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Preface

Carcer Academies are one of the fastest-growing high school reforms in the United
States. Their popularity can be atiributed, in large part, to their combining key elements of the
high school restructuring and school-to-career movements. As a high school restructuring re-
form, Carcer Academies create more personalized learning environments through a school-
within-a-school structure organized around a career theme. As a school-to-career initiative, Ca-
reer Academies combine classroom-based and work-based learning to help students acquire the
skills needed to pursue post-secondary education, employment, or a combination of the two. A
major question confronting Career Academies and related reforms is: Do they work? Do Career
Academies improve student education and employment outcomes, and do they have a long-term
payoff in terms of helping students enroll in and complete college and become successful in the
labor market?

To answer these and related questions, the Manpower Demonstration Research Corpora-
tion {MDRC) is conducting a comprehensive longitudinal evaluation of the Career Academy ap-
proach in 10 high schools throughout the country. This evaluation is distinctive for three major
reasons. First, it is on¢ of the few evaluations of a school reform initiative that uses a random as-
signment research design in which the experiences of Career Academy students are being com-
pared with those of a randomly selected control group. This design is widely considered to be the
most reliable way to measure the effectiveness of interventions like Career Academies. Second,
this is one of the few education evaluations that will follow the students in the research sample
through high school and for up to four years after they are scheduled to graduate. Third, the study
is measuring effectiveness across a broad set of outcomes including measures of school perform-
ance and engagement, academic achievement, employment and earnings, post-secondary enroll-
ment and completion, and risk-taking behaviors.

This is the third in a series of reports being produced from the Career Academics Evalua-
tion. The first report provided basic descriptions of the participating Career Academies. The sec-
ond focused on the experiences of students and teachers in the Career Academies and contrasted
these with the experiences of non-Academy students and teachers in the same high schools. The
current report centers on the role of employers and the work-related components of the Career
Academy experience. Employer involvement and work-based learning are considered corner-
stones of school-to-career initiatives like Career Academies. This report examines the structure,
nature, and content of these employer partnerships and the impact of the Career Academies on
students’ participation in work-related activities during high school.

From an implementation perspective, the overall story in this report is encouraging. All of
the Carcer Academies in the study were able to establish partnerships with a group of local em-
ployers and to create a range of career awareness and work-based learning activities for their stu-
dents. The nature and depth of these relationships varied, reflecting different local contexts, man-
agement structures, staffing arrangements, and the availability of resources to nurture these rela-
tionships. While the sites were successful in creating work-related activities for Career Academy
students, they struggled to integrate classroom-based and work-based learning,

The Career Academies positively affected student participation in career awareness and
work-based learning, yet the results challenge Academies and other school-to-career initiatives to
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develop strategies for enhancing both the quantity and quality of these activities. Career Acad-
emy 12th graders participated in work-related activities at higher rates than what has been found
in other school-to-career initiatives. The Career Academy students in the research sample were
more likely than their non-Academy counterparts to participate in a variety of career develop-
ment activities. They were also more likely to be employed during high school and to work in
jobs that were connected to school and had a high degree of work-based learning content. While
the Academies produced an increase in student participation in a broad array of career awareness
and work-based learning activities, a substantial proportion of Academy students were not ex-
posed to some of these key dimensions of the Academy experience, in particular, high-quality
work-based learning experiences that were connected to school. The highest participation rates
were found among Academies with more highly structured employer partnerships and the capac-
ity to support full-time, non-teaching employer coordinators.

The next report from the evaluation, due out later in 1999, will focus on the impact Ca-
reer Academies have on education outcomes throughout high school. Future reports will center
on the impact Career Academies have on post-secondary school enrollment and completion, la-
bor market success, youth development measures, and reductions in risk-taking behaviors.

Judith M. Gueron
President
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Executive Summary

This is the third in a series of reports from an ongoing evaluation of the Career Academy
approach, a widely established high school reform initiative aimed at improving students’ per-
formance in high school and providing them with clearer pathways to post-secondary education
and careers. The evaluation is being conducted by the Manpower Demonstration Research Cor-
poration (MDRC) with support from the U.S. Departments of Education and Labor and 14 pri-
vate foundations. It focuses on 10 Career Academies across the country.

Career Academies share three basic features. First, the programs are typically organized
as schools-within-schools in an effort to create more supportive teaching and learning communi-
ties. Second, they have a career theme and attempt to integrate a college preparatory academic
curriculum with more applied, occupation-related courses. Third, they establish partnerships with
local employers as a means of increasing students’ awareness of career options in a given field
and providing them with learning opportunities in a work setting.

This report focuses on the third of these features, the employer partnerships and how they
evolved in each of the 10 participating Career Academies. It also assesses the extent to which
Career Academies increased student participation in various career awareness and work-based
learning activities that were sponsored by the employer partners. The findings presented in this
report provide insights into the opportunities and challenges that high schools and local employ-
ers face as they seek to build constructive partnerships. The report suggests several lessons that
can guide the development of employer partnerships and work-related learning opportunities for
students in the context of Career Academies or other school-to-work programs.

Figure ES-1 shows the names, locations, and affiliations of the 10 Career Academies partici-
pating in the evaluation. Most of the school districts represented in the evaluation are large and enroll
high percentages of black and Hispanic students compared with national averages. The participating
school districts also have higher dropout rates, unemployment rates, and percentages of low-income
families than national averages. Most Career Academies across the country are located in such dis-
tricts, and MDRC purposely sought such sites for the Career Academies Evaluation. Using this group
of sites will ensure that the study yields findings for a broad mix of students, including those who, in
the experience of schools in the district, may be at risk of doing poorly in school.

The participating Career Academies offer a range of occupational themes. Three arc in the
business and finance fields, three focus on high-technology areas such as electronics and aerospace
technology, and there is one each in the fields of health occupations, public service, travel and
tourism, and video technology. The participating programs were drawn from most of the major es-
tablished networks of Career Academies across the country, with four from the California Partner-
ship Academy network, two from the National Academy Foundation network, one from the Florida
network of Academies for Career Development and Applied Technology, and one from the net-
work of Academy programs created by the District of Columbia Public Schools. Two of the par-
ticipating Academies were created independently through local high school or district initiatives.

The findings presented in this report are based on information collected during several
field research visits to each of the 10 sites participating in the study. The report also relies on a
survey that was administered to about 1,600 Academy and non-Academy students from the sites
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Figure ES-1

Names, Locations, and Affiliations of Participating Career Academies

Academy and High School Scheol District and City

1. Business and Finance Academy Pittsburgh Public Schools
George Westinghouse High School Pittsburgh, Pennsylvania

2. Academy of Finance Baltimore City Public Schools
Lake Cliftor/Eastern High School Baltimore, Maryland

3. Public Service Academy District of Columbia Public Schools
Anacostia High School Washington, D.C.

4, Academy for Aerospace Technology Brevard County Public Schools
Cocoa High School Cocoz, Florida

5. Academy of Travel and Tourism Dade County Public Schools
Miami Beach Senior High School Miami Beach, Florida

6. Health Professions Academy Socorro Independent School District
Socorro High School Socorro, Texas

7. Global Business Academy Santa Ana Unified School District
Valley High School Santa Ana, California

8. Watsonville Video Academy Pajaro Valley Unified School District
Watsonville High School Watsonville, California

9. Electronics Academy (SC) East Side Union High School District
Silver Creek High School San Jose, California

10. Electronics Academy (I) East Side Union High School District
Independence High School San Jose, California

ES-2

Academy Network and

School Year Academy Started

Independent
1984-85

National Academy Foundation
1987-88

D.C. Public Schools Academy Network
1989-90

Florida's Academies for Career Development
and Applied Technology
1993-94

National Academy Foundation
1991-92

Independent
199192

California Partnership Academy
1991-92

California Partnership Academy
1991-92

California Partnership Academy
1984-85

California Partnership Academy
1984-85




at the end of their 12th-grade year. The survey asked students a variety of questions about their
work experiences during high school and about their exposure to career awareness and develop-
ment activities both in and outside of school.

The Basic Features of Career Academv Emplover Partnerships

Previous and ongoing research focusing on school-to-work initiatives has revealed many
challenges to establishing partnerships with local employers and developing meaningful work-
related learning expericnces for students. The 10 Career Academies participating in this evalua-
tion were chosen strategically with the goal of providing a credible test of the Career Academy
approach as it had been defined in practice and in previous research. They were also selected to
reflect a range of local contexts in which Career Academies have been implemented and sus-
tained. The field research conducted for the study produced rich information documenting vari-
ous dimensions of their employer partnerships and the intensive effort that was required to im-
plement and sustain them. The following is an overview of the core elements they had in
common during the period under study (generally, the 1994-95 school year through the 1997-98
school year).

e Maultiple employers with multiple roles. Each of the participating Career
Academies succeeded in engaging a group of local employers in an ongoing
effort to support the Academy programs and to sponsor a range of career
awarcness and work-based learning activities for students. These relationships
predate the study, which began in 1993. The employer partnerships in each of
the sites involved a minimum of three employers. The employers supported
the Academies by contributing resources, most intensively in the form of the
time their employees committed to participating in Academy-related activitics
as guest speakers at career awareness workshops, special event coordinators,
mentors for students, or internship supervisors. Employer partners also pro-
vided financial support, equipment, advice on curriculum, information about
job opportunities and skill requirements in their fields, and even financial aid
for students going to college.

e Staff time for partnership coordination. Each of the sites relied on a person
or group of people who served as liaisons between the employers and the
Academies and as the coordinators for the various employer-sponsored activi-
ties. The role of the coordinator was pivotal in facilitating communication
between the employer partners and the Academy teachers and administrators.
The coordinator in each site also played a central role in developing career
awareness and work-based learning activities for students and facilitating stu-
dent participation in such activities.

e Career awarcness and development activities. Each of the Career Acade-
mies established a variety of employer-sponsored activities that were designed
to enhance students’ understanding of the world of work in general and their
awareness of occupations within the program’s broad career theme. Some of
these activities occurred outside of school; these included career-related field
trips, job shadowing (in which students had the opportunity to accompany an
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adult to his or her job for a day), and contact with an adult who acted as a
mentor or provided students with personal and professional guidance. Other
activities typically occurred in school; these included researching and learning
about jobs and their requirements in a class, discussing connections between
school and work with other students or adults, receiving instruction or coun-
seling about how to find a job or act on the job, and events at which adults
came to school to talk about their jobs.

¢ Work-based learning activities. Each of the Career Academies developed a
formal work-based learning program for their students. A key objective of
work-based learning is to integrate different approaches to learning by draw-
ing on the classroom, the workplace, and the occupational theme of the Acad-
emy. In each of the sites, the employer liaison or coordinator worked to iden-
tify or develop job opportunities for Academy students with one of the
employer partners. These positions were intended to provide opportunities for
students to learn about their assigned job, the range of jobs and career oppor-
tunities across the company or organization, and the world of work in general.

Variation Among Career Academies

The participating Career Academies used a wide range of strategies for supporting their
employer partnerships and for building on the partnerships to develop new learning opportunities
for their students. The variation among the Academies reflects the adaptation of the core dimen-
sions of the Academy approach to local needs, capacities, and circumstances. For some program
dimensions, the variation among sites reflects relative strengths or limitations in the sites’ ca-
pacities to fully engage their employer partners and to develop high quality work-related activi-
ties for students. The field research for the Career Academies Evaluation highlighted particularly
vivid differences among the sites in three key areas: the partnership management structure,
staffing arrangements, and supports for work-based learning. Analysis of these differences pro-
vides insights into strategies that may enhance the stability and cohesiveness of the employer
partnerships and the quality of work-related activities for students.

Employer partnership management structure. Four Career Academies in the study
developed what may be characterized as highly structured approaches to sustaining employer
partnerships. Each of the employer partners in these sites was required to provide a financial or
in-kind support for the Academies. Financial commitments from the employer partners, as well
as in-kind contributions of staff time and other resources, indicated a concrete investment in the
success of the program. These sites established formal advisory boards that met regularly to fo-
cus and coordinate employer support for the programs. In general, the employer advisory boards
provided a forum for employer partners, teachers, and administrators to develop a shared vision
for the Career Academies and to discuss issues of mutual concern. Regular meetings provided
opportunities for employers and educators to learn from each other and gain new perspectives on
the different roles each played in the programs,

The six Carcer Academies with less-structured employer partnerships either did not have
formal employer advisory boards or their employer advisory boards met less frequently. In-
volvement with employer partners at some of these sites tended to be less well coordinated and
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less focused on the Academy’s broad mission and operational issues. At some sites, the level of
employer involvement fluctuated from year to year, and in one case the employer partnership
was eventually reconstituted and then finally disbanded.

Interestingly, two of the programs with less-structured partnerships developed alternative
strategies for sustaining or enhancing employer involvement. The partnership in one of these
sites included only three principal employers, who provided a large number of work-based
learning placements and contributed resources such as equipment and materials. The relatively
small number of employers made coordination of their involvement more manageable for the
Academy teaching staff and reduced the need for a highly structured approach to managing the
partnership. A second site, recognizing the need for more stable and intensive employer in-
volvement, eventually engaged a single large employer who provided financial contributions and
made a commitment to providing work-based learning placements and career awareness activi-
ties for students. This move appears to have established a solid foundation for expanding the
partnership and its role in the Academy.

Staffing arrangements. The sites used different staffing arrangements to coordinate the
relationship between the programs and the employer partners and to develop the various em-
ployer-sponsored activities for students. Five sites were able to support a full-time, non-teaching
coordinator to be the liaison between the Academy and the employer partners and to manage the
employer-sponsored activities. With no teaching responsibilities, the coordinator had a flexible
schedule and could accommodate meetings with employer advisory group members, Academy
budget meetings with employer partners, and fund-raising activities. These non-teaching coordi-
nators were also able to attend to other administrative work in the field to ensure that the career
awareness and development opportunities and work-based learning activities ran smoothly over
the course of the year. The coordinators were responsible for matching students with mentors and
internships, providing orientations for mentors and work-based learning supervisors, monitoring
student work experiences throughout the summer months, recruiting new employer partners, and
maintaining relationships with existing partners. Interestingly, four of the five sites that were able
to support a full-time non-teaching coordinator also relied on the highly structured approach to
managing the partnership discussed in the previous section. In fact, the employer partners pro-
vided much of the financial support (usually supplemented by district support) for the coordina-
tor’s salary and benefits.

The other five sites relied on Carecer Academy teachers to serve as the primary liaisons
with the employer partners and primary coordinators for employer-sponsored activities. At each
of these sites, the Academy lead teacher had classroom responsibilities as well as administrative
responsibilities for other Academy activities. To provide the lead teachers with some additional
time to fulfill these roles, four of the sites provided additional funding to reduce their teaching
load (usually from five classes to three or four classes). Although the coordinators at these sites
were extremely dedicated, the added classroom and administrative responsibilities sometimes
prevented them from engaging the employer partners on multiple levels and from developing a
wide range of high-quality career awareness and work-based learning activities.

Supports for work-based learning. The sites differed in the types and degree of prepa-
ration they provided students and employers prior to and during their work-based learning intern-
ships. Nine of the sites provided some type of orientation for both the students and their em-
ployer supervisors prior to the start of the work-based learning activities. Six of the sites
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provided a more formal set of supports for their work-based leaming programs. In general, these
included initial orientations for students and their employer supervisors followed by ongoing
monitoring of student participation. These activities were organized by the partnership coordi-
nator and were designed to focus students and their supervisors on creating learning opportuni-
ties and making the work experience more than a job for students. In three of these sites, the em-
ployer partners provided an additional orientation for the work-site supervisors. Employers were
encouraged to expose students to as many aspects of their industry as possible, while students
were instructed on general expectations in the workplace, including dress codes, decision-making
and accountability norms, and “unwritten” rules for advancement.

The remaining four sites focused on developing job placements for their students but did
not provide as much formal preparation for the employers or students. Employers and students
were generally left on their own to explore leaming opportunitics and strategies for exposing stu-
dents to a broad range of experiences on the job. This approach appeared to result in more varia-
tion in the learning value that students and employers attached to these activities.

Finally, all of the sites struggled to build concrete connections between classroom- and
work-based learning. While some students reported using math, reading, or computer skills in their
work experiences, these applications were rarely an outgrowth of academic classes students were
taking in school. Several of the Academies developed school-based projects or “virtual learning”
activities that presented students with work-related problems to solve, but these were often not di-
rectly related to students’ actual work experiences. In some Academics, students wrote papers or
engaged in classroom discussion reflecting on their work experiences and the relevance of their ex-
periences to their career goals. Building concrete connections between school and work-based
teaching and leaming is a dimension of the Career Academy approach (as well as other school-to-
work approaches) that needs further attention from both educators and employers.

In summary, four of the sites incorporated all three of the most productive variation of the
features that have been discussed here: a highly structured approach to managing their employer
partnerships, a non-teaching partnership coordinator, and formal orientations and supports for
their work-based learning activities. These sites all benefited from generous financial and in-kind
contributions from employer partners, employer advisory boards that channeled employer roles
and contributions, and employers involved with the Academies on a broad range of levels. They
also benefited from the full-time commitment of a staff member who coordinated the partner-
ships and the career awareness and work-based learning activities. A fifth site, while it did not
have a highly structured employer partnership, was able to support a non-teaching coordinator
and incorporate the more formal approach to supporting its work-based learning activities. As
will be seen in the discussion that follows, Career Academy students in these five sites were
more likely to participate in a wide range of career awareness and work-based learning activities
(and, 1n general, to participate more intensively) than their counterparts in the other sites.
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Participation in Career Awareness and Work-Based Learning Activities
Among Career Academy 12th Graders

e Career Academy 12th-grade students in this evaluation were engaged in
career awareness and work-based learning activities at levels that were
equivalent to or higher than participation rates found in other school-to-
work initiatives.

Even before the recent efforts to build more intensive school-to-work initiatives
(particularly those stemming from the School-to-Work Opportunities Act of 1994), many schools
and school districts offered a range of career awareness and development activities for students.
Over the past four years, a burst of new school-to-work initiatives has taken place around the
country. Studies of these initiatives indicate that the new school-to-work partnerships have fo-
cused most intensively on creating or enhancing career awareness and development activities
such as career counseling, employer presentations, work site field trips, and job shadowing. Most
notably, the National School-to-Work Implementation Study focused on eight states that had es-
tablished a wide array of local employer partnerships using funding allocated from the School-to-
Work Opportunities Act of 1994. Early findings from these intensive-implementation states indi-
cate that very few high school seniors were participating regularly in career awareness and work-
based learning activities. According to a survey administered to seniors in these eight states, 20
percent reported attending three or more work site field trips during high school, 7 percent re-
ported participation in three or more job shadowing activities, and 16 percent reported partici-
pating in what could be described as work-based learning activities.'

Direct comparison between the Career Academies Evaluation and the National School-to-
Work Implementation Study should be interpreted with caution because of the differences in the
program approaches they cover and the research designs they use. Nonetheless, the two studies
surveyed similar groups of students and used similar measures to capture participation in career
awareness and work-based leamning activities. These similarities suggest that early findings from
the National School-to-Work Implementation Study can serve as a useful context for interpreting
findings from the Career Academies Evaluation. In short, it appears that seniors in the Career
Academies study participated in career awareness and work-based learning activities at rates
similar to or higher than those found among seniors in the national study. For example, about
half the Career Academy seniors participated intensively in career awareness and development
activities, about 45 percent reported having a job that was connected to school, and about 25 per-
cent reported having a job that included a high level of work-based learning content. The find-
ings emerging from the Career Academies Evaluation suggest that the programs have been suc-
cessful 1n increasing student participation in these activities. It is also sobering, however, that a
significant portion of the Academy seniors (between half and three-fourths) were not exposed to
key aspects of the Career Academy experience. These findings are explored in more detail in the
next section.

e Nearly all the students who remained in a Career Academy throughout
high school participated in some type of career awareness and develop-

'Alan M. Hershey, Paula Hudis, Marsha Silverberg, and Joshua Haimson, Partners in Progress: Early Steps in
Creating School-to-Work Systems (Princeton, N.J.: Mathematica Policy Research, Inc., 1997), xxi, xxv.
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ment activity. Over half these students participated intensively in these
activities.

Virtually all (99 percent) of the students who were enrolled in an Academy at the end of
12th grade reported that they had participated in one or more career development and awareness
activities during high school. Some of these activities occurred outside of school. These included
carger-related field trips, job shadowing activities {(in which students had the opportunity to ob-
serve at work for a day), and contact with an adult who acted as a mentor or provided students
with personal and professional guidance. Other carecer awareness and development activitics took
place in school. They included learning about jobs and their requirements in a class, discussing
careers and connections between school and work with other students or adults, receiving in-
struction or counseling about how to find a job or act on the job, and attending events in which
adults came to school to talk about jobs or careers.

Figure ES-2 presents a summary of selected findings from the survey of Carcer Academy
12th-grade students regarding their participation in career awareness and work-based learning
activities during high school. The first bar in the figure shows that 54 percent of the 12th-grade
students enrolled in an Academy can be said to have participated intensively in career awareness
activities that typically took place outside of school, and 52 percent reported intensive exposure
to school-based career awareness and development activities. Intensive participation was defined
as participating in two or more activities outside of school or participating in school-based ac-
tivities at least once per month.

e The vast majority of the students who remained in a Career Academy
through the 12th grade worked at some point during high school. Just
under half the Career Academy seniors worked in a job that was con-
nected with school, and about one-quarter can be said to have held a job
with a high level of work-based learning content.

Figure ES-2 shows that 83 percent of the students who were enrolled in a Career Acad-
emy at the end of their 12th-grade year were employed at some point during high school. Ap-
proximately 45 percent reported working in a job that was connected to school, and 26 percent
can be said to have held a Aigh quality work-based learning job. Jobs that were connected to
school included jobs that were obtained through a school program or teacher, jobs for which stu-
dents received school credit, and jobs in which staff from a school-based program monitored the
student’s work either directly or through contact with the employer. These jobs were considered
to be “work-based learning jobs.” Jobs with a “high degree of work-based learning content” in-
cluded jobs in which students reported using reading, writing, or computer skills, receiving ad-
vice on general and specific work expectations, having the opportunity to learn new things, and
being engaged. Significantly, students who held jobs that were connected to school were much
mote likely to report having jobs with a high degree of work-based learning content.

e Students in Career Academies with highly structured employer part-
nerships or support for non-teaching employer coordinators reported
higher levels of participation in career awareness and work-based
learning activities than those in Career Academies that had less-
structured partnerships or coordinators with teaching responsibilities.
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Figure ES-3 uses the same measures of student participation in career awareness and
work-based learning activities among Career Academy seniors as Figure ES-2. The bars in Fig-
ure ES-3 show the differences in participation rates between students from the five Career
Academies with highly structured employer partnerships and/or non-teaching employer coordi-
nators and students from the five Academies with less structured partnerships.

In general, students from the five sites that had either highly structured employer partner-
ships or were able to support a non-teaching employer coordinator participated at significantly
higher rates in all dimensions of carcer awareness and work-based learning activities than stu-
dents in the other five study sites. For example, 66 percent of the 12th-grade students from the
highly structured Academy sites reported intensive involvement in career awareness and devel-
opment activities that occurred outside of school, and 59 percent reported intensive participation
in career awareness and development activities in school. In contrast, 12th-grade students from
the less-structured Academy sites reported participation rates of 43 percent and 39 percent, re-
spectively, in these types of activities.

Having highly structured employer partnerships or having a non-teaching person respon-
sible for coordinating the employer partnerships was also strongly related to higher rates of stu-
dent participation in work-based learning programs. In particular, 59 percent of the 12th-grade
students from the Academy sites with these characteristics had jobs that were connected to
school, compared with 39 percent of the students in the other sites. Interestingly, the level of
structure of their employer partnerships and the manner in which they organized the coordination
of the employer partnerships was not as strongly related to the percentage of Academy students
who had jobs with a “high” level of work-based learning content. Thirty percent of the students
from the highly structured sites had jobs with a “high” level of work-based learning content,
compared with 22 percent of the students from the less-structured sites.

Career Academy Impacts on Student Participation in Career Awareness and
Work-Based Learning Activities

The Career Academies Evaluation provides a unique opportunity to compare the experi-
ences of students who applied for and were selected to attend a Career Academy (referred to as
the Academy group) with those of students who also applied but were not selected to attend a
Career Academy (referred to as the non-Academy group). To ensure that the two groups were
comparable, applicants eligible for each of the participating Academies were selected at random
to enroll in the programs. (This selection was possible because the programs had more qualified
applicants than they were able to serve.) Because the two groups of students were determined
randomly, they started out, on average, with the same set of background characteristics.

Both groups of students completed a survey during their 12th-grade year and were asked
the same questions about a broad range of school- and work-related experiences during high
school. Because the students in the Academy and non-Academy groups entered the study with a
similar set of background characteristics on average, any differences in school- and work-related
experiences that emerged later can be attributed to differences between the Career Academies
and the regular high school environments in which the non-Academy students were enrolled.
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The findings discussed in this section and summarized in Figure ES-4 are based on com-
parisons between the experiences of students in the Academy group and those of students in the
non-Academy group. As will be discussed in detail, students in the Academy group had varying
degrees of exposure to the Career Academy programs; some remained in the programs through-
out high school, others enrolled for one or more semesters and then left, and some never enrolled
at all. Hence, unlike Figures ES-2 and ES-3, Figure ES-4 presents participation rates among all
students who applied and were eligible for admission to an Academy, including those who may
not have been enrolled in the Academy throughout high school. Because of the random selection
process, the comparison between Academy and non-Academy groups provides a reliable esti-
mate of the extent to which the Career Academies add to the availability and rates of participa-
tion in these career awareness and work-based learning activities.

The findings from this comparison indicate that while some non-Academy students also
participated in career awareness and work-based learning activities, the students who had an op-
portunity to attend an Academy participated more frequently and more intensively than non-
Academy students. Students in the study’s Academy group were also more likely to work, and
they were more likely to work in jobs that were connected to school. While the findings dis-
cussed in this section are encouraging, they are also sobering in that over half the students se-
lected to enroll in an Academy never participated intensively in career awareness or work-based
learning activities.

e While career awareness and work-based learning activities were also
available outside the Academies, students in the study’s Academy group
participated more frequently and more intensively than their peers who
did not have the opportunity to attend an Academy.

Figure ES-4 shows the rates of participation in career awareness and work-based learning
activities among students in the study’s Academy and non-Academy groups. As shown in the
first set of bars, 16 percent of the students in the non-Academy group participated intensively in
career awareness and development activities that typically occurred outside of school. As is
shown in the second set of bars, 40 percent of the students in the non-Acadenty group partici-
pated in carcer awareness and development activities that took place in school. These findings
indicate that career awareness and development activities are generally available in the regular
school environments and that even without access to a Career Academy, many of these students
took advantage of these opportunities.

Overall, however, students in the study’s Academy group were significantly more likely
to participate in career awareness and development activities both in and outside of school. Spe-
cifically, 39 percent of the students who were selected to enroll in a Carcer Academy were ex-
posed intensively to the career awareness and development activities outside of school (more
than double the participation rate among students in the non-Academy group. Also, 47 percent of
the students in the Academy group participated intensively in school-based career awareness and
development activities.

e Students in the Academy group were more likely than their non-Academy
group counterparts to be employed during high school. They were also
more likely to be employed in jobs that were connected to school and that
incorporated “high” levels of work-based learning content.
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Overall, 82 percent of the students who had an opportunity to attend an Academy re-
ported being employed during high school, compared with 78 percent of the non-Academy
group. Substantially larger differences were found with respect to students’ participation in
work-based learning activities. In particular, 35 percent of students in the Academy group re-
ported being employed in a job that was connected to school. In contrast, 26 percent of the non-
Academy students reported participating in such a job. Significant differences were also found in
the percentages of Academy and non-Academy students who reported being employed in a job
that included high-quality work-based learning content. Twenty-two percent of students in the
Academy group reported having such a “high quality” work experience, compared with 17 per-
cent of students in the non-Academy group.

e Over half the students who were initially selected to enroll in a Career
Academy did not participate intensively in career awareness and devel-
opment activities or were not involved in work-based learning activities.

The findings presented in Figurc ES-4 are encouraging in that they show that Career
Academies have a significant impact on student participation in a variety of work-related learn-
ing activitics. At the same time, they indicate that over half the students who were selected to
enroll in a Career Academy did not participate intensively in these activities. Two sets of factors
help explain why students did not participate.

The first set of factors concerns the pattemns of student enrollment in and attrition from
the Academy programs. First, nearly half the students who were initially selected for the Acad-
emy programs either never enrolled in them (about 13 percent of those selected) or enrolled and
then left before the end of their 12th-grade year (about 35 percent of those selected). Many of the
career awareness and work-based learning activities in the Academies were not scheduled to oc-
cur until the 11th or 12th grade. As a result, more than half the students who never enrolled or
who left the Academies before the end of 12th grade did not participate in these activities. Stu-
dents gave a variety of reasons for either not enrolling in an Academy or enrolling and then
leaving. Over half these students reported that they lost interest in the Academy or chose to at-
tend another program for other reasons. About one-third reported that they moved or transferred
schools, and about 13 percent reported that they dropped out of high school or were asked to
leave the Academy for academic or behavior reasons. Student enrollment and attrition patterns
are extremely important to understanding the potential effectiveness of the Career Academies
and will be addressed in greater detail in the next report from the evaluation,

A second set of factors affected participation among students who remained in the pro-
grams throughout high school. Specifically, a number of Academy students either opted not to
participate in the career awareness or work-based learning activities or did not meet the Acad-
emy’s eligibility criteria for participation. In a few cases, the Academies reported that students
could not be placed in activities because of the limited number of slots available.

Next Steps for the Career Academies Evaluation

This report, focusing on employer partnerships and work-related learning activities for
students, builds on the information about Career Academies that has been presented in previous
reports from this study. The full story of how Career Academies affect student experiences and
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performance during high school and beyond is still unfolding. Future reports from the study will
add to this evolving story in several important ways. The next report (scheduled to be released
later in 1999) will include a broader array of student experiences. It will examine the extent to
which the Career Academies have improved student engagement and performance in high
school, increased graduation rates, and opened opportunities to enter post-secondary education
and employment. That report will also examine whether some versions of the Career Academy
approach — reflected in the differences among the 10 sites in the study — are more effective in
improving student outcomes than others. Finally, additional reports will include information
about how the Academies affect student outcomes in their post-secondary years.
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Chapter 1

Introduction

The Career Academy approach represents one of the most widely established high school
reform initiatives that encompasses the key principles of the national school-to-work (or school-
to-career) movement. The primary goals of the Career Academy approach are to improve
students’ performance in high school and to provide them with clearer pathways to post-
secondary education and careers. Academies are most often organized as schools-within-schools
in an effort to create more supportive teaching and learning communities. Using a carcer theme,
they attempt to integrate a college preparatory academic curriculum with more applied,
occupation-related courses. They establish partnerships with local employers as a means to
increasing students’ awareness of carcer options in a given field and providing them with
learning opportunities in a work setting. Career Academies have been in existence for nearly 30
years, well before the school-to-work movement was crystallized in the federal School-to-Work
Opportunities Act in 1994. Thus, Carcer Academies can provide important lessons about how
policymakers and practitioners in school states and districts can put into practice the principles
and objectives of this approach to improving high schools.

In 1993, the Manpower Demonstration Research Corporation began a longitudinal
evaluation of the Career Academy approach in 10 high schools across the country. The primary
goal of the evaluation is to measure the extent to which the Career Academy approach improves
students’ performance and engagement in high school, enhances the quality of work experiences
they have during high school, and prepares them for successful transitions to post-secondary
education and employment opportunities. The study is being funded by the U.S. Departments of
Education and Labor and 14 private foundations and organizations.

This is the third in a series of reports from MDRC’s High School Career Academies
Evaluation. The first report described the 10 sites participating in the study and their Career
Academies and provided information about the background characteristics of their students and
teachers.' The second report began to look inside the Career Academies and explored the extent
to which the programs served as “communities of support” for students and teachers.” That report
noted that the school-within-a-school organization of the Career Academies provided several
conditions that could promote interpersonal and instructional supports aimed at enhancing
teacher effectiveness and student engagement in school.

The current report extends the study’s focus beyond the school-based elements of the
Career Academies. It describes the partnerships that the participating Academies formed with
local employers and the activities they developed to connect high school students with the world
of work. This report also presents a systematic analysis of the extent to which the Career
Academies increased student exposure to a variety of work-related experiences both in and
outside of school. To do so, it compares the experiences of Career Academy students with those
of'an equivalent group of non-Academy students in the same locations. The findings presented in

'Kemple and Rock, 1996.
*Kemple, 1997a.



this report shed light on factors that affect the development and sustainability of partnerships
between schools and employers. They also highlight a number of challenges Career Academies
face in creating high quality career awareness and work-based learning activities and then
engaging large numbers of students in them.

Although the information in this report goes further than results presented in the previous
reports, the full story of how Career Academies affect student experiences and performance
during high school and beyond is still unfolding. Future reports from the study will add to this
evolving story in at least three important ways. First, the next report from the study (scheduled
for mid-1999) will focus on measuring the extent to which the Career Academies have improved
student engagement and performance in high school, increased their graduation rates, and opened
opportunities for them to enter post-secondary education and employment. Second, the next
report will also begin to examine whether some versions of the Career Academy approach —
reflected in the differences among the 10 sites in the study ~— are more effective in improving
student outcomes than others. Finally, two additional reports will include information about how
the Academies affect student outcomes during their post-secondary years.

The remainder of Chapter 1 provides an overview of the rationale and policy context for
the resurgence of initiatives — including Career Academies — to develop more productive
connections between school and work for high schoo! students. Tt also discusses the fact that the
key goals of these initiatives, as well as many of the components of the framework that
characterize their implementation, are uniquely embedded in the Career Academy approach. Part
of this discussion includes the description of a conceptual framework that illustrates some of the
pathways through which the Career Academy approach may affect student work experiences and
other behaviors. This framework also helped guide the analyses presented later in the report. The
chapter concludes with a brief overview of the Career Academies Evaluation.

L. Rationale and Policy Context for Connecting High School
and the World of Work

Although decbates about the most productive relationship between the American high
school and the world of work date back to the turn of the century,’ the last 10 years have seen a
major resurgence of concern about the way high schools prepare students for the labor market.* A
central premise of these concerns is that high school education is, in a broad sense, a
“vocational” enterprise. That is, high schools play a central role in providing students with some
of the most essential skills, habits, and credentials they will need to enter the labor market, even
(and, in many cases, particularly) when that pathway leads through postsecondary education.’
Some students must rely on the preparation they receive in high school as the key to direct entry
into the labor market (either before or after graduating). Other students use their high school
credentials and skills to seek further education before entering a career in the labor market. In
either case, the consequences of what students experience in high school have a direct and

’Lazerson and Grubb, 1974,

‘William T. Grant Foundation, 1988; Berryman and Bailey, 1992; Urquiola et al., 1997; Committee for
Economic Development, 1998,

*Grubb, 1995,



increasingly dramatic effect on their longer-term employment prospects.” During the last 10
years, high schools have been criticized increasingly for neglecting to provide students with
useful skills and experiences that can orient them toward productive careers in the labor market.
The following discussion describes three interrelated areas in which this neglect has been
identified.

One set of criticisms focuses on the content of the high school curriculum and the
instructional strategies used to teach that content. The economy has come to demand workers
who have mastered what have been called “the new basic skills” such as problem solving, team
work, and computer competency, in addition to reading, writing, and math.” On the other hand,
high schools have maintained the same basic organizational structure, curriculum, and
relationship with the labor market that they employed a century ago.® This situation has created a
cycle of problems. First, there is a growing perception that high schools do not provide students
with skills that are valued and needed in the labor market. This skills mismatch is combined with
the fact that high school students rarely have work experiences that can compensate for a lack of
appropriate education and training. In any case, employers rarely consider students’ academic
records (other than their diplomas) and high school work experiences when making hiring
decisions. Students realize this and have little incentive to stay engaged and do well in school
unless they are competing for entry into a four-year college, where academic performance and
high school experiences do matter. The end result is an employer community that feels it does
not have an adequate supply of workers with the skills needed for available jobs and a supply of
young people with minimal productive capacity and poor prospects for the future.’

Even for students intent on entering four-year colleges, high schools have been criticized
as having lagged behind changes in the economy and the larger society.'” From a conceptual
perspective, the high school curriculum is seen as out of step with evidence from cognitive
science suggesting that student retention of academic skills is enhanced when the skills are taught
in connection with practical applications." From a practical standpoint, college students who
must work or who choose to work are often confined to low-paying jobs that require them to
work longer hours to produce sufficient earnings. Further, students who leave college before
graduation have little in the way of applied knowledge, practical skills, or high quality work
experience that they can use to enter the workforce.

A second area in which high schools have been criticized for neglecting their mission of
preparing students for the labor market focuses on the isolation of high schools and high school
students from other institutions, particularly employers in the community. Until relatively
recently, many employers saw little incentive to participate in the process of improving the way
schools prepare students for the world of work. Even 30 years ago, high school graduates, as well
as many dropouts, were adequately prepared for the high number of low-skill and low-autonomy
Jobs available to them. During the last 15 years, this situation has changed as employers must

®Murnane and Levy, 1996.

"Murnane and Levy, 1996.

!Grubb, 1995.

®National Center on Education and the Economy’s Commission on the Skills of the American Workforce, 1990;
SCANS, 1991; Committee for Economic Development, 1998,

Bailey and Merritt, 1997.

"Resnick, 1987; Raizen, 1989.



compete locally and globally for more highly educated and skilled workers and as low-skilled
labor can be acquired more cheaply in foreign countries.

Further, schools and employers have often struggled to find roles for employers that are
seen as both valuable to students and teachers and productive for employers. A major difficulty has
been that there is no clear point of entry for employers to become actively and productively
involved in schools (other than through financial contributions). Similarly, educators have few
opportunities or incentives to collaborate with employers to identify areas of common concern and
to develop strategies for better preparing students for productive places in the labor market. During
the last 15 years, employers have become much more aggressive in local, state, and national policy
debates on education and have been more active in building linkages with schools.

A third set of concerns about the labor market mission of high schools involves the lack
of clear pathways leading from high school to the world of work. In short, students rarely sece
potential connections between what they do during their high school years and the opportunities
they would like to have in the future.”” In particular, students have few opportunities to learn
about the skills and acquire the credentials they need to make a successful transition to a desired
career. Many high schools have very weak personal and institutional linkages with post-
secondary schools and workplaces. Finally, high schools have difficulty creating an environment
that provides students with personal, academic, and vocational supports and guidance that can
reveal practical pathways to a career.

Traditionally, pathways between school and work have primarily been in vocational
education, which has been criticized for focusing too narrowly on skills training for specific jobs.
The career education movement in the 1970s began to broaden the vocational mission of high
schools by proposing that the entire high school curriculum be oriented toward career
preparation.”” Although the intent was to reshape all aspects of the high school, the primary
legacy of career education was a course designed to help students map out pathways between
high school and a career. Even this legacy evaporated, in large part because it was never
connected to the curriculum or to other activities in or outside the high school.

The more recent round of problem identification has not been without constructive
proposals for improving high schools in general and enhancing their connection to the world of
work 1n particular. Broadly conceived, these proposals have fallen under the umbrella of the
“school-to-work” movement, which encompasses “the set of complex and varied initiatives
launched by local communities, states, and the federal government to create more effective
arrangements of school and work for young people.”” The goals of these initiatives range from
engaging employers in the process of improving the schools to engaging the schools in the
process of preparing a better-prepared workforce and from enhancing the relevance of what
young people leamn in the classroom to enhancing the rigor of what they can learn at work and
about work.

2Steinberg, 1998.

“Grubb and Lazerson, 1975.
"“Grubb, 1996.

"*Urquiola et al., 1997.



While it did not create these initiatives, the federal passage of the School-to-Work
Opportunitics Act (STWOA) in 1994 marks a critical milestone in the school-to-work
movement. The vision of STWOA was to provide states and localities with seed money to build
partnerships among schools, employers, and other public and private agencies. These
partnerships were charged with improving the school curriculum, providing students with
structured learning experiences in the workplace, enhancing both academic and vocational skills,
and highlighting pathways to productive careers and more focused personal goals.'® An important
stipulation in STWOA is that school-to-work opportunities be designed for involvement on the
part of all students and that they make an explicit commitment to opening, rather than limiting
access to, pathways to college.

Recent studies of school-to-work initiatives that either preceded or have grown out of
STWOA highlight a number of promising developments in the effort to accomplish the
ambitious goals of the movement.”” These studies also identify a number of significant
challenges to implementing particular approaches and to creating systemic infrastructure that has
the support of all the key stakeholders and can ensure that all students have access to the full
range of opportunities envisioned in the Act. Very little is known, however, about whether
students who participate in these initiatives actually feel that they are better connected to the
world of work during high school. Further, even when students are better connected to the world
of work, it is not clear that they are deriving benefits such as higher quality work experiences and
a stronger sense that their experiences during high school are relevant to their goals for the
future. Still less is known about whether high quality work-related learning experiences translate
into high levels of performance in high school and more successful transitions to post-secondary
education and employment.

II. Career Academies as an Infrastructure for Connecting
School and Werk

The structural elements of the Career Academy approach — its school-within-a-school
organization, its integrated academic/vocational curriculum, and its employer partnerships —
provide direct responses to a variety of problems that have been identified in high schools. In
particular, they are designed to address many of the concerns that have given rise to the school-
to-work movement by integrating academic and vocational instruction, providing work-based
learning opportunities for students, and creating clearer pathways to post-secondary education,
employment, or a combination of the two.

Figure 1.1 is a simplified conceptual model that illustrates some of the pathways through
which the three key structural elements of the Career Academy approach ar¢ intended to enhance
students’ success in high school and to facilitate their transition to post-secondary education and

“Hershey et al., 1997.

""Pauly, Kopp, and Haimson, 1994; Hershey et al., 1997; Pedraza, Pauly, and Kopp, 1997.

'®Although they have been described using different terms, there is a growing consensus in the field that these
three elements most clearly define the Career Academy. Efforts to help shape this consensus have been led by the
Career Academy Support Network in consultation with leaders of the various national, state, and district Academy
networks as well as other practitioners, administrators, policymakers, funding agencies, and researchers that have
been associated with Career Academies (see Stern, Dayton, and Raby, 1998).



SSUILIED
pue juawiiopdury

Sumurea)
PUE HOHEINPY

ssmoang
XIepuodasgysog

sa1331818 -
S[eluAPAID) »
suonendsy .«
jmw Aojdura
J0j uoneaedasg

sa1daeng .
S[eHUAPAIT »
suonendsy .«

UOEDINPI ATEPUOIIS
-3sod 1oy nogeiedarg

uonenpeid [ooyds ySig

uonenpeld
pIemo) sSu80Uf «
soustadxa oM »
Buiye1-asino)) «
VEULI0YIY

2DULPUNY »

[BUONOWS
Texndoroyaisd ‘TeIoTABYSY .
. juruRsesuy

YoM
[00Y3S JO 0UBA[SY »
aouajadwo)) «
UO[BALOW JISULHU] »
siaad pue siayoed)
yusm digsuonesy .
yuaunsnlpy

SA0IN0SA! [BUORIPPY =
JuswIj[oIuR

Jayaea) AIRIUN[OA »
JusuI[0IUD

Juapms AIRJUnjoA «

sjuamage 13710

A

J N

SaIANOE
Surwiea] paseq-yiom
PUE SSIUITBME 1391E))

sdigsrauaed daiofdury

Suuaea|
puv 30IRI) WOOISSEP
JO SPOYJAN 3ANBWISNY

EHE] (EER LA)
U0 paseq WnnaLLInd

[eucnednoado
JAIUIdprdE pajeIdau]

Y 3

$3MO0DIN() [EUONISUBL],

sasuodsay Juapns

513183}
PUE S)JUIPN)S 10}
1oddns [euosaadaatug

UONBZIULZI0
{00y 2S-E-UIIM-TOOYDS

goeorddy Awapesry 12318 ) jo PPpogy peyidurg

I'T 21n3ig

Ol EN[BAF SIIWAPEIY JIAIE))

AT [EINRTS




careers. Here, structural elements refer to those aspects of the Career Academy approach that
represent changes to the organization of a high school, modifications of the curriculum, or
reconstituted relationships with external organizations. Such structural changes require shifting
the use of existing resources and, in most cases, additional resources. As the figure illustrates,
these structural changes are designed to enhanced teaching and learning opportunities, which in
turn are aimed at improving student adjustment, engagement, and performance in high school.

A previous report from this evaluation examined some of the ways in which the school-
within-a-school organization has facilitated more supportive teaching and learning communities
for students and teachers.'” An unpublished paper from the study focused on the ways that the
effort by Academics to integrate academic and vocational curriculum helped enhance applied and
work-related teaching and learning opportunities in the classroom and provided students with
practical skills and activities that were aimed at connecting them with post-secondary education
and work.”® These features of the Career Academy approach reflect key principles of broader
school reform initiatives that advocate restructuring high school into smaller, more personalized
learning environments, providing teachers with more influence over their work through
decentralized management, and engaging teachers in interdisciplinary curriculum development
and applied teaching and learning strategies. They also directly support many of the key goals of
the school-to-work movement.

The current report focuses on the third structural feature of the Career Academy approach
— employer partnerships and the career awareness and work-based learning activities that
develop from the partnerships. Figure 1.2 is an amplified section of Figure 1.1 that illustrates the
relationships among the core dimensions of the Academy approach that make up this feature and
are aimed at building connections between high school and the world of work.

The first column of Figure 1.2 lists two dimensions of the Career Academy approach that
serve as the foundation for forging real partnerships with employers and building on those
partnerships to create new learning opportunities for students. First, a Career Academy strives to
build formal relationships with a group of employers in its community. In general, the employer
partnerships can be defined as ongoing coordinated efforts to engage local employers in
supporting the Academy’s programs and sponsoring a range of work- and career-related
activities for students. The partnership typically includes employer representatives, teachers,
school administrators, parents, and students. Many Academies create formal advisory boards that
provide guidance on curricular and extracurricular activity development and may even assist with
the management and administration of the program. Employer partners typically support the
Academies by providing additional material resources or even making financial contributions.
Most importantly, however, the employer partners contribute the time for their employees to
appear as guest speakers in the school, supervise student internships, serve as mentors for
individual students, and provide other kinds of support.

The second dimension shown in the first column of Figure 1.2 refers to the people who
serve as the liaisons between the employers and the Career Academies and who coordinate the
various employer-sponsored activities. This role in the Career Academy is particularly crucial to

Y Kemple, 1997a.
# Kemple, 1997b.
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creating and sustaining the various career development and awareness activities that are offered
to students both in school and outside of school. The person or people in this role also take
responsibility for developing work-based learning opportunities for students and monitoring
student involvement in these activities. In some cases, this role is filled by Career Academy
teachers who also have classroom responsibilities (although, in most cases, with a reduced course
load). In other cases, the role is filled by non-teaching administrators whose primary
responsibilities focus on one or more Academies.

The second column of Figure 1.2 lists two broad groups of work-related learning
activities that are built on the employer partnerships and managed by the coordinators. The first
group is referred to in the figure as career awareness and development activities. These activities
are intended to enhance students’ understanding of the world of work in general and their
awareness of occupations within the program’s broad career theme. Some of these activities
occur outside of school, They include field trips designed to expose students to different work
environments and allow them to observe daily work activities during a regular work day. Such
activities also include job shadowing, which gives students the opportunity to accompany an
adult on her or his job for a day or more. Some Career Academies develop mentoring programs
to help students make connections with caring adults who can provide personal and career
guidance and support. Other carcer awareness and development activities occur in school. These
include formal and structured attempts to infuse Career Academy classes with discussions and
activities focusing on careers or students’ work-based learning experiences. They also include
career counseling and the formal and informal discussions students have with their teachers and
peers regarding preparation for work.

The second type of work-related learning activity shown in Figure 1.2 is typically
referred to as “work-based learning” and has been defined as “work experiences that are planned
to contribute to the intellectual and career development of students.”' Work-based learning
activities are probably the most intensive and distinctive work-related aspect of the Career
Academy approach. Here, students are typically placed in jobs that have been developed with the
employer partners and are connected to school. Students have the opportunity to learn both job-
specific skills and more general work habits and behaviors.

These employer- and work-related dimensions of the Carcer Academy approach are
intended to support and be supported by the school-within-a-school organization and the
integrated curriculum. As is illustrated in Figure 1.1, the combination of the various teaching and
learning opportunities that are hypothesized to evolve from these structural features is aimed at
enhancing student engagement and performance in school. With higher levels of engagement and
performance, students should be better prepared to graduate with the credentials and strategies
needed to enter post-secondary education and employment.

III. The Carcer Academies Evaluation

In 1993, the Manpower Demonstration Research Corporation (MDRC) began development
work for a unique study of the Career Academy approach. Its primary purpose is to provide

20ffice of Technology Assessment, 1995, p. 13.

9.



rigorous evidence about the efficacy of the theories and hypotheses embedded in the conceptual
framework illustrated in Figure 1.1. The evaluation responds to the growing need for reliable
information about the effectiveness of school-to-work and other major school reform initiatives by
providing policy- and practice-relevant information on two broad questions:

e To what extent do the Career Academies improve students’ school- and
career-related performances over and above what they would have achieved if
they had not had the opportunity to participate in an Academy?

e How are the Career Academies different from the high school environments in
which Academy students would otherwise have been enrolled, and how do
these differences shape students’ post-secondary education and career
preparation?

The Career Academies Evaluation consists of two components: the impact study, which
addresses the first question above, and the process and implementation study, which addresses
the second. When the evaluation is completed, these two components will be integrated to
explore the factors that help explain the Academies’ effectiveness or lack of effectiveness.

The primary focus of the impact study is to determine the extent to which the Career
Academy approach affects students’ high school experiences and improves their motivation and
engagement in school, their progress toward graduation, and their preparation for and transition
to post-secondary education and work. Most studies, including the previous studies of Career
Academies, attempt to determine the effectiveness of a particular education intervention by
comparing outcomes for students who are exposed to the intervention with outcomes for students
who are not exposed to it. The primary challenge for such research is to minimize any differences
between the two groups of students that were not caused by the intervention. To do this, it is
necessary to ensure that students who are exposed to the intervention are as similar as possible (in
terms of their background characteristics at the time they enter the intervention) to those students
who are not exposed to the intervention.

The Career Academies Evaluation is a rarity in the ficld of education research in that it
has demonstrated the feasibility of implementing a random assignment research design within an
ongoing high school program. This approach required that certain threshold conditions be present
or created in each of the participating sites.”” First, key stakeholders — including district
administrators, teachers, parents, and students — had to agree that if the Academies had more
eligible applicants than they could serve, random assignment was a fair way to determine which
applicants would be invited to participate. Toward that end, each of the Career Academies
identified and recruited large numbers of eligible students for the study, with the result that
nearly twice as many students applied for the Academies as the programs were able to serve. The
Academies also had to modify their application process to accommodate two important
requirements of the research design: (1) informing students and their parents about the study and
gaining their consent to participate, and (2) having all applicants complete a questionnaire on
their background characteristics and prior experiences in school. When each of these conditions

#See Chapter 4 in Kemple and Rock, 1996, for a more detailed description of how the random assignment
procedure was implemented for this study.
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was met, it was then feasible and appropriate to use random assignment to create the program
and control groups for the evaluation.

For this evaluation, a total of 1,885 students from 10 sites entered the research sample
over three school years. All these students were determined by the respective Career Academies
to be eligible and appropriate for participation in their programs. Of these, 1,027 students were
randomly assigned to the program group (referred to in this report as the Academy group) and
were accepted for admission to the Academies.” The remaining 858 students were randomly
assigned to the control group (referred to in this report as the non-Academy group), were not
invited to participate in the Academies, and could choose other options in the high school or
school district. In most cases, control group students enrolled in the general programs in the
participating high school, but in some cases control group students enrolled in city-wide magnet
programs or schools, or in vocational education programs.”™

The process and implementation study will document the key differences between the
Career Academies and the high schools within which they are located and in which most of the
control group students in the research sample are enrolled. First, it will investigate how the core
components of the Academy model were implemented and sustained in the 10 study sites. It will
also seek to explain how the experiences of the Academy students differed from those of students
in the regular high school programs. Finally, data will be obtained to learn how contextual
factors (such as school district policies and trends in the local labor market) influenced the
Academies’ operation and effectiveness.

To address these issues, MDRC collected several types of data on the study sites. First,
observation and interview data were collected during a series of field research visits to each of
the sites. These visits provided MDRC researchers with the opportunity to interview Academy
teachers and students, school and district administrators, and local employer partners. MDRC
staff also observed classes and other program activities, such as student recruitment and special
events, Extensive qualitative information was also collected during the site selection process and
during visits to the sites to monitor implementation of the research procedures. This information
is being used to describe the particular characteristics of the participating Career Academies and
their local contexts.

Survey data were also collected and are being used to make systematic comparisons
between the experiences and perceptions of Academy students and teachers and those of their
non-Academy counterparts. Finally, MDRC collected data from student transcripts and school

»Not all students who were randomly assigned to the Academy group became Career Academy students. While
they were given the opportunity to enroll in a Career Academy, some chose not to do so and others enrolled but
subsequently dropped out, either transferring to another high school program or leaving high school altogether. The
Career Academies Evaluation program group includes all students who were randomly assigned to the Academy
group, whether or not they were ever students at a Career Academy and whether or not they remained enrolled in an
Academy. Of those in the program group who completed the 12th Grade Survey, from which the participation data
in Chapter 3 are drawn, 13 percent had never enrolled in a Career Academy and 35 percent had enrolled in a Career
Academy but dropped out before the end of the 12th grade. Nevertheless, they are included whenever the text refers
to “students in the Academy group” or “Academy group members.”

*Magnet schools or programs are racially mixed public schools, usually established to meet desegregation
goals, which draw students from throughout a school district on a voluntary basis and offer an innovative
educational program.
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administrative records to document the students’ patterns of enrollment and attendance in
Academy programs while they are in high school.

IV. Sites in the Carecer Academies Evaluation

The 10 sites participating in the Career Academies Evaluation were chosen strategically,
with the goal of providing a credible test of the Career Academy approach as it had been defined in
previous research and implemented in a broad range of settings.” MDRC sought to ensure that the
selected Career Academies were well established rather than in the initial or partial stages of
implementation. At the same time, it was important that the participating Academies not be
“hothouse” programs — that is, incapable of being implemented under a broad range of conditions
and circumstances. Thus, Academies were selected to include school districts and high schools
reflecting the diversity of settings (large urban centers and small cities) under which Career
Academies have been implemented. MDRC was specifically interested in Academies serving a
broad range of students, including those who were perceived to be at risk of not succeeding in the
regular high school environment.

In addition, MDRC sought high schools in which there was a clear contrast between the
Career Academy and other programs available to students. This criterion was important, because
one of the primary questions for the study was whether the Career Academy approach improves
student outcomes above and beyond what would have occwrred had the students not had the
opportunity to attend an Academy. Some schools and school districts operate more than one Career
Academy or other Academy-like programs, such as school-within-a-school theme programs, or
school-to-work transition programs that include integrated curricula and work-based learning
experiences. If such schools were included in the study, a high proportion of students in the
Academy and control groups would probably have been enrolled in similar programs. This situation
would reduce the contrast between students’ experiences in the Academy and control groups and
could make the Academies appear ineffective. Finally, the key stakeholders in the school system —
the school principal and other administrators, teachers, and school district officials — had to agree
to participate in the study and to cooperate with the requirements of the research design.

Figure 1.3 shows the names, locations, and affiliations of the 10 Carcer Academies
participating in the evaluation. Most of the nine school districts in the evaluation (one district —
San Jose, California — includes two of the participating Career Academies) are large and enroll
substantial percentages of black and Hispanic students compared with national averages. The
participating school districts also, on average, have higher dropout rates, unemployment rates, and
percentages of low-income families. Most Career Academies across the country are located in such
districts, and MDRC purposely sought such sites for the Career Academies Evaluation.

All the sites had established the basic Career Academy components described earlier in the
chapter: a school-within-a-school organization, an integrated academic/occupational curriculum,
and employer partnerships. This combination of features was not available elsewhere in the

#See Chapter 2 in Kemple and Rock, 1996, for a more detailed description of the criteria and process used to
select sites for this study.
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Figure 1.3

Names, Locations, and Affiliations of Participating Career Academies

1.

10.

Academy and High School

Business and Finance Academy
George Westinghouse High School

Academy of Finance
Lake Clifton/Eastern High School

Public Service Academy
Anacostia High School

Academy for Aerospace Technology
Cocoa High School
Academy of Travel and Tourism

Miami Beach Senior High School

Health Professions Academy
Socorro High School

Global Business Academy
Valley High School

Watsonville Video Academy
Watsonville High School

Electronics Academy (SC)
Silver Creek High School

Electronics Academy (I)
Independence High School

School District and City

Pittsburgh Public Schools
Pittsburgh, Pennsylvania

Baltimore City Public Schools
Baltimore, Maryland

District of Columbia Public Schools
Washington, D.C.

Brevard County Public Schools
Cocoa, Florida

Dade County Public Schools
Miami Beach, Florida

Socorro Independent School District
Socorro, Texas

Santa Ana Unified School District
Santa Ana, California

Pajaro Valley Unified School District
Watsonville, California

East Side Union High School District
San Jose, California

East Side Union High School District
San Jose, California

13-

Academy Network and

School Year Academy Started

Independent
1984-85

National Academy Foundation
1587-88

D.C. Public Schools Academy Network
1989-90

Florida's Academies for Career Development
and Applied Technology
1993-94

National Academy Foundation
1991-92

Independent
199192

California Partnership Academy
199192

California Partnership Academy
1991-92

California Partnership Academy
1984-85

California Partnership Academy
1984-85




participating high schools.”® Each Career Academy attempted to serve a wide range of students,
including those who appeared to be at risk of dropping out.

Figure 1.3 indicates that the participating Academies offer a range of occupational themes:
three are in the business and finance fields, three focus on high-technology areas such as electronics
and aerospace technology; and there is one each in the fields of health occupations, public service,
travel and tourism, and video technology. The participating programs were drawn from most of the
major established networks of Carcer Academies across the country, with four from the California
Partnership Academy network, two from the National Academy Foundation network, one from the
Florida network of Academies for Career Development and Applied Technology, and one from the
network of Academy programs created by the District of Columbia Public Schools. Two of the
participating Academiecs were developed independently through local high school or district
initiatives. Figure 1.3 also indicates that, as of the 1994-95 school year (when the last sites joined
the study), the participating Career Academies had been in operation for as few as 2 years and as
many as 11 years.

In summary, the sites participating in the Career Academies Evaluation provide a solid
foundation on which to build a credible assessment of the implementation and impact of the Career
Academy approach. Three important cautions should be kept in mind, however, in interpreting the
findings from this study. First, because the participating sites were chosen strategically, rather than
randomly, the findings from this study cannot necessarily be generalized to all schools and school
districts that operate Career Academies. While the sites as a group share the characteristics of
typical urban and small-city school districts and individually reflect much of the diversity of such
districts, they may differ in important ways that limit the generalizability of the findings.

Second, many of the reports that are produced from this study will focus on findings that are
aggregated across the full sample of students and sites. While such findings shed light on the
impact or implementation of the Career Academy approach more generally, they may mask
important sources of variation among the sites. As the study proceeds, therefore, an effort will be
made to determine whether particular sites or groups of sites provide useful lessons about the
potential strengths and limitations of the Academy approach in particular contexts.

Third, like their host high schools and school districts, the participating Career Academies
are dynamic and evolving. They must confront factors such as staff turmover, increases or decreases
in funding, changes in local or state education policy, shifting levels of support from building or
district staff, and changes in the amount and types of support they receive from employer partners.
Because this is a longitudinal study, it will be able to provide a realistic picture of how ongoing
programs evolve and change in the context of dynamic high schools. As a result, the reports from
the study will highlight the periods reflected in the data and indicate key contextual factors that
influence the applicability of the findings.

In general, most of the programs modified various components of the Carcer Academy
approach in response to changing conditions in their host high schools or school districts, and many

*Although some of the participating high schools do operate other programs that they classify as Career
Academies, information collected for this study indicated that most of these programs do not include the core
characteristics of the Academy approach described earlier. As a result, the participating Career Academy programs
represent a clear contrast with the other programs in the high schools.
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~ of them evolved toward more complete versions of the model. It should be noted, however, that
three of the participating Career Academies underwent significant changes toward the end of the
study period. The employer partnership at the Business and Finance Academy in Pittsburgh was
disbanded during the 1997-98 school year. The Public Service Academy in Washington, D.C., had
undergone a great deal of stress when a core group of teachers was transferred to other schools and
its host high school began establishing Academies throughout the school. Finally, the Academy for
Aerospace Technology in Cocoa was completely disbanded at the end of the 1996-97 school year.
These changes are discussed in more detail in Chapter 2. It does not appear likely, however, that
these events significantly affected students in the study sample, because they occurred late in the
follow-up period and toward the end of their participation in the programs. The Academy for
Aerospace Technology class of 1998 is an exception. These students did not have the opportunity
to enroll in the Academy during their twelfth-grade year.

V. Overview of This Report

As was noted earlier in this chapter, this report focuses on the third structural feature of
the Career Academy approach — employer partnerships and the career awareness and work-
based learning activities that develop from the partnerships. Chapter 2 in this report describes
these work-related dimensions of the Career Academy approach as they were implemented and
evolved in the 10 sites participating in the study. It first discusses a number of basic similarities
among the 10 sites. In particular, they had all engaged a group of employers in supporting the
Career Academies in a variety of ways and in providing students with a number of career
awareness and work-based learning experiences. This finding fulfills a key objective of the
Career Academies Evaluation: to shed light on the operation and effectiveness of relatively
mature sites that share the basic features of the Career Academy approach. As is discussed in the
first report from the study, the evaluation was intended to focus where possible on functioning
Carcer Academies, rather than on programs that were in initial or partial stages of
implementation.

The similarities among the sites discussed in the first section of Chapter 2 are cast in broad
terms and mask the high degree of variation in particular program characteristics and operating
strategies. Therefore, the second section of Chapter 2 provides a more detailed description of the
work-related dimensions of the participating Career Academies. In doing so, it provides examples
of some program characteristics and practices that were fairly typical among many of the sites. It
also provides examples that illustrate the high degree of variation among the sites.

Chapter 3 examines the rates of student participation in various career awareness and
work-based learning activities. In particular, Chapter 3 compares the experiences of a group of
students who had the opportunity to enroll in a Career Academy with those of a group of students
who did not have the opportunity to enroll. The analysis in Chapter 3 provides findings about
differences in the experiences between Academy and non-Academy students that are pooled
across the 10 sites in the study. As such, the findings provide useful insights into the average
impact that Career Academies have on student participation in career awareness and work-based
learning activities.

Such averages, however, mask potential variation in participation patterns that may be
associated with differences in the way the Career Academy programs operate. Because the sites
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differ on a number of dimensions, in addition to those discussed in Chapter 2, the current report
does not present an analysis of how differences in student participation patterns are related to
differences in site implementation strategies. This topic is explored to a limited extent in Chapter
3, but it will be addressed in more detail in future reports and in the context of a wider array of
student outcomes and a broader range of Academy program dimensions.
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Chapter 2

Characteristics of Career Academy Employer Partnerships and
Career Awareness and Work-Based Learning Activities

Two key objectives of the Career Academy approach are to increase students’ awareness
of the many career pathways in a given field and to provide them with learning opportunities in a
work setting. The primary vehicles that Career Academies use to meet these objectives are the
partnerships they form with local employers. This chapter describes those dimensions of partici-
pating Career Academies that support and are supported by their employer partnerships. Specifi-
cally, it describes the roles employers play in each of the sites and discusses the strategies the
Career Academies use to coordinate employer involvement. The chapter also describes the vari-
ous work-related activities that the employer partners support and sponsor through their in-
volvement with the programs. These activities provide the most direct means by which the Ca-
reer Academies attempt to connect students with the world of work.

The chapter draws on information collected during several field research visits to each of
the 10 sites participating in the study. The primary research activities took the form of interviews
with Career Academy staff members, staff from the participating high schools and school dis-
tricts, staff from the employer partners, and Academy students. Other research activities included
observing various Academy-related activities both in school and at work sites, attending em-
ployer advisory board meetings, and accompanying Academy staff to evaluate students’ per-
formance in their work-based learning experiences at employer partner work sites. The
“database” of materials for the qualitative analysis included Academy program documents and
student intern performance evaluations, field notes of qualitative research visits, notes of individ-
ual and group interviews, and transcripts of student focus groups. Interview and focus group
transcripts were coded, and data corresponding to common topic areas were collected into com-
mon documents. These data were analyzed to shed light on commonalities among the sites in the
study as well as to identify key areas that distinguish them.

The first section of the chapter highlights several overarching similarities among the par-
ticipating Career Academies. In particular, it provides an overview of the basic program dimen-
sions that define and support their employer partnerships. It also describes commonalities in the
types of career awareness and work-based learning activities that the programs use to expose
their students to the world of work. In this respect, each of the participating sites exhibited char-
acteristics that clearly identified them as Career Academies and distinguished them from other
programs or environments in the high schools in which they were located.

Although all the sites included the basic work-related features of the Career Academy ap-
proach in a general way, they also exhibited considerable variation on a wide range of specific pro-
gram characteristics and operating strategies. The second section of this chapter describes some of
the key differences across the sites in the particular characteristics of their employer partnerships
and in the strategies they used to manage and sustain them. In general, the differences among the
sites highlight the variety of strategies they have used to adapt to local needs and circumstances. In
some cases, the variation among sites appears to reflect different approaches to achieving similar
goals. In other cases, the variation is associated with apparent differences in the sites’ capacity to
engage students in high quality or intensive work-related activities. While the information in this
section of the chapter may suggest some hypotheses about the relationship between program im-
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plementation strategies and effects on student experiences, the current report is not able to explore
such hypotheses empirically. They will be addressed in future reports.

Finally, it is important to note that the chapter focuses on similarities and differences
across the participating sites primarily during the period from the 1994-95 school year through
the 1997-98 school year. This is the period during which most of the field research data were
collected. It is also the period during which most of the students in the study sample would have
had the opportunity to enroll in the Career Academies or in the regular high school programs in
the sites. The Career Academies and their contexts, however, were not static during this or any
other period. Over the course of the evaluation, there were periods of intense activity, growth,
and excitement in the development of the employer partnership piece of the Career Academy ap-
proach, Yet it is important to emphasize the effort the sites had to put forth to sustain their rela-
tionships with employers over time, at the same time sustaining the other elements of the Career
Academy model. Most notably, events in two of the sites led to their having to disband their em-
ployer partnerships and discontinue their work-related activities for students. It appears, how-
ever, that these events were likely to have affected a relatively small number of students who
entered the study late in the sampling period. While the participating sites evolved and changed
over the course of the study, the vast majority of Academy students in the study sample had the
opportunity to experience some version of the key Career Academy work-related activities.

I. Similarities Among the Participating Career Academies

The discussion of similarities among the sites addresses one of the key objectives of the
Career Academies Evaluation: to shed light on the operation and effectiveness of relatively ma-
ture sites that share the basic features of the Career Academy approach. As was discussed in the
first report from the study, the site selection process was designed specifically to include Career
Academies that had already established partnerships with local employers and had developed
specific and formal roles for them.' This selection process was used to ensure, to the extent pos-
sible, that the evaluation would include functioning Career Academies, rather than programs that
were in initial or partial stages of implementation,

This section of the chapter highlights a general set of characteristics that the participating
sites shared and that distinguished them as relatively maturc versions of the Career Academy ap-
proach. On the basis of the site selection process and the information collected through the on-
going field research, four overarching similarities emerged among the 10 Career Academies in
the study in relation to the employer partners that participated with the respective programs.

First, each of the Career Academies had established a formal partnership with several
employers from their communities. In their most basic form, the employer partnerships were the
result of ongoing coordinated efforts to engage local employers in supporting the Academy pro-
grams and sponsoring a range of work- and career-related activities for students. Employers sup-
ported the Academies by contributing resources, most intensively in the form of time for their
employees to participate in Academy-related activities as guest speakers, special event coordi-
nators, or internship supervisors. Employers in each of the sites contributed material resources,
including equipment or classroom aids that were intended to help students learn more about the
career field. For example, an employer partner in one site donated a cardiopulmonary resuscita-
tion (CPR) dummy for students to learn CPR techniques. In other sites, employers contributed
computers and business application sofiware or high-technology equipment that could provide

' See Kemple and Rock, 1996.
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students with hands-on experience with the types of equipment used in the workplace. Employers
across the sites also provided information to Academy staff and students about current issues re-
lated to the career field and about the kinds of general and specific skills they look for in pro-
spective employees.

Second, each of the sites included a person or group of people who assumed responsibil-
ity for coordinating employer involvement. These people served as the liaisons between the em-
ployers and the Academies and as the coordinators for the various employer-sponsored activities.
One key function of the coordinators was to ensure that employers were aware of the needs and
interests of the Academies and that the staff and students in the Academies were aware of the op-
portunities and resources being provided by the employers. These staff members also played a
central role in organizing the various employer-sponsored activities and coordinating student
participation in them.

Third, each of the Career Academics had established a series of activities designed to en-
hance students’ understanding of the world of work in general and their awareness of occupa-
tions within the program’s broad career field. Some of these activities took place in the schools;
for example, individual guest speakers were brought in from business or industry, and career
fairs involving representatives from multiple employers were held. The Academies and employ-
ers also collaborated to develop career awareness and development activities outside of school,
including field trips, job shadowing experiences for individual students or groups of students,
and mentoring arrangements between individual students and adults (typically staff from the em-
ployer partners). Employer partners from many of the sites participated in, and in some cascs
sponsored, extracurricular activities such as awards ceremonies for Academy students or career
fairs or conferences involving several schools or Academies.

Fourth, each of the Career Academies developed a formal work-based learning program
for their students. Here, the employer liaison or coordinator worked to identify or develop job
opportunities for Academy students with one of the employer partners. In doing so, the coordi-
nators made efforts to ensure, to the extent possible, that these positions were structured to pro-
vide opportunities for students to learn both about the particular job and about the range of jobs
and career opportunities across the company or organization. These opportunities were facilitated
by assigning students to an employee who was expected to supervise them on the job and spend
time providing an orientation to the company and its range of work. Each of the sites also made
efforts to build communication links between the work-based learning supervisors and the Acad-
emy staff. Most sites provided employers with academy-created student evaluation forms with
which to assess the quality of students’ work experiences from the perspective of the students
themselves or of their supervisors.

These similarities provide an operational definition of the common work-related program
dimensions to which Academy students across the sites were exposed. In other words, they re-
flect a basic set of conditions that would enable Academy students in the study sample to partici-
pate in the types of career awareness and work-based learning activities that are seen as basic to
the Academy approach. In order to ascertain the effect of this “basic” version of the Career
Academy approach, Chapter 3 examines the rates and intensity with which Academy students
across the sites actually participated in these types of activities. It then compares the experiences
of Academy students with those of non-Academy students, some of whom may have participated
1n similar activities through other programs or classes.

In summary, as a group, the participating sites represent relatively mature versions of the
employer partnerships and other work-related dimensions of the Career Academy approach. By
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contrast, during the site selection process and ongoing data collection for this study, MDRC en-
countered numerous “carecr academies” in which employer involvement was either minimal or
targeted to specific, short-term activities or program needs. Typically, these programs were in
their initial stages of development or were unable to commit sufficient staff time or resources to
identifying employer partners and developing meaningful and sustained roles for them. The rela-
tive maturity of the sites chosen for this evaluation provides a solid foundation for examining the
effects that the Carcer Academy approach in general may have on opportunities for students to
participate in a variety of work-related activities aimed at enhancing their education and em-
ployment prospects.

II. Variations in the Career Academies’ Employer Partnerships and
Work-Related Activities for Students

While they each exhibited versions of the basic work-related dimensions of the Career
Academy approach, the participating sites as a group did not necessarily reflect the fully realized
employer partnerships that may be envisioned in the ideal Career Academy model. Rather, they
represented a broad range of strategies for supporting their employer partnerships and for build-
ing on the partnerships to develop new learning opportunities for their students. The variations
among the participating Career Academies reflected the inevitability of having to adapt the core
dimensions of the Academy approach to local needs, capacities, and circumstances, as well as
some of the challenges of maintaining this and other programmatic elements over time.

This section of the chapter provides a more detailed description of the Academy program
dimensions as they were implemented in the participating sites. It provides examples of some pro-
gram characteristics and practices that were fairly typical among many of the sites. It also provides
examples that illustrate the high degree of variation among the sites. The section is divided into two
parts. Part A focuses on the two core dimensions of the employer partnerships: the roles employers
play in the sites and the strategies Academies have developed to coordinate the various activities
and support that the employers provide. Part B describes the various career awareness and work-
based learning activities that sites have developed for students.

With respect to the different approaches sites used to sustain employer partnerships, three
groups of sites emerged. Overall, four out of the 10 sites developed what can be called highly
structured approaches to sustaining their employer partnerships. A second group of four sites had
many of the same elements in place as those sites with the highly structured approach but dif-
fered from the first group in the frequency and intensity of academy and employer partner meet-
ings, as well as in the level of involvement of employer partners in the management of the acad-
emy programs. A third group, the two remaining sites, did not have established employer advi-
sory boards, yet they were still able to sponsor career awareness and work-based learning activi-
ties for their students, primarily through alternative arrangements that were different from the
other sites and from cach other.

A. Characteristics of the Emplover Partnerships

1. Partnerships’ Structures and Multiple Roles for Employers. Table 2.1 lists a
number of key characteristics of the employer partnerships established by the Career Academies
participating in the study.” The first part of the table lists the various roles employers played in

? Note that the two Electronics Academies in the study are located in the same school district and are part of the
same employer partnership. To reduce redundancy, Tables 2.1, 2.2 and 2.3 list these two Academies in one column.
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the sites. The second part shows characteristics associated with the scale and management of the
partnerships.

As was noted earlier, the employer partnerships in each of the sites were the result of on-
going coordinated efforts to engage local employers in supporting the Academy programs and
sponsoring a range of work- and career-related activities for students. The first part of Table 2.1
indicates that, in all the sites, the employer partners played a variety of roles and provided sup-
port for a number of student activities.

It is interesting to note that in five of the sites, one or more of the employer partners
played a key role in the initiation of the Career Academy programs. In these five sites, at least in
the early stages of the Academy’s development, teachers and employers collaborated to create a
common vision for the program, and the employers made considerable financial contributions. In
other sites, the Academy programs existed already; the employer partnerships were formed later,
and employers were added as the program gained momentum and became an established entity
within the high school. In general, however, employer partnerships in each of the sites had been
sustained for several years. As of the 1996-97 school year, the employer partnerships had existed
for a minimum of four years and for up to 13 years in the case of the Pittsburgh Public Schools
and the East Side Union School District.

In general, interviews with several of the particularly highly engaged employer partners
from across the sites revealed high levels of interest in the Career Academies and a commitment
to helping the programs serve their students well. For example, one employer expressed pride in
the fact that the employer partners were able to provide mentors and internships to students and
felt that they were making a contribution to workforce development. Another employer repre-
sentative highlighted the importance of helping the Academy staff apply management techniques
to the education process. Another focused on the goal of increasing the number of companies in-
volved with the Academy and expanding the base of financial support for the program. One of
the employer representatives envisioned an even broader role for the employer partners in help-
ing improve the academic achievement of Academy students.

The second section of Table 2.1 lists characteristics associated with the scope and man-
agement of the sites’ employer partnerships. A key issue for many Academies, and for other
school-to-work initiatives, concerns the number of employers they are able to attract and keep
engaged. Among the sites in the study, the number of employer partners ranged from 3 to 60.
Some sites attracted a large group of employers in order to ensure an adequate number of work-
based learning placements and other activities for their students. At the same time, sites with a
larger number of employers faced the challenge of keeping their employer partners engaged and
ensuring consistency in the various employer-sponsored activities. On the other hand, some of
the sites with relatively few employer partners were able to cultivate much heavier involvement
from each employer in the way of a larger number of work-based learning placements and more
intensive commitments of in-kind support.

Although there was considerable variation among the 10 sites in the study, three groups
of sites illustrate some of the differences in the way that the sites managed and sustained their
employer partnerships. Most of the differences were tied to the characteristics listed in the second
part of Table 2.1.

One group of sites included the two Electronics Academies in San Jose, the Academy of
Finance in Baltimore, and the Academy of Travel and Tourism in Miami Beach. In general, each
of these sites had developed what might be characterized as highly structured approaches to sus-
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taining their employer partnerships. Each of these sites had engaged a relatively large number of
employers who were affiliated with a consortium of Academies. Each of the employer partners
was required to provide a certain level of financial or in-kind support. For example, the state pro-
vided annual funding for the Electronics Academies that the employer partners (as well as the
school district) were required to match, either through a direct financial contribution or through
in-kind support such as staff time or paid work experiences for students. In the case of both the
Academy of Finance and the Academy of Travel and Tourism, the employer partners were asked
to make a financial contribution to the program, part of which was used to pay the salary of the
coordinator. The types of management roles at these Academies encompassed the first three ar-
eas identified on the table: financial assistance and contributions, consultation on curricular mat-
ters, and involvement in Academy planning and budget.

These four sites had established formal advisory boards that played a role in managing the
Academies, and their boards met regularly to coordinate their support for the programs. Membership
on these boards typically included several employer representatives, the Academy coordinator or lead
teachers, and a representative from the school district. The boards at these sites also included student
representatives, parent representatives, and a teacher or administrator from the high school in which
the Academy is located.

In general, the advisory boards provided a formal mechanism for the employer partners to
communicate with each other and to provide input on Academy activities or operational issues.
They also provided an opportunity for the Academy staff and students to build support for their
programs and to develop a shared vision and expectations for the program and for the employer
partnership. The profile of the Electronics Academies’ employer partnership (see Box 1) illus-
trates several of the characteristics that these sites shared in sustaining their formal employer
partnership.

A second group of sites included the Academy for Aerospace Technology in Cocoa, the
Business and Finance Academy in Pittsburgh, the Public Service Academy in Washington, D.C.,
and the Video Academy in Watsonville. The first part of Table 2.1 shows that these sites were
similar to those in the first group in that the employer partners played a variety of roles in the
Academies and provided support in a number of different areas. Like the sites in the first group
discussed, these sites had also established employer advisory boards, but they differed from the
first group in that their employer advisory boards met less frequently or tended to be less in-
volved with the Career Academies in management and operational issues.

The experience of the Business and Finance Academy in Pittsburgh highlights some of
the key challenges the Career Academies faced in their efforts to sustain their employer partner-
ships. In this case, the program was unable to meet these challenges; the partnership was recon-
stituted and eventually was disbanded tnvoluntarily for a variety of reasons including a downturn
in the banking industry. The Academy’s Employer Advisory Board met independently from
Academy staff members, in large part because of scheduling conflicts. Typically, the demands of
the organizations and the employer representatives involved with the Academy prevented the
employer partners from being able to schedule meeting times that were convenient for the Acad-
emy’s teaching staff. According to Academy staff, this problem led to a breakdown in communi-
cation and prevented the key stakeholders from developing a shared vision for the program and
the partnership. In 1996, a member of the Advisory Board led an effort to reconstruct and recon-
figure the board in order to establish a core group of four employer partners from a wide variety
of businesses and financial institutions. The reconstituted board was to be responsible for re-
cruiting additional employer partners in order to revitalize the partnership with the Academy. It
was decided that the Academy and the Employer Advisory Board would meet together on a
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monthly basis at a mutually convenient time. Unfortunately, this did not happen. The Board lost
momentum and eventually stopped meeting altogether.

Box 1
The East Side San Jose Electronics Academy Employer Partnership

Establishing Formal Partnerships and Multiple Roles for Employers

The East Side Union School District operated three Electronics Academies as part of the
California Partnership Academy network. During the 1996-97 school year, it had engaged a total
of 15 employer partners. The employer partnership was coordinated through an Employer Advi-
sory Board. The work of the Board was conducted primarily through its Operating Committee,
which consisted of representatives from a core group of six employer partners, one of whom
served as chairperson. The Operating Committee also included the district’s Electronics Acade-
mies Industry Liaison, the lead teachers from each of the three Electronics Academies, student
representatives from the three Academies, the principal from each high school, the Director of
Career Education for the district, and the district’s school superintendent. Within the Operating
Committee, which met quarterly, subcommittees were formed to delegate responsibilities in such
areas as special events, identifying new industry partners, and curriculum.

An important purpose of the Operating Committee was to bring a more business-like ap-
proach not only to the Employer Advisory Board but to the operations of the Academy. The Op-
erating Committee oversaw the long-term planning process for all three academies and helped
the academies to identify clear goals for their programs. As an outgrowth of this process, each
participating employer was responsible for recruiting one reliable new employer partner by the
end of the 1996-97 academic year. The employers were also asked to develop a strategic plan to
achieve the goals the Committee proposed. They then established action plans for fulfilling those
goals and created an Academy budget/financial plan.

The employer partners in East Side also helped to preserve a key feature of the Flec-
tronics Academies. For example, the Electronics Academies received funding from the district to
provide their teachers with an additional planning period each day. The district was proposing to
eliminate the additional shared planning period for Academy teachers as a cost-cutting measure.
One of the employer representatives made a benefit/cost presentation to district officials and was
able to convince them to preserve this aspect of the program for teachers.

In short, a key challenge in sustaining employer partnerships is to find times for meetings
that accommodate both employers’ and educators’ schedules. While this may appear to be a
fairly straightforward logistical issue, the Business and Finance Academy’s experience under-
scores the need for employer partners and Academy staff to meet and communicate on a regular
basis. This is one concrete way to solidify employer commitment and to help shape a common
vision for the Academy.

The two remaining sites, the Global Business Academy in Santa Ana and the Health Pro-
fessions Academy in Socorro, had never established an employer advisory board. Yet both of
these sites managed to engage a group of employers to support their programs and sponsor career
awareness and work-based learning activities for their students. The Global Business Academy
provided more sporadic and less intense work-based learning opportunities for its students and
suffered a number of programmatic sctbacks in this area during the 1996-97 academic year. In
the case of the Health Professions Academy, strong employer commitment to the programs was
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facilitated by a strong program coordinator (discussed in the next section of the chapter) and by
the fact that partnership was primarily limited to three employers (although the number eventu-
ally grew to include five additional employers). Each employer partner, however, provided a
high number of work-based learning placements for the Academy students, so this Academy was
able to rely more heavily on fewer employer partners to cover all their needs for work-based
learning experiences for its students. While this arrangement worked well for the Health Profes-
stons Academy, other sites had to engage a larger number of employers to provide an adequate
number of work-based learning placements and other activities for their students. Also, in the
absence of an advisory board, the Health Professions Academy established an organization to
sponsor program activities and to generate interest and visibility for the program. This group is
described in more detail in Box 2.

Box 2
The Health Professions Academy

Supplementing the Employer Partnership with Professional
and Parental Involvement

The Health Professions Academy did not have an official employer advisory board. However,
the program had a long history of formal relationships with its principal employer partners — the hospi-
tals that consistently provided students with work-based leaming experiences. In 1995, the Health Pro-
fessions Academy decided to form what they called the Association of Students and Par-
ents/Professionals (ASAP) to highlight the work of the Health Professions Academy, meet alumni and
teachers from the Academy, and hear guest speakers on topics related to the health professions field. The
formation of this group is an example of an innovative way to keep the momentum of the Academy up
and simultaneously develop a higher profile in the Socorro High School community at very little cost to
the Academy itself.

2. The Employer Liaison and Coordinator. In addition to the administrators who
coordinated the formal relationships with employers, Career Academies also relied on a person
or group of people who served as liaisons between the programs and the employer partners and
who were responsible for developing and coordinating the various employer-sponsored activities
for students. Table 2.2 lists several characteristics of the coordinator role. The table highlights
two basic approaches that the sites have used to fill this role. One group of sites relied on Acad-
emy teachers to serve as the primary liaison with the employers and to coordinate the various
employer-sponsored activities. A second group of sites had the resources available to employ
non-teaching personnel to act as the primary employer liaisons and coordinators. The differences
in these two arrangements have to do with the differences in the amount of time and effort that a
non-teaching person and an academy lead teacher can put into coordinating employer-sponsored
activities and sustaining employer partnerships.

The first group of sites included the Academy for Aerospace Technology in Cocoa, the
Business and Finance Academy in Pittsburgh, the Global Business Academy in Santa Ana, the
Health Professions Academy in Socorro, and the Video Academy in Watsonville. As Table 2.2
shows, these five sites relied on Career Academy teachers to serve as the primary liaisons with
the employer partners and as the primary coordinators for employer-sponsored activities. In each
of these sites, the Academy lead teachers also had classroom teaching responsibilities as well as
responsibilities for other Academy activities such as student recruitment, coordinating teacher
activities, and serving as a haison with the building and district administration. In an effort to
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provide the lead teachers with some additional time to fulfill these roles, four of the sites pro-
vided additional funding to reduce their teaching load (usually from five classes to three or four
classes). Other than their Academy teaching colleagues, who provided general support, no one
else in these sites played a key role in coordinating the employer-sponsored activities.

The Watsonville Video Academy, described in Box 3, illustrates how Academies rely on
Academy-based teaching staff to serve as the liaison with the employer partners and to coordi-
nate the employer-sponsored activities.

Box 3
The Watsonville Video Academy

Academy-Based Employer Liaisons and Coordinators

In the Watsonville Video Academy, the principal coordinating duties for student work experi-
ences and liaison work with the employer partners were centralized in the two co-lead teacher positions
in the Academy. These teachers were jointly responsible for recruiting and maintaining contact with em-
ployer partners in the community. The one lead teacher with the reduced class schedule was responsible
for monitoring the student work experiences, collecting the student evaluation forms that the program
asked employers to fill out, and providing feedback to students in addition to giving students an opportu-
nity to discuss their work experiences. This same lead teacher also took on the role of work experience
coordinator, making sure that students were in the right placements, visiting the work sites, doing the
paperwork so students got paid by Job Training Parmership Act (FJTPA) funds, and finding out about the
learning opportunities students had on the job. The other lead teacher was ofien responsible for doing
community outreach work in the hope that the program could expand to provide more students with work
experiences outside the Academy on a more consistent basis.

Since the Watsonville community is relatively small, the Academy had to work within the limi-
tations placed upon them by the fact that the occupational theme of the Academy was not immediately
applicable to the kinds of industries prevalent in this rural/agricultural part of California. The co-lead
teachers had to be creative in their use of resources and industry connections to make up for the lack of
economic base and employer partner options in the video and computer fields. By being responsive to the
needs of employers in the local community, however, the Academy was able to secure work assignments
for students. Adapting to the local economic circumstances was one of the ways that this program was
able to maintain parinerships with employers and create work experiences for students in the absence of
a large employer base from which to draw. Dividing the tasks associated with Academy-based coordina-
tion of employer involvement was an arrangement that had worked thus far in Watsonville, perhaps in
part because of the particular circumstances of the Academy.

The other five sites in the study, as Table 2.2 indicates, used non-teaching staff as the
primary employer liaison and coordinator for employer-sponsored activities. These sites included
the Academy of Finance in Baltimore, the Academy of Travel and Tourism in Miami Beach, the
two Electronics Academies in East Side, and the Public Service Academy in Washington, D.C.
In each of these sites, Academies, employer partners, and school districts were able to secure
enough funding to support a full-time person whose primary responsibility was to coordinate the
employer partnerships and employer-sponsored activities. In these same five sites, this person
served as the coordinator for several Academies. In three of these sites, the Academy lead teacher
also played a key role in working with the employer partners and coordinating the employer-
sponsored activities. The Academy of Finance, described in Box 4, provides an example of this
type of coordination arrangement.
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Box4
The Academy of Finance

Non-Teaching Employer Liaison and Coordinator

The Academy of Finance in Baltimore, Maryland has a non-teacher staff member who is in
charge of coordinating the shadowing, mentoring, and internship placements for two Academies at Lake
Clifion-Eastern High School in Baltimore City and one county Academy program. The Director of Bal-
timore Academies position is paid in part by the Employer Advisory Board and in part by the Baltimore
City school system. The Director in Baltimore is given office space at Lake Clifton—Eastern High
School, although she is not considered a Lake Clifion employee.

The director had prior experience in the financial industry and used her business and manage-
ment skills in her position as the contact between employer partners and the three academies with which
they worked. With no teaching responsibilities, she had a more flexible schedule to accommodate meet-
ings with employer advisory group members, Academy budget meetings with employer partners, and
fundraising activities. She was also able to attend to other administrative work out in the field to make
sure the career awareness and development opportunities and work-based learning activities ran
smoothly over the course of the year. The position was 2 12-month administrative position, so unlike
many teachers, the director worked during the summer. The director was in charge of matching students
to mentors and internships, monitoring student internships throughout the summer months, and recruiting
new employer partners. She also provided training for employer-based mentoring and internship coordi-
nators as part of a formal orientation program the Academy had developed.

By having a coordinator with prior experience in business and industry, this site had the benefit
of her management skills to provide a high level of oversight and quality control to the employer partner-
ship. She also had the time and more flexible schedule to attend to the responsibilities. This site was able
not only to sustain its existing Academy and employer partnerships but also to initiate the development
of new Academies and an expansion in the number of employers in the partnership.

Like the Academy of Finance, the Academy of Travel and Tourism and the Electronics
Academies each relied on a district-level administrator who served as the employer liaison and
coordinated the work-based learning internships for the Academy programs. In this more cen-
tralized arrangement, the coordinators at the district kept a file of all the job descriptions that
came in from employers for summer internships. The students were then supervised and moni-
tored throughout the summer by an Academy staff member, who checked in on students on the
job and intervened if any problems arose, as well as conducting student evaluations. Having a
non-teaching staff member in charge of working with employer partners appeared to facilitate
strong and lasting ties with business partners.

It 1s interesting to note that the Academy of Finance and the Academy of Travel and
Tourism are part of the National Academy Foundation (NAF) network. Although there is a great
deal of variation among NAF Academies nationwide, the NAF network has attempted to set
standards and guidelines for some of the basic elements of their Academies. In particular, NAF
places a great deal of emphasis on employer involvement, and many of its sites have established
non-teaching coordinator roles like those for the Academy of Finance and the Academy of Travel
and Tourism. While it has been possible with many of the NAF sites, however, resource con-
straints make this type of position beyond the means of some programs. NAF also provides its
programs with specific instructions on how to create structures that will enable the programs to
enjoy longstanding relationships with employers. The materials include internship guides, a Di-
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rector’s Manual, and a curriculum for all NAF-created courses, with daily lesson plans, that help
teachers organize their classroom time around a set of learning objectives.

Finally, Table 2.2 shows that employer partners in five of these sites (the Academy of
Finance, the Academy of Travel and Tourism, the two Electronics Academies, and the Health
Professions Academy) had taken the initiative to provide additional support for coordinating
Academy activities in which they were involved. Employers in these and other sites noted that
many high school students needed to learn about the norms of the workplace, appropriate dress,
and professional behavior from the employer’s standpoint. They also pointed out that few adults
in the workplace have experience supervising high school students in work-based learning ac-
tivities. In response to this need, employers in the five sites listed above designated someone on
their staff to serve as an employer-based coordinator for Academy-related activitics. This person
served as a primary liaison whom other employees, as well as Academy or district staff, could
contact in matters related to the employer’s role in the work-based learning experiences and other
work-related activities. These employer-based coordinators provided orientations for their fellow
employees who served as mentors or supervised students in their work-based learning intern-
ships. The coordinators also took a lead role in providing students with a general orientation to
the company or organization and its norms for doing business.

In general, the five Academies that had the benefit of an employer-based coordinator ap-
peared to have established particularly strong relationships with their employer partners. They
also developed a fairly intensive approach to orienting students and their job supervisors to the
content and expectations of the work-based learning activities. Interestingly, four of these
Academies also relied on non-teaching staff who were primarily responsible for overall employer
coordination. This appears to have resulted in a highly structured approach to developing work-
related activities for students and to monitoring students’ and employers’ participation in them.
The combination of an employer-based coordinator, a non-teaching coordinator, and involvement
of teachers (which exists in all the sites) can create a context in which the multiple perspectives
on employer involvement can be mutually reinforcing. It can also promote efficient use of the
unique contributions of the key members of the partnership.

B. Activities and Learning Opportunities for Students That Develop
from the Employer Partnerships

An objective of the Career Academy approach is to expose students to a sequence of ex-
pertences both inside and outside of school that relate to the Academy’s occupational theme and
to give them the opportunity to apply what they have learned in a professional atmosphere. Em-
ployer partnerships serve as the foundation on which to build a range of career awareness and
development activities and to create intensive work-based learning activities. Across all 10
Academies, students engaged in a variety of career awarencss and development activities, as well
as in work-based learning experiences. At the site level, there is variation across programs in
terms of the depth and intensity of these activities. This section of the chapter describes the
strategies the sites used to implement these activities and enhance their quality.

1. Career Awareness and Development Activities. Table 2.3 lists the various career
awareness and development activities that were offered in the 10 Career Academies in the study
and indicates the grade level during which students typically participated in them. The table
shows that each of the participating Career Academies offered several types of career awareness
and development activities, both in school and outside of school. It also shows that each of the
Academies had some type of activity during each year that students were in the programs.
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Some of the activities were typically offered in school, during the school day. Guest
speakers were invited to describe their business or industry, the work they did, and how they
found and obtained their jobs. Many of the sites had developed activities or projects in which
students conducted mock interviews, created résumés and cover letters, wrote thank-you letters,
and made business-like presentations in class. Some of these activities were part of regular aca-
demic or vocational classes, while others were supplementary and took place during free periods
or after school.

A number of the sites organized career fairs in which several of the employer partners
(and in some cases other employers in the area) came together to provide information about their
companies and the types of career opportunities they offered. The East Side Electronics Acade-
mies held a Career Fair every March, hosted at the corporate facilities of one of the Academies’
employer partners. It was a half-day event that served to provide all Academy students with an
opportunity to interact with a variety of employers and obtain information on different career ar-
cas. Employers from the area were invited to attend and set up booths and give students mock
interviews. In 1997, over 150 employers in Silicon Valley attended this event. The Career Fair
was attended by all Academy students, but in particular it helped to prepare 11th-grade students
who would be interviewing for summer jobs later in the year. Academy employer partners,
teachers, and former graduates spoke at the event.

Career-related student organizations were another way in which Academy students could
participate in career-oriented activities within the broader community at the high schools. The
Future Business Leaders of America (FBLA) had chapters at Miami Beach High School (see Box
5) Lake Clifton—Eastern High School, and Valley High School, which included Academy stu-
dents in their membership. Socorro High School had the Health Occupations Student Associa-
tion, whose membership was made up of many Health Professions Academy students as well as
other students in the high school. The Video Academy students in Watsonville participated in
video- and technology-related activities through the assignment of responsibilities at the Mello
Center, a performing arts center/auditorium that is housed at the school and used for both school
and community functions.

Other career awareness and development activities are provided outside of school, usually
in a work setting. One such activity is job shadowing, when students accompany employees
through their work day on the job and employers provide career exposure to give students insight
into what goes on in the workplace. In another outside activity, mentors are assigned to students,
with whom they have periodic contact over the course of the school year. While some programs
have been successful with the mentoring component and have orientation sessions for mentors,
other sites have encountered some difficulty in keeping momentum up. Interviews with employers
and students revealed that both students and employers felt that the mentor activities needed to be
more structured and well planned. Both parties felt that they would benefit from being provided
some guidelines for what to expect as a mentor or a student being mentored, as well as some exam-
ples of activities that might be interesting to pursue when a teenager is paired with an adult.

Many of the Academies offered a sequence of career awareness and development activi-
ties leading up to a more intensive and formal work-based learning assignment that occurred af-
ter the 11th grade. In other Academies, the career awareness and development activities were of-
fered more as independent activities that were not necessarily linked directly to the work-based
learning activities. In either case, the purpose of the career awareness activitics was usually to
introduce students to a variety of careers within and outside the Academy theme. They also pro-
vided information about the work performed in those career areas and about the qualifications
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and skills that are typically required to enter those jobs. These activities also provide students
with information about more generic employability skills.

Box 35
The Academy of Travel and Tourism

Career-Related Student Organizations

The Academy of Travel and Tourism in Miami Beach had chapters of both Future Business
Leaders of America (FBLA) and the Distributive Education Club of America (DECA). Both clubs fos-
tered the entrepreneurial spirit of the student body. Many Academy students were members of one or
both school-sponsored clubs and used the clubs as an extension of the career awareness and development
focus they brought from the Academy. DECA and FBLA often had competitions in which students de-
signed projects or products and made presentations, competing against other high schools. It was not un-
common for some Academy students to compete on an annual basis in club-sponsored competitions. This
is one example of how school-sponsored organizations can encompass some of the interests of Academy
students.

The description of the Public Service Academy in Box 6 illustrates how Academies at-
tempt to offer a sequence of career awareness activities that culminate in a capstone work-based
learning internship.

Other sites offered similar activities or a sequence of activities designed to prepare stu-
dents for a work-based learning experience. For example, the Electronics Academies at Silver
Creek and Independence High Schools provided an Exploratory Work Experience for students
who were eligible to participate in work-based learning internships. These Academies also pre-
pared an annual Career Fair. The Health Professions Academy prepared students for clinical hos-
pital rotations with a three-week series of field trips and learning opportunities to familiarize stu-
dents with the kinds of situations they would encounter in the hospitals and the skills required in
the health professions.

2. Work-Based Learning Activities. Work-based leaming has been defined broadly
as a planned program of work experience linked to school. The program usually includes some
form of on-the-job training, ongoing contact with industry professionals, and exposure to skills
needed in the workplace. A key objective of work-based learning is to create a learning experience
that draws on the classroom, the workplace, and the occupational theme of the Academy. Accord-
ing to interviews with some employer partners and Academy staff members, there is an expectation
among employers that students will be ready to learn on the job and an expectation among Acad-
emy staff members that students will be provided with learning opportunities. An area that appears
to need further definition and standardization is the content of the learning experiences available to
students. Interviews with employers and students revealed that investigative and analytical skills
were required in some work-based learning experiences, as well as data entry and more general of-
fice skills. Some of the employer partners would also like to see educational progress and increased
student achievement over the course of students’ engagement in carcer development and work-
based learning activities.

Table 2.4 lists several characteristics of the work-based leaming activities that were offered
in the participating sites during the 1996-97 school year. Overall, the table shows that each of the
10 Career Academies in this study provided work-based learning opportunities for their students.
Most of the Career Academies offered their work-based learning activities during the summer be-
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tween the 11th and 12th grades. Some programs provided work-based learning opportunities
throughout the school year, and others allowed students to continue their summer internships into
their 12th-grade year. With the exception of the Global Business Academy, each of the Academies
conducted some type of assessment of student performance in the work-based learning activities.
Also, many of the sites supported their work-based learning activities with orientations for their
students and employer supervisors and with classroom-based activities or projects.

Box 6
The Public Service Academy

Providing A Sequence of Career Exploration,
Job Shadowing, and Mentored Internships

The Public Service Academy offered two principal career awareness and development activities
that led up to student internships (which are referred to as “mentoring”). The first activity was referred to
as “Insights” and was designed to provide 10th-grade Academy students with exposure to the workplace
through a series of field trips to various government offices and divisions of the federal government.
These field trips were designed to introduce students to the world of public service professions in the
nation’s capital. The focus of Insights was on introducing students to both specific and general employ-
ability skills, including skills needed for various government jobs, the roles and responsibilities of the
various federal agencies, and the types of work different public service employees perform in their agen-
cies.

A second activity, called “Shadows,” occurred during the 11th grade. Here, an Academy student
accompanied an adult to the adult’s job in a federal agency in which the student had expressed some in-
terest. The goal was to expose students further to the career options available in public service. If a stu-
dent successfully completed the Shadows component in the 11th grade, she or he was eligible for a sum-
mer internship placement in a participating agency. When students reached the 12th grade and had com-
pleted all the credits they needed to graduate, they were assigned to the “Mentor” program, in which they
were placed in another internship with an adult mentor who supervised their work. Academy students
who were eligible could then go to school for half the day and work the other half of the day at their
mentor assignment workplace. In exchange, students were paid a stipend.

The information in Table 2.4 suggests several differences across the sites. For example,
the number of work-based learning placements offered ranged from 15 in Independence High
School Electronics Academy to 43 in Business and Finance Academy at Westinghouse High
School. Also, the table indicates that there was not necessarily a relationship between the number
of participating employers and the number of work-based learning placements available to stu-
dents. For example, the Health Professions Academy relied primarily on three employers to pro-
vide over 40 work-based learning placements, while the Electronics Academy at Silver Creek
High School had to rely on 15 employers for their placements.

One key factor that is likely to influence students’ interest and capacity to participate in
the work-based learning activities is whether they are paid. Table 2.4 shows that all 10 of the
Academies provided paid internships for students, although the rate of pay varied somewhat. In
some sites, students were paid minimum wage or better, while in other sites students were paid a
weekly or monthly stipend that usually fell below minimum wage. Sites also drew upon different
sources of funding for their paid internships. In some cases, the Academies were able to rely on
Job Training Partnership Act (JTPA) Summer Youth Employment funds to help pay students
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who met the guidelines to qualify for those funds. In other sites, students were paid directly by
the employers. According to some employer interviews, direct payment of students by employers
can aid in making employers more invested or accountable in their role as providers of work-
based learning opportunities for students.

The table indicates that most of the Academies considered students’ performance and be-
havior when determining whether they would be eligible or appropriate for the work-based
learning placements. In general, most of the Academies required that students have earned
enough course credits to be on target for graduation and that they have no failing grades during
their 11th-grade year. Some of the sites set minimum attendance rates and grade point averages,
while others took into account student behavior and attitudes in deciding which students could
participate and which could not. These criteria ar¢ important, because they help explain rates of
participation in Academy intemships. For example, in the East Side Academies, fewer than 50
percent of all Academy students at both sites were eligible to participate in work-based learning.
Other reasons not to participate, gathered from student interviews, concerned wages. Some stu-
dents explained that they could make more money in a job at a department store than in a work-
based learning placement — in one example, up to a dollar more an hour. If the pay differential
was considerable, some students opted to work elsewhere. In addition, summertime is not the
only time that many high school students work, and if Academy students were already working
in relatively high-paying jobs throughout the school year, they might report being reluctant to
give up those jobs for an Academy-sponsored work-based learning position. To the extent that
these considerations have some relationship to how many students participate in the work-based
learning component, Academies should be aware of these reasons why students did not take part
in the summer internship programs.

Table 2.4 also lists several characteristics that are related to the types of orientation and
support that were provided for students and employers as they embarked on their work-based
learning experiences. Nine of the 10 Academies provided some type of orientation for both the
students and their employer supervisors prior to the start of the work-based learning activities. In
five of these sites, the employer partners provided additional orientation for the supervisors.

In one of the sites, several students reported that orientation activities were quite broad in
scope, including an introduction to the workplace and general work habits such as promptness,
neatness, and presentation skills. In general, students felt that the orientation sessions did not
provide good preparation for specific kinds of jobs they would have for their internships. Com-
ments from interviews with students across the sites (Box 7) illustrate further the variation in the
way that they perceived their experiences in work-based learning activities. Again, heavy empha-
sis was placed on students’ need to gain work experience and earn money.

Finally, the next to last line in Table 2.4 indicates whether the Academies developed for-
mal strategies connecting the workplace and the classroom. Many Academies strove to establish
connections between the occupational theme of the Academy and the work-based learning ac-
tivities of their students and ultimately to connect the students’ summer work-based learning ex-
periences back into Academy classes. Some programs required students to complete projects in
their senior year based on the summer work-based learning experiences, providing a loop back to
the Academy classroom. Table 2.4 indicates that seven of the participating Carcer Academics
required Academy students to work on projects that connect Academy classes, the occupational
themes, and career awareness and development opportunities. For example, as described in Box
8, the Academy for Aerospace Technology used what they call Virtual Learning Activities
(VLAs) both to integrate school-based academic and vocational curricula and to bring work-
related problems and situations into the classroom.
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Box 7
Perspectives from Career Academy 12th-Grade Students
on Work-Based Learning Experiences

The following statements from 12th-grade Career Academy students reveal a great deal of varia-
tion both across and within the participating sites in terms of the quality of their work-based learning ex-
periences and the factors that affected their participation and engagement. The first three comments fo-
cus on gaining experience on the job and getting paid for this work-based learning experience. The fourth
comment focuses on the encouragement a student received from his co-workers in helping him to de-
velop an orientation for the future.

I see what my mother does all day working in a factory, and I know that I won't have to do that
as a result of being here in the (Academy). It puts me a step ahead of everybody else. My first job
experience was in clinical rotations through the Academy, and it has given me a lot of good ex-
perience.

The internship was a positive experience. I got to work, I got paid, and I got work experience.

Getting paid is a big deal with the internship. A lot of us are saving for college, and I have been
working since the 10th grade anyway. I have always wanted to have my own money for myself,
and I don’t want to be a burden to my family. Working is part of life here.

In the internships, kids get advice about school. The people I work with encourage me about
school and ask things like what are you doing, where are you going.

Other comments from students are less positive. They focus on how, for some Academy stu-
dents, the work-based learning experiences did not fulfill their expectations. One comment in particular
highlights the repetitive nature of the work the student was assigned on the job. From the field research,
we know that some programs are more successful than others in guarding against such experiences by
asking their employer partners to attempt to rotate students through departments in their work-based
learning experiences, instead of keeping them in one department. From some students’ perspectives, it
appears that the learning objectives the Academy programs have for the work-based learning experiences
might benefit from further clarification.

[The internships were] not much to talk about, the jobs are just okay and they are not very ex-
citing, but the job was better than nothing.

I was supposed to be doing secretarial work, but what happened was they didn’t have enough
work for me to do, so they sent me down to another area, and so I was mainly doing more man-
ual labor.

I didn’t get the job that I worked for,; they had only one job left. It didn’t require much brain
power, just saying the same thing over and over again.

Interestingly, after a visit to the Academy for Aerospace Technology, staff from the Watson-
ville Video Academy developed a series of project-based activities called Video Academy Media
Projects (or VAMPs) that are based on the VLA model (see Box 9).
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Box 8
The Academy for Aerospace Technology

Using Virtual Learning Activities to Connect the Workplace
and the Classroom

The Academy for Aerospace Technology designed its entire curriculum around what are called
Virtual Learning Activities (VLAs). VLAs are problems that students must collectively work on by
drawing on knowledge that cuts across several disciplines. The occupational theme of aerospace technol-
ogy was present in every aspect of this project-based approach to school work even before students were
placed into the program’s various levels of internships. Unfortunately, after the 1996-97 school year, this
academy program disbanded for various reasons. By design alone, from the start the program was an ex-
ample of interdisciplinary learning, project-based learning, cooperative learning, and integrated ap-
proaches to the occupational theme, because of its emphasis on the VLAs as the vehicle for classroom
interactions. However well conceived in terms of the curriculum, the Academy was not able to persevere
and no longer exists. The curricular innovations of this Academy are important to remember in thinking
about successfully connecting the occupational theme of the Academy to a class or a series of classes.

The Academy of Travel and Tourism used scenarios or dilemmas that students encoun-
tered in their summer work experiences as a teaching approach for critical decision making in
11th-grade class discussions geared toward preparing students for their internship experiences.
The case studies were used in class discussions, and the Academy invited employer partners to
provide additional scenarios or examples they had encountered in their work with students in the
workplace. The Academy felt that the case studies gave students a chance to view different per-
spectives on issues like sexual harassment, inappropriate behavior in the workplace, and priori-
tizing one’s work load on the job. The Academy students were required to hand in weekly as-
signments to their Academy program site during the summer internship. Half of students’ grades
were based on their work evaluation, 45 percent on their assignments, and 5 percent on the time-
liness of their assignments. The evaluations were passed on to the Academy lead teacher. The
work that students did over the summer was linked to a 12th-grade marketing class, in which
students had to make presentations based on their summer internships.

In the Health Professions Academy, the occupational theme permeated most Academy
classes, and hospital rotations in 11th grade and internships in 12th grade were well integrated
into the Academy curriculum. Students were required to interact with patients in many settings
and circumstances, to carry out procedures like taking a patient’s blood pressure, and to react to
medical emergencies calmly.

Interviews with students in the Health Professions Academy revealed that they valued
being able to shift career interests as a result of their exposure to the array of options in the health
professions they became familiar with through their 11th-grade hospital rotations. Allowing stu-
dents to shift their career focus or educational aspirations is one outcome that other Academy
programs may be striving to achieve through the sequence of career awareness and development
opportunities and work-based leaming they provided their students. The Health Professions
Academy students who participated in the field research reported gaining an increased focus for
the future through their hospital rotations and internships, along with a sense of responsibility
and preparation for the world of post-secondary education.
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Box 9
The Watsonville Video Academy

Using Video Academy Media Projects (VAMPs) to
Connect the Workplace and the Classroom

VAMPs were multimedia projects that involved teams of six students from the three
grades in the Video Academy (grades 10-12). An attempt was made in the projects to involve all
academic subjects in combination with the occupational themes of video and technology.
VAMPs were one way that the Academy tried to use the occupational theme and project-based
education to provide work-related learning activities for students, in the face of not being able to
provide more extensive work experiences.

In several ways, the program was run more like a school-based enterprise. Academy stu-
dents produced the school news broadcast each day. They also wrote for and edited the school
newspaper as part of an Academy English class. These Academy-based activities were directly
linked to the occupational theme of the Video Academy and were more like the work-based
learning activities that occurred outside of the Academy classroom at other sites.

Interviews with Video Academy students revealed that they felt that working on the news
and the newspaper taught them responsibility, how to plan ahead, how to react quickly, how to
cooperate and get along with others, how everyone has strengths and weaknesses, and how to
solve problems. As for preparation for the future, Video Academy students reported that they felt
they were prepared to work with others, they had acquired considerable computer skills, and they
had received valuable on-air experience from their involvement with the Video Academy news
broadcasts.

Overall, it appeared to be difficult for Academy programs to link students’ work-based
learning experiences directly to the academic content areas for the last year of Academy instruc-
tion. More often the programs could feed the students’ experiences back into the occupational
classes with greater ease. In line with a body of literature that tries to identify and pinpoint the
academic benefits of work-based learning, each of the participating Academies found it difficult
to develop useful work-based learning experiences while infusing them with rigorous academic
content and integrating them with classroom-based instruction.

ITI. Lessons from the Field

Each Academy faced a variety of issues and challenges in creating and sustaining its em-
ployer partnerships, as well as other aspects of the Academy approach. Schools are dynamic in-
stitutions, and some programs confronted staffing changes at the school building level, as well as
Academy-level staffing changes over the course of the evaluation period. One Academy en-
countered challenges in keeping an occupational teacher in the Academy theme area, while an-
other program had to add staff to the Academy teacher team to help cover Academy teaching as-
signments. While some programs encountered periods of economic downturn in the occupational
theme area that affected the availability of work-based learning opportunities, other programs
experienced periods of economic growth leading to an expansion in the availability of work-
based learning opportunities along with an increase in employer partners. As was described ear-
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lier, one program disbanded, while another program unsuccessfully attempted to rebuild its em-
ployer partnerships. All these occurrences speak to the realities of maintaining a level of program
activity needed to sustain effective employer partnerships.

Apart from the challenges the programs encountered, the field research revealed several
brief lessons that can illuminate some of the broader issues related to sustaining effective em-
ployer partnerships in a changing environment. The insights offered by the experiences of the 10
sites in the Career Academies Evaluation may help Academies strengthen employer partnerships
as they increase their capacity to provide a broad array of carecer awareness and work-based
learning experiences for students.

e Effective employer partnerships require commitments from Academy staff, in
some cases from district-level staff, and at minimum a core group of employ-
ers in order to consistently provide Academy students with career awareness
and development activities, as well as high quality work-based learning expe-
riences. These commitments include forming and sustaining managing entities
for the Academies by establishing Employer Advisory Boards, designating an
Academy-based or non-teacher coordinator to be responsible for the sequence
of carcer awareness and work-based learning opportunities, and tracking
Academy students’ progress through the established sequence of activities
particular to each program.

e Coordinating career awareness and development opportunities and work-
based learning experiences requires a considerable time commitment and a
focused effort to build strong ties to the employer community. Whether the
program has a non-teacher coordinator responsible for these activities or an
Academy-based staff member dedicated to the effort, it is of central impor-
tance that the person have enough time to accomplish all the duties associated
with sustaining employer partnerships and developing new relationships as the
need arises. Of the two employer coordinator arrangements among the pro-
grams in this evaluation, having a non-teacher coordinator was determined to
be the more desirable option. There is a cost associated with funding such a
position, however, which was most often shared by contributions from em-
ployer partners and district funding sources. For programs that are exploring
ways to solidify their employer partnerships, finding the resources to fund a
non-teacher coordinator might be an option to consider.

e Academy partnerships are often viewed by employers as part of a broader cor-
porate effort to bridge the gaps between the business world and the world of
high schools. Yet the business world and schools often use different strategies
in planning and conducting their work, and different timetables in “getting
things done.” The employer coordinator is likely to serve as a bridge over this
gap and to be responsive to both Academy staff and employer partners,

¢ In general, the process of helping employers and educators gain a sense of
ownership in the Academy should involve the two groups’ working together
to develop a clear vision and definition of the roles cach will fulfill in the
partnership. Employer Advisory Boards are likely to play a key role here by
providing a forum in which to discuss issues of mutual concem and set forth
plans to move beyond discussions and take action.
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It is particularly important to organize preparation activities and materials for
all parties involved in providing meaningful work-based learning opportuni-
ties for students. This preparation should include well-planned orientations for
employers who will be working with students, as well as for teachers and stu-
dents about their roles and responsibilities in career awareness and work-based
learning experiences.

Ideally, the work-based learning placements themselves should include rotat-
ing students through several jobs and departments so that they gain exposure
to as many aspects of the industry as possible.

In order for the employer partnership to become an important part of the edu-
cational process, teachers need to envision broader responsibilities for them-
selves in the Academy program, both inside and outside of the classroom. In
addition to being experts in their subject areas or teaching specialties, teachers
will need to play a role in helping to shape the application of what they teach
in the classroom to the learning opportunities offered to students in the work-
place. This process can be facilitated by a series of conversations between em-
ployers and teachers about how to expand the learning potential of the out-of-
class opportunities provided to Academy students. As a follow-up, a team of
Academy teachers might be required to visit a number of employer partner
work sites while students are working during the summer. These teachers can
report back to the larger team on areas across the curriculum where educators
can reinforce or build on the skills students use in the workplace and identify
areas where connections to academics can be made.

Although some Academies have made an effort to connect the work-based
learning experiences back to the classroom, the connection is most often made
to the occupational classes and not the academic content areas. Further em-
phasis should be placed on forging connections and enhancing links between
work-based learning and the academic skills used in professional environ-
ments where students are employed.

Work-based learning experiences include a broad range of learning opportuni-
ties and objectives. A number of student, employer, and teacher interviews re-
vealed an emphasis on social competencies, presentation skills, and expecta-
tions of professional behavior in the workplace for Academy students. If this
emphasis on professional behavior and social competencies could be com-
bined with an increased focus on connecting academic learning and work-
based learning, the experiences of students in the workplace could encompass
some broader leamning opportunities and objectives.
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Chapter 3

Student Participation in Career Awareness and Employment and
Work-Based Learning Activities During High School

This chapter examines the extent to which the Career Academy approach provides high
school students with stronger and more intensive connections to the world of work. It focuses on
several aspects of students’ high school experiences that are intended to increase their exposure
to career awareness and development activities, their participation in work-based learning op-
portunities, and their involvement in school-based career awareness and development activities.
In particular, the goal of this chapter is to determine the effect of the opportunity to attend a Ca-
reer Academy on students’ work-related and work-based learning experiences during high
school. The analysis finds that the opportunity to attend a Career Academy increased students’
participation in these activities but that a substantial proportion of students randomly assigned to
the program group did not experience key elements of the Academy program.

The chapter also discusses two important factors that are likely to determine the fre-
quency and intensity with which Academy students encounter work-based learning experiences
and career awareness and development activities. First, the chapter looks beyond the differences
between students who did and students who did not have the opportunity to attend an Academy
and focuses on the experiences of those who actually enrolled and remained in the participating
programs. Next, the chapter explores the relationship between the quality of student employment
experiences and whether or not these experiences are part of a program of work-based learning.
Overall, the evidence presented in this chapter suggests that retention in the Academy through
the end of high school is strongly related to exposure to the key aspects of the Academy program,
and that being employed in a job that is connected to school is strongly related to the quality of
the work experience. Nevertheless, a substantial percentage of students who remain in the pro-
gram until the end of high school do not participate in key aspects of the program.

The findings in this chapter reflect differences between students in the Academy and non-
Academy groups aggregated across the 10 participating sites. They build on a central theme in
Chapter 2, that each of the 10 participating sites had implemented the core program components
that define a Carcer Academy and are designed to create stronger linkages between the high
school and the local employer community. These commonalities provide the opportunity in this
chapter to look across the sites at the experiences of the entire Academy group and to provide
some insight into the effectiveness of the Career Academy approach in general. At the same time,
however, these aggregate findings may mask important differences that are associated with the
variation in implementation strategies and program features discussed in Chapter 2. Future re-
ports will examine this variation in more detail.

The Findings in Brief

The analyses in this chapter are based on the responses of 1,585 study sample members to
survey questions regarding their school and work experiences through the end of their 12th-grade
year in high school. It compares the responses of 868 students who were selected at random to
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have the opportunity to attend a Career Academy (the Academy group) with those of 717 stu-
dents who were selected at random not have to have this opportunity (the non-Academy group).
Four overarching themes emerge from the findings:

e Academy group members were more likely than their non-Academy counter-
parts to participate in career awareness and development activities designed to
improve their awareness of and preparation for post-secondary education and
employment options. Students in the Academy group were also more likely to
work at some point during high school and to be employed in jobs that could
be characterized as high quality work-based learning experiences — that is,
jobs that were distinct from typical high school employment expertences in
terms of the opportunities to learn and develop the skills and attributes that
onec would expect to promote success in the future.

e The level of participation in career awareness and work-based learning activi-
ties was related to variation across the sites in the style in which the Academy
model was implemented. In particular, sites that had highly structured em-
ployer partnerships or employed a non-teaching person as the Academy coor-
dinator experienced higher levels of participation in and impacts on participa-
tion in career awareness and development as well as work-based learning ac-
tivities.

s Exposure to key aspects of the Academy program was strongly related to the
extent to which Academies retained students in the program. While substantial
proportions of students in the Academy group were not exposed to key ele-
ments of the Academy treatment, the extent of exposure was much higher
among students who remained in the Academy until the end of high school.

e Differences in the quality of students’ work experiences during high school
were strongly related to whether their jobs were part of a work-based learning
program linked to the Carcer Academy.

The remainder of this chapter proceeds as follows. Section I describes the data sources
and analysis issues that underlie the findings just summarized. Section II describes the measures
used to capture students’ school- and work-related experiences and explores whether the group of
students selected to attend a Career Academy experienced a greater degree of exposure to career
development and awareness activities, work-based learning experiences, and high quality work
environments than their non-Academy counterparts. Section III examines how rates of student
enrollment in and attrition from the Academy program are related to the extent of their exposure
to career awareness and work-based learning activities. It also explores the relationship between
the quality of students’ work experiences and the extent to which these experiences are part of
the Academies’ work-based learning programs.

L. Data Sources and Analysis Issues

The primary source of data for the analyses presented in this chapter is a survey that was
administered to students in the Career Academies Evaluation sample during their 12th-grade
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year. Depending on when they entered the study, students completed the 12th Grade Survey at
the end of the 1995-96, 1996-97, or 1997-98 school year. The survey asked a variety of questions
about teachers and peers in high school, experiences in high school classes, extracurricular ac-
tivities, and work settings. The survey also asked students about their attitudes toward school and
work and about their plans for the future. This report focuses primarily on questions from the
12th Grade Survey that ask about student participation in career development and awareness ac-
tivities, participation in school-based activities that make use of various work and career-related
themes, and employment experiences. The measures developed from the survey are described
later in this chapter.! This section of the chapter bricfly describes the characteristics of the 12th
Grade Survey sample and highlights several analytic issues that influence the interpretation of
the findings presented later.

A. The 12th Grade Survey Sample

In all, 1,585 students from the full study sample completed this survey. This group of
students is referred to as the /2th Grade Survey sample.” As was described in Chapter 1, each of
these students had applied and had been eligible for enrollment in one of the 10 Career Acade-
mies participating in the evaluation. Because each of these programs was oversubscribed (that is,
they received applications from more eligible students than they could serve), eligible applicants
had been selected at random to enroll. Of the 12th Grade Survey sample, 868 students (55 per-
cent) were among the group that had been randomly selected to enroll in a Career Academy.
These students are referred to as the Academy group, although, as had been noted, the group in-
cludes those who were never or were no longer enrolled in a Career Academy. The remaining
717 students (45 percent) were among those who had not been selected but who had enrolled in
other classes and programs in the same high school or in another school, the non-Academy

group.’

Appendix Table A.1 provides detailed information on the background characteristics of
students in the 12th Grade Survey sample. Measures of these background characteristics were
taken at the time the student applied for enrollment to a Carcer Academy. To summarize the data
in Appendix Table A.1, the 12th Grade Survey sample includes a mix of students. While some ap-
peared to be at risk of dropping out or to be performing poorly in high school, most appeared to be
performing well in their classes, and most believed they would graduate from high school and go
on to college.

Over half the members of the 12th Grade Survey sample reported their ethnicity as His-
panic, and nearly 30 percent indicated they were African-American. Self-reported information as

'Future reports from the Career Academies Evaluation will examine other data from the 12th Grade Survey.

’The study sample for the Career Academies Evaluation includes a total of 1,885 students. Thus, the 12th Grade
Survey sample represents 84 percent of the full study sample. Appendix A presents results from a statistical analysis
of differences in background characteristics between the 1,585 students who completed the 12th Grade Survey and
the 300 students who did not. These analyses indicate that there were some systematic differences between those
who completed the 12th Grade Survey and those who did not. As a result, caution should be exercised when at-
tempting to generalize findings from the 12th Grade Survey sample to the full study sample.

*Part of the selection process also included establishing (at random) a waiting list of students who could be se-
lected later to enroll in an Academy if slots became available. It is important to note, therefore, that students in the
non-Academy group were not selected for the waiting lists and thus were prohibited from enrolling in a Career
Academy.
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well as information collected from school records indicated that many of the students were engaged
in school and were performing at or above average at the time they applied for enrollment in a Ca-
reer Academy, For example, over half the students reported receiving As and Bs in their English
and math classes, and approximately 95 percent had 10 or fewer absences during the year. Also,
approximately 30 percent of the students scored in the 51st percentile or higher on standardized
tests of reading and math during their 8th-grade year. Importantly, most students held high expec-
tations for their education. Nearly all the students planned to graduate from high school, and nearly
70 percent planned to graduate from college.

The 10 Carcer Academies also attracted students who appeared to be at risk of dropping out
or doing poorly in high school. Just over one-third of the students reported two or more socioeco-
nomic characteristics that have been associated with a risk of dropping out of or doing poorly in
high school.* Nine percent of the students reported having an attendance rate of 85 percent or less
prior to random assignment. Moreover, 20 percent of the students reported cutting class regularly, 8
percent reported being late for school regularly, and 19 percent reported ever being sent to the of-
fice for behavioral problems.

B. Analysis Issues

In the following discussion of the effects of the Career Academy approach on student expe-
riences, it is important to distinguish between measures of program outcomes and measures of pro-
gram impacts. In this report, outcomes are measures of students’ experiences, behaviors, or atti-
tudes at various points during high school after their application for enrollment in a Career Acad-
emy. As will be discussed in detail later, the primary outcomes used in this report capture students’
involvement in career development and awareness activities, their involvement in in-school activi-
ties that make use of work- or career-related themes and activities, and their participation in work-
based leaming experiences. These outcome measures are derived from the Career Academies
Evaluation 12th Grade Survey.

Focusing only on outcome levels for students in the Academy group could be misleading,
however. Virtually all high schools provide opportunities for students to engage in some type of
career exploration, and previous research has shown that large numbers of high school students
work during high school. In order to determine the net effect of the Career Academy approach, it is
necessary to compare the experiences of a group of students who had an opportunity to attend a Ca-
reer Academy with a group of students who did not. Therefore, the evidence presented in this
chapter will consist of two types of analyses: analyses of the average outcome levels among Career
Academy students and analysis of the impact of the opportunity to attend a Career Academy on
these outcomes.

An impact is a Carcer Academy’s effect on an outcome and is defined as the difference
between the average outcome level of students in the Academy group and the average outcome
level of the non-Academy group. This comparison yields an estimate of the effect of the opportu-
nity to attend a Career Academy on student outcomes, over and above what the student would have
experienced in the absence of this opportunity. A central issue for the accuracy and reliability of

“These characteristics include living in a single-parent household, having a sibling who dropped out of high
school, having parents who do not hold high school diplomas, family receipt of welfare or Food Stamps, being home
alone more than three hours per day, and speaking limited English.
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this comparison is whether there are any systematic differences in background characteristics
between the two groups of students. If substantial differences existed between the two groups at
the start of the study, they might account for any differences that emerge later.

Appendix A, Table A.1, presents a statistical analysis of differences in background char-
acteristics between students in the Academy and non-Academy groups from the 12th Grade Sur-
vey sample. It indicates that students in the Academy and non-Academy groups are similar on vir-
tually all the background characteristics presented. In other words, there are no systematic differ-
ences between the two groups of students. The similarity of these two groups at the time they were
randomly assigned to either the Academy or the non-Academy group increases our confidence that
any differences between the groups on the 12th Grade Survey measures can be attributed to the Ca-
reer Academies rather than to any preexisting differences in the characteristics of the students in the
two groups.

In order to preserve the similarities between the two groups of students, it is necessary to
include all students in the analyses, including students in the Academy group who had never en-
rolled in a Career Academy or had withdrawn before the end of their 12th-grade year. As was dis-
cussed in Chapter 2, 11th grade is the year in which students typically begin their work-based
learning experiences. If the analysis includes only students who stayed in the programs, and these
students represented only the highest-achieving (or lowest-achieving) students, then any differences
in work or other experiences couid be artifacts of initial differences between the groups.

Appendix B, Table B.1, presents a statistical analysis of differences among three subsam-
ples of students from the Academy group: those who never enrolled in a Career Academy, those
who enrolled but withdrew before the end of their 12th-grade year, and those who remained in a
Carcer Academy during the entire 12th-grade year. It indicates several differences among these
groups of students. In all, 52 percent of the Academy group students remained enrolled in a Career
Academy until the end of their 12th-grade year. This group of students appeared to be more en-
gaged in school and were less likely to have characteristics associated with a risk of dropping out
than those who never enrolled (13 percent of the Academy group) and those who enrolled but with-
drew (35 percent of the Academy group). For example, the Academy students who remained in the
program through the end of 12th grade were more likely to have attendance rates of 95 percent or
greater during the year prior to random assignment than their Academy group counterparts who ei-
ther never enrolled or left the program before the end of high school. On the other hand, the stu-
dents who left the Academy before the end of the program were equally or more likely to have
scored high on tests of academic achievement, suggesting that these students were as academically
engaged as the students who did not leave the program.

Later sections of the chapter present a more detailed analysis of the relationship between
the patterns of Academy enrollment and attrition and the extent and quality of work-related expe-
riences of Academy-group students. The findings from this analysis should be interpreted cau-
tiously, however, because of the differences in the background characteristics of those who
stayed in and those who left the programs.

The next section of the chapter presents comparisons between all Academy and all non-
Academy group members in the 12th Grade Survey sample. Because the two groups were deter-
mined at random, the primary difference between them is that the Academy group had the op-
portunity to attend an Academy, while the non-Academy group did not. Therefore, as has been
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described, the differences in the outcomes among these groups can be interpreted as the impact
of the opportunity to attend a Career Academy on their experiences during high school.

1I1. Career Academy Impacts on Student Participation in Career
Awareness and Work-Based Learning Activities

The comparisons presented in this section center on measures of student work-related ex-
periences in three primary areas:

e exposure to career development and awareness activities outside of school;

e participation in career awareness and development activities that occurred in-
side the high school; and

e employment and participation in work-based learning activities, including the
nature and quality of students’ work experiences during high school.

Mecasures of these experiences were derived from student responses to one or more items on the
12th Grade Survey.” Each section that follows first describes the measures that were used to
capture these experiences and then compares the percentages of Academy and non-Academy
group members who reported that they encountered them during high school.

Overall, the results indicate that students in the Academy group were significantly more
likely than their non-Academy counterparts to experience intensive involvement in work-related
and work-based learning activities during high school. On the other hand, a substantial number of
the students who were randomly assigned to the Academy group did not participate intensively
in career awareness and development activities, did not participate in a school-sponsored work-
based learning program, and did not become employed in high quality work experiences during
high school.

A. Impacts on Participation in Career Development and Awareness Activities
Outside of School

This section explores the effect of the opportunity to attend a Career Academy on the ex-
tent of student participation in career awareness and development activities such as job shadow-
ing and career-related field trips. In short, the evidence suggests that students in the Academy
group were significantly more likely than their non-Academy counterparts to participate in ac-
tivities such as these during high school.

As was discussed in Chapter 2, each of the 10 Career Academies in this study was able to
develop a sct of activities and experiences outside the school that were designed to improve stu-
dents’ awareness of and preparation for post-secondary career options. Typically, these activities
were designed to expose students to real-world work environments and to working adults who
were willing to provide them with information and guidance regarding the requirements, re-

*See Appendix B, Table B.2, for a list of the survey items used to create these measures.
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wards, and options associated with various career choices. These career awareness and develop-
ment activities included:

e career-related field trips and other activities designed to improve students’ un-
derstanding of the world of work in general and the requirements, responsibili-
ties, and rewards of the professional options within the Academy’s occupational
theme in particular;

¢ job-shadowing activities, in which students had the opportunity to accompany
an adult during a day on his or her job and observe the work environment, re-
sponsibilities, and activities of a professional during a regular work day.

» mentoring programs designed to foster relationships between Academy students
and adults who would guide them in their personal and career development.

Table 3.1 presents the estimated impact of Career Academies on students’ participation in
career development and awareness activities outside of school. The first column of the table lists
the percentage of students in the Academy group who participated in various career development
and awareness activities, and the second column lists the percentage of the non-Academy group
who reported participating in the same activities. The third column lists the estimated impact of
the program — that is, the difference between these percentages. Asterisks next to this number
indicate the statistical significance of this difference —— that is, the likelihood that the estimated
impact reflects real differences between the experiences of the two groups rather than fluctua-
tions due to chance. The results reported in this table indicate that while non-Academy students
frequently participated in career awareness and development activities, students in the Academy
group were significantly more likely to do so.

The first row of Table 3.1 reveals that 72 percent of students who were offered the op-
portunity to attend an Academy participated in at least one outside career awareness and devel-
opment activity (field trips, job shadowing, or mentoring activities). Interestingly, the same could
be said for 53 percent of the non-Academy students. The next row of the table also reveals dif-
ferences in the percentages of the Academy and non-Academy groups who participated in these
activities more intensely. Specifically, 39 percent of the students in the Academy group partici-
pated in at least two career awareness and development activities. The same could be said of only
16 percent of their non-Academy counterparts. This difference suggests that while non-Academy
students experienced some exposure to career awareness and development activities, their expe-
riences, on the whole, were substantially less extensive than those of the students in the Academy
group. The next three subsections discuss these patterns in more detail.

1. Impacts on Participation in Career-Related Field Trips. As part of the Career
Academies Evaluation, students in the study sample were asked how frequently they had taken a
school field trip to learn about a business or industry.’ They were asked whether, in the course of
an academic year, they participated in career-related field trips “never,” “once or twice,” “three to

®This question was included in the Career Academies Evaluation School Experience Questionnaire. Students in
the study sample completed this survey during the 9th-, 10th-, or 11th-grade year and were asked to report on ac-
tivities and experiences during that year, This information is available for 1,213 students (77 percent) in the 12th
Grade Survey sample.
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Table 3.1
Career Academies Evaluation

Impacts on
Participation in Career Awareness and Development Activities
Outside of School
Academy Non-Academy Percent
Group Group Difference Difference
Outcome (%) (%) (%) (%)
Ever participated in career awareness and
development activities outside of school 72.3 53.1 19.2 *** 36.1
Participated intensively in career awareness
and development activities outside of school’ 38.6 15.8 227 2% 143.9
Ever participated in carcer-related
field trips 77.9 72.8 5.1 ** 7.1
Participated regularly in career-related
field trips® 30.8 7.2 23,7 **x 331.1
Participated in job shadowing activities 452 22,7 22.4 *xx 98.9
Had a mentor 40.1 24.0 16.1 *** 67.3
Had a mentor who was very important;
as a friend 15.9 14.2 1.7 12.3
for personal advice 13.2 11.9 13 10.7
as a role model 20.0 14.0 5,9 *%x 42.1
for advice on education and careers 19.0 14.5 4.5 k* 31.1
for education and career contacts 17.7 133 4.5 ** 339
Sample size (N=1585) 368 717

SOURCE: MDRC calculations from Career Academies Evaluation 12th Grade Survey.

NOTES: Rounding may cause slight discrepancies in calculating differences.

A two-tailed t-test was applied to differences between the Academy and non-Academy groups. Statistical
significance levels are indicated as *** =1 percent; ** = 5 percent; * = 10 percent.

*Students who indicated participating in two or more career awareness and development activities are considered
to be participating intensively.

"Students who indicated participating in at least three career-related field trips per academic year are considered
to be participating regularly.
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six times,” or “several times per month or more.” Students’ responses to these questions are
summarized in the third and fourth rows of Table 3.1.

The third row of Table 3.1 reports the proportion of Academy and non-Academy group
members who reported any participation whatsoever in career-related field trips. The results here
indicate that while students in both Academy and non-Academy groups participated in career-
related field trips to some degree, students in the Academy group were more likely to do so than
students in the non-Academy group; 78 percent of students who had the opportunity to attend an
Academy reported participating in a career-related field trip, while 73 percent of the non-
Academy group reported doing so. This represents a statistically significant difference of 5 per-
centage points (or a 7 percent increase over the non-Academy group level). While this difference
appears to be relatively moderate, the differences in more frequent participation in career aware-
ness and development activities are more dramatic. The next row of the table reports that 31 per-
cent of the students in the Academy group reported going on career-related field trips on a regu-
lar basis — at least three times per year — while only 7 percent of the non-Academy students did
the same. Thus, these findings suggest that while it is not uncommon for high school students to
experience some exposure to career-related field trips, students in the Academy group were more
than four times as likely as those in the non-Academy group to report what might be called inten-
sive participation in these activities.

2. Impacts on Job Shadowing. As was discussed in Chapter 2, some of the Career
Academies endeavored to provide opportunities for students to ‘“shadow” an adult worker
throughout that person’s normal routine at his or her place of employment during a typical work
day. The goal of this activity was to allow the students to observe all the activities and responsi-
bilities of the professional so that they might develop a better sense of the world of work in gen-
eral and that profession in particular. In order to estimate the level of participation in these ac-
tivities, the 12th Grade Survey asked students whether or not they had ever participated in an ac-
tivity in which they spent time following workers at a work site.

The fifth row of Table 3.1 reports the percentage of students in each group who reported
participating in job-shadowing. As the table indicates, 45 percent of Academy group members
reported having a job-shadowing experience at some point during high school. This figure is sta-
tistically significant and almost twice as high as the 23 percent of non-Academy students who
reported participating in this same activity. In short, while less than half of the students originally
assigned to the Academy group were exposed to this element of the Academies’ career awareness
and development activities, the extent of their exposure substantially exceeded that of their non-
Academy counterparts.

3. Impacts on Mentoring. Chapter 2 also indicated that the Career Academies’ ca-
reer awareness and development activities sometimes included programs designed to foster
mentoring relationships between Academy students and caring adults who would guide them in
their personal and career development. In addition to these specific mentoring programs, each of
the Career Academies attempted to increase students’ exposure to activities -— such as job shad-
owing, career-related field trips, and internships - in which students might encounter caring
adults and develop relationships with potential mentors. In order to evaluate the results of these
cfforts, this section explores the effect of Career Academies on students’ mentoring experiences.
The evidence presented here suggests that students in the Academy group were more likely than
those in the non-Academy group to be involved in a mentoring program as well as to have men-
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tors who were important to them as role models or sources of educational and career-related ad-
vice and connections.

To capture the extent to which Academies provided opportunities to develop such rela-
tionships, the 12th Grade Survey asked students whether or not they had ever been involved in a
program in which they had been “paired with an adult mentor or someone who took a special in-
terest” in them. The survey also contained a number of questions regarding how important the
student felt that his or her mentor was in a variety of areas: as a friend, as a role model, as some-
one who helped make decisions, as someone who helped with personal problems, and as a source
of advice and contacts regarding post-secondary education and careers. Students who reported
having a mentor were asked whether this person was “very important,” “sort of important,” “not
very important,” or “not at all important” on each of these dimensions.

The last rows of Table 3.1 report the existence of significant differences in the percent-
ages of Academy and non-Academy group members who reported being involved in mentoring
programs. In particular, the sixth row of the table indicates that 40 percent of students in the
Academy group reported having a mentor during high school. This percentage significantly ex-
ceeds the 24 percent of non-Academy students who reported being involved with a mentor. The
rows that follow report the percentage of students who indicated that having a mentor was “very
important” to them in one or more ways. According to these estimates, between approximately
13 and 20 percent of Academy students reported having relationships with mentors who were
important to them as friends, role models, sources of personal and professional advice, and
sources of education and career contacts. In other words, among students who reported having
mentors, between approximately 35 and 50 percent of those in the Academy group reported de-
veloping mentoring relationships that they considered to be important. Interestingly, the strongest
differences in the mentoring experiences of Academy and non-Academy students exist with re-
spect to their career-related relationships. In particular, there were no significant differences
between the likelihood that Academy and non-Academy students had a mentor who was impor-
tant as a friend or a source of personal advice. These findings suggest that the Career Academies
in this evaluation used their relationships with employers to successfully increase Academy stu-
dents’ involvement with mentors. On the other hand, the contact with these mentors affected the
support for Academy students’ educational and career development more than it affected the de-
velopment of relationships which provided personal and social support.

B. Impacts on Student Exposure to Career Development and Awareness
Experiences in School

In addition to involving students in career development and awareness activities that oc-
cur primarily outside of school, Career Academies attempt to integrate career themes into stu-
dents’ school experiences. As was mentioned in Chapter 2, this integration can take the form of
classes focused around the Academy’s occupational theme as well as the introduction of issues
relating to the world of work into the students’ regular classroom or school experiences. The evi-
dence presented in this section suggests that students in the Academy group were significantly
more likely than their non-Academy counterparts to have regular discussions with adults regard-
ing careers and work, to receive regular instruction or counseling on how to find a job, or to re-
ceive regular instruction or counseling on how to behave on a job. On the other hand, the stu-
dents in the non-Academy group reported a substantial level of participation in these activities,
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suggesting that the opportunity to attend a Career Academy may represent only a modest n-
crease over the experiences these students would have had in its absence.

In order to measure the extent to which these activities occurred in the Academies in this
evaluation, the 12th Grade Survey asked students a series of six questions regarding how often cer-
tain work- and career-related activities occurred in school during their senior year. These activities
included studying about jobs and their requirements in a class, discussions with other students or
with adults on school and work, instruction or counseling on how to find a job or act on the job, and
activities in which adults came to school to talk about jobs. The potential answers included “never,”
“once or twice per month,” “about once a month,” and “several times a month or more.”

The first row of Table 3.2 reports the percentages of students in the Academy and non-
Academy groups who reported participating in three or more of these experiences at least once
per month. The data indicate that students in the Academy group were significantly more likely
than non-Academy students to be exposed to career awareness and development activities that
occurred in school. The data also suggest, however, that the differences in the participation in
career awareness and development activities that occurred in school are less dramatic than the
differences in the participation in career awareness and development activities that occurred out-
side of school; 47 percent of students in the Academy group reported frequent participation in
these activities, compared with 40 percent of the students in the non-Academy group. The level
of participation in the control group may strike some as particularly high. Data analyses con-
ducted elsewhere suggest that this level of participation in in-school carcer awareness and devel-
opment activities may be a function of non-Academy students’ participation in other school-to-
work programs.’

Table 3.2 also lists the percentages of students in the Academy and non-Academy groups
who reported participating in each of the in-school career awareness activities regularly — that
is, on at least a monthly basis. There were no significant differences between the percentages of
the Academy and non-Academy groups who reported studying about different kinds of jobs and
their requirements in class or having discussions with other students regarding work and careers
on a regular basis. Moreover, students in the Academy group were not significantly more likely
than non-Academy students to attend an activity where parents or other adults came to the school
to talk about jobs.

On the other hand, Academy students were significantly more likely to receive counsel-
ing or instruction regarding how to act on the job, have discussions with adults regarding careers
and work, and receive instruction or counseling on how to find a job. For example, the table re-
ports that 41 percent of students in the Academy group at least once per month received instruc-
tion or counseling regarding how to act on the job, while only 34 percent of students in the non-
Academy group reported experiencing this activity with the same frequency.

Overall, these patterns suggest that most of the differences in students’ exposure to carcer
awareness and development activities are a function of the greater extent to which students in the

“In particular, analyses in Appendix A suggest that most students with no participation in any sort of school-to-
work program do not report regular participation in in-school career awareness and development activities and that
their levels of participation are significantly different from those with more direct involvement in school-to-work
programs (see Appendix B, Tables B.3 and B.4).
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Table 3.2
Career Academies Evaluation

Impacts on
Participation in Career Awareness and Development Activities
in School
Academy Non-Academy Percent
Group Group Difference Difference

Outcome (%) (%) (%) (%)
High overall level of exposure to career awareness
and development activities in school® 473 40.0 7.3 *xx 18.4

Regularly studied about kinds of jobs

and their requirements in a class’ 383 351 3.2 9.2

Had regular discussions with other

students about careers and work 58.1 55.6 2.5 4.6

Regularly attended school activities when

parents or other adults talk about jobs 22.6 204 2.2 10.9

Had regular discussions with adults

about careers and work 56.0 49.1 6.8 *** 13.9

Received regular instruction or

counseling on how to find a job 35.9 28.9 7.0 Aok 243

Received regular instruction or counseling

on how to act on the job 41.1 34.1 7.1 ¥a* 20,7
Sample size (N=1585) 868 717

SOURCE: MDRC calculations from Career Academies Evaluation 12th Grade Survey and the Student School
Experience Questionnaire.

NOTES: Rounding may canse slight discrepancies in calculating differences.
A two-tailed t-test was applied to differences between the Academy and non-Academy groups. Statistical
significance levels are indicated as ¥** = 1 percent; ** = 5 percent; * = 10 percent.

“This is a measure of students' ratings of the following in-school career development and awareness activities from
the 12th Grade Survey. Students who indicated participating in at least three activities per month are considered to be
participating at a high level.

®Students who indicated participating in a specific career awareness and development activity at least once a
month are considered to be participating "regularly".
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Academy group were exposed to instruction and counseling about locating and performing well
on jobs. They also suggest a substantial level of participation in career awareness and develop-
ment activities among the non-Academy students. These findings suggest two primary interpre-
tations. First, it is possible that the students in both the Academy group and the non-Academy
group arc somewhat unusual in the extent of their interest in career-related educational activities
such as the ones that have been discussed. It is also possible that the host high schools in which
the Career Academies in this evaluation were located were rich environments that provided many
opportunities for participation in career awareness and development activities for students, even
those who were not in the Academy. While it will be difficult to distinguish between these two
possibilitics, the analysis at the end of the chapter, which explores differences in the background
characteristics and experiences of students with differing levels of participation in the Career
Academy, will attempt to shed some light on this issue.

It is interesting to note that the strongest differences in the mentoring experiences of Acad-
emy and non-Academy students were in career-related aspects of these relationships. While there
were no significant differences between the two groups in the likelihood of having a mentor who
was important as a friend or source of personal advice, students in the Academy group were signifi-
cantly more likely to have mentors who were important as role models, sources of advice on edu-
cation and career matters, and sources of education and career contacts. These results suggest that
the Career Academies in this evaluation successfully used the formal relationships with employers
described in Chapter 2 to increase Academy students’ involvement with caring adult mentors.
Moreover, the contact with these mentors affected the availability of support for Academy students’
educational and career development more than it affected the availability of social support.®

C. Impacts on Work Experience and Participation in Work-Based
Learning Activities

One of the most distinctive elements of the Career Academy approach is the effort to use
relationships with employers to create work-based learning opportunities for students — that is,
work experiences that are planned to contribute to students’ intellectual and career development.
As has been described in Chapter 2, most of the 10 Academies in the sample attempted to de-
velop a program of internships to begin in the summer between the 11th and 12th grades. Other
programs provided such opportunities that began in the 12th grade or began in the summer and
extended through the end of 12th grade. This section examines the extent to which the effort to
implement such programs affected three areas of students’ work experiences during high school:

E 14

¢ students’ “overall” work experiences — the frequency, timing, duration, and
intensity of work experienced by students in the Academy and non-Academy
groups during high school;

*It is important to note here that the Career Academies 12th Grade Survey, the source of data regarding the ex-
tent of students’ mentoring relationships, asks students only if they “have ever been part of a program . . . where
you were paired with an adult mentor or someone who took a special interest in you” {emphasis added). As has been
mentioned, the evidence reported in Chapter 2 suggests that Academy students often developed mentoring relation-
ships as a result of their involvement in work environments in which caring adults took an interest in them., It is pos-
sible that mentoring relationships such as these would go unreported in the answers to this survey question. There-
fore, it is possible that the data reported in Table 3.1 underestimate the extent of mentoring relationships among
Academy and non-Academy students.
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e students’ participation in “work-based learning” activities — employment ex-
periences that were a part of a planned program of work that was connected to
school; and

e students’ participation in “high quality” work-based learning activities — job
opportunitics that were distinct from typical high school employment experi-
ences in terms of the opportunities to learn and develop the skills and attrib-
utes that one would expect to promote success in the future.

The evidence that follows suggests that the opportunity to attend a Career Academy in-
creased students’ levels of employment, particularly during the summer between the 11th and
12th grades. It also had a significant impact on students’ participation in work-based learning
programs and their exposure to high quality work-based learning experiences. On the other hand,
the data also suggest that a substantial portion of the students in the Academy group did not par-
ticipate in work-based learning activities and were not exposed to high quality work environ-
ments during high school. The section that follows this one explores this issue further by exam-
ining the relationship between outcome levels and attrition from the Career Academy.

1. Overall Employment Experiences. Table 3.3 compares the employment experi-
ences of students in the Academy and non-Academy groups, from the summer prior to their sched-
uled senior year in high school through the end of their senior year. In general, students in the
Academy group were more likely to be employed during high school than were their non-Academy
counterparts, and this difference is concentrated in the summer between 11th and 12th grade.’

The first row of Table 3.3 presents the percentages of students in the Academy and non-
Academy groups who reported ever being employed during high school. The numbers indicate that
a relatively high percentage of each group — 82 percent of Academy students and 78 percent of
non-Academy students — reported being employed at some point during high school. Students in
the Academy group were also more likely than their non-Academy counterparts to report having
paid employment during high school; 79 percent of students in the Academy group reported having
a paid job while in high school, compared with 75 percent of their non-Academy counterparts.

These differences in overall employment appear to be largely the result of differences in
employment levels between Academy and non-Academy students during the summer between
the 11th and 12th grades. While 53 percent of the Academy students reported being employed in
the summer prior to their senior year, 44 percent of the non-Academy students reported being
employed in that period. On the other hand, there were no significant differences in the employ-
ment rates of Academy and non-Academy students during the 12th-grade academic year. As the
table indicates, while 66 percent of students in the Academy group reported being employed
during their senior year, 62 percent of the non-Academy students reported doing so. Thus, while
Academy students were significantly more likely than their non-Academy counterparts to be em-
ployed in the summer prior to their scheduled senior year, they were not significantly more likely
to be employed during the senior year itself.

“The numbers in this table include both students who were employed and those who were not employed, and
thus they can be thought of as capturing the employment experiences of the average student in the Career Academy
program group.
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Table 3.3
Career Academies Evaluation

Impacts on
Employment Outcomes

Percent
Academy Non-Academy Difference
Outcome Group Group Difference (%)
Ever employed during high school (%) 82.1 78.3 38 % 49
Ever employed in a paid job
during high school (%) 79.0 75.4 36* 4.7
Employment during summer between
11th and 12th grades
Ever employed (%) 534 439 9.4 *** 21.5
Ever employed in paid job (%) 51.0 425 8.5 ¥x 19.9
Average total weeks worked® 4.6 3.9 (0.7 ke 17.9
Average hours worked per week® 16.4 12.6 3.8 **x 30.5
Employment during 12th grade school year
Ever employed (%) 65.9 62.4 35 5.6
Ever employed in paid job (%) 56.6 559 0.6 1.1
Average total weeks worked® 17.3 17.4 -0.1 0.6
Average hours worked per week” 16.0 15.0 1.0 6.7

Sample size (N=1585) 868 717

SOURCE: MDRC calculations from Career Academies Evaluation 12th Grade Survey.

NOTES: Rounding may cause slight discrepancies in calculating differences.
A two-tailed t-test was applied to differences between the Academy and non-Academy groups. Statistical
significance levels are indicated as *** = 1 percent; ** = 5 percent; * = 10 percent.

“Average total weeks worked and average hours worked per week include zero values for sample members who did
not work.
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The second section of Table 3.3, in addition to reporting the employment rates, presents
the average hours worked per week, average number of weeks worked, and percent employed in
a paid job among Academy and non-Academy students during the summer prior to their sched-
uled senior year.'” The numbers here suggest that the differences between Academy and non-
Academy students in the likelihood of being employed during the summer translate into the dif-
ferences in other summer employment statistics. In particular, the students in the Academy group
worked an average of 16.4 hours per week and 4.6 weeks during the summer. These levels are
significantly higher than the 12.6 hours per week and 3.9 weeks reported among non-Academy
students. Moreover, 51 percent of the students in the Academy group had a paid job, as com-
pared with 43 percent of the non-Academy students.

The school year employment experiences of Academy and non-Academy students, on the
other hand, appear to be relatively similar. In fact, the table indicates that there are no statistically
significant differences between the school year experiences of Academy and non-Academy stu-
dents on any of these measures. Students in both the Academy and the non-Academy groups ap-
peared to work an average of 17 weeks during the academic year. Students in the Academy group
worked an average of 16 hours per week, compared with 15 hours per week among non-
Academy students." Finally, 57 percent of Academy students were employed in a paid job dur-
ing the school year, compared with 56 percent of non-Academy students.

In summary, students in the Academy group were more likely to be employed, were
likely to work more, and were more likely to work for pay during high school than their non-
Academy counterparts. These differences appear to be concentrated in the summer prior to their
senior year.

2. Participation in Work-Based Learning Activities. Beyond determining the ex-
tent of students’ employment, one of the goals of the Career Academies Evaluation is to learn the
effect of Career Academies on the nature of students’ employment experiences and, in particular,
on their involvement in school-sponsored programs of work-based learning. In order to ascertain
the extent to which students participated in such activities, the 12th Grade Survey asked students
a series of more detailed questions regarding their employment experiences between the summer
after the 11th grade and the end of their senior year. In addition to general questions regarding
the extent, duration, and intensity of their employment experiences, students were asked whether
or not they held a job:

o that was part of a school program or class,
e for which they received course credit,
e that a teacher helped them find,

* at which an adult from school checked with the work supervisor to monitor
the student’s progress, or

"These statistics include the respondents who were not employed. Employment outcome measures among stu-
dents who were not employed were set to zero.

""The data regarding hours and weeks worked include the respondents who were not employed. Employment
outcome measures among students who were not employed were set to zero.
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e at which a supervisor at work kept an adult from school informed about the
student’s progress.

Students who responded “yes” to any of these questions were considered to have partici-
pated in a program of work-based learning. As was mentioned in Chapter 1, work-based learning
is defined as “work experiences that are planned to contribute to the intellectual and career de-
velopment of students.”"” Tt is possible that some of the work experiences connected to school do
not fit into this deftnition, but it is difficult to imagine how Academy students’ work experiences
that are not connected to school in any way are part of the Academy’s planned program of work
experience. Therefore, the existence of any connection between school and work was chosen as a
minimum threshold for considering an employment experience as part of a program of work-
based learning, With this in mind, the outcome levels among the students in the Academy group
should be considered an “upper boundary” on the extent of their participation in work-based
learning activities.

The top panel of Table 3.4 summarizes student participation in work-based learning ac-
tivities during high school. The table reveals that students in the Academy group were signifi-
cantly more likely than non-Academy students to have participated in a work-based learning ex-
perience. As with the employment differences, this difference results primarily from significant
differences in the percentage of students in each group who were employed in a work-based
learning experience during the summer prior to their senior year. Of the students in the Academy
group, 35 percent participated in a work-based learning program at some point between the end
of 11th grade and the end of 12th grade. By comparison, only 26 percent of the non-Academy
students participated in work-based learning activities during the same period. Approximately 18
percent of the students in the Academy group students reported participating in work-based
learning experiences during the summer prior to 12th grade, while only 9 percent of the students
in the non-Academy group did so. This difference was statistically significant. On the other hand,
the difference between the 23 percent of students in the Academy group who reported such an
experience during their senior year and the 21 percent of non-Academy students who reported
the same was not statistically significant. Therefore, whatever effect that the opportunity to enroll
in a Career Academy had on the likelihood of participating in a work-based learning program
was concentrated during the summer prior to their senior year.

While the evidence indicates that students in the Academy group were more likely than
their non-Academy counterparts to have participated in a program of work-based learning, it also
shows that about two-thirds of the students who had the opportunity to enroll in a Career Acad-
emy never worked in a job that was connected to school in any way. In other words, most of the
students who were randomly assigned to the Academy group were not exposed to this key ele-
ment of the Academy program. As these activities were not generally scheduled to occur prior to
the end of the 11th-grade school year, it is possible that the level of participation in work-based
learning is a function of the level of enrollment in and attrition from the Academies among these
students. Later sections of this chapter explore this issue further.

3. Participation in High Quality Work-Based Learning Activities. As part of the
12th Grade Survey, students were asked a variety of questions regarding the extent of their expo

12Office of Technology Assessment, 1995, p. 13.
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Table 3.4
Career Academies Evaluation

Impacts on
Participation in Work-Based Learning Activities

Academy Non-Academy Percent
Group Group Difference Difference
QOutcome (%) (%) (%) (%) .
Participation in work-based learning
Ever had a work-based learning experience 345 26.1 B.4 *x* 320
Had work-based learning experience during
surnmer between 11th and 12th grades 17.9 R.7 Q.2 *w#k 106.2
Had work-based learning experience
during 12th grade school year 22.8 214 1.4 0.6
Combined employment during the summer
between 11th and 12th grades and
the 12th grade school year
Ever had job with:®
High demand for skills 24.6 20.3 4.2 ** 20.9
High level of advice 245 21.7 27 12.6
High level of engagement 27.7 243 34 14.0
Opportunities to leamn 27.5 215 6.0 *** 28.0
Overall high work-based
learning content® 21.8 16.7 5.1 ** 30.5
Employment during summer between
11th and 12th grades
Ever had job with:”
High demand for skills 13.5 6.3 7.2 Fx* 114.4
High level of advice 11.0 7.0 4.0 ¥** 57.3
High level of engagement 11.2 10.5 0.7 6.5
Opportunities to learn 131 8.7 4.4 ¥w* 499
Overall high work-based
learning content” 10.6 6.2 4.4 *** 71.2
Employment during 12th grade school year
Ever had job with:®
High demand for skills 16.1 16.9 -0.8 -4.9
High level of advice 19.1 16.9 23 13.4
High level of engagement 21.0 17.1 3.9 ** 23.0
Opportunities to learn 19.4 15.6 37 % 24.0
Overall high work-based
learning content” 149 12.5 2.5 20.0
Sample size (N=1585) 868 717
(continued)
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Table 3.4 (continned)

SOQURCE: MDRC calculations from Career Academies Evaluation 12th Grade Survey.

NOTES: Rounding may cause slight discrepancies in calculating differences.

A two-tailed t-test was applied to differences between the Academy and non-Academy groups. Statistical
significance levels are indicated as *** = | percent; ** = 5 percent; * = 10 percent.

*The measures of "High demand for skills", "High level of advice”, "High level of engagement” and "Opportunities
to learn" are based on the average score of a combination of questions regarding activities on the job.

®Overall high work-based learning content is based on the average score among students with a high score on the
combination of the "High demand for skills", "High level of advice", "High level of engagement” and "Opportunities to
learn" measures.
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sure to elements of what might be considered “high quality” work-based learning activities. In
particular, students who were employed during the summer after 11th grade or during their sen-
ior year were asked a series of questions regarding the frequency of various activities, including
the use of certain skills, and the frequency with which they received advice on a variety of sub-
jects.'” Students were asked to respond on a scale of 1 to 5, where 1 represented “never,” 2
“rarely,” 3 “sometimes,” 4 “often,” and 5 “almost always.” Students also answered a series of
questions regarding how they felt about the time they spent on the job, such as whether they were
bored, whether they felt that the job gave them opportunities to learn new things, and the extent
to which their job experiences affected their career choice.'

Analysis of the correlations between these responses suggested five dimensions of the
quality of student work experiences.” In particular, the skill demands of the students’ jobs were
measured by a set of indices that averaged the frequency with which students reported that their
duties required them to use reading, writing, and computer skills. This variable captures the ex-
tent to which students were placed in jobs with relatively high demands for higher order thinking
skills.'® The scale for these indices varied from 1 through 5, and students were classified as hav-
ing jobs with a high demand for skill, or a high level of advice, if the average answer on the re-
spective index was equal to or greater than 3 — that is, if the average answer across each item in
the index was at least “sometimes.”

The level of advice students received from their supervisors was captured by a scparate
index, which measured the average frequency with which students reported receiving advice re-
garding the use of interpersonal skills, the use of communications skills, and the development of
good work habits. This measure was intended to capture the extent to which students were
working in environments characterized by a high level of investment in their training and devel-
opment. As with the demand for skill, students were classified as having jobs with a high level of
advice if the average answer on the respective index was equal to or greater than 3 — that is, if
the average answer across each item in the index was at least “sometimes.”"’

The extent of students’ engagement in a job was measured by an average of the questions
regarding whether or not they felt bored on the job and did more than the minimum required. The
scale for this index varied from 1 to 4, and students were classified as being highly engaged in

"“In particular, the students were asked how often they did the following things on their job: read (for example,
job manuals or instructions), used math, wrote, used computers, worked with their hands, dealt with people, re-
ceived advice on how to use communication skills, received advice on how to use math skills, received advice on
good work habits, and received advice on how to develop good human relations skills.

“In particular, students were asked, “Thinking about your job, how true is each statement; I did more than the
minimum required; I felt bored and that time was dragging; I felt my work was meaningful and important; I got a
chance to learn a lot of new things; my job has taught me the importance of a good education; my job has influ-
enced my career choice.” Students’ answers to these questions could range from 1 through 4, from “not true at all”
to “very true.”

“Principal components analysis of these data revealed four (orthogonal) components of students’ job experi-
ences, cach of which appears to reflect a different dimension of the students’ work environment.

"“Use of math skills and “dealing with people” were left out of this dimension, because the data suggested that
they were associated with service jobs such as working a cash register and might not measure the extent to which a
student was practicing higher order thinking skills.

""This cutoff also represents approximately the 75th percentile of the responses to these questions. In other
words, the jobs categorized as high on these dimensions can be thought of as representing the top 25 percent of jobs.
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their job if the index for engagement exceeded 3.5 — that is, halfivay between “sort of true” and
“very true.”

The extent to which students were exposed to opportunities to learn on their jobs was
measured by an index that averaged student responses regarding the extent to which they felt that
their job was meaningful and important, helped them to learn new things, taught them the im-
portance of getting a good education, and influenced their career choice. As with engagement,
students were classified as having a job with a high level of opportunities to learn if the index for
opportunities to learn exceeded 3.5."

Finally, the overall work-based learning content of the job was measured by the average
across all these measures. In particular, students who reported having an average equal to or
greater than 3.5 across all the questions for the above indices were considered to have had an
employment experience with a high level of overall work-based leamning content. Among the
students from both the Academy and non-Academy groups who were employed, approximately
25 percent of students held jobs that met this criterion. Therefore, this cutoff separated the best
25 percent of jobs from the rest of the jobs students had while in high school.

The second section of Table 3.4 summarizes the quality of employment experiences across
these dimensions and the exposure to high quality work-based learning activities for Academy and
non-Academy students. In general, the numbers in this table suggest two conclusions. First, the ex-
tent to which students in the Academy group were exposed to such experiences significantly ex-
ceeded that of the non-Academy group. Second, the majority of the students randomly assigned to
the Academy group were not exposed to high quality employment experiences.

This section of the table summarizes the quality of students’ employment experiences
from the summer prior to the 12th grade through the end of their senior year. These numbers in-
dicate the existence of significant differences in the percentages of Academy and non-Academy
students who had high quality employment experience on every dimension, except the extent to
which students received advice and guidance regarding the use of their skills and the develop-
ment of good work habits and whether they were highly engaged in their jobs. Among the other
dimensions of the job experience, however, Academy students seemed most likely to participate
in work experiences in which they were highly engaged and which provided them with opportu-
nities to learn. The table also shows that, among these measures, the program had the largest im-
pact on students’ employment in jobs in which they perceived a high degree of “opportunities to
learn” and in which they experienced a high level of “overall work-based learning content.”

The first row of this section of the table reports that 25 percent of students in the Acad-
emy group were employed in jobs with a high demand for reading, writing, and computer
skills during high school. The percentage of non-Academy students who reported a similar ex-
perience was significantly less — 20 percent. The next row in the table indicates that 25 per-
cent of students in the Academy group reported being employed in jobs where they received a
high level of advice. This figure did not, however, significantly exceed the 22 percent reported
among the non-Academy group. Approximately 28 percent of students in the Academy group

"®As the cutoff for skill demands and level of advice does, this cutoff again represents approximately the 75th
percentile of the responses to these questions. In other words, the jobs categorized as high on these dimensions can
be thought of as representing the top 25 percent of jobs.
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reported having employment experiences in which they were highly engaged and experiences
that provided them with a high level of “opportunities to learn.” This significantly exceeded
the 22 percent of non-Academy students who reported having jobs with a high level of
“opportunities to learn.” However, it did not significantly exceed the 24 percent of non-
Academy students who reported having jobs in which they were highly engaged. Finally, 22
percent of the students in the Academy group reported having jobs with high overall work-
based learning content at some point during high school, compared with only 17 percent of the
non-Academy students.

These patterns suggest that while the majority of students who had the opportunity to at-
tend a Career Academy did not have a high quality work-based learning experience, the percent-
age of these students who did is significantly higher than it would have been had they not had the
opportunity to attend an Academy.

The third and fourth sections of Table 3.4 present these results separately for the summer
before the 12th grade and for the 12th-grade school year. Again, the table suggests that in general
the percentage of students in the Academy group who had high quality work-based learning ex-
periences exceeds that of non-Academy students in each period considered. Tt is also again ap-
parent that during each period in question, the majority of students in the Academy group were
not employed in a job with a high level of work-based learning. For example, the table reports
that during the summer prior to 12th grade, 11 percent of the students in the Academy group
worked in jobs with a high level of overall work-based learning content. In other words, in the
summer prior to their senior year, 89 percent of the students in the Academy group were either
working a job without a high level of work-based learning or not working at all. Therefore, if Ca-
reer Academies seek to involve all or even most of their students in a program of work-based
learning, these results suggest that there is much room for growth in the participation of Acad-
emy students in this aspect of the program.

There are several potential explanations for this pattern. First, as was mentioned in
Chapter 2, a substantial portion of the students in the Academy group do not meet the criteria,
academic and otherwise, that the Academies have established as minimum thresholds for par-
ticipation in student internship programs. Second, these work-based learning activities are
typically scheduled to occur prior to the summer before students’ senior year in high school.
As the evidence presented in the next section will show, a substantial portion of students in the
Academy group left the program before that time. Therefore, the levels of participation in
work-based learning activities may be due in part to the attrition that occurs between the time
that students are randomly assigned to the Academy and the senior year of high school.

Since individual-level data are not available on the reasons why students did not partici-
pate in work-based learning, it would be difficult to explore the first issue empirically. Section III
of this chapter, however, will explore the second issue by examining the variation in the level of
participation in work-based leaming as well as career awareness and development activities
across groups of students who enrolled and remained in the Academies for different lengths of
time. This type of analysis is not conclusive, in that it is difficult to disentangle the effects of dif-
ferent levels of exposure to the Academy among students in the experimental group from the
potential effects of characteristics and circumstances that may have contributed to students’ deci-
sions to stay in or leave the Academy at various points in time. Nevertheless, this analysis may
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still help to suggest the magnitude of the relationship between attrition in the Academies and ex-
posure to the key elements of the Academy experience.

Before proceeding to this analysis, however, the next subsection evaluates the extent to
which these overall impact and outcome estimates reflect the degree of variation across the sites
in the implementation of the Academy model.

4, Site-Specific Variation in Outcomes and Impacts. The previous chapter dis-
cussed the variation that existed in the level and manner of implementation of key aspects of the
Academy program. In particular, it identified two approaches to classifying the level and style of
implementation across the sites in this evaluation. One of these was based on the level of struc-
ture in the sites’ approach to their employer partnerships. The other was based on the manner in
which sites filled the role of liaison between the programs and the employer partnerships, the
person or persons responsible for developing and coordinating various employer-sponsored ac-
tivities for students. The evidence suggested that meaningful differences existed in both the ap-
proaches to these issues and the experiences of students and teachers in the Academies. These
differences in turn suggest the possibility that the patterns in impact and outcome levels just de-
scribed might vary across the sites in ways that reflect their varied approaches to the implemen-
tation of the Academy model.

Table 3.5 presents an analysis of the variation in outcome levels and impacts according to
the different approaches to implementation taken by the sites in this evaluation. This analysis is
only preliminary, and this subject will be explored in greater detail in upcoming reports. These
preliminary patterns, however, suggest that the approach to implementation is significantly re-
lated to outcomes and impacts along several dimensions. In particular, students at sites that either
had highly structured employer partnerships or used a non-teaching person as a coordinator'® re-
ported significantly higher outcomes across all dimensions except employment in a high quality
work-based learning job. For example, 48 percent of the students in the Academy group at these
sites reported intensive involvement in career awareness and development activities that occurred
in school, compared with 30 percent of the students in the Academy groups in the sites without
either of these traits. Moreover, the impact on participation in these outcomes across these two
groups of sites was 32 and 15 percentage points, respectively.

Having highly structured employer partnerships or having a non-teaching person respon-
sible for coordinating the employer partnerships was also strongly related to participation in
work-based learning programs; 41 percent of students in the Academy group at the sites with
these characteristics had a work-based learning experience (that is, had a job that was connected
to school), compared with 29 percent of the students in the other sites. Moreover, the Academy
treatment had a significant impact of 13 percentage points in these sites, compared with an insig-
nificant impact of 3 percentage points in the others.

“These included the Academy of Finance in Baltimore, the Academy of Travel and Tourism in Miami, the two
Electronics Academies in East Side, and the Public Service Academy (PSA) in Washington, D.C. There was almost
complete overlap between the sites that had highly structured employer partnerships and the sites that had non-
teaching persons in the coordinator role. In particular, all the sites that had highly structured employer partmerships
had a non-teaching coordinator. PSA was the only site that had a non-teaching coordinator but did not have highly
structured employer partnerships.
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One potential source of these site-level differences in outcomes and impacts might be
variation in the extent to which Academy students at these sites enrolled and remained in the
Academies until the end of high school. If students at sites with highly structured employer part-
nerships were more likely to remain in an Academy through the 12th grade, they would be more
likely to participate in these key aspects of the Academy program. Estimates of the level of attri-
tion across these groups of sites, however, do not support this argument. In fact, they indicate
only minor differences in the percentage of students in the Academy group who remain in the
Academy throughout high school. In particular, the bottom row of Table 3.5 shows that while 51
percent of the Academy students at sites with highly structured partnerships remain in an Acad-
emy through the end of 12th grade, the same can be said of 54 percent of the students at sites
without highly structured partnerships.

Interestingly, the level of structure of the sites” employer partnerships and the manner in
which they organize the coordination of the employer partnerships appear to be unrelated to the
percentage of Academy students that report having a job with overall high work-based learning
content at each site. In particular, neither the average Ievel of participation in high quality employ-
ment experiences nor the impact of the opportunity to attend a Career Academy varies significantly
across these groups of sites. While 23 percent of students in sites with a high level of coordination
and a non-teacher coordinator reported having a high quality work-based learning experience, 21
percent of the Academy students in the sites with less structured partnerships reported the same
thing. In fact, while the difference was not statistically significant, the impact on employment in
high quality jobs at these sites was actually larger (and statistically significantly larger) than the im-
pact at sites with highly structured employer partnerships or a non-teaching coordinator.

In sum, this preliminary analysis of site-specific differences suggests that carcer aware-
ness and development as well as work-based learning outcomes and impacts are positively re-
lated to whether or not sites have highly structured employer partnerships and employ a non-
teaching person as the Academy coordinator. These arrangements do not, on the other hand, ap-
pear to be associated with students’ employment in Aigh quality work-based learning jobs.

III. Student Qutcomes and Enrollment in and Attrition
from the Academies

As the previous section revealed, a substantial portion of the students randomly assigned
to the Career Academy did not participate in activities that are central toe the Academies’ goal of
connecting school and work. Specifically,

e 61 percent of the Academy group did not participate intensively in career
awareness and development activities outside of school;*

® 53 percent of the Academy group did not receive a high level of exposure to
career awareness and development activities in school;*'

*See summary measure from Table 3.1.
*'See summary measure from Table 3.2,

-69-



e 66 percent of the Academy group did not participate in a work-based learning
activity;” and

e 78 percent of the Academy group did not have a job with a high overall level
of quality.”

The purpose of this section is to help explain this pattern. As has been mentioned, Acad-
emy students’ level of exposure to these experiences is likely to have been affected by the attri-
tion of Academy students from the program prior to the time at which these many career aware-
ness and work-based learning activities are scheduled to occur. While this factor doesn’t seem to
play a strong role in the variation in outcomes and impacts across the sites in the evaluation, it is
still quite possible that it plays a strong role in explaining differences in outcomes within each
Academy. Therefore, in order to arrive at a better understanding of the outcome levels among the
Academy students, this section of the chapter analyzes the relationship between attrition from the
Academy and exposure to key elements of the Academy experience.

The analysis in this section will focus on five key measures of students’ exposure to the
Academy program:

o the percentage of students in the Academy group who participated intensively
in career and development activities outside of school;

e the percentage of who received a high level of exposure to carcer awareness
and development activities in school,

s the percentage who were employed between the summer after 11th grade and
the end of 12th grade;

» the percentage who participated in a work-based learning experience;
e the percentage who had a job with a high level of work-based learning content.
It compares these outcomes across three groups of students:

e students who were randomly selected to be in the Academy group but never
enrolled in an Academy;

e Academy group students who enrolled in a Career Academy for at least one
semester but left prior to the second semester of their senior year; and

¢ Academy students who were enrolled in an Academy through the scheduled
end of the 12th grade.

Finally, it examines the relationship between students’ participation in work-based
learning programs and their exposure to high quality work experiences. These analyses help to
shed some light on the relationship between retention in the Academy and participation in key
aspects of the Academy program as well. Participation in these aspects of the program, however,

#See summary measure from Table 3.4,
#See summary measure from Table 3.4.
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is likely to be a function of the same characteristics that drive students to stay in the program,
and characteristics that favor securing a high quality placement are likely to be related to the
likelihood of participating in a work-based learning program at all. Therefore, these data do not
provide reliable estimates of the levels of participation we might expect if retention increased, or
the level of employment in high quality jobs that we might expect if the level of participation in
work-based learning programs increased.

A. The Participation “Funnel”

The exploration of effects of enrollment in and attrition from the Academies begins with
Figure 3.1, which illustrates the path from selection into the Academy group to exposure to key
elements of the Academy approach, for a typical group of 100 Academy students. As the figure
illustrates, of the students who were randomly selected to enroll in an Academy, 87 percent en-
rolled in a Career Academy for at lecast one semester during high school. The remaining 13 per-
cent of the students who were selected to enroll were never exposed to the Career Academy pro-
gram at all. Of the 87 students who enrolled in an Academy, we would expect that 40 percent, or
35 students, would leave prior to the second semester of their senior year. These students would
be exposed to some aspects of the Career Academy treatment, but not to the whole program. For
example, it seems reasonable to expect that these students might have had an opportunity to gain
exposure to some of the career awareness and development activities, but they would be likely to
leave the Academy before they were exposed to the work-based leamning activities, which occur
primarily near the end of high school.

Accounting for this attrition leaves 52 percent of the Academy group (that is, 60 percent
of the students who ever enrolled in the Academy) that remained in the Academy through the end
of high school. In other words, out of 100 students who were provided with the opportunity to
attend an Academy, 52 students would remain through the end of the program. While these stu-
dents would not necessarily participate in every aspect of the program, they would at least have
the opportunity to gain exposure to all of the elements of the Academy program, including par-
ticipation in work-based learning activities. It is perhaps not surprising, then, that according to
Figure 3.1, 23 out of every 100 students randomly assigned to the Academy group report partici-
pating in work-based learning activities during high school.

It is important to consider that it is unclear how much of the attrition could theoretically
be controlled or avoided by the Academies. Student mobility and dropout are not uncommon
problems in most urban high school districts, and they seem to have affected attrition in the Ca-
reer Academies in this evaluation. In particular, survey data indicate that just under a third of the
students who left (about 15 percent of the students randomly assigned to an Academy) left the
Academy because they either moved away from the school or left high school altogether. This
finding suggests that much of the attrition from the Academies is due more to family relocation
patterns than to any particular feature or shortcoming of the Academy.

Moreover, beyond the issues of student mobility and withdrawal from high school, it is
not unreasonable to expect that a substantial number of the Academy students who enroll in the
9th or 10th grade will decide that the Academy program is not the best context in which to pur-
sue their education. If students leave the Academy because, for example, they decide that they
are simply no longer interested in work-based learning, this attrition need not imply shortcom-
ings in the Academy model or its implementation. On the other hand, the level of attrition that
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we observe does imply that a substantial number of students who were randomly assigned to the
Academy group were not enrolled in the Academy at the point when key aspects of the program
were scheduled to occur. Therefore, it is important to ascertain the relationship between retention
in the Academies and participation in these key program elements and to understand the nature
of the experience of those who remained in the Academy through the end of high school. This is
the subject of the next section.

B. Participation in Career Awareness and Work-Based Learning Activities
and Time Spent in an Academy

The attrition discussed in the previous section implies that the estimated levels of partici-
pation in career awareness and work-based learning activities reported earlier in the chapter in-
clude a substantial number of students in the Academy group who were not in the Academy at all
during the time when they would have experienced these aspects of the program. As was stated
carlier, the comparisons between the entire Academy group and students who did not have the
opportunity to attend a Career Academy will indeed yield accurate estimates of the program im-
pact — that is, the effect of exposing more students to the opportunity to attend a Career Acad-
emy, as opposed to the high school experience which they would otherwise have.

The differences between student participation outcomes among groups of Academy stu-
dents with various levels of exposure to the Academy are explained in Table 3.6. The table re-
ports average outcomes for five important dimensions of the Academy experience across three
mutually exclusive groups of students, controlling for students’ background characteristics. The
first column reports the levels for students who were randomly selected into the Academy group
but never enrolled in a Career Academy. The second column of numbers reports the outcome
levels among students who enrolled for at least one semester but who left the Academy prior to
the second semester of the 12th grade.” The third column reports the outcome levels among stu-
dents who remained enrolled in a Career Academy through the end of the high school.

Not surprisingly, the numbers in this table indicate the existence of a significant relation-
ship between the time spent in an Academy program and students’ participation in the key as-
pects of the Academy program listed in the table. For example, the first row of Table 3.6 presents
the percentages of students who reported having “intense” exposure to the career awareness and
development activities that occurred outside of school. The data indicate that 14 percent of the
Academy students who never enrolled in the Academy participated intensively in (that is, in two
or more aspects of) career awareness and development activities that occurred outside of school.
On the other hand, 26 percent of the students who enrolled for at least one semester and 54 per-
cent of those who remained in the program until the end of high school participated intensively
in these activities. Moreover, students who remained in the Academy longer appeared to be more
likely to have participated in work-based learning experiences and to have been employed in a
high quality job. The table also indicates the existence of a significant relationship between time
in the Academy and the likelihood of exposure to career awareness and development activities
that occurred in school. Interestingly, this relationship seemed to be driven by the difference
between the students who remain in the Academy through the 12th grade and the other two

*The vast majority of these students enrolled in a Career Academy the first semester after they were assigned to
the Academy group.
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Table 3.6
Career Academies Evaluation

School-Work Connection Measures
of Full Academy Group
by Career Academy Enrollment Status

Never Enrolled in a Enrolled in a
Enrolled in a Career Academy but left  Career Academy
Career Academy  before end of 12th grade  at end of 12th Grade

Outcome (%) (%) (%)
Participated intensively in career awareness
and development activities outside of school 14.3 255 53.5 ***
High overall level of exposure to career awareness
and development activities in school® 45.5 41.7 51.5 **
Ever employed during high school 83.0 79.5 833
Ever had work-based learning experience 13.4 26.8 447 **x
Ever had job with overall high work-based
learning 13.4 18.5 25.8 ¥
Sample size (N=868) 112 302 454

SOURCE: MDRC calculations from Career Academies Evaluation 12th Grade Survey.

NOTES: Rounding may cause slight discrepancies in calculating differences.

A chi-squared test was applied to differences among the three Career Academy enrollment groups. Statistical
significance levels are indicated as *** = 1 percent; ** = 5 percent; * = 10 percent.

“This is a measure of students' ratings of a set of in-school career development and awareness activities from the 12th

Grade Survey (see Table 3.2). Students who indicated participating in at least three activities per month are considered to
be participating at a high level.
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groups of students as a whole. This may suggest that students did not have the opportunity to
participate in key aspects of the Career Academy program until the last year of high school.

On the other hand, there appeared to be no significant relationship between time spent in
the Academy and the likelihood of being employed during high school. The estimates in the table
suggest that both of these experiences are relatively common for a substantial portion of students,
regardless of their exposure to the Academy itself. For example, while 83 percent of the students
who remained enrolled in the Academy until the end of 12th grade reported being employed at
some point during high school, an equal percentage of the students in the Academy group who
never enrolled in the Academy reported the same thing.

C. Outcome Levels Among Students Receiving the Full Academy Experience

The third column of Table 3.6 provides a sense of the Academy experience among those
who received the “full treatment”; it reports the average outcome levels among students ran-
domly assigned to the Academy who remained in the Academy through the end of the 12th
grade, controlling for students’ background characteristics. The estimates in this column indicate
that 54 percent of those who stayed until the end of the program reported intensive participation
in career development and awareness activities that occurred outside of school, and that 52 per-
cent of these students participated in career development and awareness activities that occurred
within the school. The data in this table also indicate that 83 percent of these students reported
being employed at some point during high school, 45 percent of them reported participating in a
work-based learning experience, and 26 percent reported having a high quality work-based
learning experience during the last year or so of high school.

In general, these outcome levels are higher than those reported in Tables 3.1 through 3.5
for the full Academy group. Nevertheless, they suggest that 47 to 49 percent of the students who
remain in the Academy through the entire program do not experience intensive exposure to the
career awareness and development activities that are part of the Academy program. They also
suggest that between 55 and 74 percent of these students are not exposed to the program of work-
based learning which, according to Chapter 2, the Academies are designed to deliver. Another
way to phrase this point is to say that somewhere around half the students who remain in the
Academy until the end of the program are exposed to career awareness and work-based learning
experiences that are the hallmark of the Career Academies. Moreover, it appears that about half
the students who participate in work-based [earning activities have what might be termed high
quality employment or internship experiences while attending the Academy.

In some respects, these results are problematic, because those students who stay in the
Academies through the 12th grade are likely to be different from those who leave or who never
attend. For example, one might expect them to be more interested in work-based and work-
related activities than their counterparts who left, and this might in fact have been the reason that
they stayed while their peers did not. This conjecture is consistent with the findings reported car-
lier in the chapter that suggested the existence of differences in background characteristics across
students with different Ievels of participation in the Academy program. To the extent that these
differences exist, it is possible that the students who remain in the Academy until the end of the
program are typically somewhat easier to serve than their counterparts who leave the program
before the end of high school.
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On the other hand, these estimates include statistical controls for students’ background
characteristics at the time they entered the Academy. Therefore, the numbers that appear in the
table reflect only the differences in student outcomes that are not accounted for by students’ ob-
servable background characteristics. Nevertheless, it is reasonable to suspect that there are differ-
ences between those who stay and those who do not, differences that are not observable and
therefore not entirely accounted for in the available background data. As a result, the outcome
levels among those who remain enrolled in the Academy may still overstate what we might ex-
pect to observe if the Academies succeeded in retaining more students in the program. The pres-
entation of these data is useful, however, for at least two reasons. First of all, it provides a de-
scription of the actual Academy experience among those who stayed for the entire program. Sec-
ond, it provides what might be considered an “upper-bound” estimate of the levels of exposure
we could expect if more students remained in the program throughout high school. Nevertheless,
the results suggest that even among those students who were retained in the program, a substan-
tial portion of students were not exposed to key clements of the Academy experience. This was
particularly true for the work-based learning activities, which are among the most distinctive as-
pects of the Career Academy approach.

The results described in Chapter 2 may help to shed some light on this finding. In par-
ticular, the interviews with students and teachers in the Career Academies indicated that both
“supply-side” and “demand-side” forces may be at play in the placement of students in intern-
ships connected to the Academy. With respect to the “demand-side” effects, some Academies
report having difficulty finding enough high quality internship slots in which to place students.
As Chapter 2 indicated, employer motivations for placing students in relatively high quality in-
ternships rarely include a need to fill immediate personnel gaps but rather reflect either altruistic
impulses to help students or a sense that they need to work to improve their labor supply over the
long term. As a result, if a given position would yield a particularly worthwhile experience, sev-
eral Academy students from the same Academy or from different Academies are often competing
for it. It is therefore not surprising that finding enough high quality internships in which to place
students is a challenge.

In terms of the “supply-side” explanations, the findings in Chapter 2 suggest that at least
two factors intervene in the attempt to place students in internship experiences that are connected
to school. First of all, some Academy personnel responsible for placing students in these intern-
ships report that they are reluctant to send their less well-prepared students out to interview with
employers. Partially as a result of the competitive forces described above, Academy personnel
are sometimes concerned that the Academy’s reputation for providing high quality students
might be damaged.

Moreover, the qualitative research that was conducted as part of the evaluation revealed
that for many students the eligibility requirements in the Academies represented obstacles to the
participation in the internship component of the Academy program. In particular, in addition to
other requirements regarding attendance and student conduct, the Academies in the evaluation
had a minimum required GPA of 2.0 to 2.5 and a requirement that a student had failed no courses
over the previous academic year. To the extent that substantial portions of the Academy students
failed to meet these criteria, we would again expect lower overall levels of participation in the
work-based learning activities that are such an important part of the Academy experience. If the
Academies wish to improve the level of exposure of their students to these experiences, they may

-76-



have to consider ways to address these intervening factors, such as changing the eligibility re-
quirements or working with students to ensure that they meet them.

Finally, the evidence in Chapter 2 also suggested that the work-based learning activities
were competing with other employment opportunities available to the students in the Academy
and that students sometimes chose not to participate in work-based learning opportunities so that
they could take jobs that paid a higher wage. This finding is consistent with the previous resecarch
suggesting that student recruitment, along with parent, teacher, and counselor “buy-in,” were
more significant barriers to student involvement in work-based learning activities than was the
recruitment of employers.”

D. Work-Based Learning Activities and High Quality Work Environments

As was mentioned earlicr, an important difference between students in the Academy group
and those in the non-Academy group is the extent to which their work experiences were connected
to their school experiences — that is, the extent to which students appeared to have participated in
programs of work-based lcarning. As was discussed in Chapter 2, the integration of work experi-
ences with school experiences is an important feature of the Academy model. Moreover, the con-
nection to students’ work experiences might be one of the primary mechanisms through which the
school can affect the quality of the experiences themselves. For example, to the extent that a
teacher, counselor, or other adult in the school is involved in helping to create or locate a job op-
portunity, that person might be better able to draw on the resources of the employer partner to cre-
ate an internship experience that will be useful and instructive for the student.

Table 3.7 explores this issue by examining the quality of employment experiences of the
Academy students and whether or not they were part of a program of work-based learning. The
sample for this analysis is limited to students who remained in the Academy through the end of the
12th grade and who were employed at some point between the summer afier the 11th grade and the
end of their senior year. Among these students, the table compares the level of job quality experi-
enced by students who had jobs that were connected to school as opposed to those who did not.

The differences in this table strongly suggest that work experiences that were part of a
program of work-based learning are generally of much higher quality than those that are not. In
particular, across each measured dimension of work experience, students whose job experiences
were connected to school were much more likely to have high quality work experiences than
those whose jobs were not school connected.”® As the first row of this table indicates, more than
half (56 percent) of the students who worked in jobs that were connected to school ever had an
experience in a high-skill position, while the same could be said for only 25 percent of the stu-
dents who did not. Moreover, as the last row of the table indicates, 50 percent of the students
who ever had a job that was connected to school had work experiences that could be classified as

PHughes, 1998.

It is possible that the types of students who have jobs that are connected to school are more motivated to find
high quality work experiences or are different from those who do not in other ways. To the extent that this was the
case, these estimates might reflect the differences in the students who seek out these jobs, rather than the differences
in the job opportunities, which are a function of their connection to school. These estimates, however, were con-
structed controlling for student background characteristics such as race, attendance, and academic as well as demo-
graphic risk factors. It is therefore difficult to imagine that the differences in these job characteristics are entirely a
function of the differences among the students themselves.
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Table 3.7
Career Academies Evaluation

School-Work Connection Effects
for Those Employed and Enrolled in Academy at End of 12th Grade

Part of Not Part of
Work-Based Work-Based Percent
Learning Program  Leaming Program Difference Difference

Outcome (%) (%) (%) (%)
Ever had job with:"

High demand for skills 56.2 254 30.8 *** 121.3

High level of advice 427 30.2 12.5 ¥** 41.4

High level of engagement 48.4 23.8 24.6 *** 103.4

Opportunities to learn 56.9 22,6 34,3 **x 151.8

Overall high work-based

learning content® 50.0 13.8 36.2 *** 262.3
Sample size (N=353) 219 134

SOURCE: MDRC calculations from Career Academies Evaluation 12th Grade Survey.

NOTES: Rounding may cause slight discrepancies in calculating differences.
A two-tailed t-test was applied to differences between the two work-based learning groups. Statistical
significance levels are indicated as *** = 1 percent; ** = 5 percent; * = 10 percent,

*The measures of "High demand for skills", "High level of advice", "High level of engagement” and
"Opportunities to learn” are based on the average score of a combination of questions regarding activities on the job.

®Overall high work-based leamning content is based on the average score among students with a high score on the
combination of the "High demand for skills", "High level of advice", "High level of engagement” and "Opportunities
to learn" measures.
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high quality across all four dimensions. The proportion of high quality jobs among students who
did not have jobs with such a connection to school was only 14 percent, a difference of more
than 250 percent. These results imply that even beyond the effect on the amount of exposure to
the world of work in general, participation in planned programs of work experience that are con-
nected to school is strongly related to the quality of the work experiences that students have dur-
ing high school.

These findings also underscore the importance of the results reported earlier in this chap-
ter regarding the extent of involvement in work-based learning activities among Academy stu-
dents. The results here indicate the existence of a strong relationship between the connection to
the Academy and the quality of a job. This finding is consistent with the previous research indi-
cating that the reported level of autonomy, cognitive skill use, and degree of learning among stu-
dents who are employed in school-supervised jobs significantly exceeds that reported among
their counterparts in jobs that are not connected to school.”” They also indicate that even among
students with work experiences that are connected to school, a substantial number do not have
high quality experiences. Therefore, in view of the fact that almost two-thirds of the students in
the Academy group reported never participating in a work-based learning activity, it should not
be surprising that 78 percent of these students never work in a job with an overall high level of
learning content.

Combined with the results regarding the importance of the school-work connection, this
finding suggests that many of the Academy students do not have high quality work experiences
because they do not experience an important aspect of the Academy treatment: working in a job
that is part of an Academy-sponsored program of work-based learning. To the extent that this is
true, Academies hoping to improve students’ exposure to high quality work-based learning expe-
riences during high school will benefit from focusing on placing a greater proportion of students
in school-sponsored internships. The fact that 50 percent of students who participated in a work-
based learning program and who were enrolled in an Academy at the end of 12th grade reported
never having had a high quality work-based learning experience suggests that Academies also
have a good deal of work to do in improving the quality of the internship experiences in which
students are placed.

IV. Conclusions

This chapter examined participation in the central elements of the Academy program
among students who had an opportunity to attend a Career Academy (the Academy group) and
compared it with the participation of students who did not (the non-Academy group). The com-
parison suggests that Career Academies have a substantial impact on students’ exposure to career
development and awareness activities while in high school. In particular, students in the Acad-
emy group were significantly more likely than their non-Academy counterparts to have intensive
exposure to activities such as job shadowing, mentoring, career-related field trips, and activities
that incorporated work and career themes into their high school experiences.

Stone, Stern, and McMillion, 1990.
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In addition, Career Academies had an impact on students’ exposure to work-based learn-
ing activities and high quality work experiences during high school. Career Academy students
were somewhat more likely than their non-Academy counterparts to be employed while in high
school, particularly in the summer prior to 12th grade. Moreover, a substantially higher propor-
tion of Academy students reported working in jobs with high demands for skill, jobs in which
they were highly engaged, and jobs that provided them with opportunities to learn new skills,
learn about the importance of education, and learn about their career options. This effect of the
Academy treatment was concentrated on the employment experiences that occurred during the
summer prior to their senior year, rather than those that occurred during the senior year itself. It
also appears that while part of this effect is due to the impact of the Academies on the extent of
employment during this period, this effect is largely driven by differences between the quality of
the jobs among the Academy students as opposed to their non-Academy counterparts.

Despite the fact that the Academies seemed to have a positive impact on students’ partici-
pation in career awareness and work-based learning programs, a substantial percentage of students
randomly assigned to the Academy group were not exposed to key elements of the Academy pro-
gram. For example, two-thirds of students in the Academy group were never employed in a job that
was part of a work-based leaming program, and more than three-quarters of students in the Acad-
emy group were never employed in a job that had an overall high level of learning content.

The effect of Career Academies on the level of participation in career awareness and de-
velopment programs as well as in work-based learning activities was related to the organization
of the sites. Sites that either had highly structured employer partnerships or employed a non-
teaching person as the liaison to the employers and coordinator of career-related activities had
higher levels of participation in and impacts on career awareness and development activities and
work-based learning programs. Even among sites with more organized implementation, however,
substantial numbers of students did not experience key aspects of the Academy treatment.

Rather than being a function of “across-site” variation in implementation, this pattern
seems to be driven by two factors: (1) a substantial number of students who were randomly as-
signed to the Academy left the Academy before the time when these activities are typically
scheduled to occur; and (2) even among those students who remained in the Academy until the
end of high school, more than half did not report employment in a job that was part of a work-
based learning program.

With respect to student retention, it is notable that among the students randomly assigned
to the Academy, only 52 percent remained in the Academy through the 12th grade. A substantial
portion of those who left the Academy, however, reported that they either moved out of the area
of the host high school or dropped out of high school altogether. Tt is not clear that there is any
reason to believe that this attrition is related to the strength of the Academy model or to the man-
ner in which it was implemented in the sites in this evaluation.

On the other hand, it is true that a substantial portion of the students who left the Acad-
emy (slightly more than a third) chose to do so. To the extent that the work experiences at the
end of 11th grade and throughout 12th grade are built upon the previous experiences in the
Academy, if Academies wish to improve students’ exposure to high quality work-based learning
cxperiences, they might focus on improving retention among this group of students. In particular,
additional attention might be paid to targeting for enroliment students who are more interested in
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what the Academy has to offer, or to doing a better job of tailoring the Academy experiences to
the needs of their students. Given the fact that Academies are voluntary programs entered in the
9th and 10th grades, however, it is reasonable to expect some attrition among this group as a
function of the changes in interests, attitudes, plans, and priorities that naturally occur among
young people at this stage of life.

Regardiess of what the Academies do about retaining students, the results here suggest
that even among the students who remain in the Academy through the end of high school, a sub-
stantial portion of the Academy students are not exposed to central elements of the Academy
program. This may be a function of the students’ eligibility for internships or of other factors
such as limitations on the number of high quality work-based learning openings or a lack of in-
terest in work-based learning on the part of the Academy students. Nevertheless, an important
priority for the Academies should be to improve the extent to which the students who are in the
Academy are involved with all aspects of the Academy program.

A key issue along this dimension is the issue of participation in an employment experi-
ence that is connected to school. It appears that among students who stay in the programs until
the end of high school, differences in the quality of students’ work experiences are strongly re-
lated to the extent to which these experiences are part of a school-based program of work-based
learning. Work experiences that are part of a work-based learning program are of dramatically
higher quality than those experiences that are not. It is possible that this pattern could be partially
driven by differences in students who seek out or are eligible for jobs that are connected to
school. On the other hand, this pattern is also consistent with previous research that suggests that
integrating work and school experiences substantially improves the quality of the work experi-
ences students have during high school. As Chapter 2 points out, these programs appear to face
structural barriers to increasing students’ participation in work-based learning activities. Never-
theless, the evidence presented here suggests that increasing students’ involvement in school-
sponsored work experiences is a key step in improving the quality of work-based learning they
experience during high school.
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Appendix A

Comparison of Research Groups and
Response Analyses for the
Career Academies Evaluation 12th Grade Survey



This appendix describes findings from analyses that were conducted to determine the com-
parability of students in the program and control groups who completed the Career Academies 12th
Grade Survey. It also presents findings from analyses that were conducted to determine the compa-
rability of students who completed the 12th Grade Survey and those who did not.

L Comparison of Academy and Non-Academy Groups in the 12th
Grade Survey Sample

The research sample targeted for the Career Academies Evaluation 12th Grade Survey con-
sists of 1,885 students who were identified in the 10 sites over three school years. This group of
students is referred to as the full study sample. All of these students were determined by the re-
spective Carcer Academies to be eligible and appropriate for participation in their programs. Of
these, 1,027 students (54 percent) were randomly selected to enroll in the Academies, and the re-
maining 858 students constitute the study’s control group (and were not invited to enroll in the
Academies but were able to choose other options in the high school or school district).

In all, 1,585 of the 1,885 students targeted for the 12th Grade Survey completed the
questionnaire. This group of students is referred to as the /2th Grade Survey sample and repre-
sents 84 percent of the full study sample. Altogether, 868 (55 percent) of the students in the 12th
Grade Survey sample had been randomly assigned to the study’s program group. Of these, 87
percent had enrolled in a Career Academy for at least one semester during high school. Because
the vast majority of program group students who completed the 12th Grade Survey had some ex-
posure to a Career Academy during high school, the program group is referred to in this report as
the Career Academy Group.

Of the students in the 12th Grade Survey sample, 717 (45 percent) had been randomly
assigned to the study’s control group. A small percentage of these students (7 percent) were in-
advertently enrolled in a Carcer Academy at some point during high school. However, because
the vast majority of control group students who completed the 12th Grade Survey had their pri-
mary high school experiences outside a Career Academy, the control group is referred to in this
report as the non-Academy group.

A key question underlying the analyses presented in this report is: Did the response pat-
tern for the 12th Grade Survey result in a non-Academy group of students with the same charac-
teristics as the Career Academy group of students? To the extent that these two groups were
similar at the time they entered the study, differences in their later experiences and behaviors, as
measured by the 12th Grade Survey, can be attributed more confidently to effects of the Career
Academy programs. On the other hand, if there are systematic differences in the background
characteristics of each group, then contrasts between them based on 12th Grade Survey measures
may reflect these initial differences rather than effects of the Career Academies.

In order to explore the existence of such differences, Table A.]1 presents the background
characteristics of the Academy and non-Academy groups in the 12th Grade Survey sample at the
time they applied to an Academy (just before they were randomly selected for these groups). The
table indicates only slight differences in a few particular characteristics and suggests that there were
no systematic differences between the groups across characteristics. In particular, a statistical test of
whether or not the distribution of each set of background characteristics was different across the
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Academy and non-Academy groups is significant for only one characteristic, the percentage of stu-
dents whose spoken English was limited. Moreover, this difference is small. Another rigorous way
to determine whether there were any systematic differences between the Career Academy and non-
Academy groups is to use linear regression. These linear regression estimates {not presented) also
suggest the existence of no systematic differences between the Academy and non-Academy stu-
dents. In fact, the p-value of the F-statistic from this regression' indicates that there is a 73 percent
probability that the overall measured characteristics were the same for students in the Career Acad-
emy and non-Academy groups. This means that the 12th Grade Survey sampling strategy and com-
pletion rates produced Academy and non-Academy groups of students with no systematic differ-
ences in their background characteristics.

Given the overall lack of difference in background characteristics between the two
groups, one can be confident that differences in the 12th Grade Survey measures were caused by
one group’s having had access to the Career Academies and the other group’s not having had
such access. In any discussion of such comparisons, however, the results should be interpreted
cautiously because there may have been unmeasured differences between the Career Academy
group and the non-Academy group that were not taken into account with the measured back-
ground characteristics.

II. Generalizing 12th Grade Survey Findings to the Full Study Sample:
Response Analysis for the 12th Grade Survey Sample

This section addresses another important question for interpreting the findings from the
analyses presented in this report: Are students who completed the 12th Grade Survey representa-
tive of the full study sample? This question is important because its answer indicates the extent
to which findings from the 1,585 students who completed the 12th Grade Survey can be gener-
alized to the 1,885 students in the full study sample. In other words, average responses to 12th
Grade Survey items may be different from what they would have been if we succeeded in sur-
veying all students in the research sample.

In order to address this question, linear regression estimates (not shown) were produced
to determine the extent to which average characteristics of the 1,585 students who completed the
12th Grade Survey differed from average characteristics of the 300 students who did not com-
plete the 12th Grade Survey. The p-value of the F-statistic® indicates that there is strong evidence
that there were systematic differences in the background characteristics of those who completed
the 12th Grade Survey and those who did not. For example, those who completed the 12th Grade
Survey were significantly less likely to be male, to be classified as having limited English profi-
ciency, to live in a single-parent household, and to have background characteristics associated
with an increased risk of dropping out of school.

In short, this analysis indicates that the sample of 1,585 students who completed the 12th
Grade Survey is not completely representative of the full sample of 1,858 students as a whole.
Thus, caution should be exercised when attempting to generalize findings from the 12th Grade
Survey analysis to the full research sample. However, since students who completed the 12th
Grade Survey make up the vast majority of the full study sample, the findings are representative
of a broad group of the students in the sample.

IF (1584, 128)= 0.92, p-value = 0.73.
2F (1884, 129) = 2.08, p-value = 0.0001.
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Table A.1
Career Academies Evaluation
Background Characteristics of Students in the

12th Grade Survey Sample,
by Academy and Non-Academy Groups

Academy Non-Academy
Group Group Total
Characteristic (%) (%) (%)
Demographic characteristics
Gender
Male 43.8 414 42.7
Female 56.2 58.6 57.3
Race/ethnicity
Black 30.5 28.1 294
White 8.3 104 9.3
Hispanic 53.7 54.6 54.1
Agsian or Native American 7.5 7.0 7.3
Age of student at time of application
13 or younger 73 9.8 8.4
14 351 349 349
15 48.3 46.3 47.4
16 or older 93 9.2 9.3
Grade level at time of application
Eighth grade 21.2 21.1 21.1
Ninth grade 78.8 78.9 78.9
Year of scheduled high school graduation
Spring 1996 25.1 24.0 24.6
Spring 1997 37.6 37.2 374
Spring 1998 373 38.8 38.0
High school
Lake Clifton/Eastern High School 138 13.8 13.8
Socorro High School 11.8 11.6 117
Miami Beach Senior High School 139 14.2 14.1
Independence High School 0.6 6.4 6.5
Silver Creek High School 8.9 84 8.6
Valiey High School 16.0 15.8 15.9
Watsonville High School 15.4 16.5 159
Anacostia High School 5.8 53 5.0
Cocoa High School 4.7 4.7 47
George Westinghouse High School 31 34 3.2
Family characteristics
Family composition
Lives with mother and father 62.6 63.2 62.9
Lives with mother only 274 279 27.6
Lives with father only 5.2 3.7 4.5
Lives with other family member(s) or nonrelative(s) 4.8 52 5.0
(continued)
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Table A.1 (continned)

Academy Non-Academy
Group Group Total

Characteristic (%) (%) (%)
Father's education

Did neot finish high school 38.7 39.7 39.1

GED recipient” 7.7 5.1 6.5

High school graduate 24.3 27.0 255

Some post-secondary education 15.7 17.6 16.5

College graduate 13.7 10.7 124
Mother's education

Did not finish high school 355 372 36.2

GED recipient® 8.0 10.1 9.0

High school graduate 263 25.0 257

Some post-secondary education 19.6 17.3 18.6

College graduate 10.6 10.5 10.5
Parental employment for pay

Both work 47.0 514 49.0

Father works 239 23.4 237

Mother works 19.0 14.5 17.0

Neither works 10.1 10.7 10.4
Family mobility in last two years

Never moved 59.5 60.3 59.9

Maved once or twice 337 329 333

Moved three or more times 6.8 6.8 6.8
Edueational Characteristics
8th grade math test score

75th percentile or higher 9.3 9.0 9.1

S1st to 75th percentile 215 19.2 20.5

26th to 50th percentile 291 34.6 31.5

25th percentile or lower 40.2 373 389
8th grade reading test score

75th percentile or higher 11.5 104 11.0

51st to 75th percentile 20.7 17.5 19.3

26th to 50th percentile 339 36.6 35.1

25th percentile or lower 339 356 34.6
Attendance rate, year prior to random assignment

95-100% 572 58.7 57.9

90-94% 223 239 23.1

85-89% 11.2 8.0 9.8

Less than 85% 23 9.3 9.3
English grades since the 6th grade

Mostly As and Bs 63.9 62,7 63.3

Mostly Cs 35.2 36.5 358

Mostly Ds or below 0.9 09 0.9
Math grades since the 6th grade

Mostly As and Bs 54.7 54.7 54.7

Mostly Cs 43.6 435 435

Mostly Ds or below 1.8 1.9 1.8

(continued)
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Table A.1 (continued)

Academy Non-Academy
Group Group Total

Characteristic (%) (%) (%)
Time spent on homework per week

1 hour or less 28.2 30.1 29.1

2 to 6 hours 57.1 529 55.2

7 or more hours 14.7 16.9 15.7
Students’ future expectations

Plans to graduate from high school 6.9 6.5 6.7

Plans to attend vocational/trade school or college 274 279 27.6

Plans to graduate from college 40.4 38.2 394

Plans to attend a higher level of school after college 253 27.1 26.1
Students over-age for gradcb 213 21.5 21.4
Students' school engagement and participation®
Attendance

Never absent 231 234 232

Absent 1 or 2 times 35.2 36.1 35.6

Absent 3 to 10 times 353 341 34.7

Absent more than 10 times 6.4 6.5 6.4
Late for school

Never 29.1 25.5 27.5

1 or 2 times 35.2 38.5 36.7

3 to 10 times 283 28.3 28.3

More than 10 times 7.4 7.8 7.6
Cuts class

Never or almost never 80.6 78.8 79.8

Once a week or more 194 21.3 20.2
Warned about school behavior

Never 78.8 77.8 78.4

1 or 2 times 17.7 19.3 18.5

3 or more times 35 2.9 3.2
Sent to office for behavioral problems

Never 80.8 81.7 81.2

1 or 2 times 16.2 15.6 15.9

3 or more times 3.1 2.7 29
School mc:’oilityd

1 or less 72.5 72.3 72.4

2tod 234 24.7 24.0

5 or more 4.1 3.0 36
Students' perceptions of school®

Teachers are interested in students 82.0 835 82.7

Discipline is unfair 15.1 16.4 15.7

Students feel put down by teachers 16.7 18.9 17.7

School is unsafe 22.6 223 22.5

" (continued)
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Table A.1 (continued)

Academy Non-Academy

Group Group Total
Characteristic (%) (%) (%)
Characteristics associated with
risk of educational failure’
Single-parent household® 37.4 36.8 37.1
Has sibling who dropped out of high school 19.1 20.3 19.6
Neither parent has a high school diploma 28.2 279 28.1
Family receiving welfare or Food Starnps 22.8 22.8 22.8
Home alone more than 3 hours per day 139 133 13.6
Student speaks limited Englishh 6.2 8.7 73 *
Students with 2 or more risk characteristics 339 354 346
‘Sample size 563 Tl 1585

SOURCE: MDRC calculations from the Career Academies Student Baseline Questionnaire (SBQ).

NOTES: The SBQ was completed at the time students applied to a Career Academy. For 1,250 students, this
corresponded to the spring semester of ninth grade, and for 335 students it corresponded to the spring semester of
eighth grade.

For categorical variables, percentages may not sum to 100 because of rounding.

A chi-square or t-test was used to test differences between Career Academy and non-Academy groups. Statistical
significance levels are indicated as: * = 10 percent; ¥* = 5 percent; *** = 1 percent. For categorical variables (e.g.,
race/ethnicity), the significance level refers to the difference in the distribution of such a variable across Career
Academy and non-Academy students.

*GED refers to the certificate eamed through a General Educational Development program.

®Students are defined as over-age for grade at the time of random assignment if they turn 15 before the start of the
ninth grade {for the ninth-grade Academtes) or 16 before the start of the tenth grade (for the tenth-grade Academies).

“Unless otherwise indicated, measures of student engagement and participation in school were asked in reference
to the first half of the current school year.

9School mobility is defined as the number of schools attended since the first grade beyond the number expected
based on promotions in grade level or graduations.

‘For most students who completed the SBQ in ninth grade, the school of reference is the high school in which the
Career Academy is located. For students who completed the SBQ in eighth grade, the schoo! of reference is their
middle school.

'Students in the Career Academies Evaluation sample with a minimum of three valid values on the six indicators of
risk are included in the calculations.

Educational failure is defined as failing to achieve in school or dropping out of school. The National Center for
Education Statistics (1990) used six characteristics to define risk: living in a single-parent household, living in a low-
income household, student speaks limited English, home alone at least three hours per day, has a sibling who dropped
out of high school, and neither parent has a high school diploma. Students with two or more risk characteristics are
considered to be at risk of educational failure.

®The risk characteristic "single-parent household" is defined as living with only the father or only the mother, or
living with other individuals (such as grandparents).

"Students who responded that they spoke English "not well” or "not at all."
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Table B.1

Career Academies Evaluation

Background Characteristics of Program Students
by Duration of Enrollment in a Career Academy

Never
Enrofled in a
Career Academy Before End of 12th Grade

Enrolled in a

Still Enrolled in a

Career Academy butLeft  Career Academy

in 12th Grade

Characteristic (%) (%) (%)
Percentage of entire Academy group 12.9 348 52.3
Demographic characteristics
Gender
Male 44.6 47.7 41.0
Female 55.4 52.3 59.0
Race/ethnicity
Black 52.7 28.0 26.7 |H**
White 6.4 9.8 7.9
Hispanic 33.6 54.9 57.9
Agian or Native American 7.3 74 7.6
Educational characteristics
8th grade math test score
75th percentile or higher 20.7 7.4 7.57]**
51st to 75th percentile 18.3 239 21.0
26th to 50th percentile 28.1 274 303
25th percentile or lower 329 41.6 41.1 |
8th grade reading test score
75th percentile or higher 19.5 12.6 9.0 7 **
51st to 75th percentile 26.8 17.3 21.2
26th to 50th percentile 317 33.5 34.6
25th percentile or lower 22.0 36.7 352 |
Attendance rate, year prior to random assignment
95-100% 47.8 51.0 63.6 %>
90-94% 243 22.2 22.0
B5-89% 12,6 12.8 9.8
Less than 85% 15.3 14.1 4.7 |
Characteristics associated with
risk of educational failure
Single-parent household 54.1 399 317 *x*
Has sibling who dropped out of high school 21.8 20.8 17.2
Neither parent has a high school diploma 18.6 252 32,8 wx*
Family receiving welfare or Food Stamps 26.8 26.1 195 *
Home alone more than 3 hours per day 15.0 12.8 14.3
Student speaks limited English 1.8 5.7 7.6 *
Students with 2 or more background risk
characteristics 38.7 379 30.1
Students with 3 or more academic risk
characteristics 321 351 258 **
Sample size (N=868) 112 302 454
(continued)
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Table B.1 (continued)

SOURCE: MDRC calculations from Carcer Academies Student Baseline Questionnaire (SBQ).

NOTES: Rounding may cause stight discrepancies in calculating differences.

A chi-squared test was applied to differences among the three Career Academy enrollment groups.
Statistical significance levels are indicated as *** = | percent; ** = 5 percent; * = 10 percent. For categorical
variables (for example, race/ethnicity), the significance level refers to the difference in the distribution of such a
variable across the three Career Academy enrollment groups,
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Table B.2
Career Academies Evaluation

Items from the 12th Grade Survey and Student School Experience Questionnaire
Used to Create Career Awareness and Work-Based Learning Participation Measures

Career Awareness and Development Activities Outside of School

SQ27. During the current school year, HOW OFTEN have you
{Scale: 1= “Never”; 2= “Once or Twice”; 3= “3-6 times”; 4= “About Once a Month™;
5= “Several Times a Month or More”)

a. Taken a school field trip to learn about a business or industry?

0Q35. Since you started the 9th grade, have you ever participated in any of the following programs
through your high school? (Scale: 1= “Yes”; 2= “No”)

a. A program where you spend time following workers at a work site (this is something

called Job shadowing)

00Q36. Since you started the 9th grade, have you ever been in a program (either in school or outside
of school) where you were paired with an adult mentor or someone who took a gpecial
interest in you? This means someone gther thap a parent or relative. (Scale: 1= “Yes”; 2=
“ No ”)

0Q36C. How important was this person:
(Scale: 1= “Very Important”; 2= “Sort of Impertant”; 3= “Not Very Important”; 4 =
“Not At All Important™)

i. As a friend?
ii. As a role model?
iti. As someone who helped you make an important decision about your education or
career?
iv. As someone who made contacts for you to meet your educational or career goals?
v. As someone who helped you with a personal problem?
reer Awar s and Devel nt_Activities Ingide of School

0Q37. During the current school year, HOW OFTEN have you
(Scale: 1= “Never”; 2= “Once or Twice a Month”; 3= “About Once a Month”; 4=
“Several Times a Month or More”)

Studied about different kinds of jobs and their requirements in a class?

Had discussions with other students about careers and work?

Gotten instruction or counseling on how to act on the job?

Had discussions with adults about careers and work?

Attended an activity when parents or other adults came to school to talk about jobs?
Gotten instruction or counseling on how to find a job?

SV

{continued)
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Table B.2 (continued)

Participation in Work-Based Learning Experiences

0Q45.  This job is/was part of a school program or class
{Scale: 1= “Yes”; 2= “No™)

0Q46. I get/got course credit for the work I do/did at this job
(Scale: 1= “Yes"; 2= “No™}

0Q47. A teacher, counselor, or other adult from school helped me find this job
{Scale: 1= “Yes”; 2= “No™)

0Q48. A teacher, counselor, or other adult from school check/checked with my work supervisor
about how I am/was doing
(Scale: 1= “Yes”; 2= “No™)

0Q49. My supervisor at work keeps/kept my teacher or a counselor at school informed about how 1
am/was doing
(Scale: 1= “Yes”; 2= “No”)

Participation in High Quality Work-Based Learning Experiences

0Q51. Thinking about your job, how true is each statement below?
(Scale: 1= “Very True”; 2= “Sort of True”; 3= “Not Very True”; 4= “Not At All True”)

1 do/did more than the minimum required

I feel/felt bored and that time is/was dragging

I feel/felt my work is/was meaningful and important

I got/get a chance to learn a lot of new things

My job (has) tanght me the importance of getting a good education
My job (has) influenced my career choice

me A T

0Q52. How often do/did you do the following things on this job? (Scale: 1= “Never”; 2=
“Rarely”; 3= “Sometimes”; 4= “Often”; 5= “Almost Always”)

Read things (such as job manuals, instructions, reports, etc.)

Write things (such as letters, reports, forms, papers, etc.)

Use computers (such as word processing, spreadsheets, data entry, programming, etc.)
Receive advice on how to use communication skills (such as reading, writing, or
speaking)?

Receive advice on how to develop good work habits

Receive advice on how to develop good human relationship skills

© Ao

Pk v s

SOURCES: Career Academies Evaluation 12th Grade Survey and Career Academies Evaluation Student
School Experience Questionnaire.

NOTES: The item indicated by “SQ” is a question from the Student School Experience Questionnaire.

Iterns indicated by “OQ” are questions from the 12th Grade Survey. The number and letier before each
item indicates its location in the surveys, which are available from MDRC.
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Table B.3
Career Academies Evaluation

Impacts on
Participation in School-to-Work Programs

Academy Non-Academy Percent
Group Group Difference Difference

Outcome (%) (%) (%) (%)
Ever participated in:

Cooperative education program 44.5 29.8 14.7 *** 494

School-sponsored business program 36.7 25.1 11.6 *** 46.1

Technical preparation program 38.5 28.8 0,7 Hx 337

Career major program 40.0 29.7 10.3 *=*=* 349

Career Academy program 90.9 26.6 64.3 ¥** 241.7

Other programs that {ink school with jobs 28.0 24.7 33 13.4
Any participation in a school-to-work program 96.2 70.0 26.2 *** 374
Sample Size (N=1585) 868 717

SOURCE: MDRC calculations from Career Academies Evaluation 12th Grade Survey.

NOTES: Rounding may cause slight discrepancies in calculating differences.
A two-tailed t-test was applied to differences between the Career Academy and non-Academy groups. Statistical
significance levels are indicated as *** = 1 percent; ¥* = 5 percent; * = 10 percent.
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Table B.4
Career Academies Evaluation

School-Work Connection Measures
of Control Group

by Participation in School-to-Work Programs

Participated in ~ Never Participated

School-to-Work  in School-to-Work Percent
Program Program Difference Difference

Outcome (%0) (%) (%) (%)
Participated intensively in career awareness
and development activities outside of school 20.5 4.2 16,3 *** 388.1
Overall high level of exposure to career awareness
and development activities in school® 48.7 194 293 *x* 151.0
Ever employed during high school 81.6 71.4 10.2 *** 14.3
Ever had work-based learning experience 322 12.3 19.9 **=* 161.8
Ever had job with overall high work-based
learning content 18.4 13.3 5.1 % 383
Sample Size (N=717) 501 216

SOURCE: MDRC calculations from Career Academies Evaluation 12th Grade Survey.

NOTES: Rounding may cause slight discrepancies in calculating differences.
A two-tailed t-test was applied to differences between the Career Academy and non-Academy groups. Statistical
significance levels are indicated as *** = 1 percent; ** = 5 percent; * = 10 percent.

“This is a measure of students' ratings of certain in-school career development and awareness activities from the 12th

Grade Survey (see Table 3.2). Students who indicated participating in at least three activities per month are considered to
be participating at a high level.
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Selected Publications on MDRC Projects

Education Reform

The Career Academies Evaluation
A 10-site study of a promising approach to high school restructuring and the school-to-work transition.

Career Academies: Early Implementation Lessons from a 10-Site Evaluation. 1996. James Kemple, JoAnn Leah
Rock.

Career Academies: Communities of Support for Studenis and Teachers—Emerging Findings from a 10-Site
Evaluation. 1997. James Kemple.

The School-to-Work Project
A study of innovative programs that help students make the transition from school to work or college.

The School-to-Work Transition and Youth Apprenticeship: Lessons from the U.S. Experience. 1993. Thomas Bailey,
Donna Merritt.

Home-Grown Lessons: Innovative Programs Linking School and Work (Jossey-Bass Publishers). Book. 1995.
Edward Pauly, Hilary Kopp, Joshua Haimson. Revised version of a 1994 MDRC report.

Learning Through Work: Designing and Implementing Quality Worksite Learning for High School Students. 1994,
Susan Goldberger, Richard Kazis, Mary Kathleen O°Flanagan (all of Jobs for the Future).

Home-Grown Progress: The Evolution of Innovative School-to-Work Programs. 1997. Rachel Pedraza, Edward
Pauly, Hilary Kopp.

Project Transition
A demonstration program that tested a combination of school-based strategies to facilitate students’
transition from middle school to high school.

Project Transition: Testing an Intervention to Help High School Freshmen Succeed. 1999. Janet Quint, Cynthia
Miller, Jennifer Pastor, Rachel Cytron.

Other Programs for Youth

The JOBSTART Demonstration

A test of a program combining education, training, support services, and job placement for very
disadvantaged young high school dropouts.

JOBSTART: Final Report on a Program for School Dropouts. 1993. George Cave, Hans Bos, Fred Doolittle, Cyril
Toussaint.
The Career Beginnings Evaluation

An evaluation of a program that seeks to increase college attendance and improve job quality among
disadvantaged high school students.

Career Beginnings Impact Evaluation.: Findings from a Program for Disadvantaged High School Students. 1990.
George Cave, Janet Quint.

The Youth Incentive Entitlement Pilot Projects (YIEPP) Demonstration
A test of a school-conditioned job guarantee for low-income youth.

Lessons from a Job Guaraniee: The Youth Incentive Entitiement Pilot Projects. Monograph. 1984, Judith Gueron.

Note: For works not published by MDRC, the publisher’s name is shown in parentheses.
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Programs for Teenage Parents on Welfare

The LEAP Evaluation

An evaluation of Ohio’s Learning, Earning, and Parenting (LEAP) Program, which uses financial incentives
to encourage teenage parents on welfare to stay in or return to scheol.

LEAP: Final Report on Ohio’s Welfare Initiative to Improve School Attendance Among Teenage Parents. 1997.
Johannes Bos,Veronica Fellerath.
The New Chance Demonstration

A test of a comprehensive program of services that seeks to improve the economic status and general well-
being of a group of highly disadvantaged young women and their children.

Lives of Promise, Lives of Pain: Young Mothers After New Chance. Monograph. 1994. Janet Quint, Judith Musick,
with Joyce Ladner.

New Chance: Final Report on a Comprehensive Program for Young Mothers in Poverty and Their Children. 1997.
Janet Quint, Johannes Bos, Denise Polit.

Parenting Behavior in a Sample of Young Single Mothers in Poverty: Results of the New Chance Observational
Study. 1997. Martha Zaslow, Carolyn Eldred, editors.

Project Redirection
A test of a comprehensive program of services for pregnant and parenting teenagers.

The Challenge of Serving Teenage Mothers: Lessons from Project Redirection. Monograph. 1988. Denise Polit,
Janet Quint, James Riccio.

The Community Service Projects

A test of a New York State teenage pregnancy prevention and services initiative.

The Community Service Projects: Final Report on a New York State Adolescent Pregnancy Prevention and Services
Program. 1988. Cynthia Guy, Lawrence Bailis, David Palasits, Kay Sherwood.
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About MDRC

The Manpower Demonstration Research Corporation (MDRC)} is a nonprofit,
nonpartisan social policy research organization. We are dedicated to learning what
works to improve the well-being of low-income people. Through our research and
the active communication of our findings, we seek to enhance the effectiveness of
social policies and programs. MDRC was founded in 1974 and is located in New
York City and San Francisco.

MDRC’s current projects focus on welfare and economic security, education, and
employment and community initiatives. Complementing our evaluations of a wide
range of welfare reforms are new studies of supports for the working poor and
emerging analyses of how programs affect children’s development and their
families” well-being. In the field of education, we are testing reforms aimed at
improving the performance of public schools, especially in urban areas. Finally, our
community projects are using innovative approaches to increase employment in
low-income neighborhoods.

Our projects are a mix of demonstrations — field tests of promising program models
— and evaluations of government and community initiatives, and we employ a wide
range of methods such as large-scale studies to determine a program’s effects,
surveys, case studies, and ethnographies of individuals and families. We share the
findings and lessons from our work — including best practices for program operators
—with a broad audience within the policy and practitioner community, as well as the
general public and the media.

Over the past quarter century, MDRC has worked in almost every state, all of the
nation’s largest cities, and Canada. We conduct our projects in partnership with state
and local governments, the federal government, public school systems, community
organizations, and numerous private philanthropies.
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