinds of activities engaged in by teacher-coordinators and draw
conclusions from them.

By charting the frequency of their responses and summarizing a
general picture of how these teachers function certain conclusionms
were able to be drawn about their typical and not so typical roles.
By comparing the actions of the respondents and drawing upon general
knowledge of students and CWT students, in particular, decisions could
be made about the optimum functioning of teacher-coordinators.

The conclusions or findings then were examined so that
recommendations could be made for teacher-coordinators and for
administrators. The objective to be reached by the recommendations
was designed to offer help to teachers in the realm of information,
planning, preparing, placing, and follow-up. The administrator camn
similarly benefit from these recommendations in that they may give
them a stronger perspective and insight into the kinds of activities
and functions which define an excellent teacher-coordinator. Such
guidelines can also aid the administrator or supervisor in evaluating
the success or failure of the coordinators to reach appropriate goals

and conduct exemplary programs.

In total, the examination of the leadership role of
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teacher-coordinator of CWT programs should help discover strengths,
weaknesses, broad deviations, outstanding performances, and
innovations of coordinators.

It is hoped that implications of interest to administrators could
pe drawn relating to budgeting, managing, supervising, staff
selection, public relations, and involving community resources.

In summary the procedure used in gathering data was as follows:

1. A face to face interview was held with teacher-coordinators
on an individual basis.

2. The survey instrument was reviewed point by point and the
subject would explain how critical behaviors were accomplished and to
what extent they were accomplished.

3. The subject was asked for any supportive documentation for
the responses to the survey. This included such things as brochures,
handbooks, agendas, minutes of meetings, publicity releases,
bulletins, job application forms, contracts with students, parents,
and e;ployers.

4. Each interview was tape-recorded to insure accurate recall of
responses and to avoid the discomfiting effect of the interviewer”s

note taking upon the teacher-coordinator being interviewed.



CHAPTER 1V
PRESENTATION OF DATA

The survey instrument yielded an account of which critical
behaviors were not done, some;imes done, frequently done, or always
done by teacher-coordinators. 1In order to present this informationm a
tally is given regarding frequency of accdmplishment and narrative
developed from the various interviews is presenﬁed in relation to each
question. This structure is intended to clarify the variance of
frequency of accomplishment which may be revealed by different
teacher-coordinators. The survey questions are divided into the five

major categories: inform, plam, prepare, place, follow-up.

N = Not domne
S = Seldom done
F = Frequently done
A = Always Done
INFORM
1. Are the media and other resource people known? N 8§ F A
Do you have samples of correspondence with them Y3 3 3

or other kinds of documentation?

One Coordinator makes extensive use of the media to bolster the
image of the program. He also has been a lobbyist for the State
Senate Education Committee and has good relations with the
media. Several use the local press. Two have staff members

who handle publicity for them and three use any opportunity

to gain coverage through pictures and press releases about

41
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their special events.

In what ways are the programs described to the N S F A
students? Are there samples of bullétins, 8
informational booklets, or other matgrials that

are used to inform students?

Coordinators generally have students referred by counselors and
interview each student. Orientation meetings, bulletins,

program information in school newspapers, brochures, assemblies,
and the student grape-vine are some of the ways information gets
to students. One coordinator visits each home. Another uses a
quiet approach in recruiting because students look upon the
program as one for "losers." He finds it best to soft pedal any
recruitment approach. All students are interviewed by

coordinators and parents must agree to the program.

Show how occupational information is described. N § F A
Again, are there bulletins, handbooks, assemblies, 8
etc.?

Most coordinators use the "World of Work" as a resource book.
Pamphlets, newspaper articles, SRA kits for job descriptioms,
library facilities, "Career World" (a monthly publicatiom).

Occupational Outlook Handbook, films, job studies done by

students, and the Dictionary of Occuéational Titles are some of
the ways used to describe occupational information. In some
schools counselors or career vocational directors help
disseminate information. Finally, a number of students already

have jobs upon entering the program and can share their own job
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information in class.
How is school policy communicated? Are bulletins, N § F A
handbooks, or other written information available? 8
School handbooks, agreement forms to parents and students,
homeroom explanations, daily bulletins, personal notes, word of
mouth, personal interviews, and coordinators all help in school
policy communication. One coordinator finds persomal notes
excellent because daily bulletins are not "the most listened to."
What kinds of publicity programs are planned and N 8§ F A
how are they implemented? Do you have copies of 1 5 2
press releases, newspaper clippings, etc.?
Word of mouth, success of the program, persomnal contact with
employers, fund-raisers, "Project Big" (a career night extrava-
ganza), films such as "Career Cinema" in the guidance department,
banquets for employers, and slide presentatiomns by coordinators
are used. One school deliberately avoids "selling" the program
because of having more customers than they need. Another avoids
selling any one program to lessen competition among various
departments.
What copies of printed publicity do you have? N S8 F A
3 3 2
This ranges from nothing to a picture of the CWT class giving
$200 they had raised to the school. Some articles make it imto
the local newspaper. One coordinator said he hopes for no
publicity because past history showed pusliéity agout a student.

often was because he was in trouble with the law. Again, it must
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be remembered that these students have frequently developed

negative ways, all of which are not magically overcome

immediately.
Are displays and exhibits used? Do you have N § F A
pictures of samples? 4 2 2

Individual departments have displays in one case. Bulletin
boards are used but are frequently "ripped-off" if classroom is
used by others. Corridor displays, posters from the Department
of Labor, and photos or displays within cases are used.

How are news media contacted? Press released? N S F A
Results? 1 3 &4
Contacts are made directly by phone, by press releases, or by

specialists on staff such as yearbook sponsor or publicity

director.
Tell how communication is maintained with faculty, N S F A
parents, community employers, school administrators, 8

and the student body. Do you have copies of pro-

grams, assemblies, newsletters, etc.?

Counselors are worked with closely. Parents are contacted
personally by phonme, visit, or conference. Community contacts
are made "on the street" since coordinators spend time in the
field. Informal and formal contacts are made and employers are
asked to let coordinators know of any problems. Frequently homes
have one parent and those parents are busy so much communication
with them is by phone or letter. Interchange with other teachers

can be almost daily or may in some cases be limited to times when
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the student is in trouble. Most coordinators feel personal face=-
to-face contact is the best. One coordinator feels most parents
want not to be involved too much after the agreement is signed.
They, too, have had negative experiences with schools as a

result of their children”s previous difficulties or failures.

How is optimum coverage provided for each career N § F A
related activity or event? What written support 1 7
is available to document this?

' special resource

Career days, coliege days, "Project Big,'
speakers, and visual advertising all help provide coverage.

Four schools together cooperate in "Project Big" which is held
in the evening to publicize services ranging from street clean-~
ing to brain surgeons. This event gets great coverage in press
and media and attracts very special resource people. Also,
junior high students and parochial school students are invited
and the project is extremely well attended.

How are work/study coordinators involved in each N S F A
event? What supportive documentation shows this 1 3 4
to be the case?

Coordinators are involved with students every day and with
employees on at least a monthly basis. For special events they

line up the speakers and prepare students to ask questions. 1In

one case coordinators have a division of labor with one handling

publicity, one doing food and refreshment for an event, etc.

(CWT coordinators are in only one phase of work/study programs.

There are also coordinators for Office Occupations, Distributive
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Education, and others.) Coordinators are also called upon to
plan and handle logistics for big events. They serve as contact
and resource people.and represent the teaching profession at
career events.
In a concerted effort made to find what or who N S F A
was overlooked in career guidance events and 1 6 1
activities? How is this accomplished? What do
your recordé show about improving this situation?
Counselors, division teachers (analogous to homeroom teachers in
some school systems), and coordinators are all involved.
Unfortunately, some parents will not let their children partici-
pate because it is not a college bound program. One school has
a career resource room with a career counselor available to
students at all times. Another school has a committee of
counselors and coordinators evaluate programs to see that all
areas have been covered. Getting students in the program at the
beginning and establishing good attitudes and work habits is
important. Helping them toward realistic goals is also
important. The guidance department has a large hand in this.
PLAN
Do you have a copy of the calendar of N § F A
"Deciding Events?" 8
Lesson plans, curriculum guides, and familiarity with the program
seem to dictate less need for a time line or formal calendar of
events. In one school two coordinators keep a rough calendar for

themselves. Certain events like club meetings are regular once a
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month items., Breakfasts are planned as they go through the year.
It seems the calendar develops rather than being presented to
students. Course outlines are given in weeks, not dates.

How does guidance personnel work with students? N § F A
Are there tecords of individual or group 8
conferences? Agendas for meetings with studénts?

Counselors meet with divisions (homerooms) and with students
individually. Coordinators do a great deal of counseling them-
selves. Some schedule individual student conferences weekly.
Role playing may be employed. One school stresses developmental
counseling rather than crisis counseling. Study halls are next
to the counseling offices and it is simple to schedule a con-
ference with coordinator, coﬁnselor, and student. Coordinators
also refer students to a social worker when needed. Group
counseling may be done for tardiness, attendance, and discipline.
Coordinators keep reco;ds on jobs offered, visits to employers,
and job performance.

Do you as a teacher-coordinator help enrollées N S F A
with career planning? What kind of record is 8
kept of such conferences, assemblies, or small

group sessions? Are there minutes of such meetings

available?

Coordinators do this on an individual basis. Records are
generally kept on a sheet or card for each student. They serve

as "mother hen" in other areas, too, e.g., insurance, family

problems, how to get political jobs. Coordinators see students
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every day so they have an advantage over counselors and can do
more developmental counseling on that daily basis. One
coordinator would like small group sessions scheduled two days

a week and full class three days a week. He feels he could be
more effective with students who in many cases have no idea of a
career choice or what they could realistically do. Actually,
the entire thrust of classes is planning. It is on-going and
individual and small group counseling is done by coordinators
regularly. Students are helped to develop plans as need arises.
The greatest need is to encourage motivation so that abilities
and intelligence of students will be maximized.

Tell what kind of counseling you provide for N 8§ F A
students entering the program. What records are 8
kept of such efforts? Samples?

Oné coordinator sees each student outside of class and after
school hours. Another makes appointments of one-half hour

for students during which time he explains the program and

asks about the student”s job. (Not all have jobs.) During

the first week of school the coordinator reviews what was
covered in general orientation with each student individually.
One explains the program and rejects the student who is "too
good." There seems to be little value in accepting the

student who is able enough to take on more challenge but

there is a very low rejection rate. Included in interviews are

what education the program offers, career goals, the policies

of the program and what it can do for the student. Curriculum
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counseling is given which may not even be in the cooperative

work education arema but in the other subjects being taken. For
example, if a student has trouble in another subject being

taught by another teacher, the coordimator will help in whichever
way he can. A log of such conferences is kept. All coordinators
visit the job site at least monthly and confer with employers to
become aware of problems. They then confer with students to
review problems and solutions. Records are sometimes kept on
application forms. One coordinator states that 907 of the
program is counseling.

Explain how program objectives are drawn up. Do N S F A
you have samples of such objectives? 8
Objectives include preparing students ;o function satisfactorily
in society, in their occupatiomns, and in their every day living.
To meet such objectives there are units on insurance, social
security, how to apply for jobs, and how to find their way around
the city. In one case the objectives are re-evaluated each year
with other coordinators and finalized with the department chair-
man. In addition, there are personal and informal objectives
which students indirectly help to develop in ome situation.
Another coordinator has four or five'important written objec-
tives and these are shared with students although students are
not involved in forming the objectives. Another teacher uses
district objectives and includes a selection of his own
objectives as well. Another modifies those in his curriculum

guide with informal input from students. These change from year



to year. Still another uses the objectives from his Board of

Education approved curriculum. These objectives include much

stress or responsibility and learning how to accept it. Another

developed objectives for the North Central Association. The
"World of Work" includés objectives to be used.

How do you use research and planning surveys? N § F
Do you have samples? 5 1 1
Few coordinators make use of such studies. One is involved
when he is a member of a group study. One has his own
research project to zero in on better relatioms with

employers and their concerns. In this case the career
counselor surveys areas for employment each year and the
coordinator watches for new areas and leads. In another
situation the coordinator always does interest inventories and
aptitude tests with students. He then teaches a complete unit
related to results of these tests. Another claims to do some
professional reading but admits it is minimal. He feels
communicating with students is most important. He also stated
that he learned "to fly by the seat of his pants." This would

indicate that the coordinator may be expected to learn much of

his job on his own. Another coordinator uses a kit from SRA and

finds that and other research very dated and sparse. The kit

is more than six years old. Generally, teachers seem to use the

job market more than research in their coordinator duties.

How is an advisory committee organized and included N S F A

in plan development? Are there copies of agenda 1 3



and/or minutes of the meetings?

One coordinator attempted such orgranization with employers
and had no success. He received only one "maybe" answer.
Another teacher said there is a District Advisory Committee
but that coordinators were dropped from it a few years ago.
They get minutes after the meetings but they are not too
relevant to CWT. Another claims the advisory committee is
helpful in "Project Big" since the school doesn”t fund this
evening affair for career information. Although there are
many sub-committees they have little to do with CWT. The
committee is required by state guidelines but seems to be of
little value to CWT except for sending them minutes of the
meetings. Still anmother speaks of the District Advisory
Committee which makes recommendations and curriculum
suggestions which filter to coordinators. That committee has
people from different schools on it. Another advisory
committee has a sub-committee fo; CWT and meets regularly.
Their recommendations go both ways - to the committee from
coordinators and others; from the committee to coordinators.
Minutes are sent after the meetings and the teacher feels

the advisory committee is good. Still another coordinator has
organized committees to find that they gradually disintegrate.
It is his experience that employers do not give up their time
too easily. Another coordinator had a committee for his class
alone but then it was changed to city-wide a few years ago.

He feels it was better at the local level. The remaining
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coordinator speaks of a committee composed of parents, students,

employers, and faculty. It meets four times a year or if

specifically needed. He feels it is a good public relatioms

. device.
How do you plan curriculum for work/study programs? N S F A
Who is involved? Are there samples of the ) 8

curriculum available?

One teacher uses a guide and working draft. He takes any
freebies such as pamphlets which he cam acquire. He also uses
resource people in his classes and has each student write a
thank you note to the boss. Another teacher uses a curriculum
guide and combines personal and individual approaches with this.
In addition, he utilizes newspapers, career columns, and the
stock market. In another case where there is no district
coordinator every teacher does his own thing. Coordinators were
stopped from’meeting on school time by the administration. Now
there is only one meeting of coordinators a year and that was
only for one hour. It is felt this is too little, and too
infrequent. Another coordinator in this district follows a
course of study and does certain things at certain times to
enable him to order appropriate films. He may adjust the time
length of a unit for the next year to accommodate student
interest. Again, he states that the coordinmators work
independently of each other and do their own thing. Another
teacher uses a recently revised district curriculum guide and

he deviates as he finds it is needed. (All coordinators are
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involved in the field test in this district.) Another
coordinator in this district uses the Board of Education guide
but also varies it to suit his individual needs. A final
coordinator uses the suggested curriculum from the "World of
Work" but excludes the unit on knowing the city.

What kinds of reports do you prepare? Samples? N S F

Monthly visits plus mileage, student earnings, administrative
reports, and central office reports are done. Employers”
reports and yearly summations are also included. Reports on
students include personal information, work site, visits, class
schedules, anecdotal records, and four times a year employers”
reports. Some state reports include where students are employed
and what kinds of jobs they hold. At least one must report
highlights of his program to his principal annually.

How are budgeting and purchasing defined and N S F A
implemented? What written information and 2 6
directives are available?

In one case there is no real budget and the teacher tries to get
some money from the instructional fund. Another teacher gets an
allotment which is divided among all coordinators. This is a
budget item which goes through the department chairman and is
approved by the principal. Each coordimator must project a five
year plan which is subject to revision. Another teacher

received 3300 per year for instructional material. He makes

selections which must be approved by the department chairman and
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finds this adequate because there aren”t many materials
available for CWI. Another has a share from his department and
finds it adequate. He gets more for films but the shop teacher
gets more for supplies‘and this is a fair distribution about
which the teacher has no complaints. He also receives a set of
reference books upon request. Still another receives it through
the Industrial Education Department and has no problems. He
uses many packets and hand-outs and the "World of Work."

Another had only $7.00 plus his $28.00 teacher supply account
adding up to $35.00. However, club dues paid for the student-
employer banquet and framed certificates for employers. The
other coordinator submits a list of what he wants and hopes to
get it. He has found this to be satisfactory in the past. The
textbook fund covered the "World of Work" for his classes.

How many professional meetings are scheduled N S F A
during the year? How many do you attend? What 2 6
kind of record, notes, or summary do you keep

of the salient features of these meetings?

One coordinator;attended one meeting of the Gooch Committee

in Joliet in addition to 6 or 7 city wide meetings. Another

has monthly department meetings, 8 faculty meetings, three half-
day institutes and two full day institutes. In additionmn, the
CWT coordinators meet monthly outside of the school area.
Another wishes there were meetings and mentions that suburban
coordinators meet monthly for members. Still another mentions

they have very few meetings now that coordinators are
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experienced. He belongs to a CWT Coordinators Association which
meets five times a year. Another attends 6 district coordina-
tors meetings. One teacher has monthly city-wide coordinator
meetings he attends. He also goes to the Museum of Science &
Industry exhibit each year where entries of students are
featured and awarded prizes in a competition. Another who also
attends these monthly city-wide meetings mentions that they hash
out problems and it is apparent that each school is very
different in CWI. A final teacher who attends the monthly city-
wide meetings also attends the monthly Chicago Suburban CWT
luncheon meetings, four COPE Committee meetings a year, and two

Gooch Committee meetings a year in Joliet, Illinois.

‘'How many agencies such as Manpower, employment N S F A

services, and CAMPS do you consult for the 8
planning\stages of your program? What information

do you have on file from them?

Most coordinators make no use of these agencies and depend on
their own development of contacts for job opportunities. One
occasionally consults with the Illinois Employment Service but
feels that students would be too threatened by the impersonal

service, long lines, etc. Still another will refer students

- to an employment office on occasion. One coordinator uses a

former teacher who is with the State Employment Office to
exchange contacts. Another steers students away from these
agencies to encourage them to work in the community, thereby

insuring future contacts for the program.
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How is the efficiency and effectiveness of N § F A
planning monitored? Do you have certain 2 6
checks that you make? What are they?

Coordinators get regular quarterly reports from employers.
Employers aﬁd parents seem to think the program is great but
kids are not turned on. They are still not interested in .
reading, hate school, and even find sports uninteresting.

Many are still passive or apathetic. One coordinator states
that he suffers if planning is not good and, therefore, will
correct mistakes as soon as possible or for the next year.
Another has students do an evaluation to assess his effective-
ness. Still another teacher keeps a record of applications

and interviews on an index card for each student. He places

the heaviest burden on students who are not working to encourage
them to seek and find jobs. Students also do a self evaluation
and this is monitored by the coordinator to help him measure
effectiveness. Another teacher judges his planning in relation
to jobs held by students and the philosophy which the student
develops in relation to it. Because the student cannot always
fit perfectly into a job situation the adjustment may be tied
into a phiiosophy or attitude the student acquires. Finally,
the administrators help monitor the efficiency of planning in
supervising the coordimators.

How are poorly served students identified N S F A
and provi&;d foré What kind ofrinformation do 2 6

you retain to indicate these students have been



properly served?

Students can be referred to specialists such as the speech
therapist, the learning disabilities teacher, or the counselor
for special provisions in terms of their deficiencies. The
referral process for students needing special attention

usually places them in CWT. Counselors or teachers may be
instrumental in identifying them. This process is more an
action process than a record keeping process. Also, in at

least one case the coordinator is notified if the student
classified as L.D. (learning disabled). Another coordinator
states he deals only with those in his program and takes the
probleﬁs as they come. Again, counselors, psychologists,
social workers, general studies teachers, and/or administrators
all mayvhave.a part in identifying the students with special
needs. Another coordinator confers with the unsuccessful
student (poorly served) before sending him/her to another job.
The course of action pursued grows out of this confer;nce;

e.g., the slow student has a quite different problem than the
stealing student. Documents are kept in the student”s folder

on these conferences. Division teachers and counselors can also
identify and refer students with problems. In general, guidance
and conferences seem to be used to help students in need. They
frequently lean on the coordinator to direct their lives for
they often use them as parent surrogates. It might be summed up
as working with each student individually and continuing to try

for them.
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How are fiscal resources identified? Do you N S F
have a copy of the budget used for your program? 1 3

Do you seek outside or alternative fiscal

resources? And, do you have copies of letters or

requests for such aid?

One teacher depends on fund raising. He purchased a tape
recorder and paid for half the class books that way. Also, he
used the bulk of such money to pay for jackets for the CWT
students. Another teacher uses no outside resources and gains
what he needs through the department chairman. Most of his
money is spent on instructional materials. One teacher simply
has a budget of $300.00 for films. Project Big is the only
outside fiscal resource in another case. Still another has
budget forms to submit requests and has experienced no
problems with reasonable requests. The large city teachers
seem to have limited locked-in budgets and make do with what

they get. Coordinators seem to have little say in budget

matters.
How are staff resources identified? Does your N 8§ F
principal aid in this area? Are there agendas 1 7

from faculty meetings showing this to be the casel

Minutes from meetings?
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There are uses made of the business department and the printshop.

Coordinators trade-off by doing something for these other

departments in return. Communications vary depending on the
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indiviaual resource person. Coordinators are familiar with all
the resource people on the faculty and use them as required or
refer students to them. Some find the libraries very helpful in
supplying material. Career counselors help with pinpointing
colleges through computer aid. English and special education
teachers may set up extra sessions to help CWT students. 1In
large schools the principal is far removed from the level of
identifying resources. He/she is running the school. Department
chairmen and coordinators identify resources in department
meetings and in problem solving sessions as well as during
teachers institutes. In another case the master program and
class assignment schedules provide thumbnail sketches of staff
resources. Classroom teachers are receptive to coordinators
coming into classes to gain students and at this time staff
resources mayrbe explained. Coordinators may be competitive for
students and this exposure is important to them. Another

teacher uses the truant officer, homebound teacher, and the
psychologist as well as gathering his own resources, e.g.,
outside speakers, instructional materials.

How are program dimensions and kinds of N 8§ F A
activities to be used identified? Are these 1 7
outlined in meetings, on paper, or in the

school newspaper, in some other way?

Bulletins and handbooks are used in two cases. Another teacher
visits homerooms and has little publicity because CWT students

are counselor placed. He works to dispel the "last resort"
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image that frequently accompanies the CWT program. Still another
coordinator meets with students in special groups and has hand-
outs to explain the program. Another teacher works through
faculty meetings or department meetings because it is difficult
to communicate with other coordinators. It is evident that CWT
does not compete in his school but received the lowest level of
students. The school paper is used to advertise in one case
where the coordinator identifies his own program while the

Director of Occupational Education identifies other programs.

How are facilities identified or made available? N S F A
Is there a list of them with an appropriate 3 5
explanation?

The coordinator in one case uses print or woodshop for special
projects. In addition he steers students to the library and has
his own resource center of some 8000 pamphlets for them. In two
situations the student handbook identifies facilities, the
learning resource center, and counseling available. Still
another teacher says his students only use the library if they
need a resource book. In one case the students are said to know
the school well by the time they are juniors and seniors and the
teacher attends to their individual needs as they become
evident. An informal class setting is used by one coordimator
when students need or ask for such information. Finally, in one
school an orientation is given regarding the Learning Resource

Center in English class.
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How is needed instruction determined? Are N S F A
surveys or questionnaires used to pinpoint needs? 8
Samples?

In at least one case the teacher says there is no formal
structure. Another draws upon tests already given through an
extensive district-wide testing program. One teacher has his
classes list the most valuable chapters in the "World of Work"
and the students would then determine the "curriculum" them-
selves. The choice seems to be very much left to the

coordinator and he makes his own objectives to improve or

change a unit as needed. Another teacher determines

instruction based on students” performance in class combined with
the recommendations from other teachers. Still another teacher
mentions students must fulfill requirements of English and Social
Studies and may not have too much choice of other subjects. The
Vocational Advisory Council is concerned and involved in one
school and the Director of Occupational Education does follow-up

to insure instruction has included their recommendations.

What instructional materials are assembled? N S F A
Are there lists letting students know what is 8
required?

One class is supplied with notebooks into which teacher handouts
are put. Although it is difficult to get them to bring it to
class, this is required. In another class no list is used

because it is revised yearly. Handouts of dittos are given by

the teacher and the "World of Work," the Sun-Times newspaper,
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"Career World," and weekly films are used. One coordinator
distributes a great deal of duplicated material but it is kept in
the classroom in a special cabinet. When things go out of the
classroom they rarely come back. Projects assigned are dome in

the classroom according to deadlines. No homework is assigned

because it“s usually not done. Another teacher uses texts with
vocational information and gathers copies of "Occupational Out-
looks" from counselors as they become old. All this material

is kept in a classroom cabinet for the students. Another

teacher provides students with a sheet identifying curriculum
and what is to be covered. One coordinator has no current text
but students bring in forms, maps, and other occupation related
material. He uses the curriculum guide for reference material
and. finds that about 807 of the instructional material used is
outside material. Still another teacher uses a textbook as a
guide and the "World of Work." He confers with other coordina-
tors and combined with workshops and committee work he develops‘
his instructional materials.

What kind of preparation for instructiom is N 8§ F A
done by the teacher-coordinator? Does he 8
prepare written plams, curriculum outlines,

a syllabus? Samples?

One teacher does day-by-day informal planning because there is

no textbook., He finds that gathering materials is the biggest
part of his preparation. Another does weekly written plans and

finds that he must do a great deal of revising and, therefore,
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he does not do a yearly syllabus. One teacher who used to
prepare written plans found that trying to plan too much was not
beneficial. His experience led him to take off from class clues
such as, "What happened at work yesterday." If a student is hurt
on the job he will move into job safety immediately. He does not
limit his class instruction strictly to what the students want
but starts where they are and tries to include their interest
points in daily instruction. Another coordinator prepares plans
and curriculum outlines, objectives for the program, and objec-
tives for each unit. Three other coordinators prepare written
plans.

How are programming and scheduling handled N S F
with appropriate staff and administrators? Are

written bulletins, policies, or other information

available on this?

All CWT students are on early programs as a matter of .school
policy in at least five schools. In one school the computer
person in personnel is involved and counselors play a part in
all schools. The coordinator in suburban schools has one week
alloted to find jobs for students but in most situations
coordinators use continuing contacts and may use part of the
summer to set up jobs. Programming is not a problem and one
school has a self-scheduling plan with the coordinator

available for conferences. Bulletins and policies are up-dated

annually in at least one case.
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Tell how planning for broad involvement of N S F A
staff, students, and citizens is done. Are 6 2
there written summaries or records of such efforts?

Staff is utilized on an "as needed" basis with resource people
handled in the same way in one case. There may be overlapping
of the two. Where there is a lay advisory committee the
employers are directly involved. Another coordinator uses
personal contact with staff by simply asking about his students.
He is more likely to be quickly involved broadly when a student
gets into trouble. One teacher encourages employers or others
interested in the program to become involved in PTA or the
advisory committee. They can alse be encouraged to be a

Booster Club and give money for the program. Another involves
employers through the special banquet held for them and has

sent questionnaires to them to evaluate how their needs are met.
One teacher deals mostly with employers and division teachers.
Still another uses bulletins, the advisory council, the Director
of Occupational Education, the newspaper, and phone contacts to
gain broad involvement of staff, students, and citizens.

How does the teacher-coordinator provide for N § F A
personal support for involvement of students, 8
staff and citizens? What documentation is

available for this?

One serves as "mother hen" to the students but is careful to

impress them with the idea that he is the toughest guy in the

world in the first month. The students need a strong teacher
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and will be testing him for some time. Another se

student individually at least once a week. Then %
them on the job they view it in a different light
relaxed. Another teacher contacts other teachers
students are failing but also contacts them if the
doing well. The student knows the coordinator is
with other teachers. Citizens are involved by prc
or by being a part of the advisory committee. Dix
contact with staff is used by another teacher whil
another finds providing support for students is mc
Many have difficult home problems, learning proble
parent, or they may live with in-laws or grandpare
coordinator counsels them in many situations to pr
personal support. Another works to establish fine
employers.
the coordinator still keeps that job statiom.
How are data collected on the use of

materials, services, facilities, and equipment?

What records of these data are kept?

A variety of methods are used in collecting materi

teacher takes two shopping bags along when going c .

"collecting"” tour. He visits the Board of Educati
Hall Reference Library, the Attorney General for ¢
fraud, and a host of other places. Another makes
own materials. His school also has a computerizec

service available, G.I.S. - Guidance Information ¢

In this way if a student is released t -
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may punch in information and get a print out from it. Another
keeps individual materials folders for students. Another is
quite informal with his collectioﬁ of materials but finds it
important to replace out-dated material with more current. The
kind of information used in such classes becomes out-dated
quickly and needs constant revision. One teacher confers with
other coordinators and revises old units of material himself.
Still another coordinator gathers materials and services
through monthly coordinator meetings. There are agendas for
each meeting and materials are collected there. Another
resource for materials and services is the Director of
Occupational Education and this is used by some.

What kinds of data are available on . N S F A
judgements of community residents, staffs, 1 7
students, and consultants?

Regular evaluations are conducted by the North Central Associa-
tion and used by coordinators to check and up-grade or revise
their offerings. Input is taken from students and a consultant
from central office offers suggestions in some cases. One
teacher regularly sends out follow-up questions to students and
employers. Another teacher finds that judgements are not heard
if there are no problems. If theré are problems he hears the
negative judgements which are made by employers, staffs, and
students. The attendance office also gives much input and
employer reports provide their judgements. Communities do not

produce much. Another coordinator gets information from staff
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on an informal basis and in the year-end report. Students in
one school evaluate twice a year and can give informal evalua-
tions at all tiﬁes. There is also evaluation conducted by
Vocational Education Bureaus. 1In general, other staff members
contribute ideas and consultant visits along with one-on-one
student input give one coordinator a fix on his class and
people”s judgement of it.

What kinds of inservice programs are conducted N 8§ F A
for administrators, counselors, and teachers? 7 1
Are agendas, minutes, or records of such programs

available?

Inservice programs are usually for coordinators, not
administrators. Meetings with counselors are used to select
students while no formal inservice programs are offered in
another school. Another teacher has an opportunity only once a
year to explain the program to small groups of teachers.
Another coordinator tells of one or two inservice meetings a
year. Another school reports regular institute days are held
and in faculty meetings coordinators address different
departments telling their offerings. Some meetings are held
with the principal and monthly meetings are scheduled with the
Vocational Director. Another coordinator says monthly
coordinator meetings are the only inservice he receives. He
also mentions some is done before programming but that time is
limited and monotony sets in when all are talkiﬁg up their own

programs. Still another coordinator speaks of the writing of a
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1 and 5 Year Plan as an inservice procedure coming from the
Director of Occupational Education.

What provisions are made for analyzing N S F A
quantity and quality of involvement? Are these 2 4 2
analytic conclusions available?

In some cases this is on-going throughout the year with subjec~
tive examination being done. Most of the coordinators do any
such analysis in an informal manner. One teacher feels that
employers are not involved enough. They cannot afford to give
extra time just because the employee is in school. Another
detriment that may affect their not wanting to give extra time
to students is that many students f£lit away at graduation and
abandon their jobs. This naturally makes the employer unhappy.
Sometimes the employer does not have time for the coordinator.
They are generally very happy after the Employer-employee
banquet where they are honored by the student participants.

In most cases any formal analysis is done by administration and

is presumed to relate to the budget for the program.

PLACE
How do you enlist participation of cooperating N § F A
employers? Do you send letters to various 8

‘companies for their participation? Do you see

employers personally? What kind of record is
available of these results?
Coordinators find themselves constantly selling the program.

Personal contact seems highest on the list to get employers to
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participate. Previous year employers are tapped and they also
may suggest others to participate. Coordinators keep records

or card files of cooperating employers and revise or expand them

each year. One teacher has sent brochures to employers but finds

phone contact better with personal contact being the best.

Response to brochures was not good. The personal touch always

comes out on top. One coordinator goes door-to-door and has a
backlog of those used. He also uses the school”s Career Resource
Center to find people. Some students come to school with a job
already in hand. Sometimes the job he wants he cannot have,
e.g., a 16 year old cannot be used to drive for deliveries. 1In
genéral, coordinators build up lists over the years. They use
referrals, check with the Lion”s Club, Chambers of Commerce and
other sources. None seem to find letters a good procedure. They
can be buried. Counsélors also refer some job requests to
appropriate coordinators; Students are also a source of job
referrals for teachers. The. phone book is another tool used by

some. Finally, when employers are pleased they frequently expand

- their job opportunities for the coordinators. The variety of

record keeping used includes use of a steno book with jobs as
they appear and their dates.

What procedures are outlined and developed to N S F A
aid students in seeking employment and/or further 8
education? Are there copies of these plans.

available? Are program summaries of meetings held

on this topic available?



The entire course is designed to get émployment. One
coordinator visits Washburne Trade School with his students and
has a man from Gréer Technical Institute come out to aid stu-
dents. The teacher places 50% of the students in the beginning
of the year and comntinues to place the rest throughout the year.
Another pushes adult education as a continuing form of educa-
tion for his students. He has written guidelines for his
students and in a text there are sample applications, interview
procedures, guidelines for dress, etc. Some students do job
interviews with the Assistant Principal. Teachers counsel
students on jobs, on school programs offered elsewhere, and let
them know they can return for more counseling after graduation.
Early units in the school year include practice in filling out
applications and seeking a job. Tests for abilities and
interests are interpreted by the Career Resoﬁrce Director to the
students. Much counseling is done to find student interests.
Teachers try to matcg students with an appropriate training
station. They also try to find jobs with a future for the
students. One teacher finds the curriculum guide can be over
students” heads and he must interpret it for them. He, too,
tries to place students in a field of interest and gives a plus
to employers this way for an interested student will be a better
employee. Coordinators from different programs share jobs.

They look at what the students like and what is available. In

some cases students visit three job possibilities in a day.

70
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How are suitable training stations found N S F A
for each student? When there are not jobs 1 7
available for some students what alternative

plans are worked out?

The training station must be a learning station with a good

model employer, provide enough money and opportunity for further
advancement, and have reasonably attractive surroundings.
Students Fannot be placed where there are any hazards. If there
is no employment available the student must give service to the
school three days or do charity or volunteer work. They must
keep a log of their activities. "Suitable'" employment may be
difficult to find and all situations may not be perfect.

Students may have to seek their own jobs but coordimators counsel
them and may even go along to seek jobs with them. 1In some cases
where students are not adjusting they will be changed. Students
who are unemployed are assigned job applications to fill out.

Students may have very different aspirations from what is

"available in the job market. Sometimes the school provides jobs

when they are unavailable elsewhere. One coordinator has stu-
dents write their job goals in the beginning. When they look at
them later some say, "Did I write that?" They become much more
realistic with their goals later. One coordinator selects
appropriate training stations by personal contact and visits.
His students may visit two or three places for jobs and if they
are turned down by all he investigates to find out why. He

claims he will not tolerate failure in his program. Alternative
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programs may be worked out because putting kids in study for too
long will just not work. All the jobs are looked upon as
temporary but sometimes the concern from administration is not
as much the kind of job but rather whether there is a job
available. Sometimes the employers who have "suitable" jobs
don“t want the student who is available. One coordinator
mentions getting burned at times when he has called an employer
and the student failed to show up. Personal contact still
seems the best. Some students don”t want to work but they are
usually dropped from the program. In some cases if students
don”t like the job the coordinator turns this into a learning
situation because it is a part of the real world. Not

everyone is in love with his job but people may have to stay

with it in a crowded job market.

What orientation is provided for employers, N S F A

training supervisors, and co-workers involved 1 1 6
in the program? Do you have a handbook, a policy

bulletin, or some other form of written communica-

tion to aid in this orientation?

One coordinator meets with employers and provides them with a
pamphlet on the program. Another has a brochure and a written
sheet of philosophy for the employer. In some cases, depending
on the employer, he holds off on the philosophy. Another
coordinator does not have orientation because the employers are
hounded by all the coordinators. It infringes on their time too

much and the School District is not paying them to take kids.
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Two others handle orientation on a person-to-person basis. One
of these presents the employer with a packet. Another
coordinator gives copies of the philosophy of the program as
mentioned above. He finds some employers do not agree to all
points. One other feels the banquet speaker can be a teacher of
employers after he has met with them personally.

How are students prepared for job interviews? N § F A
Is there role playing in the classroom on this 8
topic? Do you have examples written into

lesson plans, bulletins, hand outs for students,

etc.?

Through classroom teaching, role playing, and the "World of

Work" one coordinator handles the preparation. Another uses role
playing but says it is very different from the real thing.
However, he does believe it helps'students get the feel for
interviews. Another adds a check list from the text to role
playing and the kids keep this check list on any interviews they
take. This is covered by a unit in the text and the students are
instructed in preparing resumes as well. Simulated application
blanks are used with video tapes of employers interviewing stu~
dents; The students get a little strange in front of a camera

so this can become a bit artificial or contfived. In one case
students are grouped in teams of four and they write scripts for
skits. There is one employer and one job seeker on each team.
Lectures, films and study of tests supplements this technique.

Another teacher uses several applications, handouts, assignments
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and references to supplement the role playing done by the
Assistant Principal and the Principal with five or six students.
In addition to the above some direction on dress may be given.
Written guidelines may be given for certain jobs where dress . code
is strict; e.g., J.d. Penney.

How do you manage to provide a complete N § F A
understanding of the services that you can 8
provide for employer representatives and other

agencies? Do you have a written summary, policy,

or other form of information available for them?

Most of this can be verbal with the employer. Partaking of a
good program and being helped by the coordinator provides under-
standing. Through the twofold contact of employer and teacher,
problems can be presented to the coordinator and talked over.
Some coordinators use printed material to supplement personal
explanations. However, the personal element can be limited
because of time. Employers cannot give unlimited hours while
they have a business to run. One coordinator is careful to

keep low key. He will not promise to alleviate all their
personnel problems and watches that they do not take advantage

of students; e.g., ten students for the price of two adults is

a no-no. He puts only ome at a job station because he has found
if one is dissatisfied another will be. It seems contagious. He
also sells the program with the pitch, "Why hire someone off the
street rather than my kid. Give him a chance." This personal

contact plus a brochure helps the employer understand. The
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training agreement also has information printed on it. Again the
personal touch seems best. Some employers expect too much, like
the services of an employment agency. The frequent visiting and
phoning of employers is important to their understanding the
services of the program.

What procedures occur when students are placed N S F A
on the job? Are there forms, applications, 8
records' to be filled out? Samples available?

Regularly there are forms to be filled out. Some students

write their own job descriptions. Some sign class rules and a
contract with the employer. In one case where students list
goals the employer lists what the job requires and what it pays.
Another coordinator makes sure there is very little red tape. He
uses a check list evaluation four times a year. It takes only
about five minutes to do. Employers appreciate the efficiency
this provides. Another coordinator says he has no contract with
employers, that any agreement is just verbal. In slack periods
the students are the first laid off. In another case there are

forms to be filled out and extra ones if the student must work
with machinery. One coordinator also keeps a. parent consent form
in the student”s folder.

What kinds of job related ﬁlasses are taught? N S F A
Do you have curriculum guides or outlines for 8
thevclasses? Lesson plans?

One coordinator uses what is appropriate from the curriculum

guide, about eight units although he teaches ten. He adds
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safety and banking to the units from the guide. Food occupations
and child care are taught as job related offerings and as many
other occupations are covered as possible. Classroom work is not
related to one job. Specifics on trades are covered in a series
of films. Most kinds of work will be covered. All of the
academic classes are job related to a degree. The CWT teacher
covers what is not learned in other programs. One teacher
demonstrates or employs role playing for different situat%ons
which may arise on jobs. 1In this way things not in the
curriculum are covered. He also uses discussion on Fridays or

as needed to cover timely problems. One coordinator follows the
"World of Work" and covers social security, insurance, income
tax, getting along with people, dependability, and honesty.
Another teacher uses classes primarily to develop appropriate
attitudes and increase the retention of the students.

What kinds of provisions are made for N § F A
individualization in the classroom? What kinds 8
of individual projects and study are provided for

different students? Do you have lists on samples

of such things?

Each student has to be taken at his own level and CWT classes can
have a broad variety. Assignments are job related; e.g., a log
may be kept for a week, a job description for one day may be
written from punch in to punch out time. One teacher has every-
one do a basic packet of assignments but adds "plus'" opportuni-

ties to individualize assignments. Another coordinator permits
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students to work on other class work if they are behind in them.
If they are ahead in other classes as well as his own they may
work on extra projects. Another directs students to Special
Education teachers, woodshop, or special projects with the band
director when appropriate. Students may elect to take an A
option assignment or a C option. A option is more demanding but
he can earn an A as a grade. C is th highest grade a student may

get from a C option assignment. In one case projects are varied
and students are offered a choice of two or more assignﬁents to
do. The teacher carefully programs them for success to keep them
motivated. The unit on Labor extends itself well to individuali-
zation in the view of one teacher.

In what ways do other teachers provide N § F A
assistance to your program? Are the;e any : 8
written summaries, bulletims, or policies

related to this?

One coordinator finds social studies teachers share materials

and he finds teachers very helpful just when asked. Another
finds the L.D. teachers and reading teachers particularly
valuable and was participating in a program to help students
learn to read. The reading teacher gives tests and offers
special help. A~V teachers, art teachers, and print shop
teachers also help and students may work with them on special
projects. There seems to be good cooperation from other

teachers and special help is frequently available for the

particular needs of students. Counselors and division
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teachers are also helpful when students are referred to them.

A trade is sometimes made and a student may go to the math
teacher instead of CWT when needed. Similarly, other

teachers in differeﬁt subject areas provide that kind of help.
What communication do you have with training N S F A
supervisors to insure that they are advised 1 4 3
of application of classroom instruction?

Correspondence?

A rating card which is distributed early to supervisors can help
make clear what is evaluated and, therefore, 15 expected to be
part of the application of classroom instruction. Another way
is the personal contact to finé out needs and problems; e.g.,

in visiting the employer the teacher knows the student has
trouble in making change and then that is covered in class. 1In
some cases employers wish to instruct students themselves in
particular learning that will apply to their business. Another
teacher explains to employers that classroom instructiom is
general and may not always relate to a specific job. One
coordinator seeks to find needs of the students which are not
obvious. He does this on visiting the employer and then seeks
to provide specific training which the employer cannot. Another
coordinator shows the curriculum guide to the employer to help
him understand the application of classroom instruction.

How are the learning outcomes evaluated? N S F A
Are there checks, lists, reports, summaries? 4 4

Do employers do a rating on evaluation of
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students also? What kind of form is used?

All employers participate in the evaluation of students.
Coordinators explain the value of each grade to them. Most
coordinators do their evaluation of the learning outcomes
informally. Some have to drop certain employers because the
outcome of employment there is not good enough. They use the
evaluation of the job as a guide to determine learning outcomes
and also judge on the work students turn in for class. One
teacher uses a special evaluation sheet which the employer fills
out. The combination of the employer”s rating card with the
teacher”s evaluation ié another clue to learning outcomes.
Generally, the coordinators use the same informal approach and
lean on the employer”s evaluation plus their own to criticize
their programs.

How is replanning done with results of N 8§ F A
evaluation taken into account? Is there a 4 4
related lesson plan, curriculum guide, or

syllabus developed as a result?

Evaluation is done to show student strengths and weaknesses.

Replanning is done around this to tailor the next course
offering in such a way that needs be addressed. One
;oordinator works on this during the summer. He said after two
weeks of doing nothing he is bored and then looks through
student cards to plan and to line up jobs for them. Some
coordinators do their planning informally with other

coordinators. Since all groups vary teachers try to shift gears
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each year and change the curriculum accordingly.

FOLLOW-UP
How do you provide assistance to students in N S F A
adjusting to their working environment? 8

Describe the kinds of counseling that may be

doue and by whom. Are there records of such

assistance?

One coordinator does this on a one to one basis with special
office hours set aside. He keeps brief records in a folder and
may even hold some conferences with students in the hall.
Another works through counselors and himself. He finds students
want to quit at first but insists that they answer to the teacher
if they quit and he, in turn, tries to help them work through
their problems. Another coordinator serves as trouble shooter
between the students and the boss when students compiain of the
boss not treating them right, insisting on late hours, etc. The
teacher gets an evaluation from the boss to help clarify the
problem and works with both boss and student to solve it.
Another teacher takes a very direct approach with students on the
basis that no counseling will make him happy if he is unhappy on
the job. This teacher verbally points out that facets he may
like on this job can very well be present on other jobs the
student thinks he may like. The teacher tries to educate the
student to the reality that there are few, if any, "heavenly
jobs." 7A11 of this is verbal with no formal records kept.

Another coordinator handles much of his own counseling even
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though he can refer students to the Career Resource Center.

He will deal with it privately or use it as a class problem to
teach all the students what possible solutions méy exist.

Another coordinator pursues an individual determination of the
problem to get things out in the open. He holds conferences

with students and keeps cards with dates of conferences and

notes on them. One teacher visits students after a week or more
on the job. He contacts the employers and follows with personal
counseling of students. He keeps brief records of this on

index cards.

Tell of the waysvyou help students in dealing N 8§ F A
with.job problems. Do you discuss any of this ‘ 2 6
with the employers? Do you record or keep

anecdotal fecords on such cases?

One coordinator uses "World of Work" to give help in dealing with

job problems. He also discusses problems with employers to seek
appropriate solutions. Another uses individual determination and
may discuss soﬁe things ﬁith employers but not all. He finds
that students share some personal or confidential -things with him
and he does not break the trust by sharing it with the employers.
Another coordinator talks to the employers but keeps written
records on serious things only. Another teacher finds employers
tell him of student shortcomings. He themn covers it privately or
in class. At times the student does not recognize it”s his
problem. Then a private conference is necessary. This teacher

does not keep records of such conferences but admits it is hard
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to know whether you really are helping the student. He feels
termination is the only answer in some cases but finds that no
one really likes to fire kids. Instead they will employ subtle
moves like cutting hours or will give phony reasons for a firing,
such as business is slow. Still another teacher finds students
have difficulty in verbalizing problems at first. He uses case
studies, games and techniques from a University of Illinois unit
on problems in jobs to help his students: One other coordinator
always discusses the problems with employers to seek mutual
solutions which will be workable.

Give examples of how training supervisors and N S F A
students are involved in planning, personal 1 2 5
development. Are records kept of their

suggestions and input?

One teacher relies on employers to provide ideas on what skills
need to be taught in the classroom; e.g., filling out credit
cards for a gasoline station. Another always sets up common
goals with the training supervisor before the student is hired.
One teacher admits to little involvement of the training
supervisors except when they are thanked for helping students in
personal development. The teacher feels this is really an over-
statement but hopes to get the training supervisors started on
more involvement. Another coordinator claims students and
supervisors must réach certain understandings. For example,
when the student is off school, will he work 