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EXECUTIVE SUMMARY 
 

 

 During its third year of operation (school year 2000-01), The After-School Corporation (TASC) 

increased the amount of after-school programming available in New York City and across the state and 

worked with many public and private partners to improve the quality of services, attract funding, and 

promote projects’ long-term sustainability.  Although the increasing diversity of funding sources and 

program partners introduced new perspectives and considerations, TASC maintained the after-school 

service model that it had established in its first year of operation.  In Year 3, TASC supported 192 

projects serving 45,719 students statewide, including 143 projects serving 37,135 students in New York 

City.  This report describes the implementation of TASC projects in Year 3, focusing on an evaluation 

sample of projects in New York City that received initial TASC grants in either Year 1 (1998-99) or 

Year 2 (1999-2000).   

 

 In general, the picture painted by the experiences of the projects in the evaluation sample is one 

of growth and continuity from the preceding year, which was described in an earlier report of this 

evaluation.  With assistance from TASC and other partners, the program’s after-school projects in New 

York City continued to attract and serve large numbers of children and to employ staff who brought 

skills and commitment to their work.  Project leaders and staff worked hard to forge positive 

relationships with their host schools and, to a lesser extent, their surrounding communities, and they 

applied varied resources as they sought to maintain and improve the quality and long-term viability of 

their projects.  Compared to their programming in Year 2, these second- and third-year projects 

increased their focus on educational support and enrichment during the after-school hours.  Information 

on the instructional methods used by projects suggests that they were gradually adopting strategies 

capable of promoting student engagement in learning and in other positive developmental experiences. 

 

 Participating students and principals from the host schools responded affirmatively to these 

efforts, and their high levels of satisfaction auger well for the likelihood that students, families, and 

public officials will continue to press for expansion of after-school programming using the TASC 

model.  If so, it will be important for expansion efforts to retain the richness and diversity of the 

capacity-development resources that TASC currently makes available to its after-school projects. 

 

 The following highlights of project implementation emerged from the evaluation in Year 3: 

  

 Student characteristics, recruitment, enrollment, and retention 

 
 Although TASC enrollment in New York City has nearly tripled since the program 

began, project enrollment continued to average only about one third of the children in 
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the host schools.  Factors limiting enrollment included school and classroom space, 
demand for services, and administrative and teaching capacity. 

 
 Over the three years of program operation examined thus far, projects increased their 

inclusion of students with disabilities, especially in sites serving older students.  Even 
so, students with disabilities were under-represented in TASC projects, based on a 
comparison of enrollments of these students in TASC projects and in the host schools. 

 
 As reported before, TASC projects operated in schools that served some of the most 

disadvantaged students in the city, as measured by indicators of poverty and 
achievement.  

 
 Although risky behavior remained prevalent among students, certain behaviors became 

less common, including (among high school participants) alcohol use and sexual 
intercourse. 

 
 Although attendance rates remained stable in Year 3 (averaging 74 percent in projects 

serving grades K-8), a slightly larger proportion of students (78 percent) met the 
standard for “active participation” than before.  However, a smaller proportion of 
students than before (75 percent) remained enrolled in a TASC project for the entire 
project year. 

 

Hiring, deploying, supervising, and retaining qualified project staff 

 
 In Year 3, the total TASC project workforce in New York City included about 4,400 

regular staff, 290 subcontracted staff, and 140 AmeriCorps members.  In addition to 
these paid staff, projects reported an increasing use of volunteers. 

 
 Most site coordinators (91 percent) were college graduates and had at least three years 

of experience working in social services, youth services, community agencies, or 
educational organizations.  About half had experience managing that type of 
organization.   

 
 Overall, site coordinators were more likely to be satisfied with their jobs than in 

previous years (with 96 percent reporting that they are satisfied).  Fewer site 
coordinators than in previous years said that they intend to leave their job in the next 
year.  About two-thirds of project staff (other than site coordinators) said that they 
intend to return to their after-school job next year. 

 
 Staff who responded to the evaluation’s survey (other than site coordinators) had less 

education than was reported in previous years.  A majority of staff (59 percent) were 
students themselves, either in college, graduate school, or high school.  Most staff 
(excluding site coordinators) earned less than $16 an hour. 
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 About a quarter of after-school staff also worked in the host school as teachers, 
classroom aides or instructional assistants, or other staff.  Most said that their dual roles 
benefited both the regular and after-school programs. 

 
 Although site coordinators reported holding fewer all-staff meetings than in recent 

years, they met more frequently with subgroups of staff, with 77 percent reporting that 
they hold such meetings at least monthly. 

 

Building relationships with the school and community 

 
 TASC projects achieved fairly high degrees of partnership, coordination, and 

integration with their host schools.  They typically solicited input from teachers and 
principals on students’ academic needs, used school administrators to advise and 
monitor activities, coordinated homework assistance with classroom teachers, and 
adopted school themes for special projects. 

 
 In surveys, principals of schools hosting these relatively mature projects indicated a 

belief that the projects did not require as much of their direct involvement as in 
previous years.  This view was reflected in principals’ reports of the amount of time 
spent on work related to the project, the frequency of their visits to the project, the 
frequency of their meetings with the site coordinator, and other information affirming 
the strength of the school/after-school partnerships. 

 
 Site coordinators’ representation on school-wide governing, coordinating, or advisory 

teams increased in Year 3, with over half of principals (54 percent) reporting TASC 
participation on such teams. 

 
 Site coordinators used many methods to promote parent participation.  According to 

survey data, projects achieved the highest levels of parent participation at special events 
hosted by the after-school project, with 54 percent of site coordinators reporting that at 
least half of the parents typically attended special events. 

 
 Outreach to community members produced good results, including greater community 

awareness of the program and opportunities for students to volunteer in community 
activities. 

 

Using resources to improve project operations and quality 

 
 After-school access to school facilities and equipment improved slightly from Year 2, 

especially access to storage space, fax machines, and photocopiers. 

 
 Personnel costs were the largest expense for almost every site, with projects spending 

an average of 85 percent of their funds for personnel. 
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 Sites reported that they would raise 34 percent of their overall budgeted spending from 
matching funds and offset credits. 

 
 Based on projects’ own spending (and excluding the costs of administration and 

supports provided by TASC and others), projects’ average budgeted cost for a day of 
service was $6.76 per participant. 

 
 Site coordinators viewed training and technical assistance more favorably than in 

previous years, especially the match between these services and sites’ needs.  Sixty-one 
percent of coordinators said they had implemented what they learned in training and 
that their projects had benefited as a result. 

 
 Reports on promising practices were an effective method of informing TASC sites 

about promising strategies and approaches used by their peers. 

 

Selecting and using appropriate curricula, activities, and services 

 
 Academic enrichment continued to be a priority for principals and site coordinators, 

and after-school activities reflected this focus to a greater extent than in prior years. 

 
 Compared to Year 2, projects involved more students more frequently in extended 

projects and group efforts.  Observations in TASC projects suggest that these types of 
projects promoted active learning and positive interactions and did so in contexts that 
students enjoyed. 

 
 Almost all of the evaluation’s categories of academic and cognitive development 

activity were offered with higher levels of intensity (i.e., frequency, extent of 
involvement of all students, duration through the year) in Year 3 than in Year 2.  The 
increased levels of intensity of the varied academic and cognitive activities suggest that 
projects had adopted broader activity menus than before and hence had created a 
greater likelihood that activities were being matched to students’ preferences and needs.   

 
 Among artistic development activities, visual arts and crafts and dance/movement were 

offered at the highest intensity, and the intensity of both types of activities increased 
over comparable levels in Year 2. 

 

 Project results in Year 3 continued to reflect positive reactions to TASC after-school services.  

The following highlights draw on principals’ responses about changes in host schools and students’ 

responses about changes in themselves and reactions to the TASC project: 

 

 Reactions and changes in the schools hosting TASC projects 
 

 In Year 3, principals reported generally positive reactions to their schools’ TASC 
projects, citing the choice and diversity of activities, the qualifications and leadership of 
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the site coordinators, and projects’ connections to the community and to parents as 
particular strengths.  Most principals (90 percent) said that the projects enabled students 
to participate in activities not available during the regular school day.  Most also said 
that the project enhanced the overall effectiveness of the school (93 percent) as well as 
students’ motivation to learn (82 percent) and student attendance (81 percent).  
Principals in Year 3 were more likely than before to report that the TASC project made 
parents feel the school was a safe place for their children. 

 
 Most principals (93 percent) said that the benefits of having the TASC after-school 

project outweighed the costs. 

 
 More principals in Year 3 than in Year 2 said that the quality of homework assistance 

needed improvement (60 percent, compared to 51 percent). 

 

 Change in certain student competencies and reactions 
 

 Compared to responses in previous years, more elementary grade participants in Year 3 
(85 percent) believed that the TASC program provided them with academic benefits. 

 
 Students generally reported strong connections to their after-school project.  Most 

reported positive social interactions with peers (88 percent) and described the project as 
a place where people work together (77 percent).  However, students expressed 
somewhat less satisfaction with their after-school project than in the past, when asked 
how much they liked the program overall. 

  
 High school participants perceived a stronger sense of community within the TASC 

projects (with 85 percent responding this way) and were more trusting of after-school 
staff (83 percent) than participants at other grade levels. 

 
 Many students said that the TASC program had given them new experiences (75 

percent) and helped them develop life skills (77 percent).  In questions addressed just to 
middle school students, many (73 percent) said that the TASC project had helped them 
master a performance skill, such as playing a musical instrument, singing, or speaking 
in front of a group.  Many middle school students (60 percent) also said that the 
program had afforded them opportunities to contribute to the design or operation of the 
program itself. 

 

 The preceding highlights, which summarize the experiences of TASC projects first funded in 

Years 1 or 2, suggest that the program is on track to achieve its goals and is producing positive 

opportunities and experiences for participating schools and for most participating students.  Moreover, 

projects are working to produce positive experiences as they balance competing pressures for after-

school programming to be integrated into the host schools and for students to benefit academically but 

also to enjoy the after-school experience. 
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1.  Overview of Year 3 Implementation and This Report 
 

 

 

uring its third year of operation (school 

year 2000-01), The After-School 

Corporation (TASC) extended its reach 

across New York City and New York State 

and worked with many partners to attract new 

funding sources and promote long-term 

sustainability for school-based after-school 

projects.  Although the increasing diversity of 

funding sources and program partners 

introduced new programmatic interests into 

TASC projects, the after-school service 

model established in the program’s first year 

of operation remained intact.  After-school 

services are provided through a partnership 

between a host school and a local nonprofit 

organization with ties to the community 

served by the school.  All students enrolled in 

the school are eligible to participate in the 

after-school project from the end of each 

school day to approximately 6 p.m.  Services 

are provided free of charge and are intended 

to supplement the learning experiences of the 

regular school day through programming that 

emphasizes academic enrichment, homework 

assistance, the arts, and recreation.   

 

 In Year 3, TASC supported 192 

projects that served a total of 45,719 students 

statewide, including 37,135 students in the 

143 projects located in New York City.  

TASC collaborated with state and federal 

after-school initiatives to support many of 

these projects.  In particular, TASC worked  

D Terms Used in This Report 

 
Program: The overall TASC initiative 
 
Project:  An individual location in which after-

school services are delivered, with 
support from a TASC grant 

 
Site:  A school building in which a project 

delivers after-school services; also used 
to refer to a specific project 

 
Grantee or  A nonprofit group that receives a TASC 
sponsoring grant and sponsors one or more projects 
organization:  
 
Project staff: Employees who serve in an after-school 

project, some of whom may be 
classroom teachers during the school 
day 

 
Year 1:  The 1998-99 school year, which was 

TASC’s first year of operation 
 
Year 2:  The 1999-2000 school year 
 
Year 3:  The 2000-01 school year 
 
Cohort 1 Those projects that were first funded in  
projects: Year 1; these projects were in their 

third year of operation in Year 3 
 
Cohort 2 Those projects that were first funded in  
projects: Year 2; these projects were in their 

second year of operation in Year 3 
 
Renaissance Refers to the projects first funded in  
projects: Year 3 through a grant awarded by the 

federal 21st Century Community 
Learning Centers program to establish 
the Renaissance After-School Program 
in the Chancellor’s District 
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The TASC Program in Year 3 
 
At the end of Year 3, TASC supported: 
 

 143 projects in New York City, which served 
37,135 students 

 
 49 projects elsewhere in New York State, which 

served 8,584 students  

with the New York State Advantage After-School Program and the state’s Extended Day/School 

Violence Prevention Program to support after-school services in public schools statewide.  TASC also 

partnered with the federal 21st Century Community Learning Centers program to fund certain sites in 

New York City.  The remaining sites in the TASC initiative received TASC grants through a targeted 

competitive process.  

 

 TASC’s budget in 2000-01 was $61.1 

million, reflecting a major increase from its first- 

and second-year budgets ($14 million and $36 

million, respectively).  Two-thirds (67 percent) of 

the third-year support came from public sources, 

including local, state, and federal programs and 

agencies.  The Open Society Institute contributed 

24 percent of the Year 3 program budget, and 

other private sources, including foundations,  

corporations, and individuals, provided the final 9 percent of program funds.  

 

 

TASC Efforts in Year 3 to Promote Long-Term Sustainability 
 

 In its third year of operation, TASC worked to establish many new or enhanced partnerships 

while maintaining and increasing its core focus on service quality.  Some partnerships created new 

service venues and generated additional funds needed to increase the numbers of children served.  For 

example, TASC’s close relationship with the New York City Board of Education (BOE) generated $8.5 

in expense reimbursements for TASC projects, its partnership with the New York City Department of 

Youth and Community Development produced $10.5 million in matching support for projects, and its 

alliance with the New York City Human Resources Administration produced approximately $500,000 

in resources from state TANF childcare funds.  Other institutional relationships provided new or 

enriched learning opportunities to after-school participants, such as partnerships with Madison Square 

Garden Foundation/Cheering for Children Foundation (to give students and their families greater 

exposure to the New York’s sports and cultural resources), the Association of the Bar of the City of 

New York (to bring judges into after-school projects), and the Citicorp Foundation (to identify and 

disseminate promising practices in after-school programming).   

 

 These efforts were consistent with TASC’s theory of change (as described in Reisner, White, 

Birmingham, & Welsh, 2001), which assumes that long-term program sustainability is more likely to 

occur if projects have the capacity to raise public and private support, to hire and retain qualified staff, 

and to deliver high-quality services.  In its third year of operation, TASC focused much of its attention 
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on helping projects to develop these capacities.  Efforts included a capacity-building pilot program, 

training opportunities designed to increase project capacity, the TASC Scholars program, Teach After 

Three, a partnership with AmeriCorps, and the Renaissance After-School Program, as described below. 

 

 

Capacity-Building Pilot 

 

 In Year 3, TASC launched a capacity-building pilot, funded by the Annie E. Casey Foundation, 

to help small community-based organizations (CBOs) increase their ability to operate high-quality after-

school programs that have a high likelihood of being sustained.  TASC’s chief method for building 

capacity was to provide intensive technical assistance in operating and managing the organizations.  

TASC designated a full-time manager to assist six grantees, all of which were small to mid-sized CBOs 

that needed help in strengthening their organizational infrastructure or improving partnerships with their 

host schools.  The CBOs receiving these services in Year 3 were Antioch Development Corporation, 

Church Avenue Merchant Block Association (CAMBA), El Puente de Williamsburg, New Settlement 

Apartments, Ralph-Lincoln Service Center, and Carter G. Woodson Cultural Literacy Project.  

 

 The pilot responded to TASC’s concern that these small CBOs would not be able to attain 

sufficient scale to support stable operations and attract outside support for their after-school 

programming.  TASC understood that funders may overlook organizations whose budgets are too small 

(under $1 million) or that lack both an established track record in managing larger contracts and 

personnel who can write grant applications.  The pilot focused initially on these basic operating and 

financing strategies.  As it progressed, TASC increased its scope to address issues such as CBO 

compliance with the regulations that govern their programs and protect against liability issues.  Through 

site visits, on-going discussions with the CBOs’ executive directors, and contact with administrative and 

fiscal representatives of the groups participating in the pilot, TASC customized technical assistance to 

fit the specific needs of each CBO, providing the most help in the following areas: 

 
 Match funding.  TASC helped each participating CBO develop a strategic plan for 

achieving its TASC-mandated funding match.  TASC identified available public and 
private resources, discussed funding opportunities with CBO representatives, and in 
some cases prepared prototypical letters and proposals that the CBOs could use.  In 
addition, TASC facilitated new relationships between the agencies and private funders 
such as the Charles Hayden Foundation and the Starr Foundation.  

 
 Resource leveraging.  Early in the grant cycle, TASC learned that many of the 

targeted CBOs were receiving some technical assistance from other providers.  TASC 
worked with these providers, including the United Way, to coordinate and systematize 
technical assistance efforts.  As a result, three of the organizations (El Puente de 
Williamsburg, Antioch Development Corporation, and Carter G. Woodson Cultural 
Literacy Project) participated in the United Way’s Management Assistance Program, 
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which seeks to improve the operational and programmatic effectiveness of organizations 
so they can seek funding from other sources.   

 
 Enhancement of staff capability.  Small CBOs often experience difficulty in hiring, 

training, and retaining qualified staff.  After-school staff in these programs typically are 
community members or parents who have had little or no previous experience working 
in schools.  TASC offered training opportunities to CBO program staff throughout the 
year to build skills and improve the quality of service delivery.  

 
 Compliance.  Issues included obtaining adequate insurance coverage; creating human 

resource policies, including personnel procedures and an employee handbook; 
following Department of Health requirements for childcare providers; establishing an 
incident reporting system, attendance policy, and discipline policy consistent with those 
of BOE; keeping up with attendance reporting; archiving important documents; and 
developing provisions for children with disabilities.  TASC also contracted with 
Lawyers Alliance of New York and Community Research Exchange to create a 
template for sites’ employee manuals.   

 

 

Other Training and Technical Assistance to Build Capacity 

 

 In addition to the capacity-building pilot described above, TASC also sponsored training and 

technical assistance for a larger group of leaders from grantee organizations.  The rationale for this 

focused assistance was that building leaders’ capacity would boost program sustainability because 

leaders would become better able to identify an agency’s needs, connect its mission to its services, and 

create a climate for further capacity building.  To help make this happen, TASC contracted with several 

providers to design and deliver workshops and seminars on topics identified by TASC grantees.  In 

Year 3, 66 of the 87 organizations receiving TASC grants participated in one or more of the following 

training opportunities: 

 
 Employment and liability issues.  TASC contracted with Lawyers Alliance for New 

York to deliver two workshops, Liability and Regulatory Issues in After-School 
Programs and Employment Law.  The purpose of these sessions was to offer 
information on grantees’ responsibility for complying with federal, state, and city 
regulations for school-age childcare.  The workshops increased the number of agencies 
that have fulfilled compliance requirements, such as finger-printing staff and obtaining 
licenses from the Department of Health.  
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Supporting Small Community-Based Organizations 
 
When a small CBO in the Brownsville section of Brooklyn applied for a TASC grant, its overall operating budget 
was under $50,000.  After receiving a TASC grant to implement an after-school program for 200 students, its 
operating budget increased by more than 400 percent.  While this expansion is larger than most, it is not atypical 
for a TASC grant to increase a CBO’s operating budget by 50 to 100 percent.  Both the small CBO with its first 
TASC grant and the larger CBO with several TASC projects experience a dramatic increase in funding that 
demands a change in management systems.  CBOs can find themselves overwhelmed with new staff, bigger 
payrolls, new grant requirements, and the many obligations of a substantially larger organization.  They often find 
that they need support.  This storefront CBO found its support in TASC’s capacity-building pilot. 
 
When the CBO joined the capacity-building pilot, its goal was simple:  to increase its funding in order to serve 
more families.  However, to achieve this goal, the CBO first needed to strengthen its infrastructure, so that 
potential funders would have confidence in the CBO’s ability to effectively manage additional resources.  The 
executive director and key CBO staff attended all of the workshops and forums offered through the TASC 
capacity-building pilot.  These included workshops on fiscal management, employment law, and liability, as well 
as a forum on the merits of funding small CBOs to deliver after-school programming.  TASC also provided this 
CBO with Fund E-Z, a software package designed to support the fiscal management of nonprofits.  To further 
improve operations, CBO staff participated in the TASC-funded Institute for Non-Profit Management, a weeklong 
course provided by Columbia University’s School of Business. 
 
The TASC program manager who led the pilot tailored on-site technical assistance for this CBO.  A highlight of 
this work was a weekend retreat that brought together CBO and school staff.  Facilitated by Educators for Social 
Responsibility, retreat participants focused on building CBO-school collaboration and aligning program goals.  
The under-performing host school was in danger of returning to the state’s SURR list and was on its third 
principal in the project’s first two years of programming.  The after-school program was not at the top of the new 
principal’s list of concerns, yet the principal, both assistant principals, and three teachers joined the CBO’s 
executive director, comptroller, staff, and affiliated parents.  The retreat helped after-school staff to understand 
the demands of the school day and helped regular school staff to understand the CBO’s focus on youth 
development.  During the retreat, participants practiced conflict resolution, discussed each other’s programming 
choices, and began to create a program focus for the next school year.  
 
After one year’s participation in the pilot, the TASC after-school project operated by this CBO is showing 
significant improvement in programming, staffing patterns, and grants administration.  The CBO is fiscally stable, 
submits all compliance documents in a timely fashion, and has created a safe after-school program for 200 
students – 175 students more than it had been able to accommodate for the 15 years prior to working with TASC.  
With a computerized financial system, a part-time comptroller, an employee manual, its first agency-wide audit, 
and a large-scale after-school program in their community, this once-struggling CBO has stabilized.  Not 
surprisingly, funders are recognizing this growth.  Overlooked for similar grants in the previous year, this CBO 
was recently awarded over $240,000 in new funding to support its after-school project and develop HIV-AIDS 
prevention services in its community.  
 
 
 

 Fiscal management.  TASC and the Columbia University Institute for Not-for-Profit 
Management delivered several training sessions on fiscal management, including Public 
Funding Sources and Your TASC Budget, A Step by Step Approach to Completing Your 
TASC Renewal Budget, and Managing the Challenges of Your TASC Contract.  The 
workshops were designed for CBO executive directors and fiscal staff.  In addition, 
TASC purchased Fund E-Z, a software program, to help four small CBOs (Maspeth 
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Town Hall, Carter G. Woodson Cultural Literacy Project, Ralph-Lincoln Service 
Center, and El Puente de Williamsburg) estimate their costs accurately.  TASC staff 
continue to provide technical assistance in using the software. 

 
 Site-based training.  TASC contracted with providers such as Bank Street College of 

Education, Educators for Social Responsibility (ESR), Partnership for After School 
Education (PASE), and Harvard Graduate School of Education to deliver site-based 
institutes, workshops, and seminars throughout Year 3.  The training was intended to 
help build relationships between the grantee organizations and the host schools, bring 
additional resources to the schools, provide joint professional development 
opportunities to school staff and the youth workers employed by the TASC grantees, 
and develop instructional models that coordinate the goals of both the grantee 
organization and the school.  

 
 CBO-school retreats.  TASC arranged for ESR to facilitate retreats for three sites 

(CAMBA, New Settlement Apartments, and Ralph-Lincoln Service Center) with the 
goal of building teams among grantee leaders, less-experienced grantee staff, teachers 
from the host schools, after-school specialists, and parents.  The retreats enabled 
participants to discuss and refine their goals for after-school programming, confer on 
management issues, strategize about how to translate their mission into actual activities, 
and practice conflict resolution.  In some cases, the participants discussed these issues 
for the first time. 

 
 Special issues of concern to small CBOs.  TASC developed a three-part forum for 

small-CBO grantees to address the question, “What are the merits of a small CBO 
running a TASC after-school program?”  The discussions identified several strengths of 
small CBOs, including:  their willingness to experiment with innovative programming; 
their strong commitment to after-school programming, which often is their principal 
service; their close connections to the community; and their role in identifying 
community priorities and resources and mobilizing parents. 

 

 

TASC Scholars 

 

 In fall 2000, with funding from the Stella and Charles Guttman Foundation, TASC piloted the 

TASC Scholars program to recruit eleventh- and twelfth-graders from TASC-supported high school 

projects as staff for TASC-supported elementary school projects.  The TASC Scholars program enables 

participants to earn money and learn about child and youth development while also performing 

meaningful, socially productive work.  In addition, TASC sees the program as a means of promoting 

sustainability by creating new entry points and pathways for developing and training staff. 

 

 In Year 3, 25 TASC Scholars worked as tutors, mentors, and counselors, helping adult staff in 

structured, professional environments.  The program also paired each scholar with a supervising staff 

member at the elementary site to act as his or her advisor.  Participants received stipends of $5 to $7 
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per hour for 9 to 12 hours of work per week, depending on the Scholar’s grade level.  Costs were 

shared by TASC, the Scholar’s home project, and the project where the Scholar was placed.   

 

 TASC Scholars attended six workshops designed by Hunter College School of Education 

faculty in collaboration with TASC.  The workshops, funded by City University of New York 

(CUNY), focused on the knowledge and skills needed to be both a good student and an effective after-

school staff member.  They linked story-telling, drama, interactive games, and reading and math 

activities to instruction in early childhood development and behavior management.  While enrolled in 

the workshops, the Scholars also conducted case study projects at their elementary work sites.  At the 

end of six weeks, the Scholars delivered workshops to the after-school staff at their respective 

elementary school programs. 

 

 

Teach After Three 

 

 In June 2000, TASC launched Teach After Three to identify and recruit new teaching 

candidates from TASC-supported after-school program sites, promote after-school programs as a viable 

venue for teacher education and professional development, and give support to qualified after-school 

staff as they enter teacher preparation programs at local colleges and universities.  This initiative aimed 

to promote after-school sustainability by further professionalizing after-school teaching and creating 

career paths for after-school staff.  The program focused on the following issues: 
 

 Teacher recruitment.  TASC identified approximately 125 academically qualified 
project staff who sought to pursue teaching careers.  Through a partnership with 
CUNY, TASC arranged for project staff interested in undergraduate and graduate 
teacher education programs to attend open houses hosted by several teacher-training 
programs.  Seven TASC project staff subsequently enrolled in such programs.  TASC 
staff also met with officials from BOE to discuss recruitment of after-school staff into 
training programs.  Six TASC project staff were selected to join BOE’s New York City 
Teaching Fellows program, and they began teaching in September 2001.  

 
 Teacher education.  TASC sought to integrate after-school teaching into current 

teacher-education programs by developing an alternative training model that places 
student teachers at after-school sites in high-need schools and districts.  TASC also 
investigated traditional teacher-education programs at local colleges and universities and 
identified courses that used the after-school environment as an experiential component 
for teacher candidates.  TASC forged partnerships with major private and public 
teacher-education programs in the city, including Columbia University’s Teachers 
College, Bank Street College of Education, and CUNY, to collaborate on a range of 
issues, such as changes to restrictive enrollment policies that limit the participation and 
success of TASC after-school workers.  
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 Financial assistance.  Many after-school staff who want to become teachers face 
financial obstacles to enrolling in training programs.  TASC identified financial aid 
opportunities for undergraduate and graduate teacher education students, including Pell 
grants, Tuition Assistance Program, AmeriCorps education awards, Federal Work-
Study awards, the New York State Child Care Educational Incentive Program, and tax 
credits.  TASC helped after-school staff apply for these program opportunities and 
grants.   

 

 

Partnership with AmeriCorps   

 

 In fall 2000, TASC partnered with the New York State Office for National and Community 

Service to recruit 175 AmeriCorps volunteers from local communities and place them as staff in TASC 

after-school projects.  In addition to providing additional career pathways, the partnership also sought 

to promote program sustainability by integrating another source of public funding into the resource 

pool.  The AmeriCorps partnership supported the following TASC priorities:   

 
 Hiring and deploying high-quality after-school staff.  The AmeriCorps volunteers 

provided tutoring and homework help, academic and cultural enrichment, sports and 
fitness opportunities, and mentoring to TASC after-school participants.  TASC 
supplemented the local recruitment effort by providing resources and support centrally, 
such as grants management and training for all AmeriCorps volunteers. 

 
 Building productive relationships between the school and the community.  All of 

the AmeriCorps volunteers were recruited from the projects’ surrounding 
neighborhoods, with the hope that parents and community members would explore 
service careers through their AmeriCorps experience and also gain a better 
understanding of their community’s needs.  

 
 Leveraging funds and programs to expand children’s after-school opportunities.  

The TASC/AmeriCorps partnership leveraged more than $750,000 in new funds to 
augment existing staff in after-school projects throughout New York City and state. 

 

 At the end of one year of service, AmeriCorps volunteers received an education award of up to 

$2,000.  Some volunteers used their award to enter undergraduate or graduate schools of education, 

while others used it to resume college studies that had been interrupted. 

 

 

The Renaissance After-School Program   

 

 In May 2000, in collaboration with TASC, BOE received a three-year grant from the U.S. 

Department of Education’s 21st Century Community Learning Centers Program to design and 

implement after-school centers in 20 Chancellor’s District schools.  In New York City, the 
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Chancellor’s District consists of the public schools from throughout the system with the poorest record 

of educational performance; to address their many needs, BOE provides varied forms of enrichment, 

incentives, and educational supports.  The Renaissance initiative, which began in fall 2000 and targets 

5,000 children, was adapted from the TASC model.  Renaissance projects also partner with some of the 

City’s major cultural institutions to provide participating students with stimulating and enjoyable 

project-based learning.  The arts-rich activities expose students to new educational, aesthetic, and 

scientific experiences and are linked to the host schools’ educational program. 

 

 Renaissance cultural partners1 provide project-based curricula, staff development workshops, 

and regular field trips to their institutions and other related venues.  The model also includes 

partnerships with Educators for Social Responsibility, Safe Horizons, and Outward Bound.  Through 

those collaborations, students and program staff are expected to engage in conflict-resolution training, 

expeditionary-learning projects, and fitness and wellness training.  Activities are intended to build 

students’ skills, self-confidence, and self-esteem and provide meaningful opportunities for parents to 

promote and become involved in their children’s education. 

 

 The Renaissance program is intended to promote sustainability through (1) its incorporation of 

federal after-school funding and (2) its targeting on some of the cities’ highest priority schools.  The 

evaluation will issue a special report on the first year of the Renaissance program in spring 2002. 

 

 

The Evaluation’s Year 3 Data Collection 
 

 In school year 2000-01, the evaluation collected data on the TASC program’s third year of 

operation in New York City sites that were first funded by TASC in either Year 1 (1998-99) or Year 2 

(1999-2000), known here as Cohort 1 and Cohort 2 projects.  This report presents analysis of the 

following new data collected in Year 3: 
 

 Surveys of TASC site coordinators, other staff in TASC projects, principals of host 
schools, and after-school participants in grades 4-12  

 
The evaluation administered surveys in all 96 TASC projects that were part of either 
Cohort 1 or Cohort 2 and were located in New York City.  Student surveys were 
administered in Cohort 1 projects, of which there were 44 in Year 3.  

 

                                              
1  American Museum of Natural History, Bronx Dance Theatre, Brooklyn Children’s Museum, Brooklyn Museum 
of Art, Children’s Art Carnival, Children’s Museum of Manhattan, El Museo del Barrio, Horticultural Society of 
New York, Jamaica Center for Arts and Learning, New York Botanical Garden, New York Hall of Science, 
South Street Seaport Museum, Whitney Museum of American Art, and Wildlife Conservation Society 
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The TASC Evaluation in Year 3 
 
In 2000-01, the evaluation examined: 
 

 96 projects in New York City that are part of 
Cohorts 1 and 2; these projects served 32,284 
students  

 
 20 projects in New York City that are part of the 

Renaissance After-School Program; the 10 for which 
we have enrollment data served approximately 1,881 
students 

 
The evaluation received completed Cohort 1 and Cohort 
2 surveys from: 
 

 95 site coordinators, for a response rate of 99 
percent 

  
 1,571 other TASC staff working in 88 projects 

 
 69 principals of TASC host schools, for a response 

rate of 72 percent (an additional three principals 
submitted surveys with the school identification 
number removed; those surveys were not assigned to 
a cohort and the data are not included in the analyses 
of Cohort 1 and Cohort 2 data) 

 
 2,103 participating students in grades 4-12 who were 

enrolled in 38 Cohort 1 projects (1,347 in grades 4-
5, 563 in grades 6-8, and 193 in grades 9-12) 

 
At Renaissance projects, we received surveys from: 
 

 19 site coordinators, for a response rate of 100 
percent (one coordinator administered two 
Renaissance projects) 

 
 11 principals, for a response rate of 55 percent 

 
 241 staff from 18 projects 

 

 Interview, observation, and focus group data from 15 TASC sites, known here as the 
in-depth study sites, selected from TASC projects in Cohort 1 and Cohort 2 

 
 A focus group with directors and senior staff of grantee organizations 

 
 Student enrollment and attendance data from TASC projects in Cohort 1 and  

Cohort 2 

 

 In addition, TASC collected site 

coordinator, principal, and project staff survey 

data and enrollment/attendance data from the 

Renaissance After-School projects, all of which 

were initiated in Year 3.  Analyses of these 

data will be presented in a separate report, as 

noted above.   

 

 Evaluation findings reported here do 

not draw on new analyses of demographic and 

school-performance data obtained from the 

BOE student database.  Those data from Years 

1 and 2 are reported in White, Reisner, Welsh, 

& Russell (2001).  The analyses in that report 

will be extended over the next six months with 

data from Year 3 (which BOE will provide to 

PSA in spring 2002), and new findings from 

those data will be presented in a separate 

report. 

 

 Chapter 2 of this report presents data 

and findings on the implementation of TASC 

projects in Year 3, using an organization that 

parallels the program’s theory of change (as 

described in Reisner, White, Birmingham, & 

Welsh, 2001).  Chapter 3 presents data and 

findings on certain results of TASC services on 

schools and students.  Chapter 4 presents 

observations regarding project-level shifts since 

TASC program inception.  Appendix A lists 

and briefly describes the evaluation’s Year 3  
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in-depth study sites.  Appendix B lists the members of the TASC Evaluation Advisory Group.  

Appendix C presents statistics on the scales described in the report.  
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2. Supporting Growth in Quality and Scale through  
Program and Project Implementation 

 

 

 

n Year 3, the evaluation assessed program implementation, in part, by reviewing the steps taken to 

increase both the amount and quality of after-school service delivered to participants.  Those steps 

are described here in terms of five areas of focus:  students, staff, relationships with the host school and 

community, resources (including technical assistance), and project curricula and activities.  Each 

section begins with a snapshot of evaluation findings.  Unless otherwise noted, this chapter presents 

data and analyses for TASC projects in Cohorts 1 and 2.   

 

 

Student Characteristics, Recruitment, Enrollment, and Retention 
 

 The evaluation examined characteristics of students in the host schools, characteristics of 

students in the TASC projects, methods used to recruit and retain TASC participants, the inclusion of 

students with special needs, and patterns in after-school enrollment and attendance.  

 

 

I

Highlights of Findings about Student Participants 
 

 Although TASC enrollment in New York City has nearly tripled since the program began, project 
enrollment continued to average only about one third of the children in the host schools.  Factors 
limiting enrollment included school and classroom space, demand for services, and administrative and 
teaching capacity. 

 
 Over the three years of program operation examined thus far, projects increased their inclusion of 

students with disabilities, especially in sites serving older students.  Even so, students with disabilities 
were under-represented in TASC projects, based on a comparison of enrollments of these students in 
TASC projects and in the host schools. 

 
 As reported before, TASC projects operated in schools that served some of the most disadvantaged 

students in the city, as measured by indicators of poverty and achievement.  

 
 Although risky behavior remained prevalent among students, certain behaviors became less common, 

including (among high school participants) alcohol use and sexual intercourse. 

 
 Although attendance rates remained stable in Year 3, a slightly larger proportion of students met the 

standard for “active participation” than before.  However, a smaller proportion of students than before  
remained enrolled in a TASC project for the entire project year. 
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Characteristics of Students in Participating Schools 
 

Poverty.  As reported in previous years, TASC projects in Year 3 operated in schools that 

educate some of the most disadvantaged students in New York City.  Compared to the city’s public 

schools overall, higher proportions of students in TASC host schools were eligible for free or reduced-

price lunches, based on family incomes near or below the federal poverty level.  Across all New York 

City public schools (based on data from 1999-00, the most recent year for which data are available), 75 

percent of elementary school students were eligible for free or reduced-price lunch, as were 72 percent 

of middle school students and 47 percent of high school students.  Among schools with TASC projects, 

the median percentage of students eligible for free- or reduced-price lunch was higher:  88 percent for 

elementary and middle schools and 44 percent for high schools.  Of the 82 elementary schools hosting 

TASC projects, 61 had a higher proportion of students eligible for free or reduced-price lunches than 

the citywide average, as did 13 of 15 middle schools and one of three high schools.   

 

 Academic performance.  Schools hosting projects in Cohorts 1 or 2 had relatively low 

schoolwide achievement, when compared to citywide averages in reading and math.  On the 2000 

administration of the citywide CTB tests in reading, 42 percent of all elementary students and 37 

percent of all middle school students scored at grade level or higher, compared with 32 percent and 24 

percent, respectively, of students in schools with TASC projects.  In math, 40 percent of elementary 

students and 26 percent of middle school students scored at grade level or higher citywide, compared 

with 29 percent and 17 percent, respectively, for schools with TASC projects.   

 

 Race and ethnicity.  The proportion of students of color at TASC schools was higher than 

citywide averages.  Based on citywide data from 1999-00, 85 percent of all students in elementary 

schools were non-white, as were 83 percent of middle school students and 84 percent of high school 

students.  The comparable figures for schools with TASC projects were 92 percent in elementary 

schools and 90 percent in middle and high schools, as seen in the table below.   

 

 Special needs.  The proportion of students classified as English Language Learners (ELLs) at 

schools hosting TASC projects was about the same as the citywide average for elementary students (16 

percent), slightly higher for middle school students (16 percent, compared with 14 percent citywide), 

and slightly lower for high school students (13 percent, compared with 15 percent citywide).  The 

proportion of special education students was slightly higher than citywide for elementary schools with 

TASC projects (12 percent, compared to 11 percent citywide) and for middle schools (15 percent, 

compared with 14 percent citywide).  Similar proportions of high school students citywide and at TASC 

host schools were classified as requiring special education (12 percent).   
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Race/Ethnicity at All BOE Schools and Schools Hosting TASC Projects 

 

School Level All Students Citywide 
Students in Schools Hosting  

Cohort 1 and 2 Projects 
Elementary School Students 

Black 34% 38% 
Hispanic 40% 44% 
Asian 12% 9% 
White/Non-Hispanic 15% 8% 

Middle School Students 
Black 35% 37% 
Hispanic 37% 42% 
Asian 12% 11% 
White/Non-Hispanic 17% 10% 

High School Students 
Black 37% 36% 
Hispanic 35% 47% 
Asian 13% 7% 
White/Non-Hispanic 16% 10% 

 

 

Selected Characteristics of Students Who Participate in TASC Projects 

 

Because after-school participation is not mandatory for students, as attendance during the 

regular school day is, the analyses of student characteristics presented here focus on students deemed 

“active participants” in the TASC program, comparing these students to students who did not 

participate in the TASC project.  In this evaluation, active participants are defined as students who 

participate in after-school services at least 60 percent of the afternoons that the program is available 

within a student’s school. 

 

Demographic characteristics and school performance.  In general, the students who participate 

in a TASC project are very similar to the nonparticipating students within that school: all demonstrate 

high levels of educational risk.  Nearly equal proportions of active participants and nonparticipants are 

non-white, eligible for free or reduced-price lunch, recent immigrants, English language learners, and 

below grade level in reading and math, as seen in the table below.  Smaller proportions of active 

participants than nonparticipants are special education students and are male, however.   

 

 Engagement in risky behaviors.  As in previous years of the evaluation, many students 

(surveyed in Cohort 1 projects) report engaging in risky behaviors, as seen in the table below.  Fighting 

remains common especially for elementary-grade students participating in TASC programs; nearly half 

(49 percent) of elementary students report getting into a fight “sometimes” or “a lot.”  Reflecting the 

likelihood that TASC high school projects serve a somewhat different type of student than do projects  
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Demographic Characteristics and School Performance of Active Participants 

 

Percent of Students Who Are: 
Active 

Participants Nonparticipants 
Black 40% 35% 
Hispanic 46% 46% 
Asian/Pacific Islander 9% 11% 
White, non-Hispanic 6% 8% 
Recent Immigrants 8% 8% 
English Language Learners 16% 18% 
Eligible for free lunch 87% 85% 
Eligible for reduced-price lunch 6% 7% 
Special education students 7% 12% 
Male 48% 52% 
Score below grade level in reading in 
year prior to enrolling in TASC 68% 69% 

Score below grade level in math in 
year prior to enrolling in TASC 66% 66% 

 
Data are from 1999-2000, Year 2 of the TASC program.  This is not the most recent 
year for which these data are available.  Test scores are from the year prior to the 
student’s first enrollment in TASC or the first year a nonparticipating student first 
attended a school hosting a TASC project. 

 

serving younger students, fewer than half (45 percent) of high school students said that they had never 

been in a fight, and less than a third (29 percent) had been in a fight within the past year, rates similar 

to those reported in Year 2.  Self-reported arrest rates also remained consistent for high school students 

(10 percent).  

 

 Certain risk behaviors declined in Year 3, continuing a pattern noted last year.  Fewer high 

school students reported having had an alcoholic drink (43 percent, compared to 49 percent in Year 2), 

although approximately the same proportion reporting having an alcoholic drink at least one day in the 

month before taking the survey.  Twenty percent of high school students reported having had sexual 

intercourse, a significant decrease from Years 1 and 2 when more than a third of students had had 

intercourse at least once (38 percent and 34 percent, respectively).  More students did not use birth 

control during their most recent intercourse (11 percent, compared to 9 percent in the previous year).   

 

 Because some of the survey questions posed to high school students were taken from the Youth 

Risk Behavior Survey conducted by the U.S. Center for Disease Control, it is possible to compare 

TASC participants’ responses to those of citywide and national samples of high school students, as 

shown below.  These data suggest that TASC high school participants were considerably less likely to 

engage in certain risk behaviors (e.g., alcohol use, sexual intercourse) but not others (e.g., unprotected 

sexual intercourse, among those who have had sex). 
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Engagement in Risk Behaviors 
Cross-sectional Comparisons of Students Over Time 

 
Year 1 Year 2 Year 3 

Risk Behavior 
All 

Students 
All 

Students 
All 

Students 
Using Alcohol 

Have an alcoholic drink "once," 
"sometimes," or "a lot" (ES) 25% 29% 30% 

Ever had an alcoholic drink (HS) 48% 49% 43% 
Had an alcoholic drink one or more days 
in last month (HS) 26% 23% 22% 

Fighting 
Get in a fight "sometimes" or "a lot" (ES) 48% 49% 49% 
Ever been in a fight (HS) 58% 46% 45% 
Been in a fight in last 12 months (HS) 34% 25% 29% 
Ever been arrested  (HS) 11% 9% 10% 
Arrested in last 12 months (HS) 7% 5% 5% 

Sexual Activity 
Ever had sexual intercourse (HS) 38% 34% 20% 
Last time had intercourse did not use 
birth control (HS) 12% 9% 11% 

Year 3 survey: high school (N=188), middle grades (N=238), elementary grades (N=1295) 
Year 2 survey: high school (N=178), middle grades (N= 124), elementary grades (N= 1369) 
Year 1 survey: high school (N=311), middle grades (N=177), elementary grades (N=983) 
 
 

TASC High School Participants’ Risk Behaviors Compared to City and Nation 
 

Risk Behavior 
TASC Year 1

1999 
TASC Year 2

2000 
TASC Year 3 

2001 
NYC 
1999 

Nation 
1999 

Ever had an alcoholic drink 48% 49% 43% 75% 81% 
Had an alcoholic drink one or 
more days in last month 26% 23% 22% 38% 50% 

Been in a fight in the last 12 
months 34% 25% 29% 39% 36% 

Ever had sexual intercourse 38% 34% 20% 45% 50% 
Of those who have had sex, 
percent who used birth 
control* 

65% 73% 59% 66% 58% 

*  In the national Youth Risk Behavior Survey, youth were asked, “If you have had sexual intercourse in the past 
3 months, did you use a condom?”  TASC respondents were asked, “If you have ever had sexual intercourse, did 
you use birth control the last time you had intercourse?” 

 

 Television viewing and reading.  Students continue to report much time spent watching 

television, and the amount of time they spent reading declined slightly.  As in previous years, more 

than a quarter of students (27 percent) reported watching more than five hours of TV a day.  Fifteen 

percent of students said that they do not watch TV on most school days, about the same as in Year 2.  
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Projects Accommodate Students with  
Special Needs 

 
The in-depth study found examples of the following low-
cost strategies for including students of all abilities:   
 

 A site coordinator made presentations to special 
education teachers to encourage them to refer their 
students to her program. 

 
 For participants with Attention Deficit Disorder, a 

project dispensed medication at 3 p.m. and used the 
opportunity to ask regular day teachers about each 
student’s day.  The conversations helped after-school 
staff understand and prepare for the students’ needs. 

 
 Students with special needs who were in self-

contained classrooms during the day remained with 
their classmates for homework help after school but 
joined the larger after-school community for non-
academic activities.  

 
 A site coordinator at an elementary school worked 

with classroom teachers and parents to ensure that 
students had appropriate supervision, attendance, and 
activities.  The coordinator found services outside 
the school when needed and arranged late admission 
to the after-school program for two children in foster 
care who particularly needed the program’s stability 
and safety. 

However, more students in Year 3 said they almost never read during their free time (16 percent, 

compared with 14 percent in both previous years).  

 

 

Methods Used to Recruit and Retain Students in TASC Projects 

 

According to site coordinators, most TASC projects (76 percent) served only a portion of 

students enrolled in their host school.  Indeed, after-school attendance data indicate that the TASC 

projects served an average of 32 percent of the students enrolled in the host schools.  Site coordinators 

cited the following reasons for not serving all students:  the host school does not have enough space for 

the project to expand (47 percent), the demand for after-school programming is not great enough to 

require expansion (34 percent), the project does not have enough administrative capacity to run a larger 

program (31 percent), school staff do not want the project to occupy any more classrooms (27 percent), 

and the project can’t find enough qualified staff to operate at a larger scale (27 percent).   

 

When projects reached enrollment 

capacity, many site coordinators (40 percent) 

established a waiting list.  Most (84 percent) 

then drew students from the list on a first-

come, first-served basis, although a few (16 

percent) gave priority to certain groups of 

students, such as those who participated in 

the program during the prior year.  Projects 

serving the elementary grades were almost 

twice as likely as other projects to use 

waiting lists (47 percent of elementary-grade 

projects, compared to 25 percent of all other 

projects). 

 

 

Inclusion of Students with Special Needs 
 

 More TASC projects successfully 

served students with disabilities in Year 3 

than in previous years, according to site 

coordinators’ survey responses.  Many site 

coordinators (74 percent) said that children 

with disabilities were successfully integrated 
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into their projects, reflecting steady progress from Year 2 (39 percent in Year 1 and 59 percent in Year 

2).  Site coordinators in elementary school projects were somewhat less likely than coordinators of 

projects serving older students to report success in integrating students with disabilities (71 percent and 

81 percent, respectively).   

 

 Many site coordinators (74 percent) reported that their project served all disabled students who 

wished to participate.  Among the remaining sites, the most commonly cited obstacles to serving 

students with disabilities were:  budgetary restrictions that prevented the required staffing ratios for 

students with disabilities (64 percent); lack of qualified staff (59 percent); and lack of transportation for 

the students at the end of the program day (50 percent).   

 

 TASC’s efforts to increase enrollment of students with special needs.  The steady increase in 

enrollment of students with special needs reflects several efforts by TASC to help sites successfully 

integrate disabled students into the after-school program.  In Year 3, TASC piloted three strategies to 

expand after-school opportunities and reduce barriers for students with special needs, as follows: 

 
 Involvement of paraprofessionals.  TASC used some of its funding from BOE to 

support five paraprofessionals working individually with disabled students at two sites.  
In addition, two school districts funded six paraprofessionals to work individually with 
special-needs students at two after-school sites.  The evaluation’s in-depth study 
revealed that one site in this pilot program improved its services by providing a 
paraprofessional to help each physically disabled student while he or she participated in 
group activities and by teaching after-school staff to modify group activities so the 
disabled child could participate.   

 
 Provision of transportation.  At two sites, TASC funded evening transportation for 48 

special-needs students who required special transportation to get home, and at one site 
BOE paid for late buses for up to eight TASC participants with limited mobility.  By 
removing the transportation obstacle, the pilot enabled special-needs students to 
broaden their experiences.  As a site coordinator who participated in the pilot said, 
“Here in after-school [students with special needs] can participate in the same kinds of 
activities as the students in general education…. This is the one part of the day where 
they really feel part of the bigger community.”  

 
 TASC-sponsored training.  TASC sponsored training on serving students with special 

needs by Bank Street, BOE, and other organizations such as the Mary McDowell 
Center for Learning, Resources for Children with Special Needs, and Educational 
Equity Concepts.  The courses taught staff how to include students with disabilities in 
mainstream activities, work with students who have learning disabilities, and manage 
disruptive behaviors. 

 

 In addition to these pilots, TASC added language to its RFP and renewal applications requiring 

applicants to specify how their programs would accommodate students with special needs.    
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Obstacles to Increasing Enrollment 
 
In interviews, site coordinators described the following obstacles to expanding after-school enrollment: 
 

 Limited space and staffing.  Even if classroom space were available, projects would have difficulty 
hiring qualified staff to lead more student groups, especially if the project wants to maintain a 1:10 adult-
student ratio.   

 
 Competition with other activities.  TASC after-school projects compete for space and time with 

remedial and test-taking programs, which limit projects’ ability to attract certain students. 
 

 Students’ other responsibilities.  The coordinator of a high school site who has trouble recruiting girls 
surmised that girls are expected to be at home caring for siblings or helping their parents. 

 
 Funding constraints.  At a TASC project located in one of the nation’s poorest neighborhoods, the 

principal and site coordinator said that linking funding levels to actual attendance prevents programs with 
poor attendance from expanding enough to enroll all of the children who want to participate.  They 
believe it may not be possible to attain high attendance rates in communities with extremely disorganized 
families. 

 

 This apparent trend toward stabilized enrollment is also reflected in site coordinator survey 

responses.  Almost half (45 percent) of site coordinators reported serving the same number of students 

as in Year 2.  About a third (36 percent) said enrollment had increased, and 19 percent reported a 

decrease.   

 

Enrollment appears to be more stable in longer-running projects.  More Cohort 1 site 

coordinators reported static enrollment between Years 2 and 3 (50 percent, compared with 40 percent 

of Cohort 2 site coordinators), and fewer reported a decrease in enrollment (18 percent, compared with 

21 percent for Cohort 2).  Cohort 1 projects also attained somewhat higher average enrollments per 

project (347 students) than Cohort 2 projects (327 students).    

 

 

 Success in meeting TASC’s enrollment targets.  All but one of the in-depth sites met the 

enrollment target that TASC set for each site early in Year 3, and many sites had to create waiting lists.  

The site that did not meet its target experienced delays in hiring after-school staff, which meant that 

working parents had to make other after-school arrangements for their children by September or 

October.  The remaining in-depth sites, however, had no difficulty reaching their targeted enrollment.  

Several elementary sites even pre-registered students at the end of the preceding school year, citing 

rapid attainment of enrollment limits.  
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 In some of the in-depth sites, principals’ reserved after-school slots, in contradiction of TASC’s 

open enrollment policy, for students needing extra academic support.  For example, a principal at one 

elementary school reserved 120 spaces in the after-school project.  It took several months for the 

principal to identify all 120 students, however; and in the meantime, those after-school opportunities 

went unused. 

 

 Duration of enrollment.  Overall, the proportion of students who participated in the after-

school program for an entire school year diminished between Years 2 and 3.  In Year 3, 75 percent of 

enrolled students remained enrolled every month through May, compared with 80 percent of students 

the previous year.  This pattern was also evident by grade level: 

 
 Elementary schools — 79 percent of students remained enrolled (63 projects reporting), 

compared to 81 percent the previous year (66 projects) 
 
 Elementary/middle schools — 76 percent remained enrolled (11 projects), compared to 

85 percent the previous year (12 projects) 
 
 Middle schools — 63 percent remained enrolled (14 projects), compared to 68 percent 

the previous year (13 projects) 
 
 High schools — 52 percent remained enrolled, compared to 74 percent the previous 

year (4 projects each year) 
 
 Non-traditional schools — Eighty-four percent remained enrolled, compared to 95 

percent the previous year (4 projects in each year) 

 

It is likely that these declines were, at least in part, the result of project efforts to remove low-attending 

students from their enrollment rosters, as necessitated by TASC’s attendance-based grant adjustments 

(described later in this section). 

 

 

Patterns in After-School Attendance  

 

 The following analyses are based on data from 92 TASC projects in Cohorts 1 or 2 that serve 

students in grades K-8.  Attendance data are reported for the period of September 2000 through May 

2001.2 

 

                                              
2  TASC changed its system of collecting attendance data in Year 3, which resulted in the collection of more 
accurate information.   
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 Overall, average attendance rates in Year 3 were similar to prior years.  The average rate 

across all Cohort 1 and 2 projects in the evaluation sample, excluding those based in high schools, was 

74 percent in both Years 2 and 3 and 71 percent in Year 1.  Attendance was slightly higher for Cohort 

1 projects than for Cohort 2 projects (78 percent vs. 71 percent).   

 

Attendance rates at non-high-school projects were highest in September in both Years 2 and 3 

(90 percent and 86 percent, respectively).  This marked a change from Year 1, when April had the 

highest attendance (78 percent) across projects.  Attendance was lowest in December (69 percent), 

compared with January for both Years 1 and 2 (66 percent).   

 

 Examined by level of schooling, average daily attendance was as follows: 

 
 Elementary schools (63 projects reporting) — 78 percent of enrolled students (312 

students per project, on average) 
 
 Middle schools (14 projects reporting) — 57 percent of enrolled students (314 students 

per project) 
 
 Combined middle/elementary schools (11 projects reporting) — 77 percent of enrolled 

students (314 students per project) 
 
 Non-traditional grade combinations (4 projects reporting) — 53 percent of enrolled 

students (670 students per project) 
 

 Variations in daily attendance.  Projects demonstrated important variations in daily attendance, 

as seen in the following examples: 

 
 Attendance continued to improve in Cohort 1 projects.  From Year 1 to Year 2, 

attendance increased in two-thirds of the 39 projects for which we had two years of data 
and declined in the rest.  Between Years 2 and 3, attendance increased in half of the 40 
projects that submitted data for both years, remained the same in 2 projects, and 
declined in 17.   

 
 Cohort 2 projects showed evidence of stable attendance between their first and 

second years of operation.  Twenty-three of the 49 projects for which we have data in 
both years had attendace rate changes of less than five percentage points.  Another 11 
projects improved their attendance rates by more than five points, while 15 projects had 
rate decreases of five points or more. 

 
 More than a third of all projects serving K-8 students maintained an average daily 

attendance rate of 80 percent or better throughout the year.  The distribution by 
average daily attendance was as follows: 
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 -- 90-100 percent attendance   5 projects (4 in Cohort 1 and 1 in Cohort 2) 
 -- 80-89 percent attendance   33 projects (17 in Cohort 1 and 16 in Cohort 2) 
 -- 70-79 percent attendance   29 projects (14 in Cohort 1 and 15 in Cohort 2) 
 -- 60-69 percent attendance   12 projects (3 in Cohort 1 and 9 in Cohort 2) 
 -- 40-59 percent attendance   9 projects (3 in Cohort 1 and 6 in Cohort 2) 

  -- 0-39 percent attendance   3 projects (all in Cohort 2) 

 

Active participation.  As noted earlier, the evaluation defined a student as an active TASC 

participant if the student attended the TASC project at a rate of at least 60 percent, or at least three 

program days per week during the student’s months of enrollment between September and May.  

Slightly more students met this standard in Year 3 than in Year 2.  Among projects that serve students 

in grades K-8, 78 percent of enrolled students were active participants, compared with 77 percent the 

previous year.  The percent of participants who were active participants for an individual month ranged 

from a low of 75 percent in December to 88 percent in September.   

 

Analyzed by level of schooling, the average numbers and percentages of active participants 

were as follows: 

 
 Elementary schools (63) — 267 students per project (86 percent of enrolled students) 
 Middle schools (14) — 153 students per project (50 percent of enrolled students) 
 Combined schools (11) — 266 students (84 percent of enrolled students) 
 Non-traditional grade combinations (4) — 282 students (40 percent of enrolled students) 

 

 Grant adjustments based on attendance.  In Year 3, TASC implemented a policy of adjusting 

grant awards mid-year based on each project’s average daily attendance.  For instance, if a site was 

funded for 300 students but over the first four months of programming the site’s average daily 

attendance was 175 students, TASC would reduce the site’s funding level to reflect an anticipated daily 

participation rate of 175 students.  However, the reduction was adjusted to prevent the abrupt loss of 

funds (and hence jobs) and to acknowledge the inevitability of student absenteeism.  In Year 3, projects 

serving elementary schools were required to maintain an attendance rate of at least 70 percent of 

enrollment.  Other minimums established by TASC were middle schools at 60 percent, combined 

elementary and middle schools at 65 percent, and high schools at 50 percent.  Thus, if the project in the 

example above was located in an elementary school, the revised grant amount would support services 

for 250 students. 

 

 With funding closely linked to student attendance, TASC projects continued to look for ways to 

raise daily attendance.  Middle and high school students who are free to leave school on their own 

presented the largest attendance challenge.  Attendance-building tactics in projects serving these 

students included the following: 
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 A project serving high school students concluded that the required homework hour was 
discouraging participation because it came immediately after the school day.  The 
project modified its schedule to allow high school students to attend homework help 
during the second half of the program afternoon, and found that students welcomed that 
flexibility.   

 
 At two in-depth study sites that serve middle school students, program assistants called 

parents when students were absent.  One project called daily; the other called when a 
child was absent three times.  Parents, who often were surprised to hear their children 
were absent, said this practice demonstrated the project’s commitment to keeping track 
of their children. 

 
 A high school project allowed students to choose credit-bearing electives for some 

after-school activities, such as drama and music, as long as they had no more than three 
absences per activity during each semester.  The electives appeared on the students’ 
official school transcript, which students believed helped them with college admissions.  
“This shows universities that students went above and beyond what they were required 
to do,” said one site coordinator.   

 
 Several in-depth study sites used incentives to reward good attendance, such as coupons 

redeemable at the school store or certificates for purchases at local pizzerias. 

 
 Projects modified their activity offerings to include activities that were especially 

enticing, including fashion design, martial arts, and basketball.   

 

 Evidence of what matters most to students came from a focus group of 13 high school students 

who attended their after-school program nearly every day.  These students said they were most attracted 

by the high quality of after-school staff, opportunities to meet new friends and spend time with caring 

adults, the chance to receive tutoring and homework help, and exposure to new activities. 

 

 

Hiring, Deploying, Supervising, and Retaining Qualified Project Staff 
 

 Our review of staffing issues is organized around key steps in the staffing process, as seen from 

the project perspective:  staff hiring, the characteristics and qualifications of site coordinators and other 

staff, staff supervision, compensation and commitment, and staffing levels.   

 

 

Staff Hiring 
 

 In previous years, the evaluation reported on how principals influence the hiring of after-school 

staff.  In Year 3, most principals who responded to surveys (90 percent) reported that they require site 
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coordinators to hire teachers from the regular day program.  Projects that had been open for several 

years were subject to more staffing requirements imposed by the principal than were newer projects, 

although the small numbers involved meant the difference was not statistically significant.  

 

 In general, principals’ explicit influence over hiring only extended to the requirement to hire 

school-day teachers.  Of the 63 site coordinators who reported that the principal did not require them to 

hire teachers, only five (8 percent) said their principal placed any hiring requirements on the project. 

 

 

 

Site Coordinator Characteristics and Retention 
 

 Coordinators’ work experience.  As in previous years, site coordinators reported a variety of 

relevant education and experience.  Their qualifications did not differ significantly by the grade levels 

served in the after-school project or by the number of years a project had operated.  Most site 

coordinators (91 percent) graduated from college, and 45 percent had earned a master’s degree or 

higher.   

Highlights of Findings About After-School Staffing 
 

 In Year 3, the total TASC project workforce in New York City included about 4,400 regular staff, 290 
subcontracted staff, and 140 AmeriCorps members.  In addition to these paid staff, projects reported an 
increasing use of volunteers. 

 
 Most site coordinators were college graduates and had at least three years of experience working in 

social services, youth services, community agencies, or educational organizations.  About half had 
experience managing that type of organization.   

 
 Overall, site coordinators were more likely to be satisfied with their jobs than in previous years.  Fewer 

site coordinators than in previous years said that they intend to leave their job in the next year.  About 
two-thirds of project staff (other than site coordinators) said that they intend to return to their after-
school job next year. 

 
 Staff who responded to the evaluation’s survey (other than site coordinators) had less education than was 

reported in previous years.  A majority of staff were students themselves, either in college, graduate 
school, or high school.  Most staff (excluding site coordinators) earned less than $16 an hour. 

 
 About a quarter of after-school staff also worked in the host school as teachers, classroom aides or 

instructional assistants, or other staff.  Most said that their dual roles benefited both the regular and 
after-school programs. 
 

 Although site coordinators reported holding fewer all-staff meetings than in recent years, they met more 
frequently with subgroups of staff. 
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 Most site coordinators (91 percent) reported at least three years of experience working in social 

services, youth services, community organizations, or educational organizations prior to working in a 

TASC after-school project; about half (56 percent) had a similar amount of experience managing this 

type of organization.  Most site coordinators (83 percent) had at least three years of experience 

providing direct services to youth.   

 

 Fewer site coordinators had at least three years of experience as a classroom teacher (32 

percent) or school administrator (13 percent).  Twenty percent of Year 3 coordinators reported that they 

held a teaching certificate from any state, although more than one-third of those were not licensed to 

teach in New York City.  Of those who were certified to teach, 27 percent held a regular license to 

teach in New York City, 17 percent held a provisional certificate, 13 percent held a preparatory 

provisional certificate, and 7 percent held an occasional per diem certificate.   

 

 Race/ethnicity, language skills, and gender.  Similar to previous years, most site coordinators 

identified themselves as Black (40 percent) or Hispanic (23 percent), with only a few coordinators 

identifying themselves as Asian (5 percent).  As in prior years, the proportion of site coordinators who 

were white (28 percent) was greater than the proportion of white student participants (7 percent), and 

the proportion of Hispanic site coordinators was significantly smaller than the proportion of Hispanic 

students (36 percent).  The racial composition of site coordinators did not vary significantly by grade 

level served or number of years a project had operated. 

 

 The language skills of site coordinators in Cohorts 1 and 2 also did not change appreciably 

between the second and third years of the evaluation.  In both years, almost half of site coordinators 

spoke only English (47 percent in Year 3).  Of those site coordinators who spoke a language other than 

English, the most common was Spanish (78 percent), followed by French (13 percent), Haitian-Creole 

(4 percent), and a Chinese dialect (2 percent).  Eleven percent spoke some other language (although 

none spoke Russian, one of the five languages most frequently spoken by NYC public school students 

and the language spoken at home by 2 percent of TASC participants).  The language skills of site 

coordinators did not vary significantly by grade level served or number of years a project had operated. 

 

 As in past years, many site coordinators (65 percent) were women.  Whether the site 

coordinator was a man or woman did not vary significantly by grade level served or number of years a 

project had operated. 

 

 Differences between new and returning site coordinators.  Overall, the evaluation found no 

differences in the characteristics of new and returning site coordinators, as determined by: sex; 

race/ethnicity; education; teaching certification; experience working in social services, youth services, 
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community or educational programs; experience as a manager or administrator; experience providing 

direct services to children; other experience as a school teacher; and other experience as a school 

administrator. 

 

 The retention rate for site coordinators was relatively good.  Most site coordinators who 

worked at a project in its second or third year of operation during Year 3 (69 percent) had also worked 

at that project in prior years, either as the site coordinator (62 percent) or in some other capacity (7 

percent).  These findings are similar to results from Year 2, when 75 percent of site coordinators in 

Cohort 1 projects returned to their project and 5 percent had worked for their project in some other 

capacity before becoming site coordinator.   

 

 

Characteristics and Retention of Project Staff Other than Site Coordinators 
 

 Staff work experience.  About a quarter of project staff (24 percent) were also school-day staff.  

Of these, most were teachers (41 percent) or classroom aides (26 percent); other roles included 

instructional specialist (11 percent), pupil support staff (9 percent), and administrator (2 percent).   

 

 Overall, the proportion of project staff who had experience working as classroom teachers 

remained similar from Year 2 to Year 3 (27 percent and 24 percent, respectively).  Of the staff who 

reported prior experience in a school setting, most (73 percent) had experience as classroom aides or 

teaching assistants.  Other experiences in the school included serving as classroom teachers (59 percent) 

or as instructional specialists (55 percent).   

 
Percent of Year 3 Project Staff with Prior Experience in a School Setting 

 
Type of Experience >10 years 6-10 years 3-5 years 1-2 years None 

School administrator (N=492) 3 2 4 7 84 
Classroom teacher (N=616) 16 8 17 17 41 
Instructional specialist (N=525) 8 8 17 21 45 
Classroom aide (N=628) 10 9 16 37 27 
Pupil support staff (N=460) 5 5 10 14 66 
Some other position (N=431) 7 7 19 27 40 

 

 Overall, TASC projects serving older students were more likely to employ certified teachers as 

after-school staff than were projects serving younger students.  For example, 54 percent of staff in 

TASC’s high school projects were certified teachers (or were in the process of obtaining a teaching 

certificate) as contrasted with 18 percent of after-school staff in elementary-school projects. 
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 Staff education and credentials.  Most project staff who also served as school-day teachers (58 

percent) were certified to teach at the elementary level.  Similar proportions were certified to teach 

early childhood education (32 percent), middle school (39 percent), or high school (35 percent).  

Relatively few staff who were also school-day teachers (20 percent) were certified to teach specialized 

content, such as arts education or technology education.  Almost a third of these staff (31 percent) had 

some type of credential to work with special needs students (e.g., to provide special education, 

bilingual education, or English instruction for speakers of other languages).  

 

 As in Year 2, a majority of project staff (59 percent) said they were enrolled as a student while 

working in the TASC project.  Most were college students (30 percent of all staff), but some were 

either high school students (17 percent) or graduate students (10 percent).  Projects in the in-depth 

study sample, however, continue to move away from hiring older teenagers and young adults, opting 

instead to hire school aides and paraprofessionals with experience working with youth.   

 

 Overall, project staff who responded to Year 3 surveys reported having less education than staff 

of previous years.  A third of the respondents reported that they had earned a high school diploma or 

less, compared to only one-fifth in previous years.  Less than half (46 percent) had some college, a 

two-year degree, or a four-year degree, compared to 58 percent of staff in Year 2 and 49 percent in 

Year 1.  

 

 Staff demographic characteristics.  Year 3 projects had more Hispanic staff and fewer Black 

staff than projects in previous years.  The largest proportion of staff identified themselves as 

Hispanic/Latino (38 percent), followed by Black (not Hispanic) (32 percent) and white (not Hispanic) 

(19 percent).  The remaining 11 percent of staff identified themselves as Asian or Pacific Islander, 

Native American, or an “other” race.  

 

 Seventy-three percent of staff in Year 3 said they were female, compared with 72 percent the 

previous year. 

 

 Approximately half of the project staff (54 percent) speak a language other than English, 

usually Spanish (81 percent of all bilingual staff).  The proportion of bilingual staff did not change 

between Years 2 and 3 and did not vary according to the number of years a project had operated.  

 

 Staff connections to the regular school day.  As noted earlier, 24 percent of the staff survey 

respondents said they belonged to the regular school staff as either teachers or aides.  These 

respondents reported favorably on their dual roles, especially the chance it gave them to improve 

relationships with students (46 percent strongly agreed) and try new activities and teaching strategies 

(37 percent strongly agreed).  In addition, 21 percent of project staff who are also teachers said they 
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had changed some of their school-day activities and teaching strategies as a result of working in the 

program.  Only a small number of these staff reported that working in the program had negative effects 

on their school-day teaching, either because it gave them less time for their school-day responsibilities 

or because they worried about getting burned out.  (However, survey responses also show that school 

staff who work in a TASC project generally spend fewer hours per week in the after-school program 

than other staff members:  42 percent work less than eight hours a week in the after-school project, 

compared to 12 percent of other project staff.)  

 

 All but one in-depth study site had certified teachers on staff.  Some of them were hired to 

teach specific subjects such as science, conflict resolution, and literacy.  However, because teachers 

command a higher hourly rate than other project staff, site coordinators at many in-depth sites deployed 

experienced teachers as mentors, trainers, and supervisors of other project staff, often focusing on 

classroom management, alignment of school day curriculum and after-school activities, and 

development of lesson plans.  

 

 The exception occurred in high school projects, where all in-depth sites hired certified teachers 

as core staff.  At one school, the principal required that regular day teachers be given first choice of 

after-school employment.  The site coordinator at this project conducted an exhaustive outreach to 

recruit regular-day teachers before the principal allowed her to widen her search for after-school staff 

beyond the school’s pool of teachers.  This delayed the project’s start date and curtailed program 

planning and staff orientation.  In the other high school projects, however, the use of certified teachers 

was an outgrowth of teacher and student interest.  Regular-day teachers suggested courses they would 

like to teach, or the site coordinator sought qualified teachers to lead courses in academic subjects 

requested by students.  Subjects varied widely and included keyboarding, computers, history and 

English tutorials, study skills, SAT preparation, step dance, art, and photography.  

 

 

Supervision 

 

 Staff meetings.  Site coordinators in the survey sample held far fewer all-staff meetings in 

2000-01 than in previous years, but they met more frequently with subgroups of staff.  Only 20 percent 

of site coordinators held full staff meetings, compared with 81 percent the previous year.  However, 77 

percent of site coordinators reported meeting at least monthly with subgroups of project staff, compared 

with 61 percent the previous year. 

 

 In many projects, staff received compensation for attending staff meetings and other work 

events.  Many site coordinators (77 percent) reported compensating staff for work done outside of 

project hours, usually for training (91 percent of projects provided compensation), staff meetings (88 
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percent), planning (31 percent), and other activities (44 percent).  However, only a few projects that 

paid staff to attend meetings held meetings once a month or more (16 percent).  

 

 Among the 15 sites in the in-depth study, most held staff meetings at least once a month, with 

several holding weekly or biweekly meetings.  Certified teachers and specialists who worked during the 

regular school day and also in the TASC project were less likely to attend staff meetings than were 

other senior after-school staff.  Site coordinators and others in the in-depth sites said that teachers and 

specialists attended less often because they were reluctant to collaborate with noncertified staff.  At a 

high school project that employed certified teachers as core staff, the site coordinator replaced the term 

“staff meeting” with “staff soiree” and described it as time to vent frustrations and share ideas.  

Certified teachers on this after-school staff attended these sessions more regularly than they had 

attended staff meetings. 

 

 Lesson plans.  Site coordinators 

often managed staff quality by requiring 

written lesson plans.  In Year 3, many site 

coordinators (77 percent) required written 

lesson plans, either from most or all staff on 

a regular basis (53 percent), from some staff 

on a regular basis (34 percent), or from some 

staff occasionally (13 percent).  As in Year 

2, coordinators were more likely to require 

lesson plans at Cohort 1 than Cohort 2 sites.   

 

 
Compensation, Satisfaction, and Commitment 
 

 Compensation.  Excluding site coordinators, most project staff surveyed in Year 3 (73 percent) 

earned less than $16 an hour.  More than half (55 percent) reported earning between $6 and $10.99 an 

hour.  Assuming they worked 10 hours per week (the average number of hours worked by project 

staff), this equates to $60 to $110 a week.  The remaining 27 percent of project staff earned more:  

 

 7 percent earned between $16 and $20.99 per hour 

 10 percent earned $21 to $25.99 per hour 

 5 percent earned $26 to $30.99 per hour 

 5 percent earned $31 or more per hour  

 

Coordinators Use Lesson Plans  
to Monitor Staff Quality 

 
Site coordinators at in-depth study sites used lesson plans 
to keep staff focused and to monitor the quality of after-
school activities.  For example:  
 

 In one site, staff meetings were devoted to lesson 
plan design, and staff maintained a library of lesson 
plans for all to use. 

 
 In another site, the site coordinator and staff formed 

a curriculum committee to develop theme-based 
activities for group leaders to implement. 
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 Job satisfaction among site coordinators.  Overall, site coordinators were more satisfied with 

their jobs in Year 3 than in the previous year.  We combined responses to several survey items, shown 

in the figure below, to create a job satisfaction scale.  Most site coordinators (96 percent) responded 

positively to the statements in the scale, compared with 91 percent of site coordinators in Year 2.   

 

In addition, site coordinators’ satisfaction increased toward all but one aspect of their jobs the 

level of support received from their grantee organization.  (However, that aspect continued to have a 

very high satisfaction rating from 85 percent of coordinators.)  The greatest gains in satisfaction 

between Years 2 and 3 were in site coordinators’ access to the materials and equipment they needed, 

support received from TASC, and access to clerical support. 

 

 

Job satisfaction among project staff.  The level of satisfaction reported by project staff 

changed little between Years 2 and 3.  On average, most staff (95 percent) agreed with all items on our 

scale in both years.  In fact, responses rarely varied by more than two percentage points between years.  

Exceptions were the proportion of staff who said they had sufficient access to materials and equipment, 

which increased by seven percentage points, and the proportion of staff who had sufficient access to 

technology and training, which increased by four percentage points. 
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 Job retention among site coordinators.  Fewer site coordinators said they intend to leave their 

jobs in the next year than in previous years (8 percent, compared with 21 percent in Year 2 and 11 

percent in Year 1).  Relatedly, more site coordinators said they planned to return to their projects in the 

following year (77 percent, compared with 60 percent in Year 2 and 80 percent in Year 1).  The 

coordinator’s length of experience in the TASC program did not appear to influence whether he or she 

planned to return to the project. 

 

Only a few site coordinators (21) responded to questions about why they might leave their 

positions.  Seven said they would not return because one of the following: they did not have the 

necessary resources to do their jobs (materials, office space, etc.), they did not get the support they 

needed from the school administration, or the pay was too low.  In addition, six said they did not get 

the support they needed from their sponsoring organization, and five said there were no opportunities 

for advancement.  Other reasons included plans to attend school, the stressful nature of the work, and 

lack of enjoyment working with students or project staff.   

 

 Job stability among site coordinators is noteworthy in light of the turnover among principals of 

the host schools.  In Year 3, one-quarter to one-third of the schools had principals who had worked at 

the school for two years or less.  The number of new principals has grown during the course of the 

evaluation.  In Year 1, only 3 percent of principals responding to the survey had worked at their school 

for less than a year; this number increased to 14 percent in Year 2 and was comparable in Year 3  

(13 percent). 

 

Job retention among project staff.  As in previous years, about two-thirds (67 percent) of 

project staff said they planned to return to their after-school job next year.  Most who said they would 

not return said they needed to work more hours (38 percent) or the pay was too low (36 percent).  

Other reasons included:  new life plans prompted by graduation from school (30 percent), plans to 

enroll in school or training (21 percent), lack of opportunities for advancement (19 percent), and the 

stressful nature of the work (13 percent).  Other reasons included lack of adequate support (e.g., 

materials, space), competing responsibilities from a second job, and lack of enjoyment working with 

students or other project staff. 

 

 Project staff were generally optimistic about their ability to work with TASC participants.  Out 

of 10 possible barriers, less than a quarter of staff (21 percent) said they faced one barrier, and only a 

small proportion (4 percent) said they faced six or more barriers.  The greatest challenges staff reported 

include students being tired at the end of the day (37 percent), students not being motivated to 

participate in project activities (32 percent), or students being disruptive during activities (26 percent).  

These barriers suggest that some staff have difficulty motivating students or keeping them interested in 

activities. 
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Staffing Levels 

 

 The evaluation used more refined methods to compute the numbers of staff employed in TASC 

projects in Year 3 than were used in the two preceding years.  As a result, the figures on staffing levels 

are more accurate than before but not comparable to numbers in previous evaluation reports. 

 

 Number of staff employed.  Projects in the evaluation sample employed approximately 3,000 

staff members and 200 subcontracted staff in Year 3.3  On average, each project employed 31 staff 

members and two subcontracted staff.  This staffing level varied by the number of years a project had 

been operating, with longer-running sites employing the most staff.  Assuming that all TASC projects 

in New York City in Year 3 had staffing levels similar to projects in our survey sample, we estimate 

that the total TASC after-school program workforce included approximately 4,400 project staff, 290 

subcontractors, and 140 AmeriCorps members. 

                                              
3  These numbers are extrapolated from responses to the site coordinator survey.  Site coordinators from 81 
projects in Cohorts 1 and 2 and 19 projects in the Renaissance After-School Program responded to the question 
about number of project staff employed by their project.  In addition, 85 projects and 13 projects in these two 
categories responded to the subcontractor question.  
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 Number of subcontracted staff.  Over half of the sites in the evaluation sample (55 percent) 

employed subcontracted staff, often to run a specialized activity such as arts instruction or hands-on 

science.  Most subcontracted staff worked regularly in the project, either for the entire school year (44 

percent) or part of the year (32 percent).  The use of full-year subcontractors was most common in 

long-running projects.   

 

 Number of volunteers.  We estimate that approximately 530 volunteers worked in TASC 

projects across New York City during Year 3 (three volunteers per site).4  Many projects (71 percent) 

reported using volunteers at least one day per week, and projects that used volunteers tended to use 

quite a few of them an average of four to five per site.  Further, growth in the use of volunteers 

among Cohort 1 projects suggests that sites use volunteers more frequently as the projects become 

better established.  

 

 Number of parent liaisons.  The use of paid parent liaisons remained relatively constant in 

Year 3; 27 percent of site coordinators reported employing such a person, compared with 29 percent in 

the prior year. 
 

 Staff hours per week.  Many project staff (65 percent) worked 15-20 hours per week, or the 

entire time that an after-school project was open, according to site coordinator survey responses.  

About one-third of staff (29 percent) worked less than a full project week.  Staff schedules varied most 

widely in projects serving middle and high school students, where some staff worked either many more 

or many fewer hours than a typical program week (21-34 hours). 

 

 Staff-student ratios.  Overall, TASC projects met their goal of maintaining a staff-student ratio 

of one to 10.  Across all TASC projects, there were 8.4 students for each staff member.  Projects that 

served older students tended to employ fewer staff per student than projects serving younger students; 

elementary, combined, and nontraditional sites averaged around eight students per staff member, while 

middle school sites had a 10:1 ratio and high school projects averaged a 17:1 ratio. 

 

 

                                              
4  Estimates are extrapolated from responses from 91 of 96 projects in New York City from Cohorts 1 and 2. 
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Building Relationships with the School and Community 
 

 Once a TASC project is up and running, much of the day-to-day work of program development 

centers on building strong relationships with the project’s host school and immediate community, 

including (1) students’ parents, who can encourage or direct their children to attend the program and 

who sometimes serve as volunteers, and (2) community institutions and businesses, which can 

contribute financial or in-kind support, opportunities for community service, and mentoring 

relationships with students. 

 

 

For most TASC-supported projects, school and community relationships grew stronger during 

Year 3.  Three types of relationships were especially important:  those that fostered the engagement of 

principals and school staff in the after-school program, those that helped integrate or coordinate the 

after-school program with the school’s regular education program, and those that stimulated the 

involvement of parents and community members. 

 

 

Engagement of Principals and School Staff 

 

Principal involvement in and support for the program.  Principals reported less involvement in 

Year 3 than in previous years.  The surveys measure principal involvement in several ways, including 

Highlights of Findings on Relationships with the School and Community 
 

 TASC projects achieved fairly high degrees of partnership, coordination, and integration with their host 
schools.  They typically solicited input from teachers and principals on students’ academic needs, used 
school administrators to advise and monitor activities, coordinated homework assistance with classroom 
teachers, and adopted school themes for special projects. 

 
 In surveys, principals of schools hosting these relatively mature projects indicated a belief that the 

projects did not require as much of their direct involvement as in previous years.  This view was 
reflected in principals’ reports of the amount of time spent on work related to the project, the frequency 
of their visits to the project, the frequency of their meetings with the site coordinator, and other 
information affirming the strength of the school/after-school partnerships. 

 
 Site coordinators’ representation on school-wide governing, coordinating, or advisory teams increased in 

Year 3, with over half of principals reporting TASC participation on such teams. 
 
 Site coordinators used many methods to promote parent participation.  According to survey data, projects 

achieved the highest levels of parent participation at special events hosted by the after-school project.   
 

 Outreach to community members produced good results, including greater community awareness of the 
program and opportunities for students to volunteer in community activities. 
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how much time principals spend on work related to the after-school project, how often they visit the 

project, and how often they meet with the site coordinator.  Many principals (66 percent) reported 

spending one hour per week or less in these activities.  Only a few principals (6 percent) spent more 

than a few hours per week on the project, down from a high of 32 percent in Year 1. 

 

Fewer principals visited their school’s after-school project regularly in Year 3 than in previous 

years.  About half (49 percent) said they visited at least once a week, compared with three-quarters of 

principals in Year 2 (although weekly visits were reported less frequently by site coordinators than by 

principals in both years).  And more principals said they visited only rarely (15 percent, compared to 3 

percent the previous year). 

 

The proportion of principals who met with their site coordinators at least once a week remained 

constant at 51 percent, most commonly occurring at sites serving elementary students.  Many principals 

(74 percent) met with coordinators at least two to three times per month.   

 

School staff involvement.  School staff involvement in the program remained moderate.  About 

half (51 percent) of principals reported that one or more members of the school staff (not including 

those paid by TASC) were involved in coordinating or overseeing the TASC project, close to the 

previous year’s proportion (59 percent).  Both Cohorts 1 and 2 showed a drop in school staff 

involvement between their first and second years. 

 

 

Coordination and Integration with the School Day 

 

After-school projects are coordinated with regular school programs if each program 

accommodates the other’s needs and interests.  After-school projects are integrated with the regular 

education program when their curricula, content, and instruction reflect, expand, or otherwise 

complement those used during the school day.  For example, one elementary school project in the in-

depth study builds on the school’s Leadership Program by incorporating daily themes such as loyalty 

and responsibility into after-school art and reading activities; at a high school project, after-school staff 

contribute to quarterly student progress reports. 

 

The in-depth study found more evidence of coordination than integration.  Examples suggest 

that TASC projects increasingly are supporting the activities and needs of the regular school day.  For 

instance: 
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 A project hosted by a middle school ran the school’s student council. 

 
 A high school project provided mini-sessions to prepare students for upcoming school 

events.  For “Prom 101,” the site coordinator solicited ball gowns from friends and 
clothing stores; young women participating in the program held a fashion show for each 
other and were allowed to keep a dress for the prom.  For the young men, the site 
coordinator arranged discounted tuxedo rentals and corsages from local businesses.  To 
support students’ academic success, the site coordinator held an Academic Award 
Ceremony every semester for after-school students who made the school’s honor roll. 

 
 After-school staff at one site provided free childcare during PTA meetings and parent-

teacher conferences. 

 
 One site coordinator participated in the school’s morning announcements and posted 

after-school calendars in each of the school’s classrooms. 

 

 The in-depth study also found coordination efforts initiated by school staff, including a growing 

number of principals who scheduled schoolwide assemblies so after-school projects could demonstrate 

their work.  Coordination was jeopardized, however, by the tendency of some school staff to view 

after-school activities as a way to reward or punish students.  At more than one in-depth study site, 

teachers sought to bar students who misbehaved during the regular school day from attending the after-

school program.  At one middle school site, they were partially successful; students who did not behave 

appropriately during the regular day could not participate in after-school field trips.  

 

 Survey responses indicate that TASC-supported projects achieved a high degree of partnership, 

coordination, and integration with their schools.  As in previous years, most responding principals (90 

percent) agreed or strongly agreed that “there is a strong partnership between the after-school program 

and my school.”  Similarly, most principals (95 percent) said their after-school project was aligned or 

coordinated with the school in some way, an increase from 85 percent the previous year.  Principals of 

schools that hosted TASC projects for two successive years received extra questions about 

communication, integration, and collaboration, and they generally responded positively, especially in 

terms of the school staff’s awareness of the services and the resources of the TASC project.  

 

 According to principals, the most effective strategies used by TASC projects to complement or 

augment the curriculum, content, and activities of the regular school day were as follows:   
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 Seeking input from the 
principal and teachers 
on skills that after-
school students need to 
develop, and 
incorporating the advice 
into after-school 
activities (67 percent, up 
from 62 percent the 
previous year; this 
technique was slightly 
more common among 
Cohort 1 than Cohort 2 
sites) 

 
 Using school 

administrators to advise 
and monitor activites 
(50 percent, 
approximately the same 
proportion as the 
previous year)   

 
 Coordinating homework 

assistance with 
classroom teachers (48 
percent); although this 
approach appears to be 
less common overall 
than in Year 2, it is 
slightly more common 
in Cohort 2 projects, 
where it is used by half 
the projects in our 
sample 

 
 Adopting school themes 

for special projects (46 
percent, up from 36 
percent the previous 
year); this practice is 
more common among 
Cohort 1 than Cohort 2 
projects 

 

The level of alignment and coordination between regular and after-school curricula was similar 

to that reported in 1999-2000.  The Year 3 principal survey asked about 16 dimensions of alignment 

Relations Between School and Project,
According to Principals in Years 1, 2, and 3
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All Year 1 Principals (N=34)

The after-school project:
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and coordination.  The largest gains among these dimensions were in the percentage of principals who 

said the after-school program offered learning opportunities not available during the regular school day 

(from 79 percent to 85 percent) and the after-school staff were responsive to the principal’s ideas and 

suggestions (from 92 percent to 95 percent).  Fewer principals reported in Year 3 that the after-school 

curriculum and instruction reinforced what was taught during the regular school day (a drop from 82 

percent to 67 percent) and that after-school staff were responsive to the teachers in the school (a drop 

from 83 percent to 76 percent). 

 

Role of site coordinators.  As the job title indicates, one of a site coordinator’s primary 

responsibilities is to coordinate program operations and activities with those of the school.  Therefore, 

one measure of the relationship between project and school is the extent to which the after-school 

coordinator participates in school activities.  TASC projects’ representation on school decision-making 

teams, for instance, grew in Year 3.  According to principals, more than half (54 percent) of the 

projects were represented on their host schools’ school-wide governing, coordinating, or advisory 

teams, up from 41 percent the previous year.  The proportion was even higher (62 percent) among 

Cohort 1 sites.  Overall, however, site coordinators continued to report less participation in school 

leadership teams than principals did.  Only 33 percent of site coordinators reported belonging to the 

school leadership team, and 27 percent said they attend team meetings.  

 

Role of teachers who work both during the school day and after school.  The practice of 

employing some of the same staff during both the school day and the after-school program helped to 

align and coordinate the programs, and principals generally expressed strong support for cross-staffing.  

Nearly two-thirds (63 percent) said it greatly strengthened the alignment of curricula and instruction 

and facilitated communication between staffs.  Similar proportions of principals said cross-staffing 

improved the after-school project’s ability to deliver academic content and manage students’ behavior.  

Over half of principals (51 percent) said cross-staffing positively affected the work of the teachers 

involved, and two-thirds (65 percent) said it did not have a negative effect on those teachers during the 

school day. 

 

 Coordination with other after-school projects at the host school.  Many (83 percent) of the 

TASC host schools also hosted other after-school programs during Year 3.  Although a large proportion 

of principals (89 percent) at these schools said the TASC project was well coordinated with other 

programs at the school, this level marked a slight decrease in positive responses from the previous year 

(92 percent).  

 

 Coordination of facilities and other resources.  School-level decisions to extend or deny after-

school access to school facilities may be an early signal of professional trust and a later signal of 

program coordination and integration.  Among in-depth study sites, principals and teachers often 
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indicated their priorities through small but important acts, such as making classroom space available for 

after-school supplies or by moving the project’s office into a larger or smaller space.  

 

 Site coordinators usually bore the burden of coordinating after-school and school resources.  In 

Year 3, coordinators of the in-depth study sites used their resources to hire Project Read teachers, 

purchase a sound system and curtains for a school auditorium, buy classroom supplies for teachers, 

and, at a principal’s request, pay for staff to supervise after-school detention.  In perhaps an isolated 

incident, one principal reportedly refused to sign a TASC project’s supply order and instead used 

designated BOE after-school funds to purchase supplies for the regular school day. 

 

 Summary measures of coordination and integration.  The Year 3 surveys addressed multiple 

dimensions of the relationship between after-school projects and their host schools.  As a summary 

measure, we combined questions asked of principals and site coordinators into separate scales rating the 

school/program relationship.  We then computed scores using survey responses from Years 2 and 3.  In 

both Years 2 and 3, most principals reported that there was a positive relationship between the project 

and the school.  However, principals in Year 3 were slightly less likely to report the relationship as 

positive (84 percent in Year 3, compared to 87 percent in year 2).  In contrast to the results of the 

principals’ scale, site coordinators in Year 3 were more likely to rate the relationship between the 

project and school as positive than were 

Year 2 coordinators (88 percent in Year 

3, compared to 80 percent in Year 2).   

 

Site coordinators who were 

new to their project in Year 3 gave 

slightly lower ratings to the relationship 

between the project and the school, 

suggesting that over time this 

relationship may strengthen.  Eighty-

five percent of first-year coordinators 

indicated that the relationship between 

the school and the program was strong, 

compared with 89 percent of returning 

site coordinators.  Similarly, 93 percent 

of Cohort 1 coordinators reported a 

positive relationship between the 

project and the school, compared with 

84 percent of their peers who led 

Cohort 2 projects. 
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from Year 2 to Year 3
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 Principals serving in a host school in both Years 2 and 3 were asked to assess certain changes 

related to the TASC project.  They reported increases in (1) communication and collaboration between 

the after-school project and regular school day, (2) school-level investment in the after-school project, 

and (3) school-level sense of safety due to the TASC project. 

 

 
Outreach to Parents and Community Institutions  
 

 Site coordinators reached out to parents in several ways in Year 3, including: 
 

 Sponsoring cultural or recreational events (70 percent) 

 Referring parents to local agencies or organizations for assistance or information (77 
percent) 

 Talking individually with parents about their child’s needs or interests (47 percent had 
done so with at least 16 parents in the month preceding the survey) 

 Holding meetings where representatives of local agencies presented information (36 
percent) 

 Offering classes in parenting (30 percent), English as a second language (16 percent), 
and computer skills or GED exam preparation (11 percent).  

 

 Examined in terms of outreach occurring on a monthly basis, the most prevalent form of 

outreach was telephone calls and meetings with parents, as in Year 2. 

Site Coordinators' Ongoing Outreach to Parents
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 Twenty percent of sites attracted half or more of the parents for after-school meetings, and 

another 31 percent of projects attracted one-fourth of parents.  Parent turnout was better for other 

events sponsored by the after-school projects; more than half (54 percent) of site coordinators said that 

at least half of the parents typically attended special events. 

 

 Parents who directly assisted the projects most often served as paid staff (at 68 percent of sites, 

up from 59 percent the previous year).  They also were activity assistants (41 percent), members of the 

site’s advisory board (31 percent), tutors (31 percent), and language translators or interpreters (27 

percent).   

 

 Outreach to community members produced some good results.  Many site coordinators (78 

percent) reported that the surrounding neighborhood was either very aware or somewhat aware of the 

TASC project, and more than half (51 percent) said community members (other than paid staff or 

parents) helped with the after-school program at least once per month.  Half of the site coordinators 

reported that after-school participants attended a community event or volunteered at a community 

program at least once a month.  

 

 

Using Resources to Improve Project Operations and Quality 
 

 The evaluation examined the use of three major forms of after-school resources:  space, 

materials, and equipment; financial resources; and technical assistance and training.   
 

Highlights of Findings about the Use of Resources 
 

 After-school access to school facilities and equipment improved slightly from Year 2, especially access to 
storage space, fax machines, and photocopiers. 

 
 Personnel costs were the largest expense for almost every site, with projects spending an average of 85 

percent of their funds for personnel. 
 
 Sites reported that they would raise a third of their overall budgeted spending from matching funds and 

offset credits. 
 
 Based on projects’ own spending (and excluding the costs of administration and supports provided by 

TASC and others), the average budgeted cost for a day of service was $6.76 per participant. 
 
 Site coordinators viewed training and technical assistance more favorably than in previous years, 

especially the match between these services and sites’ needs.  Many coordinators said they had 
implemented what they learned in training and that their projects had benefited as a result. 
 

 Promising practices reports were an effective method of informing TASC sites about promising strategies 
and approaches used by their peers. 
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School Space, Materials, and Equipment 

 

 TASC projects had access to many but not all of the facilities they needed within their host 

schools in Year 3, according to site coordinators’ survey responses.  Most projects had at least 

occasional access to each key facility, unless the project did not need it or the school did not have it to 

provide.   

 

As in previous years, the facilities that after-school programs used most regularly were the 

cafeteria, office space for the site coordinator, classrooms, playground, and gymnasium.  The facilities 

that remained the most difficult to access were classroom computers, the library, and the computer lab.   
 
 

Projects’ Access to School Facilities in Year 3 
 

Facility 
Regular 
Access 

Occasional 
Access 

Access 
Denied 

Cafeteria (N=90) 99% 1% 0% 
Office space for site coordinator (N=88) 98% 0% 2% 
Classrooms (N=92) 94% 3% 3% 
Playground/outdoor activity space (N=81) 93% 6% 1% 
Gymnasium (N=85) 93% 4% 4% 
Auditorium (N=88) 91% 8% 1% 
Telephone (N=85) 88% 6% 6% 
Storage Space (N=89) 82% 10% 8% 
Fax (N=86) 78% 12% 11% 
Copier (N=87) 72% 17% 10% 
Computer lab (N=77) 43% 18% 39% 
Library (N=74) 34% 27% 39% 
Classroom computers (N=76) 29% 28% 43% 

 
 

 Access to facilities improved slightly from the previous year, especially regarding storage 

space, fax machines, and photocopiers.  However, the proportion of sites with regular access to the 

library and the computer lab decreased in Year 3.  

 

Access to specific facilities varied according to the grade levels served by the host schools.  

Projects located in elementary schools were somewhat more likely than projects serving older students 

to be denied access to classroom computers, the library, and the computer lab, but they were more 

likely to have regular access to the gymnasium, the auditorium, and a copier.  
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Change in Projects’ Access to School Facilities 

 

Regular Access 
Occasional 

Access Access Denied N 

Facility 
2000- 
2001 

1999- 
2000 

2000- 
2001 

1999- 
2000 

2000- 
2001 

1999- 
2000 

2000-
2001

1999-
2000

Cafeteria 99% 97% 1% 2% 0% 1% 90 97 
Office space for site 
coordinator 98% 95% 0% 3% 2% 2% 88 91 

Classrooms 94% 90% 3% 9% 3% 1% 92 97 
Playground/outdoor activity 
space 93% 90% 6% 7% 1% 3% 81 87 

Gymnasium 93% 88% 4% 8% 4% 5% 85 88 
Auditorium 91% 86% 8% 12% 1% 2% 88 93 
Telephone 88% 88% 6% 7% 6% 6% 85 89 
Storage space 82% 73% 10% 18% 8% 9% 89 79 
Fax 78% 70% 12% 18% 11% 12% 86 89 
Copier 72% 64% 17% 21% 10% 14% 87 90 
Computer lab 43% 55% 18% 18% 39% 27% 77 77 
Library 34% 45% 27% 18% 39% 37% 74 76 
Classroom computers 29% 31% 28% 29% 43% 40% 76 85 

 

 

Grant Funds and Other Financial Resources 
 

 TASC resources provided to New York City programs.5  The total TASC award in 2000-01 to 

the 96 Cohort 1 and 2 projects was $20,215,266 (pending final adjustments based on student 

attendance).  These grants for annual operating expenses were computed at $1,000 per student for 

Cohort 1 projects and $980 for Cohort 2 projects.  The rationale for the different funding rates was to 

compensate Cohort 1 projects for the inflation they had experienced since beginning operation.  In 

addition, TASC gave sites $20 per student from the BOE allocation of $80 per enrollee, bringing the 

total award to $1,020 for Cohort 1 projects and $1,000 for Cohort 2 projects.   

 

 TASC allocated resources by cohort, borough, and grade level as follows: 

 

                                              
5  The primary source of the financial data reported here is the TASC Department of Finance, Administration, and 
Human Resources. 
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TASC Resource Allocation 
 

Project Category 
Total Amount 

Expended Number of Projects 
Average Expenditure 

per Project 
All Cohort 1 and 2 Projects 

All Cohort 1 and 2 Projects $20,215,265.73 96 $210,575.68 
By Cohort 

Cohort 1 $9,551,867.69 44 $217,087.90 
Cohort 2 $10,663,398.04 52 $205,065.35 

By Borough 
Bronx $4,374,314.18 21 $208,300.68 
Brooklyn $6,462,341.76 33 $195,828.54 
Manhattan $4,163,176.33 17 $244,892.73 
Queens $4,301,843.02 21 $204,849.67 
Staten Island $913,590.44 4 $228,397.61 

By Grade Level 
Elementary $13,581,630.74  63 $215,581.44 
Elementary/Middle $2,353,300.86 11 $213,936.44 
Middle $2,477,888.42 14 $176,992.03 
High $677,901.64 4 $169,475.41 
Non-Traditional $1,124,544.07 4 $281,136.02 

 

 

 Site expenditures.  Personnel costs accounted for the largest portion of expenditures in all but 

two sites.  On average, projects spent 85 percent of their funds for personnel although the proportion 

ranged from a low of 23 percent to a high of 100 percent, and nearly one-third of sites reported 

spending more than 90 percent of their fund on personnel.  Cohort 1 projects spent slightly more than 

Cohort 2 sites on personnel (averaging 86 percent and 83 percent, respectively).  

 

 Two sites reported consultant fees as their largest expense, but the proportion of project funds 

allocated to staff versus consultants varied by the type of school.  Projects at middle schools spent the 

largest proportion on staff (88 percent), followed closely by those at elementary schools (86 percent); 

nontraditional schools spent the smallest proportion (64 percent).  But the pattern for spending on 

consultants was the reverse:  Projects hosted by nontraditional schools spent the most (20 percent) and 

middle schools the least (0 percent).  
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Proportion of Site Budgets Spent on Personnel, Consultants, Administration, 
and Other Costs in Year 3 

 

School Level Personnel Consultants 
Administrative 

Costs OTPS Total 
Elementary 86% 3% 6% 5% 100% 
Elementary/ Middle 84% 5% 7% 4% 100% 
Middle 88% 0% 7% 5% 100% 
High 71% 10% 6% 13% 100% 
Non-traditional 64% 20% 8% 8% 100% 

 

 

 After personnel, the second largest expense varied across sites.  For half of the projects, it was 

administrative costs.  Another 35 sites listed other direct costs, such as stipends, travel, consumable 

supplies, and utilities and telephone as their second largest expense.  Ten sites listed consultants as their 

second largest expense, and one site, hosted by an elementary school, listed no expenses other than 

personnel. 

 

 
Year 3 Expenditures by Category, Across Sites 

 

Expenditure Category 

Total 
Expenditure by 

Category 

Percent of 
Total 

Expenditures 
by Category 

Number of 
Projects 

Reporting 

Average 
Expenditure Per 

Reporting 
Project 

Personnel $15,047,578.59 74.4% 96 $156,745.61
Fringe $2,043,849.22 10.1% 95 $21,514.20
TOTAL PERSONNEL $17,091,427.81 84.5% 96 $178,035.71
Consultants $610,740.82 3.0% 31 $19,701.32
Subcontractors $221,711.54 1.1% 11 $20,155.59
TOTAL CONSULTANTS $832,452.36 4.1% 37 $22,498.71
Administration $1,291,726.15 6.4% 73 $17,694.88
TOTAL ADMINISTRATION $1,291,726.15 6.4% 73 $17,694.88
Stipends $74,718.59 0.4% 14 $5,337.04
Travel $115,719.03 0.6% 69 $1,677.09
Consumable Supplies $269,246.03 1.3% 76 $3,542.71
Utilities/ Telephone $92,706.61 0.5% 66 $1,404.65
Insurance $120,765.11 0.6% 54 $2,236.39
Equipment $80,353.58 0.4% 36 $2,232.04
Misc. $246,150.45 1.2% 69 $3,567.40
TOTAL OTPS $999,659.40 4.9% 94 $10,634.67
GRAND TOTAL $20,215,265.73 100.0% 96 $210,575.68
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 Matching funds and offset credits available to sites in Year 3.  The agreement between TASC 

and its grantees requires individual projects to raise matching funds from sources other than TASC.  

During Year 3, projects were expected to raise 20 percent of their total operating funds from non-

TASC sources.     

 

Overall, sites reported that they expected to raise $6,941,159 in matching funds and offset 

credits in Year 3.  That figure represented 34 percent of total expected expenditures overall, or 36 

percent of Cohort 1 expenditures and 33 percent of Cohort 2 expenditures.  Projects at schools with 

non-traditional grade-level groupings raised the largest proportion of matching funds/offsets relative to 

expenditures (60 percent), followed by projects at middle schools (38 percent). 

 

 
Proportion of Site Budgets That Sites Expected through Matches and Offsets 

 

 Project Category 
Total Amount 

Expended 

Total in Matching 
Funds and Offset 

Credits 

Matching Funds and 
Offset Credits as a 

Percent of Total 
Expenditures 

All Projects 
Cohorts 1 and 2  $20,215,266 $6,941,159 34% 

By Cohort 
Cohort 1 $9,551,868 $3,392,048 36% 
Cohort 2 $10,663,398 $3,549,111 33% 

By Grade Level 
Elementary $13,581,631 $4,327,629 32% 
Elementary/Middle $2,353,301 $802,104 34% 
Middle $2,477,888 $939,916 38% 
High $677,902 $200,400 30% 
Non-Traditional $1,124,544 $671,110 60% 

 

 

 Projects expected to tap a variety of sources for matching funds and offset credits during Year 

3.  According to projects’ Year 3 budgets, the largest sources, each accounting for over $1,000,000, 

were (1) private contributors, such as foundations, whose resources were solicited by TASC and then 

targeted to specific projects, and (2) grantee organizations that contributed to the projects they 

sponsored.  Projects also anticipated receiving over $1,000,000 from the Human Resources 

Administration, although the actual amount received was only about $500,000, according to TASC 

staff. 
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Anticipated Sources of Matching Funds and Offsets in Year 3, as Reported to TASC by Projects 
 

Source  
Total Year 3 Matching 

Funds and Offset Credits 
TASC-directed foundation and other private funds $1,206,460 
Human Resources Administration $1,112,340 
Grantee organization $1,021,017 
Offset credit for wrapping around existing after-school programs $918,061 
Department of Youth and Community Development $541,605 
Allocation from the school district of the host school $459,146 
Private donations $388,390 
Other state programs and funding $266,195 
Police/criminal justice agencies and programs $217,695 
Allocation from host school discretionary funds $165,458 
State education programs and funding $154,075 
Other government agencies $139,658 
Board of Education $117,404 
City Council $79,061 
U.S. Department of Education—ESEA Title I $72,680 
U.S. Department of Education—21st Century CLC $40,601 
Other federal—AmeriCorps $26,368 
College/university funding or programs $14,945 
Total $6,941,159 

 

 

 Grantee cost per enrolled student.  Using our computed enrollment for each site, the average 

annual grantee cost per enrolled student during Year 3 in Cohort 1 and 2 projects was $750.  This 

amount excludes costs for administrative and technical support, as borne by TASC, other program 

partners, and the grantee organizations themselves.6  The amount also excludes BOE’s costs for 

facilities, equipment, and administration related to after-school programming. 

 

 The average costs were highest for projects at elementary and elementary/middle-grade schools 

and lowest for projects at high schools.  One explanation for this discrepancy is that, on average, high 

school participants attended TASC projects less often than younger students.  To maintain the targeted 

average daily attendance, middle and high school projects tended to keep more students on their active 

rosters.  As a result, when project costs were divided across the average number of students on the 

active rosters, which is how the evaluation calculates a project’s enrollment, costs were spread across 

more students. 

 

                                              
6  In Year 3, TASC costs for administration and technical support (including all training, technical assistance, 
evaluation, government relations, communication, planning, and similar costs) was $8.5 million, as applied to all 
192 projects in New York City and statewide. 
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Year 3 Costs per Enrolled Student 
 

School Type Average Cost Per Student for Year 3 
All Cohort 1 and 2 Projects 

 $750 
By Grade Level 

Elementary $824 
Elementary/Middle $836 
Middle $732 
High School $380 
Non-traditional $453 

 

 

 Grantee cost per day of service.  Another way to assess the cost of operating an after-school 

program is the cost per day of service.  One day of service is defined as one day of attendance at the 

after-school project by one student.  The total number of service days per year is the total of the 

number of days that each student enrolled in the project attends over the school year.  This 

measurement is not affected by whether projects serving high school students maintain larger active 

rosters than projects serving elementary school students; it is simply a count of the total days attended 

by all of the students ever enrolled at the project over the course of the school year.   

 

 During Year 3, Cohort 1 and 2 projects provided nearly 3 million days of service (2,988,742), 

an average of 31,133 service days per project.  Divided into sites’ total expenditures, the average cost 

of a day of service was $6.76.  Like cost per enrolled student, the cost per day of service excludes 

administrative and support costs borne by TASC, other program partners, and the grantee organizations 

themselves and also excludes BOE costs for facilities, equipment, and administration. 

 

 When we use days of service to compute project costs, the relationship between grade level and 

cost is the opposite of the cost calculation based on enrollment.  Projects at middle and high schools 

experienced the highest cost per day of service ($8.56).  The cost per day of service for projects at 

elementary and elementary/middle schools averaged almost 25 percent lower; for projects at 

nontraditional grade schools, the cost was 35 percent lower.   
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Year 3 Costs per Day of Service 
 

 Project Category 
Total Amount 

Budgeted 
Number of Days of 

Service 
Expenditure Per Day of 

Service 
All Projects 

Cohorts 1 and 2 $20,215,265.73 2,988,745 $6.76 
By Grade Level 

Elementary $13,581,630.74 2,058,337 $6.60 
Elementary/Middle $2,353,300.86 349,325 $6.74 
Middle $2,477,888.42 296,173 $8.37 
High $677,901.64 79,171 $8.56 
Non-Traditional $1,124,544.07 205,740 $5.47 

 

 

Training and Technical Assistance 

 

 Types of training and technical assistance.  TASC’s Year 3 training agenda began by 

identifying the primary audiences (e.g., new coordinators, returning coordinators, new line staff, 

returning line staff) and their needs.  TASC then designed training opportunities for each staff type, 

with a special focus on new coordinators and new line staff.  Training efforts included the following: 

 
 Delivery of nearly 200 centralized training events 

 Piloting of a site-based training program with two providers, Bank Street College and 
Partnership for After-School Education (PASE) 

 Piloting of site-based training at 143 sites, each of which received $2,000 in BOE funds 
to use for training and was allowed to shop from a catalogue of services offered by 10 
training providers 

 Expansion of TASC’s pilot programs and special initiatives to enhance the quality of 
after-school services and content, including the Legal Education Program, Visual Arts 
Program, Project-Based Learning,  and the Homework Help program  

 Infusion of the promising practices work conducted by TASC and PSA into TASC-
sponsored training 

 Publication of a bulletin of training opportunities each semester, including course titles, 
descriptions, training providers, dates, and registration forms 

 Creation of two management courses for site coordinators:  (1) a four-day Directors’ 
Retreat, delivered by the National Institute on Out-of-School Time, which offered 
practical and effective strategies for leadership, supervision, and evaluation; and (2) a 
five-day course by the Columbia University School of Non-Profit Management, which 
used case studies, simulations, and small group exercises to help participants improve 
their understanding of strategic management, leadership, accounting/budgeting, 
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communications, performance management, personal styles, negotiations, change 
management, and public relations 

 

Site coordinators’ satisfaction with training.  Site coordinators’ opinions of the training 

opportunities provided to them have improved over the three years of the evaluation.  In Year 3, many 

site coordinators (70 percent) said the efforts are “a good start,” and 24 percent said “they serve my 

purposes completely.”  Only 6 percent responded less favorably.   

 

 
Change Over Time in Site Coordinators’ Reaction to Training and Technical Assistance 

 
Percent Responding to Each Statement 

Appropriateness of Training and TA Year 1 Year 2 Year 3 
They serve my purposes completely 9% 18% 26% 
They are a good start 64% 68% 68% 
They do not provide sufficient information or guidance 20% 7% 3% 
They generally do not serve my purposes 7% 6% 3% 
N 45 95 93 

 

 

Specifically, site coordinators said that the match between their needs and the training and 

technical assistance had improved.  A quarter of the site coordinators (26 percent) reported that training 

and technical assistance matched their purposes completely, up from only 9 percent the first year of the 

TASC initiative.  Similarly, the proportion who said that training and technical assistance did not serve 

their purposes dropped from 7 percent to 3 percent. 

 

An important indicator of the relevance and quality of the training and technical assistance is 

site coordinators’ use of new information and guidance.  Site coordinators generally reported using 

what they had learned more in Year 3 than in previous years.  Almost two-thirds (61 percent) said they 

had implemented ideas and strategies from training and technical assistance and that these methods had 

improved their projects, continuing a steady increase of about 20 percentage points each year.  This 

trend may reflect both an increase in the relevance and quality of training and technical assistance and 

also the passage of enough time for projects to initiate and assess major changes. 
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Implementation and Use of Training and Technical Assistance 
 

Percent Responding to Each Statement 
Extent of implementation of Training and TA Year 1 Year 2 Year 3 
We have implemented the ideas presented and they 
have improved the project 21% 44% 61% 

We are in the process of implementing 61% 40% 29% 
We will try to implement them 11% 8% 9% 
We tried to implement them 7% 2% 0% 
We are unlikely to implement any of them 0% 6% 1% 
N 44 90 92 

 

 

Project staff’s satisfaction with training.  Two-thirds of project staff (67 percent) reported 

participating in training or technical assistance activities slightly more than the previous year but 

slightly less than in Year 1.  Nearly all staff who participated in training (94 percent) were paid to do 

so. 

 

Far fewer staff said the training they received served their purposes completely, compared with 

the previous year (6 percent vs. 32 percent).  The remainder (94 percent), however, said the training 

was a good start a large increase over Year 2, when only about half the staff reported such 

satisfaction.   

 

Staff continued to implement the ideas presented in training with the same frequency as in the 

previous year.  More than half (56 percent) said they had implemented the ideas and their project had 

improved; another quarter (28 percent) were in the process of implementing training. 

 

When asked to identify obstacles to implementing strategies learned during training, almost a 

third of staff said they needed more training, materials, or space.  Others said they did not have enough 

staff to implement the strategies or the ideas presented were not useful to their site.   

 

 Use of technical assistance providers.  Projects’ needs may be addressed best when sites use 

several technical assistance providers, allowing each one to meet a specific need.  In Year 3, the 

increase in site coordinator satisfaction with technical assistance corresponded with an increase in the 

number of sources used for guidance or training.  Most site coordinators identified three or four 

sources, while a small proportion (9 percent) used as many as five providers.  This represented a 

substantial increase in the number of providers used the previous year. 

 

 The types of organizations used to assist projects did not change much between Years 2 and 3, 

however.  Site coordinators continued to identify TASC, PASE, and their sponsoring organizations as 
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primary sources of training and technical assistance.  One change was that many more site coordinators 

also identified themselves as a source of training and technical assistance in Year 3 (77 percent, 

compared with 9 percent the previous year).  That finding suggests that TASC’s effort to stimulate 

broader improvement is on track.  

 

 

 

 

Training topics most useful to projects.  At more than half of the sites, classroom management, 

youth development, academic enrichment or literacy development, and athletic instruction emerged as 

the most useful training topics for staff, as reported by site coordinators.  Site coordinators identified 

similar topics as useful training for themselves; more than half selected staff supervision, youth 

development, program design, academic enrichment or literacy development, and program management 

as most useful.   
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Training Topics Most Useful for Project Staff and Site Coordinators,  
According to Site Coordinators 

 

Topic 
Project Staff 

(N=93) Site Coordinators (N=92)
Staff supervision NA 67% 
Classroom management 87% 27% 
Youth development 72% 62% 
Program design NA 54 % 
Academic enrichment/literacy development 71% 54% 
Program management NA 52% 
Athletic instruction 53% 24% 
Working with diverse populations 40% NA 
Fine and performing arts 37% 24% 
Health education 28% 26% 
Other 6% 8% 

 

 

Promising practice reports.  Another source of technical assistance available to after-school 

projects is TASC’s collection of promising practices reports.  These short papers provide detailed, user-

friendly information to help projects adapt useful strategies developed by their peers.  Topics include 

collaborating with principals, program design and content, identifying staff needs, and other issues 

relevant to sites.  TASC generates these products in two ways:  through The Citigroup Success Fund for 

Promising Practices in After-School Programs, which helps site coordinators or project staff document 

their own practices, and the Resource Briefs and Tool Kits developed by PSA, which are written by 

evaluation staff based on interviews with project leaders and staff.  Both products are disseminated to 

all TASC projects.  

 

Most site coordinators (85 percent) recalled receiving products from the Citigroup Success 

Fund for Promising Practices in After-School Programs in Year 3.  A smaller proportion (61 percent) 

recalled receiving the Resource Briefs and Tool Kits.  

 

Promising practices documents appear to be an effective, though informal, way to provide 

guidance to TASC sites.  Two-thirds of site coordinators said they applied ideas and information from 

the documents to their projects.  Site coordinators also suggested topics they would like to see 

addressed by future promising practices reports, including program design and content, program 

administration and management, collaboration with parents or community members, professional 

development of staff, and collaboration with the regular school day.  
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Selecting and Using Appropriate Curricula, Activities, and Services 
 

 The evaluation produced information on projects’ areas of focus and instructional strategies and 

on specific opportunities for:  academic and cognitive development; artistic development; social 

development and support services; the development of health, well-being, and life skills; sports and 

recreation; civic engagement and community service; and career education.   

The Role of TASC Program Managers 
 

TASC’s program managers are the primary liaisons connecting TASC, its grantees, the project sites, and BOE 
(i.e., principals, district offices, superintendents, and the central Board office). Through on-going site visits 
and discussions with grantee and school administrators, TASC program managers are expected to: 
 

 Build collaboration between key after-school stakeholders, especially site coordinators, principals, 
teachers, and parents, to support the institutionalization of after-school programs 

 
 Assist grantee organizations and site coordinators in the development of needs assessments within their 

school communities and monitor the implementation of strategies to address those needs 
 

 Assist in the development of age- and site-appropriate curricula 
 

 Enforce TASC policies to ensure compliance with grant agreements and regulations mandated by after-
school partners and other funding sources 

 
 Oversee fiscal management of programs, including analysis and approval of budgets, quarterly expense 

reports, and approval and issuance of grant payments to programs 
 

 Facilitate resource and service allocation between schools and their district offices and grantee 
organizations (e.g., negotiate the proper allocation of BOE funds, coordinate access to snack, security and 
fingerprinting) 

 
 Develop fiscal strategies with TASC grantees 

 
 Assess and evaluate program quality 

 
 Write annual program appraisals to executive directors of grantee organizations 

 
By working with several projects at once, TASC program managers are expected to develop networks among 
site coordinators and other agency staff who are addressing similar issues at the site level.  Program managers 
are also expected to develop a broad knowledge base about after-school programs, helping TASC to better 
understand site-based experiences and providing qualitative and anecdotal data to shape TASC policies. 
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Focus Areas and Instructional Strategies  

 

 Major areas of focus.  The main goal of TASC after-school projects, for both principals and 

site coordinators, continued to be the provision of academic enrichment to students.  For principals, the 

second most important objective was to provide sports and recreation, while for site coordinators it was 

to enhance students’ social or civic development.  Parents’ main objectives for the program, at least 

according to site coordinators, was to help students complete their homework and to provide academic 

enrichment. 

 

 Project’s actual areas of focus generally reflected their goals.  Although more site coordinators 

emphasized physical fitness/recreation and civic engagement/community service as primary focus areas, 

and career exploration as a secondary focus, than in the previous year, those activities’ prominence 

relative to other activities did not change.  Overall, projects continued to focus on academics, the arts, 

and sports and recreation. 

 Site coordinators identified the following primary focus areas, in descending order of 

frequency: 

 
 Academic/cognitive/literacy development (91 percent) 

 Artistic development (75 percent) 

 Physical fitness/athletic development/recreation (68 percent) 

Highlights of Findings on Curricula, Activities, and Services 
 

 Academic enrichment continued to be a priority for principals and site coordinators, and after-school 
activities reflected this focus to a greater extent than in prior years. 

 
 Compared to Year 2, projects involved more students more frequently in extended projects and group 

efforts.  Observations in TASC projects suggest that these types of projects promoted active learning and 
positive interactions in contexts that students enjoyed. 

 
 Almost all of the evaluation’s categories of academic and cognitive development activity were offered 

with higher levels of intensity (i.e., frequency, extent of involvement of all students, duration through 
the year) in Year 3 than in Year 2.  The increased levels of intensity of the varied academic and 
cognitive activities suggest that projects had adopted broader activity menus and hence had created a 
greater likelihood that activities were being matched to students’ preferences and needs.   

 
 Among artistic development activities, visual arts and crafts and dance/movement were offered at the 

highest intensity, and the intensity of both types of activities increased over comparable levels in Year 2. 
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 Cultural awareness and exploration (23 percent) 

 Health/well-being/life skills (11 percent) 

 Civic engagement/community service (8 percent) 

 Career exploration/development (3 percent) 

 Other (3 percent) 

 

 Based on coordinators’ responses about what activities their projects offered, the frequency and 

duration of the activity, and the proportion of students participating in it, we ranked sites into one of 

four categories for each activity:  high, moderate, low, and no intensity.  For both 2000-01 and the 

previous year, activities emphasizing cognitive/academic development and arts development were 

offered at high levels of intensity, while career exploration and community service were offered at the 

lowest intensity.  In general, projects in Year 3 increased the intensity of activities already offered at 

higher intensity levels and decreased the intensity of activities already offered at generally lower 

intensity levels. 

 

 

The intensity at which activities were offered varied according to the grade levels of students 

served.  Cognitive and academic activities were offered with the greatest intensity at all levels except 

high schools; even there, however, they were among the highest intensity activities.  Arts development 

activities were emphasized by projects serving elementary schools and schools with non-traditional 

Average Intensity of Activities Offered in Seven Content Areas

1.31

1.83

2.04

2.49

2.51

2.63

2.74

1.29

1.82

1.85

2.41

2.60

2.72

2.82

1 2 3 4

Career exploration

Community service

Health/ life-skills

Fitness/ sports/
recreation

Social/ cultural
awareness

Arts development

Cognitive/ academic

Average intensity level

Year 3 (N=90)
Year 2 (N=104)



 59

grade structures, while social and cultural activities were emphasized at projects serving middle 

schools, combined elementary/middle schools, and high schools. 

 

The areas of focus given the least intensity at most projects were career exploration/job 

development (except at high school sites) and civic engagement/community service.  Health and life 

skills development was offered at low intensity by projects serving combined elementary/middle grades 

and schools with nontraditional structures; physical fitness and recreation were areas of low intensity 

for projects serving high schools.  

 

Curricula.  Most site coordinators did not use externally developed curricula to guide project 

activities.  Those who did report using curriculum packages (35 percent) identified the following 

curricula: 

 
 Putumayo “World Playground” Program 

 Resolving Conflicts Creatively program 

 Foundations, Inc. Literacy  

 American Museum of Natural History’s natural sciences curriculum 

 Passport to Success 

 After-school Literature Project (Kidzlit) 

 Madison Square Garden club 

 Science curriculum of the New York Botanical Gardens 

 

 Use of computers.  The evaluation found great variation in computer use across sites; about a 

quarter of projects used computers four or five days per week, while one-third of coordinators said 

their participants never had the opportunity to use computers.  Among projects with access to 

computers, the most frequent uses were to play educational games (86 percent) and write reports (77 

percent).  About half of the projects provided Internet access for research.  

 

 Instructional strategies that involved extended or group effort.  The evaluation examined three 

instructional strategies with special interest:  culminating performances, culminating written products, 

and group projects.  The in-depth study indicated that these strategies produced intellectually engaging, 

enjoyable activities that stimulated participants’ cognitive and social development.   
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Using information about the number of these activities completed during the year and the 

proportion of students involved in them, we developed and applied an intensity index for each 

instructional strategy.  Projects that involved all students in at least three group or extended projects per 

year were considered high 

intensity (level 4).  If all students 

completed fewer than three 

projects, or if only “most” 

students participated in the 

project, the project was 

considered moderate intensity 

(level 3).  Projects where only 

some students were involved 

were rated low in intensity (level 

2).  If the project did not use the 

instructional strategy at all, we 

placed it in level 1. 

 

Analyses using the index revealed that TASC projects employed extended or group-based 

learning strategies with greater intensity in Year 3 than in the previous year.  The greatest increase was 

in the use of culminating performances, the most commonly used of these strategies in both years.  

Almost all projects (98 percent) involved their students in a culminating performance, presentation, or 

event.  The majority (57 percent) did so at a moderate level of intensity, while almost a third did so at a 

high level. 

 

Many coordinators (66 percent) reported that students were organized in group projects for 

some part of the year.  Of those, most (28 percent) did so at moderate intensity, while somewhat 

smaller proportions did so at high and low intensity (19 percent each).  Group projects were 

implemented most by after-school projects at middle schools (85 percent), combined elementary/middle 

schools (73 percent), and elementary schools (65 percent).  Only 25 percent of projects at high schools 

used group projects. 

 

Culminating written products, such as newspapers or reports, were also popular; they were 

used at 70 percent of all projects.  However, few sites (13 percent) employed this instructional strategy 

at a high level of intensity, and most (34 percent) did so at a low level.  Projects in high schools and 

elementary schools were the most likely to use this strategy (75 percent and 73 percent, respectively). 
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 A related instructional method, while not included on our intensity index, was the use of themes 

to link activities across different program components.  Many site coordinators (70 percent) reported 

using themes, often throughout the year.  Slightly more than a third of those projects coordinated the 

themes with those used by the school. 

 

 

Opportunities for Academic and Cognitive Development  

 

Most site coordinators (90 to 100 percent) reported offering the following types of opportunities for 

students’ academic and cognitive development:  

 
 Homework help 

 Organized writing activities 

 Organized reading activities 

 Math games/activities 

 Word games/activities 

 Problem solving games/activities 

 

 Slightly fewer site coordinators (80 to 89 percent) also offered recreational reading and group 

instruction in specific academic subjects.  Many coordinators (70 to 79 percent) also offered tutoring. 

 

Intensity of academic and cognitive development activities.  The average intensity level of all 

of these activities was quite high, but the intensity level varied across activities.  Furthermore, of 12 

possible academic and cognitive activities listed on the survey, nearly all (except for study skills) were 

offered with higher levels of intensity in Year 3 compared with the previous year.  Word games, math 

games, and problem solving, in particular, were offered at substantially higher levels of intensity in 

Year 3.  Homework assistance had the highest intensity level (almost level 4), followed by recreational 

reading, organized reading, organized writing, group instruction, math games, problem-solving games, 

and word games.  Field trips to high school and college campuses had the lowest intensity.  

 

The change in proportion of projects offering each activity at high intensity levels also is 

revealing.  More than half the projects offered homework assistance, recreational reading, organized 

reading, and word games at the high intensity level (4.0) in Year 3; in the previous year, only 

homework assistance and recreational reading were offered at high intensity levels by that many 

projects.  Similarly, fewer projects offered study skills and group instruction at high intensity in Year 

3.  These trends reflect increased diversity in academic programming and possibly also increased 
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efforts to make academic activities appealing in an after-school context (through greater use of word 

games, math games, and problem solving, for example). 

 

 

Homework help.  Virtually every in-depth study site increased the amount of homework 

assistance it offered in Year 3.  Each project scheduled homework assistance at least four days a week, 

taking a break only on Fridays so students could participate in all-day art and sports clubs.  High school 

projects tended not to mandate participation in homework help, and one elementary school drafted 

homework contracts with parents to determine which children should be required to do homework 

during after-school hours.  Most elementary and middle school in-depth projects, however, required 

students to attend homework help each day that it was offered.    

 

Projects developed many strategies for providing homework help.  A project at a middle school 

implemented a one-on-one homework lab staffed by a certified teacher.  Students who fell behind in 

their homework were assigned to the lab and not allowed to participate in field trips until they caught 

up.  Another middle school project required students to apply for after-school courses that conflicted 

with their scheduled homework time; before gaining permission to take an offered course, students had 
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to prove they could complete their homework at an alternate time.  And an elementary school project 

expanded homework help for its fifth-grade students, because they were assigned much more 

homework than their younger schoolmates.   

 

In the judgment of site visitors, homework help was most effective in projects where good 

communication occurred between classroom teachers and after-school staff.   

 

 Academic enrichment.  Projects in the in-depth study sample provided more academic 

enrichment opportunities in Year 3 than in the previous year.  For example: 

 
 In its third year of operation, a project at an elementary school moved from offering 

academic enrichment activities for specific students to requiring participation by all 
students.  Three days a week, kindergartners through second-graders participated in 
Foundations, a theme- and arts-based reading enrichment program.  Third- through 
fifth-graders participated in After-School Literature (ASL), which aims to develop 
students’ reading comprehension, critical thinking, and social skills.  All students 
attended academic enrichment for 30-minute sessions, followed by 20 minutes of 
homework help.  On days when Foundations or ASL were not offered, students 
participated in homework help for 50 minutes.  

 
 An elementary school project used ASL and Passport to Success, a literacy-based 

exploration of culture, history, and geography, to provide academic enrichment. 
 
 Some grantee organizations designed their own curricula and materials for the after-

school projects.  One such project, which serves kindergarten through fifth grade, 
emphasized hands-on science activities.  Twice a week, all after-school participants 
attended a one-hour class led by an education specialist.  On subsequent days, after-
school staff led a follow-up activity designed by the education specialist.  Sample topics 
included insects, plants, the rain forest, geology, and paleontology. 

 
 By student request, a high school project increased the number of tutoring sessions, 

paying teachers from the school day to tutor after-school students in math, science, 
history, English, and French.  Each topic was offered at least once a week and often 
twice. 

 
 All of the in-depth sites that serve high school students provided preparatory courses 

for the Regents and/or SAT exams.  Similarly, a combined elementary and middle 
school project required each student to take a course designed by the regular day school 
to prepare for citywide English Language Arts exams. 

 
 To increase the amount of time students read for pleasure, a project at an elementary 

school established Reading Buddies, which engaged older students in reading to 
younger ones.  Fifth-graders were teamed with kindergartners, and sixth-graders were 
paired with first-graders.  Reading specialists and principals said the project developed 
students’ sense of responsibility and confidence in their own reading ability. 
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 Variation in academic/cognitive activities by grade level.  Except for homework assistance, 

which was one of the activities offered at the highest level of intensity at all grade levels, most activities 

varied according to the grades served.  Projects at elementary schools offered organized reading at a 

high intensity; projects serving middle schools emphasized group instruction; and projects serving high 

schools emphasized tutoring.   

 

Similarly, field trips to high schools or college campuses were among the two lowest-intensity 

activities for all projects except those at high schools.  Study skills training was a low-intensity activity 

at all types of schools except high schools, and recreational and organized reading were low in intensity 

at high schools.   

 

 

Opportunities for Artistic Development 

 

 Year 3 projects gave students many opportunities to experience the arts and develop artistic 

skills, including:  

 
 Visual arts and crafts instruction/projects (reported by 100 percent of site coordinators) 

 Dance/movement instruction/activities (97 percent)  

 Creative writing (86 percent)  

 Drama/theater instruction/activities (80 percent)  

 Field trips to performances and exhibits (85 percent)  

 Music instruction/activities (67 percent)  

 Opportunities to meet professional artists and performers other than program staff (74 
percent)  

 

 On average, projects offered artistic development activities with moderate intensity.  The 

activities offered at the highest intensity were visual arts and crafts and dance/movement, just as in 

Year 2.  The intensity of trips to performances increased by one level on our index from the previous 

year.  At the lowest intensity level were opportunities to meet with artists and music instruction.  

 

Responses from site coordinators indicate that arts activities varied little by grade level.  Two 

activities, dance/movement and visual arts and crafts, were offered at the highest intensity by all 

projects except those in high schools, where creative writing replaced visual arts and crafts.  Musical 

instruction and opportunities to meet professional artists were offered at the lowest intensity level by 
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projects at all grade levels, and so were trips to performances at projects in combined 

elementary/middle schools and schools with non-traditional grade structures.   

 

 

 

Opportunities for Social Development and Support Services  

 

 Opportunities for social development.  Social science research shows that young people build 

their social skills and resilience from experiences that allow them to make positive decisions and 

choices, teach or learn from peers, form new friendships, interact with caring adults, and assume 

leadership.  In Year 3, at least half of TASC site coordinators reported providing the following 

opportunities for students to develop social and cultural awareness and knowledge: 

 
 Organized social events (95 percent of site coordinators)  

 Unstructured time for socializing (85 percent)  

 Field trips to cultural/ethnic centers, events, exhibits, and performances (76 percent)  

 Activities to learn about/explore different cultures/languages (75 percent) 

 

The average intensity level of social development activities was low to moderate (less than level 

3 on our index), although it improved by a fraction from Year 2 to Year 3.  In both 2000-01 and the 
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previous year, the highest-intensity activity at all grade levels was unstructured time for socializing; the 

lowest-intensity activity at all grade levels was field trips to centers and exhibits.   

 

Provision of 

support services.  TASC 

after-school projects 

help participants and 

their families gain 

access to support 

services from other 

agencies and 

organizations.  Many 

site coordinators (77 

percent) reported 

referring a student to services or information during the month before the survey, and a notable 

proportion (21 percent) had referred more than five students or parents.  Several in-depth study sites 

had formal referral systems, which typically relied on the grantee organization as the family’s starting 

point for assistance.  TASC grantees have a long-standing history of meeting community needs, and 

they continue to provide myriad services (e.g., parenting courses, family counseling, employment 

assistance, pediatric and dental care) for families identified through the after-school projects.   

 

 

Opportunities to Develop Health, Well-Being, and Life Skills 

 

 Activities that 

promote health, well-

being, and life skills 

include efforts to help 

students resolve conflicts 

peacefully and develop 

leadership ability.  

Although these activities 

rarely were the primary 

focus of Year 3 projects 

(only 11 percent), they 

were a secondary focus 

for nearly half the sites 

(46 percent).  Site coordinators reported offering the following activities: 
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 Peer discussion of topics important to youth (80 percent of site coordinators) 

 Conflict resolution training (65 percent) 

 Health education (39 percent) 

 Instruction in life skills (17 percent) 

 

Projects generally offered these activities at a low level of intensity.  Although sites that offered 

them did so year-round, the activities usually were available less than once per week and only for a 

limited number of students.  In both Years 2 and 3, peer discussion activities were usually offered at 

the highest level of intensity and life-skills classes at the lowest.  The intensity level of health education 

and life-skills activities dropped between Years 2 and 3.  

 

When we examined the proportion of projects offering each activity, we found that conflict 

resolution activities were offered at a high level of intensity by the largest proportion of projects (19 

percent), replacing peer discussion from the previous year.   

 

As in other content areas, the intensity at which projects offered these activities varied 

according to the grade level of students served.  The variation was greatest regarding peer discussion 

activities, which were offered at the highest intensity by projects serving middle school students and at 

the lowest intensity by projects serving elementary schools.   

 

 

Opportunities to Play Sports and Engage in Recreation 

 

Most projects offered some form of recreation and sports activities, including the following: 

 
 Organized team sports instruction/activities (reported by 87 percent of site coordinators) 

 Free time for physical play and pick-up sports (84 percent)  

 Fitness classes/activities (48 percent)  

 Organized individual sports instruction/activities (47 percent) 

 Martial arts instruction (47 percent)  

 

 Overall, the average intensity level of activities in this content area was moderate (level 2).  

Organized team sports and free time for physical play were offered at the highest level of intensity in 

both Years 2 and 3.  Martial arts and organized individual sports were offered at the lowest levels of 

intensity. 
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 Nearly half of the projects offered free time for physical play and organized team sports at a 

high level of intensity (54 percent and 45 percent, respectively); these proportions were identical in 

both Years 2 and 3, and the finding was the same at all grade levels.  Substantially fewer projects 

offered other activities at high intensity, however.  The proportion of projects offering high-intensity 

organized individual sports shrank slightly in Year 3 (from 23 percent to 19 percent), while the 

proportion offering high-intensity fitness classes increased (from 13 percent to 18 percent). 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Opportunities for Civic Engagement and Community Service  

 

 Many projects offered activities in which students learned to relate to the world outside their 

school and families.  Most site coordinators (90 percent) said they offered service projects within the 

school, and many (70 percent) also led students in discussion of current events.  The proportion of 

projects offering service projects in the community, however, dropped markedly in Year 3 (from 83 

percent to 45 percent), as did the proportion of projects offering opportunities to engage in mock 

government/election activities or simulation games. 
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Projects offered most of these activities at low levels of intensity (an average of level 1).  The 

highest-intensity activities at all grade levels were service projects in the school a change from the 

previous year, when service projects in the community held that spot.  Discussion of current events also 

was among the two highest-intensity activities at all school levels except in high schools, where it was 

replaced by service projects in the community. 

 

Very few projects (2 percent) offered service projects in the community at high intensity, and 

no project offered either mock government or simulation games at high intensity in any grade level.  In 

fact, simulation games were offered at the lowest intensity in both Years 2 and 3.  

 

 

Opportunities to Learn about Careers 

 

 Career exploration and development were a low priority for site coordinators in Year 3, as 

indicated by their responses about areas of focus, and that finding was reflected in the relatively few 

career-oriented activities offered to students overall.  Fewer than half (43 percent) of all surveyed site 

coordinators said their project offered career exploration activities, such as field trips to local 

businesses as part of career exploration (23 percent), job shadowing (20 percent), internships or 

apprenticeships (19 percent), and orientation to job search skills and employability (16 percent).   
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When we confined our analysis to projects based in high schools, however, the availability of 

career-related activities was much higher.  For four projects serving students in grades 9-12, the 

availability was as follows: 

 
 Career exploration activities (75 percent) 

 Orientation to job search and basic job skills (75 percent) 

 Internships and apprenticeships (75 percent) 

 Job shadowing opportunities (75 percent) 

 Field trips to local businesses (50 percent) 

 

Further, although the average intensity level for career-learning activities was low for all sites 

(level 1), it was higher at high school sites (level 2).  The highest-intensity career activity at high school 

projects was internships/apprenticeships, both in Years 2 and 3.  This activity was offered to a limited 

group of students, but they participated at least four days per week for the entire school year.  The 

lowest-intensity career activities were trips to businesses and other places of employment and activities 

that improved students’ job search skills and employability.  
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Time Spent in Various After-School Activities 
 
To illustrate the amount of time students spent in the various after-school activities, we reviewed the scheduled 
activities from 10 in-depth study sites and computed the average number of minutes per week that students spent 
in various activities. 
 
Across all grade-levels, we found the following: 
 

 The greatest amount of after-school time was spent in three program activities:  homework (173 minutes per 
week or 20 percent of program time), art (158 minutes per week or 18 percent), and recreation and sports 
(114 minutes per week or 13 percent).  
 

 Ten percent of program time (90 minutes) was attributed to club or other activities, which included board 
games (e.g., chess) and community service, as well as sports and arts activities that participants selected on 
club days.  
 

 Programs spent a substantial amount of time each week on transitional activities.  They spent 97 minutes per 
week providing snacks to students (11 percent of program time), usually the first activity after the regular 
school day, and 112 minutes on transitions between activities and end of day dismissal (13 percent of program 
time). 

 
Looking at individual grade groups, we found: 
 

 The three activities on which elementary grade students spent the most time were homework/tutoring, 
dismissal/transition, and art (20 percent, 16 percent, and 15 percent of program time, respectively).  

 
 The three activities on which middle grade students spent the most time were art, homework/tutoring, and 

recreation/sports (30 percent, 21 percent, and 18 percent, respectively). 
 

 The activities on which high school students spent the most time were homework/tutoring, art, academic 
enrichment, and club/other (21 percent, 20 percent, 16 percent, and 16 percent, respectively). 
 

 Elementary students spent a larger proportion of time on the snack, transition, and dismissal activities than did 
middle grade or high school students.  Elementary students spent 260 minutes (29 percent of program time) 
on these activities, while middle school students spent an average of 87 minutes (11 percent of program time) 
and high school students 100 minutes (14 percent).   
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3.  Project Results for Schools and Students 
 

 

 

he TASC evaluation measures results through the lens of several types of changes, including 

changes in participating schools, participating students, and parents.  Our primary source for 

analyzing school change is survey responses from school principals.  To assess student changes, we use 

students’ responses to surveys that employ well-established attitudinal scales.  We also use measures of 

change in students’ educational performance (especially academic achievement and school attendance), 

although Year 3 data on these measures are not available for presentation in this report.  (For a 

comprehensive review of Year 2 data on student-level changes, see White, Reisner, Welsh, & Russell, 

2001).  We did not conduct a parent survey in Year 3; final data on parent-level results are presented in 

the evaluation’s Year 2 report on program implementation (Reisner, White, Birmingham, & Welsh, 

2001). 

 

 This chapter presents findings on reactions and changes in the schools hosting TASC projects 

and changes in certain student competencies.  The chapter also summarizes overall results for schools 

and students.   

 

 

Reactions and Changes in the Schools Hosting TASC Projects 
 

 

 More than half of the responding principals whose schools host TASC projects cited the 

following strengths of the after-school program:  choice and diversity of activities (84 percent), 

qualifications and leadership of the site coordinator (72 percent), connections to the community (69 

T

Highlights of Findings on Changes in Schools Hosting TASC Projects 
 

 In Year 3, principals reported generally positive reactions to their schools’ TASC projects, citing the 
choice and diversity of activities, the qualifications and leadership of the site coordinators, and projects’ 
connections to the community and to parents as particular strengths.  Most principals said that the projects 
enabled students to participate in activities not available during the regular school day.  Most also said that 
the project enhanced the overall effectiveness of the school as well as students’ motivation to learn and 
student attendance.  Principals in Year 3 were more likely than before to report that the TASC project 
made parents feel the school was a safe place for their children. 

 
 Most principals said that the benefits of having the TASC after-school project outweighed the costs. 

 
 More principals in Year 3 than in Year 2 said that the quality of homework assistance needed 

improvement. 
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percent), and connections with parents (66 percent).  These responses are comparable to those given in 

Year 2.    

 

 When asked to estimate the TASC program’s impact on their schools, most principals (90 

percent) said it enabled students to participate in activities not available during the regular school day, 

and many (54 percent) said it enabled teachers from the school to work with students outside the 

classroom.  More than three-quarters also said their schools benefited in the following ways, in 

descending order of frequency:  

 
 Enhancement of the overall effectiveness of the school (93 percent) 

 Enhancement of students’ motivation to learn (82 percent) 

 Improvement in student attendance (81 percent) 

 Enhancement of students’ attitudes toward school (78 percent) 

 Improvement in students’ safety (76 percent) 

 

 Although most principals’ survey responses were comparable to previous years, principals were 

more likely in Year 3 to report that the after-school project made parents feel the school was a safe 

place for their children (75 percent, compared to 57 percent in Year 2) and that it gave students 

additional opportunities to develop literacy skills (73 percent, compared to 49 percent).   

 

 Half or more of the principals continued to cite the sharing of classrooms and other school 

facilities as a drawback to hosting the program.  Most (90 percent) also noted at least one aspect of the 

project that needed attention.  The proportion of principals who believed that the quality of homework 

help needed improvement increased significantly from Year 2 to Year 3 (43 percent in Year 2, 

compared to 60 percent in Year 3).  More principals also flagged the project’s coordination and 

integration with the school curriculum (60 percent in Year 3, compared with 51 percent in Year 2) and 

the number of staff (40 percent, compared with 28 percent).  A third or more of principals also said the 

following areas need attention, in descending order of frequency: qualifications of program staff, 

coordination with the school, and quality of academic enrichment activities.    

 

 Despite these concerns, many principals said the benefits of having a TASC after-school project 

outweigh the costs “very much” (71 percent) or “somewhat” (22 percent).  That represents a very 

slight increase in support from previous years.  However, among the 15 principals who completed 

surveys in all three years of the evaluation, the proportion that said the benefits “very much” outweigh 

the costs diminished (from 67 percent to 47 percent).  
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Highlights of Findings about Changes in Student Competencies 
 

 Compared to responses in previous years, more elementary grade participants in Year 3 believed that the 
TASC program provided them with academic benefits. 

 
 Students generally reported strong connections to their after-school project.  Most reported positive social 

interactions with peers and described the project as a place where people work together.  However, 
students expressed somewhat less satisfaction with their after-school project than in the past, when asked 
how much they liked the program overall. 

 
 High school participants perceived a stronger sense of community within the TASC projects and were 

more trusting of after-school staff than participants at other grade levels. 
 
 Many students said that the TASC program had given them new experiences and helped them develop life 

skills.  In questions addressed just to middle school students, many said that the TASC project had helped 
them master a performance skill, such as playing a musical instrument, singing, or speaking in front of a 
group.  Many middle school students also said that the program had afforded them opportunities to 
contribute to the design or operation of the program itself. 

 

Change in Certain Student Competencies and Reactions 
 

 For children to succeed in school and in life, they must develop the social and emotional 

resources that will equip them to meet many challenges.  High-quality after-school projects help 

participants develop social and emotional skills by enabling them to interact with peers, build conflict 

resolution skills, choose the activities in which they participate, and enjoy supportive relationships with 

peers and adults. 

 

Using data collected from interviews, focus groups, and observations during visits to TASC 

projects, in addition to survey data, the evaluation is measuring the degree to which TASC projects 

engage students in learning, foster positive social interactions, build a sense of community and 

satisfaction, develop positive relationships between children and adults, expose students to new 

experiences, and give youth opportunities to grow.  Revisions to the student survey used in Year 3 

added several new scales that were administered to middle-grades students.  These data are enhancing 

our understanding of TASC services to this crucial age group. 

 

 

 

Engaging Students in Learning 

 

 TASC after-school projects continued to reach out to students by appealing to their intellectual 

curiosity and their desire for autonomy and self-control.  Students credited the after-school program 
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with changing their academic self-esteem, academic skills, and perceptions of the importance of school, 

as follows. 

 

 Academic self-esteem.  The evaluation created an academic self-esteem scale to measure 

students’ feelings of success in school.  The scale combined students’ responses to several survey items, 

including: 

 
 I think I am a good student 

 I am not a very good student 

 I am doing a good job in school 

 I don’t do very well in school 

 

Overall, most TASC participants (94 percent) reported feeling successful in school, a 

proportion comparable to Year 2.  Students who said they do well in school reported behaviors and 

traits that differed from reported behaviors and traits of other after-school participants.  For example: 

 
 They attended the after-school program more regularly than other participants.  

Two-thirds (66 percent of those who felt successful in school) said they attended five 
days a week, compared with fewer students who said they do not think they are doing 
well in school (41 percent). 

 They engaged in less risky behavior.  Those behaviors included getting into physical 
fights, being arrested, and drinking alcohol.   

 They participated in arts activities.  Many students (71 percent) who think they do 
well in school engaged in after-school arts activities “often” or “sometimes” (compared 
to 62 percent of other participants). 

 They recognized benefits of participating in the after-school program.  Many (75 
percent) said the program helped them feel more like a part of their school (compared 
to 66 percent of other participants).   

 They were academically motivated.  Many elementary and middle school students (77 
percent) and high school students (86 percent) said they planned to get more education 
after high school (compared to 60 percent and 44 percent of students who said they are 
not doing well in school, respectively).  

 They enjoyed the after-school program.  Almost half (47 percent) agreed with the 
statement, “I really like the program — it’s great” (compared to 30 percent of other 
participants). 

 

 Other academic benefits.  The evaluation created two scales to measure the academic benefits 

that students believe they gain from the TASC program.  One scale applied to elementary students 
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(grades 4-5), and one to middle and high school students (grades 6-12).  For elementary students, the 

scale combined responses to the following survey items: 

 
 The after-school program has helped me learn to speak and understand English better. 

 The after-school program has helped me read and understand more. 

 The after-school program has helped me feel more comfortable solving math problems. 

 The after-school program has helped me finish my homework. 

 

 The scale for middle and high school students included those items, plus the following: 

 
 The after-school program has helped me feel more comfortable writing papers. 

 The after-school program has helped me feel more confident about my school work. 

 The after-school program has helped me to use computers to do homework or other 
activities. 

 

 Analysis of data using the scales revealed that more elementary students (85 percent) believe 

they received academic benefits from their TASC participation in Year 3 than in the previous year (73 

percent).  However, fewer of the older students (65 percent, on average) reported such benefits 

compared with Year 2 (66 percent of middle-grades students and 75 percent of high school students).  

In addition, more elementary students than middle and high school students recognized academic 

benefits. 

 

Middle and high school students who recognize academic benefits of the TASC program 

continued to have higher attendance rates than other students (55 percent said they attended five days 

per week, compared to 38 percent of other students). 

 

We did not find any relationship between scores on the academic self-esteem scale and scores 

on the TASC academic benefit scale.   

 

Importance of school to middle-grades students.  In Year 3, we created a new scale to assess 

the importance of school for middle-grades students (grades 6-8).  It combined responses on the 

following survey items: 

 
 Doing well in school is important to me.  

 The things I am learning in school will be important later in life. 
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 I need to finish school to get a job. 

 The things I am learning in school will be useful in a job or career. 

 

 Most middle-grades students (97 percent) agreed with these statements about the importance of 

school.  Students’ perceptions were associated with the following factors: 

 
 Type of school attended.  Fewer students at middle schools (95 percent) responded 

positively, compared with middle-grades students at elementary, combined 
elementary/middle, or non-traditional schools (100 percent each).   

 Student’s attendance rate.  More students who said school was important to them 
attended the TASC program five days a week (60 percent), compared with students 
who did not view school as important (53 percent). 

 

 We did not find a relationship between academic self-esteem and the importance of school for 

middle school students. 

 

 

Fostering Positive Social Interactions 

 

 The TASC program continued to encourage a sense of belonging and peer support among 

participants in Year 3, factors that are crucial to students’ happiness and success in life.  Projects did 

this by providing opportunities for students to socialize in a relaxed setting and by actively teaching 

students how to relate to each other, either on an informal basis or by using established curricula.   

 

One such curriculum is the Resolving Conflicts Creatively Program (RCCP), developed by 

Educators for Social Responsibility in 1985.  RCCP’s goal is to model and teach the social and 

emotional skills young people need to reduce violence and prejudice, form caring relationships, and 

build healthy lives.  Two TASC sites in the in-depth study taught the RCCP curriculum to all after-

school participants for one or two hours a week.  Evaluation staff who visited the sites observed 

mediation efforts and opportunities for students to practice positive conflict resolutions.  

 

 The evaluation measured the quality of students’ relationships with peers by asking survey 

questions about how students relate to others.  These items were combined into an elementary-grade 

social interactions scale, which we used in Years 2 and 3.  The scale combines responses to the 

following survey items: 

 
 At the after-school program, I have a lot of friends. 

 At the after-school program, I get to know other kids really well. 
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Student Poem Reflects Sense of Belonging 
 
A third-grade student at a TASC project that has 
adopted a conflict resolution curriculum wrote the 
following poem to describe himself: 
 

Who I am 
 

I am a boy that is kind to this world. 
I am a boy who knows the earth world. 
I am a boy that likes my teacher and my counselor. 
I am a boy that plays around my house. 
I am a boy that’s important to my family. 
I am a boy that is good to my family. 
I am a boy who likes my family. 
I am Franklin. 

 At the after-school program, I can really trust the other kids. 

 At the after-school program, I like the other kids. 

 At the after-school program, I have a good time playing with other kids. 

 

 In both years, scores revealed that most students (about 88 percent) have positive social 

interactions with peers at TASC after-school projects.  Scores did not vary significantly by school type 

or program attendance in Year 3.  However, more students who had positive social interactions also 

had high academic self-esteem (96 percent, compared with 91 percent of students who reported poor 

social interactions). 

 

 

Building a Sense of Community  

 

To assess whether students view TASC projects as communities to which they belong, the 

evaluation combined survey responses into four measures:  the program connection scale, the 

elementary-grade TASC community scale, the middle and high school TASC community scale, and an 

overall satisfaction scale.  Each scale, calculated in Years 2 and 3 of the evaluation, measures both 

students’ views of the program and the degree to which their opinions have changed over time. 

 

Program connections.  The program 

connection scale uses the following survey 

items to measure students’ sense of belonging 

in the TASC program: 

 
 This is a comfortable place to 

hang out. 

 I feel like I belong here. 

 I feel like I matter here. 

 I feel like I am successful 
here. 

 I feel like my ideas count 
here. 

 

Students generally reported a strong connection to their after-school project.  In both years that 

we used the scale, about 77 percent of students agreed with the statements listed above.  Although 

scores did not appear to be affected by program attendance, they did vary by level of schooling.  

Slightly fewer high school students (72 percent) felt connected to their project, compared with students 
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at middle schools (84 percent), combined elementary/middle schools (81 percent), and elementary or 

nontraditional schools (75 percent each).  Scores also varied according to students’ perceptions of 

academic self-esteem:  Most participants who felt a close connection to their after-school project also 

felt academically successful. 

 

Elementary-grade TASC community.  This scale measures elementary students’ feelings that 

their TASC project is a community in which people work together.  It combines fourth- and fifth-

graders responses to the following survey items: 

 
 People care about each other in this program. 

 Students in this program don’t seem to like each other very well. 

 Students in this program work together to solve problems. 

 Some other student will try to help me when I am having a problem. 

 At the after-school program, teachers and students treat each other with respect. 

 At the after-school program, students care about each other. 

 

 Elementary-grade participants consistently indicate that their project is a community in which 

people work together, although the proportion of students who expressed that opinion shrank slightly 

between Years 2 and 3 (from 75 percent to 72 percent).  Scores were not related to program attendance 

or academic self-esteem.  

 

Middle and high school TASC community.  This scale measures the perception of middle and 

high school students (grades 6-12) that their TASC project is a community in which people work 

together.  It combines responses to the survey items in the elementary-grade scale, plus the following: 

 
 Students in this program just look out for themselves. 

 Students in this program are willing to go out of their way to help someone. 

 The students in this program don’t really care about each other. 

 Students at this school don’t get along together very well. 

 Students in this program are mean to each other. 

 

 The proportion of students who viewed their project as a supportive community remained 

relatively high in Year 3 (72 percent).  High school participants continued to experience a stronger 

sense of community than middle-school students (85 percent vs. 68 percent).  Further, students at 

schools serving nontraditional grade structures felt a weaker sense of community than did other students 

of the same age; just over half (55 percent) of these students scored high on the school community 
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scale.  We found no relationship between scores on the TASC community scale and students’ after-

school attendance rate or level of academic self-esteem. 

 

 Overall satisfaction with the TASC program.  In general, students were less satisfied with their 

after-school projects in 2000-01 than in the past.  Fewer Year 3 students agreed with the statement, “I 

really like the program — it’s great” (47 percent, compared to 61 percent in Year 1).  More students 

responded, “I sort of like the program — it’s okay.”   

 

 

Developing Relationships between Children and Adults 

 

To assess whether students trust project staff and believe that staff treat them fairly, the 

evaluation combined survey responses into five measures:  the elementary-grade staff interactions scale, 

the middle and high school staff interactions scale, the elementary-grade trust of staff scale, the middle 

and high school trust of staff scale, and the middle-school one-on-one adult interaction scale.  

 

 Elementary-grade staff interactions.  This scale measures responses from fourth- and fifth-

graders to the statements below.  The more a student disagrees with the statement, the higher his or her 

score on the scale. 

 
 At the after-school program, teachers can’t be trusted. 

 At the after-school program, teachers don’t care what I think. 

 At the after-school program, teachers punish kids without knowing what happened. 

 At the after-school program, teachers get mad whenever you make a mistake. 

 

 Almost two-thirds (65 percent) of elementary students indicated that project staff treat students 

fairly, virtually the same proportion as in Year 2.  Responses varied significantly according to students’ 

school type but not by level of after-school attendance or academic self-esteem.  Students in combined 

elementary/middle schools were the most likely to report positive interactions with staff (74 percent, 

compared with 65 percent at elementary schools and 50 percent at nontraditional schools).   

 

 Middle and high school staff interactions.  This scale combined the responses of students in 

grades 6-12 to the following survey items: 

 
 At the after-school program, teachers don’t care what I think. 

 At the after-school program, teachers punish kids without knowing what happened. 

 At the after-school program, teachers and students don’t seem to like each other. 
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 Two-thirds (67 percent) of middle 

and high school students reported positive 

interactions with staff.  As in the previous 

year, high school students were more likely 

than middle school students to report positive 

interactions (83 percent vs. 59 percent).  We 

did not find any substantive difference in 

staff interactions based on students’ after-

school attendance rate or level of academic 

self-esteem.  Students attending high schools 

were most likely to report positive 

perceptions of their interactions with staff (83 

percent).  

 

Elementary-grade trust of staff.  We 

gauged elementary students’ (grades 4 and 5) 

trust and respect for TASC staff using a scale 

that combined responses to the following 

survey items: 

 
 At the after-school program, teachers always try to be fair. 

 At the after-school program, the teachers really care about me. 

 At the after-school program, the teachers always try to keep their promises. 

 At the after-school program, I feel safe and comfortable with the teachers. 

 At the after-school program, when a teacher tells me not to do something, I know there 
must be a good reason. 

 At the after-school program, teachers will always listen to our ideas about how to make 
the program better. 

 

 Most students (82 percent) indicated trust and respect for after-school staff, a proportion similar 

to the previous year.  Responses were not related to the type of school students attended, after-school 

attendance rates, or students’ level of academic self-esteem. 

 

 Middle and high school trust of staff.  This scale combined responses from students in grades 

6-12 to the following survey items: 

 

Middle School Students Describe Positive 
Interactions with After-School Coordinators 

 
Students at some in-depth study sites credited their 
coordinators with making the project worth 
attending: 
 
“She makes you go farther than you thought.”  

High school participant 
 
“She throws opportunities in my face.  By taking a 
little bit of each thing, I defined what I wanted to 
do.”   

Student who won a four-year scholarship 
with site coordinator’s help 

 
“She gives me courage. She lets me know, ‘You 
can do something.’”   

Immigrant student who wrote an essay with the 
site coordinator’s encouragement that won 

the student a trip to Washington, D.C. 
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 At the after-school program, teachers always try to be fair. 

 At the after-school program, the teachers really care about me. 

 At the after-school program, the teachers always keep their promises. 

 At the after-school program, I feel safe and comfortable with the teachers. 

 At the after-school program, I feel that I can talk to the teachers about things that are 
bothering me. 

 

High school students generally were more trusting of after-school staff than were students at 

other levels of schooling.  Most (84 percent) reported a high level of trust of staff, compared with only 

half to two-thirds of students at middle, nontraditional, combined-grades, and elementary school sites.  

Trust of staff was not related to students’ after-school attendance rates or level of academic self-esteem.  

 

Middle-school one-on-one adult interactions.  In Year 3, we created a new scale to measure 

the extent to which middle school participants experience one-on-one interactions with adults in the 

after-school project.  The scale reflects the frequency with which students reported individual 

discussions with adults about the following topics: 

 
 What’s going on in your life 

 School or schoolwork 

 Personal things that you don’t tell most people 

 Your future goals or plans 

 

 Almost two-thirds of students (62 percent) reported talking individually with a staff member at 

least twice a month.  The frequency with which students talked with staff was not related to the type of 

school attended, the student’s after-school attendance rate, or the student’s level of academic self-

esteem.  

 

 Middle-school adult support.  We created a scale in Year 3 to measure how available adult 

support was to middle school participants in TASC projects.  This scale combined students’ reports of 

how many adults in the project: 

 
 Pay attention to what’s going on in your life 

 Tell you when you do something good 

 You would go to for advice about personal things 

 You could go to if you were really upset or mad 

 You could go to for help with schoolwork or school problems 

 You could go to for help resolving an argument 
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 About two-thirds of middle-grades students (64 percent) said they felt supported in all of these 

ways by all or most of the adults they know in the after-school project.  Students’ reports of adult 

support were not related to academic self-esteem or after-school attendance.  However, students at 

middle-school sites were significantly more likely to report high levels of adult support (71 percent) 

compared with students at combined elementary/middle grades, nontraditional, or elementary schools 

(58 percent, 56 percent, and 55 percent, respectively).  

 

 

Exposing Students to New Experiences 

 

 Principals, other educators, and parents agree that an important role of the TASC projects is to 

expose students to positive new experiences.  The evaluation measured students’ perceptions of such 

opportunities through the TASC opportunities scale and the middle-schools performance mastery scale. 

 

 Opportunities available through the TASC program.  This scale combined the responses of 

students in grades 4-12 to the following survey items: 

 
 I get a chance to do new things here. 

 I get to do things here that I don’t usually get to do anywhere else. 

 I get to work on projects here that make me think. 

 I get to go places that I usually don’t get to go. 

 There is a lot for me to choose from here. 

 The activities really get me interested. 

 

Three-quarters of students (75 percent) indicated that they are exposed to positive new 

experiences, about the same proportion as the previous year.  High school students had less exposure to 

new opportunities than students in other grades.  Slightly more than half of high school students (58 

percent) agreed with the statements listed above, compared with much larger proportions at middle 

schools, elementary schools, combined elementary/middle schools, and nontraditional schools (80 

percent, 77 percent, 76 percent, and 69 percent, respectively).  

 

Students who said they were exposed to many new opportunities also were likely to attend the 

after-school program frequently.  We did not find a significant link between exposure to new 

opportunities and students’ level of academic self-esteem.   
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Role Playing Fosters Life Skills 
 
At two in-depth study sites, middle school 
students participated in weekly peer group 
meetings.  Similar to the Resolving 
Conflicts Creatively Program used at other 
sites, these groups used role playing to 
engage students in conflict resolution and 
to help them learn to assess the reactions 
of others.  While a group of students acted 
out an assigned real-life situation, for 
example, their peers described what was 
happening in each scene.  Later, when 
more information was revealed, the same 
students became directors of the role-play, 
suggesting ways the actors could express 
their emotions more productively.  

Middle-school performance mastery.  In Year 3, a new scale measured the relationship 

between participation in the after-school project and middle-school students’ mastery of performance 

skills.  The scale combined responses about the extent to which the after-school project helped students 

learn to play a musical instrument, sing, dance, draw, paint, or do some other art form really well; 

speak in front of a group; or perform in front of a group. 

 

 Many students (73 percent) indicated that participation in the after-school project had helped 

them master a performance skill.  Scores did not vary significantly by school type, level of academic 

self-esteem, or after-school attendance. 

 

 

Giving Youth Opportunities to Grow 

 

 The evaluation measured TASC projects’ 

success in preparing students for future challenges and 

opportunities through scales that addressed life skills 

and leadership (for middle-grades students) and 

students’ sense of autonomy (for elementary school 

students). 

 

Middle-school life skills.  This scale measures 

the extent to which the after-school project has helped 

students do the following: 

 
 Learn skills that will help me be a 

leader 

 Learn skills that will help me get a job 

 Learn skills that will help me do better in school 

 Learn skills that will help me be successful in life 

 Think more about the future 

 Learn how to get into college 

 Learn to work together with other students 

 Learn how to avoid getting into fights 

 Learn about different jobs or careers 

 

 Many students (77 percent) indicated that the TASC program has helped them develop life 

skills.  Students at combined elementary/middle schools were most likely to report this effect (84 
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percent), closely followed by students at middle schools, schools with nontraditional grade structures, 

and elementary schools that serve sixth grade (82 percent, 70 percent, and 61 percent, respectively).  

Scores on the middle school life skills scale were not related to students’ after-school attendance rate or 

level of academic self-esteem. 

 

 Middle-school youth leadership.  This scale, created in Year 3, measures the extent to which 

after-school participants have:   

 
 Been elected by or elected other students to a position in the program 

 Volunteered or been selected to work in or lead an activity 

 Helped out in the office 

 Been paid to work at this program 

 Helped out on a youth council or leadership team for this program 

 Helped plan special or regular program events or activities 

 Helped with meetings for parents or community members 

 Been asked by staff for feedback/comments about the program or an activity 

 

 More than half (60 percent) of middle-grades students participated in at least two of these 

leadership activities.  We did not find any significant link between youth leadership opportunities and 

students’ level of academic self-esteem or program attendance.  However, students at schools classified 

as pure middle schools were much more likely (67 percent) to participate in at least two of these youth 

leadership activities than students at non-traditional schools, combined elementary/middle schools, or 

elementary schools (60 percent, 52 percent, and 45 percent, respectively).   

 

 Elementary-grades sense of autonomy.  To measure students’ feelings of autonomy in the 

after-school projects, we asked about the extent to which respondents agreed with the following 

statements: 

 
 At the after school program, I get to do what I want. 

 At the after school program, the teachers let me decide what I want to do. 

 At the after school program, I get to choose what I want to do. 

 

 Only a quarter of elementary students (26 percent) agreed with these statements in Year 3, a 

proportion comparable to the previous year.  We did not find a significant relationship between 

students’ sense of autonomy and the type of school attended, level of academic self-esteem, or after-

school attendance rate.   
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Overall Favorable Responses by Principals and Students 
 

 Both principals and participating students continue to view TASC projects favorably.  In 

particular: 

 
 A growing percentage of principals agrees that the benefits of TASC programming 

generally outweigh the costs to schools (93 percent in Year 3, up from 89 percent in the 
two previous years).  Among these principals, more say that the benefits “very much” 
outweigh the costs than in the past (72 percent, compared to 68 percent in Year 1).   

 Most principals (93 percent) at Cohort 1 and 2 sites say the TASC project enhanced the 
overall effectiveness of their school, even though many (60 percent) believe that the 
quality of homework assistance should be improved.   

 Over three-quarters of principals say that the TASC project helped students by 
improving their motivation, attendance, attitudes toward school, and safety. 

 By large margins, Cohort 1 students (the only students surveyed) continue to report that 
the after-school program helps them succeed in school by improving their reading, 
math, and English-language skills and homework completion.   

 Students report favorably on the social interactions stimulated by the after-school 
program, the sense of community that they perceive within their projects, their 
relationships with the adults in the projects, and their exposure to new experiences and 
opportunities for personal growth. 

 

 Despite fluctuations from year to year in some of these measures, and differences across student 

grade levels, the overall picture that these data convey is one of overall appreciation for the services 

and opportunities that TASC support provides. 
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4.  Interpretation of Project-level Shifts Since TASC Program Inception 
 

 

 

 A review of project operations over the three years since program inception in 1998 suggests 

that TASC projects initiated in the first two years of program operation are becoming stable, valued 

components of the host schools in which they operate.  The projects attract and retain students and staff 

through outreach and communications within the host schools, local communities, and sponsoring 

organizations.  The personal characteristics of participating students reflect the general demographic 

make-up of their respective schools, indicating that projects are appealing to all students and avoiding 

categorization as programs serving only certain types of students (e.g., high achievers, English 

language learners, boys) to the exclusion of others.  Similarly, after-school staff are both generally well 

qualified for their roles and also reflective of all race/ethnic groups in the city. 

 

 The reactions of students and school principals, as indicated in survey responses and interviews 

conducted for the evaluation as well as student enrollment and attendance data, indicate widespread 

acceptance and consistent use of the after-school programming in their schools.  In particular, student 

reactions can be judged through their fairly stable patterns of after-school attendance and their generally 

positive responses to survey questions.  Principals continue to find the benefits of the after-school 

services for their schools and students outweighing the costs and to voice their satisfaction in other 

ways. 

 

 The most noteworthy shifts affecting the projects are those indicating an increasing focus on 

cognitive/academic programming, which was also apparent in an earlier comparison of programming in 

Years 1 and 2.  Our measure of activity intensity (which includes measures of activity frequency, 

duration, and participation) showed an increase between Years 2 and 3 in the intensity of 

cognitive/academic activities among TASC projects in the evaluation sample.  In Year 3 these activities 

were offered at higher intensity than any of the other six categories of TASC activities (arts 

development, social/cultural awareness, fitness/sports/recreation, health/life skills, community service, 

and career exploration).  Moreover, within the cognitive/academic category, virtually every type of 

activity was delivered at higher intensity in Year 3 than in Year 2.   

 

 The biggest intensity increases in the cognitive/academic area were in activities that aimed to 

make learning more engaging, challenging, and individualized.  These types of activities included (in 

order of the size of the intensity increase):  math games, problem-solving, word games, organized 

writing, tutoring, and recreational reading.  Conversely, cognitive/academic activities that were most 
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like the regular school day (group instruction, homework assistance) were virtually unchanged in 

intensity between Years 2 and 3.   

 

 A similar pattern is evident in analyses of instructional processes used in TASC projects.  In 

particular, those forms of academic/cognitive instruction intended to be most engaging and enjoyable 

for students (culminating performances, group projects, and culminating written projects) increased in 

intensity between Years 2 and 3.  These types of activities typically use multiple methods (e.g., 

computer or library research, reading for information, collaboration with others, written and oral 

presentation) to teach content that crosses traditional subject-area boundaries (e.g., arts, social studies, 

science).  As a result, the student’s attention is intended to focus not so much on the skill or knowledge 

that he or she is learning but on the planned product of the activity. 

 

 The increase in the activities described above may help explain the increase in certain negative 

reactions on the part of principals in Year 3.  For example, 60 percent of principals in Year 3 said that 

the project’s coordination and integration with the school curriculum needed attention, compared to 51 

percent reporting this need in Year 2.  It is possible that the shift in after-school instructional methods 

(toward more product- and project-oriented activities) meant that the academic programming in TASC 

projects became more distinctively different from the school day in Year 3.  This interpretation is 

consistent with the increase in the proportion of principals in Year 3 who said that the TASC project 

offered learning opportunities different from those of the regular school day (85 percent of principals in 

Year 3, compared to 79 percent in Year 2).  Similarly, 60 percent of principals in Year 3 said that the 

quality of homework help needed improvement, compared to 43 percent of principals stating this in 

Year 2.  As projects focused more on their own academic programming, they may have neglected the 

quality of homework help.  Or principals’ expectations for quality may have outpaced actual quality 

improvements in homework help. 

 

 A final noteworthy finding is students’ reports in Year 3 of a decrease in overall level of 

satisfaction with the project (“I really like the program — it’s great”), compared to students in Year 2 

(47 percent in Year 3 and 61 percent in Year 2).  Observations from the in-depth study suggest that 

students may be finding that TASC projects over time are looking and feeling more like school, school 

with some engaging cognitive activities, perhaps, but also with extensive time devoted to homework 

and less time than in previous years devoted to health/life skills, fitness/sports/recreation, career 

exploration, and community service, based on our analyses of activity intensity.   

 

 Taken together, these trends and reactions suggest that those responsible for directing after-

school programming at every level are engaged in a continual balancing act.  On the one hand, projects 

(and TASC itself) want after-school programming to be accepted and integrated into their host schools, 

they want students to benefit academically from their after-school participation, and they want students 
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to enjoy the after-school experience.  While these objectives are fully compatible in theory, they are not 

always easy to assimilate.  The final two years of this evaluation will allow us to chart the paths that 

mature projects take as they attempt to balance competing pressures to collaborate closely with their 

host schools, engage students, improve students’ academic outcomes, and operate within resource 

constraints. 
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Year 3 In-Depth Study Sites 
 



 

Year 3 In-Depth Study Sites 
 

 

Round 1 Sites 
 
1. Children’s Aid Society at School A (Manhattan) 

 Serves grades K-5 
 Focuses on recreational, social, and arts-oriented activities 

  
2. Henry Street and University Settlements at School B (Manhattan) 

 Serves grades K-6 
 Focuses on athletic and social activities  

 
3. Sports and Arts In Schools Foundation at School C (Bronx) 

 Serves grades 5-8 
 Fosters physical and mental development through sports and arts activities 

 
4. YMCA at School D (Queens) 

 Serves grades K-6 
 Promotes positive values through health, fitness, and social activities 

 

 
Round 2 Sites 
 
1. American Museum of Natural History at School E (Bronx) 

 Serves grades K-5 
 Emphasizes homework, science and arts enrichment, and physical activities 

 
2. Citizen’s Advice Bureau at School F (Bronx) 

 Serves grades K-6 
 Emphasizes the arts, literacy and numeracy activities, and children’s social  

development 
 
3. Cypress Hills Local Development Corporation at School G (Brooklyn) 

 Serves grades K-5 
 Emphasizes homework assistance and reading activities 

 
4. Friends of the Family Academy at School H (Manhattan) 

 Serves grades K-8 
 Focuses on academic activities that extend the school day and varied “club” activities 

chosen by students 
 School day runs until 4 p.m. 

 



 

5. Samuel Field Bay Terrace Young Men’s & Young Women’s Hebrew Association at School I 
(Queens) 

 Serves grades K-5 
 Focuses on providing a safe haven with opportunities for homework completion, 

socializing, and physical activities  

 

 

Round 3 Sites 
 
1. Church Avenue Merchants Block Association at School J (Brooklyn) 

 Serves grades K-5 
 Focuses on arts enrichment, writing, and thematic projects; has a conflict resolution 

curriculum used with all students once a week 
 

2. Education Alliance at School of the Future at School K (Manhattan) 
 Serves grades 6-12 
 Focuses on technology-based projects, music, and dance 

 
3. Educators for Social Responsibility at School L (Brooklyn) 

 Serves grades K-5 
 Emphasis is on literacy and sports using cooperative activities and games; has conflict 

resolution curricula used with all students twice a week 
 

4. Jacob Riis Settlement House at School M (Queens) 
 Serves grades 6-8 
 Activities are divided into three “academies” (performing arts, entrepreneurship, and 

journalism); students select their own activities 
 

5. Lincoln Square Business Management Association at School N (Manhattan) 
 Serves grades 9-12 
 Activities are divided into four “clubs” (performing arts, law, books, and financial 

investments); students also can use resource centers for tutoring in math, computers, 
writing, and career choices 

 

 

Round 4 Site 

 
1. Police Athletic League (PAL) at School O (Staten Island) 

 Serves grades K-12 
 Emphasis is on providing students the opportunity to socialize and try new sports and 

arts activities  
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Scales Embedded in the Year 3 Surveys 
 

 
Student Survey Scales 
 

Elementary-grades Social Interactions 

 

Items: 
Below are some statements that might describe how you feel about the after-school program.  For each 
statement, please circle whether you agree a lot, agree a little, disagree a little, disagree a lot, or have 
no opinion. 
 

1. I have a lot of friends here (scale: 6-9) 
2. I get to know other kids really well here (scale: 6-9) 
3. I can really trust the other kids here (scale: 6-9) 
4. I like the other kids here (scale: 6-9) 
5. I have a good time playing with other kids here (scale: 6-9) 
 

Descriptive Statistics: 
 

Minimum possible score: 30  Maximum possible score: 45 
Alpha Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.76 41.3 3.1 44.0 40.0 6% 94% 
Scale source:  After-School Environment Scale, Peer Affiliation Scale, Rosenthal and Vandell (1996) 
 
 
Elementary-grades Sense of Autonomy 
 
Items: 
Below are some statements that might describe how you feel about the after-school program.  For each 
statement, please circle whether you agree a lot, agree a little, disagree a little, disagree a lot, or have 
no opinion. 
 

1. I get to do what I want here (scale: 6-9) 
2. The teachers let me decide what to do here (scale: 6-9) 
3. I get to choose what I want to do here (scale: 6-9) 
 

Descriptive Statistics: 
 

Minimum possible score: 18  Maximum possible score: 27 
Alpha Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.78 20.5 3.0 23.0 18.0 9% 91% 
Scale source:  After-School Environment Scale, Peer Affiliation Scale, Rosenthal and Vandell (1996) 
 



 

  

 
Program Connection 
 
Items: 
Below are some statements that might describe how you feel about the after-school program.  For each 
statement, please circle whether you agree a lot, agree a little, disagree a little, disagree a lot, or have 
no opinion. 
 

1. This place is a comfortable place to hang out (scale: 6-9) 
2. I feel like I belong here (scale: 6-9)  
3. I feel like I matter here (scale: 6-9) 
4. I feel like I am successful here (scale: 6-9) 
5. I feel like my ideas count here (scale: 6-9) 
 

Descriptive Statistics: 
 

Minimum possible score: 30  Maximum possible score: 45 
Alpha Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.86 40.4 4.3 44.0 38.0 5% 95% 
Scale source:  Public Private Ventures/Safe Havens VYSO Youth Survey (1997), Belonging Scale 
 
 
TASC Opportunities 
 
Items: 
Next are statements that might describe how you feel about the choices and activities that the after-
school program has to offer.  For each statement, please circle whether you agree a lot, agree a little, 
disagree a little, disagree a lot, or have no opinion. 
 

1. I get a chance to do a lot of new things here (scale: 6-9) 
2. I get to do things here that I don’t usually get to do anywhere else (scale: 6-9)  
3. I get to work on projects here that make me think (scale: 6-9) 
4. I get to go places that I don’t usually get to go (scale: 6-9) 
5. There is a lot for me to choose from here (scale: 6-9) 
6. The activities here really get me interested (scale: 6-9) 
 

Descriptive Statistics: 
 

Minimum possible score: 36  Maximum possible score: 54 
 Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.86 47.8 5.2 52.0 45.0 13% 87% 
Scale source:  Public Private Ventures/Safe Havens VYSO Youth Survey (1997), Challenge Scale 
 
 



 

  

Academic Self-Esteem 
 
Items: 
How do you feel about each of the following statements?  For each statement, please circle whether you 
agree a lot, agree a little, disagree a little, disagree a lot, or have no opinion. 
 

1. I think I am a good student (scale: 6-9) 
2. I’m not a very good student (scale: 9-6)  
3. I am doing a good job in school (scale: 6-9) 
4. I don’t do very well in school (scale: 9-6) 
 

Descriptive Statistics: 
 

Minimum possible score: 24  Maximum possible score: 36 
Alpha Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.73 33.7 2.5 36.0 32.0 4% 96% 
Scale source:  Child Development Project, Academic Self Esteem Scale, Developmental Studies Center 
 
 
Elementary-grades TASC Community 
 
Items: 
Below are some statements that might describe how people treat each other at the after-school program.  
For each statement, please circle whether you agree a lot, agree a little, disagree a little, disagree a lot, 
or have no opinion.   
 

1. People care about each other in this program (scale: 6-9) 
2. Students in this program don’t seem to like each other very well (scale: 9-6)  
3. Students in this program work together to solve problems (scale: 6-9) 
4. When I’m having a problem, some other student will help me (scale: 6-9) 
5. Teachers and students treat each other with respect in this program (scale: 6-9) 
6. Students in this program really care about each other (scale: 6-9) 
 

Descriptive Statistics: 
 

Minimum possible score: 36  Maximum possible score: 54 
Alpha Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.80 47.4 4.6 51.0 44 11% 89% 
Scale source:  Child Development Project, Sense of School as a Community Scale, Developmental 
Studies Center 
 
 



 

  

Middle and High School TASC Community 
 
Items: 
Below are some statements that might describe how people treat each other at the after-school program.  
For each statement, please circle whether you agree a lot, agree a little, disagree a little, disagree a lot, 
or have no opinion.   
 

1. People care about each other in this program (scale: 6-9) 
2. Students in this program don’t seem to like each other very well (scale: 9-6)  
3. Students in this program just look out for themselves (scale: 9-6) 
4. Students in this program are willing to go out of their way to help someone (scale: 6-9) 
5. Students in this program work together to solve problems (scale: 6-9) 
6. Students in this program don’t really care about each other (scale: 9-6) 
7. Students at this school don’t get along together very well (scale: 9-6) 
8. Students in this program are mean to each other (scale: 9-6) 
9. When I’m having a problem, some other student in this program will try to help me  

(scale: 6-9) 
10. Teachers and students treat each other with respect in this school (scale: 6-9) 
 

Descriptive Statistics: 
 

Minimum possible score: 60  Maximum possible score: 90 
Alpha Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.80 77.8 6.3 82.0 74.0 16% 84% 
Scale source:  Child Development Project, Sense of School as a Community Scale, Developmental 
Studies Center 
 
 
Elementary-grades TASC Academic Benefits 
 
Items: 
The after-school program has helped me to:   
 

1. Learn to speak and understand English better (scale: 6-9) 
2. Read and understand more (scale: 6-9)  
3. Feel more comfortable solving math problems (scale: 6-9) 
4. Finish my homework (scale: 6-9) 
 

Descriptive Statistics: 
 

Minimum possible score: 24  Maximum possible score: 36 
Alpha Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.77 32.9 3.3 36.0 31.0 10% 90% 
 
 



 

  

Middle and High School TASC Academic Benefits 
 
Items: 
The after-school program has helped me to:   
 

1. Learn to speak and understand English better (scale: 6-9) 
2. Read and understand more (scale: 6-9)  
3. Feel more comfortable solving math problems (scale: 6-9) 
4. Finish my homework (scale: 6-9) 
5. Feel more comfortable writing papers (scale: 6-9) 
6. Feel more confident about my school work (scale: 6-9) 
7. Use computers to do homework or other activities (scale: 6-9) 
 

Descriptive Statistics: 
 

Minimum possible score: 42  Maximum possible score: 63 
Alpha Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.91 54.8 6.7 61 50 21% 79% 
 
 
 
Elementary-grades Staff Interaction 
 
Items: 
The following are statements that might describe how you feel about the teachers at the after-school 
program.  For each statement, please circle whether you agree a lot, agree a little, disagree a little, 
disagree a lot, or have no opinion.   
 

1. Teachers can’t be trusted; they say one thing one time and something different the next time 
(scale: 9-6) 

2. The teachers in this program don’t care what I think (scale: 9-6)  
3. Teachers in this program punish kids without even knowing what really happened  

(scale: 9-6)   
4. Teachers in this program get mad whenever you make a mistake (scale: 9-6) 
 

Descriptive Statistics: 
 

Minimum possible score: 24  Maximum possible score: 36 
Alpha Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.73 30.9 3.6 34.0 28.0 7% 93% 
Scale source:  Child Development Project, Trust in and Respect for Teachers Scale, Developmental 
Studies Center 
 
 



 

  

Middle and High School Staff Interactions 
 
Items: 
The following are statements that might describe how you feel about the teachers at the after-school 
program.  For each statement, please circle whether you agree a lot, agree a little, disagree a little, 
disagree a lot, or have no opinion.   
 

1. The teachers in this program don’t care what I think (scale: 9-6)  
2. Teachers in this program punish kids without even knowing what really happened  

(scale: 9-6)   
3. Teachers and students in this school don’t seem to like each other (scale: 9-6) 
 

Descriptive Statistics: 
 

Minimum possible score: 18  Maximum possible score: 27 
Alpha Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.72 23.7 2.7 26.0 22.0 13% 87% 
Scale source:  Child Development Project, Trust in and Respect for Teachers Scale, Developmental 
Studies Center 
 
 
Elementary-grades Trust of Staff 
 
Items: 
The following are statements that might describe how you feel about the teachers at the after-school 
program.  For each statement, please circle whether you agree a lot, agree a little, disagree a little, 
disagree a lot, or have no opinion.   
 

1. The teachers in this program always try to be fair (scale: 6-9) 
2. The teachers in this program really care about me (scale: 6-9)  
3. The teachers in this program always keep their promises (scale: 6-9)   
4. I feel safe and comfortable with the teachers in this program (scale: 6-9) 
5. When a teacher tells me not to do something I want to do, I know he or she must have a 

good reason (scale: 6-9) 
6. The teachers will always listen to our ideas about how to make the program better  

(scale: 6-9) 
 

Descriptive Statistics: 
 

Minimum possible score: 36  Maximum possible score: 54 
Alpha Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.85 48.9 4.7 53.0 46.0 8% 92% 
Scale source:  Child Development Project, Trust in and Respect for Teachers Scale, Developmental 
Studies Center 
 
 



 

  

Middle and High School Trust of Staff 
 
Items: 
The following are statements that might describe how you feel about the teachers at the after-school 
program.  For each statement, please circle whether you agree a lot, agree a little, disagree a little, 
disagree a lot, or have no opinion.   
 

1. The teachers in this program always try to be fair (scale: 6-9) 
2. The teachers in this program really care about me (scale: 6-9)  
3. The teachers in this program always keep their promises (scale: 6-9)   
4. I feel safe and comfortable with the teachers in this program (scale: 6-9) 
5. I feel that I can talk to the teachers in this school about the things that are bothering me 

(scale: 6-9) 
 

Descriptive Statistics: 
 

Minimum possible score: 30  Maximum possible score: 45 
Alpha Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.85 39.9 4.2 44.0 37.0 16% 84% 
Scale source:  Child Development Project, Trust in and Respect for Teachers Scale, Developmental 
Studies Center 
 
 
Middle-school Performance Mastery 
 
Items: 
The after-school program has helped me to:   
 

1. Learn to play a musical instrument, sing, dance, draw, paint or do other kinds of arts really 
well (scale: 6-9) 

2. Speak in front of a group (scale: 6-9)  
3. Perform in front of a group (scale: 6-9)   

 
Descriptive Statistics: 
 

Minimum possible score: 18  Maximum possible score: 27 
Alpha Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.69 24.1 2.6 26.0 22.0 6% 94% 
 
 



 

  

Middle-school Life Skills 
 
Items: 
The after-school program has helped me to:   
 

1. Learn skills that will help me be a leader (scale: 6-9) 
2. Learn skills that will help me to get a job (scale: 6-9)  
3. Learn skills that will help me to do better in school (scale: 6-9)   
4. Learn skills that will help me be successful in life (scale: 6-9) 
5. Think more about my future (scale: 6-9) 
6. Learn about how to get into college (scale: 6-9) 
7. Learn to work together with other students (scale: 6-9) 
8. Learn how to avoid getting into fights (scale: 6-9) 
9. Learn about different jobs or careers (scale: 6-9) 
 

Descriptive Statistics: 
 

Minimum possible score: 54  Maximum possible score: 81 
Alpha Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.93 72.4 8.0 79.0 68.0 18% 82% 
 
 
Middle-school One-on-One Adult Interactions 
 
Items: 
How often do you talk one-on-one with an adult at the after-school program about:  
 

1. What’s going on in your life (scale: 1-4) 
2. School or schoolwork (scale: 1-4)  
3. Personal things that you don’t tell most people (scale: 1-4)   
4. Your future goals or plans (scale: 1-4) 

 
Descriptive Statistics: 
 

Minimum possible score: 4 Maximum possible score: 16 
Alpha Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.69 10.2 3.4 13.0 8.0 3% 97% 
 
 
 
 



 

  

Middle-school Adult Support 
 
Items: 
Of the adults you know here at this after-school program, how many:   
 

1. Pay attention to what’s going on in your life (scale: 1-4) 
2. Tell you when you do something good (scale: 1-4)  
3. Would you go to for advice about personal things (scale: 1-4)   
4. Could you go to if you were really upset or mad (scale: 1-4) 
5. Could you go to for help with schoolwork or school problems (scale: 1-4) 
6. Could you go to for help resolving an argument (scale: 1-4) 
 

Descriptive Statistics: 
 

Minimum possible score: 6  Maximum possible score: 24 
Alpha Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.82 16.2 4.6 13.0 20.0 7% 93% 
Scale source:  Public Private Ventures/Safe Havens VYSO Youth Survey (1997) 
 
 
Middle-school Youth Leadership 
 
Items: 
Some after-school programs involve young people in running the program.  Have you done any of the 
following things at this after-school program?   
 

1. Been elected by or elected other kids to a position in the program (scale: 1-2) 
2. Volunteered or been selected to work in or lead an activity (scale: 1-2)  
3. Helped out in the office (scale: 1-2) 
4. Been paid to work at this program (scale: 1-2) 
5. Helped out on youth council or leadership team for this program (scale: 1-2) 
6. Helped plan special or regular program events or activities (scale: 1-2) 
7. Helped with meetings for parents or community members (scale: 1-2) 
8. Been asked by a staff for feedback/comments about the program or an activity (scale: 1-2) 
 

Descriptive Statistics: 
 

Minimum possible score: 8  Maximum possible score: 16 
Alpha Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.75 10.5 2.2 12 8.5 9% 91% 
Scale source: Academy for Educational Development, Beacons Survey 
 
 



 

  

Middle-school Importance of School 
 
Items: 
The following statements might describe how you feel about school.  Please circle whether you think 
the statement about school is very true, sort of true, a little true, or not at all true. 
 

1. Doing well at school is important to me (scale: 1-4) 
2. The things I am learning in school will be important later in life (scale: 1-4)   
3. I need to finish school to get a good job (scale: 1-4) 
4. The things I am learning in school will be useful in a job or career (scale: 1-4) 
 

Descriptive Statistics: 
 

Minimum possible score: 4  Maximum possible score: 16  
Alpha Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.68 14.7 2.1 16.0 14.0 3% 97% 
 
 
 

Staff Survey Scales 
 
Barriers to Work 
 
Items: 
To what extent, if at all, do the following conditions act as barriers to the work you are trying to do 
with students? 
 

1. There are too many students in my group (scale: 1-4) 
2. Students are tired at the end of the school day (scale: 1-4)  
3. Students are not very motivated (scale: 1-4)   
4. Students do not have the skills for the types of activities I would like to do with them  

(scale: 1-4) 
5. There are too many disruptive students in my group (scale: 1-4) 
6. I do not control the classroom space/arrangement (scale: 1-4) 
7. I do not have the materials or equipment I need (scale: 1-4) 
8. I do not have the training or experience with some strategies I would like to use in my work 

with students (scale: 1-4) 
 

Descriptive Statistics: 
 

Minimum possible score: 8  Maximum possible score: 32 
Alpha Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.74 25.5 4.4 29.0 23.0 16% 84% 
 
 



 

  

Job Satisfaction 
 
Items:  
For each statement, please circle the response (strongly agree, agree, disagree, strongly disagree) that 
best describes your experience.  
 

1. I enjoy working here (scale: 1-4) 
2. I find the work challenging and rewarding (scale: 1-4)  
3. Have timely access to the materials and equipment I need to do a good job (scale: 1-4)   
4. Get support and feedback I need from my supervisor(s) (scale: 1-4) 
5. Have access to the training I need to do a good job (scale: 1-4) 
6. After-school staff are committed to their work (scale: 1-4) 
7. After-school staff support each other and work as a team (scale: 1-4) 
8. The site coordinator involves staff in important decisions about the program operations and 

design (scale: 1-4) 
9. I have enough planning time to develop the types of activities I would like to do with 

students (scale: 1-4) 
10. I have enough opportunities to talk and share ideas with other staff (scale: 1-4) 
 

Descriptive Statistics: 
 

Minimum possible score: 10  Maximum possible score: 40 
Alpha Mean Standard 

Deviation 
75th 

Percentile 
25th 

Percentile 
% Variance 
btw. Sites 

% Variance 
w/in Sites 

.88 32.3 4.8 36.0 29.0 16% 84% 
 



 

  

 
Principal Survey Scales 
 
Principal Site-School Relationship 
 
Items: 
Do you agree or disagree with the following statements about the relationship between your school and 
the after-school program sponsored by The After-School Corporation (TASC)?  
 

1. There is a strong partnership between the after-school program and my school (scale: 1-4) 
2. The after-school program keeps me informed of important decisions and issues (scale: 1-4) 
3. Teachers in my school are willing to collaborate with the after-school program staff  

(scale: 1-4) 
4. After-school program staff are responsive to my ideas and suggestions (scale: 1-4) 
5. After-school staff reach out to teachers in the school to identify the needs of students  

(scale: 1-4) 
6. After-school staff are responsive to teachers in the school (scale: 1-4) 
7. School staff are encouraged to visit the program (scale: 1-4) 
8. After-school staff follow through with commitments they make to me and other school staff 

(scale: 1-4) 
9. After-school staff transmit important information about children and parents to me and my staff 

in a timely fashion (scale: 1-4) 
10. After-school staff take care of the space the school provides the program (scale: 1-4) 
11. I am satisfied with the extent to which the after-school program involves me in decisions about 

program operations (scale: 1-4) 
12. Students are properly supervised by after-school staff (scale: 1-4) 
13. Curriculum and instruction in the after-school program reinforce concepts being taught during 

the school day (scale: 1-4) 
 

Descriptive Statistics: 
 

Minimum possible score: 13  Maximum possible score: 52 
Alpha Mean Standard Deviation 75th Percentile 25th Percentile 
.96 41.2 8.5 49.0 34.5 

 
 



 

  

Site Coordinator Survey Scales 
 
Site Coordinator Job Satisfaction 
 
Items: 
For each statement, please circle the response that best describes your experience.  
 

1. I enjoy working here (scale: 1-4) 
2. I find the work here challenging and rewarding (scale: 1-4) 
3. I have timely access to the materials and equipment I need to do a good job (scale: 1-4) 
4. I have sufficient access to technology, such as computers and the Internet (scale: 1-4) 
5. I get the support and feedback I need from TASC to do a good job (scale: 1-4) 
6. I get the support and feedback I need from the organization that adminsters my TASC 

grant (scale: 1-4) 
7. I get the support and feedback I need from the principal to help connect the after school 

program to the school day (scale: 1-4) 
8. I have access to clerical support for tasks related to program management and evaluation 

(scale: 1-4) 
9. After-school staff members are committed to their work (scale: 1-4) 
10. After-school staff members support each other and work as a team (scale: 1-4) 
 

Descriptive Statistics: 
 

Minimum possible score: 10  Maximum possible score: 40 
Alpha Mean Standard Deviation 75th Percentile 25th Percentile 
.83 31.2 4.6 34.0 28.4 

 



 

  

Site Coordinator Site-School Relationship 
 
Items: 
Do you agree or disagree with the following statements about the relationship between the school and 
your after-school program?  
 

1. There is a strong partnership between the after-school program and the school  
(scale: 1-4) 

2. The principal keeps me informed of important decisions and issues related to school 
policy (scale: 1-4) 

3. Teachers are willing to collaborate with the after-school program staff (scale: 1-4) 
4. After-school staff reach out to teachers to identify the needs of students (scale: 1-4) 
5. School staff are encouraged to visit the program (scale: 1-4) 
6. School staff follow through with commitments they make to me and to other program 

staff (scale: 1-4) 
7. School staff transmit important information about children and parents to me in a timely 

fashion (scale: 1-4) 
8. After-school staff transmit important information about children and parents to me and to 

my staff in a timely fashion (scale: 1-4) 
9. After-school staff take care of the space the school provides the program (scale: 1-4) 
10. Curriculum and instruction in the after-school program reinforce concepts taught during 

the school day (scale: 1-4) 
 

Descriptive Statistics: 
 

Minimum possible score: 10  Maximum possible score: 40 
Alpha Mean Standard Deviation 75th Percentile 25th Percentile 
.89 29.8 5.0 32.9 26.0 

 
 


