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I believe that the key ingredient to corporate success is human capital. Global 
companies, across sectors and across industries, depend on the quality and pre-
paredness of their people to produce leading-edge products and services that 
result in competitive advantage in an ever-changing marketplace. In recent 
years, the American labor market has failed to source an adequately skilled 
workforce to satisfy these changing needs. Our collective education-to-work 
system in this country is in transition, and there is an urgent need for change.

Throughout my career, I have recognized and appreciated the benefit of 
human capital and consistently invested in a wide range of development ini-
tiatives. At Pearson, I have continued our long-standing tradition of support-
ing workforce development initiatives. Through a number of programs, our 
executive team is strategically committed to partnering with community and 
educational organizations to equip our employees with the requisite skills and 
competencies to do their jobs at an optimum level. In addition to developing 
the skills of our employees, we want to contribute to the development of a 
local, regional, and national system that leverages multiple partners in pursuit 
of a structure that is better equipped to prepare the workers for tomorrow. 
For example, in 2012, Pearson partnered with the Kentucky Community and 
Technical College System (KCTCS) to change the way adult learners in Ken-
tucky access educational resources and invest in their academic futures. The 
goal was to revolutionize KCTCS’s already successful Learn on Demand (LOD) 
program, using Pearson’s technology (in particular our MyLab platform) to 
facilitate increased competency-based learning opportunities. Through this 
adaptable and customizable curriculum, students now have an opportunity 
to obtain workforce skills and earn their academic credentials more quickly 
while remaining focused on genuine learning—and all at a lower cost. Through 
this program, we are pioneering a new precedent for the responsibility and 
role of a public company in collaboration with a broader system of partners 
committed to helping people successfully “skill-up” and transition in today’s 
economic realities.

This handbook clearly and proactively articulates the changing environ-
ment and market context facing today’s businesses and related workforce. It 

F O R E W O R D
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highlights the imminent challenges that dictate success or failure and estab-
lishes an aggressive call-to-action for organizations to work together to create 
a lifelong learning system that is responsive and sustainable. The profiles of 
successful models provide insights into best practice approaches that can be 
leveraged for replication and further enhancement. 

Jason Wingard and Michelle LaPointe are leading scholars in the areas of 
professional education, lifelong learning, and policy development. Their col-
lective research and practical experiences have enabled them to develop a 
book that sounds the alarm on the universal problem, demonstrates key com-
ponents of potential success, and offers a guiding framework as a solution for 
change. Learning for Life is a handbook for lifelong learning that will help 
employees and employers alike bridge the gap between relevant education 
needs and contemporary skills demands.

John Fallon
CEO, Pearson
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P R E F A C E

Shift to a Knowledge Economy

The economy has changed quickly and significantly in recent decades. How-
ever, our understanding and response to the shifting economic context is still 
rooted in the mid–20th century. In the 1950s and 1960s, it was possible to 
sustain a career and support a family with semi-skilled factory work. But 
today, even if that factory worker has specialized skills to troubleshoot an 
automated assembly line, there are fewer and fewer well-paying manufactur-
ing jobs available. 

In the past 50 years, the United States economy has dramatically de-
creased dependence on manufacturing. In 1960, manufacturing was respon
sible for roughly one-quarter of the gross domestic product (GDP). Today, 
manufacturing has decreased to 10% of GDP (Exhibits P-1 and P-2). During 
the same time period, professional services increased from 6% of GDP to 
nearly 20%. Professional services include the legal field, business consulting, 
and scientific and technical consulting—all fields that require considerable ed-
ucation. The shift from an industrial economy to a knowledge economy has 
implications for workforce availability and readiness. 

In the contemporary knowledge economy, individuals and companies 
alike are constantly adjusting to new tools, new strategies, and new norms. 
Regardless of the field, one can no longer escape the need to adapt and apply 
new skills at an ever-increasing rate of change. Today, even assembly lines are 
complex, high-tech operations and essential employees continuously train to 
keep up with computer-driven systems. 

Despite the labor shift in the economy over the last decades, nearly half of 
the current workforce has no education beyond high school (Exhibits P-3 and 
P-4). Even with years of schooling beyond high school and preparatory train-
ing for entry into a field, workers in all occupations are now expected to take 
on increasingly more skilled positions throughout the trajectory of their ca-
reers. So, whether to maintain a job or reenter the workforce, continuous 
retraining for new skills is critical for occupational readiness and success. 
Lifelong learning is an essential component of the new economy.

http://www.amanet.org
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Exhibit P-1.  Value-added to GDP by sector, 1960.

Source: U.S. Department of Commerce, Bureau of Economic Analysis.

Exhibit P-2.  Value-added to GDP by sector, 2010.

Source: U.S. Department of Commerce, Bureau of Economic Analysis.
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New Skills for a New Economy

The global economic crisis that began in 2008 hit hardest among workers with 
the least education.1 As the country recovers from the downturn in the econ-
omy, there are too many workers sitting on the sidelines looking for a suitable 
job in the new economy. This is no longer a problem for just the individual; it 

Exhibit P-3.  1960 Educational Attainment, U.S. citizens 25 and older.

Source: U.S. Census data, 1960.

Exhibit P-4.  2010 Educational Attainment, U.S. Citizens 25 and older.

Source: U.S. Census data, 2010.

http://www.amanet.org


xii	 Preface

American Management Association • www.amanet.org

has become a problem for the entire nation. Society can no longer afford a 
labor market where roughly half of the workforce has only basic skills. As a 
society, we are not providing the support to improve competence and provide 
mastery.

The economic crisis underscores a decades-old discussion of the so-called 
skills gap.2 The skills gap is an issue not only for youths entering the work-
force, but also for workers dislocated by the recession. The recession pro-
vided stark reminders that the current education and job-training programs 
in the United States do not foster the skills required for work and citizenship 
in the 21st century. 

In the past, the 3 R’s (reading, writing, and arithmetic)—combined with 
on-the-job training—were adequate for a stable, lifelong career. Today, the 
knowledge economy requires the 4 C’s: communication, collaboration, criti-
cal thinking, and creativity (Exhibit P-5). In fact, a recent survey of employers 
indicated that a lack of technical skills is not the biggest problem when they 
recruit younger workers. The skills gap is not primarily about traditional 
technical and academic skills, but rather about productive and responsible 
habits and dispositions toward work.3 Younger workers, in particular, have 
not been prepared for the collaborative and dynamic nature of work in the 
knowledge economy, and the 4 C’s are the foundation of success.* 

Unlike earlier economic eras, basic literacy and numeracy are no longer 
even a minimum foundation for success at work. Content knowledge is less 
important because it can be accessed so easily through digital environments. 
In the new economy, workers need to be able to think critically about avail-
able information, apply it in new and creative ways, collaborate with a team of 
coworkers to bring each person’s skills to bear on the challenges at hand, and, 
finally, communicate what the team has accomplished and why it is import-
ant. A system of lifelong learning not only facilitates learning the 4 C’s but 
also fosters the ability to adapt to fluid situations. It cultivates the habits of 
self-motivated learners—eager to expand their understanding of their world 
to better participate in society and the economy.

* Younger workers may be caught in a vicious cycle: Because of the downturn in the economy, 
they were not able to find part-time employment when they were in high school or college. 
Youth employment appears to be a good predictor of future earnings and employment. Individ-
uals who gain work experience while in high school and college tend to earn more as adults and 
are less likely to be unemployed. This may be because any kind of job experience is likely to de-
velop the “soft” job skills that employers report are in short supply among new graduates.4

http://www.amanet.org
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The second decade of the 21st century provides daunting challenges as the 
world economy recovers from the recession that began in 2008. We are not 
recovering to the economy that made the United States a world power in the 
20th century. Although the world and the economic system have irrevocably 
changed, our workforce is primarily ready for the semi-skilled work of the 
mid–20th century. Now that the global economy is based on technology and 
the ability to adapt quickly, too many individuals in the United States cannot 
find work that supports the high quality of life at the center of the American 
Dream. 

Although education and training provide strong benefits directly to indi-
vidual workers, the benefits to employers and society are equally important. 
Hiring talent is expensive. The cost includes not only the resources devoted to 
the job search, such as paying the human resources staff or a recruiting firm 
and buying advertisements in appropriate places read by qualified applications, 
but also the productivity lost as a position remains vacant.5 Replacing talent 
is estimated to cost between 30% and 45% of the base salary of the position.6 

Exhibit P-5.  Four C’s.

http://www.amanet.org
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Employers pay dearly to hire talent, but the cost of training is generally re-
couped in higher productivity from new employees. For instance, multiyear 
employer-sponsored apprenticeship programs begin to cover the cost of in-
vestment in the last year of a 3-year program when the apprentices earn a 
training wage but are able to function as productive employees. When they 
are converted to regular employees, they are much more productive than peo-
ple hired directly into the positions.7 

Not only do employers and individuals pay a high price for limited in-
vestments in lifelong learning and training, but the U.S. economy and our 
society stagnate in a world where geographic borders are increasingly mean-
ingless. Companies easily relocate to countries with lower wages or to coun-
tries that make solid investments in lifelong learning. Reliance on old models 
of education and training is dangerous for an economy struggling to expand. 
Public policy must better integrate education and workforce development in 
order to maintain a strong pathway from school to training to successful em-
ployment and full participation in society. Across sectors and types of organi-
zations, we must work together to prepare every citizen for life and work in 
the knowledge economy.

Partnerships for Systemic Change

Research indicates that organizational partnerships are essential to developing 
and maintaining successful programs and initiatives that support lifelong 
learning. Effective systems of lifelong learning engage three distinct types of 
organizations: education providers, employers, and agencies to coordinate the 
initiative. It may not matter which type of organization takes the lead in cre-
ating supports for lifelong learning, but each has a part in a successful system 
of lifelong learning.

School systems, postsecondary institutions, community organizations, and 
employers all have a strong role to play in providing systematic supports so 
that individuals can continue developing skills and knowledge to stay abreast 
of changes in society and the economy. The foundation of such a system re-
mains prekindergarten to grade 12 (PK-12) of schooling, but it must become 
a system that fosters the engagement and life skills necessary for children to 
develop into adults who are motivated to continue learning throughout their 
lives. In order to develop active, self-motivated learners, schools must embed 
learning in authentic tasks or projects that simulate real-world experience. 

http://www.amanet.org
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In high school and college, work-based placements enable students to 
apply classroom knowledge while gaining an awareness of different careers. At 
the same time, employers become familiar with potential employees, and can 
groom them for future positions. In turn, adult learners need support from their 
employers to maintain the skills and credentials to further their own careers and 
also benefit the organization’s mission. Employers need to know that the ed-
ucation system ensures that employees have the proper certification in a trade 
or profession and that they can stay current with ever-changing technical skills. 

Education institutions and employers provide crucial learning opportu-
nities but, with a tight focus on their organizational missions, they may have 
little time for the logistics of partnering. Research indicates that successful 
systems of lifelong learning include a coordinating agency8 to facilitate the 
partnerships between education providers and employers. Employers and ed-
ucators who already have jobs may not have time to develop and sustain the 
business–education partnership. Rather than draining resources of educational 
institutions or employers, a coordinating agency can take the lead in develop-
ing standards for education and training, resolving logistical issues in placing 
learners in workplace settings, and providing incentives for partnering.

In addition to highlighting shifts in the U.S. economy and the skills gap, 
this book provides an overview of the evolution of the formal system of edu-
cation, identifies supports for workforce development in the United States, 
and documents the slow pace of change that resulted in the skills gap. The 
skills gap is further illustrated by current data about adult skills from global 
competitors. The core of the book is composed of examples of programs and 
policies that demonstrate how to best support lifelong learning. One section 
illustrates each of the types of organizations. The sections begin with the ex-
ecutive perspective—an interview with the leader of an exemplary program. 
(See Exhibit 6 for a summary of each interview.) The sections include case 
studies that detail programs and initiatives that support lifelong learning. The 
conclusion offers recommendations for creating and sustaining an effective 
system of lifelong learning.

The programs and initiatives discussed in this book represent a variety of 
organizations involved with education and workforce development, including 
educational institutions, employers, and agencies that coordinate partnerships 
between them. They include private companies, nonprofit organizations, and 
public agencies. They operate on different scales: regional, state, national, and 
global (Exhibit P-7). These cases represent a range of programs and initiatives 
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Exhibit P-6.  Executive perspectives.

Executive/Organization Mission

Edward Verrier, Joint Council 
on Thoracic Surgery 
Education

Medical education has a particularly urgent responsibility to 
incorporate the best current science to save life. Technology 
can help keep pace with new research and latest techniques. 
This professional association is piloting technology solutions 
to enhance the residency of aspiring surgeons.

Elizabeth Amato, United 
Technologies Corporation 
(UTC)

UTC is committed to the lifelong learning of all employees. The 
prime example of this commitment is a generous, compre-
hensive tuition benefit program available to full-time and 
part-time workers at all levels of the company.

Scott Ralls, North Carolina 
Community College System

North Carolina created its community college system in the 
1950s as part of an economic development strategy to 
provide the workforce with the skills necessary to diversify 
the economy. The community college system works closely 
with employers to provide customized training at no cost to 
the company.

Exhibit P-7.  Case studies.
Education Providers

Organization Mission

JPMorgan Chase Foundation The Fellowship Initiative was created to develop 
untapped talent by providing mentoring and academic 
support for African-American boys in New York City. 
The program targets boys with average academic 
experiences and provides support and enrichment to 
help them reach their potential.

World Economic Forum (WEF) Most famous for the annual conference in Davos, WEF 
has developed a program to enhance ongoing learning 
for leaders from all sectors and around the world. 
Includes a selective fellowship resulting in an 
executive master’s degree in global leadership.

Middlesex Community College (MCC) MCC offers programs for students of every age: summer 
programs for children, dual enrollment for high school 
students to earn both high school and college credit 
for the same course, as well as associate’s degree 
programs that seamlessly lead into bachelor’s degree 
programs at partner universities. To maintain an 
effective education and training program, MCC works 
very closely with local employers.

http://www.amanet.org
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Organization Mission

University of Liverpool The University of Liverpool is a pioneer not just in online 
education but also in using the technology to reach 
students across the globe. Specifically, they offer an 
online global MBA program with students from dozens 
of countries.

Employers

Organization Mission

National Football League  
  (NFL)

The NFL works with football players at different levels to support 
them on and off the field. This includes supports for college 
athletes, to help transition into the life of a professional athlete 
and mentoring and support as former professional players decide 
which second career to pursue.

Aramark The Aramark Building Community (ABC) program provides awards/
grants to community organizations to support workforce 
readiness. Since the program began, it has provided solid training 
in the food service industry and Aramark has hired many program 
alumni.

Boeing Boeing is committed to lifelong learning and continuous career 
development. It established the Business Career Foundation 
Program (BCFP) that hires recent college graduates and rotates 
them through all the business functions in order to develop their 
leadership skills and cultivate a holistic understanding of the 
company. 

JP Morgan Chase JP Morgan Chase is continually working to expand its pool of 
qualified workers. In response to an inability to recruit candidates 
with strong skills in both technology and finance, it partnered with 
Syracuse University and the University of Delaware. 

Coordinating Agencies

Organization Mission

National Urban League (NUL) The NUL’s Urban Youth Empowerment Program delivers 
career exploration and personal development 
services to adjudicated young adults and high school 
dropouts 18 to 24 years old. 

Carnegie Center for the Advancement 
of Teaching

The Carnegie Center for the Advancement of Teaching 
is working with a national network of community 
colleges and leveraging dramatic improvements in 
teaching and learning. 

(continues )
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Organization Mission

Africa-America Institute This leadership development program works in 
conjunction with major universities in Africa to target 
leaders and potential leaders in African communities. 
After completing leadership training, participants are 
expected to work in their communities to provide 
employment and training to strengthen the capacity 
of more than one individual who was able to return 
to school. 

Northern Tier Industry and Educational 
Consortium

This consortium of large and small businesses, schools, 
and community organizations was created to develop 
the skills of the potential workforce in this very rural 
area. Their signature program is a Youth Apprentice-
ship Program for 11th and 12th graders. 

Jobs for the Future (JFF) JFF researches best practices in education-to-career 
initiatives and works with practitioners to implement 
these practices. The Pathways to Prosperity State 
Network is adapting and implementing vocational 
educational and training programs commonly 
available to youth in the European Union. 

Switzerland’s Federal Vocational 
Education and Training System

Switzerland has maintained a strong system of 
workforce development within the Swiss context that 
emphasized local control, federalism, and capitalism. 
This program supports individuals completing 
advanced career training and credentialing.

Exhibit P-7.  (continued )

and can offer lessons to all types of organizations interested in improving 
education and workforce development in the United States.*

In addition to the case studies of exemplary programs, the interviews 
highlight best practice approaches and recommendations from executives who 
have provided oversight of world-class programs. The executive perspectives 
are featured at the beginning of each of the three sections that profile the cases 
(educational providers, employers, and coordinating agencies). 

* In order to develop the case studies, we first interviewed officials leading the programs or agen-
cies, or implementing the policies discussed in the book. Cases were drafted by program leaders 
themselves to best reflect the perspective of the field. As such, the cases are presented in different 
formats reflecting the diversity of the programs.

http://www.amanet.org
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Lessons Learned

This book’s exemplars of lifelong learning programs promote reflection on 
the support and the policy changes that might help the United States leverage 
existing resources into a new, more effective system. After presenting the 
cases, this book discusses how the United States might align and coordinate 
existing policies and programs in the PK-12 education system, in higher ed-
ucation, in workforce development, and in corporate training. It also ana-
lyzes gaps in the four components of an effective system of support for 
lifelong learning, and examines how to promote partnerships to support on-
going learning. 

The following research questions (as well as others) are addressed: 

•	 How has the workforce readiness and development model evolved 
throughout this country’s history? What have been the key historical 
drivers of influence?

•	 Why is the current relationship between workforce skill needs and educa-
tion/training largely ineffective for contemporary labor demands?

•	 What are the components of an effective system of lifelong learning in 
support of continual workforce readiness?

•	 What are some exemplars of successful local, regional, and national life-
long learning and development systems?

°° What are the implications (opportunities for and barriers to lifelong 
learning) influencing shifts in educational policy and practice? 

•	 How can we incubate more relevant coordinated support from commu-
nity and workforce development agencies to generate more effective ini-
tiatives that can be expanded or replicated to serve a wider population?

•	 How can organizations and employers better inform, support, and lever-
age (1) educational providers that are formally preparing the next genera-
tion of workers, and (2) coordinating agencies that have the capacity to 
provide further training needs and to maintain skill relevance and place-
ment demands in the workforce in the new economy.

Reflecting on lessons learned from these exemplars, we offer suggestions 
for leaders who work for or with educational institutions, coordinating agen-
cies, and employers. These lessons emphasize the importance of working across 
sectors. 

http://www.amanet.org
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We invite you to reach beyond your specific field to create a system that 
can support schooling for youth and ongoing learning opportunities for adult 
workers. Perhaps this book will prompt reflection on the general disconnect 
between education, work, and the lack of lifelong supports for learning. At a 
minimum, we hope to ignite a conversation about how organizations can part-
ner to develop the infrastructure of an effective system of lifelong learning.
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THE CONTEXT

T
he slow job growth in the recovery from the Great Recession of 2008 
underscores the disarray of the education and training system in the 
United States. This section explores how we arrived at this point—and 

how global economic competitors compare. As you read, please consider the 
following:

•	 How has the workforce readiness and development model evolved 
throughout the history of the United States? 

•	 How do the education and skills of the workforce in the United States 
compare with the workforce in other developed nations?

S E C T I O N  I
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How Did We Get Here? A History 
of Education and Training in the 
United States
Michelle LaPointe and Jason Wingard

F
or millennia, skills learned as a novice were honed over decades to in-
crease mastery but were essentially the same skills. Early in the 19th cen-
tury, the majority of American workers were still employed on farms or 

self-employed as tradesmen or artisans. The industrial revolution changed the 
nature of work (see Exhibit P-2 in the Preface). By the end of the 19th century, 
most people were employed in low-skilled manufacturing work.1 The pace of 
change in the economy only increased in the 20th century, when all types of 
jobs were transformed by technology. Now, in the new knowledge economy 
of the 21th century, change is constant, and we must continuously improve 
our professional skills to keep up. 

The Economy Recovers to a New State

Although industrialization was introduced almost a century earlier, we can 
trace the dramatic shift in work and education to the Long Depression of 
1873, when a dramatic decline in global demand for silver resulted in a series 
of bank failures and widespread unemployment (see Exhibit 1-1). As the 
United States recovered from that depression, the economy was dramatically 
restructured and became more industrialized. This restructuring opened up 
categories of work that barely existed earlier in the century—and certainly not 
on the scale required to industrialize the economy. Eager for work after the 
Long Depression, workers moved to the new centers of manufacturing from 

C H A P T E R  1
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across the United States and Europe. Initially, these new jobs were primarily 
semi-skilled.2 Although immigration produced an almost unlimited number 
of workers, few trained artisans or laborers sought employment in these new 
types of jobs. Given a limited supply of skilled workers, factory owners fur-
ther reorganized the work. Semi-skilled positions were specialized into spe-
cific routine tasks to allow for the hiring of less skilled workers. 

In contrast to the earlier agrarian economy, when youths learned trades 
and crafts through apprenticeships that lasted years, in the beginning of the 
industrialized age training was performed almost entirely on the job. Given 
the low-skilled nature of the work, there was little promotion potential and 
very flat compensation. Nationally, in the decades immediately following the 
Long Depression, annual worker turnover exceeded 100%, and 75% of the 
turnover appeared to be due to employees quitting.3 Despite the constant flux 
of workers, employers paid little attention to developing the capacity of their 
workforce or retaining workers in their factories.

This changed during World War I, when immigration into the United 
States halted. Without a steady stream of workers, employers had to develop 
their local job markets, enhance the capacity of existing labor, and retain the 
workers in their factories.4 Companies had to compete with one another to 
hire and retain competent employees. The value of labor and the power of 
workers increased. Strong unions and increased labor protections further 

Exhibit 1-1.  Gap Between Job Skills and Education.
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strengthened the position of employees. Employers began investing in their 
workforce by providing pensions, better working conditions, and training for 
specialized roles within the factory. 

National Policies to Support Workforce Development

The employers’ investments in developing their workforce set a precedent for 
labor policy in the United States. We have a history of very limited public 
involvement or investment in improving the quality of work. Formal evidence 
for this dates to the Cardinal Principles of Secondary Education of 1917, is-
sued by the national Commission on the Reorganization of Secondary Edu-
cation during the period when secondary education became common in the 
United States. This period was marked by a debate about the role of educa-
tion and about whether the focus should be on developing academic skills or 
work-related skills. The cardinal principles explicitly laid the burden for de-
veloping work-related skills on individuals with little if any support from the 
school*: 

The student gets to know him- or herself and a variety of careers 
so that the student can choose the most suitable career. The student 
should then develop an understanding of the relationship between 
the vocation and the community in which one lives and works. Those 
who are successful in a vocation should be the ones to teach the 
students in either the school or workplace.5

In keeping with those principles, in the United States job training, profes-
sional development, and adult education have typically been either offered by 
employers to increase organizational capacity or paid for by employees them-
selves to increase their knowledge and skills. The emphasis on private individ-
uals and private companies has impeded the creation of a system for lifelong 
learning. Employer-sponsored programs have tended to be very job-specific, 
rather than providing portable skills and credentials or expanding an employee’s 
career path within the organization. Outside of employer-sponsored training, 
individuals have primarily relied on trade schools and community colleges. 
Despite an intention to allow the market to provide training for needed skills, 

* The commission outlined seven cardinal principles: health; command of fundamental processes 
(reading, writing, oral expression, and math); worthy home membership (art, music, social stud-
ies); vocation; civic education; worthy use of leisure; and ethical character. The full text of the 
report is available at http://tmh.floonet.net/articles/cardprin.html.

http://www.amanet.org
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the reality is that, given a lack of information for consumers and loose creden-
tialing of institutions, the market for job training, professional development, 
and adult education in the United States is inefficient and does not meet the 
needs of workers.

However limited, public investment in training and education for adults 
dates to President Franklin D. Roosevelt’s New Deal and was embedded in 
the Works Progress Administration, the Civic Conservation Corps, and the 
National Youth Agency. These programs were run through community orga-
nizations rather than connected with existing education institutions. These 
programs touted “a new technique in education—that is, education through 
work.”6 New Deal investments in job training ended when World War II began.

Job Training for the Disadvantaged

In the 1960s, the federal government created new job training programs with 
the primary goal of getting the unemployed into jobs—any jobs. These in-
cluded the Manpower Development Training Act of 1962, which only funded 
short-term (10- to 15-week) programs and offered job-specific training. In 
1973, the Comprehensive Employment and Training Act (CETA) consolidated 
existing job training programs and gave a greater role to states in designing 
and implementing programs. In 1982, the Job Training Partnership Act (JTPA) 
encouraged public–private partnerships to assist employers with worker train-
ing. In the 1980s, the federal government created numerous education and 
training programs, mostly targeted to provide second chances to the unem-
ployed or those who failed to develop basic literacy and numeracy in high 
school. By 1995, the General Accounting Office reported that the federal gov-
ernment was spending $20.4 billion on 163 training programs, spread across 
nearly every federal agency. There was no effort to coordinate these programs 
into a coherent system. The Workforce Investment Act (WIA) of 1998 pro-
vided additional funding for training for those who were unemployed and 
had limited job skills, but the services were mostly informational. Allowable 
education programs included the general equivalency diploma (GED), adult 
remedial education, and English as a second language (ESL) classes.* WIA 

* Although these services are typically provided by community colleges, and although commu-
nity colleges are considered the linchpin of the workforce development and adult education sys-
tem, few community colleges participate in WIA programs. The mismatched goals and incentives 
and the bureaucratic nature of WIA programs are disincentives to participate.
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also created and funded One-Stop Centers and Individual Training Accounts. 
During this time, the federal government implemented Work First and the 
Personal Responsibility and Work Opportunity Reconciliation Action, which 
undermined previous efforts for workforce development by emphasizing the 
need to take any job, rather than building skills for a more stable career.6

Formal Education in the United States

In addition to job-based training and development, formal education became 
more relevant to career readiness in the early 20th century. A recurring debate 
raged (and still rages) among policymakers: What is the purpose of public edu-
cation? Many called for increased vocational education in the developing con-
cept of high schools. In 1917, Congress passed the Smith-Hughes Act, which 
devoted the first federal dollars to vocational education. It was also during 
this time that secondary education became more common. 

In the 1920s, as comprehensive high schools were built across the United 
States, it became expected that young people would earn a high school di-
ploma. Although secondary education was not mandatory during the Great 
Depression, it was strongly encouraged, largely to limit the entry of young 
workers into the already tight job market.7 

After World War II, U.S. policy encouraged college as a way to expand 
the middle class, and high schools began to focus on preparing students for 
higher education. The GI Bill is a famous example of a public policy to sup-
port college education. During the 1950s and 1960s, attitudes shifted in sup-
port of secondary education programs that emphasized college readiness over 
job readiness.8 This emphasis on college remains the prevailing attitude in the 
United States, despite the fact that, on the one hand, many professions require 
additional education beyond a 4-year college degree, and that, on the other 
hand, an even larger number of jobs require technical skills but not a college 
degree.

Changes in the Economy, Lags in the Educational System

Although college was increasingly seen as a direct path to a secure middle-class 
lifestyle, during the 1950s and 1960s it was possible for a factory worker to 
support a family. Manufacturing dominated the U.S. economy. Jobs were 
plentiful, and semi-skilled labor was highly valued. By the 1970s, however, 
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manufacturing jobs were disappearing, due in part to mechanization9 and in 
part to competition from the reinvigorated economies of Japan and Germany. 

In the new economies of Japan and Germany the role of the worker was 
quite different from that in the United States. Even on an automated assembly 
line, manufacturers in those two countries used experienced workers to mon-
itor and control quality on the line.10 Workers were empowered to stop the 
assembly line to adjust quality. Accordingly, labor and education policy in 
those countries invested in developing workers with critical thinking skills 
and refined technical skills. This autonomy did not exist in the American fac-
tory. Factory work in the United States remained semi-skilled. 

The last decades of the 20th century marked another transition in the 
economy with parallel shifts in essential skills. The explosion of the computer 
and technology industry created many skilled jobs, although not necessarily 
jobs that require a 4-year college education, especially since higher education 
has not caught up to the rapid changes in technology. Today, the U.S. econ-
omy is characterized by innovation. Perhaps more than a college degree, work 
in the 21st century requires good skills in communication, collaboration, crit-
ical thinking, and creativity (the 4 C’s11). These skills appear to be strong 
predictors of success in the technology industry and more generally in the 
knowledge economy. 

Despite the new skills required to compete in the knowledge economy, 
the U.S. system of education and job training is still preparing a majority of 
youths for semi-skilled work that has not been available since the early 1970s. 
Adults in this country who are already on the job have few supports to retool 
their skills for the new economy. Like Japan and Germany, other developed 
countries have invested in their education and training systems to better pro-
vide youths with 21st-century skills when they enter the workforce. As noted 
before, Germany and Japan have long trained factory workers in problem 
solving and leadership skills so that they can monitor assembly lines and en-
sure the quality of the products manufactured. The misalignment of education 
and work in the United States, combined with lower labor costs in developing 
countries and better primary and secondary education systems in other devel-
oped countries,12 has driven jobs out of the U.S. economy. 

In addition, the financial crash of 2008 reduced demand worldwide, fur-
ther limiting the need for semi-skilled manufacturing work. But the recession 
that began in 2008, like the Long Depression of the late 19th century, can 
serve as a catalyst to better align our systems of education and workforce de-
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velopment with the realities of life and work in the new knowledge economy. 
Education providers, driven initially by lean budgets, are collaborating with 
employers to strengthen their programs and connect students with authentic 
experiences relevant to opportunities in this economy. Employers are realiz-
ing that there is so much undeveloped talent, and support for innovative edu-
cation, focused on the 4 C’s, will provide companies with employees who can 
adapt to the constant change in the global economy. Public and community 
agencies have focused reduced resources on combining and aligning invest-
ments by employers and education providers. As it did in the late 1890s, the 
United States is again recovering from an economic downturn to face a new 
era. Continued prosperity depends on seizing the opportunity to collaborate 
in the global knowledge economy.
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Better Skills, Better Jobs, 
Better Lives
Andreas Schleicher

S
kills transform lives, generate prosperity, and promote social inclusion 
everywhere. And if there is one lesson the global economy has taught us 
over the last few years, it is that we cannot simply bail ourselves out of 

a crisis, that we cannot solely stimulate ourselves out of a crisis, and that we 
cannot just print money to get out of a crisis. A much stronger bet for coun-
tries to grow themselves over the long term is to equip more people with 
better skills to collaborate, to compete, and to connect in ways that drive our 
economies forward. 

If there is one central message emerging from the Organization for Eco-
nomic Cooperation and Development’s new Survey of Adult Skills, it is that 
what people know and what they do with what they know has a major impact 
on their life chances (Exhibit 2-1). For example, across countries, the median 
hourly wage of workers scoring at level 4 or 5 in literacy—who can make 
complex inferences and evaluate subtle truth claims or arguments in written 
texts, is more than 60% higher than for workers scoring at level 1 or below, 
that is, workers who can, at best, read relatively short texts to locate a single 
piece of information that is identical to the information given in the question 
or directive or who can understand basic vocabulary. Those with low literacy 
skills are also more than twice as likely to be unemployed. The survey also 
shows that this impact goes far beyond earnings and employment. In all 23 
countries surveyed, individuals with poorer foundation skills are far more 
likely than those with advanced literacy skills to report poor health, to believe 
that they have little impact on political processes, and not to participate in 
associative or volunteer activities. The United States is a case in point: Almost 
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a third of low-skilled adults in the United States report having poor or fair 
health, and the odds of having low levels of health are four times higher for low-
skilled adults than for those with the highest skills. That ratio is higher than that 
for nearly any other surveyed country, and double the across-country average. 
At the aggregate level, too, the distribution of skills relates closely to how the 
benefits of economic growth are shared among individuals and social groups.

So in one way, skills have become the global currency of 21st-century 
economies. But this “currency” can depreciate as the requirements of labor 
markets evolve and individuals lose the skills they do not use. For skills to 
retain their value, they must be continually developed throughout life. 

Furthermore, the toxic coexistence of unemployed graduates and of em-
ployers who say that they cannot find the people with the skills they need 

Exhibit 2-1.  Likelihood of positive social and economic outcomes among highly literate adults 
(2012).
Increased likelihood (odds ratio) of adults scoring at Level 4/5 in literacy on the OECD Survey 
of Adult Skills reporting high earnings, high levels of trust and political efficacy, good health, 
participating in volunteer activities and being employed, compared with adults scoring at or below 
Level 1 in literacy (adjusted)

Notes: Odds ratios are adjusted for age, gender, educational attainment and immigrant and language background. High wages 
are defined as workers’ hourly earnings that are above the country’s median.

Source: Based on data from the Survey of Adult Skills (PIAAC) 2012.
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underlines that more education does not automatically translate into better 
economic and social outcomes. To succeed with converting education into 
better jobs and lives, we need to better understand what those skills are that 
drive outcomes, ensure that the right skill mix is being learned, and help econ-
omies to make good use of those skills. 

The essential starting point is anticipating and responding to the evolu-
tion of skill demands. Government and business need to work together to 
gather evidence about skill demands, present and future, which can then be 
used to develop up-to-date instructional systems and to improve education 
and training systems. During the past few decades there have been major 
shifts in the economic underpinnings of industrialized countries and, more 
recently, of many emerging and developing countries, too. In countries such 
as the United States, the steepest decline in skill demands is no longer in the 
area of manual skills, but rather in routine cognitive skills. When we can ac-
cess the world’s knowledge on the Internet, when routine skills are being 
digitized or outsourced, and when jobs are changing rapidly, accumulating 
knowledge matters less, and success becomes increasingly about ways of 
thinking (creativity, critical thinking, problem solving, and judgment), about 
ways of working (collaboration and teamwork), and about the sociocultural 
tools that enable us to interact with the world. 

The OECD’s Programme for International Student Assessment (PISA) is 
an attempt to measure schooling outcomes in these terms. It looks at the ca-
pacity of 15-year-old students not just to reproduce what they have learned, 
but to extrapolate from what they know and apply their knowledge in novel 
situations. The results show that a comparatively large proportion of 15-year-
olds in the United States do not acquire even a minimum level of skills in key 
domains such as mathematics, reading, and science. 

Early deficiencies in initial education and training will not go away by 
themselves. Indeed, the OECD Survey of Adult Skills shows that the perfor-
mance of the initial schooling system is closely linked to adult skills. Between 
2000 and 2009, 15-year-old students in the United States tended to score 
below the across-country average in the PISA assessment of both literacy and 
numeracy. Consistent with this findingyoung adults (now in their late teens or 
twenties) scored below average in the Survey of Adult Skills. Weak basic skills 
(literacy and numeracy) are now more common in the United States than in 
many other countries. One in six U.S. adults (about 36 million) have weak 
literacy skills; in Japan, the comparable figure is one in 20 (Exhibit 2-2). 
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Exhibit 2-2.  Literacy proficiency among adults.

Percentage of adults scoring at each proficiency level in literacy. 

Countries are ranked in descending order of the mean score in literacy.

Notes: Adults in the missing category were not able to provide enough background information to impute proficiency scores 
because of language difficulties, or learning or mental disabilities (referred to as literacy-related non-response).

Source: Survey of Adult Skills (PIAAC) (2012), Tables A2.1 and A2.2a.
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Nearly one third of U.S. adults have weak numeracy skills as compared with 
an across-country average of 19%. Looking at stronger performers, while one 
in nine U.S. adults score at the highest level in literacy, similar to the across-
country average, only one in 12 score at the highest numeracy level, well 
below the average. Even in problem-solving skills in technology-rich envi-
ronments, which are central to the success of the U.S. economy, adults in the 
United States do not outperform the across-country average. 

What is troubling, too, is that there have been few signs of improvement 
in basic skills in the United States. Today in the United States, adults demon-
strate similar or weaker literacy skills on the Survey of Adult Skills than did 
adults in the mid-1990s, and the average basic skills of young adults are not 
hugely different from those of older persons. This contrasts with some other 
countries such as Finland, South Korea, and Japan, where younger adults 
score well above their older compatriots—and well above young adults in the 
United States. 

What is also noteworthy is how much information literacy and numeracy 
skills vary for individuals with similar qualifications, both within the United 
States and when comparing the United States with other countries. Although 
the Survey of Adult Skills assesses only some components of the knowledge 
and skills certified by educational qualifications, proficiency in literacy, nu-
meracy, and problem solving represent outcomes that are expected to be de-
veloped through formal education. Irrespective of any other outcomes, the 
differences in the extent to which graduates of similar qualifications differ in 
their proficiency in information processing skills between countries are strik-
ing. In the United States, as in a number of other countries, the Survey of 
Adult Skills shows that actual skill levels differ markedly from what data on 
formal qualifications suggest. For example, the United States ranks much 
higher internationally in the proportion of 25- to 34-year-olds with college 
degrees than in the literacy or numeracy skills of the same age group. Even 
more striking is that a large share of Japanese 25- to 34-year-olds who have 
completed only high school do as well as a large share of U.S. college gradu-
ates (Exhibit 2-3). 

There are many reasons why the skills people currently have may differ 
from the formal qualifications they once attained. People may have moved on 
and acquired new skills since they completed their formal education or lost 
some skills developed in their formal education that they did not use. Indeed, 
the longer the time since a person completed his or her education, the weaker 
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the direct relationship between his or her formal education and proficiency, 
and the greater the role of other factors that may affect proficiency, such as the 
work or social environment. In other words, a 55-year-old’s experience in 
formal education is likely to have less of a direct influence on his or her profi-
ciency than that of a 26-year-old. Furthermore, the quality of education may 
also have changed considerable over the decades, even within the same coun-
try, so that individuals with ostensibly the same qualifications or level of at-
tainment may have had very different educational experiences. And again, 
educational qualifications typically encompass a much wider range of compe-
tencies than literacy or numeracy skills.

Finally, social background matters more in the United States than in other 
countries. Socioeconomic background, parental education level, and literacy 
skills are more strongly linked in the United States than in any other country 
with comparable data. Race and ethnicity are also important: 35% of black 
adults and 43% of Hispanic adults have low literacy skills, compared with only 
10% of white adults. For Hispanics, recency of migration makes a difference; 
U.S.-born Hispanics score on average higher than black adults, whereas 
foreign-born Hispanics score lower. Racial differences in skills remain even 

Exhibit 2-3.  Distribution of literacy proficiency scores and education
Mean literacy proficiency and distribution of literacy scores, by educational attaintment

Source: Based on data from the Survey of Adult Skills (PIAAC) 2012. 
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among adults with similar levels of education. More positively, however, the 
link between socioeconomic background and skills is weaker among young 
adults in the United States. 

All of these considerations are important, because individuals who have 
low levels of skills due to a lack of access to good-quality education, a lack of 
success in education, or a lack of opportunity to improve their skills later on 
are much more likely to have poor employment and social outcomes, and 
more so in the United States than in other countries.

Although many of these findings are worrying, another finding, more 
positively, suggests some pathways of opportunity: 63% of low-skilled adults 
in the United States are employed, more than in other countries. This means 
that strong workforce development measures could reach many of the low 
skilled. Stronger basic skills also tend to be rewarded with better chances of 
employment and higher wages, even when taking educational attainment into 
account. The wage reward for basic skills is higher in the United States than in 
almost any other surveyed country, so the incentives to strengthen basic skills 
are strongly present. 

One area where the United States could learn from countries such as 
Denmark, Germany, and Switzerland is in education, and specifically shifting 
more of the premium in education from qualifications-focused education up-
front to skills-oriented learning throughout life. OECD’s Learning for Jobs 
analysis shows that skill development is far more effective if the world of learn-
ing and the world of work are linked. Compared with purely government-
designed curricula taught exclusively in schools, learning in the workplace 
enables people to develop “hard” skills on modern equipment, and “soft” 
skills, such as teamwork, communication, and negotiation, through real-world 
experience. The experience of these countries also suggests that hands-on 
workplace training is an effective way to motivate disengaged youths to re-
engage with education and smooth the transition to work. They succeed in 
preventing youths from dropping out of school by offering more relevant 
education and second-chance opportunities, and by offering work experience 
to young people before they leave school. Employers have an important role 
in training their own staff, even if some small and medium-sized enterprises 
get public assistance to provide such training. Trade unions in these countries 
also help to shape education and training, protect the interests of existing 
workers, ensure that those in work use their skills adequately, and see that 
investments in training are reflected in better-quality jobs and higher salaries. 
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Preparing young people for entry into the labor market with up-front edu-
cation and training is only one facet of skills development; working-age adults 
also need to develop their skills so that they can progress in their careers, meet 
the changing demands of the labor market, and maintain the skills they have 
already acquired. A wide spectrum of full- or part-time adult-learning activi-
ties needs to be available, such as work-related employee training, formal ed-
ucation for adults, second-chance courses to obtain a minimum qualification 
or basic literacy and numeracy skills, language training for immigrants, labor-
market training programs for job seekers, and learning activities for self-
improvement or leisure.

According to the Survey of Adult Skills, participation rates in adult edu-
cation and training are higher in the United States than in most other coun-
tries at all skill levels, which is encouraging. However, there is more that can 
be done to dismantle barriers to participation in continued education and 
training. First, making the returns on adult education and training more trans-
parent can help to increase the motivation of users to invest in adult education 
and training. Governments can provide better information about the economic 
benefits (including wages, employment, and productivity) and other benefits 
(including self-esteem and increased social interaction) of adult learning. 

Second, less educated individuals tend to be less aware of education and 
training opportunities or may find the available information confusing. A 
combination of easily searchable, up-to-date online information and personal 
guidance and counseling services to help individuals define their own training 
needs and identify the appropriate programs is needed, as is information about 
possible funding sources. 

Third, clear certification of learning outcomes and recognition of non-
formal learning (outside of formal education programs) are also incentives for 
training. Transparent standards, embedded in a framework of national quali-
fications, should be developed alongside reliable assessment procedures. Rec-
ognition of prior learning (especially on the job or from other informal 
learning settings) can also reduce the time needed to obtain a certain qualifica-
tion and thus the cost of forgone earnings. 

Fourth, it is important to ensure that programs are relevant to users and 
are sufficiently flexible, both in content and in how they are delivered to adapt 
to adults’ needs. A number of countries have recently introduced one-stop-
shop arrangements, with different services offered in the same institution. This 
approach is particularly cost-effective as it consolidates infrastructure and 
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teaching personnel and makes continuing education and training more conve-
nient. Distance learning and the open educational resources approach have 
significantly improved users’ ability to adapt their learning to their lives.

Cross-border skills policies are important too. Countries may not have 
an adequate supply of skills because they have booming emerging sectors and 
not enough people trained in those fields, because their societies are aging and 
there are too few young people to replace retiring workers, or because they 
want to move major parts of the economy to higher value-added production, 
which requires a well-trained workforce. Similarly, while skills policies are 
typically designed nationally, an increasing number of employers operate in-
ternationally. Some countries have begun to invest in the skills of people 
abroad. This has the double advantage of providing well-trained workers to 
branches of firms located abroad and reducing the incentives to emigrate, es-
pecially among highly skilled individuals. 

International student mobility has increased dramatically over the past 
years but it is a much more diverse market than a decade ago, and no country 
in the industrialized world has seen a more rapid decline in the market share 
of international graduates than the United States. The advantage of interna-
tional students for host-country employers is that they have a qualification 
that can be easily evaluated. Many of them also work part-time during their 
studies, allowing them to develop ties with the host-country society and labor 
market, which in turn facilitates their transition from learning to work. To 
make better use of this source of skills, several OECD countries have eased 
their immigration policies to encourage international students to remain after 
their studies for employment. The overall stay rate varies, averaging 25% in 
2008–2009 among international students who did not renew their student per-
mits in OECD countries. 

Also, while skills policies are typically designed nationally, an increasing 
number of employers operate internationally and must derive their skills from 
both local sources and the global talent pool. Some countries, therefore, have 
started to consider skills policies beyond their national borders and have begun 
to invest in the skills of people in other countries. This has the double advan-
tage of providing well-trained workers to branches of firms located abroad 
and reducing the incentives to emigrate, especially among highly skilled indi-
viduals. Another way to encourage skills development globally is to design 
policies that encourage cross-border post-secondary or tertiary education. 
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This can help a country to expand its stock of skills more rapidly than if it had 
to rely on domestic resources alone.

And yet, building skills is still the easier part; far tougher is providing 
opportunities for young people to use their skills. Employers may need to 
offer greater flexibility in the workplace. Labor unions may need to recon-
sider their stance on rebalancing employment protection for permanent and 
temporary workers. Enterprises need reasonably long trial periods to enable 
employers to give those youths who lack work experience a chance to prove 
themselves and to facilitate a transition to regular employment. The bottom 
line is that unused human capital represents a waste of skills and of initial in-
vestment in those skills. As the demand for skills changes, unused skills can 
become obsolete, and skills that are unused during inactivity are bound to 
atrophy over time. Conversely, the more individuals use their skills and en-
gage in complex and demanding tasks, both at work and elsewhere, the more 
likely it is that those skills will not decline due to aging.

But even developing skills and making them available to the labor market 
will not have the desired impact on the economy and society if those skills are 
not used effectively. The OECD Skills Survey shows that, in some countries, 
skills mismatch is a serious challenge that is mirrored in people’s earnings pros-
pects and in their productivity. Knowing which skills are needed in the labor 
market and which educational pathways will get young people to where they 
want to be is essential. Skills mismatch on the job can be a temporary phenom-
enon; for example, the demand for skills takes time to adjust to the fact that 
there is a larger pool of highly skilled workers available. Thus, not all types of 
skills mismatch are bad for the economy. Skills surpluses, which can result from 
an underuse of skills in specific occupations, can serve as a skills reserve that 
may be used in other, more advanced jobs and for building knowledge econ-
omies over the long term. However, the mismatch between workers’ skills and 
their tasks at work can adversely affect economic and social outcomes. The 
underutilization of skills, in specific jobs in the short- to medium-term, can be 
a problem because it may lead to skills loss. Workers whose skills are underused 
in their current jobs earn less than workers who are well matched to their jobs 
and tend to be less satisfied at work. This situation tends to generate more em-
ployee turnover, which is likely to affect a firm’s productivity. Under-skilling 
is also likely to affect productivity and, as with skills shortages, slow the rate 
at which more efficient technologies and approaches to work are adopted.
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Successful entry into the labor market at the beginning of a professional 
career has a profound influence on later working life. The scarring effects of a 
poor start can make it difficult to catch up later. Strong basic education, in 
conjunction with vocational education and training programs that are relevant 
to the needs of the labor market, tend to smooth the transition from school to 
work; so do hiring and firing rules that do not penalize young people com-
pared with other groups, and financial incentives that make it viable for em-
ployers to hire young people who require on-the-job training. Such policies 
can help prevent skills mismatch and unemployment later on.

High-quality career guidance services, complemented with up-to-date in-
formation about labor-market prospects, can help young people make sound 
career choices. Some countries also have effective active labor-market mea-
sures, such as counseling, job-search assistance, and temporary hiring sub
sidies for low-skilled youths, and they link income support for young people 
to their active search for work and their engagement in measures to improve 
their employability.

None of this will work unless skills become everyone’s business: govern-
ments, which can design financial incentives and favorable tax policies; educa-
tion systems, which can foster entrepreneurship as well as offer vocational 
training; employers, who can invest in learning; labor unions, which can en-
sure that investments in training are reflected in better-quality jobs and higher 
salaries; and individuals, who can take better advantage of learning opportu-
nities. Countries also need to take a hard look at the financing of education 
and job training. Governments need to design financial incentives and tax pol-
icies that encourage individuals and employers to invest in continuing educa-
tion and training. In countries where tertiary education is financed entirely 
through public funds, some individuals may shoulder more financial burden 
for their own tertiary education. Conversely, in countries where high levels of 
tuition fees pose barriers for access to tertiary education, income-contingent 
loans and means-tested grants can help to improve access and progression. 

It is worth getting this right. If the industrialized world would raise its 
learning outcomes by 25 PISA points, to the level of improvement that we 
have seen in a country like Brazil or Poland over the last decade, its economies 
could be richer by over 40 trillion euros over the lifetime of today’s students. 
Many countries still have a recession to fight, but the opportunity cost of low 
educational performance is the equivalent of a permanent economic recession.
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EDUCATION PROVIDERS

T
his section describes the role of education providers in promoting life-
long learning. Education providers are not just schools; they are a wide 
range of organizations that offer direct instruction for learners seeking 

job preparation and enhancement training. 
We begin the section with a discussion with Dr. Edward Verrier, the di-

rector of a medical residency program that leverages technology to ensure that 
doctors receive training in the most current science. The exchange highlights 
the following issues, which all types of education providers discussed in this 
section confront:

•	 How these institutions adapt to the changing demographics of their target 
populations and the shifting demands of the economy for new skills

•	 The need to work closely with employers and other stakeholders to en-
sure that content is relevant and current

•	 How current program delivery combines technology, hands-on prac
tical experiences, and classroom activities to foster effective learning 
environments

S E C T I O N  I I
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Executive Perspective

Joint Council on Thoracic Surgery Education: e-Learning and 
Surgical Residency

Edward Verrier

During the 2013–2014 school year, the Joint Council on Thoracic Sur-
gery Education piloted an online course for residents in thoracic surgery 
at the University of Washington School of Medicine. Like an increas-
ing number of education providers, the surgical residency program has 
“flipped” the classroom. Rather than attending traditional lecture-based 
courses, students access content information online, and class time is 
used to for discussion to deepen and apply knowledge.

This new model is relevant for the knowledge economy and vital 
to the medical field. Highly skilled physicians must apply cutting-edge 
scientific knowledge in real-time situations with immediate impact on 
patients. An online environment facilitates the digital transfer of the lat-
est information, saving the time traditionally required to print medical 
journals or textbooks. 

The following questions and answers are drawn from conversations 
with Edward Verrier, M.D., professor of surgery at the University of 
Washington Medical School and a member of the board of the Joint 
Council on Thoracic Surgical Education.

Why an online program? Why is the old model no longer adequate?
There is a sense among surgeons that if the traditional residency was good 

enough for them, it’s good enough for the next generation. But the whole 
world has changed. We no longer allow residents to teach. We have more 
safety standards. There’s more transparency and more accountability.

The whole environment is different, so we had to change. Resident educa-
tion is no longer the model of “see one, do one, teach one.” We are flipping the 
classroom with this online course: content is available online; residents can 
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move at their own learning pace, when they have time to focus on the material. 
During weekly conferences, rather than a power-point lecture, the faculty can 
lead an interactive session. They can focus on what the residents don’t know 
and what they need to understand and how to apply knowledge to cases. 

Education is evolving at all levels: from kindergarten to high school, as well 
as college and medical school. It’s much more learner-centric. It has to be in-
ternally driven by the learner, not just externally defined by the faculty. On-
line courses acknowledge the fact that everybody learns at his or her own rate.

What is a basic description of the online program? What are the goals for the 
program?

Our intention was to create a meaningful online approach to thoracic sur-
gery resident education. We’ve created 88 weekly units, to match the number 
of weeks in the 2-year residency. Each unit includes learning objects, learning 
points, and teaching pearls. 

For each unit there are required readings and clinical case scenarios, which 
are in-depth cases, of about six or seven pages, with extensive references. 
There are vivid images, each of which is linked to learning objectives, discus-
sion points, learning points, and teaching pearls. At the end of the unit there 
is an online test. The content and assessments are aligned with the milestones 
laid out by the residency review committee, and residents meet some of those 
milestones by completing those online tests.

Ultimately, the resident’s goal is to pass the medical boards. The materials 
in the online course are aligned with the board exams. Half of the board exam 
is examining cases, and one third of residents struggle with that section of the 
exam. So, to address this issue, the online course was designed to teach them 
to apply information rather than just memorize it. 

What was the design process? How did you develop the curriculum?
To start, we conducted a robust needs assessment. We went to the Amer-

ican Board for Thoracic Surgery and to the residency review committee. We 
gave presentations at national meetings about what competency-based med-
ical education really means. We talked to faculty members in other surgical 
disciplines and learned from what they are doing to improve both resident 
education programs and continuing education. We used this information to 
better define the requirements to be a heart or lung surgeon in the United 
States. This process resulted in a 60-page detailed document, separated into 
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the four categories associated with a cardiothoracic surgery: heart, lungs, 
esophagus, and other organs in the chest.

Next, we needed to find a good navigation system, one that was readily 
available and that could work on a variety of platforms (PC, tablet, smart-
phone). It needed to be very fast in bringing up pertinent information. When 
you click open an article, the PDF comes up immediately. It’s seamless. The 
system also needed to be able to handle a lot of traffic. Even in the pilot pro-
gram there were 1,400 users (including residents, program staff, and faculty). 

Then, we negotiated with publishers to acquire the rights to the course 
content. In addition to journal article, we were able to get permission to use 
electronic versions of 11 textbooks. 

We also realized we needed a content management system (CMS). We 
reviewed different systems and chose PersonalBrain (Softonic International, 
Barcelona, Spain). It’s a mind-map system, which we organized by each of the 
four categories of thoracic surgery, and residents can drill down by topic. The 
system provides access to appropriate chapters of the texts, journal articles, 
videos of procedures, and audios of lectures. In addition, each student has an 
electronic portfolio to document his or her progress through the course. Fi-
nally, all the content on the site was reviewed by a professional advisory board, 
similar to a journal’s peer review process. 

The content management system functions as a database so we also 
needed a learning management system (LMS) to provide guidance to learners. 
The LMS allows us to organize the curriculum into weekly units. Initially, 
we used an open-source system, but we are now moving to a platform with an 
enhanced CMS and LMS. We needed better reporting mechanisms and multi-
tendency capabilities that the open-source system could not provide. We 
needed better coordination between the CMS and LMS with fewer clicks to 
proceed through the content and to the LMS. We are partnering with Astute 
Technologies (Fairfax, VA) to enhance the platform. 

What were the barriers to implementation?
Copyright issues. Creating good assessments. Oh, and getting people to 

accept an online program.
These were some of the issues we faced:

•	 We needed to be familiar with the copyright issues for course materials. 
In our field, most journal articles are open source after a few years, but 
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some journals never make their materials publicly available. We are hop-
ing to negotiate longer-term agreements so we don’t have to worry about 
copyright issues every few years. Or about developing our own materials.

•	 We found that the toughest part is writing the assessment questions to 
help student prepare for their boards. We have used some old board ques-
tions, but with all the tests embedded in the course, we have had to write 
a lot of new questions. It’s taking longer than anticipated to get good 
questions.

•	 Finally, we need to get the users to accept it. The faculty and the residents 
are still embedded in an antiquated system of learning, focused on mem-
orization and lectures. But once we have results for our residents, I think 
they will begin to change their minds.

How was the work coordinated? Who supported this work?
Initially, the four thoracic surgery societies sponsored this work, but two 

had to pull out for financial reasons. Now most of our funding comes from 
the Society of Thoracic Surgeons and the American Board of Thoracic Sur-
gery. We also raised some money from industry. 

The Joint Council on Thoracic Surgery has a board with two members 
from each of the societies, and the board advises us. There are some subcom-
mittees to focus on specific topics. I also have a kitchen cabinet of four sur-
geons at other medical schools. They each focus on a different area: working 
with PersonalBrain, general issues related to medical education, developing 
simulations, and outreach to medical school faculties. 

How do you measure success? 
The program is just finishing its inaugural year. Although the course was 

designed before the year started, we are rolling it out one feature at a time, one 
per month. We won’t have outcome data until the end of the school year, but 
the content management system was designed to track usage. Anytime users 
sign in, the system tracks what they access and how much time they spend in 
the system. We review usage data every week. In addition, the system allows 
access to the residents’ portfolios. Information can also be aggregated to the 
program level, to assess program effectiveness. Faculty not only can look at 
their residents’ progress but also can compare outcomes with the other pro-
grams around the country.
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We have a lot of data to gauge how the program is working, but the big 
test will be how residents do on their medical boards.

What are the next steps? What changes do you anticipate?
We believe that this online course module has appeal way beyond the 

thoracic surgery residency. We showed it to colleagues in the cardiothoracic 
anesthesia community and to associates who develop cardiac devices, and 
they want to be part of this. They would love access to this kind of content 
and this type of CMS. When we presented at the Europe Society for Thoracic 
Surgery, we noted a lot of interest, but I expect this program will be more 
popular in countries that are developing their medical education system. It 
may take longer to catch on in the United States and Europe.

There is also potential to use online courses for continuing medical edu-
cation (CME). Currently, physicians earn CME credits by attending confer-
ence. These conferences often present research studies and information about 
registries, but they have little to do with competency-based education. There 
is currently no accountability for professional learning, but ultimately, society 
is going to ask, “Did you learn anything? How do we know if you learned any-
thing?” Without assessment, there is no way to know if the professional even 
attended the lecture, let alone learned anything. How do you make a curricu-
lum accountable, how do you make developing technical skills accountable? 

Online education is emerging as the way forward in medical education, 
particularly in a specialty like cardiothoracic surgery, in which new technol-
ogy is introduced every week. We see this as a first step toward an accountable 
curriculum.
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JPMorgan Chase Foundation
Fellowship to Improve Educational Outcomes 
for Young Men of Color

Twinkle Morgan, Calvin Hadley, and Mark Rigdon

A
n increasing number of business leaders and corporations understand 
how the crisis facing young men of color impacts their ability to attract 
and retain the diverse talent they need to compete in the global econ-

omy. To address this issue and help build a prepared, diverse talent pool, 
JPMorgan Chase & Co. (JPMC) created The Fellowship Initiative (TFI), an 
innovative program designed to equip young men of color with the knowl-
edge, skills, and experiences needed to succeed in life. 

Program Description

The Fellowship Initiative pursues its mission by providing program partici-
pants with the academic, social, and emotional supports they need to com-
plete high school, earn a college degree, and launch successful professional 
careers. JPMC’s commitment to TFI reflects its belief that corporations have 
an obligation to actively engage in efforts to address critical social issues and 
its recognition that while money is important, it’s not enough. Firms like 
JPMC can bring multiple resources to bear, including, money, talent, and 
ideas, on the most pressing social issues of our time in ways that drive benefi-
cial outcomes for deserving individuals and communities. 

To ensure TFI’s success, the firm leveraged current best practices by re-
cruiting experienced partners and integrating their diverse approaches into 
a  cohesive program. As new, often unanticipated program needs emerged, 
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TFI adapted its framework to address those needs and discontinued areas 
that were found to be less critical. This approach ensured that the program 
could be scaled easily and modified in appropriate ways that were respon-
sive to participants’ needs. The firm’s decision to cover all of the costs asso-
ciated  with TFI for all students also ensured that the students were able 
to  participate fully in all program activities regardless of their financial 
circumstances.

Target Audience

The first cohort of TFI Fellows was recruited from 25 public (non-charter) 
schools. Leaders from each school were asked to nominate up to five young 
men of color in 9th grade who showed academic potential but were not yet 
living up to that potential. Applications for the program were recruited from 
this pool of 125 nominated students. 

The Fellowship Initiative’s admission process was rigorous and demand-
ing. The 12-page application included three student essays; a detailed school/
teacher evaluation; two short parent statements; academic records; and gen-
eral household, financial, and demographic information. The selected students 
were then invited to participate in two one-on-one evaluations and a group 
interview with TFI’s selection committee. The information collected from 
all of these stages in the admission process provided multiple opportunities 
for the admissions committee to look into the hearts and minds of the can-
didates and better understand their families, school experiences, and social 
backgrounds. 

While academic achievement and intelligence were factored into the se-
lection process, the core mandate was to identify the least-served students 
with average grades who exhibited the following characteristics: 

✓✓ A strong interest in attending and graduating from college 
✓✓ Determination and perseverance in the face of challenges
✓✓ Leadership potential and a commitment to public service 
✓✓ Financial need

After candidates were recommended by the selection committee, TFI’s 
program staff narrowed the final pool down to the 32 Fellows who were ad-
mitted to the program. The most challenging aspect of this task was deter-
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mining the proper balance of candidates across the higher, middle, and lower 
segments of the midlevel student population to ensure that the program could 
properly address the students’ individual and collective needs. 

Of the 32 students admitted to the program, 16 (50%) fit squarely in the 
academic middle (grade point averages [GPAs] of 80 to 85); eight (25%) were 
higher performing students, with GPAs in the 85 to 90+ range; and eight 
(25%) were lower performing students, with GPAs under 80. The decision to 
admit these students was ultimately driven by applicants’ demonstrated desire 
to succeed, family, recommendations of school leaders, and their ability to 
navigate difficult circumstances (Exhibit 3-1). 

From the moment the candidates started the program in July 2010, the 
TFI Fellows were held to high standards, and their families were expected to 
reinforce these expectations at home. To ensure that everyone understood 
what was expected, TFI required the Fellows and their parents/guardians 
to sign a code of conduct agreement that affirmed their commitment to the 
program and their willingness to comply with all of the demands associ-
ated with preparing the young men for college and successful professional 
careers. 

Exhibit 3-1.  Recruiting Highlights and Demographics of the Fellows Selected (Class 2017).

Recruiting Highlights Demographics 

Target schools invited:	 25
Students nominated:	 125
Students interviewed:	 48
Schools participating:	 18
Fellows recommended:	 32
Schools represented in  
  final selection:	 15

Average grade point average (GPA):  84% 
Ethnicity: � 69% Black/African 

22% Latino 
  9% Asian 

Parents’ education: �   3% grade school 
38% high school 
31% some college/no degree 
25% college/professional degree 
  3% information not provided

Income: � 7% low income (below $30K) 
41% moderate income ($30K–$60K) 
13% high income (>$60K)

Free reduced-priced lunch: � 75% eligible 
25% not eligible
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Partners

Implementing TFI necessitated partnering with a number of proven youth 
development organizations. The initial partners included the following:

•	 LEAD Global: a national partnership of top multinational corporations 
and graduate business schools that encourages students to pursue careers 
in business 

•	 Sponsors for Educational Opportunities (SEO): an academic enrichment 
and career development program that prepares high school students to 
gain admission and succeed at competitive colleges and universities 
nationwide 

•	 Youth About Business (YAB): an entrepreneurial training program that 
delivers an innovative curriculum designed to prepare youths for work-
place success

Shortly after starting the program, TFI staff recognized that the TFI Fel-
lows were going to need more than the services and supports offered by the 
initial set of program partners. As a result, the following additional partners 
were recruited: 

•	 Academic:	� Princeton Review for SAT and ACT 
preparation

•	 Global:	 African Leadership Academy
•	 Experiential learning:	� Alpine Endeavors, US Navy SEAL Con-

sultant, Outward Bound
•	 Infrastructure:	 iMentor
•	 College access/success:	� College Summit, Venture Forth Consult-

ing (scholarships/college selection), Essay 
Intensive (college admissions essay writing 
and coaching), Write for the Future (college 
admissions essay writing), JPMorgan 
Chase Volunteers

•	 Social/emotional support:	 Mary Pender Greene Group 

Once assembled, this powerful group of partners was able to address virtu-
ally all of the Fellows’ needs. It’s worth noting that the Fellows’ enthusiasm 
about working with the partners inspired a sustained level of commitment to 
the program by these organizations and their staff. They came to feel a strong 
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sense of ownership over the welfare and successful development of the 
students.

Program Model

The Fellowship Initiative’s design emphasized (1) academic development, 
(2)  access to resources and opportunities that disadvantaged students often 
lack, (3) exposure to people and places that were able to broaden the Fellows’ 
personal and global awareness, and (4) strong social and emotional supports 
that encouraged personal growth and accomplishment. Specifically, the core 
elements included the following: 

•	 Academic preparation through summer and Saturday academies 
•	 Entrepreneurial training and professional development 
•	 Global exposure: South Africa immersion 
•	 One-to-one mentorship via JPMorgan Chase executives 
•	 Social and emotional supports 
•	 Leadership training via classroom and experiential learning opportunities
•	 College visits
•	 SAT/ACT preparation
•	 College access support 
•	 Cultural exposure and networking 
•	 College and scholarship essay coaching via JPMorgan Chase executives 
•	 Speakers series/super-mentors 
•	 College success skills training

To help ensure the success of comparable programs replicating TFI’s 
model, its core elements are detailed in the following subsections. 

Year 1: From the Summer After Freshman Year to the End of Sophomore 
Year

Once admitted, each student attended a 1-week business camp designed to 
enhance analytical, leadership, and teamwork skills. This launching point, 
hosted on Columbia University’s campus, was also selected to provide stu-
dents with residential college experience and the opportunities associated with 
higher education. Two days of intense instruction in the basics of corporate 
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finance were followed by a 3-day mergers-and-acquisitions exercise during 
which the Fellows assumed the roles of company chief executive officers 
(CEOs), chief financial officers (CFOs), and chief operating officers (COOs) 
who were responsible for trying to negotiate a merger deal. The experience 
provided an opportunity for the Fellows to apply what they learned earlier in 
the week, and exposed Fellows to the broad world of the financial services 
sector. The Fellows reported that the experience motivated them to excel in 
school so that they could qualify for the kinds of careers they learned about 
during the week.

Immediately following the business camp, the Fellows participated in a 
rigorous 3-week summer academy and a 9-month Saturday academy curric-
ulum. The curriculum was adopted from the SEO Scholars Program, which 
used the New York State learning standards and core curriculum in English 
and mathematics as the foundation for advanced lessons. The supplemental 
academic instruction focused on critical thinking, reading comprehension, 
vocabulary acquisition, writing, grammar, and math. The Saturday academies 
were held three Saturdays per month, during the school year and the curricu-
lum introduced each week was modified repeatedly to ensure that it responded 
to the unique needs of the Fellows as their academic strengths and weaknesses 
became more apparent. 

In the third month of the program, Fellows were paired with mentors 
from the firm. The mentors were tasked with helping to identify developmen-
tal needs among the Fellows and counseling them about what was required to 
succeed in college and the corporate world. All mentors were JPMC profes-
sionals who committed to working with their mentees for at least 1 year and 
ideally for the length of the high school program. Mentors were also asked to 
maintain weekly email contact with their mentees and to participate in four 
to six TFI group events annually. 

Beginning in the second semester starting in January, mandatory tutoring 
was added 1 day per week for those Fellows who struggled most in math and 
English. Students’ performance during the previous week’s Saturday academy 
was used to drive the content that tutors worked on with the Fellows. 

Year 2: From the Summer After Sophomore Year to the End of Junior Year

Recognizing that personal growth is accelerated when individuals are taken 
out of their comfort zones, TFI selected an outdoor leadership experience that 
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was designed to expose Fellows to a variety of stressors intended to help them 
understand that they were capable of much more than their current percep-
tions of their personal limits permitted. 

In consultation with qualified wilderness experts, TFI designed a 10-day 
outdoor leadership experience that included a 6- to 10-mile daily hike through 
high mountains, rock climbing, and rappelling up and down 100+-foot ele-
vations, and a series of challenges that required teamwork, as facilitated by 
strong leaders. The first half of the expedition focused on teaching outdoors 
skills—cooking, equipment usage, camping, use of map and compass, and so 
on. The second half put these skills into practice and culminated with a task 
that required quick decision making under adverse conditions and forced 
the Fellows to think out of the box to solve vexing wilderness survival 
challenges. 

The experience was extremely demanding physically, mentally, and emo-
tionally, but a majority of the Fellows reported that it had a profound impact 
on them. They noted that the trip strengthened their capacity to make sound 
decisions under extreme pressure with limited information. It also helped 
them develop strategies for managing stress, controlling impulses, and perse-
vering in the face of obstacles. Finally, it broke down the remaining barriers 
that separated the Fellows and facilitated a bonding among them that proved 
critical to the program’s long-term success. However humbling it was for the 
Fellows to live out in the wilderness for close to 2 weeks, their collective ex-
perience helped build the Fellows’ resiliency and self-confidence. 

Following this experience, TFI hosted a 3-week summer academy that 
focused on English and mathematics (see curriculum above). Students contin-
ued these lessons through the fall of their junior year at Saturday academy 
sessions, again held 3 weekends per month. 

January to May of junior year was dedicated to a 12-week Saturday SAT 
preparation course taught by the Princeton Review for June SATs. TFI also 
hosted a 3-day college trip to five colleges in the northeast to help determine 
the best match for each Fellow’s needs. The schools visited included a large 
state school, a small liberal arts school, a private college/university, and other 
colleges with distinguished programs. Fellows later visited a historically black 
college and completed a brief ACT preparation course as well.

Exposing the Fellows to current trends in culture, business, and politics 
was a fixed element of TFI’s programming each year. Examples included the 
Fellows’ participation in the Steve Harvey Mentoring Weekend, attending an 
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off-Broadway show about the Tuskegee airmen, and visiting the White House 
and the U.S. Capitol. 

These experiences allowed the Fellows to engage in discussions with some 
of the country’s most well-known icons, who served as super-mentors and 
shared their life stories, pointing out the similarities they shared with the Fel-
lows. This experience helped the Fellows understand that their distant dreams 
were achievable if they remained focused and worked relentlessly to achieve 
success. 

Year 3: From the Summer After Junior Year to the End of Senior Year

In the summer after the Fellows’ junior year, TFI partnered with the African 
Leadership Academy (ALA) in Johannesburg, South Africa, to offer the Fel-
lows a global immersion learning experience. The ALA is notable as a school 
that trains future generations of African leaders. The Fellows were paired 
with these remarkable students for a 2-week civic leadership development 
program that also included related cultural visits to the Apartheid Museum, 
Soweto, other historical sites, and the Pilanesberg Game Reserve. Having an 
opportunity to live with the African students, many of whom came from 
backgrounds of extreme hardship and poverty, provided the Fellows with a 
sense of perspective that helped them view their own circumstances in new 
ways that further inspired them to achieve their own transformative dreams 
and become more active in the civic life of their communities. 

College Access 

Following the trip to South Africa, the remainder of the Fellows’ summer was 
devoted to kick-starting college applications and writing their personal es-
says. This process helped the Fellows explore their personal histories and take 
stock of their strengths and weaknesses. It also convinced the staff that the 
group needed more intense college access support to ensure that the Fellows 
were successful in positioning themselves for admission to a range of schools 
that offered the quality academic programs and support systems the students 
needed to thrive. 

Recognizing this need, TFI partnered with a number of college access 
specialists to ensure that the Fellows positioned themselves in the best pos
sible light. The first of these partnerships was with College Summit, a nonprofit 
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organization working to increase college enrollment rates among low-income 
students. Fellows and TFI staff attended College Summit’s 4-day summer pro-
gram, where they spent hours mining their personal histories to discover crit-
ical details that could help explain why they would be an asset to any college 
or university program. TFI’s in-house writing teacher then coordinated a 
5-month extended effort to recruit and engage a team of JPMC volunteers as 
one-on-one writing coaches who helped the Fellows further develop their 
essays through December of their senior year. Concurrently, TFI engaged 
experienced and well-respected consultants in the admissions and scholarship 
community to assist with school selection decisions and help identify suitable 
scholarships for which the students would be compete for. 

The Fellowship Initiative also engaged psychosocial counselors to deliver 
programming designed to help the Fellows learn how to seek the critical social 
supports needed to transition successfully from high school to college. This 
meant explicitly addressing the challenges of transition from high school to col-
lege and proactively working with the Fellows to develop their self-awareness 
and coping skills. 

There are a lot of reasons why students of color, particularly young men, 
fail to finish college. They include financial, academic, and social stressors that 
negatively impact students’ ability to be successful in college. TFI’s college 
success programming focused on helping them develop success strategies—
everything from navigating roommate issues, to identifying on-campus re-
sources, planning for effective time management, and obtaining internships 
during the spring of their senior year.

Following their enrollment in college, the Fellows have continued to re-
ceive support from SEO’s college counselors who interact with the Fellows 
regularly to make sure they are applying the strategies that they learned prior 
to their graduation from high school. In addition, during holiday breaks, the 
Fellows are given opportunities to participate in workshops on GPA manage-
ment and effective study strategies. Other key collegiate skills will be pro-
vided throughout their college career. 

Program Impact

The Fellowship Initiative was designed to change the life trajectories of young 
men of color. Measuring that change is difficult in the best of circumstances, 
because the causal link between TFI and the Fellows’ development is not always 
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direct or linear. Because program evaluation models prioritize quantitative 
data so heavily, they can become blind to—or easily discount—great, even 
life-changing, progress that occurs imperceptibly over time. Recognizing this 
issue, TFI attempted to capture appropriate qualitative and quantitative data 
that could help tell a more integrated story about the impact that the program 
had on the life outcomes of its participants.

Retention

The Fellowship Initiative recruited 32 students in 2010. After the 3-year high 
school pilot, 24 students (75%) completed the program. Eight students did 
not complete the program for the following reasons:

•	 Six left due to poor mission and culture fit, including discipline problems. 
TFI encouraged these Fellows to leave the program.

•	 One left because he did not like the program design and the focus and 
scope of offerings.

•	 One left because he and his family relocated elsewhere.

Employee Engagement

More than 100 JPMorgan Chase professionals worked with Fellows as men-
tors, coaches, role models, speakers, or volunteers in various capacities. These 
business leaders and professionals were instrumental in reinforcing TFI’s cul-
ture of excellence and its aligned values. 

High School Graduation

All the Fellows graduated from high school on time.

College Entrance Exams

The Fellowship Initiative’s Fellows outperformed national test-takers on both 
SAT and ACT composite scores, with a score of 1536 for TFI versus 1500 for 
the SAT national average, and 21.7 for TFI versus 21.1 for the ACT national 
average. On the SAT, TFI Fellows scored 21% higher than African American 
males and 11% higher than Latino males. On the ACT, TFI Fellows scored 
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28% higher than African American students and 15% higher than Latino 
students.

College Acceptance 

All participating Fellows were accepted into 4-year colleges, with an average 
of nine acceptances per students; 70% of Fellows enrolled in colleges rated as 
very competitive to most competitive in Barron’s 2011 Profile of American 
Colleges; 58% of Fellows are first-generation college students.

Scholarships

Students in the program were awarded a total of $8.4 million in institutional 
awards and private scholarships in 2013.

College Financing

Over half of the Fellows (54%) have 90% or more of their college costs cov-
ered by institutional or public grants and scholarships. 

Psychosocial Development 

One of the program’s greatest outcomes was the influence it exerted on the 
healthy psychosocial development of the Fellows. Their experience in the pro-
gram will fundamentally alter the Fellows’ life opportunities and their viabil-
ity in the upper echelons of the workforce. The best proxy indicator of this 
comes from the voices of the Fellows themselves, who acknowledged the role 
the program played in elevating their academic goals and career aspirations, in 
addition to, facilitating life-changing personal growth. These voices were cap-
tured as part of a documentary about TFI produced in 2013 and in survey data 
collected from the Fellows. Notable insights gleaned from this information 
include the fact that 90% of the Fellows are committed to pursuing a master’s 
degree or other graduate degree following college. The Fellows made the fol-
lowing observations:

•	 “I am able to see potential in myself that was always there; now I strive 
for excellence.” 
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•	 “I set higher goals.”
•	 “I am more mature; I push myself harder.”
•	 “In the years when I could not find the light within the darkness, TFI 

helped me find my own way to create my own light.”
•	 “I am much more confident.”
•	 “The way I carry myself professionally, personally, and socially has 

improved.”
•	 “I have been able to unlock my inner drive.”
•	 “TFI has helped my professional development and has pushed me to al-

ways think critically about my self-image.”
•	 “I learned to take advantage of all of the opportunities before me.”
•	 “I have become aware of my actions and I have homed in on and refined 

my raw talent.”
•	 “The way I carry myself has people thinking I am older than I am. I am 

more organized.”
•	 “I actually care about academics and my future.”
•	 “I think of how my actions will affect me in the long run.”
•	 “I don’t talk as much; I listen more.” 
•	 “I’ve learned that I have to take responsibility for things I do.”
•	 “My attitude, work ethic, skills, and professionalism are better.”
•	 “I’ve become more responsible and mature.”
•	 “I understand ambition and what it takes to be successful.”

Conclusion

Our experience with TFI generated many lessons about how best to expand 
the horizons of young men of color and assist them in achieving their poten-
tial. Specifically, we learned the following:

•	 The cause and effect of success is not always precise or linear.

°° The Fellowship Initiative’s original paradigm for “success” was fo-
cused on achieving linear gains in academic performance that cor-
related with the amount of time spent in the program. In reality, TFI 
staff observed that Fellows lives were changing so much as they accli-
mated to the program during its early phases that merely sustaining 
academic performance levels became a benchmark of success. Only 
when the initial social/emotional work required by TFI had taken root 
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among the Fellows were they able to see themselves as successful 
students and to improve their performance. Ultimately, this transfor
mation in the Fellows perceptions of themselves as academically ca-
pable students was deemed as important an indicator of success as the 
actual gains in the Fellows’ GPAs. 

•	 Address social and emotional needs first to set the stage for academic 
development. 

°° Within the first 12 months, TFI lost seven Fellows from the program. 
This attrition prompted TFI staff to examine more closely how the 
structure of the program impacted its participants. Through this 
process, staff learned that the program offered limited opportunity 
during the Saturday academies for open discussions that could help 
students process and manage the complicated issues they were facing 
in their lives. From 9 a.m. to 5 p.m. each Saturday, the Fellows took 
six rigorous academic classes, with only 1 hour for lunch/social time. 
This regimented schedule meant that there simply wasn’t enough 
informal time to facilitate proper relationship building among the 
Fellows and with the staff. As staff worked to correct these problems, 
they restricted the Saturday academies to permit more time for in-
teraction and discussion. This proved critical to helping Fellows 
improve their social and emotional management skills that were in-
terfering with their ability to focus on improving their academics. 

•	 Increase programming/direct contact hours/psychosocial partnerships.

°° When TFI shifted its model to accommodate more informal inter
action between the Fellows and staff, it became clear that their emo-
tions and their relationships with their family and peers had significant 
impact on what they learned and how constructively they were able 
to apply it. As a result, during the second and third years of the pro-
gram, TFI worked closely with partners to develop programming 
and workshops that bolstered the Fellows’ ability to manage stress 
effectively and become more resilient in the face of adversity. This 
proved to be a critically important driver of the program’s success. 

•	 Designing an effective method to build trusting relationships is as valu-
able as designing a curriculum.

°° As TFI staff built stronger relational trust with the Fellows, they 
began to seek help more often, allowing the staff to provide proper, 
timely guidance. Consistency in staffing was important in sustaining 
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deep trust with the Fellows. It allowed the staff to become extended 
family members for the Fellows. Finally, it was important to establish 
a culture in which the Fellows never felt judged by staff early on in 
the life of the program. This allowed students the freedom to express 
themselves and share their innermost thoughts, which helped them 
resolve issues more quickly and proactively. 

°° A key finding was that relationship building could have been acceler-
ated by engaging with the Fellows in activities similar to those of the 
outdoor leadership experience at the beginning of the program. These 
experiences forged bonds and provided staff with stronger insights 
about and understandings of the Fellows.

•	 Not shirking from the challenging profiles of students proved inspir-
ing to everyone involved. 

°° The Fellowship Initiative sought to achieve the best possible out-
comes for the Fellows. To facilitate this, the program leveraged each 
Fellow’s individual strengths to motivate and inspire the group as a 
whole. Those Fellows who marshaled the strength to overcome sig-
nificant life challenges became models of perseverance and emotional 
fortitude, while those who faced academic challenges head-on became 
role models of scholastic resiliency. Once everyone realized that to-
gether they were stronger than the sum of their parts and that it was 
okay to lean on one another for support, the Fellows were able to 
deal with their individual and collective challenges more productively.

•	 JPMorgan Chase was able to lend its institutional “blue chip” excel-
lence to individual lives.

°° Hosting the TFI program on JPMC premises proved to be important 
because it communicated to the Fellows that they were important to 
the firm and the broader world. The stability of coming to the Satur-
day academies also proved to be an important constant in the unstable 
lives of many of the Fellows. For these students, JPMC’s classrooms 
became not only a symbolic home, but a place where people expected 
excellence from them, despite their circumstances. This helped them 
to feel proud of who they were and where they were going. 

•	 Academic enrichment must be multifaceted and flexible. 

°° The Fellowship Initiative’s reliance on whole group instruction was 
not always optimal given the diverse academic needs of the Fellows. 
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A more effective instructional approach would likely have included 
the following: 

°° Differentiated instruction that permitted more personalized aca-
demic support.

°° More activity-based learning that provided outlets for releasing 
Fellows’ stored-up energy.

°° Better control of the diversity of school course content and rigor. 
As an example, TFI could have used diagnostic tests as part of the 
recruitment process to better understand the range of academic 
abilities represented among the applicants and assess their suit-
ability for the program’s level of rigor. 

°° Capacity to offer direct-service to students whose school GPA 
suffered as a result of social-emotional challenges.

•	 The people are the key to leadership, creativity, program design, and 
implementation. 

°° The original TFI model called for a full-time executive director 
charged with designing the program, identifying program partners, 
and overseeing program implementation. During the recruitment 
process, the team recognized that a day-to-day program manager was 
also needed to provide continuity across program staff; to build rela-
tionships with students, families, schools, and partners; and to be a 
role model and disciplinarian. Together, the executive director and 
the program manager were also responsible for developing a culture 
that was accepting of all the Fellows, supportive of their efforts to 
grow, and rigorous in demanding that that they do their best. 

°° The Fellowship Initiative recognized that, beyond a job description, 
one of the most important roles for the staff—full-time or part-time—
was to serve as living, empathic role models for the Fellows. This 
necessitated the recruitment of people who not only were expert in 
their content areas but also understood adolescent development and 
the myriad issues that the Fellows experienced in their daily lives. All 
staff also needed to maintain a high level of cultural sensitivity to how 
family traditions/religion/community expectations impacted Fellows’ 
identity, views, and career aspirations. Finally, TFI staff had to pos-
sess the ability to offer ongoing constructive feedback when Fellows 
made poor decisions and to use these decisions to create teaching 
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moments that reinforced the skills and strategies that the program 
sought to instill in its participants. 

•	 Stability of operating infrastructure (facilities) and funding resources 
extended staff capacity.

°° The Fellowship Initiative’s guaranteed funding freed staff from the 
pressures of fund-raising and enabled them to support the holistic 
development of the Fellows. This might not have been possible if 
they constantly had to demonstrate the program’s effectiveness in 
improving student GPAs.

•	 Teaching the family is as important as teaching the Fellows.

°° It is critical to establish strong partnership with families, especially 
when they have other children to care for and work long hours to 
support their families. To do this, it is critical to communicate early 
and often with families to ensure that they are supportive of the pro-
gram’s goals. 

•	 Many times you have to “break down” before you can “build up.” 

°° There is a growing body of psychology research focused on essential 
traits that contribute to human development and success, such as per-
severing despite obstacles, building stamina, and developing “grit.” 
These traits are notoriously difficult to teach. Key to the develop-
ment of these traits was the Fellows’ 10-day outdoor expedition. The 
challenges posed by caring for themselves in variable and unpredict-
able outdoor conditions, hiking steep terrain, or climbing rock walls 
involved real risks. These risks, both physical and emotional, helped 
to educate the Fellows about their true character and their ability to 
cope in adverse conditions. 

°° The time spent outdoors also promoted more authentic communica-
tion among the Fellows and created a safe space where they could 
express themselves freely, expose their innermost fears, and discover 
new strengths. This helped them acquire an increased self-awareness 
and the ability not only to recognize their emotional states but also to 
self-regulate their emotions and behaviors, new skills that were criti-
cal to their overall development. 

•	 Enhance mentoring relationships: create opportunities to build natu-
ral bonds and maximize get-to-know-you time. 

°° There is inevitable variation in the strength of mentoring relation-
ships across any mentoring program. When TFI began recruiting and 
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training mentors, program leaders were mindful of the research that 
indicates that poor mentoring relations, particularly those ending 
within 3 months, have a greater negative impact on a young mentee 
than having not engaged in the mentoring relationship at all. With 
this understanding, TFI took great care to make the best possible 
matching decisions, and aimed to provide mentor–mentee pairs with 
guidance and support that would facilitate high-quality mentoring 
relationships. That said, 45% of Fellows reported their 3-year men-
toring experience with TFI was very positive, 40% reported it being 
somewhat positive, and 15% reported it being somewhat negative. 

°° Fellows and mentors were matched in September 2010, approxi-
mately 10 weeks after the Fellows began TFI and 14 weeks after the 
mentor recruiting and training process was launched. The TFI team 
ultimately learned that the compatibility of the mentor–Fellow matches 
would have been stronger had staff waited longer to create pairs. As 
an example, the level of knowledge gained about the Fellows after the 
outdoor experience or from repeated Saturday programming would 
have been valuable in understanding what type of adult might work 
best with each one. Mentor–Fellow matches also would have bene-
fited from an informal period beyond the mentor training to get to 
know one another through shared activities. Then more organic bonds 
would have grown, and mentors would have had sufficient time and 
gained sufficient trust to develop a high caliber of communication 
with Fellows. 

Program Update

In the fall of 2013, the firm reviewed the results from TFI and concluded that 
they merited recruiting a second student cohort in New York and expanding 
the program to Chicago and Los Angeles. To facilitate this expansion, addi-
tional program staff was hired in early 2014. Then the new staff began recruit-
ing new students. Between April and early May, the staff collected applications 
from more than 300 students across all three cities. Qualifying students and 
their parents/guardians were then invited to interview for admission, and, by 
mid-June, 120 students (40 in each city) were admitted into the program. In 
late July/early August, the new Fellows attended week-long residential orien-
tation sessions at local universities in each of the three cities to prepare them 

http://www.amanet.org


44	 Education Providers

American Management Association • www.amanet.org

for the program and to begin the process of building TFI’s distinctive culture. 
In early October, the Saturday academies began meeting and will continue to 
do so three Saturdays a month during the next three school years. We are for-
tunate to have an opportunity to apply the lessons learned from the first TFI 
cohort and will strive to innovate our model as we adapt it to meet the needs 
of the 120 talented young men with whom we are currently working.
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The World Economic Forum
Global Leadership Fellows Program

Gilbert J.B. Probst and Eric S. Roland

T
he modern global arena features a set of unprecedented challenges that 
are transnational, transcultural, and even transcendental in nature. Find-
ing viable solutions to worldwide environmental degradation, bridging 

the global divide in access to health care and education, and stabilizing ever-
changing geopolitical tensions all require thinking that stretches the bound-
aries of individual imagination and creativity. These and other intractable 
issues exceed the capacity of an individual actor or, as history has demon-
strated, a single sector. Global issues require multi-stakeholder collaboration, 
with private, public, and civil society leaders working in conjunction with one 
another. Indeed, such concerted and collaborative effort offers the greatest 
promise of enacting transformative, global change.

This cross-sectoral and multi-actor approach to international affairs re-
sides at the core of the World Economic Forum and has served as a strategic 
signpost for the organization throughout its four decades of existence. In 
1971, Klaus Schwab, who founded and continues to lead the Forum, theorized 
that business enterprises are responsible not only to customers and sharehold-
ers but also to governmental and societal institutions, among others.1 That 
notion has come to define the World Economic Forum’s purpose. Today, the 
Forum convenes gatherings, both in-person and virtual, of emerging and ex-
perienced leaders from all industries and from every level of political and so-
cial arenas, including outstanding academics, artists, religious representatives, 
philanthropists, and other notable stakeholders, to tackle the important issues 
of the day.

C H A P T E R  4
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Since the inaugural World Economic Forum event in Davos, Switzerland, 
in 1971, multi-stakeholder activity has expanded and accelerated throughout 
the world. The 21st century has already offered various examples of collabo-
rative efforts between business and civil society, which promise benefits to the 
economy, to citizen-consumers, and to overall corporate identity.* Institu-
tions worldwide have demonstrated their willingness to shift from unilateral 
approaches to multi-stakeholder initiatives. Recent decades have proven that 
leveraging the resources and insight of dissimilar entities can generate power-
ful input into what is needed most: diverse, original thinking and innovative 
action. As this idea continues to take hold, the argument that the world finds 
itself in a “multi-stakeholder era” gains credence. Future global activity will 
only be more multi-sectoral in nature. As this aligned landscape approaches 
reality, leaders are needed in every sector who can collaborate in this trans
national, multi-sector context.

The World Economic Forum and Lifelong Learning

Lifelong learning is inherent in the mission of the World Economic Forum. 
The Forum itself is a platform for converting information and data into appli-
cable knowledge and higher-order wisdom to guide a multi-sectoral exchange 
of ideas and insight related to the global agenda. Through regional and trans-
national events, gatherings of Global Agenda Council thoughts leaders, in-
ternationally relevant projects, and other Forum channels, opportunities are 
offered to delve into the participants’ particular fields while also gaining vital, 
cross-sectoral knowledge. 

Viewed through another lens, the World Economic Forum represents an 
education system, gathering experts and generating knowledge, culled through 
a robust set of convergent and divergent viewpoints, and inviting and encour-
aging participants to act. By providing opportunities for young leaders, cur-
rent leaders, and veterans of industry in the public sphere and in civil society, 
the Forum aims at developing a network of responsible global citizens who 

* One such example of an effort made possible through the collaboration of the private sector, 
government, and civil society is the creation of the Global Fund to Fight AIDS, Tuberculosis, 
and Malaria, an organization whose aim is to utilize “partnership, transparency, constant learn-
ing, and results-based funding.” (For more information, go to http://www.theglobalfund.org/
en/about/.)
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act as catalysts of societal change. The World Economic Forum actively in-
volves multi-stakeholder perspectives on global issues to produce a rich learn-
ing environment. Ultimately, the organization aims to create an environment 
that enables leaders from all walks of life to creatively address challenges and 
realize change on a global scale.

To achieve these academic and education goals, the Forum offers a com-
prehensive catalog of learning opportunities. This includes creating commu-
nities of young global leaders and global shapers and, within the Forum itself, 
Global Leadership Fellows, all of whom represent the future generation of 
global leadership. Each community is encouraged to be more than the sum 
of its component parts. By first understanding the motivations of global busi-
ness, the engagement of governments, and the interests represented by civil 
society, and how to leverage them for positive change, these communities, 
with the support and interaction of the Forum, can develop solutions to key 
challenges. 

Global Leadership Fellows Program

Recognizing the need for collaborative, creative multi-stakeholder and multi-
sectoral leadership, the World Economic Forum created the Global Leader-
ship Fellows Program (GLFP) in 2005. The GLFP helps emerging leaders 
work across different sectors and acquire professional tools that can be ap-
plied in virtually any setting or context. The GLFP is situated in the Forum’s 
Geneva headquarters. Switzerland’s neutrality serves as a symbol for explor-
ing and questioning from an objective standpoint. Geneva’s geography pro-
vides an ideal and idyllic setting in which Fellows can embrace the life lessons 
that enable them to become outstanding leaders themselves. Further, the 
approach of the World Economic Forum as an organization directed toward 
a global constituency—and guided by a mission to improve the state of the 
world—provides an ideal environment through which Global Leadership 
Fellows come to embody the practice of agile, servant leadership by putting 
the needs of others first (Exhibit 4-1). Responding to the evident need for 
purpose-driven leaders who espouse humility and adaptability, the GLFP em-
phasizes the elements of self-awareness, interpersonal skills, effective commu-
nication, contextual intelligence, change agility, and a results-driven orientation 
throughout the entirety of the program.2 
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Fellowship Selection Process

Fellows are selectively chosen from applicants in their mid-career phase who 
demonstrate their desire to use their leadership potential to serve society. Each 
year, approximately Global Leadership Fellows are ultimately offered posi-
tions from a candidate pool of more than 6,000 applicants. Applicants have at 
least 6 years of professional work experience, including a record of interdisci-
plinary and multidisciplinary work within and across government, business, 
and civil society. Through the submission of a curriculum vitae and a written 
motivation statement, candidates must initially provide evidence of compli-
ance with the requirements of specific World Economic Forum positions while 
also exhibiting leadership potential as well as a broad intellectual background 
reflected, at minimum, through the possession of a master’s degree or equiva-
lent from a major university. Following this initial screening, a narrowed list 
of candidates participates in a virtual interview process, from which a handful of 
applicants are offered the opportunity for in-person screening. Prior to those 
office-based interviews, candidates complete the Hogan High-Potential Re-

Exhibit 4-1.  The Global Leadership Fellows Program: educational, coaching, and mentoring 
elements.

Abbreviations: CEIBS, China Europe International Business School; LBS, London Business School; INSEAD, formerly known 
as the Institut Européen d’Administration des Affaires.
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port, which identifies those most aligned with the future leadership needs of 
the Forum. Utilizing baseline business competencies, the report provides in-
sight into the potential of a candidate as a World Economic Forum employee. 
Onsite, candidates write an essay elucidating a current, global issue; take part 
in an emotional intelligence test; and interview with an array of Forum staff, 
including a human resources staff member, representatives of the position’s 
team, current Fellows, the GLFP dean, and the senior Forum directorate.

Program Design

The fellowship is a 3-year commitment, during which time Fellows assume 
full-time, community, or initiative management positions within the World 
Economic Forum, earn postgraduate credits in leadership studies, and are men-
tored by leaders from various sectors.

Working at the Forum

The core of GLFP is a full-time position at the World Economic Forum. 
Fellows leave their current employment to work in Geneva, New York, Bei-
jing, or Tokyo, and are integrated into all Forum activities by taking posi-
tions with the organization. Here are comments from Fellows about their 
work experiences:

“As a Knowledge Manager, I work with groups of experts from 
around the world to curate content that aims to provide new per
spectives and solutions on pressing global issues. In addition, I 
collaborate in-house to connect experts’ ideas with agendas driven 
by businesses and regional partners.”—Isabel de Sola, Global 
Agenda Councils

“As a Senior Manager of the Global Shapers community, I lead a 
community of exceptional young shapers in the age group of 20 to 29 
to drive local impact leveraging global insights. I design strategies 
and execute in clinical fashion to help my team achieve their mission 
in South Asia and help the Global Shapers Community achieve their 
global vision. At the same time I co-create processes that will help 
all the internal and external stakeholders.”—Vijay Raju, Global 
Shapers Community, South Asia
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“Contributing to the Technology Pioneer and Global Growth 
company programs, I am in charge of identifying and integrating 
some of the most innovative, entrepreneurial and thought-provoca-
tive business leaders. Representing emerging technologies and new 
markets, they bring diversity, opportunities, and drive to the global 
Forum community.”—Marjorie Buchser, Knowledge Integration 
New Champion Communities

“As part of the Membership Team, I am responsible for building the 
African membership community while improving the regional value 
proposition. It is imperative that the Forum’s African membership 
base is representative of the African business community and that 
they are engaged to design Africa’s role in the new global econ-
omy.”—Marius Hugo, Middle East and Africa Membership

Postgraduate Education

The program has a second component. The Fellows participate in a “2 + 1” 
year professional program designed to develop the next generation of global 
leaders committed to improving the state of the world. Academic credits are 
earned through modules conducted in partnership with leading academic in-
stitutions during the first 2 years, including the Wharton School of the Uni-
versity of Pennsylvania, Columbia University, London Business School, the 
French graduate school INSEAD, and the China Europe International Busi-
ness School (CEIBS). During the third year, Fellows participate in coaching 
mentoring activities while also developing and leading a series of Forum-
relevant taskforces. These modules result in a master’s degree in advanced 
studies in global leadership. 

During the 3-year experience, Fellows dedicate 2 weeks to a classroom-
experiential social impact module that explicitly provides both design- and 
systems-oriented learning opportunities. In conjunction with the Wharton 
School, Columbia University’s Mailman School of Public Health, and the de-
sign consultancy firm IDEO, Fellows engage with a variety of thought leaders 
around issues of poverty, unemployment, homelessness, disaster relief, healthy 
living, obesity, and others. These discussions provide an opportunity to delve 
into the complex intricacies of each topic while also mapping the intercon-
nectedness of the broader system. Thus, Fellows develop insight into the root 

http://www.amanet.org


	 The World Economic Forum	 51

American Management Association • www.amanet.org

causes and challenges involved in resolving such issues. Discussions are com-
plemented with visits to and collaborations with various organizations, meet-
ing with leaders and clients, and providing assistance through targeted projects 
and in an applied manner, further underscoring the learning process. The 
intrinsic flexibility of the program curriculum enables Fellows to tackle the 
most pressing, current concerns affecting major metropolitan areas while also 
exploring the structural elements that explain the reality for such locales. By 
the conclusion of the social impact modules, Fellows have journeyed from 
“egosystem” to “ecosystem,” exploring their individual effect vis-à-vis their 
local and global context.

Interactions with Leaders

The program has a third component. Through interactions with the most im-
portant leaders from around the world and across all sectors, the Fellows ob-
serve global leadership in action. The GLFP provides the Fellows with current 
and past examples of lived, experienced leadership and facilitates “face-to-
face” conversations with notable leaders from all sectors and geographies. It 
is not unusual for a Fellow to have more than a dozen encounters offered on 
an annual basis—from leading corporate executives to civil society visionaries 
to the highest ranking political officials worldwide. These interactions offer a 
unique insight into the trials and tribulations of the leadership journey. Such 
regular discussions, coupled with personal, introspective reflection that is a 
hallmark of the program, set Fellows on the path toward discerning, lifelong 
learning. They are afforded the many vantage points by which to judge a suc-
cessful leadership life and then provided the space to practice it on a daily basis.

A key aspect of the GLFP is coaching and peer mentoring. Fellows ben-
efit from conversations with professional coaches as well as a cadre of cohort 
Fellows. The dual-stream process allows for individual transparency and ob-
jective assessment, seeding the opportunity for individual behavior change and 
developing the habit of lifelong learning. Through peer mentorship, the Fel-
lows learn to coach and guide one another through the complex, transnational 
issues in which they are immersed through their professional attachment. 
Such guidance resonates as particularly significant in light of the aforemen-
tioned, outsized, global information database. Peers gain the skills to serve 
as vital arbiters between individuals and ambiguous information, encourag-
ing veritable growth over the long-term. Such professional companionship 
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can pay serious dividends. In the entrepreneurship arena, such mentors, or 
“personal enablers,”3 can mean the difference between an idea getting off the 
ground and resting in peace. As the lifelong learning concept establishes itself 
with some permanence, the need for reliable, objective mentors increases. The 
need for others to journey with individuals who can strengthen competence and 
confidence—and make sense of seemingly intractable issues and challenges—
intensifies. Further, the mentor model serves as a nontraditional version of 
workforce development, equipping individuals to channel effort in order to 
become thriving employees and, as demanded by the global marketplace, in-
formed information entrepreneurs. Over time, the Fellows assume responsi-
bility for one another’s ongoing professional and personal development.4 

Experiential Lessons

In addition to the three major program components, the 3-year tour includes 
a “crucible” week in the mountains, complete with an intensive negotiation 
practicum and sessions dedicated to the subtleties of pursing a collective mis-
sion. These experiential lessons serve as readily usable ones, as GLFP gradu-
ates identify the insight from that week as particularly meaningful. Together, 
the program components help the Fellows develop into well-rounded leaders 
who can interact with people from multiple sectors, regions, and cultures. 
Furthermore, the Forum provides the Fellows with the capacity to maintain a 
sense of agency amidst complexity, a conviction that they can effect change 
in the most multidimensional of situations by identifying and focusing their 
energies, and their teams’ energies, on the area where they can have a genuine 
impact. 

Program Impact

Various assessments are regularly conducted with the Fellows to monitor 
progress and development impact. Measurements take place on two levels and 
are supported by various measurement tools (Exhibit 4-2):

•	 Individual level: Assessments and the dean’s evaluations are based on 
observations and feedback collected throughout the organization. These 
assessments provide regular, individual feedback to Fellows on a personal 
level, providing insight into areas of ongoing development. Some feed-
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back elements are provided by external consultants and are solely avail-
able to the individual Fellows, whereas other data are provided through 
the GLFP office.

•	 Institutional level: Data are gathered through the aggregated related to all 
Fellows, providing trend observations and assessments related to the 
overall success of the GLFP.

Exhibit 4-2.  Global Leadership Fellows Program measurement tools.

Measurement Tool Description Timing

Meaning-making systems, 
measured through 
subject/object 
interviews

An approach by Robert Kegan’s team 
from Harvard Education, based on 
Adult Development theory; it 
measures the development of an 
individual in terms of his or her 
mental complexity; this assessment 
reflects changes in each Fellow’s 
meaning system as a result of the 
program

Beginning of year 1 and 
end of year 3

360-degree competency-
based development 
assessment

Fellows are regularly evaluated by 
their peers, supervisors, and 
subordinates on their performance 
and on their leadership qualities

Annually

Egon Zehnder Interna-
tional Assessment of 
Leadership Potential

Assessing Fellows’ potential and 
performance in the current role, 
benchmarking against external 
top-performer data and internal 
expectations for future directors at 
the Forum

End of year 3

MSCEIT Emotional 
Intelligence Test

The Mayer-Salovey-Caruso Emotional 
Intelligence Test (MSCEIT) is an 
ability-based test designed to 
measure the four branches of the 
emotional intelligence (EI) model of 
Mayer and Salovey: 1, perceive 
emotions; 2, facilitate thought; 
3, understand emotions; 4, manage 
emotions

Part of hiring process; 
used for development 
at Wharton after year 
1; planned for end of 
year 3

Self-assessment Qualitative measurement: Fellows 
introspectively evaluate their own 
development and growth

End of year 3

(continues )
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The insight and experience garnered through the GLFP reveals that the 
training serves as a readily applicable, academic-experiential bridge for Fel-
lows. Close monitoring at all stages of the program indicates that fellows con-
sistently progress on several measures of collaboration, adult development, 
and leadership. 

Following their 3-year participation and through the aforementioned as-
sessments, an exhaustive, 360-degree review, which incorporates feedback from 

Measurement Tool Description Timing

HoganLead Suite The Hogan Leadership Forecast Series 
includes four development-focused 
reports. Based on Hogan’s 
trademark assessments, the Hogan 
Personality Inventory, Hogan 
Development Survey, and the 
Motives, Values, Preferences 
Inventory, each report offers 
information regarding the charac-
teristics, competencies, and values 
that underlie how a leader 
approaches work, leadership, and 
interaction with others in the 
workplace; for more information, go 
to http://www.hoganassessments.
com/?q=content/hoganlead

Part of hiring process; 
used for development 
during the program; 
planned for end of 
year 3

Dean’s assessment Qualitative measurement: the dean 
provides regular feedback to each 
Fellow with respect to his or her 
development on all three desired 
outcomes

Every 6 months

Satisfaction with the 
program

Various statistics based on alumni 
surveys and available data

Annually

Alumni stories Qualitative measurement: collecting 
success stories of alumni and 
tracking the development of their 
career after the program

Continually

Exhibit 4-2.  (continued )
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peers as well as mentors,, and a concluding self-analysis,* Global Leadership 
Fellows report having availed themselves of designing and executing activity in 
a true multi-stakeholder environment, gaining “a multi-sector, multi-discipline, 
and multi-regional perspective,” acting with a more systemic viewpoint and 
breaking away from a more traditional, “siloed” mindset.5 In addition to sharp-
ening their understanding around these concepts, the Fellows live the experi-
ence of stakeholder management and leadership by virtue of their professional 
posts as community managers or equivalent within the World Economic 
Forum and thus practicing the cooperative mantra exercised by the organiza-
tion. Reflective of the world stage, they note their increased comfort with the 
collaborative nature of work, citing their work as “builders of networks or 
communities.”6 The Fellows pinpointed the complexity and ambiguity facing 
their own work as critical challenges, in parallel with the environment of ex-
ternal actors engaged with Forum activity, not unlike the global environment.7 
Further, the GLFP assessment serves as a proxy for discerning the learning 
experience of external Forum participants, most of whom take advantage of 
the Forum’s educational resources, including sessions at events, Forum Acad-
emy, Global Agenda Councils, and Forum projects. 

Close attention is paid also to the evolution of the Fellows in line with the 
adult development stages of maturity or the “minds at work” adult develop-
ment methodology. Created by developmental psychologist Robert Kegan, 
the framework provides a means by which to evaluate the progress of individ-
uals with respect to their growth in self-awareness and systemic awareness. 
Close monitoring at all stages of the program, with extensive surveys at its 
outset and conclusion, reveals that more than half of the Fellows move from 
stage 3 (socializing mind) to stage 4 (self-authoring mind) over the course of 
the GLFP journey** (Exhibit 4-3). Such progress reflects the success of the 

* At the conclusion of the GLFP, the Fellows complete an introspective self-assessment, describ-
ing various aspects of their individual journey, including responsibilities; achievements; lessons 
learned; skills, attributes, and behaviors; and development needs. The final report is reviewed 
with the Fellows’ coaches as well as the dean.
** Literature on the methodology indicates that fewer than 10% of all leaders evaluated reach stage 
5 (self-transforming mind), which is exemplified by leaders who enable themselves, their organi-
zations, and their surrounding systems to realize success. Those who do evolve into this stage 
usually do not do so before midlife, in contrast to the average GLF cohort age (early 30s). The 
challenges associated with reaching the self-transforming phase underscore the serious need for 
continual, lifelong learning that can enable leaders to reach stage 5.
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program in facilitating the movement of Fellows through stages at an accel-
erated rate.8 Additionally, participants in the program demonstrate increased 
capacity with respect to three key dimensions of leadership development: 
leadership of self, leadership within organizations and collaborative systems, 
and leadership within a global context. Through rigorous qualitative and quan-
titative reporting, the Fellows demonstrate that because of their professional-
academic arrangement, they are equipped to navigate—and excel in—each 
aspect.

On a biennial basis, and in collaboration with a Harvard University–
based research team, assessments are conducted on the capacity of Fellows 
for “meaning making” as well as their ability to handle complexity. Develop-
mental interviews are conducted with the Fellows right after joining and at the 
end of the program. The Fellows are given feedback on their individual re-
sults, which is followed up by the dean and by their coaches. In the end, an 
overall comparison is made with the conclusions about the development of 
the Fellows.

Each set of interviews is analyzed by Robert Kegan’s research team based 
on the constructive developmental theory to determine whether or not the 
way that the Fellows make sense of their personal and professional experi-
ences become more complex over the years. The Fellows are ranked based on 

Exhibit 4-3.  The “minds at work” methodology of Robert Kegan’s adult development theory 
(stages 3, 4, and 5).
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where they stand regarding three key development stages of the increasing 
complexity in adult meaning-making: socializing mind, self-authoring mind, 
and self-transforming mind.

Results of the Report: Excerpt from the 2009 Summary of 
the Results of the 2006 Cohort

Developmental growth among the Fellows was remarkable in two ways. First, 
the fact that nearly every Fellow demonstrated transformational change sug-
gests that their experiences over the 3 years were richly rewarding. Second, 
the rate of growth was very positive, with at least three Fellows making fairly 
large gains of almost half (.04) a stage or more.. While only one of these 11 
Fellows constructed experience as complexly at the self-authoring mind at 
the outset of the program, five of the 11 did so at its end. While only four of 
11 constructed experience at the beginning of the program in a fashion closer 
to self-authoring than socializing, by the end of the program nine of 11 were 
doing so. 

These gains are somewhat exceptional within our research data, where 
trends have showed a longer time span for similar gains in developmental capac-
ity. Specifically, the scores represented in Exhibit 4-4 indicate the following:

•	 Eighty-two percent of the Fellows’ meaning-making became more com-
plex over the 3 years at the World Economic Forum.

•	 None of the Fellows demonstrated meaning-making that was less com-
plex than the third stage or more complex than the fourth stage of adult 
development in 2006 or 2009.

•	 Fifty percent of the Fellows whose meaning-making was dominated by 
the underlying principles of the third stage in 2006 evolved to be domi-
nated by underlying principles of the fourth stage in 2009

Conclusion

Today’s most pressing international issues transcend simple binary decision 
making and instead tap into the deepest reserves of both individual energy and 
collective commitment. Amidst a global backdrop that features both intricacy 
and uncertainty and that limits the capacity of individual actors, collaborative 
action serves as a compelling strategy. Through deliberately arranged partner-
ships, those in the public, private, and nonprofit spheres stand to mutually 
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benefit while also positively shaping the global agenda. By accumulating 
unique experience and perspectives, collaboration represents the most viable 
means of generating critical solutions to the world’s concerns.

Delivering such cooperative efforts requires leadership that can see be-
yond one sector.. Heads of organizations, corporate or otherwise, alongside 
societal leaders must demonstrate the willingness to engage the dissimilar in-
sight of altogether different sectors and discern what is most valuable. In ad-
dition to executing multi-sectoral practices, leaders must guide others through 
a decidedly systemic lens: challenges are best addressed as part of a system 
rather than piecemeal. The profound nature of economic, political, and social 
challenges necessitates simultaneous understanding of the “micro” and the 
“macro.” Inspiring innovative action emerges from leaders accounting for mi-
cro-decisions at individual institutions within their immediate sphere as well 
as the broader, macro-level, and then finding solutions that resonate across 
sectors and levels. 

Indeed, the demands on today’s leaders are numerous. The shifting dy-
namics and growing complexity of the international system serve as a clarion 
call for lifelong learning systems that make sense of the global reality and equip 

Exhibit 4-4.  Developmental scores from interviews.
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leaders to probe creative solutions. In the face of ambiguous information, 
such systems ought to provide space for reflection and introspection as well 
as provide a platform for creative application across sectors and geographies. 
In addition, lifelong learning itself should serve to encourage further learning 
and continual development. That is, learning systems should serve an inher-
ently perpetual function. Doing so would provide leaders and citizens with 
an unquestionable advantage: an endless desire to fully question, explore, and 
develop.
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Middlesex Community College
Evolving Programs to Meet Community Needs

Carole Cowan and Michelle LaPointe

M
iddlesex Community College (MCC), in Middlesex County, Massa-
chusetts, was founded in the 1970s and originally designated as a health 
careers college. In support of that mission, the college was located in 

the Bedford, Massachusetts, Veterans Medical Center for two decades before 
moving to its own campus not far from the VA Medical Center. MCC ex-
panded to Lowell, Massachusetts, in 1986 and now occupies a large, historic 
facility downtown and other facilities in the city, including the MCC’s Health, 
Science, and Technology Center. MCC has continued to focus on careers 
in health, which gives the students an advantage in Massachusetts where the 
economy is booming in the areas of health care, medical research, and bio-
technology research. 

Lifelong Learning at Middlesex Community College

In the late 1950s, the Commonwealth of Massachusetts recognized a need for 
a greater diversity of programs and institutions in the higher education sys-
tem. In the 1960s, the Commonwealth’s first community college was founded 
in the Berkshire Mountains of Western Massachusetts. Within the Massachu-
setts higher education system, the community colleges were designed to be 
open pathways to bachelor’s degree programs and to careers and career ad-
vancement. At their founding, each community college was created with a 
focus on a particular career area, but now all offer comprehensive programs. 
Each of the colleges has a distinctive program, though, because they adapt to 
local needs and partner with local organizations.

C H A P T E R  5
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Middlesex Community College has adapted to economic and community 
changes to best serve the residents of Middlesex County. From the health-
focused program in the VA hospital, it now offers courses off-site for a variety 
of employers and some public high schools. The college has formal articula-
tions programs to facilitate transfer of credits between Middlesex and partner-
ship schools, both to help high school students earn community college credit 
and to help Middlesex students transition to 4-year programs at other institu-
tions. At the request of the local school district, the college created one of the 
first charter high schools in the Commonwealth to provide more applied ex-
periences to students who were not succeeding in a traditional high school 
setting. Middlesex also has a contract with the Commonwealth to run career 
centers for the state Department of Labor. Throughout these changes, the 
faculty and staff of Middlesex Community College have relied on evidence of 
best practices, have collected data to ensure effective implementation, and 
have been willing to continually adapt as local needs change. 

Programs for Every Stage of Life

Through a variety of programs, Middlesex serves students from ages 8 to 88. 
This includes summer programs for elementary students, a project with the 
local Girl Scouts to foster awareness of science, technology, engineering, and 
mathematics (STEM) careers, a charter high school, dual-enrollment pro-
grams for high school student (on campus and at a few local high schools), 
general equivalency diploma (GED) programs, college credits, professional 
certifications, training for workers (on campus and on their worksite), re-
training for unemployed workers, and tuition discounts for retired residents 
of Massachusetts. Middlesex also participates in the federal Trio1* program, 
providing support to low-income students to succeed in high school and be-
come first in their family to attend college. Students at the community col-
lege have great needs; 70% take developmental courses to prepare them for 
college-level work and half of the students receive financial aid.

* When the federal Trio programs were created as part of President Lyndon B. Johnson’s Great 
Society initiative, there were indeed three programs: Upward Bound, Educational Talent Search, 
and Student Support Services. These services for low-income, first-in-their-family college stu-
dents have expanded to seven programs, but the nickname persists. For more information, go to 
http://www2.ed.gov/about/offices/list/ope/trio/index.html.

http://www2.ed.gov/about/offices/list/ope/trio/index.html
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Partners

Middlesex is able to adapt to local needs because of close relationship with 
local organizations. Not only do these relationships help Middlesex stay 
abreast of shifts in the economy and in the skills and education prized in the 
community, but they facilitate the implementation of programs at every stage 
of life. Although relationships may develop around short-term projects and 
initiatives, they often develop into enduring relationships to support formal 
education and professional training and certification. Partners foster both for-
mal education and workforce training.

Partners to Support Continuing Formal Education. Middlesex has both artic-
ulation agreements with high schools (dual enrollment) and transfer agree-
ments with other colleges. The Commonwealth of Massachusetts provides a 
strong framework to facilitate transfers within the public system of higher 
education, and Middlesex goes further to develop specific articulation agree-
ments so that the students can seamlessly begin a program at Middlesex and 
complete it at a partner institution. In addition, MCC participates in joint 
admissions with four University of Massachusetts undergraduate programs 
with seven of the state universities and Suffolk University in Boston. These 
programs allow students to be admitted to both institutions simultaneously 
and, contingent on successful completion of courses, the students are guaran-
teed a place at the partner university. 

Partnerships to Strengthen Workforce Development. Middlesex has a strong 
model for partnering with local employers to promote workforce develop-
ment (Exhibit 5-1). The partnerships rest on three pillars: (1) relationships 
between faculty and employers, (2) faculty and administrators staying abreast 
of changes in the local economy, and (3) the strong reputation of alumni. This 
model is particularly successful due to the college’s history of being respon-
sive to local employers. For example, the Leahy Clinic approached Middlesex 
Community College to provide nursing certification for their employees. 
Leahy employees were having trouble getting certification given the long 
waiting lists for nursing programs. Leahy pays tuition for their employees to 
attend courses at Middlesex, and the clinic established a nursing lab at its own 
facility to support the training. In addition, the college and Lowell General 
Hospital have a grant so the college can adapt training programs to meet the 
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ongoing needs of the hospital. It is common for employers to repeatedly hire 
graduates of the college and, once they witness the success of individual em-
ployees, and to reach out to the college to provide ongoing training to all their 
employees.

Program Design

Middlesex Community College is a cost-effective option for learners at every 
stage, although the focus of this study is adult education and workforce devel-
opment, such as adults who are seeking professional certifications to provide 
more career options, and unemployed workers who receive training and job 
search assistance. The college also offers special education and remedial edu-
cation services to help students improve their academic readiness for the de-
mands of college. Also, some MCC students are traditional college students 
who are taking introductory courses at Middlesex to save tuition money as 
they earn a 4-year degree. The following is a brief description of the types of 
programs offered at Middlesex. 

Professional Certifications

Middlesex Community College offers 24 programs leading to professional 
certification. Many are targeted at the important sectors in the Massachusetts 
economy: biotech and research (biotechnology technician, clinical laboratory 
assistant), and health care (medical assistant, dental assistant, nursing assistant, 
phlebotomy medical office administration). Students in these programs ac-
crue credits toward an associate’s degree, and, in many cases, upon passing a 

Exhibit 5-1.  Organizational partners.

Other colleges and universities •	 Boston University
•	 Suffolk University
•	 Other Massachusetts institutions of higher education

Local high schools •	 Lowell High School
•	 Billerica High School

Employers •	 Bedford VA Hospital
•	 TJX Companies
•	 Smaller local employers (primarily hospitals and direct/in 

kind support for specific programs)
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certification exam, they receive a professional credential. Other programs doc-
ument mastery of professional skills (computer-aided design, graphic design, 
hospitality management) and students accrue credits toward an associate’s 
degree. There are also programs targeted at professionals who have com-
pleted a bachelor’s degree and are seeking a professional credential or state 
certification.

One-Stop Centers

About 20 years ago, the Commonwealth of Massachusetts redesigned its 
workforce development system and created the one-stop centers as part of a 
new federal model of workforce investment boards, which primarily serve the 
unemployed. These centers connect people with retraining programs, sponsor 
job fairs, and generally helping place clients in jobs. Initially, MCC success-
fully competed for the one-stop center in its geographic district. In the most 
recent competition to manage the one-stop centers, MCC took over the man-
agement of a second one-stop center when the incumbent organization failed 
to meet the standards in the annual evaluation. Now MCC runs two centers 
in Middlesex County.

Developmental or Remedial Courses and Tutoring

These special services can be divided into three broad categories: (1) devel-
opmental or remedial courses and tutoring; (2) basic education (e.g., GED 
courses, English as a second language courses); and (3) special education and 
services for students with disabilities. These services are important at MCC 
because experience and outside research shows that community colleges with 
a strong support system for students who need remediation have improved 
course completion rates.2 In addition, the more time students spend in devel-
opment classes, the less likely they are to graduate.3 Although there may not 
be immediate gains in pass rates, there appear to be gains when the support 
services have been in place longer. 

Many MCC students received special education services in high school, 
but these programs are harder to secure at the college level. These students 
require services above and beyond the remediation that has been traditionally 
offered at community colleges. Although the Americans with Disabilities Act 
requires that any student who enrolls at a community college must receive 
support and accommodations, there is little funding to support these services. 
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For example, while the Commonwealth pays for special education in elemen-
tary school and high school, there are no supports for special education in the 
higher education system. MCC has invested considerable resources in sup-
porting students with special needs despite the fact that, in some cases, these 
services cost much more than the students pay in tuition and fees. Middlesex 
does have a federal Trio grant, but MCC’s service model is very labor inten-
sive and may not be sustainable if that grant funding is cut.

Special education at MCC has a service model that combines classroom 
instruction and supplemental support (including one-on-one tutoring), case 
management, metacognitive supports, self-advocacy training, as well as help-
ing students develop interpersonal skills. The college has worked diligently 
to accelerate developmental education to minimize the amount of time spent 
preparing to take for-credit courses. One strategy for acceleration is the newly 
developed math program called Ramp-Up Mathematics© (Pearson). Ramp-Up© 

includes 12 online modules (up through Algebra II). Passing the course re-
quires finishing four modules, but students can finish all 12 and place out of 
developmental math in one semester. Although it is a self-paced, online pro-
gram, students enroll in 3 hours of class and one lab period per week. Classes 
are facilitated by a teacher and a tutor. 

College-Level Courses

In addition to helping students prepare for work and college, MCC also offers 
college-level credits. These credits also lead to an associate’s degree from MCC 
or can be transferred to a 4-year degree program. About 20% of MCC stu-
dents continue their formal education, transferring to a variety of competitive 
institutions.

In addition to supporting students who apply to transfer, Middlesex par-
ticipates in articulation agreements with specific institutions. These include 
a  joint admissions program, a bachelor’s completion program, and transfer 
paths for specific MCC majors. In addition to helping student transition to 
the next stage in their lifelong learning, some of these agreements include 
scholarships or tuition discounts.

Middlesex Community College has a joint admissions program* with the 
four University of Massachusetts undergraduate campuses, seven state uni-
versities, and Suffolk University. Students apply to both schools at once and 

* The Commonwealth of Massachusetts is phasing out this program.
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complete their introductory courses at Middlesex. If they maintain a 2.5 grade 
point average, they can continue at the partner institution where they were 
jointly admitted. Students with at least a 3.0 average receive a 33% discount 
on in-state tuition at the public universities participating in the joint admis-
sions program.

Additional programs facilitate completing a bachelor’s degree. Middlesex 
has a bachelor’s completion program with Salem State University, leading to a 
4-year degree in either criminal justice or early childhood education. The bio-
technology program also has articulation and transfer agreements with Bos-
ton University and the University of Massachusetts–Lowell. Other universities 
also accept the 66 credits of the MCC biotechnology program. Students have 
also transferred biotechnology credits to other University of Massachusetts 
campuses and Northeastern University. Students transferring to Boston Uni-
versity also receive a Boston University community scholarship, which pays 
for 50% of their tuition. 

Impact

Middlesex Community College has worked diligently for over 40 years to 
meet the needs of its students and the local community. The impact of the 
college can be seen in many ways. Program statistics for MCC are impressive, 
with most students successfully completing a program or degree. This in turn 
improves career opportunities and outcomes for alumni. MCC has also had 
an impact on employers, building relationships that meet their workforce de-
velopment needs. All of this translates into a strong return on investment.

Program Outcomes

Middlesex Community College has been in existence for 45 years. Beginning 
with space provided by the VA hospital, it has grown to be one of the largest 
community colleges in Massachusetts. Currently, the college serves 13,000 
mostly part-time students (or the equivalent of 7,000 full-time enrollments). 

Community colleges measure their success in both program completion 
and transfer rates to other institutions. Middlesex Community College is ex-
emplary on both counts. Course completion rates average 75%. First-time 
pass rates on professional certifications exams are also high: dental hygiene, 
100%; radiology technician, 86%; nursing education (National Council Licen-
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sure Examination in Nursing [NCLES-RN]), 83%. In 2012, MCC awarded 
degrees and certificates to 1,235 students, including 185 certificates and 1,050 
associate’s degrees. In addition, 20% of students are accepted into programs at 
another college or university.

As noted earlier, MCC has a variety of articulation agreements with 
4-year degree programs. Of the 20% of MCC students who transfer to an-
other college or university, most students transfer to a campus of the Univer-
sity of Massachusetts or Massachusetts State University system. Some of these 
students transferred to another community college. A significant number of 
students transfer to competitive private colleges and universities (Exhibit 5-2).

Middlesex Community College works hard to make every program 
and student successful. The organization partnerships provide students with 
hands-on experience to enhance mastery of professional skills and facilitate 
transfers to 4-year programs. Careful refection, awareness of best practices, 
and analysis of data are important for improving special education, remedia-
tion, and developmental education. The earlier description of the newly im-
plementing RAMP Up is just one example of efforts to improve outcomes. In 
2010–2011, fall-to-spring persistence rates for RAMP Up students were 60% 
compared with 51% for students enrolled in the traditional math sequence. 
The completion rate for the RAMP Up sequence is 68%, compared with 52% 
of students in the traditional math sequence in 2010. Middlesex constantly 
strives to improve programs and services.

Student Outcomes

These program outcomes have a direct impact on MCC alumni. All MCC 
students have jobs when they graduate, in part because they are likely to be 
already working part-time to pay for school, but also because many job 
placements and internships lead directly to jobs. Completing a program at a 

Exhibit 5-2.  Four-year colleges that commonly accept MCC transfer students.

•	 Amherst College •	 Lesley University
•	 Babson College •	 Mount Holyoke College
•	 Bentley College •	 Northeastern University
•	 Boston University •	 Regis College 
•	 Brandeis University •	 St. Joseph’s College (ME)
•	 Johns Hopkins University •	 Wellesley College
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Massachusetts community college is a big boost to a graduate’s earning poten-
tial. A study commissioned by the Massachusetts Community College sys-
tem4 in 2002 found that completing a program at a Massachusetts community 
college more than doubles annual earnings—from $21,200 to $42,600. Over 
their working life, community college graduates earn $330,000 more than stu-
dents who did not attend or failed to graduate. 

Benefits to Employers

Local employers know that they can turn to MCC to recruit qualified, cre-
dentialed employees to fill staffing vacancies. In addition, when a business 
needs to provide credentials to an entire cohort of employees, the college will 
tailor a program to that employer’s specific needs and often provide the 
courses on-site at the business. As noted earlier, this has led to many partner-
ships between the college and local employers. Employers who hire MCC 
graduates repeatedly return to recruit more employees. MCC has expanded 
the pool of qualified applicants in the region, which has improved the em-
ployment pipeline and made succession planning easier for local businesses. 
Businesses also report saving resources due to reductions in turnover, so less 
money is spent on recruiting. 

Return on Investments

Nationally, return on federal investments in community colleges is almost $5 
for each dollar spent.5 The Commonwealth of Massachusetts estimates that 
completing a program at a Massachusetts community college more than dou-
bles a worker’s annual earnings, which, in turn, increases the Commonwealth’s 
income tax revenue. Estimating that a career spans three decades, the Com-
monwealth can expect $25.2 million in additional tax revenues from the com-
munity college cohort that graduated in 2001. Given that 90% of community 
college graduates stay in the Commonwealth, this income tax revenue stays 
in Massachusetts.6

Conclusion

There are several factors that enable Middlesex Community College to sus-
tain and improve its programs. Two of the most important are staying aware 
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of best practices and weaving together myriad grants to support the diverse 
offering. Both of these factors have allowed MCC to continually meet the needs 
of lifelong learners in their community.

Best Practices

The faculty and staff of MCC are continually looking for ways to improve 
their programs and services. They use research and evidence to guide pro-
grammatic changes. College administrators also eagerly participate in state 
and pilot programs, not only to help refine what is known about best prac-
tices at community colleges but also to stay connected to other colleges. This 
knowledge of research and best practices allows Middlesex to innovate. One 
example of the innovation at MCC is the way the college embraced online 
learning as early as 1996, when it piloted one course with 77 enrollments. In 
the 2010–2011 school year, online enrollment was 8,283. Many of these are 
hybrid courses, and some target a specific area of concern, such as the RAMP 
Up developmental math program. 

In addition, the college actively seeks out information about the local 
economy. Several years ago, the Donohue Institute of the University of Mas-
sachusetts released a report highlighting a lack of jobs for community college 
graduates in biotechnology. In reaction to the report, Middlesex approached 
employers and other community colleges to strengthen program requirements. 
This is typical of the college’s evolution: curriculum is constantly adjusted 
based on the job market. 

None of this is done in a vacuum. Every year MCC surveys students and 
reviews data on course completion, academic achievement, and the placements 
of graduates. The data it collects helps the school adapt best practices to best 
meet the needs of its students.

Leveraging Resources

Although community colleges are historically state-funded institution in Mas-
sachusetts, the Commonwealth provides less than 35% of MCC’s operating 
budget. Continued success relies on actively seeking grants to support pro-
graming. During the 2010–2011 school year, MCC had about 50 different 
grants to support programming.7 
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Many of these grants came from federal and state education agencies, tied 
to innovative programming or targeted to specific populations. The college 
also received funding from other public agencies. At the federal level, MCC 
has grants from the Department of Labor, the Department of Energy, the 
Department of Housing and Urban Development, and the National Science 
Foundation. At the state level, additional grant funding comes from the De-
partment of Labor, the Department of Mental Retardation, the Office of the 
Attorney General, the Executive Office of Health and Human Services, and 
the Massachusetts Campus Compact. Locally, the college receives grants 
from the Lowell Public School District, Lowell High School, and the Cultural 
Organization of Lowell. Finally, the college receives money from private 
foundations, national associations, and its own foundation. Leverage is key to 
MCC’s success. These grants provide an opportunity to leverage services in a 
rich fabric that otherwise would not be possible. 

Since its founding in 1970, Middlesex Community College has served in-
creasing numbers of students by providing an increasingly diverse array of 
programs. Not only are the offerings diverse, but the options for where stu-
dents earn credits continues to expand: two campuses, on-line courses, and 
on-site courses for employers. Middlesex Community College’s dedication 
to change and improve is illustrated by the Ramp-Up program. Given the 
college’s deep experience with online learning, this developmental program 
seemed a natural extension of existing development services. The passion is 
not just for innovation but also for providing high-quality services. Not only 
was RAMP Up a carefully designed program, but the college has monitored 
the implementation to be sure it is meeting the needs of students. This imple-
mentation reflects the priority Middlesex Community College puts on re-
maining adaptable so that it can meet the needs of students and employers in 
its community. 

Notes
  1.	 Gerlaugh, K., Thompson, L., Boylan, H. & Davis, H. (2007). “National Study of Develop-

mental Education.” Research in Developmental Education, 20, (4). Boone, NC: Appala-
chian State University. http://ncde.appstate.edu/sites/ncde.appstate.edu/files/RiDE%2020-4 
.pdf.

  2.	 Burley, H., Cejda, B. & Butner, B. (2001). Dropout and Stopout Patterns Among Develop-
mental Education Students in Texas Community Colleges.Community College Journal of 
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University of Liverpool
Online Degree Programs for Professionals

Murray M. Dalziel

C
an you seriously learn in a completely asynchronous online environ-
ment? Over the past 10 years, the University of Liverpool has repeat-
edly answered this question: Yes, online learning allows working adults 

to deepen their professional knowledge as they apply their studies in their 
ongoing work experience. Until recently there has been a great deal of skepti-
cism about nontraditional or non-classroom learning. While some suspicion 
of asynchronous, online education lingers, the debate has changed, and the 
University of Liverpool’s management programs are now accredited by the 
Association to Advance Collegiate Schools of Business (AACSB). While we 
are in no way advocating our method of teaching online for every student and 
program, we believe that for the population we serve—the working profes-
sional—this is a viable alternative that provides quality education for many 
more people than can be reached by traditional methods.

Background

The University of Liverpool started to develop online programs in 2000. Why 
would a research-intensive, highly regarded university make this type of deci-
sion that bucked the tradition of attending courses in-person? The reasons are 
important because they shape the whole approach to the venture to date. Un-
like some competitors in the United Kingdom, the University of Liverpool 
had never engaged in any type of “distance learning” (usually a blend of class-
room and remote, self-paced instruction). From the start, there was a strong 
belief that the university would lead the wave of a new generation of methods 

C H A P T E R  6
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for delivering graduate education. Accordingly, the university made a huge 
commitment to the online delivery method. At the time only the Open Uni-
versity, founded by British Royal Charter in 1969, was engaged in delivering 
“distance learning” at any level of scale, and most of its programs included a 
mix of online and face-to-face sessions. Given the novelty of online learning, 
the University of Liverpool partnered with Laureate International, an experi-
enced provider of online education.*

The university committed to this method, and continues to work with a 
larger private sector provider, for the following reasons:

•	 The university felt it was too dependent on undergraduate teaching and 
the then Higher Education Funding Council grant. Revenue growth would 
come from graduate education. The Management School had just been 
established, and although there were considerable expectations about the 
growth in the number of master’s degrees in business administration 
(MBA) that the school would award, undergraduates still dominated the 
revenue streams. Online provision that would be available globally and 
on a flexible basis would accelerate entry into the graduate market. 

•	 Constraints of real estate expansion would be a barrier to growth. Online 
was an attractive alternative.

•	 There could be a different delivery method for a research-intensive uni-
versity. On-campus academics would not have their research time con-
strained by rapid growth in numbers if the university developed materials 
that could be delivered under supervision through a network of other aca-
demics. Given the research objectives of the university, this was an equally 
compelling reason.

•	 These ventures and other ventures to expand higher education need more 
capital than either the United Kingdom Treasury was willing to under-
write or the university could sustain through regular cash flows. There 
was a belief, consequently, that more private sector providers would enter 
the market. The university believed that it was better to be on the leading 
wave of this movement rather than face competition from much better 
capitalized competitors later on.

The initial programs focused on business studies (MBA degree), public 
health (master’s degree in public health), and information management 

* Initially, the University of Liverpool worked with KIT E-learning, which is now part of Laure-
ate International Universities (Laureate Education, Baltimore, MD).
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(master’s degree in information management). Subsequent programs have been 
added in law, and the portfolio within the original three areas expanded. Two 
professional doctorates have also been added. Today, more than 10,000 stu-
dents are registered in degree programs.

Program Description

The University of Liverpool online degree programs are firmly focused on 
graduate education for working professionals and are based on the following 
pedagogical principles:

•	 Students are engaged in and responsible for their own learning, and they 
have some element of control over their learning environment. This is 
a principle that also applies to on-campus learning, but it is particularly 
relevant in an online environment and especially one that is targeted to 
professionals in the workplace.

•	 Relevance and authenticity: students learn better when the real test of 
their learning needs are the demands of their work. Therefore, students 
are encouraged to reflect on, test out, and apply their learning each week 
in their workplace setting. 

•	 Co-constructed knowledge: there is group work and collaboration in 
learning. Classes are typically learning sets with an average of 14 students 
(and no more than 21), so that the work in the classroom is heavily inter-
active. In addition, students are geographically diverse, so they learn to 
collaborate on virtual, global teams.

•	 Learning is problem-focused and encourages reflection and application. 
•	 Students follow a learning journey; learning tasks and assessments are 

appropriate to the stage of that journey. This affects program structure, 
and programs have a clear beginning, middle, and end. 

•	 Students develop master’s/doctoral level learning skills with a clear state-
ment about what master’s or doctoral level learning means. This is equiv-
alent to what would be required on-campus.

Target Audience

Even though the mix of programs has expanded, the target audience is clearly 
defined as “professionals at work.” The average age of students is 39. Most 
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students are looking to enhance their career (as opposed to changing industry 
or vocation). This drives the basic design of the curriculum (material has to 
be relevant to their working situations). The pedagogy has to respect the 
students’ desire for flexibility, given the full-time demands of their roles. The 
faculty has to be able to work with mature adults engaged in solving problems 
at work.

The target audience of professionals at work is also geographically dis-
persed. Part of the mission is to make quality education accessible to a wide 
range of people who otherwise would not be able to take advantage of a purely 
campus-based experience. African and Middle Eastern countries send the most 
students because British institutions have already established brand reputations 
and the University of Liverpool has higher recognition there (Exhibit 6-1).

Recruiting Students

The Internet largely drives the marketing of these online programs world-
wide, although there is more emphasis on those countries where the Univer-
sity of Liverpool has a brand presence and where online degrees are accepted 
by employers. Although many potential students in India or China tend to 
eschew online degrees, we do have students from these regions and we are 
actively recruiting in these large higher education markets.

Program Admissions

The entrance criteria are similar to those for campus programs. Students must 
have good academic preparation that will enable them to study at a master’s 

Exhibit 6-1.  Global participation in University of 
Liverpool programs.

Active Students by Region 2012

Africa 36.5%
The Americas 24.3%
Asia 10.4%
Europe 15.2%
Middle East 13.6%
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level at a world-class, research-intensive university. Many applicants do not 
have traditional academic backgrounds, so their work preparation has to be 
significant, and they must demonstrate that they have both the discipline and 
the aptitude to take these courses. There is considerable room for innovation 
in serving nontraditional students. When we embarked on these programs, 
the academic community as a whole was quite skeptical of wholly online 
degrees, so to date our approach to recruiting and admissions has been very 
conservative.

Scale in this operation involves both geographic coverage and overall stu-
dent numbers. Our belief is that the processes required to run an online oper-
ation differ in several respects from campus operations. The University of 
Liverpool does not have the core competencies to exploit large online opera-
tions. This is particularly true in marketing (to a large population of adults 
in several regions who want to study parttime) and in student administration 
(counseling large numbers of applicants, managing students in and out of small 
classes that are opening and closing each month, keeping track of part-time 
students, and having instructors available around-the-clock on a flexible basis). 
These functions are assigned to Laureate Education (Baltimore, MD).

In addition, to build online programs requires considerable capital. That 
is another reason that the University of Liverpool chose to partner with a for-
profit company for this type of activity. Over the last 10 years Laureate Edu-
cation has invested over $77 million in capital on these programs.

Program Design

Students work in small, interactive, virtual teams. We believe that this cor
responds closely to the reality of working in global enterprises and global 
markets. Consequently, we embed key skills for the global marketplace and 
establish communities that are able to work across geographic boundaries. 
Students often report that this is one of the benefits of the program that they 
did not anticipate when they joined; working in small cross-cultural teams 
every day is challenging and sharpens their learning. 

In addition to mirroring the work environment of the 21st century, the 
program is also driven by the following principles: 

•	 Co-construction of knowledge: We use technology to create learning com-
munities that collaborate in bringing their experiences to life. Discussion 

http://www.amanet.org


	 University of Liverpool	 77

American Management Association • www.amanet.org

and sharing of information are equally important for these experienced 
professionals, as it helps them shape their own learning.

•	 Learning not teaching: We expect that instructors will facilitate learning 
rather than teaching from the “front of the classroom.” We are gradually 
adding video and other segments as technology improves, but we see 
these as “add-ons.” Traditionally, we have avoided “beaming in academ-
ics” from the classroom. While we have no difficulty seeing the potential 
benefits from MOOCS (massive open online courses), we take an ap-
proach in which the student is at the center, not the instructor.

•	 Experience as a source of learning: We do not believe that learning is 
achieved by accumulating experiences, but rather that these experiences 
are essential to the learning process. We help students to question tradi-
tional and commonly held beliefs. This is particularly important in sub-
jects such as management, in which there is any number of popular fads 
that constitute part of the body of knowledge that our students must sift 
through.

•	 Critical reflection: This can take a number of forms. We encourage stu-
dents to become much more self-aware. The nature of the basic pedagogy 
where students are in constant interaction with each other provides an 
important source for having them discover more about the relational as-
pects both with learning and with their actual work.

Another key competency that all the programs nourish is how to work 
interactively across cultures. Many visitors to our programs are skeptical that 
we can create the depth of discussion that they would expect to see in conven-
tional classroom situations. However, both observers and students report that 
many times these discussions are as deep as and as intense as what happens in 
a classroom or indeed any work-based co-located team. 

Finally, one of the fundamental competencies of the program is the disci-
pline of self-directed, lifelong learning. Anecdotally, although most students 
are pleased to graduate, many report having developed a discipline that they 
wish to keep going. (This is one reason we introduced professional doctorates.)

Program Structure

To earn credits toward their degree, students enroll in a series of modules. 
Each module typically lasts 8 weeks (in the MBA program the introductory 
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module, “Learning to Be a Leader,” lasts 10 weeks). The modules are orga-
nized to provide one-to-one and one-to-many interactions. A range of learn-
ing devices are used, including the following:

•	 Group discussions: Each week the instructor poses a discussion question 
that requires students to elaborate on a problem. These discussion threads 
form the core of each week’s seminars and are open for the whole of the 
module, so that students can use them as a basic referral resource and can 
see how learning is advancing.

•	 Group projects: Groups work together on a specific project. The work is 
largely asynchronous, although students can opt to conduct live confer-
ence calls as part of their preparation. Special spaces in the virtual class-
room are designed for them to store discussions, and folders are available 
in which to post specific materials. Instructors are encouraged to enter 
this space and offer formative feedback.

•	 Individual assignments: These are completed independently and sent di-
rectly to the instructor.

•	 Informal discussions: There are spaces online for students to interact 
with each other and to contact their instructors “outside” of the formal 
classroom.

Throughout their program, students on average spend 15 to 20 hours a 
week in the classroom. Their time is divided equally among the following ac-
tivities: reading and assimilating the week’s content, readings, and lecture notes; 
participating in the weekly discussion; and completing and submitting assign-
ments. The instructor gives continual formative feedback (summarized once a 
week), and submits grades at the end of each week for each assessed element. 
There is therefore a continual process of assimilation of theory (from the 
weekly content), creation of new knowledge through discussion, and the im-
provement of performance through formative and evaluative processes.

Every program ends with an independent piece of research or consultancy 
project. This occurs after students have successfully completed eight modules 
of instruction. To graduate they need to submit a dissertation or, for some 
programs (for example, MBA), a consultancy project. There is a dedicated 
online space to support this work, and students have access to their supervisor 
as well as to informal peer support groups as they progress in their work.

Neither part-time education nor online learning are a good fit for every 
student. Many students have difficulty with the self-discipline required to 
benefit from online learning. Inevitably, many students are unrealistic about 
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their time commitments to work and to their personal lives, and they do not 
realize that they may have to change their priorities in order to accommodate 
the new program. In addition, our program is typically a student’s first expe-
rience with online, asynchronous learning. There are variations by program, 
but generally about half of the students who enroll in an online course soon 
realize that an online degree program is not for them and they drop out. 
Therefore, the initial module is a key experience for students taking an online 
degree program, and students are not billed until the end of the second week; 
this is the case only for the first module. We also run “taster sessions” to en-
courage students to discover for themselves what is required. This is an area 
where there is considerable room for innovation, and over the next 5 years we 
will develop a program to test different approaches to preparing students for 
online learning. 

Program Quality

All programs have defined learning goals and competency statements. The 
business programs have developed assessment of learning processes as re-
quired by the “assurance of learning” processes of the AACSB. Each pro-
gram’s learning goals are divided into observable traits that are measured in 
each of the core modules (Exhibit 6-2). These traits are assessed across a sample 
of students each time the module is taken. Modules that are not contributing 
to the learning goals are discussed at an annual program review and revised. 

Academic Integrity

The maintenance of academic integrity is a central tenet of our online model, 
oriented primarily to educate, but ultimately to sanction unethical behavior. 
Students complete a number of assignments in their first module oriented to 
educating them about the principles and mechanics of academic integrity, and 
they sign an Academic Honesty Declaration at the beginning of every mod-
ule. All online faculty members attend obligatory training in the detection and 
handling of plagiarism; all student assignments have to be submitted through 
matching software (Turnitin, iParadigms Inc., Oakland, CA). The university 
delegates the role of assessment officer to the senior Laureate academic, who 
recommends appropriate sanctions to the plagiarism subcommittee of the board 
of examiners (chaired by a University of Liverpool Management School fac-
ulty member). Additional protection is provided by the continual monitoring 
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Exhibit 6-2.  Example of assurance of learning.
GOAL 4: Students will demonstrate that they are able to perform effectively within a team, 
selecting an appropriate leadership style for different situations

•	 Objective: Students will meaningfully contribute to a team demonstrating the ability to 
recognize and utilize individuals’ contributions in group processes and to negotiate and 
persuade or influence others, leading to a decision on a management problem. 

MAPPING:

Trait 
Number

Traits Example Evidence of Learning

T4.1 Sustains a committed working relationship with 
colleagues

KMBA712 Finance and 
Accounting for Managers

Wk 5 DQ2
T4.2 Contributes workable ideas, research, and 

analysis
KMBA712 Finance and 

Accounting for Managers
Wk 5 DQ2

T4.3 Enhances the quality of the final deliverable KMBA712 Finance and 
Accounting for Managers

Wk 5 DQ2
T4.4 Operates effectively as part of a team with 

sensitivity to cultural diversity
KMBA712 Finance and 

Accounting for Managers
Wk 5 DQ2

T4.5 Contributes to facilitation in teamwork KMBA712 Finance and 
Accounting for Managers

Wk 5 DQ2
T4.6 Recognizes and can evaluate the contribution and 

skills of self and others in teamwork
KMBA712 Finance and 

Accounting for Managers
Wk 5 DQ2

DESCRIPTOR:

Traits Does Not Meet 
Expectations

Meets Expectations Exceeds Expectations

Sustains a com- 
mitted working 
relationship with 
colleagues

Irregular attendance 
on group discus- 
sion board/
collaborative 
space (misses 
>30%)

Regularly interacts 
with group 
discussion board/
collaborative 
space but 
occasionally fails 
to interact or does 
not complete task 

Engages fully with 
group discus-
sions/collabora-
tive space, 
punctual and 
flexible
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of the classes by University of Liverpool faculty, who identify and submit any 
suspicious assignments to the assessment officer for investigation.

Program Impact

Surveys of participants report the most satisfaction from work-related out-
comes. For example, in an in-depth survey of 145 MBA students graduating 
in 2012, 76% reported career or job improvements that they attributed to the 

Traits Does Not Meet 
Expectations

Meets Expectations Exceeds Expectations

Contributes 
workable ideas, 
research, and 
analysis

Rarely prepares for 
group discussions 

Prepares adequately 
in advance but 
might not have 
read widely

Prepares thoroughly, 
reads widely, and 
carries out 
extensive 
research

Enhances the quality 
of the final 
deliverable

Rarely contributes 
ideas, research, 
or analysis

Suggests ideas and 
participates in 
research and 
analysis but is not 
proactive

Brings ideas and 
proactively 
engages in 
research and 
analysis

Operates effectively 
as part of a team 
with sensitivity to 
cultural diversity

Does not actively 
engage with 
alternative ideas 
or accept 
contributions from 
group members

Engages with others 
but might be 
weak in 
encouraging their 
contributions

Does not dominate, 
and encourages 
others to 
contribute

Contributes to 
facilitation in 
teamwork

Rarely facilitates the 
team

Is able to adequately 
facilitate the team 
but is not always 
forthcoming in 
such roles

Demonstrates the 
qualities of good 
facilitation in 
teamwork

Recognizes and can 
evaluate the 
contribution and 
skills of self and 
others in 
teamwork

Is unable to 
recognize and 
evaluate the 
contribution and 
skills of self and 
others in 
teamwork

Is able to recognize 
and evaluate the 
contribution and 
skills of self and 
others in 
teamwork but 
with some level of 
weakness

Demonstrates a 
good ability to 
recognize and 
evaluate the 
contribution and 
skills of self and 
others in 
teamwork
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program. For many students there are multiple outcomes. According to the 
survey, one third of participants received salary increases. One year after com-
pleting the program, among those in the 2012 cohort who received a raise, the 
median salary increase was 20%. One third of respondents credit the program 
with helping them achieve a desired change in their professional career. Al-
though most do this within their own organizations, about 20% switched 
organizations. Almost half of those were in a new organization that they had 
created themselves. One quarter of survey respondents believed that they are 
able to better contribute to societal issues.

Many employers value degrees from a university brand that they can 
trust. But for most employers the largest benefit of online learning is the flex-
ibility it provides employees to continue working full-time. A wholly asyn-
chronous online program provides even greater flexibility than other part-time 
options where students must be released for specific time periods. The Uni-
versity of Liverpool’s online programs allow students to study at their own 
pace and in their time. But they continue working on job-related problems 
through the lens of their postgraduate studies. 

Conclusion

Since 2000, over 7,000 students have graduated with degrees from the Univer-
sity of Liverpool’s online programs. We have no doubt that online learning 
that is 100% asynchronous works. There are, of course, competencies that are 
harder to develop online as compared with in a classroom setting. For exam-
ple, verbal presentation skills are quite hard to cultivate in an asynchronous, 
online program, although not impossible as advances in technology increases. 
On the other hand, the ability to work in global virtual teams, an increasingly 
common experience in today’s corporate world, is very hard to foster in a 
classroom. As in any pedagogy, there will be trade-offs. We believe that for 
this group of students this trade-off is worth it.

Learning to be adaptable is highly correlated with effective work perfor-
mance. Corporate training departments can foster some of this, but individ-
uals globally have a great appetite to enhance their own learning. There is no 
reason to dream about one day visiting a campus and taking time off to do 
that. They can do that now—on planes, in hotels, in cafes, and in their own 
homes. Online programs at the University of Liverpool demonstrate that the 
quality of that experience can be high.
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EMPLOYERS

T
his section reports on a range of employer-supported lifelong learn-
ing programs. Some employers focus on the professional development 
of their employees or on developing the skills of potential employees. 

Other employers focus on developing the untapped human potential in their 
communities. In each case, the organization recognizes that human capital is 
its most vital asset and invests in providing support for learning at different 
life stages.

We begin the section with an interview with the vice president of human 
resources and organization at United Technologies Corporation (UTC). UTC 
demonstrates its commitment to each employee’s lifelong learning through a 
comprehensive tuition assistance program. The interview highlights the fol-
lowing issues, which are further developed by the featured employees:

•	 Remaining competitive requires direct participation to develop a compet-
itive workforce pipeline.

•	 Workforce development and professional learning are complex endeavors 
that require coordination of multiple components and leveraging the re-
sources of partner organizations.

•	 Investments in programs carry an expectation of realizing immediate im-
pact, return, and results.

S E C T I O N  I I I
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Executive Perspective

United Technologies Corporation: Employee Scholar 
Program

Elizabeth Amato

United Technologies Corporation’s (UTC’s) employer-sponsored edu-
cation program has been touted as the best in the world. 

Since 1996, UTC has encouraged employees to pursue the degree 
program of their choice. UTC pays tuition directly to the employee’s 
school, ensuring accessibility for employees at all levels of the organiza-
tion. The commitment is more than financial: employees are eligible for 
up to 3 hours of paid study time-off per week. Both full-time and part-
time employees worldwide become eligible for the Employee Scholar 
Program after 1 year of service. 

We interviewed Beth Amato, UTC’s senior vice president of human 
resources and organization. She articulated how the Employee Scholar 
Program aligns with UTC’s ACE (Achieving Competitive Excellence) 
operating model, which promotes a commitment to continuous im-
provement and best-in-class, innovative products and services.

United Technologies’ employer-sponsored education program has been touted 
as the best in the world. From a historical context, what led UTC to decide to 
make this incredible investment in its people? In other words, why was it 
started and what was its original purpose? 

We have benchmarked extensively and found UTC’s Employee Scholar 
Program is, in fact, one of the best in the world. Our former chairman and 
chief executive officer, George David, created the program because he firmly 
believed that the ongoing education of employees played a significant role in 
ensuring their long-term success. 

It is our philosophy that while private employers cannot guarantee life-
long employment, responsible companies can provide employees with lifelong 
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learning opportunities. Evidence suggests that employees who utilize the pro-
gram are twice as likely to be promoted and are less likely to leave the com-
pany than those who do not participate.

Can you describe how the program works, regarding such issues as eligibility, 
curricular options, and program partners? What differentiates it from other 
corporate models?

The UTC Employee Scholar Program is unique because it is designed to 
minimize the cost of higher education for our employees. UTC covers the 
cost of tuition, books, and fees for master’s, bachelor’s, and associate’s degree 
programs. These costs are covered up front and paid directly by UTC to the 
college or university rather than reimbursed to employees after course com-
pletion. Employees may study any subject at any accredited UTC approved 
university, whether or not it relates to their current position with the com-
pany. UTC has more than 3,000 approved schools that employees can attend. 
Our methodology behind selecting these UTC-approved institutions is not 
based on cost, but rather on ensuring that employees are receiving a high-
quality education. Ivy League schools, such as Yale and Harvard, are included 
on our approved list.

Additionally, employees are eligible for up to 3 hours of paid study time-
off per week. Both full-time and part-time employees worldwide become 
eligible for the Employee Scholars Program when they have completed 1 year 
of service. 

What are the current goals of the Employee Scholar Program? How do they 
align with and advance the priorities of the company?

United Technologies Corporation is committed to having the most edu-
cated workforce on the planet. Our highly skilled workforce helps us to con-
stantly innovate and remain competitive in the aerospace and building systems 
industries. The program supports the company’s goals of attracting and re-
taining talent in the highly competitive global market. The Employee Scholar 
Program reflects UTC’s ACE (Achieving Competitive Excellence) operating 
model, which promotes a commitment to continuous improvement and best-
in-class innovative products and services.

What other factors have you addressed or implemented to make the pro-
gram a success: commitments/sponsorship of senior leadership, fostering an 
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organizational culture that supports education and allows the necessary time 
for learning, or other factors?

Support for the UTC Employee Scholars Program begins from the top 
level of management and is embedded within our corporate culture. Since the 
program’s inception in 1996, UTC has invested more than $1.1 billion in 
employee education, and UTC employees have earned over 36,000 degrees. 
Employees are encouraged to participate in the Employee Scholars Program, 
and all requests to participate are approved if basic eligibility requirements are 
met. Some UTC-approved educational institutions also offer unique teaching 
methods that may include web-based learning or on-site classes at UTC fa-
cilities, which makes it easier for UTC employees to complete courses. The 
program is designed to remove barriers for employees and make enrolling, 
studying, and completing a degree as seamless as possible. 

What challenges/barriers have you had to overcome (or address regularly)? 
How do you manage the obstacles and maintain momentum?

One challenge we face is global participation. While the program was 
always global, participation outside of the United States continues to lag. The 
main reason for this is differences in the maturity of educational systems 
across the globe. Specifically, the availability and maturity of part-time educa-
tion in the United States exceeds that of part-time education in other coun-
tries. Currently, 60% of UTC employees work outside of the United States, 
but they comprise only 30% of Employee Scholar Program participants. 

How has success been measured on factors such as recruiting, retention, pro-
ductivity, and innovation? Have you gotten a return on the investment? 

More than 7,500 UTC employees worldwide are currently enrolled in 
UTC’s Employee Scholar Program with more than 40% of current enrollees 
pursuing advanced degrees. Also, 52% of the program’s graduates have earned 
advanced degrees. The majority of degrees earned through the program are in 
engineering and business-related fields.

The bottom line in measuring return on investment for UTC is that em-
ployees who participate in the program are nearly twice as likely to be pro-
moted and less likely to leave the company than are those who do not complete 
the program. Our investment in education leads to greater workforce reten-
tion and attraction, which ultimately enhances the company’s bottom line. Put 
simply, we believe lifelong learning benefits our employees and our business.
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What lessons can other employers learn from your experience?
United Technologies Corporation remains one of the few corporations 

with no restrictions on the course of study an employee may pursue with no 
requirement that coursework pertain to an employee’s current job. UTC 
covers the cost of tuition, books, and fees for employees seeking master’s, 
bachelor’s, and associate’s degrees up front to minimize out-of-pocket costs 
to students. 

Other companies may also realize this type of return on investing in 
talent and recognize that we have a shared responsibility to invest in an edu-
cated workforce. Between rising education costs and increasing student debt, 
corporate investment in education is critical to a talented workforce that can 
grow with the company. 

United Technologies Corporation also partners with major universities to 
enhance and inform curriculum design. These partner schools provide highly 
technical and specialized science, technology, engineering, and mathematics 
(STEM) curricula to its students and prepare a workforce with UTC-ready 
skills. 

Overall, the program is a great attraction and retention tool, delivering an 
engaged workforce, ready and able to take on the challenges we face. 

http://www.amanet.org


88
American Management Association • www.amanet.org

The National Football League
Player Engagement Program Prepares for Life 
After Football

Troy Vincent

T
he National Football League (NFL) is redefining the role of lifelong 
learning by using the pxlatform of sports to set new standards in edu-
cation and training.

What began in the early 1990s as a former player’s request for an off-
field program has developed into the sports industry standard to support 
the players’ transition to the next stage of their careers. The NFL Player 
Engagement (NFLPE) program facilitates this transition by promoting and 
providing education while players are still on the field. In just the past few 
decades, NFLPE’s comprehensive number of educational offerings (ranging 
from boot camps to professional internships) have quadrupled. Even with 
the increased number of offerings, player interest in these programs has ac-
celerated to where demand now exceeds supply. The interest reaches be-
yond the NFL, with other professional leagues soliciting advice about this 
program.

Program Description

Only 6.5% of high school football players go on to play in college, and only 
1.6% of college athletes are drafted by the NFL. Athletes in the NFL play for 
an average of only 3 years (Exhibit 7-1). That is why the NFLPE has gone to 
the next level in becoming lifelong educators, starting early with high school 
programs, such as the PREP 100 Series, and continuing on by collaborating 

C H A P T E R  7
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with the finest institutions of higher learning in the United States, with the 
goal of helping athletes develop a second career that last a lifetime. 

NFLPE is available to competitive football players nationwide—not 
just NFL players. This player engagement (PE) model targets three main 
audiences:

1.	 Prep (high school and college student athletes)
2.	 Life (current NFL players)
3.	 Next (former NFL players) 

The only requirement for entry into these programs is to play for a high 
school, university, or professional football team, and, at the Prep level, to meet 
academic eligibilities. 

Clearly, no effort of this size and scope can operate in a vacuum on such 
a broad scale, and PE has partnered in this endeavor with a multitude of orga-
nizations, including venerable institutions such as the United States Army 
and the National Collegiate Athletic Association (NCAA). Teaching partners 
for various programs include business schools, such as Wharton (University of 
Pennsylvania), Kellogg (Northwestern), Stanford, and Notre Dame. Business 

Exhibit 7-1.  Number and percent of high school athletes who continue to play beyond high 
school.

Student Athletes Men’s 
Basketball

Women’s 
Basketball

Football Baseball

High school student athletes (number) 538,676 433,120 1,086,627 474,791
High school senior student athletes 

(number)
153,907 123,749 310,465 135,655

NCAA student athletes (number) 17,984 16,186 70,147 32,450
NCAA freshman roster positions (number) 5,138 4,625 20,042 9,271
NCAA senior student athletes (number) 3,996 3,597 15,588 7,211
NCAA student athletes drafted (number) 46 32 254 678
High school players who reach the NCAA 

(percent)
3.30% 3.70% 6.50% 6.80%

NCAA players who reach the professional 
leagues (percent)

1.20% 0.90% 1.60% 9.40%

High school players who reach the 
professional leagues (percent)

0.03% 0.03% 0.08% 0.50%

Source: National Collegiate Athletic Association (NCAA), 2013. http://www.ncaa.org/about/resources/research/probability 
-competing-beyond-high-school.
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partners, including companies such as Microsoft, Merrill Lynch, United Way, 
and Cisco, both underwrite programs and provide internship opportunities. 
To bolster this list of external expertise, PE utilizes internal sources as well 
through its Ambassadors Program, a cadre of past players who have been ac-
tively educated and involved with PE, who spread the word about the need 
for lifelong learning and to develop skills off the playing field. That message is 
rooted in PE’s guiding principles of faith, family, and football that can lead to 
the desired outcome of total wellness, which is presented to players as “Q5” 
(the fifth quarter of their game) and features financial, emotional, personal, and 
physical services. 

Ultimately, with so many services available, PE’s goal is to teach the play-
ers at all levels to maximize the many off-field opportunities both during and 
after their playing days, starting in high school and progressing through life. 
The thinking behind this program is that players will best learn about their 
career options through the diverse combination of resources offered by the 
PE and its college, business, and agency partners. With these strong partners, 
NFLPE supports lifelong learning through a wide variety of offerings that are 
tailored to each stage of a player’s career.

Prep

For student athletes, NFLPE offerings focus on academic excellence, finan-
cial literacy, character development, conflict resolution, communication, and 
health, safety, and wellness.* These topics are all important because, for the 
vast majority of Prep participants, their financial future is not in the NFL, but 
is in their education. These programs are divided into offerings for high school 
students and college students. 

High School

Three strong examples of NFLPE programs for high school football players are 
NLF Prep 100 Series, Prep Leadership Program, and Prep Sports Career Expo.

NFL Prep 100 Series. Presented by Under Armour (New York, NY), this 
2-day program has been specifically designed for high school athletes to further 

* For more information, go to https://www.nflplayerengagement.com/prep/.

https://www.nflplayerengagement.com/prep/
http://www.amanet.org


	 The National Football League	 91

American Management Association • www.amanet.org

develop their leadership skills in academics and athletics. Of the hundreds of 
players who attend the regional sessions, the top performers are selected to 
attend a leadership forum during the week of the NFL rookie symposium. 
Highlights of this program include classroom sessions on player health and 
safety; on-field instructions highlighting technical drills and techniques; in-
sight into the academic and athletic experiences of a professional athlete from 
current and former NFL players; officiating workshops offering an overview 
of potential career paths; and NCAA representatives leading classroom ses-
sions for parents and student athletes on the most up-to-date information 
regarding eligibility, recruiting, and compliance information.

Prep Leadership Program. The Leadership Program, conducted at the Univer-
sity of Pennsylvania’s Wharton School of Business, is for a select group of 36 
top senior high-school student athletes. The program recognizes the success 
of the invitees and provides participants with a few days of specific leadership 
training and development programming. The rigorous coursework, breakout 
groups, and panels specifically designed by the Wharton School provide a 
formal foundation of leadership training for this next generation of leaders. 
The program curriculum includes basics of leadership (assessments, styles, mo-
tivating others); professional development (life skills, social media); career de-
velopment (preparing for the future through résumé writing, mock interviews, 
public speaking, and networking); financial education (introduction to financial 
terms, tools, and the role of financial advisors); and basics of management.

NFL Prep Sports Career Expo. This expo, produced in conjunction with Why 
Not Sports, Inc. (Atlanta, GA), enlists professionals from all aspects of the 
sports industry to inform, educate, and enlighten student athletes on career 
opportunities within the professional sports arena. Students learn about the 
academic requirements to successfully transition from high school to college 
and a broad spectrum of career opportunities within the sports industry out-
side of being a professional athlete. Examples include the following:

•	 Sports journalism
•	 Officiating
•	 Player engagement
•	 Coaching
•	 Athletics administration
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College Football

NFLPE provides supports for all NCAA football players, not just those 
drafted by professional teams. These include both direct programs for student 
athletes (for example, the Life Skills Roundtable for Student Athletes) and 
guidance for universities to help them support their students (the Life Skills 
Education and Professional Development Summit).

NFL-NCAA Life Skills Roundtable for Student Athletes. This event is de-
signed to provide student athletes with a forum to discuss the resources and 
support that they need in order to meet their personal and professional goals. 
Through intimate discussions with a diverse group of student athletes (of both 
sexes, of various ethnicities, and of many sports), the NFL and the NCAA 
gain a better understanding of the personal and professional development 
needs and goals of student athletes. The student athletes have the opportunity 
to participate in professional development seminars as well as assessments to 
increase their self-awareness of skills and aptitudes.

NFL-NCAA Life Skills Education and Professional Development Summit. 
This summit is a partnership between the NFL and the NCAA focused on 
identifying and outlining the synergies that exist between NFL player en-
gagement directors and intercollegiate athletics professionals. The summit is 
designed to provide relevant, effective, and practical training and profes-
sional development opportunities to enhance the ability of athletics profes-
sionals to serve student athletes in the areas of life skills and student athlete 
development. Attendees acquire a better understanding of how to enhance 
student athletes’ personal growth based on their needs, and of how the NFL 
and NCAA can work collaboratively on student athlete programming and 
resources.

Program objectives are to create an environment where institutional and 
organizational best practices for development of student athletes can be shared 
and explored; to provide participants with education and training on methods 
and resources they can use to better support student athletes’ personal devel-
opment, and encourage their participation in programming; to collaborate on 
topical areas that have the potential to impact student athlete growth and suc-
cess; and to educate participants about the structure of the NCAA and NFL 
and the resources and programs provided by both organizations.
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Life

Becoming a professional athlete is a life-changing event. Accordingly, the 
NFL provides new professional players with the supports to manage their life 
and their new financial situation. These include, but are not limited to, the 
rookie symposium, the Rookie Success Program, a continuing education pro-
gram, and professional development.* 

NFL Rookie Symposium

This symposium is an orientation for all drafted rookies on the topics of NFL 
history, total wellness, experience, and professionalism. It includes presenta-
tions, videos, and workshops focused on these and other topics, including 
player health and safety, decision making, mental health, substance abuse and 
domestic violence prevention, nondiscrimination, and maintaining positive 
relationships. Rookies are provided with resources and best practices to assist 
them with their shared responsibility in successfully identifying off-the-field 
challenges and transitioning from college to the professional level.

Rookie Success Program

The Rookie Success Program is designed to reinforce the professional devel-
opmental activities addressed at the rookie symposium and further assist with 
the transition into the NFL. This 9-week, psychoeducational, classroom-based 
program is designed to teach players how to improve their decision-making 
skills, and to utilize the resources available to them and their families. It in-
cludes topics such as family safety, lifestyle management, impulse control, anger 
management, time management, stress management, domestic violence, and 
public safety.

NFL Continuing Education Program

The Continuing Education Program (CEP) helps players complete their un-
dergraduate degrees or seek other higher educational opportunities to meet 
their career and life goals. In partnership with colleges and universities across 

* For more information, go to https://www.nflplayerengagement.com/life/.
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the country, the CEP staff help players to design detailed, individualized plans 
to reach their educational goals. Developed with the help of academic advi-
sors, these individualized educational plans may include opportunities to 
pursue coursework in a player’s franchise city, at his original institution, or 
through distance learning via Internet-based coursework.

Professional Development Program

The Professional Development Program is an interactive presentation designed 
to raise players’ awareness of transitional opportunities in how to achieve suc-
cess in their life after football. Topics addressed may include dealing with 
friends and family, managing finances, balancing work and family, and dealing 
with a high-profile environment.

Next

Recognizing that the average career of a player in the NFL is less than 3 years, 
NFLPE provides considerable support for players as they move onto their 
next career, including internships to facilitate learning about other sports-
related careers (coaching, broadcasting) and other common second careers 
(restaurant management), and to foster the peer-to-peer support that helps 
with this major life transition. Programs in Next include, but are not limited 
to, the Transition Assistance Program, the Career Development Symposium, 
and Career Development Program internships.*

Transition Assistance Program

NFLPE recognizes that transition is a continual process, unique to each indi-
vidual’s situation. It encompasses all aspects of life, which is why the Transi-
tion Assistance Program (TAP) focuses on total wellness. TAP is a partnership 
between former players and Georgia Tech faculty to provide transitioning 
assistance for players and their significant others. The curriculum features 
sessions pertaining to fitness, nutrition, career development, financial success, 
and much more. Players and significant others receive peer-to-peer support 
from former NFL players who are trained as transition coaches. 

* For more information, go to https://www.nflplayerengagement.com/next/.
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Career Development Symposium

Program participants who are interested in coaching or management are nom-
inated by their franchise. Participants develop necessary leadership skills and 
familiarize themselves with the hiring process through networking opportu-
nities, interview preparation, and the chance to gain perspective from current 
owners, general managers, and head coaches. The program is designed to 
strengthen the pipeline of management and strengthen the pipeline for general 
manager and coaching positions.

Career Development Program Internships

The Career Development Program provides internships and job shadowing, 
that is, following another employee through the workday to learn the job, to 
help players learn about career options. As noted earlier, major corporations 
work with NFLPE to provide work placement for players evaluating their 
next career state. In addition to tose external business partners, players work 
as interns in NFL offices in China, Mexico, and Canada. 

Program Impact

The NFLPE’s arrival at this specific level of training has evolved over the past 
20-plus years. It began from a simple request to the player development pro-
gram and expanded into a full department focused on player engagement. 
Along the way thousands of players have participated in the program. De-
mand is high. One important milestone for the program in meeting players’ 
needs is a quantum leap in the number of courses offered. After years of de-
mand exceeding the number of offerings, now every one of the hundreds of 
annual applicants complete at least one player engagement course. 

This “graduation rate” is a strong indicator that players are achieving suc-
cess beyond their football career, which ultimately will prove to be an excel-
lent return on investment for the NFL since fewer players may need assistance 
later. This is because the robust NFLPE staff serves players in pointing them 
to satisfying careers in a myriad of fields, from media and business to coaching 
and officiating. Countless players in every industry have climbed the corpo-
rate ladder or capitalized on their entrepreneurial skills to open successful busi-
nesses. In many instances, these new careers are extremely lucrative financially 
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and can even create a brand beyond what the players established on the field, 
as is the case with NFLPE and broadcast boot camp veteran Tim Hasselbeck, 
who now may be known as much as a football expert on ESPN as he was as 
an NFL quarterback. This program is also beneficial for employers, who find 
a steady stream of still-young applicants who mostly come from college back-
grounds and have already customized their career aspirations through NFLPE 
educational programs. 

Conclusion

Today, players in the NFLPE program are offered four times as many pro-
grams and courses as were available just 3 years ago, and still more growth is 
planned for the future. The increased numbers of players involved in the pro-
gram are the “best-of-the-best”—world-class overachievers who have made 
a lifelong commitment to reach the highest level the game has to offer. Their 
productivity is played out on the most public stage imaginable, and then they 
take those talents to the NFLPE programs to keep on learning in their lifelong 
quest for success. 

The success of this program has drawn the attention of other professional 
sports leagues. This expanding interest is resulting in increased collaboration 
between the NFL and other sports leagues for advisory services and consulta-
tion to develop or replicate new initiatives.
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Aramark
Partnerships to Invest in the Community and 
Workforce

Bev Dribin

P
hiladelphia-based Aramark, a global professional services company, has 
for many years connected with the communities where employees live 
and work to offer a wide range of services to people in need, including 

job training and workforce-readiness programs. 
In 2006, Aramark embarked on a process to create a company-wide com-

munity involvement strategy. Through the process, we learned that commu-
nity centers, which provide a wide range of critical services to families in need, 
could benefit from Aramark’s greatest strengths, not only in nutrition and 
wellness expertise and facilities enhancement, but also in workforce readiness 
and education. As a company with 270,000 employees, Aramark hires, trains, 
and develops hundreds of employees each year. This expertise has helped 
people in the communities in which Aramark operates develop the skills and 
opportunities for the local workforce.

Overview of Community Partnerships for Workforce 
Development

Aramark found an excellent partner in community centers, neighborhood 
gathering places where individuals and families go for the help and resources 
they need to succeed. Community centers help people feel empowered to im-
prove their situation and their neighborhood. These local, independent cen-
ters often have their own buildings and provide comprehensive programs to 
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address the needs of individuals and family members of all ages, such as day 
care and preschool, recreation facilities, charter schools, meal programs, after-
school enrichment, senior services, career counseling, adult education, and 
much more.

Community centers address some of the nation’s toughest challenges, es-
pecially during difficult economic times. In 2011, according to the U.S. De-
partment of Labor, 9.5 million people remain unemployed or underemployed, 
and, according to the U.S. Census Bureau, poverty continues to grip over 46 
million Americans.* These centers help families face the challenges of poverty, 
providing support services as they prepare for and find meaningful work to 
realize their potential and move out of poverty. 

To help connect Aramark to the community centers most in need and 
help direct resources to the local level, the company works with existing non-
profits in the communities, including those that are members of the Alliance 
for Strong Children and Families (Alliance). With a combined membership 
of more than 525 community-based organizations, Alliance members repre-
sent a significant force in the human services sector, serving more than 8,000 
communities and millions of clients/customers annually. Aramark has been 
working with the Alliance for more than 7 years, providing grants, volunteers, 
and capacity building programs through the Aramark Building Community 
(ABC), the company’s volunteer and philanthropic program that supports 
individuals and families working their way out of poverty. Today, Aramark 
partners with more than 52 community centers in the United States and 
abroad through ABC. 

Working with these trusted, neighborhood-based organizations provides 
Aramark with an opportunity to enhance the workforce and training pro-
grams that are already in place at the centers, and to develop new programs 
that utilize Aramark employees’ unique skills. 

Program Description

Through the Aramark Building Community, Aramark develops long-term 
partnerships with local organizations and community centers to create work-
force “opportunity zones” where people can access educational programs, 
learn skills, and explore new opportunities. Within these opportunity zones, 

* For more information see: http://www.pbs.org/newshour/bb/business-july-dec11-poverty 
_09-13/.
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Aramark volunteers enhance and upgrade classrooms, computer labs, and li-
braries to make them more inviting and efficient. Throughout the year, re-
gional groups of Aramark employees, called “star teams,” bring together 
Aramark’s diverse workforce within designated geographic areas to support 
and respond to the needs of their local communities. These Aramark employ-
ees volunteer to help prepare youths and adults for careers and connect them 
to the workforce. Aramark also provides community centers with resources 
to implement a variety of workforce development and lifelong learning pro-
grams, including workforce-readiness programs for job seekers, and the ABC 
Academy. 

Case Studies

Farming for Good: Why Work Is Essential for Teens to 
Develop and Leave Poverty 
Every morning this summer, 17-year-old Jennifer travels 1 hour by pub-
lic transportation from the homeless shelter where she lives to the urban 
farm at Philadelphia’s Lutheran Settlement House. There, she earns her 
first paychecks as a participant in a program called Teens 4 Good.

Teens 4 Good, a program of the Federation of Neighborhood Cen-
ters, is supported by Aramark—helping young teens to rise out of pov-
erty and learn job skills. The program is turning vacant lots into farms 
that support at-risk youths with meaningful jobs to help them grow. 
Few of these teens have strong role models in the workforce. Without 
help gaining employment, these teens would be left without the neces-
sary life skills and experiences to hold a job in adulthood. For many of 
these young people, this is their very first paycheck. 

For a teenager like Jennifer, that first job is a critical life experi-
ence. When she started with the program, she’d find ways to avoid the 
work: faking illness was a common ploy. By the end of the program, she 
learned that every morning, at 9:00 a.m. sharp, she was expected to show 
up ready to give this job and her coworkers her all. 

The farm at Lutheran Settlement House is just one of six urban 
farms across Philadelphia providing more than 8,000 pounds of produce 
to 25 low-income neighborhoods with desperately limited access to 
fresh fruits and vegetables. At the end of the summer, the teens worked 
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with Aramark employees to create an iced tea using the fruits and herbs 
of the garden that they can market and sell by the bottle. It’s an oppor-
tunity for the teens to learn that they are more than their own muscle; 
they can earn their paycheck just by putting their minds to work. It’s a 
lesson that can only be learned through employment in those critical 
years, to know that their ideas hold value and worth and can help them 
break the cycle of poverty for themselves. 

Opportunities for a Vulnerable London Neighborhood
Since 2009, Aramark has partnered with Community Links in the East 
London borough of Newham, providing training, jobs, and other sup-
port to help revitalize this community—before, during, and after the 
London Summer Games. 

Employees from the team working the Games volunteered to trans-
form unused space at the center into a hub for workforce readiness for 
local residents looking for jobs. As Aramark assembled the staff of 3,000 
to provide food service during the London 2012 Games, 40 people from 
Community Links were hired, giving them skills and experience for 
future jobs. When London 2012 concluded, several were hired back at 
Aramark client locations.

Workforce-Readiness Programs for Job Seekers 

One of the greatest barriers for people seeking employment is a lack of basic 
work experience and interpersonal skills. Working with community centers, 
Aramark created a workforce-readiness curriculum featuring modules for both 
trainers and job seekers focused not only getting a job but also on keeping the 
job. Through the program, hundreds of individuals have benefited from ca-
reer resources, including one-on-one career counseling and résumé prepara-
tion assistance.

Through classes and Aramark-sponsored career fairs with Aramark Build-
ing Community career education zones, company human resources profes-
sionals facilitate workshops, coach job seekers on skills and résumés, and 
assist with job placement. Hundreds of people have been placed in jobs and 
internships, internally and externally, as a result of this focus. 
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ABC Academy

The Aramark Building Community (ABC) Academy is a forum to enhance 
the operational and program excellence of community centers in the areas of 
community health and wellness and employment. The ABC Academy is man-
aged in partnership with the Alliance for Children and Families. As part of the 
ABC Academy, Aramark provides workforce development grants and part-
ners Aramark volunteers with organizations to help prepare individuals to 
find and keep jobs. The Academy also provides center leaders and professionals 
with online and in-person resources and tools, to increase their effectiveness 
and capacity to meet the needs of families in diverse neighborhoods. 

Program Impact

The Aramark Building Community has been fully operating since 2008. In 
that time, more than 20,000 Aramark employees from multiple business units 
have donated over 50,000 hours of time. In addition, Aramark has given more 
than $8 million in cash grants and donations. We estimate we have reached 
nearly 4 million people in 52 cities. ABC has placed approximately 500 unem-
ployed youth or adults in jobs.

Aramark Building Community has been recognized by more than 60 en-
tities, and has also received recognition from organizations and elected offi-
cials in Houston, Kansas City, New York, Miami, Boston, Glendale (CA), and 
Memphis. 

•	 In Houston, both the City of Houston and Harris County declared 
November 15, 2012, as Aramark Building Community Day “for its 
dedication to serving Houston families in need and providing them 
with  additional resources that are great stepping stones for bettering 
their lives.” 

•	 Aramark was also recognized by the National Restaurant Association 
as the 2012 “Restaurant Neighbor of the Year” for the Aramark Building 
Community.

•	 On the local level, Aramark has been recognized by the Metropolitan 
Inter-Faith Association of Memphis as the “Organization of the Year,” 
and by Don Bosco Centers in Kansas City, for “Outstanding Volunteer 
Service.”
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Conclusion

The Aramark Building Community has expanded every year since 2008, as 
new community center partners are added to the Aramark Building Commu-
nity family, and new programs that help people prepare for and find mean-
ingful work are launched. The needs of communities and the resources that 
Aramark can provide are ever-evolving, and the Aramark Building Commu-
nity addresses each community’s unique needs. 

Reflecting on the history of Aramark Building Community, we recognize 
the importance of creating a thoughtful long-term plan, to help set goals, de-
velop the program, and allow it to grow to address emerging issues in commu-
nities. Strong strategic partnerships are also essential. Relationships with other 
organizations with complementary initiatives that align with Aramark’s goals 
for the program help create greater impact for the community.

Because employee volunteerism is so critical to the program’s success, 
it is essential that a strong connection be made between employee skills and 
community impact. For example, at Aramark, that can mean efforts to con-
nect human resources experts, who oversee a workforce of 270,000 people, 
to the workforce-readiness programs at community centers. By equipping the 
most engaged employees with the resources they need to execute the pro-
gram, the greatest impact can be achieved.
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Boeing
Business Career Foundation Program

Rick Gross

D
uring a March 2014 congressional hearing on the aging of the aerospace 
workforce in the United States, a Boeing executive told lawmakers that 
in some areas of the company more than half of the skilled workforce 

would be eligible to retire within 5 years. This statistic illustrates why Boeing 
is committed to investing in education and skills development in our commu-
nities from birth through college, as well as within the company throughout the 
stages of an employee’s career. Developing a highly skilled future workforce 
pipeline, as well as leaders to take Boeing into its second century, is achieved 
through a combination of community partnership and professional develop-
ment programs such as the Business Career Foundation Program (BCFP). 

Supporting the company’s vision to be the strongest, best, and best inte-
grated aerospace-based company in the world, the cross-functional BCFP 
experience prepares participants to lead from a “One Boeing” approach. This 
approach encourages all employees to actively engage in and leverage the 
company’s full capabilities and resources to achieve company goals. The vari-
ous functional rotations of the BCFP, as well as cross-business unit experi-
ences offered through the program, provide a holistic experience throughout 
the business functions and company. After completing the BCFP, participants 
are equipped to perform in various capacities as business needs arise.

Lifelong Learning at Boeing

Boeing believes one of its greatest assets is human capital. To be innovative 
and remain a leader within the aerospace industry, the right combination of 
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skills and capabilities are essential. Boeing takes a strategic systems approach 
to how the company invests in education and skills development to reinforce 
the idea of lifelong learning. 

Early Education

From a K-12 education perspective of strengthening education systems to 
adequately equip students with the skills needed to succeed in school, work, 
and life, Boeing is focused on preparing and inspiring students to gain fun-
damental, 21st-century skills through science, technology, engineering, and 
mathematics (STEM)-related, problem-based learning experiences. Twenty-
first-century skills include the ability to think critically and solve problems, 
collaborate well, be creative, and communicate effectively. 

Building students’ abilities and interests in STEM-related skills helps to 
ensure that the aerospace industry and the company have access to a compet-
itive and adaptive workforce that will lead Boeing through another century of 
innovation and success.

Boeing puts its education strategy in practice through investments that 
support high-impact, evidence-based education, nonprofit organizations and 
community partners, engagement by employees, and advocacy to promote 
strategies in education that are important to the company and communities. 

Three key areas through which Boeing tactically executes its strategy are 
educator leadership development, support of problem-based learning experi-
ences that build STEM-related skills, and early learning to ensure that every 
child has access to quality early care and education.

One example of Boeing’s investment in education is the company’s stra-
tegic partnership with FIRST® (For Inspiration and Recognition of Science 
and Technology), a not-for-profit organization dedicated to encouraging young 
people to become science and technology leaders. Through our work with the 
FIRST® Robotics Competition (FRC®), one of four programs in a progres-
sion of programs offered by FIRST, Boeing employees serve as mentors and 
prepare students for possible future careers by instilling an appreciation for 
STEM while fostering collaboration, problem solving, creativity, and effective 
communication skills. During the 2014–2015 FRC season, more than 500 
Boeing employees will mentor FIRST Boeing teams, and hundreds of employ-
ees will provide support such as judging or volunteering at competitions.

While many of Boeing’s partnerships focus on developing skills through 
STEM-related activities, the company also focuses on strengthening entre-
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preneurial and leadership skills in students through programs such as Junior 
Achievement, which teaches the basics of business to high school students, 
and events such as Washington Business Week, which hosts a week-long busi-
ness simulation for high school students. 

University Relations and Career Preparation

As students continue their education beyond high school, Boeing maintains a 
leadership role by partnering with more than 200 universities and higher edu-
cation institutions around the world to ensure a workforce pipeline that can 
support its growing business. With these higher education relationships, Boe-
ing’s priority is to provide the very best resources and opportunities to create 
meaningful experiences for students who share Boeing’s passion for aerospace 
innovation. Critical to this workforce readiness is aligning curriculum with 
Boeing’s business priorities to directly influence the future of aerospace. Part-
nerships include those with technical, vocational, and training institutions; 
community colleges; universities; and premier research institutions. 

Boeing’s partnership with Green River Community College (Auburn, 
WA) is an example of how Boeing partners with local institutions to develop 
the pipeline of technical talent. Brand new in 2012, Green River Community 
College, in conjunction with Boeing, created three state-of-the-art training 
programs providing a stepping stone in the pathway to careers in the aero-
space and advanced manufacturing industries. In 20 weeks, the student learns 
the skills required for a high-demand aerospace or advanced manufacturing 
job related to one of three areas: precision machining, machine maintenance, 
and quality assurance. 

The programs are using a fresh curriculum that is industry-driven and 
aligns directly with job knowledge, skills, and abilities identified by the aero-
space and advanced manufacturing industry. Boeing and several supply chain 
partners have provided their input on the curriculum and approve of its 
content.

In addition to influencing curriculum, partnering for research purposes 
and supporting student activities in key business-related areas, Boeing’s stu-
dent engagement includes global student-focused programs in the form of 
internships, fellowships, and co-ops for students so that they are prepared to 
enter the workforce with hands-on experience that benefits their professional 
development, as well as their future employers. In 2014, Boeing hosted more 
than 1,700 interns across the enterprise from higher educational institutions 
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globally. In Boeing’s programs, students practice high performance, ethics, and 
accountability; apply critical thinking and learn how to collaborate with others 
in a complex environment; and, most important, receive hands-on experience 
to last them a lifetime. These opportunities are available to both domestic and 
international students across the commercial and defense businesses.

One example of the internship opportunities available at Boeing is FLITE 
(Future Leaders in Thought and Experience). A diversity internship program, 
FLITE is hosted in the Puget Sound region and in St. Louis, and is a summer 
immersion experience for students of underrepresented backgrounds. Students 
are recruited from local universities in the Northwest and Midwest regions 
with the intention of identifying talented, diverse students to feed the Boeing 
Business Intern Program (BBIP). Each Friday during the summer, interns 
participate in the Boeing FLITE program, in which they meet to gain invalu-
able academic and professional skills in what is aptly named “FLITE School.” 
On these days, students expand upon their experience through excel courses, 
a functional speaker series, tours, and thought leader discussions (discussing 
innovation around current industry/market/leadership challenges). FLITE 
has been a staple internship program at Boeing for the past 3 years with plans 
on improving and growing with each year. 

Another example of how Boeing builds the talent pipeline is through the 
BBIP. With several hundred business interns each summer, the BBIP is Boe-
ing’s largest centralized effort to attract entry-level talent for the business 
functions across the enterprise. There were 215 BBIP interns eligible for full-
time employment in 2014, and 67% of the interns were converted to full-time 
Boeing employees upon graduation from college.

Each of these programs, partnerships, and initiatives are part of a strong 
talent pipeline for Boeing, and helps prepare top talent transition into devel-
opment programs such as the Boeing Career Foundations Program (BCFP). 

Business Career Foundations Program: Accelerating 
Business Leadership Development

One of Boeing’s most successful efforts to accelerate the development of 
skilled business leaders is the BCFP, a 2-year, entry-level development pro-
gram designed to build participants’ leadership and business acumen through 
a challenging, fast-paced rotation experience. The program is conducted at 
five major Boeing sites across the United States. 
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In the BCFP, participants rotate through six positions in a variety of busi-
ness disciplines, including financial planning, accounting, financial operations, 
contracts, estimating and pricing, scheduling, supplier management, and busi-
ness operations. One of these rotations can be an elective in a field such as 
marketing, business development, business strategy, or human resources. The 
program offers offsite rotations at different sites throughout the company, 
both domestically and internationally. Participants are allowed to join a ro-
tation outside of their home region during the second year of the program. 
Participants are encouraged to rotate through multiple programs and business 
units to further enhance their breadth of exposure to the business. Each rota-
tion is 4 months in duration, with a performance review at the completion of 
each rotation. Although the annual performance review is done by the BCFP 
program manager, each rotational hosting manager also does a mini, 4-month 
work statement set up and performance review. At the conclusion of each rota-
tion the hosting manager provides the performance feedback to the program 
manager, who incorporates it into the annual review. The BCFP participants 
also have various training and development opportunities over the course of 
their time in the program. They are encouraged to engage in various network-
ing opportunities offered to them as current program participants, as well as 
when they become alumni of the program. 

Target Audience

As an entry-level program, the BCFP targets candidates with little or no work 
experience. The BCFP hiring philosophy focuses on demonstrated leadership 
potential rather than strict degree or grade point average (GPA) requirements. 
The BCFP management team works with college recruiters to identify and 
attract potential participants, and the effort is aligned with specific business 
schools. Boeing determines engagement with schools based on a number of 
factors, including the quality of the curriculum, the diversity of the student 
body, and the performance and retention of graduates at Boeing.

Recruiting for the BCFP is a multistep process. The majority of BCFP 
participants are selected from the BBIP. This internal application process in-
volves an onsite interview, which includes a structured interview and group 
assessment. Participating in BBIP maximizes an applicant’s chances of being 
selected, but is not the only way to enter the program. External applicants can 
apply online during the fall recruiting season. Strong applicants are invited to 
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participate in first-round interviews, either over the phone or on campus. The 
final candidates are invited for second-round interviews at a Boeing facility, 
which follow the same process of a structured interview and group assessment. 
The external hiring process typically takes place in November.

Program Design

Typically, new BCFP participants start together as a class in late June. The pro-
gram begins with a regional orientation, welcoming them to the program and 
giving them basic company and program knowledge, as well as opportunities to 
network with program supporters, alumni, and those currently in the program. 

During their first rotation, the entire cohort comes together at the Boeing 
Leadership Center for a week of professional development and program net-
working. From time to time, we have BCFPs who graduate in December and 
start the program one rotation early in March. For these participants, a mini-
regional orientation is provided, as well as the opportunity to fully participate 
in all of the onboarding activities with the balance of the cohort later in the 
summer. 

Each BCFP participant is paired with an executive mentor with whom 
they meet on a quarterly basis. Participants are encouraged to engage with 
other mentors throughout the program, as new connections are made in rotat-
ing through different teams. The participants are also involved in mentoring 
interns as they spend the summer with Boeing. This is a great chance to expe-
rience being a mentor and to realize the skills gained in their short tenure as a 
working professional. 

The BCFP supports business requirements and work statements through 
the various functions, and participants often work above normal entry-level 
responsibilities. These assignments are not job shadowing, that is, following 
another employee through the workday to learn the job, but must entail exe-
cution of a true work statement connected to the group and function. Ideally, 
each rotation would have a combination of typical day-to-day activities as well 
as big-picture projects. At the conclusion of the rotation, participants should 
understand what it would be like to work within that organization as well as 
how the organization fits in and provides value to the company. 

Throughout the program, there are additional opportunities for training 
and development. The first day of each rotation is a full training and develop-
ment day that focuses on a specific business unit of Boeing as well as a specific 
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leadership skill. Over the course of the 2 years, each participant is given the 
opportunity to explore each business unit and a variety of soft skills through 
these formal training and development days. 

During their second year, BCFP participants are required to complete a 
capstone project. Much like a senior thesis, the capstone project is an oppor-
tunity to provide significant value back to the company over and above the 
work the participants do in each rotation. There are minimal requirements of 
the capstone to allow for individual and company interests. The project must 
provide significant value to a larger organization, and the BCFP participant 
must be the project lead. One example of a capstone project was the creation 
of a dashboard that gives visibility to cost surrounding computing/telecom-
munications devices and travel. This serves to significantly help managers track 
and control cost in a more streamlined and effective manner, reducing the over-
all cost to the company.

Program Impact

Boeing expects the BCFP will help to attract top talent to the company, and 
produce employees who are more engaged and prepared to take on leadership 
roles at an accelerated rate. Metrics have shown that those who participated 
in BCFP move through the pipeline faster than the general population of em-
ployees. For example, several of our youngest executives on the selling team 
in the Boeing Commercial Airplanes business unit came through the BCFP. 

Since the launch of the BCFP in 2000, there have been more than 500 
program participants. More than 95% of these participants have successfully 
completed the program by receiving top scores on performance reviews and 
completing all program requirements, including a capstone project.

The BCFP graduates benefit from expanded career opportunities, a larger 
network, and ongoing leadership development for BCFP alumni. They grad-
uate with an increased understanding of how various Boeing organizations 
interact, enabling them to achieve higher levels of quality and productivity 
early in their careers. They are promoted, on average, three to five times faster 
than the general population, and have increased earning potential because of 
their accelerated career path. They also have a solid retention rate, which is an 
indicator of job satisfaction.

Boeing benefits from an expanded pool of qualified leadership candidates, 
improving the pipeline for succession planning. Through BCFP, Boeing not 
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only gains adaptable and strategic leaders but also reduces the time it takes 
to develop those leaders. We estimate that the 2-year program is equivalent 
to about 5 years of general experience. We are very pleased with the benefits 
of the BCFP both for the participants and for the company. The success of the 
BCFP has proven to be an internal benchmark best practice, spawning addi-
tional functional development programs in engineering, information technol-
ogy, and human resources, which now each have a career development rotation 
program.

Ongoing Development Opportunities: Mid-Career and 
Leadership

As employees progress in their careers and move into leadership roles, Boeing 
provides development opportunities at every step of the way. Boeing employ-
ees have a myriad of opportunities to learn and grow as leaders, including 
formal and informal mentoring programs, daily interactions with leaders, and 
development programs at the Boeing Leadership Center, as follows:

•	 Formal and informal programs: Whether it’s taking a new assignment or 
volunteering in our communities around the world, Boeing people never 
stop learning. The company offers classroom and online training, oppor-
tunities for rotational and development assignments, and a variety of col-
laboration tools that help people learn from one another. 

•	 Daily interactions: Boeing leaders help employees develop the skills that 
will accelerate their careers within the company. Each year vice presidents 
mentor at least two employees who have the potential to become future 
leaders. 

•	 Boeing Leadership Center: Current and aspiring Boeing leaders can attend 
programs at the center in St. Louis, where they team up to tackle business 
issues and share best practices. Boeing vice presidents teach at least two pro-
grams at the Boeing Leadership Center annually, using the “leaders teach-
ing leaders” methodology of two-way dialogue about career experiences.

As evidenced by the aforementioned programs and partnerships, Boeing 
is committed to building a solid talent pipeline and encourages lifelong learn-
ing and development of talent. Each career stage is vital to Boeing’s success. 
Investing in K-12 education fosters an interest in STEM careers and provides 
youths with the necessary foundation to succeed in the aerospace industry. 

http://www.amanet.org


	 Boeing	 111

American Management Association • www.amanet.org

Partnerships with higher education prepare students for careers in aero-
space, and the FLITE program and BBIP prepare business students with the 
training and experience to launch a successful business career and be ready for 
opportunities in early career development programs such as the BCFP. As 
employees grow, Boeing grows, and that’s why lifelong career development 
is encouraged and supported through the variety of opportunities offered at 
Boeing.

Conclusion

Running a successful leadership development program like BCFP requires 
executive sponsors, hosting managers, and mentors who are devoted to the 
program’s mission. Program leadership requires those who are truly engaged, 
and they are given time away from existing duties to develop and implement 
the program. Adequate funding is required at a company level to ensure con-
sistency and success.

Internal policies and procedures need to support the cross-functional and 
cross–business unit movement of participants. For example, a challenge to 
overcome with a program of this nature is labor charging policies that hinder 
moving participants across business units, as this undermines the objective of 
providing participants with a breadth of exposure to the company. The pro-
gram should be structured in such a way as to minimize tension from multiple 
reporting relationships, by having direct reporting and year-end performance 
reviews held by the program manager. Programs that span multiple locations 
should also try to avoid inconsistencies between sites, especially in hiring prac-
tices and budget for program activities. This can be mitigated by reporting up 
to one enterprise program manager.

Expansion is the logical outcome of a successful program, but should be 
treated with care. BCFP leaders have consciously decided to keep the pro-
gram size at approximately 40 participants per year to preserve the program’s 
integrity. 

The BCFP aligns and furthers Boeing’s overall commitment to learning at 
every career stage by offering a unique opportunity for high-potential candi-
dates during their very first years at the company. While there are other pro-
grams further in the pipeline to continue to address top talent throughout all 
functions, the BCFP sets up its participants for success as future leaders from 
the very beginning.
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JPMorgan Chase
Business-University Partnerships Support 
Technology Education for Undergraduates

Jeffrey Saltz and Jennifer McDermott

I
t is common practice for universities to work with companies to bring real-
world examples of work situations to students through guest speakers, 
information sessions, and internships. However, these engagements have 

not always led to a significant university–industry relationship that provided 
value to both organizations. JPMorgan Chase (JPMC) reached out to several 
universities in 2007 to seek a stronger, more in-depth relationship and to cre-
ate an enhanced education program that would improve technology educa-
tion of undergraduate students. In 2007, Syracuse University (Syracuse, NY) 
became the first school to collaborate with JPMC on this endeavor. Univer-
sity of Delaware (Newark, DE) agreed to a similar model in 2009. These two 
universities joined forces with JPMC to collaborate on activities in the areas 
of curriculum, work experience, research, and community engagement, with 
the following goals: 

1.	 Transform the way technologists are trained in the classroom and on the job.
2.	 Drive innovation in university education and financial services technology.
3.	 Deliver long-term value to JPMC, to the universities, and to the broader 

community.
4.	 Create a sustainable model for world-class university–industry 

collaboration.

Large technology-driven enterprises, such as JPMC, need workers with 
technical talent and the skills required for success in today’s global enterprises. 

C H A P T E R  1 0
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The demand for university-trained technical workers has increased significantly 
over the past few years, and it is evident that the problem is not a lack of jobs 
but rather a lack of students with the skills necessary to fill these roles. There 
is often a vast disconnect between how universities are educating their stu-
dents and what businesses need and are looking for in their new employees. 
In fact, according to a December 10, 2012 article by Josh Bresin in Forbes, 
“Growing Gap Between What Business Needs and What Education Pro-
vides,” 45% of United States employers say the lack of skills is the main rea-
son for entry-level vacancies; only 42% of worldwide employers believe new 
graduates are adequately prepared for work, whereas 72% of educational in-
stitutions think their students are prepared. An article in IEEE Computer 
Magazine in March 2013 stated that by 2018, U.S. universities will produce 
only 52% of the number of graduates with computer science bachelor’s de-
grees that will be needed to fill the 1.4 million available jobs.1 Through unique, 
collaborative relationships, universities can work with corporations to develop 
and enhance the curriculum, and provide students with real-world working 
experience that can be translated back to the classroom, linking theory with 
practice.

In addition to students lacking the skills needed to fill technology-focused 
roles, there is also a shortage of diverse students attracted to or retained in 
science, technology, engineering, and mathematics (STEM) disciplines, mak-
ing it challenging to bring unique and varied backgrounds, experiences, and 
viewpoints to corporations. In a report by the National Science Foundation, 
it is stated that women earn approximately 20% of the bachelor’s degrees in 
computer science, even though women hold 60% of all bachelor’s degrees. In 
2012, the National Center for Women and Information Technology reported 
that the percentage of computing occupations held by women has been de-
clining since 1991, yet the percentage of jobs held by women in almost all 
other sciences has increased significantly. Equally motivated to change these 
numbers, universities and their industry partners can work together to ex-
plore and address the key issues driving this lack of diversity.

Program Description

The collaboration model developed by JPMC, Syracuse University (SU), and 
the University of Delaware (UD) has demonstrated a new and unique way of 
establishing a relational, rather than transactional, university—industry part-
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nership. The model focuses on having the university build a relationship with 
an industry partner across the interrelated areas of (1) curriculum development, 
(2) recruiting and work experience, (3) research, and (4) community engage-
ment. The reasons for selecting these areas are as follows: 

1.	 Enhancing the university curriculum helps to ensure that students are 
better prepared for technology careers in large, global institutions. This 
goal is achieved by providing interdisciplinary programs that train stu-
dents in creating and running software systems for large technology-
driven companies.

2.	 By offering students robust, innovative, experiential learning internships, 
students gain real-world work experience.

3.	 Research efforts enable university faculty and JPMC technologists to col-
laborate on joint projects that solve business issues while also providing 
interesting opportunities for students.

4.	 Through community-engagement initiatives, the corporation and the uni-
versities work to expand the pipeline of technology students.

To achieve the desired goals, which have been agreed upon by both in-
dustry and universities, and to ensure a successful relationship, the following 
steps must be taken when establishing a relationship-based collaboration:

•	 Set up a long-term strategic relationship.
•	 Focus on a full collaboration, not simply based on a sponsorship, endow-

ment, or charitable gift.
•	 Integrate the curriculum across courses and programs, not just in a single 

course.
•	 Create immersive learning experiences for students, not just updates of 

existing course assignments.
•	 Generate applied research focused on areas of mutual interest, not just 

“directed research” or gifts to the university.
•	 Address all levels of each organization. Seek the involvement and support 

of senior executives and senior university administration officials, so that 
potential roadblocks that might arise within the course of the collabora-
tion can be avoided.

From an operational perspective, the JPMC–university collaboration func-
tions via the definition and execution of specific projects, which are linked and 
integrated at the program level. For example, participants are in regular com-
munication with one another through multiple points of contact as well as 
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regularly scheduled meetings, in order to ensure that all milestones and deliv-
erables are met. Specifically, each research effort needs to establish a joint uni-
versity-industry working team that meets on a regular basis. Similarly, each 
course that was developed or enhanced also needs to have a joint program 
team with regular updates. In terms of execution, all parties understand that 
they will all be held equally responsible and accountable for the outcomes. 

While the focus needs to be on the structured the execution of projects, there 
also needs to be a spirit of openness and flexibility. This is critical for two key 
aspects. First, when issues arise, the team needs to feel free to brainstorm the 
best path forward. Second, this openness and flexibility enables the free sharing 
of ideas between the university and JPMC. For example, one by-product of 
this brainstorming was the creation of the Institute for Veterans and Military 
Families (IVMF) at Syracuse University. The IVMF was the first national cen-
ter in higher education focused on the social, financial, education, and policy 
issues impacting veterans and their families after discharge from the service.

The collaboration model has created several opportunities for students. 
For example, as a byproduct of face-to-face meetings at the university, JPMC 
employees have had an opportunity to directly engage students. This engage-
ment has ranged from classroom participation, such as a guest speaker in a 
class or being “pitched” a student idea (and giving feedback on that pitch), to 
giving university-wide talks to hundreds of students and faculty members. Be-
yond these informal opportunities, the collaboration has created several work 
opportunities for students, including 10-week summer internships, academic-
year internships that enable students to work part-time while continuing to 
take courses, and immersion experience co-ops like internships, in which stu-
dents work for 8 months but also take courses that leverage their work envi-
ronment. Finally, research projects have provided yet another opportunity for 
student engagement, as students participate in JPMC research projects.

Program Impact

Through these relationships, JPMC has found that it is able to build a better 
pipeline of technology talent and to leverage university research expertise to 
help solve complex, strategic business issues. From a university perspective, 
the primary audience for this program has been college students not just in 
programs such as computer science, computer engineering, and management 
information systems, but other students who might have a desire to understand 
how technology is leveraged within a global enterprise. In addition, there 
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are several initiatives within the program that are aimed at targeting younger 
students (kindergarten through high school) with the goal of increasing inter-
est in STEM areas of study as well as future careers in technology.

The university collaboration effort has engaged hundreds of JPMC em-
ployees, thousands of students (often working as interns), and faculty across 
all schools within the universities as well as in the surrounding communities. 
This work has resulted in the following significant milestones that have been 
achieved since this program began:

•	 2007: A global enterprise technology (GET) minor was established at SU.
•	 2009: JPMC opened the JPMC Technology Center on SU’s campus.
•	 2011: JPMC opened the JPMC Innovation Center on UD’s campus and 

established the GET minor at UD.
•	 2012: The Institute for Veterans and Military Families (IVMF) was co-

founded with SU. The GET Certificate of Advanced Study (CAS) was cre-
ated at SU. The Institute for Financial Services Analytics was cofounded 
with UD.

•	 2013: The systems and information sciences (SIS) major was created at 
SU, and the Ph.D. program in financial services analytics was developed 
with UD.

Benefits to Students

The benefits provided to students through this collaboration are extensive. An 
on-campus presence has provided students with part-time employment op-
portunities in a fully functioning JPMC office. The JPMC Technology Center 
at SU is located in an active area—the first two floors of Lyman Hall—where 
university classes are conducted in the rooms adjoining the JPMC space. The 
center has a capacity for 150 employees, with at least 50 interns working in 
the space. The center focuses on IT/cyber risk. Cyber functions support a 
range of activities, including advanced security event management and a state-
of-the-art Cyber Command Center. Opened in 2011, the JPMC Innovation 
Center at UD is located on the first floor of Purnell Hall, with a capacity for 
15 employees. Currently there are three full-time and at least 30 part-time 
academic interns. JPMC is also currently working with UD on an expansion 
of the Innovation Center, which will include a four-floor addition to Purnell 
Hall, nearly tripling the square footage of the current space and doubling the 
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number of work stations available for student employees. Both campus lo-
cations have also been equipped with JPMC wireless connectivity, virtual 
desktop infrastructure, Cisco Telepresence capabilities, touchscreen monitors 
showcasing information about JPMC and the collaboration, and laboratory 
space for researchers to work within the JPMC infrastructure. By leveraging 
this infrastructure, student interns work on a variety of projects, ranging from 
IT/cyber risk to software quality assurance.

By incorporating the world of industry practice into the classroom, stu-
dents are able to develop business skills and are given the opportunity to 
engage with JPMC employees (as well as employees from other companies) in 
a variety of ways, including guest lectures, sponsored classroom projects, and 
site visits to office locations and data centers. This has enabled students to 
better understand their area of study and see how it is applicable to the indus-
try and to their potential careers. 

The internships available to undergraduate students at SU and UD have 
provided long-term development through hands-on experience, mentoring, 
and training. Opportunities during the academic year as well as the summer 
have enabled students to put into practice what they have been learning and 
to gain a strong understanding of a real-world corporate culture. This knowl-
edge can be used to enhance the content that the students are learning in the 
classroom. In addition, there is continual contact between interns, managers, 
and the collaboration team, to evaluate school and work performance, with 
strengths and opportunities discussed regularly and development plans tailored 
as necessary.

Through involvement in community activities such as presentations and 
summer camps, JPMC and the universities expose younger students to expe-
riences and industries that they previously may not have considered as a fu-
ture area of study. In addition, engaging with students at a younger age helps 
to better prepare them for future educational opportunities and also helps to 
retain interest in STEM programs.

Benefits to the Universities

To date, 80 courses and seven new academic programs have been developed 
at SU and UD. Each curriculum project connects university professors with 
JPMC employees, and these small teams work closely on program and course 
development, course delivery, evaluation of course deliverables, and oversight 
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of internships. As a result of the relationship with JPMC, university faculty 
have also been given the opportunity to observe student internships and inter-
act with intern managers and other employees, allowing faculty to ensure that 
course material is relevant and applicable to industry.

In the research space, an internal JPMC research board was established 
to review proposed research ideas (both internally and externally generated 
faculty ideas), sponsor projects, facilitate brainstorming sessions and idea gen-
eration, and, in general, help inspire large-scale research ideas. Through pre-
sentations to JPMC employees, university faculty have been better able to 
understand the problems that the industry is currently facing, leading to the 
development of research project ideas and proposals. At the University of 
Delaware, JPMC cofounded the Institute for Financial Services Analytics, 
and the first Annual Conference on Big Data was held in October 2012. JPMC 
has also held multiple “university research” days, inviting faculty from Syra-
cuse University and University of Delaware to conduct joint brainstorming 
sessions on potential areas of applied research within a JPMC facility. Finally, 
faculty members at both Syracuse University and the University of Delaware 
have been appointed as faculty fellows, enabling them to spend 6 months, or 
longer, in residence at a JPMC location. Faculty fellows have been able to 
better understand JPMC challenges and act as a conduit for information be-
tween the university and JPMC.

Through commitments to local community organizations, JPMC and the 
universities have worked with middle school and high school programs to 
help increase the number of students, early in their education, who are inter-
ested in pursuing STEM degrees. 

Benefits to the Community

This university–industry relationship has deeply impacted and benefited local 
and national organizations as well. One key example, as noted above, is that 
JPMC and SU cofounded the IVMF in June 2011, with the mission of provid-
ing higher education opportunities to veterans and their families. The institute 
develops education and employment-focused programs in collaboration with 
industry, government, nongovernmental organizations (NGOs), and the vet-
eran community, to address the primary financial and public policy concerns 
of our nation’s servicemen and -women, and their families. 
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In Syracuse, JPMC supported the “Say Yes to Education” program, with 
the goal of increasing high school and college graduation rates for urban 
students, as well as the Hillside scholarship program, which works to in-
crease graduation rates, college attendance rates, and employability of high 
school students. In addition, teams of JPMC Technology Center employees, 
both full-time staff and interns, have volunteered over 500 hours a year to 
a  variety of community initiatives such as Habitat for Humanity, helping 
employees and students build stronger connections with the surrounding 
community. 

In addition, JPMC has participated in community-focused discussions 
such as the National Governors’ Association panel session, “Leaders Speak: 
Models from the Private and Public Sectors,” and SU’s Future Professionals 
Program in May 2013. JPMC has also had meetings with government officials, 
such as a meeting with U.S. Senator Thomas Carper of Delaware, to discuss 
university collaboration issues that affect his state and the nation.

As an example of how students and full-time JPMC employees work to-
gether, during the summer of 2012 teams of full-time JPMC analysts and sum-
mer interns from the JPMC Technology Center at SU worked to deliver a 
diverse set of technology initiatives for a global base of nonprofit institutions. 
More than 40 resources contributed to six selected projects, providing nearly 
1,800 hours of service at an estimated cost savings of $100,000 for the non-
profit institutions involved. In Delaware during that same summer, JPMC 
analysts participated on a panel in the UD pedagogical series, a 6-week pro-
gram in which high school interns learn about all aspects of university life. 
The University of Delaware asked JPMC to give a presentation on what life is 
like after college in a corporate setting, preparing the students for the work-
place and emphasizing why it is critical to excel in college. 

In addition to working on these initiatives with SU and UD, JPMC has 
also worked with other universities. For example, during the summer of 2013, 
JPMC sponsored Rochester Institute of Technology’s Tech Girlz Summer 
Camp. This week-long camp was for deaf and hearing-impaired girls entering 
7th, 8th, and 9th grade who have an interest in STEM. During the day, the 
girls participated in a variety of educational activities including building a 
high-tech gadget, designing webpages, and a taking a behind-the-scenes tour 
of an amusement park, and in the evenings they engaged in social activities 
such as bowling, an ice cream social, and a dance party. 
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Benefits to JPMC

The relationships that have been fostered with these universities and commu-
nities have also proven to have substantial benefit for JPMC. The on-campus 
offices have provided employees with the opportunity to frequently interact 
with university faculty, staff, and students on various projects, events, and 
initiatives. The University of Delaware is located in close proximity to several 
JPMC offices, making the Innovation Center easily accessible to approximately 
7,500 JPMC employees. The Technology Center at SU has a capacity for over 
100 full-time employees. In addition, the on-campus presence improves, en-
hances, and builds the JPMC brand on campus and in the community, partic-
ularly as a technology firm. 

Working with the universities to create and enhance curriculum has al-
lowed JPMC to increase industry content and context in the various courses 
and programs, better preparing students for roles within the firm. Engaging 
with students in the classroom has also been beneficial when it comes to re-
cruiting, as students can see how their coursework and degree may be applied 
to the industry and to their potential careers. Furthermore, the Ph.D. pro-
gram in financial service analytics at UD provides JPMC with long-term and 
in-depth research projects as well as a supply of well-trained professionals 
with knowledge of theory, with the skills of modeling financial service prob-
lems, and with a firm understanding of the culture at JPMC.

Working with these academic institutions has also provided JPMC em-
ployees with education and volunteer opportunities. As a result of our relation-
ship with these schools, employees have been offered courses at a discounted 
rate and have also been given the chance to apply for scholarships for graduate 
courses. This has added to the plethora of educational resources already avail-
able to JPMC employees, and has given them the opportunity to pursue areas 
of interest in both matriculated and nonmatriculated programs. As an added 
benefit, community engagement initiatives have allowed students to demon-
strate their abilities to JPMC recruiters and technologists, who are actively 
involved with each event. Through engagement with programs at the middle 
school and high school levels, JPMC strives to assist with the retention of un-
derrepresented STEM students in universities. These initiatives help to create 
a broader view of JPMC in the local communities. 

A study conducted at one university by Gault, Redington, and Schlager 
in 2000 concluded that recent graduates who had internships during their 
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undergraduate program were better prepared for the job market, obtained 
their first job more quickly, had higher starting salaries, and were more satis-
fied with their positions than were those who did not intern.2 Positive intern-
ship experiences at a cutting-edge, on-campus office have also helped build 
JPMC’s technology brand awareness on campus and have increased interest in 
internships from other students. The longer time frame of the GET immersion 
experience and extended internship has provided students with the opportu-
nity to work on and deliver real and valuable work to the firm, while also 
exposing them to the company’s culture. This ensures that interns who accept 
full-time offers at the conclusion of their internships have a meaningful un-
derstanding of what life would be like as a company employee. In addition, 
internships also allow JPMC to observe the results of their university curricular 
enhancements and help to give further insight for future areas of development.

Finally, over 20 research projects have been executed with SU and UD, 
with areas of focus including cyber risk and information security, analytics, 
improved efficiency, and large-scale database management. Results of these 
research projects have delivered significant value to JPMC. There have also 
been six nationally recognized academic publications, further promoting JPMC 
as a technology firm. University faculty are also invited to give presentations 
to JPMC employees, enabling employees to better understand emerging re-
search trends and leading to brainstorming of additional research projects.

Sustaining the Partnerships

Several key factors enabled the success of our efforts in this university–indus-
try collaboration. One factor was that individuals within each organization 
were devoted to the program’s mission. While this might seem obvious, it is 
equally important that this support should be sought from all levels of the 
organizations involved, particularly senior management. On JPMCside, chief 
information officers, chief technology officers, senior architects, and line-of-
business executives were all engaged and informed of the goals, objectives, 
challenges, and accomplishments of the collaboration. Within the universities, 
the list of active participants included the chancellor/president, provost, vice 
president for research, and academic deans.

Related to this engagement at all levels within all organizations, through-
out this effort, there was a continuing effort to engage all the stakeholders. 
This was achieved through regular update meetings with executives, governance 
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committees, recruiters and career services, and other groups within JPMC 
and the universities. Internal newsletters were distributed to key JPMC em-
ployees and those who expressed an interest in being involved with various 
collaboration initiatives. Stakeholders were invited to on-campus events, in-
cluding speaking engagements, athletic games, research sessions, and network-
ing events, which helped to create and build relationships across the firm and 
the universities. 

In addition to engagement at all levels within each organization, com-
munication across the organizations was equally important. We found that an 
open line of communication between JPMC and the universities was essential 
to the success of this program. For example, when issues arose, it was crucial 
that all parties involved were comfortable with discussing problems, concerns, 
and solutions in a collaborative manner. Furthermore, university faculty and 
JPMC staff were in continual contact with one another regarding the efforts 
of all parties, including deliverables expected and milestones achieved. To en-
able this active communication to occur, there were points of contact for each 
area of the collaboration, and meetings were held regularly regarding each of 
the four program pillars (curriculum, research, community engagement, and 
internships), as well as regular leadership meetings. This regular communica-
tion and face-to-face contact ensured that everything was running smoothly 
and as planned, despite the changing academic calendar and business demands. 
Equally important, these meetings enabled the rapid identification of issues, 
so that they could be quickly solved or mitigated, without finger pointing 
across the organizations. 

Finally, one observed benefit that we did not anticipate, was the cross-
pollination of ideas across the different areas of focus. For example, when a 
JPMC employee visited a campus to give a guest lecture, the connection be-
tween the JPMC employee and the faculty member often led to discussions 
about possible research projects. Conversely, we also had an example where 
a research project led to the creation of a new course. There were also many 
discussions on the intersection of community engagement and curriculum, 
such as supporting a not-for-profit organization via a class project.

Challenges

During our time working across organizations, the main challenges we en-
countered, and then strove to resolve, were typically caused by the cultural 
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differences between an academic institution and a for-profit enterprise. One 
such cultural difference is language and the meaning of specific terms and 
phrases, which can vary between industry and academia. For example, a short-
term university research project is typically considered a long-term effort from 
an industry perspective. An instance of this occurred when JPMC reached out 
to the faculty at one of the universities regarding the development of a new 
course. Ultimately, the introduction of the new course was delayed by a year 
in order to transition faculty into new roles more seamlessly. This timing was 
considered normal or even slightly accelerated from an academic perspective, 
but was considered to be a major delay from an industry perspective. 

Another challenge is that the corporate calendar is different from the ac-
ademic calendar. For example, year-end events occur in December for JPMC 
and in June for the universities. Also, the universities have scheduled vaca-
tions, such as winter break, that do not exist in a corporate environment. 
Therefore, it is important to recognize the differences in the way universities 
and industry operate, and timelines and schedules need to be adjusted so that 
they are mutually beneficial to all organizations involved. 

Conclusion

All of the challenges we faced in this university–industry partnership were 
managed and mitigated via our focus on communication and active brain-
storming. In addition, flexibility on both sides of the relationship is necessary, 
as changes can occur regularly within organizations and tasks may need to be 
reprioritized. Furthermore, we have found that a well-structured collabora-
tion model ensures that neither side is forced into a position where it must 
abandon a core principle. Equally important, each side gains from a particular 
task. To help achieve this gain for both organizations, the parties involved 
should comprehend and embrace the objectives of each organization.

Note
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COORDINATING AGENCIES 

E
xperience and data agree: successful lifelong learning initiatives benefit 
from an intermediate organization that focuses on linking learning with 
practice. In this section, we feature both public and private agencies that 

coordinate lifelong learning programs. First, we share a conversation with the 
president of a community college system that coordinates and fosters the role 
of community colleges in economic development. Although we feature dif-
ferent types of organizations, this conversation raises the following issues that 
are common to coordinating agencies: 

•	 The variety of services offered to serve different populations.
•	 The need to work closely with employers and education providers in 

order to remain relevant in a changing economy.
•	 The creativity in leveraging limited resources to sustain these programs.

S E C T I O N  I V
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Executive Perspective

North Carolina Community College System: Coordinating the 
Development of a Highly Skilled Workforce

Scott Ralls

Increasingly, community colleges serve as the bridge to more stable em-
ployment by offering industry certification programs and introductory 
college courses. They have the potential to play a powerful role in ex-
panding access to high-skilled work in the knowledge economy. The 
North Carolina Community College system has been a cornerstone of 
state economic development policy since its creation over 60 years ago. 

In the 1950s, with an economy dependent on farming, tobacco, and 
agriculture, state leaders actively planned to diversify the economy and 
realized they would have to provide training so that North Carolinians 
could work in these the new industries. 

In 2014, North Carolina’s economy focuses on banking, skilled 
manufacturing, and research. The community college system has grown 
to an annual enrollment of 830,000 students. 

Over the past 10 years, over 40% of North Carolina’s wage-earning 
workforce have been students at one of the 58 community colleges. The 
community colleges have tremendous impact on workforce develop-
ment in North Carolina.

In November of 2014, we spoke with Scott Ralls, the president of the 
North Carolina Community College system, to discuss how the state has 
leveraged the community college system to strengthen the state econ-
omy through improving the education and skills of North Carolinians. 

The North Carolina Community College system has been touted as a major 
player in the state’s economic development plan. Can you describe that role? 
Can you provide a brief overview of how the community college system fits 
into North Carolina’s education policies? Into workforce development policies? 
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North Carolina provides a guarantee for companies that are creating jobs 
in our state; training will be provided at state expense. (The threshold is 12 
new jobs for a training class.) Training is customized to the company’s needs 
for those new jobs. We are state and locally funded to do job-skills training. 
In other states, community colleges that do non-degree activities have con-
tract relationships with employers. Here, we provide training for a subsidized 
registration fee. 

In addition to the customized training, we offer basic adults skills, college 
courses that lead to degrees, and programs to learn technical and professional 
skills. In the last 5 years we have put a real emphasis on industry certification. 
We have tried to structure both our degree and non-degree programs to lead 
to industry credentials. 

The community college system has adapted as the economy of North Carolina 
has shifted. Can you talk about how the system remains adaptable?

In a state system the real role is to make sure there is fertile ground so that 
a program can be created quickly or ended quickly. There’s not a lot of bu-
reaucracy, particularly in non-degree areas and customized training. It’s almost 
immediate. While there are approval processes, it’s all electronic and moves 
without formal committees. One of the things that works for us is that in 
North Carolina we have common curriculum standards but the determination 
of what is offered is a local decision. Each college has industry advisors in 
terms of program areas. They are very responsive to their local communities. 

The state has rolled programs together to provide increased flexibility in 
customized programs for employers. In addition to the New and Expanding 
Industries Training program, we have added programs to fund training for 
companies making a significant investment in new technology or productiv-
ity. These programs helped us get through the recession. We could help com-
panies with a series of plants across the United States, which was beneficial 
when making decisions about keeping facilities in North Carolina open or 
expanding after the recession.

How does the system work with organizational partners, particularly employ-
ers, to further the mission? How is that work coordinated?

It’s not a state community college system but a state-coordinated system. 
We deliberately put the colleges front-and-center. The relationships are local, 
and the stronger the connection between the company and the college, the 
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more both of them jointly benefit. The colleges and the programs grow around 
these companies. The partnership is more than initial startup training, but 
other programs grow out of the partnership. A symbiotic relationship forms. 
The colleges experience program growth, and gain increased resources and 
technology. The companies are set up to be the sources of future decisions 
about program development.

While we don’t gain revenue from companies in terms of fees that they 
pay, we gain from connections and investment in our programs.

How do you measure success? What were the barriers to successfully meeting 
the system’s mission and goals?

When we look at the degree programs, we’ve adopted performance-based 
funding for student success program metrics, primarily program completion. 
For job training programs, we have a significant effort with the state Depart-
ment of Commerce to develop employment-based metrics. The challenge is 
that students who are participating in our programs are already employed, 
so knowing if they have a job afterward doesn’t mean much. We are working 
toward connecting wage data to programs and determining data challenges, 
particularly with regard to self-employment, military employment, and data 
in other states. We need better occupations data. We can determine if students 
are employed and in what industry, but cannot determine their occupation. 
That has been a challenge.

What other factors did you need to address? 
Community colleges have been particularly challenged. We had huge en-

rollment growth during the recession and simultaneous budget cuts. We had 
to step back and prioritize our funding structure. It used to be that everything 
was funded at the same amount. Could be a sociology class or a radiology 
class: but the costs are very different. [Radiology classes] have much smaller 
class sizes, more sophisticated technology. You have to spend more for in-
structors. You have to spend more for equipment. So we change our funding 
structure to prioritize science, technology, engineering, and mathematics (STEM) 
and applied STEM programs, and programs that lead to third-party industry 
certification.

We did have a payoff from the redesign of our developmental education. 
We made it more accelerated and more modular. We flipped the classroom 
environment in many cases. We were able to get about $16 million in savings. 

http://www.amanet.org


	 North Carolina Community College System	 129

American Management Association • www.amanet.org

We call it the developmental dividend, and we moved that into the highest cost 
technician and health care programs. We were about to increase their funding 
by about 15%. Over a 3-year period, we have seen an 8% shift in enrollment 
toward the STEM programs.

What are the next steps? 
In the past, we have done training and education through the community 

college and had apprenticeship, employment services, and Workforce Invest-
ment Act programs within the state Department of Commerce. Recently, the 
secretary of commerce and I signed a memorandum of understanding. We are 
working toward a combined workforce effort to bring together the federally 
funded workforce centers with job training programs and will have a joint 
emphasis on apprenticeship and workforce learning. For example, in order to 
integrate our organizations, the community college vice president for work-
force development and the assistant secretary of commerce for workforce de-
velopment will now be one individual. North Carolina is working to integrate 
workforce development policy.
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The National Urban League
Framework to Support At-Risk Youth 

Saroya Friedman-Gonzalez

F
ounded in 1910, the National Urban League (NUL) is a historic civil 
rights organization that aims to enable African Americans and other un-
derserved communities to secure economic self-reliance, parity, power, 

and civil rights. NUL has local affiliates in 36 states and the District of Colum-
bia. NUL’s model utilizes a hub-and-spoke structure, in which NUL plays a 
central role in essential activities such as leveraging and blending funding, 
maintaining and enhancing funder relationships, raising awareness, providing 
technical assistance and training, and managing contracts. As an intermedi-
ary, NUL can strategically align partners in order to serve participants most 
effectively. NUL can broker relationships among government, business, and 
nonprofit partners, provide the infrastructure required to manage multiple 
partners, create systems for data collection, raise funds, manage finances, and 
provide quality assurance. This model frees up community-based affiliates to 
focus on their strengths in offering program services, which is what they do 
best. NUL’s services are centered on five programmatic areas: 

•	 Employment
•	 Housing
•	 Health
•	 Education 
•	 Entrepreneurship

As one of the few organizations of its kind, NUL has been at the helm 
during the changing tides of employment programs from the turn of the 20th 
century until today. Whereas years ago the key to employability success was 
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defined by perfecting a single skill set, today’s successful preparation is char-
acterized more by a participants’ ability and adaptability. What it takes to pre-
pare for today’s jobs has changed significantly, and developing strategies to 
promote lifelong learning is ever more significant. For example, to keep costs 
down, employers now have the option to outsource low-skilled labor abroad. 
This factor, combined with the rapid growth of the technology sector, has 
ultimately favored a more skilled and adaptable labor force. There are increas-
ing demands placed on middle-skills workers and proportionally decreasing 
demands for lower skilled labor. 

Through our local affiliates, NUL provides services to many entry-level 
workers and must answer two vital questions:

•	 How can one ensure that low-skilled and entry-level workers have a fair 
chance of competing and advancing in today’s workforce, where post-
secondary training and degree attainment are the new norm?

•	 As a provider of services, how do we facilitate educational/training at-
tainment when resources to promote this goal are both increasingly com-
petitive and dwindling? 

Accordingly, our programs must instill in our participants the impor-
tance of continuing education and lifelong learning processes to adapt to 
these changing labor markets. Given the importance of developing and re
fining skills over a lifetime of employment, youth employment provides an 
important foundation for adult success. NUL’s Urban Youth Empowerment 
Program (UYEP™) is a signature program of NUL that provides a case 
study of a program targeting at-risk youths and connecting them to a cadre 
of services, ultimately improving their long-term educational and career 
prospects.

Urban Youth Empowerment Program 

In 2004, NUL was awarded a $9.3 million grant by the United States Depart-
ment of Labor to implement a multisite demonstration project targeted to 
adjudicated young adults and high school dropouts ages 18 to 24. This proj-
ect became UYEP. The goal of UYEP is to deliver academic and career explo-
ration and personal development services to young adults under the premise 
that early exposure to career opportunities ignites the desire for knowledge 
and introduces the idea of lifelong learning. Through carefully mapped out 
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services built around work-related activities, young adults are enhancing 
competencies that employers want. In particular, disenfranchised youths 
benefit from the concept of lifelong learning, and early exposure to these 
services improves a young person’s prospects for ongoing development and 
credentialing. 

Program Design

The program is based on the following theory of change: For every individual 
who participates in UYEP, there will be increases in long-term employment 
(unsubsidized); participants who were in trouble with the law in the past are 
less likely to re-offend and return to prison; high school dropouts attain their 
general equivalency diploma (GED). Participants exit the program with im-
proved literacy and numeracy (evidenced via increases in their reading and 
math scores on standardized tests).

To achieve the goals inherent in the theory of change, UYEP offers men-
torship, career coaching, and intensive case management activities, while also 
providing education and training. These elements are coupled with career-
oriented assignments, such as summer jobs, paid internships, and service 
learning projects. The UYEP model includes six common elements that are 
often featured as best practices in serving adjudicated youths:

•	 Commitment to Rehabilitation: focus on rehabilitation versus punishment
•	 Continuum of Care: wraparound and personalized support services
•	 Integrated Education and Training: hard skills, soft skills, and work 

experience
•	 System Collaboration: partnerships with outside agencies to provide 

services 
•	 Support Structures: mentoring, as well as strong and qualified staff
•	 Accountability: use of data to ensure ongoing improvement

The demonstration program began in 2004 with 15 Urban League affili-
ates that were selected by a competitive request for proposal (RFP) process. 
After initial years of piloting and evaluating, in 2011 UYEP was refined into 
its current model. Again, local affiliates were selected through a competitive 
RFP process. Under the current model, NUL and its partnering affiliates 
serve about 2,000 youths living in high-poverty, high-crime urban areas across 
the United States. 
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Current UYEP Model

The current UYEP model builds on best practices documented in NUL’s eval-
uation of the initial UYEP model. These practices include a focus on strategic 
partnerships with employers and public and nonprofit organizations that pro-
vide educational and workforce related opportunities; effective hiring of strong, 
committed youth-focused program staff; careful attention to the mental health 
and substance abuse service needs of participants, and linkage to effective ser-
vices to address them; an emphasis on peer-based systems of outreach and 
support for program participants; and high-quality mentoring opportunities. 
These practices are based on the following four key youth development tenets 
that foster participant engagement and program retention: 

•	 The opportunity for youths to build relationships with positive, caring 
adults 

•	 A targeted educational and workforce curriculum that builds on youths’ 
interests and assets 

•	 Exposure to stipend-paying, real-world opportunities to gain workforce 
skills 

•	 Linkages to comprehensive community supports and services to address 
barriers to success 

Twenty affiliates across the country currently implement UYEP. These 
affiliates ensure that enrolled participants are offered the minimum services 
described in the following subsections.

Recruitment and Outreach. Urban League affiliates develop formalized part-
nerships, through memoranda of understanding, with select agencies to recruit 
and serve UYEP participants. Some of the organizations that affiliates must 
partner with include the following: 

•	 State juvenile and adult correctional agencies, in order to receive referrals 
of prisoners about to be released who plan to return to the target commu-
nities being served 

•	 Local parole offices, in order to receive referrals of released prisoners who 
plan to return to the target communities being served and to collaborate 
in serving these individuals 

•	 Local school districts and high schools, in order to receive referrals of 
non-offender high school dropouts 
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•	 Local drug and alcohol abuse treatment centers, in order to provide assis-
tance to program participants in need of such services 

•	 Local workforce investment boards, in order to provide access to em-
ployment services provided by job centers 

Additionally, NUL requires affiliates to formalize partnerships with local 
employers, education and training institutions, and other community-based 
organizations to effectively serve and place participants. Prior to enrollment 
in UYEP, affiliates prescreen individuals to ensure that they meet eligibility 
criteria, including (but not limited to) the following: age 14 to 24 at the time 
of enrollment; residing or planning to reside upon release from detention in 
a  target high-poverty, high-crime community; currently incarcerated in the 
adult criminal justice or juvenile justice system in a state or federal prison, or 
in a local jail or state or local juvenile correctional facility and will be released 
within 90 days of being enrolled in the program; a high school dropout; and 
expressing a desire to complete all UYEP activities. Eligibility is determined 
via a comprehensive intake and assessment. 

Intake and Assessment. The core of the UYEP model is the comprehensive 
intake and assessment and individualized service planning offered by advocate 
counselors (ACs). During the intake and assessment process, each participant 
meets with an AC who conducts a four-step assessment process to determine 
any barriers based on education level, skills and career interest, and level of 
intervention. 

Affiliates use information captured from various assessments to help par-
ticipants create a detailed, customized Individual Career and Education Plan 
(ICEP). The ICEP documents short-term and long-term education/training 
and employment goals. It guides decisions on job readiness and skills training 
activities, as well as placement and retention strategies. ACs map ICEP goals 
against local labor market data to enable affiliate staff to match participants 
with targeted training assignments that align with real opportunities for un-
subsidized jobs. As participants master skills, job developers work with par-
ticipants to place them into apprenticeships and unsubsidized employment. 

Orientation. Affiliates utilize a presentation developed by NUL to orient every 
enrolled participant to the program. This presentation includes a program over-
view, which describes UYEP goals and objectives as well as its employment 
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strategies and services, restorative justice and service projects, available case 
management services, education and training opportunities, mentorship oppor-
tunities, available supportive services, dates of workshops and special events, 
and participant rights and responsibilities, as well as other key program in-
formation. During orientation, participants also receive a UYEP Policies and 
Procedures Handbook detailing the program. 

Employment Strategies and Services. Under the UYEP model, placement is 
provided for youths who are ages 18 to 24 and out of school at enrollment. 
They are placed into long-term occupational skills training, post-secondary 
opportunities, the military, or unsubsidized employment. Thus, affiliate em-
ployment strategies and services include strategies such as job placement, 
transitional jobs, on-the-job training, subsidized jobs in both the public and 
private sectors, participation in conservation and service corps programs, and 
job readiness training. The emphasis is on placing participants in high-demand, 
high-opportunity jobs, in the following sectors: manufacturing, technology, 
health care, and construction/building trades. At a minimum, affiliates are re-
quired by NUL to implement a 2-week workforce fundamentals course. As 
part of the course, participants write an updated résumé, a cover letter, and 
develop a career pathway map. Job readiness workshops are also provided on 
a regular basis. 

Education and Training. Affiliates provide a comprehensive set of interven-
tions to address the varying academic levels of participants. Education and 
training services include integrating education interventions with career and 
occupational development and basic skills instruction or remedial education; 
assessing participants for learning disabilities; providing language instruction 
for individuals with limited English proficiency; tutoring; providing study 
skills training; and conducting credit retrieval. Affiliates also counsel partici-
pants on acquiring financial aid to attend college, take them on visits to local 
community and 4-year colleges, and help them fill out necessary application 
forms for college. Depending on the participants’ educational goals, they may 
be referred to industry-specific education, training and certificate programs 
that are delivered through a network of accredited community colleges and 
universities. By design, all 20 affiliates have strategic access to targeted voca-
tional training and other post-secondary certification pathways. Affiliates 
also use ICEPs to outline prescriptive plans to help each participant improve 
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their math and reading skills and to attain a high school degree, if applicable. 
Affiliates must place a high priority on helping participants obtain their high 
school diplomas or GEDs, and focusing on interventions to help them enroll 
and succeed in alternative schools, evening continuation schools, or GED 
programs. 

Case Management. ACs serve as the participants’ prime contact, and ensure 
that participants receive training in financial literacy; counseling regarding 
criminal records, civil rights, and applying for jobs; and assistance in applying 
for federal benefits such as Pell grants and the Supplemental Nutrition Assis-
tance Program (SNAP) for food stamps. ACs also assist community super
vision officers in serving returning young offenders and in linking them to 
supportive services, transportation, housing, mental health services, and other 
social services. 

Mentoring. Affiliates solicit mentors to work with ACs to implement cul-
tural, educational, and career-specific activities to support UYEP participants. 
The mentors are adult volunteers who demonstrate an ability to understand 
young people’s perspectives and agree to support participants for a period of 
no less than 1 year. A minimum of 60% of participants are matched with men-
tors, and the assessment and matching process is incorporated into the com-
prehensive intake and assessment process for all young adults, including those 
in confinement. Affiliates offer both one-on-one and group-based mentoring, 
entailing no more than five mentees per mentor. Mentors must apply to be a 
part of UYEP, agree to participate in a 1-day training, and pass a background 
check screening. 

Restorative Justice Projects. Affiliates must implement restorative justice 
projects that enable returning offenders to give something positive back to 
their community to make up for their criminal offenses. These projects incor-
porate four guiding principles: (1) provide a public good to the community, 
(2) provide tangible skills to the participant, (3) incorporate time for reflec-
tion, and (4) entail a public-awareness component. Restorative justice projects 
can include a direct service project with the community (e.g., participant in-
teracts with elderly person); an indirect service (e.g., mixing cement that will 
be used to build a playground in the community); an advocacy project (e.g., 
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participant raises awareness on an important community issue such as second 
chances for young adults with criminal history); or a research project (e.g., 
gathering data on eating habits as part of a nutrition course). Each type of 
project is associated with both concrete and “soft” skills, ensuring that service 
opportunities are effective in building specific workforce competencies as well 
as enhancing job readiness and appropriate workplace etiquette. 

Post-Program Support and Follow-Up. Affiliates provide participants with 
access to follow-up services for at least 3 months after the ICEP goals are met. 
At a minimum, three types of post-program follow-up services are available 
to participants. First, the ACs schedule check-in calls with participants to re-
inforce the connection of the young adults to the program and its goals, ex-
press care and concern, and assess whether additional referrals are required. 
Second, affiliates schedule a roster of post-program workshops to facilitate 
the transition to less formal support. These workshops serve as “booster” ses-
sions for some of the critical lessons of the program’s life skills, financial lit-
eracy, and social/emotional learning activities. Third, affiliates establish and 
facilitate an alumni network for former participants to speak with current 
participants. 

Performance Management

To measure participants’ outcomes, NUL has developed the Urban League 
Program Data Management (PDM) Application based on CiviCRM,* which 
is integrated into its existing “I Am Empowered” Drupal** web platform. The 
program strategically aligns services and activities with pre-identified outputs 
and outcomes; pinpoints performance challenges in real time; and fosters best 
practices, learning, and peer collaboration. NUL performance monitoring ac-
tivities also include monthly performance management reports on key quality 
and performance indicators, management meetings to critically review data 
and collectively solve problems, and participant satisfaction feedback solicited 

* CiviCRM is a free and open-source, web-based constituent relationship management software 
distributed under the GNU General Public License. For more information, go to https://civicrm 
.org/.
** Drupal is a free and open-source content management framework written in PHP and distrib-
uted under the GNU General Public License. For more information, go to http://drupal.org.

https://civicrm.org/
http://drupal.org
http://www.amanet.org
https://civicrm.org/
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through surveys and interviews. PDM facilitates the collection of participant 
outcomes by recording details about each participant’s characteristics at the 
program start, including the content of barrier and skills assessments, as well 
as personal development and progress against goals laid out in the ICEP. By 
monitoring progress monthly, NUL has the ability to regularly identify areas 
of strength and weakness by program component, affiliate, staff member, and 
across participant characteristics. Monthly affiliate meetings provide an op-
portunity to share best practices, troubleshoot areas of weakness, and develop 
corrective action plans as needed. In addition to oversight by NUL program-
matic staff, NUL’s board of directors monitors high-level indicators on a quar-
terly basis to ensure that the organization is on track to meet annual goals and 
contractual obligations. PDM also facilitates the collection of career pathways 
outcomes such as number of credentials attained and wage gains achieved. 
These data are used to determine which career pathways NUL should priori-
tize and target. 

Program Impact

To assess the impact of the initial UYEP model, NUL contracted a third-
party evaluator over a 4-month period (September to December 2009) to ob-
jectively capture information on what worked, what did not work, and what, 
if any, best practices or challenges contributed to the success or difficulties of 
the program. The formal evaluation process revealed that there were positive 
correlations between completers of the program and positive outcomes.1 

Program Participants

During the first 5 years, UYEP served 3,900 youths. Most lived at or below 
the poverty line (93%), were either black or Hispanic (93%), and had not 
completed high school (77%). A significant minority (39%) were ex-offenders 
(Exhibit 11-1).

Participant Outcomes

Some 2,300 participants completed the program. On average, each participant 
took part in three of the six program service offerings. Among participants 
whose predominant program activity involved workforce services, 20% en-
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rolled in full-time post-secondary education, and 68% attained full-time un-
subsidized employment. 

Although some affiliates performed better than others, the overall per-
centages of program completers were high (Exhibit 11-2). 

The recidivism rate for all program participants (including those who 
were accepted but did not follow up and received no services) was 7%. This 
implies that there is both a selection effect (those who completed the applica-
tion process were already less likely to re-offend) and a program effect, since 
completing the program is associated with much stronger outcomes. In both 
cases, this is a dramatic improvement over national averages: the U.S. De-
partment of Justice reports that 55% of all juvenile offenders are re-arrested 
within 1 year of their release.

Exhibit 11-1.  Urban Youth Empowerment Program participant demographics 
for the demonstration project (2004–2009).

Age 18 to 24
Race
•	 White 7%
•	 African-American 85%
•	 Hispanic 4%
•	 Other 4%
Math and reading score below 7th grade level 30%
Ex-offenders 39%

Exhibit 11-2.  Urban Youth Empowerment Program participant outcomes 
for the demonstration project (2004–2009).

Program completers
•	 Average number of services 3 (out of 6)
Education achievement
•	 High school diploma/GED 48.3%
Job placement 
•	 Obtained unsubsidized long-term work 58.8%
Improved academic skills
•	 Improved one grade level: math 63.6%
•	 Improved one grade level: reading 79.5%
Recidivism 7%
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Conclusion: Why the NUL’s Hub-and-Spoke Model Works

The National Urban League serves as the hub of a national network focused 
primarily on education and employability. In the implementation of UYEP, 
NUL provides overall contract management, technical assistance support, 
fiscal oversight, and data management of the project. NUL also provides clar-
ity and guidance on the program design, and convenes the various affiliates, 
serving to promote peer-to-peer communication and shared learning through 
sharing of best practices and lessons learned. In turn, the local affiliate organi-
zations serve as the spokes by focusing on the provision of quality services to 
their participants, cultivating local partnerships to enhance program delivery, 
and ensuring that the goals of the program, as defined by NUL, are adequately 
met. Working together as hub and spokes, the Urban League has proven suc-
cessful in raising the standard of living in underserved urban areas.

Effectiveness of the Hub and Spokes

Through structured program design and a standardized approach, NUL’s 
employment programs are delivered through our network of Urban League 
community-based providers across the country. Both the national hub and 
the local spokes have clearly defined roles in program delivery. NUL, in its 
role as intermediary, serves in the following functions: 

•	 Contract management
•	 Program design
•	 Technical assistance
•	 Fiscal oversight
•	 Data management
•	 Ongoing resource development

Urban League affiliates provide job seekers in their community with a 
menu of services including the following:

•	 Basic job readiness workshops
•	 Financial planning and empowerment
•	 Health education
•	 Wraparound supportive services
•	 Tailored educational interventions
•	 Paid internships, community service, and summer jobs
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•	 Meaningful restorative justice and service learning projects
•	 Mentoring

One of the key benefits to the intermediary model is that community-
based organizations benefit from the extra support and efficiencies created 
through a single convener and administrator, while the local affiliates are more 
aptly able to engage and holistically serve participants, affording them a ro-
bust array of supportive services offered either in-house or through strong 
community partnerships. Intermediaries create economies of scale and en-
sure that participants are provided tailored and comprehensive services by 
community-based organizations. 

The UYEP model provides an unprecedented opportunity to address the 
social adjustment needs of youthful ex-offenders. The development of strate-
gies serves to decrease participation in gang activities through the provision of 
full-time program activities (often dual daily activities such as education and 
community service) that are infused with supportive services that included 
group and community-wide activities and outings, and involvement with 
adult mentors or program staff. Partnerships with faith-based organizations, 
community-based organizations, and local businesses provide opportunities 
for participants to be exposed to business operations and behaviors while in 
on-site community service work assignments; for many, it is their first expo-
sure to this kind of experience. In addition, local businesses that cannot pro-
vide worksite assignments provide trainers to participate in World of Work 
workshops as well as donating goods. NUL has designed the program to 
allow affiliates significant flexibility to address participants’ varied education 
and work preparedness levels and local employment realities. The program is 
still in the process of recruiting participants, but we feel confident in our abil-
ity to achieve even greater impact, given NUL’s long history and expertise in 
serving youths and young adults. 

Note
  1.	 Gallup-Black, A., Feldbaum, M., Johnson, M., with Palmer, A., Nevarez, N., Dailey, C.R. 

& Smith, K. (2009). Turn Around Strategies for Youth At-Risk: Lessons from the Evaluation 
of the Urban Youth Empowerment Program. A Report to the National Urban League. New 
York: Academy for Educational Development (AED). http://www.iamempowered.com/ 
files/2010/02/Executive-Summary_Urban-Youth-Empowerment-Program-Evaluation.pdf.

http://www.iamempowered.com/files/2010/02/Executive-Summary_Urban-Youth-Empowerment-Program-Evaluation.pdf
http://www.amanet.org
http://www.iamempowered.com/files/2010/02/Executive-Summary_Urban-Youth-Empowerment-Program-Evaluation.pdf
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Carnegie Foundation for the 
Advancement of Teaching
A Networked Approach to Improving Math 
Education at Community Colleges

Corey Donahue and Gay Clyburn

T
he lack of student success in developmental mathematics is one of the 
most serious barriers to students’ educational and economic achieve-
ment. Over 60% of all students entering community colleges in the 

United States are required to complete remedial/developmental courses as 
a first step toward earning associate’s or bachelor’s degrees. Then, to earn a 
degree, certificate, or license, students usually must complete at least one 
college-level math course. A staggering 80% of the students who place into 
developmental mathematics do not complete any college-level course within 
3 years, blocking their way to higher education credentials and consequently 
to a wide array of technical and related careers.1 It was this reality that 
prompted the Carnegie Foundation for the Advancement of Teaching to de-
velop a program that has tripled the success rates of students placed into de-
velopmental mathematics in half the time compared with traditional programs. 
Carnegie has been able to maintain this level of student accomplishment, even 
as the initiative has grown to include new colleges, new faculty, and many 
more students over the past 3 years. 

Carnegie has engaged a growing network of community colleges in the 
development of two mathematical pathways that target students who are at 
grave risk of failure—students who have weak K-12 preparation, who face 
language and special education challenges, or who fundamentally believe 
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that they are destined not to do well in the subject. Both of these pathways—
Statway® in statistics, and Quantway® in quantitative reasoning—seek to re-
verse a pernicious and disheartening cycle of failure for too many students by 
employing materials and teaching approaches that put them on a pathway of 
success, not just in college but in their lives and careers as well.

A Proven Success

Carnegie’s aim was ambitious: to increase from 5% to 50% the number of 
students who achieved college mathematics credit within 1 year of enroll-
ment. Initially, 29 colleges from across the United States, including two 
public universities in California, participated in this improvement network. 
First-year results (2011–2012) exceeded the established goals and expecta-
tions.2 They revealed that, compared with previous developmental mathe-
matics students from their institutions, the 1,133 students enrolled in Statway 
dramatically increased their success rate of passing a college-level mathemat-
ics course (with a grade of C or better) within 1 year of enrollment. Working 
with institutional researchers at the colleges, Carnegie established a baseline 
performance standard network-wide. Historically, in the colleges that make 
up this Statway network, only 5.9% of students who place into develop-
mental mathematics achieved college mathematics credit within 1 year, and 
only 15.1% of such students achieved this goal within 2 years. In contrast, in 
the first year of Statway implementation, 51% achieved this milestone. In 
other words, Statway students tripled the historical success rate in one third 
of the time.

Quantway achieved comparable results. The first term of Quantway was 
in the spring of 2012, serving 418 students in eight colleges. Of those students, 
56% earned a grade of C or better. Results for the second year of the program 
(2012–2013) were equally remarkable.3 In the second year with a number of 
new faculty and colleges, 598 students successfully completed both terms of 
Statway and 445 students successfully completed the first term of Quantway, 
representing success rates of 52% for both. Because of these extraordinarily 
positive outcomes, a strong interest has emerged across the nation from both 
community colleges and educational researchers to join and broaden the work 
of Statway and Quantway. Third-year results, which are still undergoing in-
ternal reviews, show similar rates of success, with 55% of students success-
fully completing both terms of Statway and 57% of students successfully 
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completing the first term of Quantway. Indeed, we have now grown the net-
work to nearly 50 institutions in 11 states. The colleges in the Community 
College Pathways (CCP) Networked Improvement Community (NIC) are 
geographically and culturally diverse, and are distributed across the United 
States. These colleges are in dense urban areas, such as the City University of 
New York, as well as rural settings, such as South Georgia State College in 
Douglas, Georgia, and serve a diverse range of students in terms of language 
skills, mathematics preparation, and socioeconomic status.

In total, over 2,000 students have successfully completed Statway and 
achieved college mathematics credit, and nearly 2,000 students have success-
fully completed their developmental mathematics requirements via the first 
term of Quantway. The pathways reach the students whom community col-
leges need to serve well; a disproportionate number are minority students, 
from families whose primary language is not English, and are the first in their 
family to pursue a college degree. 

Math Matters

We know that mathematics matters. As Anthony Carnevale, director of the 
Center on Education and the Workforce, notes, “If educators cannot fulfill 
their economic mission to help our youth and adults achieve quantitative lit-
eracy levels that will allow them to become successful workers, they also will 
fail in their cultural and political missions to create good neighbors and good 
citizens.”4 The pathways have been a draw to lifelong learners intent on gain-
ing their associate’s degree or additional skills needed for a changing work-
place. About 36% of students are 25 years of age or older. In addition, 52% of 
those students who are 25 or older are part-time students (vs 34% for students 
under 25), indicating that they could be working at other jobs. 

Mary Lowry was one of those students who was convinced that she 
would never realize her goal of earning a 4-year college degree—and that the 
math requirements were the reason. In her early 40s when she entered Foot-
hill College in the Bay Area of California, this was going to be her last attempt 
to earn a degree. Math was standing in the way of her dream of working in 
social work or another field where she could “make a difference.”

“I thought something was wrong with me,” she said. “No matter how 
hard I tried—and I had really tried hard—I could not pass a math class.” After 
testing into developmental mathematics and failing algebra for the third time, 
she was ready to give up. “I was embarrassed,” she said.

http://www.amanet.org


	 Carnegie Foundation for the Advancement of Teaching	 145

American Management Association • www.amanet.org

She had been able to do well in all her classwork in high school except 
math; the same was proving to be true since she had enrolled in community 
college. “Math just wouldn’t click; I just couldn’t get it,” she said. 

Lowry is not the only student whose dreams have been deterred in this 
way. Community colleges are dedicated to the proposition that students can 
realize upward mobility through education and that learning is possible at any 
point in our lives. There, many students find success, but many others, like 
Mary Lowry, find that success eludes them.

She enrolled in Statway at the recommendation of one of her professors. 
Lowry recognized the uniqueness of her Statway experience from the first 
day. The focus on conceptual understanding applied to real-world problems 
was especially important for her. “I never knew what math was for; I thought 
I was just supposed to memorize a lot of equations and it would someday 
become clear to me. Working with the Statway materials and having the math 
embedded in real problems finally turned on that light bulb.”

She also said that the pathways group work was essential. “We worked on 
problems together and we became like a family; I didn’t want to let the others 
down so I probably worked harder.” Creating a sense of belonging—a key 
predictor of student success—helped students realize that math class was not 
a foreign place for them to be. And the sooner they learn this, the better.

A “starting-strong” package includes a set of initial classroom routines 
targeted at reducing anxiety, increasing interest in the course, and forming 
supportive social networks. One key activity is a direct-to-student growth 
mindset intervention, a reading and writing exercise designed to challenge stu-
dents’ view that being a “math person” is a fixed attribute, delivered either in 
class or via the Internet during the first week of the course.

Lowry said that when she first was told through this intervention that 
research showed that she could “grow her brain,” she was skeptical. However, 
the proof was in how well she did in the class. “After being told that I could 
do this over and over and then truly experiencing it, I became a believer. I had 
never had that kind of constant support in a class before. And now I know I 
can do math.” Lowry’s and her classmates’ progress and struggle were moni-
tored throughout the course by means of periodic short surveys intended to 
inform faculty about changes that needed to be made to both the lessons and 
the pedagogy as the term progressed. They also identified students who 
needed immediate interventions, so that they didn’t fall behind or get lost.

Lowry’s experience in Statway helped her develop her math under-
standing and advance her education. “I was astonished,” Lowry said. “I not 
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only began to understand math, I understood why I had not been able to 
figure it out before, and I knew it wasn’t my fault.” Lowry has now been 
accepted to San Jose State University and is on her way to earning a bache-
lor’s degree.

A Gateway to Success

The pathway that helped Lowry finally find success in mathematics was not 
available until recently. In 2010, after a year of fund-raising and planning, 
Carnegie formed a network of community colleges, professional associations, 
and educational researchers to develop and implement the CCP initiative. The 
Carnegie Foundation’s work has always been organized around the core 
problems of practice, embedded in the day-to-day work of improving teach-
ing and learning, and occurring in the institutions where teaching and learning 
take place. We aim to impact high-leverage problems such as advancing com-
munity college students through developmental mathematics. 

The $13 million initiative, headed by former Foothill president and cur-
rent senior partner at Carnegie, Bernadine Chuck Fong, was funded by six 
foundations. Carnegie coordinated the work with programs such as Achiev-
ing the Dream and the California Community College system’s Basic Skills 
Initiative, as well as reached out to national organizations such as the American 
Association of Community Colleges and American Mathematical Association 
of Two-Year Colleges. 

Statway and Quantway are called pathways because they are complex 
instructional systems that include a common curriculum, pedagogy, and stu-
dent supports. They differ from traditional developmental math courses in that 
they do not resemble the arithmetic and algebra classes that the students have 
taken before and are now repeating in community college. Both pathways use 
new approaches, timely topics, and relevant contexts so that students can 
learn to think and reason quantitatively, unencumbered by memories of past 
failures. Statistics and concepts of quantitative reasoning are in the foreground, 
with mathematics mainly as a subplot that reinforces and supports the learn-
ing of these topics. The developmental mathematics concepts required to sup-
port statistical and quantitative understanding are integrated throughout.

Rather than the traditional student struggle through a required 2-year 
sequence of courses leading to calculus, now students and faculty are joined in 
a common, intensive pursuit of a shared goal—for students to achieve college 
math credit in 1 year. Statway is designed as a 1-academic-year course that 
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allows students to simultaneously complete their developmental mathematics 
requirements and receive college mathematics credit in statistics. Quantway 
is designed as two separate term courses. Quantway 1 is the first term of this 
program and fulfills the requirements for students’ entire developmental math-
ematics sequence. Quantway 2 is the subsequent term course that allows stu-
dents to receive college mathematics credit.

The Pieces of the Whole

To be sure, the pathways effort is not the only one to address the developmen-
tal math crisis, a problem estimated to cost the nation billions of dollars in lost 
earning potential. At Jackson Community College in Tennessee, for example, 
students enroll in a SMART (Survive, Master, Achieve, Review, and Transfer) 
Math sequence, a course-free curriculum of mastery-based developmental 
math modules designed in partnership with the National Center for Academic 
Transformation. At the Community College of Denver, students can enroll in 
a FastStart program and accelerate through two semesters of remediation in 
just one. Across the country, there are dozens more initiatives designed to re-
vamp how and how quickly students complete developmental requirements.

But Carnegie’s pathways are unique in several ways. They integrate de-
velopmental and college-level math using a curriculum that is deliberately 
designed to make explicit connections between higher math concepts and stu-
dents’ understanding of the world around them. They also organize math ma-
terial into mastery-based modules, rather than simply breaking up a traditional 
course into smaller chunks.

In developing this program, Carnegie assembled nationally recognized 
leaders from the Mathematical Association of America, the American Mathe-
matics Association of Two-Year Colleges (an organization that the Carnegie 
Foundation had tapped early on for advice), the American Statistical Associa-
tion, and the National Numeracy Network to establish ambitious learning 
goals for CCP. Both pathways place emphasis on the core mathematics skills 
needed for work, personal life, and citizenship. They stress conceptual under-
standing and the ability to apply it in a variety of contexts and problems. 

Three research-based principles vitalize the instructional design toward 
these learning opportunities:

1.	 Productive Struggle. As detailed in Hiebert and Grouws,5 students are 
more likely to retain what they learn when they expend effort “solving 
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problems that are within reach and grappling with key mathematical ideas 
that are comprehendible but not yet well formed.”6 Consequently each 
new subject matter topic begins with a rich problem that engages stu-
dents’ thinking and stimulates this struggle to understand. 

2.	 Explicit Connections to Concepts. Sometimes math is taught with a focus 
on procedural competence at the price of advancing real conceptual un-
derstanding.7 Research suggests that making explicit connections between 
mathematical or statistical facts, ideas, and procedures can improve both 
conceptual and procedural understanding.8 

3.	 Deliberate Practice. Classroom and homework tasks are designed to over-
come gaps in understanding, apply what is learned, and deepen facility 
with key concepts.9,10 Deliberate practice eschews rote repetition for 
carefully sequenced problems developed to guide students to deeper 
understanding of core concepts.11

These three learning opportunities are actualized in the specific lessons, 
assessments, and out-of-class resources that form the curriculum for each 
pathway. Three additional supports complement this instructional core of 
ambitious goals and aligned instructional materials.

First, integrated throughout the pathways is an evidence-based package of 
student activities and faculty actions, which we call “productive persistence”, 
to increase student motivation, tenacity, and learning skills for success. Strat-
egies focus on reducing student anxiety,12 increasing their sense of belong-
ing,13 and enhancing their belief that they can learn math (i.e., countering the 
fixed mindset beliefs). Specific activities focus on developing the skills needed 
to be effective students and the flexible mindsets necessary to utilize those 
skills.14,15 This is advanced through a package consisting of targeted student 
interventions, guidance to help faculty create more engaging classroom envi-
ronments, and a lesson structure that encourages active student engagement. 

Second, given students’ diverse backgrounds, Carnegie also attends to the 
language and literacy demands in pathway materials and classroom activities, 
and supports are interwoven so that learning is accessible to all. A team has 
reviewed all instructional materials and pedagogic practices to remove pos
sible barriers. 

Third, and critical for scaling and sustaining the initiative, is the advanc-
ing quality teaching component. A robust professional development strand is 
key as the work moves out from early adopter college faculty and institutions 
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to more adjunct faculty and to campuses where the pathways content, instruc-
tional organization, pedagogical practices, and data use initiatives appear more 
novel. The aim is to provide instructors with the knowledge, skills, and sup-
ports necessary to experience efficacy in initial use, to develop increasing ex-
pertise over time, and to engage the larger networked community in research 
on improving their collective practice. 

Faculty involvement in the networked community began early in the 
project. When a first version of Statway materials was ready to be tested, a 
group of faculty, lessons and modules in hand, spent several intense days at 
Carnegie in what they termed “the cave.”

After working almost around the clock, they walked away with a set of 
revised materials that were threaded through with needed student supports. 
The work continues. As the lessons went live in classrooms, other faculty 
joined in webinars, conference calls, and on-site, regional, and national meet-
ings to further improve the pathways. They had one-on-one conversations 
with Carnegie staff. Some faculty tested particularly difficult lessons, identi-
fied specific problems, and hypothesized improvements in the materials or in 
their implementation. Faculty members worked together to plan instruction, 
observe one another’s teaching, and identify the most difficult obstacles that 
stand in the way of student success in traversing the pathways. As all of this 
went live in different classrooms and colleges, Carnegie began to assemble a 
body of evidence about the variability in student outcomes and how the path-
ways work in different contexts.

A Networked Approach Using the Tools of Improvement 
Science

Although much of the success of Carnegie’s pathways is due to the curricula 
and course changes, they are not what most distinguishes the program from 
other education reforms or research-practice partnerships. What makes these 
programs unique is the strategy of building a particular kind of professional 
network, what Carnegie refers to as a Networked Improvement Community 
(NIC), to organize and lead an array of continuous improvement processes 
with the use of improvement science. The innovation of an NIC is using a 
highly structured network of education professionals, in collaboration with 
designers and researchers, to address a practical problem. The focus on educa-
tion professionals distinguishes the CCP NIC from forms of inquiry led by 
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researchers. NICs require a coordinating hub as “an initiator of activity and 
an integrative force for the overall enterprise.”16 Professional leadership helps 
NICs tap into the innovation capacity of front-line workers and accelerate 
improvement. In a NIC, effective implementation means improving a process 
within the system with the overall goal of achieving efficacy with reliability at 
scale. Research knowledge is often critical for improvement, but in an NIC, 
knowledge demands are disciplined by specific improvement aims. To be a 
priority, knowledge should inform the actions or decisions of NIC members 
or leaders in ways that help the network achieve its aims. In this sense NICs are 
engaged in problem-disciplined inquiry as a feature of professional practice.

Two key tenets from improvement science guide this work. First, im-
provement science embraces an iterative design-development ethic. It places 
emphasis on learning quickly, with minimal disruptions and at low cost. By 
iterating over multiple cycles and multiple contexts, inferences made early in 
the work are continually tested over and over. It is not sufficient to know that 
“A can cause B.” Unlike an experimental trial, the goal of improvement re-
search is to effectively achieve B reliably in different contexts and conditions. 
The iterative structure of testing combined with the ongoing examination of 
data supports this emphasis on assuring the replicability of effects. Second, 
improvement research also recognizes that variability in performance is the 
core problem to solve. This means attending to undesirable outcomes, ex
amining the processes generating them, and targeting change efforts toward 
greater efficacy for all. This requires analyses that look beyond just mean dif-
ferences among groups. 

Informing continuous evidence-based improvement is a rapid analytics 
capacity designed to focus attention on what is (and is not) working, where 
and for whom, and under what set of circumstances. While Carnegie values 
the on-average improvements already documented, the NIC goal is efficacy 
in every college, classroom, and for all of the diverse subgroups of students 
who enroll. This component provides empirical feedback informing ongoing 
efforts toward greater quality with greater reliability. 

Improvement Science in Action

For the past 2 years, subnetworks of faculty have been working on specific 
improvement challenges: Productive Persistence, advancing quality teaching, 
furthering Quantway and Statway development, as well as pathways expan-
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sion and enrollment. Subnetwork projects cut across multiple colleges (and 
sometimes pathways too) and include content experts, practitioners, and re-
searchers. Other work involves iterative tests of change (plan–do–study–act 
[PDSA] cycles) that might run over a full academic year. All the participants 
are using the tools of improvement science to do this work.

For instance, the Productive Persistence subnetwork is addressing non
academic drivers that influence whether a student remains in the classroom 
and is successful. The team used results from previous surveys and the re-
search literature to identify three specific concerns that affect students’ social 
ties in the classroom: a sense of belonging, a sense that professors care about 
them, and their comfort in asking questions. These drivers were selected be-
cause data from pathways students indicated that these were closely related to 
success (earning a grade of C or better) and persistence rates (students enroll-
ing in the next term of Statway).

These drivers focused the work on areas that NIC members determined 
could be significantly improved. In the process, subnetwork members learned 
a new way to conduct practice research, to gather information about their stu-
dents, and to look more deeply at Productive Persistence. Based on this work, 
subnetwork members prototyped “change ideas” related to one or more of 
the three drivers and then conducted iterative, short-cycle testing of the pro-
totyped changes, the PDSA cycles, linked to those changes.

For example, subnetwork faculty have initiated improvement research on 
three change ideas to address students’ sense of not belonging:

1.	 When students miss class, the instructors rarely have a systematic way of 
reaching out in order to understand why the students have been absent 
and to encourage them to attend future classes. One faculty member in 
the Productive Persistence subnetwork has developed routines and scripts 
for emailing absent students. These scripts change over the course of the 
semester as the relationship between the faculty member and the student 
evolves. Characteristics of the emails were tested through PDSAs and re-
visions were made. The faculty member found that attendance improved 
and has recommended that this script be further tested.

2.	 Another faculty member sought to build a sense of belonging by making 
students responsible for one another’s presence in a group noticing routine, 
which consists of three stages. In the first stage, the faculty member groups 
students, who get to know each other outside of the math context. In the 
next stage, groups are responsible for informing the faculty member if 
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someone is absent. In the final stage, groups take responsibility for con-
tacting students who are absent, encouraging them to attend future classes, 
and giving them any materials or information that they missed. Atten-
dance remained strong across the semester (an 85% median attendance 
rate), quite different from past experiences with similar student groups.

3.	 In the starting-strong package, faculty members are advised to give roles 
(e.g., monitor, reporter, facilitator) to students in the group. Members of 
the Productive Persistence subnetwork developed and tested a routine for 
effective role functioning. During group work, students are given lami-
nated cards that describe the expectations for their assigned roles, which 
rotate throughout the course. The student acting as the facilitator of the 
group assesses the performance of each student relative to the role he or 
she played on that day. The scores are then given to the faculty member 
and incorporated into classroom participation grades. The two faculty 
members who tested the strategy found that students worked together 
more effectively and that attendance was strong (a 92% median atten-
dance rate).

Having demonstrated promise in this first-stage test of new classroom 
routines, these ideas are now candidates for further testing across the NIC. As 
these routines are taken up by new faculty and in different colleges, Carnegie 
expects further refinements will occur.

The ultimate goal is to ensure efficacy under the broadest possible condi-
tions that confront different faculty and students. If they are successful, these 
innovations will subsequently take on the status of kernel routines—the core 
set of materials and practices that have demonstrated widespread efficacy and 
are now broadly shared and used by NIC participants.

Next Steps

After participating in something that is changing students’ lives, many faculty 
members have become champions and promoters of the work. Carnegie staff 
members have also been eagerly spreading the good news. By the end of the 
2014–2015 school year, 18,000 students’ have benefited from Pathways and 
that the numbers will rapidly grow thereafter. Equally important, Carnegie 
will have institutionalized the practices of evidence-based quality improve-
ment as a norm of the education workplace.
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Africa-America Institute
Developing Leaders for Africa

Melissa Howell

F
ounded in 1953, the Africa-America Institute (AAI)’s mission is to 
strengthen human capacity and help to develop effective leaders in Af-
rica. Alumni of AAI’s programs include President Alassane Ouattara of 

Cote d’Ivoire; Nahas Angula, Namibia’s prime minister from 2005 to 2012; 
Uganda’s Betty Bigombe, cabinet minister and member of parliament who 
negotiated with the Lord’s Resistance Army to bring peace to her region; and 
Kenya’s Wangari Maathai, the 2004 winner of the Nobel Peace Prize. In the 
past 61 years, AAI has served over 23,000 talented men and women commit-
ted to improving conditions of life in Africa.

According to the World Bank and the African Development Bank, to-
day’s globalized economy requires a well-skilled workforce with the capacity 
to accumulate and transfer knowledge. Although many African countries spend 
a significant portion of their national budgets on education, post-secondary 
education continues to be a rare commodity across the continent. In South 
Africa, Kenya, and Nigeria, countries in which AAI’s Transformational Lead-
ership Program (TLP) currently operates, post-secondary education enroll-
ment ranges from 3% to 15.2% of the adult population, as compared with 
72.6% in the United States. These statistics shed little light on the varying 
cultural influences and structural barriers that promote such disparities on the 
continent, such as gender norms that deter the education of girls, long com-
muting distances from educational facilities that restrict enrollment, and in-
adequate teacher training to provide students access to appropriate levels of 
education and training. Still, these statistics present a lens through which to 
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understand the increased opportunities and benefits of scholarships and lead-
ership development programs supporting this population. 

Initially, AAI was created by President Horace Mann Bond of Lincoln 
University (PA) and Professor Will Leo Hansberry of Howard University 
(Washington, DC) to support African students attending colleges and uni-
versities in the United States. By the 1990s, AAI’s focus was providing both 
academic supports and professional skills training. African Nationals could 
attend programs in either the United States or on the African continent. In the 
early 2000s, AAI established itself as a thought leader, and used its platform 
to facilitate increased United States–Africa engagement across government, 
academic, nonprofit, and business sectors. These efforts laid the foundation 
for the TLP, designed to develop the capacity of African leaders to address the 
challenges faced on the African continent.

The Transformational Leadership Program

The need for advanced education and training is pronounced in African non-
governmental organizations (NGOs) that deliver some of the most fundamen-
tal services to their communities, including health care, housing, education, 
clean water, and sanitation, yet consistently are under-resourced. Most of the 
extreme conditions that developing nations face, such as high numbers of im-
poverished families, increased deaths caused by childbirth, repeated financial 
limitations that impede school completion, are seemingly inescapable experi-
ences for many communities across the continent. 

Developing and implementing best practices are not just a means to orga-
nizational success but can be the daily determinants between an individual’s pro-
longed life or untimely death. Yet, under these same conditions, the inventive and 
creative solutions developed to combat these needs are restricted to small-scale 
production and implementation. The TLP was created to bridge the capacity 
gap of institutions to support NGO leaders. As a result, social sector organi-
zations are better equipped to tackle the myriad challenges they were created 
to address and reach the levels of scale required to transform communities. 

In 2006, AAI created the TLP to increase leadership capacity on the con-
tinent by providing training to organization leaders addressing some of the 
most challenging issues facing the continent. The aim of the program is to 
create a critical mass of leaders who can transform communities.
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How is it that at certain moments and in certain orders of knowledge, 
there are these sudden take-offs, these hastenings of evolution, these 
transformations which fail to correspond to the calm, continuist 
image that is normally accredited?1—Michel Foucault

TLP in Action

Joshua R. K. Tulwo
Founder, Wei Wei Farmers Cooperative Society
To attend our program at USIU, Joshua Tulwo traveled the 8 hours 
from his rural, underserved community motivated by appreciation for 
the program that, he says, “sharpened my skills and gave me the knowl-
edge to be a civil leader.” At the outset of the EMOD program, he strug-
gled with the requirements of his studies. 

During the course of his residence at the university, he went from 
counting words in his papers by hand to carrying a laptop and making 
Powerpoints for class presentations. He now speaks of a reachable dream. 
As the leader of an agricultural collective serving 2,000 farmers with 15 
employees, Joshua entered the EMOD program at USIU with the goal of 
improving the farmers’ abilities to sustain themselves and their families. 

He identified the following factors as contributing to problems of 
sustainability for the farmers’ organization:

•	 Problems with decision making
•	 Overreliance on donor aid
•	 Poor public relations
•	 Underutilization of resources
•	 Lack of innovation
•	 Lack of accountability

Using his organization as the basis for his EMOD study, he con-
cluded his thesis by writing that “there are numerous challenges that con-
front social enterprises in their attempts to achieve self sustainability. 

“The challenges include: lack of finance, poor governance, lack of 
trained staff, loss of social connection, legal barriers, and political inter-
ference, amongst other factors.” 
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On the basis of the trust his work had engendered among his neigh-
bors, in the most recent national election Joshua was chosen as the Kil-
goris Constituency Elections Coordinator for the Independent Electoral 
and Boundaries Commission. Responsible for a rural constituency of 
50,000 people in an election process fraught with tribal politics and 
threats of violence, Joshua has become an advocate for his region and role 
model for younger people who “are aspiring to be like me. They want to 
further their studies and get good jobs like myself.” As he wrote, “my 
contribution in the Kilgoris constituency has enabled the organization to 
achieve its core objective of being a free, fair and credible organization.”

In partnerships with the Coca-Cola Africa Foundation (TCCAF) and a 
select group of university partners in both the United States and Africa, TLP 
provides training to leaders and increasingly to small and medium-sized enter-
prises (SMEs). With a $2.5 million investment by TCCAF, the Africa-America 
Institute established its inaugural partnership in 2007 at Emory University’s 
Goizueta Business School. Later the same year, AAI partnered with the Uni-
versity of Pennsylvania’s Wharton Business School. 

At the same time, in the field of international development, participatory 
models of development grew more mainstream as the World Bank called for 
“country ownership” of poverty reduction policies. These models suggested 
a redistribution of power from the domestic and foreign stakeholders who 
normally formulate development policy in heavily indebted countries to mar-
ginalized communities traditionally excluded from the policy process.2 AAI 
has aligned the TLP with these more participatory models. The communities 
once seen only as beneficiaries of services became key players in creating solu-
tions, as when the Chandaria School of Business at the United States Inter
national University (USIU) in Kenya became the first partner institution to 
offer the TLP as a graduate degree program on the continent. 

The TLP continued to broaden its scope and began to address other is-
sues with building capacity to support not only current leaders but also the 
available leadership development structures within multiple communities. AAI 
sought more partnerships in Africa to mirror its first with USIU, where the 
local and familiar academic and business contexts are incorporated into train-
ing. This allowed participants the opportunity to continue contributing to their 
communities as opposed to displacing this much-needed city and national 
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support, if even temporarily, from situations that were already critical and sys-
tems that were sometimes fragile and collapsible. New institutional partners, 
such as the Enterprise Development Centre (EDC) of the Pan-Atlantic Uni-
versity (2009) and the University of Stellenbosch Business School–Executive 
Development (USB-ED) (2011), grew more recognizable as local resources 
for nongovernmental and social enterprise leadership development to com-
plement their already stellar work with small and midsized enterprises. 

The result of these partnerships is a burgeoning social sector. While increas-
ing in their ability to address capacity issues within local and international com-
munities, they continue to struggle with overcoming the lack of reputability 
and respect that is traditionally afforded the private and governmental sectors. 

Program Design

The effectiveness of the TLP is in its ability to train an individual to lead for 
change and impact through a balanced skill set. The integrated model of lead-
ership theory by Ki ThoughtBridge (Indianapolis, IN) explains this effective-
ness through strength in outer work, such as performance and productivity, 
along with inner work—self-awareness, identifying core guiding values, per-
ceiving and interpreting a larger context, and envisioning a preferred future. 
Through this approach power is distributed at many levels of an organization, 
including to those individuals living with and working within the condition 
that needs to be addressed. 

Common across the USIU, EDC, and USB-ED programs is a shared ob-
jective to train leaders in managing and operating sustainable enterprises that 
are able to deliver capacity to communities in their area of focus. These pro-
grams include (1) a 1-week extensive training program, (2) an executive edu-
cation program that leads to a certificate in leadership, and (3) a traditional 
graduate program in business. The programs share outcomes such as demon-
strating clear messaging about goals and program outcomes, rigorous and 
market-driven structures, and a cohort model that engineers “group make-up 
and dynamics . . . to reinforce the cognitive and academic aspects of the cur-
riculum with the lived experience and dynamic aspects of instruction.”3 

Recruiting and Admissions

Many debilitating stereotypes discredit the social sector. Across Africa, 
some perceive the social sector as filled with disorganized businesses and led 
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by individuals with weak technical skills, who are often young and unmoti-
vated. However, the recruitment process for the TLP tells a very different 
story. 

Many participants became aware of the program in its earliest stages 
through their affiliations with the partner institutions or through word of 
mouth. This speaks to the strength of the networks and organized knowledge 
sharing throughout the field. This trend continues to be the most influential 
in identifying new participants.

The TLP provides much-needed scholarship funding, essential to the 
inclusion of participants from low-income and marginalized groups and 
communities.

I had been looking forward to and was already exploring websites 
and hoping that I will find funding some day to attend such course, 
the moment I learnt about it here in Lagos, I decided instantly to 
enroll.—EDC TLP alumnus

Although the different program models attract participants in different 
stages of their career and business development, one measure used to admit 
participants is the passion exhibited toward their work. There is a direct cor-
relation between the motivation and drive of the participant and the likeli-
hood of selection and completion of the program along with their commitment 
to increasing program impact over time. Participants told stories of their per-
sonal connections to the mission of their organization during their interviews 
that often showed how relentless they would be in increasing their leadership 
skills through the program.

Interviewees were asked to show their ability to work in collaborative 
environments. Beyond just working through a team-based approach, partici-
pants were selected based on their examples of working in community. The 
cohort model is a key strength of the program and facilitates the long-term 
success of alumni. Therefore, it is important that participants not only exhibit 
the ability to leverage relationships and be resourceful, but also contribute to 
the sharing of information and knowledge of other practitioners.

Program Models

Currently, TLP partner institutions have considerable autonomy in admin-
istering relevant leadership training with a high level of cultural adaptation 
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within local educational markets. Supporting this “for us, by us” method of 
design, as management and oversight by AAI increases, the integrity of the 
program based within the local cultural context remains intact when the insti-
tutions are “guided by considerations of effectiveness, with slightly different 
emphases featured at each iteration.”4 Within this method of design, TLP in-
cludes the following programs:

•	 One-Week Intensive Training. The most recent addition to the TLP part-
nerships at USB-ED is a 1-week intensive certificate program training 
model. The program, known as “NPO Strategy and Leadership Pro-
gramme,” covers topics such as “stuckness,” change management and 
theory of change, and conflict management, an area that 43% of Ameri-
can chief executive officers (CEOs) identified as being of their highest 
concern.5 This training is followed by 10 weeks of on-the-job application 
and a final report submission.

•	 Certificate Program. The TLP program at EDC provides 13 modules of 
technical and leadership training to strengthen the abilities of participants 
as nonprofit CEOs in 30 days over 6 months. Also known as the Social 
Sector Management (SSM) program, this program follows an executive 
education model training and builds upon intensive engagement in day-
long immersion coursework.

•	 Traditional Graduate Program. At USIU, the TLP offers a traditional 
university graduate model with a required master’s thesis and grades tied 
to coursework. Sharon Ravitch and Michael Reichert noted an impres-
sively high level of faculty and advisor interaction to support the high 
level of rigor and high-quality standards expected of each TLP partici-
pant. At USIU, the TLP, also referred to as the Executive Master’s in 
Organizational Development (EMOD) program, requires 30 credit hours 
for completion.

Through these various models, the TLP teaches participants to define clear 
objectives and in turn more easily align missions and visions with strategic 
planning. From developing communication pathways and knowledge transfer 
systems, to using data to guide program improvement, to making informed 
decisions on creating new operational policies and procedures, the TLP im-
pacts organizations in ways that will have a long-lasting effect on productivity 
and efficiency.
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Program Impact

To provide an overall sense of participants’ experiences with the TLP, AAI 
commissioned a third-party evaluation in 2013.6 The evaluation surveyed 
TLP graduates and participants representing a wide variety of roles in NGOs, 
which included many CEOs and other top-level administrators. The survey 
included several quantitative questions, in which respondents were asked to 
rate the program on a five-point scale.

After 7 years of operation, program growth, and evolution, the TLP has 
reached more than 360 participants through its university programs, and an 
additional 650+ participants from the broader social sector through indus-
try-relevant meetings, conventions, and symposia. The TLP programs have 
a  90% completion rate. From the development of a broad range of highly 
skilled individual leaders, improved efficiencies of the organizations, increased 
capacity of the community, and increased professionalism, credibility, and 
employability of members within the social sector, each participant organiza-
tion impacts between one hundred and one million beneficiaries.

Across four dimensions (mission and goals, quality of content, quality of 
instruction, and value added to knowledge and skills), program completers 
were very happy with their experience: 99.7% to 100% of respondents rated 
the program as very good or great. In terms of the sustainability of the skills 
learned, participants also rated the program high: 98.5% good to great in terms 
of sustainability in the organizations, and 95.3% in the communities served 
by the organizations. 

In addition to the surveys, the evaluators also conducted individual in-
terviews, focus groups, and site visits to gain a more comprehensive under-
standing of the overall impact of the TLP. These qualitative data indicate that 
the major impact area for the TLP was on the organizations led by program 
graduates, namely changes in the structure, functioning, and capacity of each 
to better achieve their goals and missions. Having learned new approaches to 
management and increasing their overall effectiveness as leaders, participants 
lauded the innovation, improvement, and expansion as major breakthroughs 
achieved from participation in the program. Acquiring new management 
strategies, particularly through developing new tools and habits of self-
appraisal, helped participants to focus on their individual leadership capacity, 
while they were able to look beyond donor dependency and fund-raising to 
build organizational capacity and sustainability. 
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Exhibit 13-1.  Participant satisfaction with program.

Exhibit 13-2.  Participate Rating of Sustainability.
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Across all three programs, participants and alumni spoke in strong terms 
about how they not only gained necessary leadership skills, but also devel-
oped a more wide-ranging and critical sensibility as leaders of organizations 
in the social sector at this moment of their country’s development. Many 
described a broad and deep professionalization of leadership, and emphasized 
its impact on their approach in organizational development.

The TLP’s emphasis on stakeholder and client satisfaction in the social 
sector dramatically changed the way participants considered the potential im-
pact of the work their organizations do and thus how they function in relation 
to their clients. The need for community-based relationships was core to that 
teaching and in ensuring that the NGO itself is effective in serving its stake-
holders’ needs. The impact of the TLP on community—both the communities 
served by participants’ organizations as well as, for some, their personal home 
communities—was commonly noted as a result of the program, which em-
powered them to expand their visions and the scope of their ambitions for their 
client-serving, community-based organizations. Newly confident because of 
the skills and approaches they learned, these leaders grew their organizations 
both numerically and qualitatively as their service to communities deepened 
and grew. 

The furthest reach and impact supported by the TLP includes the social 
sector as a whole. As a result of the emphasis university partners placed on 
tailoring curriculum for this level of impact, TLP graduates have begun to 
re-envision the social sector itself as a site of necessary innovation and a con-
duit for formalized knowledge sharing. This ambition connects directly with 
the leaders’ own goals for professionalization and for increased credibility for 
the sector. For example, two graduates of the TLP in Lagos currently publish 
new professional journals. Graduates from both the EDC and USIU have ex-
pressed their desire for the TLP’s support to develop post-program institutes 
for professional dialogue and exchange. 

Given that one of the key structures for the TLP is to encourage profes-
sional exchange, it is not surprising to find that participants seek opportunities to 
collaborate, and there is an almost insatiable desire to increase the frequency of 
these opportunities. This is a part of how the TLP training has led participants 
to reimagine the social sector. In fact, the thrust of the program is to expand 
participants’ perspectives on their work and to think beyond the individuals 
in the sector to the collective. 
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After completion of the course, I was able to look at my society and 
think of how I, too, could transform people’s lives. I established an 
NGO, to take care of the widows and youths generally in my state. 
After the course, I was also able to employ more people, as I created 
more business avenues.—USIU TLP Graduate

[A worker] comes from a very remote area, 400 km/8 hours away. He 
works for a farmer organization that had no system of operation. 
Through EMOD he was able to identify the organization’s needs, see 
the lack of capacity, and have me [associate dean] come to help them 
plan. I helped him develop a business case for funding and to develop 
job description and change management plan.—USIU TLP Staff

Reimagining possibilities for the sector, including reframing organizations 
as social enterprises rather than not for profit, was at the core of the EDC 
model. This vision of sustainability through entrepreneurial thinking and cut-
ting-edge organizational strategy was liberating to many. Adding to this, the 
program’s emphasis on teamwork and collaboration shifted the role in which 
identity was understood, and a key impact of the program was that partici-
pants, alumni, faculty, and administrators no longer viewed identity (includ-
ing tribal origin and gender) as a concern or potential to undermine the field/
sector itself.

TLP in Action: LOTS Charity Foundation

Love On The Streets (LOTS) Charity Foundation is located in “Dust-
bin Estates,” an area of refuse in Lagos, Nigeria, in which inhabitants 
build their homes with planks on top of trash dumps. LOTS has devel-
oped partnerships as a result of the LOTS participation in the TLP, 
without which founder Tolulope Sangosanya admits LOTS wouldn’t 
be sustainable. LOTS, which was inspired by her grandfather who at 79 
spent 2 hours a day helping Sangosanya learn to read through her dys-
lexia, caters to the health, social, educational, psychological, medical, 
and emotional needs of street kids and vulnerable children. 

It has only received donations from one agency, USAID, and relies 
on local contributions. Developing new partnerships links directly to 
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the foundations’ sustainability, LOTS has benefited from the TLP train-
ing that Sangosanya, who is also an Ashoka fellow, has received and the 
newly developed partnerships with local organizations represented by 
participants within her cohort, the board development support received 
from Accenture, the supplies of Unilever’s “Hygiene Pack,” whose 
product development she supported through its market research, and 
donations of business assets like the community center where she serves 
20 kids, and two cars that transport her and the local children. 

The participants grew to understand the significance of the perception 
and reputation of the sector as professional and systematic. They also learned 
that the sector must be viewed as improving and having strong standards of 
accountability. 

While usually focused quite locally in their operations, participants spoke 
of strategic visions that extended well beyond their immediate constituents. A 
number of participants, alumni and faculty described the TLP as an incubator 
for a shared vision to transform the social sector, its leadership, and the Afri-
can Continent as a whole. 

As leaders reimagine their communities and re-envision their roles, the 
necessary training structures will also need to be reimagined to adapt to this 
new, profound level of leadership.

Conclusion

The TLP’s structure—systems of program development between AAI and 
partner universities; the commitment of funding partners and stakeholders—
exemplifies the commitment it takes and systems needed to increase and expand 
the opportunities available for NGO and SME leaders. Program graduates 
include such leaders as Sophia Abdi-Noor, USIU TLP graduate, who left the 
small village of Garissa in northern Kenya, where women are typically mar-
ginalized within her community, and become a sponsored participant. The 
program offered skills training, which she intended to use to serve the local 
needs and girls within her community. Ultimately, the program increased her 
technical ability to partner WomenKind Kenya with 32 other organizations, 
and propelled her career into membership of the 10th parliament of Kenya, 
where she served as contributor to the Kenyan constitution.
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The AAI has identified two essential elements to successfully implement 
effective education programs for adults: a distinct set of stakeholders and 
common belief systems. There are four key stakeholders whose engagement 
supports successful programs: (1) the local community, (2) the program man-
agement, (3) the program participants, and (4) the organizations that employ 
participants. These stakeholders are better partners when they share some 
core beliefs. In the case of TLP, the following common beliefs strengthen our 
programs:

•	 Participation and Agency. The program must continue to challenge and 
explore the relationships of power, the understanding of who is to be 
empowered and by whom, as well as concepts such as ownership, ac-
countability, and agency as forms of participation. This is particularly 
crucial in an international development context. “Country ownership” 
has become the preferred poverty assistance strategy, with citizens of the 
developing nations asserting agency over social and economic policies in 
their country. However, as occurs in many cases, development activities 
might stem from international governmental agencies, so participants in 
the TLP take on “country ownership” as their responsibility as NGOs 
and duty as community members.

•	 Models of Inclusion. According to Rebecca Rogers, “Critical discourse 
analysis asserts that knowledge is socially constructed and shaped by re-
lations of power that are both material and discursive. It rejects the prem-
ises of structuralism and instead embraces the view that certain meaning 
systems—or discourses—are privileged by their relationship with domi-
nant groups in society and are, themselves, constitutive of social rela-
tions.”7 Therefore, it is important that program administrators and funders 
realize the critical import of including marginalized participants in the 
program. 

•	 Community as Partners and Community Leaders as the Source for Build-
ing Capacity. As referenced earlier, the term partnership most often refers 
to external partners (international partners, trading partners, etc.) and not 
to communities. Within the development world, communities are often 
marginalized when defined as service beneficiaries and in some cases as 
administrators of externally or predetermined tasks in which they be-
come empowered by other partners, including government. However, the 
TLP case recognizes that community-level input on how to address social 
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capacity issues is critical to informing strategy and identifying or creating 
viable solutions, making community one of the best strategic partners.

•	 Expansion and Replication. In a relatively short period of time, the TLP 
has developed its own reputation, offering high-quality training, building 
credibility for the social sector, increasing institutional capacity, and cre-
ating the next generation of leaders across the continent of Africa. Yet 
even with this solid history, it is evident that the reach of the TLP has 
barely touched even just the tip of the iceberg.

As a result, AAI has paid close attention to the needs of the TLP stake-
holders and set clear objectives for expanding and increasing the impact of the 
TLP through three new and innovative initiatives:

1.	 Manage the traditional TLP program model with specific focus on sus-
taining the strong institutional relationships and connections established 
between local university partners and global funding partners, like TCCAF 
by increasing the quantity and diversity of courses, degrees, and certifica-
tions offered. Provide opportunities for partner institutions to learn best 
practices from one another and for TLP alumni to further their training.

2.	 Expand the reach of the program by recruiting three additional partner 
institutions that will collectively train an average of 500 participants per 
year in the traditional TLP model.

3.	 Create more efficiency and access to the TLP trainings through an online 
platform, which will offer leadership, management, and entrepreneurship 
courses to reach thousands of new participants.

Specifically, AAI has identified six major areas for expansion that were 
suggested in the interviews and focus groups conducted as part of the program 
evaluation. It is understood that participants and alumni already see the TLP 
as a high-quality and valued community resource. To further address capacity 
issues, AAI will expand TLP services to include the following: advocate for 
the social sector and increase credibility in the field by positioning university 
partners as centers for excellence and participants as social change agents and 
thought leaders; build an online platform to increase access to potential partic-
ipants in remote areas; offer post-training support and continuing education; 
increase access for specific constituencies and marginalized groups; increase 
and clearly define monitoring and evaluation procedures of each program site; 
and replicate the program in additional locations. 
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The value of the TLP extends beyond the design and structure of the 
program itself. The TLP engages and impacts multiple levels of stakeholders 
through many transformative qualities. It supports reviewing participants as 
leadership practice, re-envisioning roles and responsibilities, redefining orga-
nizations’ missions, and re-envisioning the impact of the sector. Further, it 
encourages participants to transition from cohort to community, and commit 
to knowledge sharing and to creating a support system that helps to build the 
capacity of each organization. As a result of this collective impact, the TLP 
has successfully trained the leader and increased the credibility of the sector. 

The TLP graduates not only are leading organizations but also are sharing 
best practices, informing and educating the sector, and extending their collec-
tive impact in all directions. Along with local community members, particu-
larly those serving formally and informally as organizers and influencers, TLP 
graduates are creating a demand for the formalization of the social sector and 
demanding legitimacy and validation of their ability to organize, inform, and 
influence outside of a professionally structured education model. As a result 
of this shift, programs such as the TLP serve to address the need almost simul-
taneously with its being defined. The program itself is a proven contributor 
to local economic success, and the area of leadership development is a means 
to sustain it and the community at large.

TLP in Action: So-Said Charity Foundation

Having lived on the streets herself for 8 months, Concern Felicia Mat-
ins, CEO of So-Said Charity Home (“So-Said”), knows all too well that 
the opportunities her organization provides are life changing, and be-
lieves it can serve many more lives once members of her executive team 
also receive the TLP training. So-Said was founded in 2000 to rescue 
women and their children who are estranged from their families and living 
on the streets of Lagos, Nigeria. As the number of homeless steadily 
increase despite the city’s progress, So-Said provides refuge in the form 
of shelter, food, and supplies to improve the health of those removed 
from the street, and support until they are able to find employment and 
reestablish their lives. 
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As a participant in the first TLP at EDC, Concern Felicia claims 
that her participation in the TLP gave her credibility. Concern Felicia 
learned how to enforce division of labor to get results from her team 
instead of doing the work for them herself. Impressively, she cites nine 
instrumental funding and partnership opportunities, from organizations 
like Dangote, Nigerian Breweries, Talent Hunt, and Heroes of Charity 
that result from her participation in the TLP. Some of the new funders 
to whom she had written hadn’t responded prior to her participation 
in the program, but now recognized the value of her work. She attri-
butes this shift to the visioning process she underwent of So-Said’s iden-
tity and purpose, her strengthened ability to articulate this vision to her 
team, stakeholders and the public, and the relationships and network 
developed through the program. 
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Northern Tier Industry and Education 
Consortium
A Partnership for “First Chance” Programs

Pete Butler

I
n late 1992, when I was the site training and development manager at Procter 
& Gamble’s (P&G) Mehoopany, Pennsylvania, plant, I found out about a 
youth apprenticeship program that had been piloted in Williamsport, Penn-

sylvania, for the Pennsylvania Department of Education. Seeing the obvious 
workforce development potential, I made a business case to P&G manage-
ment for applying the program to the Northern Tier region and P&G’s Me-
hoopany plant, its largest worldwide facility with over 100 acres under one 
roof and over 3,000 employees. 

Prior to this time, the average hiring age at the Mehoopany plant was 30 
years old. Knowing that the plant invested about $100,000 per technician over 
their first 10 years of employment, earlier career starts (by hiring through an 
apprenticeship program) could add over 10 years to an employee’s career, re-
duce turnover by up to 30%, and save up to $30,000 per employee. Coupled with 
lower initial training costs (training wages vs full salary and benefits), the savings 
potential grew to almost $50,000 per employee hired through the program. This 
created some excitement and strong support to move forward with the pilot.

In early 1993, a meeting was convened with six area school superinten-
dents and representatives from several manufacturing companies to explore 
school-to-work (STW) funding. This group became the Northern Tier Indus-
try and Education Consortium (NTIEC). At that first meeting, companies 
made the case for schools working closely with employers to meet future work-
force needs. Richard Serfass, superintendent of Elk Lake Public Schools, clearly 
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a thought leader and senior member of the superintendents’ group, advocated 
for partnering with employers to benefit students and also help companies be 
more successful. The NTIEC decided to apply for a STW grant from the 
Commonwealth of Pennsylvania and moved forward with planning. 

The goal in the first year was to place 10 youth apprentices with Northern 
Tier manufacturers in the fall. This was accomplished, and then 30 apprentices 
were placed in year 2. In year 3, the program increased to over 60 apprentices. 
The NTIEC Youth Apprenticeship Program (YAP) continued to grow, with 
well over a hundred students placed each year thereafter.

Schools districts with good business sense quickly see the value of YAP. 
NTIEC charges $1,000 per apprentice for the first 10 students, $500 per ap-
prentice for the next five students, and then $250 for each additional appren-
tice. Thus, a district with 25 students in YAP would pay $15,000 per year. 
Additionally, the students benefit from work-based learning on state-of-the-
art equipment with mentors in their field while addressing real-world prob-
lems. In comparison, 25 students in traditional co-op programs would cost 
the district about $100,000 per year for teachers’ salaries and benefits. The 
cost for 25 vocational and technical students is even higher when you consider 
that districts need to provide building facilities, equipment, and instructors. 
In YAP, employers have stepped up to provide a paid, work-based learning 
experience while providing trainers, program coordinators, and mentors for 
each student at no cost to the districts. 

Career Education Programs

The NTIEC currently provides a number of career education programs with 
two educational coordinators who plan and deliver joint initiatives with em-
ployers and schools. Programs serve both students and educators (Exhibits 
14-1 and 14-2). Teachers and principals can earn in-service credit by spending 
a day in a workplace or attending a panel session at their schools. Both types 
of experiences allow educators to learn more about the expectations for entry 
into a variety of careers and what expectations are on a day-to-day basis. After 
completing the Educator in the Workplace program, many teachers redesign 
their curriculum to include more hands-on experiences that mimic activities 
in the workplace.

The NTIEC supports half a dozen youth programs. Although the for-
mats vary, the common objective of the youth programs is to place students 
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face-to-face with employers to discuss career opportunities and educational 
requirements for success. One example is the Vehicular Career Day, in which 
about 25 people who work with vehicles bring the vehicles and equipment to 
the school and set up stations in the parking lot. They include linemen, drill 
rig operators, grader operators, state policemen, home health care workers, 
and many more. Small cohorts of students rotate through the stations to meet 
the workers. The excitement of students is palpable as they get to meet these 
workers face-to-face and start to consider careers of which they had no prior 
knowledge. Although many of the youth programs last for a day or less, 
NTIEC also supports a youth apprenticeship program that can last up to 2 
years. In the 2012–2013 school year, NTIEC provided a variety of program 
opportunities for over 3,000 Northern Tier students to learn about a wide 
variety of local careers.

After 20 years, NTIEC is still developing new efforts. Based on recent 
interest by manufacturers in YAP, we are partnering with the Northeastern 
Pennsylvania Industrial Resource Center (NEPIRC) under contract to de-
velop and deliver YAPs for manufacturers. We are working on manufacturing 
career events that are designed to inform youngsters about local career oppor-
tunities in manufacturing. We are also partnering with NEPIRC’s executive 
director, Eric Esoda, on a grant to place experienced career coaches from the 
private sector in area schools. Their focus would be exclusively on careers, 
and on presenting a model for making informed career choices. 

The tremendous progress in career education would not have been pos
sible without the strong partnership with our Career and Technology Center 
(CTC). The Susquehanna County CTC’s director, Dr. Alice Davis, has been a 
tireless supporter and a board member since NTIEC was founded in 1993. By 

Exhibit 14-1.  Opportunities for educators.

Educators in the workplace
•	 Teachers and administrators use an in-service day to visit one business or several. 
•	 The formats include 1 day or a week-long program. 
•	 Teachers are eligible for continuing education credit.
Businesses in schools 
•	 Teachers and administrators spend an in-service day interactive workshop with local 

businesses. 
•	 Discussions center on workplace expectations and standards, education requirements, as well 

as the interviewing and hiring process.
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capitalizing on busing from the eight sending schools, the CTC has partnered 
with NTIEC on four or more career events per year. 

Finally, professional credentials and integrated school and workplace learn-
ing plans are long-term goals for the program, but we currently do not have 
resources to adequately address these opportunities. One promising effort 
currently underway with leadership from Bill desRosiers, community affairs 

Exhibit 14-2.  Programs for youths.

Careers in energy •	 Classroom presentations for 9th-grade students by 
representatives from regional energy companies, including 
natural gas, oil, nuclear, electric, solar, and wind. 

Careers in manufacturing •	 Over 25 area manufacturers have face-to-face discussions 
with high school students who rotate through in groups of 
about 10 to better understand careers and education 
pathways for success in this key sector of the economy. 

Health care career day •	 Over 25 health care specialists meet with high school 
students for small group discussions (similar to 
manufacturing).

Energy career day •	 Students in grades 10 to 12 meet with representatives 
from companies in the energy sector along with compa-
nies that support them. Usually 25 to 30 employers. 
Format is small group discussions.

Vehicular career day •	 Middle school students participate in a 1-day event with 
over 25 employers that depend on vehicles in their work. 

Career opportunities discussions •	 One-on-one or group discussions for high school students 
to help them explore career options, conducted by a career 
specialist. 

Safety City •	 One-hour program by Claverack Electric for 4th graders to 
learn about power distribution and electrical safety issues.

Rachel’s Challenge •	 Program to build positive school culture in elementary, 
middle, and high school and to promote appreciation of 
diversity.

•	 Discounts and financial assistance through NTIEC.
Health care career camp •	 One-week summer camp for 6th to 12th graders with 

tours of health care facilities and health care staff 
discussions. 

Youth apprenticeship •	 11th and 12th graders can participate in a 1- or 2-year 
internship, under the supervision of worksite mentor. 

•	 Students are eligible for course credit. 
•	 Businesses are eligible for a tax credit.
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coordinator for Cabot Oil and Gas, will provide a seamless pathway for young-
sters into the natural gas industry, which is booming in the Marcellus shale 
regions of Pennsylvania. It begins with early career awareness, job shadowing, 
college credits in high school, an associate’s degree program at Lackawanna 
College, and employment with Cabot or its affiliates. NTIEC and Cabot hope 
to see this model replicated for other sectors in the future. 

Youth Apprenticeship Program

As noted earlier, the NTIEC was created to support the YAP, which remains 
the consortium’s flagship program. Apprentices are placed with employers 
for 1 or 2 days per week. In most cases, one of the days is a normally sched-
uled school day and the second day may be on the weekend. Some students 
also participate in a summer YAP on a full-time basis. Apprenticeships can 
last up to 2 years in high school.

Typically, potential apprentices are identified by their high school’s guid-
ance counselors. The counselors send student information to the NTIEC’s 
educational coordinators. The NTIEC staff visits the schools to discuss op-
portunities with interested students. The coordinators work with employers 
to match students with available positions. YAP participants are high school 
juniors and seniors and even some college students who have been in the pro-
gram since high school. The program has participants from the entire aca-
demic spectrum: top-of-the-class college-bound students as well as students 
who plan to enter the workplace after high school. All seem to benefit from the 
work-based learning experience and find that their academic work has new 
relevance.

Apprentices are hired through each company’s normal hiring process, 
which can include interviews, employment tests, and drug tests. Students 
are helped with résumé writing and interviewing skills, and are schooled 
in  workplace ethics and norms prior to starting. At the beginning of the 
apprenticeship, NTIEC staff members work with employers to develop a 
training plan and periodically visit apprentices in the workplace to ensure a 
quality experience. 

Students want to participate in the YAP for a variety of reasons. It is not 
just great exposure to a career and possibly a direct pipeline to a full-time job; 
it is also a paying job. Students are paid at normal entry-level rates* per em-

* The one exception has been hospital internships, which are normally unpaid.
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ployer norms. In addition, most high schools allow students to earn one credit 
for participation, and employers grade the students’ workplace performance. 
NTIEC and employers provide framed certificates for successful completion 
of the YAP program. Exemplary performers are selected for added recogni-
tion, including certificates and monetary awards of $100. These student awards 
are presented during award ceremonies at the end of the school year. Still, the 
students seem to recognize that the greatest value is the opportunity to gain 
meaningful work experience in their field of interest, which will make their 
résumé stand out when they apply for jobs after graduation. 

Impact of NTIEC Programs

Since 1993, NTIEC has served nearly 29,000 youths. This includes 2,000 
youth apprentices, 12,000 students through the career education programs, 
and 15,000 through the Rachel’s Challenge program. The NTIEC’s business–
education partnership remains successful because of the benefits for youths, 
for businesses, and the community.

Benefits for YAP Participants

Marleen Butler, an NTIEC educational coordinator for 14 years, reports that 
YAP transforms high school students into mature young adults. There are 
many examples of students who were doing poorly in school, perhaps due to 
boredom, difficult family situations, peer pressure, and other personal chal-
lenges. The YAP’s combination of strong adult workplace mentoring, new 
and interesting situations, and a clear challenge allow students to take that first 
step toward a career. Butler believes that the transformation and growth in 
students is largely due to “total immersion” in the adult world. Students are 
challenged to accept responsibility and add value to the company, and most 
rise to the occasion. The change is obvious. It is heartwarming to hear parents’ 
comments after students have been in the program for a few months. They are 
astounded by the rapid growth and maturity of their sons and daughters. 

Parents also win as their children can start post-secondary education with 
a career focus. This translates into fewer false starts—and hopefully fewer tui-
tion bills—as compared with students who enter college without a focus and take 
additional courses as they try to decide on a major. Students who go directly 
into the workforce after high school are able to become self-supporting faster, 
and parents again benefit as their children avoid the “homing pigeon” trap. 
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Benefits for Employers

Why do employers continue to participate in the NTIEC career education 
programs, particularly making the investment in apprentices? For starters, 
companies get the pick of the crop for future employees. The youth appren-
ticeship creates a tremendous loyalty that, if students are hired into full-time 
positions, translates into reduced turnover. Employers save on initial training 
costs, and, when hiring for full-time positions, have a skilled individual from 
the outset. Reductions in costly quality or production losses can be a huge 
payoff for employers as well. While the NTIEC has no formal monitoring 
system in place, employers continue to participate and are eager to hire youths 
as apprentices and hire apprentices as full-time employees. 

Experiences of Individual Employers

Although many employers participate in the NTIEC, a few have made a deep 
investment in the YAP program. Two of these are Procter & Gamble and 
Tyler Memorial Hospital.

Procter & Gamble’s Mehoopany Plant. Melissa Mapes, the YAP leader at the 
P&G Mehoopany, Pennsylvania, plant, reports that the YAP is their preferred 
method of hiring, and they continue to host 10 and 20 apprentices per year. 
Prior to YAP, this P&G plant never hired 18- to 20-year-olds. The average 
age of a new employee was 30. To date, the Mehoopany plant employs over 
80 alumni of YAP, with career training and development savings of $4 million. 
Savings from higher starting skills are likely much higher (reduced equipment 
downtime, fewer quality control incidents, etc.).

Given these benefits, P&G’s Mehoopany plant manager has challenged 
the plant’s human resources staff to grow the program to accommodate more 
than 30 apprentices per year. The employees hired through YAP have proven 
to be the best new hires in the plant’s history, and have enjoyed accelerated 
skill development and promotions when compared to their non-YAP peers. 

Tyler Memorial Hospital. Tyler Memorial Hospital in Wyoming County, 
Pennsylvania, also found YAP is a great pipeline for registered nursing staff. 
After years of challenging recruiting efforts, Gayle Gipson, training and de-
velopment manager, concluded that skilled youths from the rural community 
of Wyoming County would be more inclined to live and work there than 
would potential employees from outside the area. The hospital worked with 
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NTIEC to place high school apprentices at the hospital. Many of these stu-
dents went on to earn degrees at local colleges, to earn their registered nurse 
licenses, and to return to work for Tyler. Tyler also supports the regional 
Health Care Career Day, with eight to ten professionals from a variety of 
specialties. Tyler Memorial Hospital’s revised recruiting strategy is a great ex-
ample of sustained partnering between educators and employers to solving a 
critical community employment need.

Benefits to the Community

Prior to the NTIEC’s career education programs, most of the best and bright-
est students left the Northern Tier after high school. It was hard for them to 
see any local opportunities. Since 1992, the perception of career opportunities 
within the region has improved. More and more young people are opting to 
stay. In addition to many fine smaller companies, global enterprises such as 
P&G, Cargill, Siemens, Chesapeake Energy, Cabot Oil and Gas, and Williams 
Pipeline are now better able to meet their workforce needs. After many years 
of poor economic prospects after the collapse of the coal industry, YAP has 
become a key contributor to an upward spiral of success for northeastern 
Pennsylvania. The NTIEC most recently has partnered with the rapidly de-
veloping natural gas industry in the region to help develop their future work-
force. Bill desRosiers, Cabot Oil and Gas Company’s community affairs 
manager, worked with NTIEC to develop and deliver a “Careers In Energy” 
program that has been successfully piloted with hundreds of area students. We 
are currently rolling out this program to several school districts. The program 
gives students first-hand exposure to professionals in the nuclear, electric util-
ities, solar, wind, and oil sectors, in addition to the natural gas sector. 

Sustaining the NTIEC’s Career Education Programs

The NTIEC has been around for 20 years. What makes the consortium suc-
cessful? What resources sustain the workforce development initiative? 

Factors That Contribute to Success

Determined, passionate, visionary leadership is needed to sustain local prog-
ress over time in spite of serious shortfalls in state and federal funding. There 
is little constancy of purpose at the state or federal level. Programs like school-
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to-work just start to get some traction and then are abandoned for the next 
new program. When state administrations change, so do priorities, and prom-
ising initiatives are dropped. Without perseverance by local leaders, most 
school-to-work transition programs are abandoned. NTIEC has been able to 
piece together modest local support from schools, employers, and founda-
tions over the years, with budgets that range from $150,000 to $200,000 per 
year to serve five Northern Tier counties with one full-time and three part-
time employees. NTIEC is extremely fortunate to have Don Abplanalp, a 
30-year veteran small business owner, who brings employers and schools to-
gether in our western counties, and Marleen Butler, a workforce development 
specialist, with over 25 years’ experience in work-based learning, who brings 
employers and schools together in our eastern counties. 

Over the years, NTIEC’s staff has come from all sectors and has included 
retired school superintendents, retired business executives, workforce devel-
opment specialists, and retired vocational educators. The staff members have 
a passion for the work and, because many of them are retired or near retire-
ment, they are not driven by financial needs. The critical abilities are driving 
results; connecting the dots for educators, business leaders, students, and par-
ents; building a positive image for the programs; and celebrating success at 
every opportunity.

Staff members bring their experience and passion to coordinating joint 
efforts between schools and employers in the NTIEC. This is not unique to 
the Northern Tier; wherever we see success with youth apprenticeships in 
Pennsylvania, there is an intermediary agency such as NTIEC coordinating 
the work of the partnership. NTIEC and other coordinating agencies can man-
age the logistics involved in recruiting youths into career education programs, 
matching student interests with employer needs, and monitoring the quality 
of the experience for apprentices and the quality of their effort. These part-
nerships are essential. Federal and state funders for schools should consider 
incentives to encourage stronger partnering with employers. Employer in-
vestments in career education programs help youths develop into responsible 
adults and reduce the financial burdens on public schools by leveraging com-
munity resources to help develop the skills of the next generation of workers. 
Career awareness and developing key workplace skills in a school setting is 
limited in effectiveness and costly. Work-based experiences not only work 
better, they can provide experience on state-of-the-art equipment without the 
need for schools to invest in vocational training centers.
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Challenges

School participation is most often supported by administrators who have ex-
perience in the private sector, in the military, in vocational education, or in 
agricultural programs. Educators who have spent their entire lives in schools, 
focused entirely on academic achievement, seldom see the value of work-based 
learning. NTIEC has had success winning over educators to the work-based 
learning approach through the Educator in the Workplace Program. Another 
valuable experience for educators is to get a tour of the workplace by their 
youth apprentices. Most are impressed by the depth of learning, the scope 
of job responsibilities, and the increased confidence displayed by the YAP 
participants.

Unfortunately, raising awareness and developing support for the program 
is an ongoing process. Turnover makes it important to continue career aware-
ness programs for educators. When school districts change superintendents, 
administrators, guidance staff, or other key supporters of an apprenticeship 
program, the programs are too often discontinued. The same is true when 
administrations change at the state or federal level. Organizational partner-
ships must expand relationships beyond individual leaders.

Raising awareness is a constant objective. One effective approach at P&G 
is the year end YAP celebration. Educators and parents attend the event and 
students share highlightsfrom their YAP experience and tour visitors through 
their work areas. Both students and mentors are recognized with framed cer-
tificates of appreciation from NTIEC. 

Resources to Sustain Programs

Financial needs have been the biggest challenge to sustainability. Over the 
years, work-based learning has become a key priority of the Pennsylvania 
Workforce Investment Board. This priority has resulted in regional career ed-
ucation partnerships (RCEPs) that were funded for several years with Work-
force Investment Act (WIA) discretionary funds. Due to recent reductions 
in discretionary fund percentages, the WIA funds have dried up. Private com-
panies such as P&G, Cargill, Cabot Oil and Gas, Chesapeake, People’s Bank, 
and Frontier Communications have been very generous with donations rang-
ing from $5,000 to $100,000. Local foundations such as the Taylor Family 
Foundation, Wyoming County Community Health Foundation, and others 
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have also helped with grants ranging up to $15,000. A strong and engaged board 
has been essential to NTIEC’s sustained success, with many of the members 
serving for 20 years. 

Having a board that understands the value of career education and ac-
tively supports it is key. A good example is Fred Robinson, who after retire-
ment from Osram Sylvania, volunteers to emcee the NTIEC’s Career Day 
events. Donna Porter, Mountain View High School’s guidance counselor, has 
placed 15 students in YAP, and Brian Zeidner of Claverack Electric has fre-
quently taught student workshops on careers in the electric utilities. Minturn 
Smith of P&G stepped in to fill the executive director role at NTIEC when an 
unexpected vacancy occurred. We were especially pleased when Mark Car-
penter, one of NTIEC’s first youth apprentices, joined the board and more 
recently accepted the role of board chair. He is living proof that the YAP ex-
perience changes lives in a positive way. After his successful YAP stint at 
P&G, Carpenter went on to earn an MBA and is the chief financial officer of 
Sire Power Select, an international company based in northeast Pennsylvania. 
He acknowledges that YAP was key to his fulfilling his true potential and 
making solid career choices. 

Conclusion: The Need for “First Chance” Policies

Why do we need youth apprenticeships? There are many wrong turns that 
today’s youngsters can take, resulting in dropping out of school, drug abuse, 
incarceration, or just wasting several years before finding a career path. After 
working with YAP for 20 years, I am persuaded that responsible adult men-
tors in the workplace and the pride that honest work instills are an important 
way to reverse these trends. We need “first chance” programs like YAP to 
replace the costly “second chance” programs like remedial education, drug 
rehab, welfare, and incarceration.

Unfortunately, neither Pennsylvania nor the nation has effective “first 
chance” workforce development policies. WIA funds (some $170 million per 
year for Pennsylvania) are restricted to programs for people with barriers to 
employment. While providing second chances is a noble cause, we may get a 
much better return on our tax dollars by leveraging effective career awareness 
and workplace skill development programs to counter the apathy and luke-
warm attitudes that many students have toward public education as it is cur-
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rently delivered. It makes sense to help the vast middle group of students (our 
future workforce) who have not thought about possible careers or about how 
to prepare for them. Should we choose to invest in this effort, the return on 
investment will far outstrip the cost. 

The estimated cost for nationwide investment in “first chance” workforce 
development programs like Pennsylvania’s RCEP model is $250 million/year, 
or about $5 million per state per year. First- and second-year funding of 
$100 million and $150 million would support a reasonable ramping up to full 
capacity. If new money is not available, policy changes could allow more flex-
ibility for current WIA funds by elimination of restrictions. For example, al-
though Pennsylvania receives about $170 million in WIA funding, currently 
only 5% of that funding is not promised to specific “second-chance” pro-
grams. If even 10% to 20% of the funding was unrestricted, it would enable 
the Commonwealth to serve thousands of students with youth apprenticeship 
programs and millions with enhanced career education programs. I would 
also recommend that federal and state funding for education partially depend 
on schools partnering with employers to implement these programs. 

Based on my 20 years of experience with work-based learning, I am per-
suaded that every dollar invested in intermediaries brings an additional 10 dol-
lars or more to the table from employers. This includes wages for workplace 
mentors and trainers, student wages, equipment and supplies, and cash dona-
tions. In a resource-starved education system, this brings new resources to 
help educate our next generation. 

“First chance” programs would eventually reduce the need for “second 
chance” programs, which are very costly. Savings accrue to both society and 
individuals by preventing false starts in college, reducing unemployment, 
reducing juvenile justice costs, as well as preventing youths from dropping 
out of school or otherwise losing their way. I know from first-hand experience 
that NTIEC youth apprentices, with the help of their workplace mentors, are 
quickly transformed into responsible, focused young adults with goals for 
career success and the knowledge to get there. They grow up to become con-
tributing members of society. Developing such programs nationwide is criti-
cal to our future. It will require joint leadership from government, education, 
and the private sector. Most important, success will depend on local inter-
mediaries with funding not just for a single year but secure, multi-year sup-
port to provide the “boots on the ground” needed to get the job done. The 
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effort is akin to gardening; it requires constant, sustained focus over time to 
get the desired results. Historically, gaps in funding have hurt students and 
raised skepticism from both employers and educators.

We know how to establish youth apprenticeships, we know they benefit 
students, and we know they meet employers needs for a skilled workforce. 
We know it is less costly to do it right the first time. We simply need the will 
to do it!
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Jobs for the Future
Adapting European Vocational Education 
Models for American Youth 

Nancy Hoffman

T
he best European vocational education systems have a set of character-
istics that, taken together, are not matched anywhere in the United 
States. The systems have special youth policies; they see the younger 

generations as important to support, protect, and engage with as an invest-
ment in future prosperity. And in partnership with employers and unions, 
they educate 40% to 75% of their young people in vocational education and 
training (VET) systems that link education and labor market needs and in-
clude substantial learning in the workplace. 

The following key factors make a VET system strong: 

•	 The system is formed through public/private partnerships with the state, 
local education authorities, schools, employers, and labor unions. 

•	 Employers have a major role, usually codified in a legal framework, in 
defining the qualifications required for clusters of occupations in their 
sectors of the economy. 

•	 With support from organizations representing their occupational sector, 
employers take responsibility for building the curriculum and developing 
and carrying out assessments. 

•	 With employer participation, a government education agency, usually at 
the national level, is responsible for standardization of the system and for 
quality control and improvement. 

With this system in place, employers open their enterprises to young people, 
usually starting at around age 16. 
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Among European systems, the most familiar to Americans are what are 
called “dual” or “apprenticeship” systems, the classic structure in which stu-
dents spend 3 days a week at work or in a training organization and 2 days in 
school. (“Dual” refers to learning at school and at a workplace.) In such sys-
tems, the workplace, not the school, is the center of the students’ learning 
environment. They progress from full-time school through about age 15, to a 
mix of work and school in the vocational system in the course of attaining 
a qualification through about age 19, to full-time work in the labor market. 
These “alternance” arrangements generally last 3 to 4 years as the young per-
son attains skills, knowledge, competencies, and, in some cases, training as a 
manager in the chosen field. In a number of systems, a vocational qualification 
also makes a student eligible to enter a technical higher education institution 
or, with some extra preparation, a university. 

The Need for Multiple Postsecondary Routes

There is much to admire in these systems. In 2011, the Harvard Graduate 
School of Education released Pathways to Prosperity: Meeting the Challenge 
of Preparing Young Americans for the 21st Century.1 The report argued that 
our current education system was too narrowly focused on the goal of prepar-
ing all young people to pursue a 4-year college or university degree, whereas 
other postsecondary routes to careers might far better suit significant num-
bers of students. 

As only one young person in three obtained a 4-year degree by age 25, 
and roughly 30% of the job openings projected over the next decade required 
some education beyond high school but not necessarily a 4-year degree, the 
report’s authors called for much more attention to building career pathways 
in high-growth, high-demand occupational fields that spanned high school 
and community or technical college preparation and could provide young 
people with skills and credentials valued in the labor market. The vision the 
report laid out was influenced in specific ways by the best European VET 
systems. This chapter briefly explores elements of the European VET systems 
that might be adapted for the United States, as well as those are too incongru-
ous with U.S. education policy to be workable here. But first an update on the 
response to the Pathways report.

Given the high costs of college, and the attention given to the mismatch 
between the skills employers seek and those that job applicants have, the re-
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port struck a cord with policymakers and with those who are concerned about 
the future of young people. Consequently, in 2012 the Harvard Graduate 
School of Education and Jobs for the Future, a Boston-based nonprofit group 
focused on creating educational and economic opportunity for low-income 
youths and adults, decided to invite eight states—California, Georgia, Illinois, 
Massachusetts, Missouri, New York, Ohio, and Tennessee—to join them in 
creating the Pathways to Prosperity Network. 

The Pathways to Prosperity Network

The Pathways to Prosperity Network creates career pathways for students in 
what is known as grades 9 to 14 (discussed below). Two more states, Arizona 
and Delaware, joined the network in June 2014. 

We are attempting to build a stronger career education system in the 
United States, one that is more responsive to the needs of the labor market. 
Along with the states in the Pathways Network, the federal government, 
some philanthropies and corporate foundations, and nonprofit organizations 
and states beyond the network are engaged in this work. In fact, it may not 
be premature to say that a movement is in the making to rethink the role of 
career preparation in the high school curriculum. (For an update on the work 
thus far, see “The Pathways to Prosperity State Network: A Progress Report, 
2012–2014.”2) 

But, most readers would say, the United States has career and technical 
education (CTE) in every state. Doesn’t the Perkins Act support it, and don’t 
states put their own dollars into high school and postsecondary programs to 
prepare young people for careers? Don’t we have vocational schools and pro-
grams? The answer, is “Yes, but. . . .” Most CTE programs have the following 
shortcomings: For most of its history, CTE was seen as the option for weaker 
students who either did not want, or did not have the preparation, to go on 
to postsecondary education, rather than as an opportunity for a wide range of 
students to choose an applied learning approach. For this reason, the reputa-
tion of vocational education suffered.

In addition, vocational education became a target of the civil rights com-
munity because many students of color and low-income students were tracked 
into vocational schools and programs. The message to these students from 
counselors and teachers was, “You’re not college material,” which removed 
students’ freedom to choose to attend a 2- or 4-year college.
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Finally, the data showing that the United States has middling achievement 
results for 15-year-olds in the international comparison known as PISA (Pro-
gramme for International Student Assessment3) have served to focus education 
policymakers, teachers, and school leaders on raising academic achievement 
levels to the exclusion of career preparation. Thus, many comprehensive high 
schools ended their career preparation curriculum and stopped integrating 
CTE and academics. Ironically, by focusing so heavily on mathematics and 
literacy to the neglect of their application in the real world of careers, educa-
tors have failed to demonstrate to the majority of students the utility of what 
they are learning in school. 

The Pathways to Prosperity Network is organized around a simple frame-
work, the foundation of which is a grades 9 to 14 career pathway—a career 
academy or comprehensive program of study that spans high school and 2 years 
of community college and includes all requirements for completion of a high 
school diploma and a post-secondary credential with currency in the regional 
labor market. Other levers in the framework include the following:

•	 Career Guidance: an early and sustained career-information and advising 
system to help students and families make informed choices about educa-
tional career paths

•	 Employer Engagement: employers committed to providing learning op-
portunities at the workplace and supporting the transition of young peo-
ple into the labor market

•	 Intermediaries: local or regional intermediary organizations to provide 
the infrastructure, coordination, and support for the development of such 
pathways

•	 State Leadership and Policy: to support, scale, and sustain career pathways

Behind these levers and in the approach we are taking to implementation 
are lessons adapted from European vocational education. The attitude toward 
European vocational education adopted in the Pathways Network is best ex-
pressed by a thoughtfully worded few sentences from Henry Levin of Teach-
ers College, Columbia University: “Careful comparative work raises new 
possibilities for any country to think about and also allows us to see our own 
taken-for-granted practices with new eyes. It tells us that there are other ways 
to get to a goal and broadens our thinking about what these might be.” None-
theless, at every turn, when we note that VET works well abroad, and that the 
United States would do well to consider it, we have had to counter the stan-
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dard U.S. responses to the program: “They track 12-year-olds,” and “U.S. 
employers would never engage in such a program.” The first of these state-
ments was true a decade ago, but not today. The second is the major challenge 
of the Pathways Network.

The most persuasive arguments that VET “works” outside of the United 
States is in the finding that VET produces very high rates of upper secondary 
completion (schooling to around age 19), and that almost all participants make 
smooth transitions into the labor market after completing upper secondary 
school. Countries with strong VET systems have upper secondary comple-
tion rates that top 90%.4 (Upper secondary is actually a benchmark closer to 
the completion of a high school diploma and a career certification or a CTE 
degree from a community college.) The rate of U.S. high school completion— 
a lesser standard—is about 80%, depending on how and over what length of 
time statistics are compiled. Serving the majority of 16- to 19-year-olds, VET 
also results in very low youth unemployment rates—below 10% in strong 
VET countries, and even below 5% in Switzerland and the Netherlands .5 
These low rates rose only slightly during the economic crisis of 2008, while in 
the United States teens face the most challenging labor market since World 
War II, with youth unemployment hovering around 20%. It is the lowest in-
come teens who have the greatest difficulty in attaining strong career education, 
opportunities for internships and apprenticeships, and access to well-paying 
jobs with career ladders.

Adapting Aspects of the European System

The Pathways design has been influenced by and has attempted to adapt for 
the United States such aspects of the European system as governance, creden-
tialing, work experience for young people, intermediaries, and employer en-
gagement. In part, we cannot aspire to do what strong European VET systems 
do because the United States is, at the same time, both one country and 50 
separate states that have considerable leeway because of the weak federal role 
in education. We can, however, work in individual states to adapt the laws, reg-
ulations, and ways of doing business to better serve the needs of young peo-
ple. But today, while some states are making progress, there isn’t a state in the 
union that has the makings of a scaled dual system, and one is not likely to 
emerge. A model of career education that utilizes some elements of the dual sys-
tem but that is suited to the United States is very much a work in progress.
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The key aspects of the strong European VET systems that are least likely 
to be adapted in the United States are the multipartite governance systems 
that encode in legal agreements among governments, employers, unions, and 
other social partners the joint responsibilities required to educate young peo-
ple for careers and civic life, and the systems of standardized qualifications that 
specify the competencies (skills, knowledge, and behaviors) that are required 
for almost all occupations. 

In regard to governance arrangements, VET systems have legal coopera-
tive agreements that spell out the roles and responsibilities for each partner, 
including how the curriculum is designed, how assessments are carried out, 
how various aspects of the system are funded, what the requirements are for 
training vocational teachers and trainers (those who work inside companies), 
and, very important, what mechanisms exist for keeping up with labor market 
trends so as to manage apprenticeship openings and opportunities. Under 
these legal arrangements, a critical role of the public sector is to ensure that 
the education provided is broad enough to produce well-rounded citizens and 
workers who can move between companies and roles within broadly defined 
occupations. While the United States has many public–private partnerships 
that address specific workforce needs and serve in advisory capacities, such 
as workforce investment boards, P-16 (preschool through college) councils, 
chambers of commerce, and nonprofits, they are not formally engaged in de-
signing and running the education and training system. 

Qualifications are a different matter. The international Organisation for 
Economic Co-operation and Development (OECD), based in Paris, defines 
a qualification system as “all aspects of a country’s activity resulting in the 
recognition of learning.” Most European countries and the European Union 
itself proceed under the assumption that almost all occupations are regulated, 
and that the key knowledge, skills, and competencies required to attain a 
specific qualification are codified. Qualifications are multidimensional, mar-
rying systematic and contingent knowledge about a broad field of endeavor 
with the social and personal qualities that are entailed in performing a specific 
occupation. Depending on the country, qualifications vary in specificity and 
emphasis, covering a spectrum from specific skills, to work processes, to hab-
its of mind suited to an occupation. For example, attitudes are an official ele-
ment in the Netherlands’ qualifications systems, while Australian qualifications 
are more focused on the content of a work role as broken down into compo-
nent parts.
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In countries with qualifications systems, students know from the outset 
that if they attain a qualification for doing web design or early childhood 
education or landscaping, potential employers know exactly what learning 
experiences they bring to the job. For example, in the Netherlands, 700 occu-
pations have standardized qualifications. In France, there is no standardized 
qualification for becoming a music therapist, so the occupation does not exist. 
Such systems structure the outcomes of vocational education and are also the 
underpinnings of countries’ policies to promote a lifelong learning credential 
for those learning “anytime/anywhere.” The European Union is harmonizing 
member country vocational qualification systems under a framework that will 
make credentials more easily transferable within the Union, and will align 
vocational qualifications with those of “academic” higher education in accor-
dance with the Bologna Process, the work accomplished over the last several 
years to make divergent systems of higher education comparable. 

Anyone familiar with the dizzying array of certificates, certifications, li-
censes, and other kinds of credentials awarded in the United States will know 
that even among occupations that do have standardized credentials, in many 
cases, chaos reigns. Some credentials are transferable, portable, and highly re-
spected, while others mean almost nothing except to the holder and perhaps 
to the institution that got paid for awarding it. And while standardized cre-
dentials exist in fields such as information technology (e.g., Cisco and Comp-
TIA [Computing Technology Industry Association] certifications), nursing, 
and dental hygiene (licensure), some states regulate hair braiding and nail pol-
ishing while others leave credentialing to private groups, and large swaths of 
the economy in most states have no qualifications other than those an em-
ployer lists in a job vacancy posting. While there are organizations working to 
simplify and extend the credentialing system, this is not a task Pathways can 
handle.

So what is Pathways able to adapt? There are two key characteristics of 
European VET systems that deeply influence our work—the provision of a 
mix of school and work for 16- to 19-year-olds that initiates them into the 
adult world and challenges them to take on real-world responsibilities; and 
the support for intermediary organizations to link employers and educational 
institutions. 

The Netherlands, for example, offers young people the choice between 
two attractive VET options—school-based and company-based—that both pro-
vide substantial work-based learning (up to 60% in school-based programs 
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and 80% in an apprenticeship). VET schools, which resemble community col-
leges in size and atmosphere, host their own enterprises, and young people can 
be seen in these institutions carrying out normal functions of the enterprises 
in which they have selected to train. Apprentices’ wages are negotiated in 
collective agreements and are at least equivalent to the minimum wage, so that 
young people are essentially recompensed during their later teenage years. 

A second attractive characteristic of the Dutch VET is that programs have 
varying lengths, with a popular vocational training option taking 4 years. This 
pathway prepares young people for middle management positions in their 
specific occupation or career area. The predominant company-based pro-
grams train in technology fields, while VET schools have a wider variety of 
options. Both approaches come under the same administrative framework, 
and, in both cases, schools are responsible for linking the curriculum with 
practical training in workplaces. Those with qualifications obtained via the 
dual pathway find work sooner because they have more practical experience 
and because most already have jobs since they generally stay on in their host 
companies.6 

Seeing young people at work in a variety of settings—factories, banks, 
insurance agencies, automotive shops, and bakeries—convinced the Pathways 
framework designers that choosing a first career area at age 15 is a positive 
step, not a limiting one. Trainers and teachers in Europe have the attitude that 
people change careers, of course, and that once a plumber or a web designer 
does not mean always a plumber or a web designer. The goal is to give each 
young person enough work experience to launch them into productive adult-
hood, to open the door to post-secondary education, and to ensure that they 
become lifelong learners. Given the dearth of opportunities youths have in the 
United States today to get any work experience at all, and the great toll this 
takes on our lowest income youths, we are convinced that schools and em-
ployers must work together to provide employment opportunities, and that 
early career advising is an urgent need in most school systems. In Austria, 
Germany, the Netherlands, Switzerland, and several of the Nordic countries, 
VET is the main supplier of well-trained workers for the labor market. Called 
the “foundation” or “backbone” of the economy and society, vocational train-
ing is provided in the Netherlands for about 40% of all workers at least through 
the upper secondary level, and currently about 68% of young people choose 
vocational education over the academic route.7 One can hardly call this a track-
ing system when it is the mainstream choice that offers an array of post-VET 
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options for attaining further degrees and credentials; students compete for 
sought-after placements. While VET still does not have the status and prestige 
of the academic pathway to university in even the highest performing sys-
tems, one comes away from visiting VET schools and workplaces convinced 
that we are asking far too little of many teenagers who would thrive and pro-
duce if given adult work responsibilities, adult guidance, and a paycheck.

The Role of Intermediary Organizations

Intermediary organizations are a much more complicated matter. They are the 
hidden engines of European VET systems. Whether organized by sector asso-
ciation (construction, communications, commercial banking, transportation, 
social services) or by region, intermediaries work between educational institu-
tions and employers to make it possible for employers to induct young people 
into the world of work and to ensure that training is sufficiently broad. Sup-
ported by a mix of public and private funds, intermediaries represent employer 
groups in creating qualifications, assessments, and curricula in partnership 
with education authorities. Many carry out aspects of training, such as pro-
viding orientation for apprentices or running short courses of interest to mul-
tiple employers in a sector. In some systems, they may execute contracts with 
trainees or apprentices and even hire them and send them out to companies. 
Such organizations are also part of a tiered governance or steering system 
sending representatives of their sector to sit on national skills councils or to 
negotiate with labor unions.

The Pathways framework requires the establishment of intermediary or-
ganizations to link employers and educational institutions with the primary 
purpose of aggregating and making available work experience opportunities 
for students. Intermediaries are needed in a variety of forms, since schools and 
community colleges cannot be expected to aggregate work-based learning ex-
periences at the scale needed, nor can single employers, especially small and 
medium-sized companies, do the legwork and provide the training needed to 
set up productive internships and apprenticeships. And while schools and 
community colleges generally embrace and call for more work-based learning 
opportunities for their students, little information is available about the em-
ployer supply side of work-based learning opportunities. Intermediaries can 
collect such data and provide the match between supply and demand. Among 
the regions in the eight states in the current Pathways State Network, several 
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are developing intermediaries building on the model used at the Boston Pri-
vate Industry Council (PIC), which for over three decades has been connect-
ing young people with employers in large numbers. The City of Boston places 
around 9,000 young people in summer jobs, with the PIC handling all the 
private employer placements. But such organizations are rare in the United 
States. The PIC is a workforce investment board, but chambers of commerce, 
community foundations, and new built-for-purpose organizations are per-
forming intermediary functions, and interest in these organizations is growing. 

Finally, while the Pathways work can move forward in states lacking a 
qualifications system and tripartite governance, the value proposition and 
design of the Pathways to Prosperity Network rest on engaging employers 
in taking young people into their workplaces in substantive and sustainable 
ways. This is the sine qua non of the Pathways design, and the jury is out 
about whether private companies in the United States along with public and 
nonprofit employers can be convinced that commitment to creating a youth 
talent pipeline is in their best interest and critical to mending the fraying social 
fabric in the United States today. At this writing, we can name a few bright 
spots on the horizon, but nothing that would convince us that employers are 
yet willing to engage in partnerships like those between European companies 
and the education ministries. Too many regions lack the intermediary organi-
zations that play an important role in engaging employers.

Bright Spots in the United States

Among the bright spots are career academies, early college high schools that 
integrate career credentials, and modernized vocational schools. Many of these 
have business partners and advisors who provide some work-based learning, 
but nothing of the scale or as systemic as the European VET. In 2012, IBM 
took the initiative to establish Pathways in Technology Early College High 
School, a grades 9 to 14 school set up in partnership with the City University 
of New York and the New York City Department of Education. Similar 
models sponsored by companies or with substantial employer engagement 
are springing up in other settings. SAP, the German business solutions com-
pany, is opening several schools, as are other companies in New York City. 
New York State has funded 16 regions to adapt the pathways in technology 
(PTECH) model. And both the U.S. Department of Labor and the State of 
California have made substantial investments ($100 million for Youth Career 
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Connect and $500 million for California Pathways Trust, respectively) to build 
regional career pathways.

Also promising is the growing visibility in the United States of European 
companies seeking workers for their enterprises in the United States. Since 
a good number come from countries with strong VET systems to set up pro-
duction in the United States, they search for and are surprised not to find the 
pipeline of well-trained workers familiar to them from their home countries. 
Thus, a number of these companies are working with community colleges 
to adapt apprenticeship models suited to the United States. Georgia, North 
and South Carolina, Tennessee, and Wisconsin all have growing youth ap-
prenticeship opportunities, and other states have long had small-scale pro-
grams as well. Finally, if there is any silver lining to the fiscal crisis that has 
brought hardship to so many American families, it is that a much wider seg-
ment of the population now understands the need to promote technical skills 
development among youths, and with that, the opportunity for applied learn-
ing. Hence, we are hopeful that new models will emerge and that some of the 
stigma of vocational education will evaporate as young people graduate from 
21st century pathways with work experience and a smooth transition into the 
labor market.

Conclusion

The Pathways to Prosperity State Network is influenced by the following 
factors:

•	 The clarity of choices for 15-year-olds: either the applied or the theoreti-
cal pathway or what the United States would call either CTE or academic 
high school

•	 The salutary impact of providing teenagers with a mix of school and work
•	 The absolute requirement that CTE or VET systems cannot be successful 

without strong intermediaries to link employers and education institutions
•	 The necessity for employers to build a “talent pipeline” of young profes-

sionals (as apprentices are called in Switzerland)

While many educators still believe that European systems track 12- to 14-year-
olds into jobs from which they cannot escape, the reality is far different. First, 
in a number of countries, VET is the option for the majority. Second, and very 
important, good systems keep skills development broad enough so that students 

http://www.amanet.org


194	 Coordinating Agencies 

American Management Association • www.amanet.org

don’t end up “owned” by the enterprise that trains them. Third, employers 
are deeply proud of the young people they train, and are pleased with their 
contributions. And most important, in the best systems, what we see is that 
16- to 19-year-olds flourish and mature in vocational education with the sup-
port of teachers, trainers, and their company coworkers. 
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Swiss Federal Office for Professional 
Education and Technology
Advanced Diploma Examinations for 
Professional Credentialing

Ursula Renold

L
ifelong learning is one of the most important challenges of the 21st cen-
tury due to several societal and economic changes, such as an aging pop-
ulation, ongoing globalization, and rapid technological changes. It is no 

longer possible to enter into the labor market and to stay there without regu-
larly continuing one’s education. However, simultaneously continuing or fur-
thering one’s education while earning a livelihood is not easy for most of the 
population to do. At different ages, learners have different needs for educa-
tional content and form. Moreover, the education system should take better 
account prior learning. Improving education and workforce development 
across the life span requires a flexible program that is closely linked to the 
needs of the labor market. 

Background

The professional education and training (PET) program presented in this 
chapter has a long standing tradition in Switzerland. It started in 1933, with 
the federal advanced PET diploma and was expanded in 1963 to include the 
federal PET diploma. Until 2004, these diplomas were considered industry-
driven credentials and not tertiary (post-secondary) education programs. PET 
is an example of how the responsibilities of lifelong learning and training can 
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be shared among the learners, the organizations that provide the education and 
training, and the businesses or governmental bodies, as stated in the preface to 
this book. 

The federal PET examinations are an integral component of the Swiss 
education system, leading to the two diplomas cited above. The federal PET 
diploma is normally a prerequisite and admission condition to enter into the 
upper levels of education. The advanced PET diploma is considered the high-
est degree in the occupational field. In some programs, a Ph.D. may be con-
sidered an admission prerequisite.

When the federal advanced PET diploma was enacted in the first Voca-
tional Education and Training Act in 1933, it was considered to be a purely 
professional developmental program and not a formal degree of tertiary edu-
cation. The second type of program, the federal PET diploma, was enacted in 
the second federal Vocational Education and Training (VET) Act in 1963. Sys-
temically, both educational levels were upgraded with the fourth Vocational 
and Professional Education (VPET) Act in 2004 by integrating these programs 
into the tertiary education level. They included not only commercial and in-
dustrial work and educational areas but also the employment fields of health, 
social work, art, agriculture, and forestry.1 The structure of the Swiss educa-
tion system and the embedded national PET exams discussed in this chapter 
is shown in Exhibit 16-1.

Program Description

The national PET examinations are the core of the career preparation system 
in Switzerland. They assess the competencies required in the labor market 
because they are closely linked with the professional organizations of an oc-
cupational field. Switzerland currently has approximately 800 such programs, 
which are implemented nationwide. These programs cover the entire spectrum 
of occupational functions in the Swiss economy, including corporate auditor, 
information technology specialist, master electrician, sales manager, financial 
analyst, police officer, head of production, human resources specialist, site 
manager (structural engineer), and marketing manager. 

The program is open to a variety of target audiences and uses different 
training forms depending on the prerequisites and time constraints of the 
learner. These features make this program very attractive to a broad target 
audience of different age groups during the entire working life. The average 
age of candidates is 32 years at the federal PET diploma level and 35.2 years at 
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the advanced federal PET diploma level.2 All of the candidates must have sev-
eral years of professional experience. A study has found that, on average, 8 to 
9 years have passed since the acquisition of the candidates’ previous educa-
tional qualification or degree.3 Most candidates aspire to earn a PET diploma 
in order to be promoted in their company.

The professional organizations take the lead in determining the guiding 
the principles and content of the exams. They determine the competency re-
quirements, draft the examination rules, and administer the yearly examina-
tions. Other partners involved include the federal administration, which 
approves and supervises the examinations. The federal administration also 
acts if the examination results are contested. Public and private education in-
stitutions offer individual preparation courses according to the specific needs 
of the candidates. However, these courses are not regulated. The vast majority 

Exhibit 16-1.  The Swiss education system.

Source: Swiss Federal Office for Professional Education and Technology, 2012, p. 6.
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of candidates who prepare for and take the examinations are already employed 
either part-time or full-time. In most cases, their company covers part of the 
cost of the preparation courses,4 because most companies want their employ-
ees to develop the necessary professional skills and to meet the qualification 
standards of the professional association.

Program Design

Formally, the program entails a federally regulated examination with clear 
qualification standards, exam criteria, and detailed regulatory admission con-
ditions. The guiding principle, objectives, and examination requirements are 
established by the professional association and are approved by the federal 
government. Uniquely, the exam assesses the tasks that professionals are 
called on to perform typical working situations. This ensures the employabil-
ity of the candidates. The approach is comparable to the so-called problem-
based learning method, where the problems come from the real world of work.5 
This ensures the learning transfer from theory to practice. The exam is written 
by representatives of the companies who have expertise in the professional 
field assessed by the exam. 

One of the main advantages of this program is the individualized educa-
tional path that each candidate takes to prepare for the examination. Although 
the tests for all candidates are the same nationwide, the preparatory courses 
can vary greatly, depending on the candidate’s prior learning. Attendance in 
the preparatory courses is voluntary. 

Four pathways to the federal PET diploma are shown in Exhibit 16-2. 
This exhibit shows the permeability of the Swiss education system. Higher 
education, continuing education, retraining, the upgrading of skills, and qual-
ification throughout one’s entire life are possible. For example, workers can 
start by taking two or three courses to retool their skills. Then they realize 
they can earn a formal degree if they take more courses in areas in which they 
lack knowledge, and thus they decide to prepare for one of the regulated 
examinations. Because of the individualized education paths, the length and 
method of training is highly variable, depending on how many preparatory 
courses candidates need and on how much time they have available to prepare. 
The education system is flexible to meet the different needs of the workforce. 
This program enables permeability between the academic and vocational or 
professional education pathways. 
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Program Outcomes and Effects

Expectations for program outcomes and effects are diverse. Employers expect 
that the program will provide well-qualified professionals to improve the pro-
ductivity and innovation performance of their company in the new economy. 
Candidates wish to develop their career, to pursue their passions, to take on 
more responsibility at work, and perhaps to earn a higher salary. The program 
fulfills these expectations. 

Number of Individuals Served

It is difficult to determine how many people are currently enrolled in the pre-
paratory courses, because enrollment is voluntary. But there are a large number 

Exhibit 16-2.  Different pathways (A–D) to the advanced federal PET diploma in human 
resources management.

Practical experience means how much years people have worked in different jobs before they take the federal examination. 
For example, they may have worked 2 years in business administration as an allrounder or 4 years in an HR department. 
Recognized practical experience means how many years a person has in the occupational field in which he or she would like 
to complete the federal examinations. The latter is an admission requirement for review. The professional organization that 
carried out the examination decides if that work experience is counted for admission to the examination. For example, if a 
person does an Adv. Fed. Diploma in HR Management, he or she has to prove (e.g. submitting employment references) that 
he or she has worked in HR departments of companies for at least 4 years as a deputy manager or in an equivalent leading 
position.

Source: Swiss Federal Office for Professional Education and Technology, 2012, p. 11.
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of examinations that the professional organizations administer. Exhibit 16-3 
lists the number of diplomas awarded each year, which raises the question of 
how these numbers compare to other qualifications at the tertiary level. The 
number of educational degrees at tertiary level B is comparable. In addition to 
the federal examinations, the degrees are quantified at the tertiary level as 
bachelor’s, master’s, and Ph.D.s at universities; bachelor’s and master’s at the 
University of Applied Sciences and at teachers’ universities; and the PET col-
lege degree. The total number of degrees at the tertiary level was 69,968 in the 
2012 cohort.6 Approximately one of every four candidates took the national 
PET examination. 

There are about 800 different federal examinations. Exhibit 16-4 lists the 
20 most frequently completed PET exams in 2012; a total of 7,901 exams were 
taken. These 20 professions covered approximately 59% of all of the federal 
PET diploma examinations. On the advanced federal PET diploma level, among 
the top 20 professions, 1,937 exams were taken (Exhibit 16-5). The 20 most 
common professions covered approximately 69% of all degrees.7

Enrollment/Completion Ratio

The individualized preparation process for this program make it difficult to 
obtain detailed information about the candidates. But a nonrepresentative re-
search study in 2009 provided the average exam rates of the two programs for 
2006–2007 (Exhibit 16-6).

Thus, the average graduation rate from the preparatory programs was 
85%, the success rate on the exam was 87%, and the registration rate was 96%. 
This means that 96 out of 100 students on average registered for the exam. Of 
these 96 students, 87% were successful, which results in an overall completion 
rate of 85%. Conversely, 13% of the candidates failed. The reasons for failure 
were diverse. In 25% of all cases, the lack of skills of the candidates was re-

Exhibit 16-3.  Number of diplomas awarded in the federal PET program.

2000 2005 2009 2010 2011 2012

Advanced federal PET diploma   3,232   3,195   2,656   3,160   2,969   2,815
Federal PET diploma   8,082 11,368 12,196 13,144 13,141 13,582
Total 11,314 14,563 14,852 16,304 16,110 16,397

Source: Swiss Federal Statistical Office, 2013.
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sponsible for the failure. In other cases, excessive time demands at work in-
terfered with preparing for the exams, or the preparation courses did not 
sufficiently match the design of the exam.8 These candidates needed either 
more preparation time or better preparation guidance.

Return on Investment Metrics

Because the program is well established, there are several metrics and newly 
gathered research results available. One study focused on two metrics: impact 
on salary and return on education. According to the study, the average gross 
monthly income of the successful candidates considerably increased, and the 
candidates were given more responsibility.9 The program helps candidates ful-
fill their aspirations and find the next step on their career path.

Exhibit 16-4.  The 20 most common professions in the federal PET diploma examinations in 
2012.

Source: Swiss Federal Statistical Office, 2013.
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Exhibit 16-6.  Average exam rates of the federal PET diploma, 2006–2007.

Degree Career Goal Exam Rates 

Graduation 
Rate

Success 
Rate

Registration 
Rate

Federal PET diploma Economy 74% 78%   95%
Technology 80% 84%   90%
Education 98% 99% 100%

Federal and advanced 
federal PET diploma

Agriculture 71% 85%   82%

Advanced federal PET 
diploma

Economy, technology, 
education

74% 76%   98%

Total 85% 87%   96%

Source: Büro für arbeits-und sozialpolitische Studien (BASS) (Centre for Labor and Social Policy Studies. This is private 
research institution. The study was made on behalf of the Swiss Federal Office for Professional Education and Technology.), 
2009, p. 80 (most recent data is shown).

Exhibit 16-5.  The 20 most common professions in the advanced federal PET diploma 
examinations in 2012. 

Source: Swiss Federal Statistical Office, 2013.
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Another study found that “the labor market rewards the additional qual-
ifications that individual gathers while switching between the two sides [vo-
cational or academic] of the educational system.”10 In the so-called mixed 
education paths, when students first chose a vocational or professional path-
way and later sought an academic education, or vice versa, wages were on 
average 10% to 30% higher compared with workers who chose a traditional 
academic or professional pathway (Exhibit 16-7). The program may become 
an incentive for employees to plan their careers, independent of their educa-
tional background. It is a very efficient instrument to retool their skills for the 
new economy. 

Important outcome and impact indicators are described in the Swiss Ed-
ucation Report.11 The return on education for the formal degrees for males in 
the Swiss education system is shown in Exhibit 16-8. 

Although these statistics cannot provide detailed information regarding 
the specific returns on the education of the program discussed in this chapter, 
the high returns on education, which can be achieved in the tertiary B area is 
shown in Exhibit 16-8. The high fiscal return, in particular, is striking, and 
may be due to the fact that the participants receive very little subsidy from the 
state but earn high wages after training. Thus, the state receives high tax reve-
nues from these participants but paid them low subsidies, which explains the 
high fiscal returns on education.

Benefits to Employers

From the employer’s perspective, the program is a necessity for gaining 
qualified employees, especially since approximately 98% of all companies in 

Exhibit 16-7.  Prevalence of mixed education pathways.

Source: Swiss Federal Office for Professional Education and Technology, 2012, p. 12.
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Switzerland are small to medium-sized enterprises that could not afford to 
train their own workers. Thus, the program is also a necessity for the Swiss 
economy, as it is it appears to increase the productivity and innovation of 
employees. The Swiss Economic Institute (ETHZ) is currently researching 
this issue, and analyzing whether and to what extent the degree mix of em-
ployees has an effect on productivity and innovation.

Lessons Learned

The long tradition of this program shows that employers and employees support 
its ongoing development, and candidates are devoted to its mission. The coop-
eration between the involved partners has worked well over time. Nevertheless, 
it is important that the program is continually evaluated, so that weaknesses can 
be identified and corrected and to ensure the program’s continued success.

Despite the high fiscal return on education on the tertiary level, questions 
remain about whether there is sufficient financial equity among the candidates 
and the employers, and whether some candidates experience problems in fi-

Exhibit 16-8.  Private, fiscal, and social returns on education for males.

Source: Schweizerische Koordinationsstelle für Bildungsforschung (Swiss Coordination Centre for Research in Education 
SCCRE. This is an institution under the auspices of the Swiss federal government and the Swiss Conference of Cantonal 
Ministers of Education (EDK).) (Swiss Education Report), 2010.
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nancing their preparation and in finding time to study.12 These issues have 
been addressed in a research study that provided important insights, even 
though the participants in the study did not form a representative sample.13 

The most important element for the functioning of the program is the 
commitment of the employers. Employers also must continue to support 
their professional associations. Employers must be prepared to motivate their 
employees for training and to support them during the educational process. 
Due to an increasing school dropout rate, Switzerland faces a problem with 
the recruitment of well-qualified professionals. Identifying and retaining em-
ployees should be the companies’ goal, and thus this type of training program 
will play a large role in attracting young professionals. 

Challenges to Implementation

Although the Swiss professional examinations program has very good out-
comes, it is difficult to determine what value such a program would have 
worldwide. Outside of Switzerland, only Germany and Austria are aware of 
these s types of programs. One of the major challenges in the future will be to 
generate international awareness of this excellent program, which may be worth 
emulating in other countries. The European Qualifications Framework, which 
is an organization guided by the European Union (Copenhagen process), 
could help disseminate this program worldwide.

The Swiss government is currently working on a national qualifications 
framework to compare qualifications in the Swiss education system with val-
idated qualification standards and outcomes, so that some of these training 
programs may be recognized as being equivalent to a master’s degree. 

Expansion and Replication

The program has great potential to be replicated, especially as Switzerland’s 
fourth Vocational and Professional Education Training Act14 also covers health, 
social, and artistic professions. The aging of society in Switzerland, as well as 
in other countries, requires more skilled professionals in the future and specif-
ically more lifelong learning possibilities to retool skills. Thus, new national 
programs will be launched in these professional fields, including programs in 
fields that have been established in recent years, such as the advanced federal 
PET diploma in anesthesia, intensive care, and emergency care.
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Conclusion

The Swiss federal and advanced federal PET diploma examinations program 
is a success for all partners involved. It is an example of how to improve work-
ers’ lifelong learning. It is a great advantage to tailor this program to an indi-
vidual’s needs. Tailored learning pathways also take into account prior learning 
outcomes and make education more efficient. Switzerland’s program offers 
adults who are already on the job the possibility to retool their skills for the 
new economy.

The international recognition of the Swiss diplomas is a challenge. The 
European Qualifications Framework could provide a means for more trans-
parency in qualifications and degrees. This study can help to launch a broader 
discussion on the transferability of such an approach to other countries, so 
that the program may be recognized worldwide in the near future.
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THE PATH FORWARD

I
n the preceding chapters, we have discussed the relationship between the 
evolving global market economy and the relative contribution of a lack of 
sufficient job skills preparation. In addition, we have highlighted exemplary 

individual programs and initiatives that have proven successful nationally and 
internationally.

This section explores key attributes for success and recommendations for 
the next steps. Specifically, we will address the following:

•	 Key elements and attributes of successful lifelong learning programs
•	 Lessons learned from exemplary regional, national, and international 

models
•	 A framework approach for developing effective models

S E C T I O N  V
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What Do We Know About Programs 
to Support Lifelong Learning?
Michelle LaPointe and Jason Wingard

T
here is a constant refrain in all the lifelong learning programs profiled 
in this book: learning is dynamic and important at all stages of life and 
career. Within this refrain, there are myriad variations. There are both 

“first chance” programs intended to get young people off on a solid path in 
education or career, and “second chance” programs to support those who 
have had challenges meeting their education and training goals. Other pro-
grams target working adults to help them deepen their skills and progress on 
their career path.

Organizations invest in lifelong learning with a variety of goals: mentor-
ing and leadership training for young men so they can successfully finish high 
school and college; employers creating programs to develop their employees’ 
careers; businesses supporting workforce development in their communities; 
as well as more traditional professional and graduate education. Across the 
programs, there are a few attributes that stand out as possible predictors of 
success. These include partnering between organizations; designating an orga-
nization to coordinate the learning program; fostering “soft” skills such as 
communication and collaboration; and creating learner-centric opportunities, 
often leveraging new technologies to individualize education. 

Partnerships Strengthen Lifelong Learning

With few exceptions, these exemplary programs partner with another organi-
zation to provide a high-quality learning experience. Three very different ex-
amples come from the National Football League (NFL) Player Engagement 

C H A P T E R  1 7
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Program, Middlesex Community College, and JP Morgan Chase’s partner-
ship with both Syracuse University and the University of Delaware. The NFL 
works with universities on such projects such as leadership training at the 
University of Pennsylvania’s Wharton School of Business, and secures work-
place internships for players through partnerships with Microsoft, Merrill 
Lynch, and Cisco. Middlesex Community College partners with local univer-
sities to provide a pathway from an associate’s degree to a bachelor’s degree, 
and works closely with local employers to ensure that graduates with career 
credentials are trained to meet today’s work demands. JP Morgan Chase ap-
proached several universities to address a need for new hires with the ability 
to apply their technical computer skills in a large financial institution. The 
partnership is relational, rather than transactional, and the company, the uni-
versities, and the students have benefited from the collaboration. 

These multi-sector collaborations are necessary to provide universal edu-
cation and training aligned with the dynamic pace of life and work in the 21st 
century. Employer-provided on-the-job training can come too late or lack 
the depth needed to master the skills and to adapt them in new settings. Em-
ployers rely on a strong formal education system to provide employees with 
problem-solving skills, content knowledge, and communication skills that 
provide a foundation for a career. To develop those skills, education providers 
must offer authentic, hands-on experiences where students can apply knowl-
edge, but these experiences can be difficult to simulate within the confines of 
a classroom. Educational organizations need the participation of business and 
community organizations that can provide real-world settings for applied 
learning opportunities. At all stages of life and career, organizational collabo-
rations foster the context for dynamic, adaptive learning.

Role of Coordinating Agencies

For adult learners seeking to upgrade their job skills, it is essential that edu-
cation providers work with employers to determine what skills, scenarios, 
and traits are critical in today’s work environment. These partnerships address 
complex needs, and they benefit from an additional partner to help coordinate 
and align programs between schools and employers. Coordinating agencies 
maximize the benefit to the partners by serving as a bridge in the process from 
formal development, to on-the-job readiness, to redevelopment. Together, the 
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three types of organizations provide stability in a system of lifelong learning 
that we described in the Preface (Exhibit 17-1).

The Northern Tier Industry and Education Consortium (NTIEC), dis-
cussed in Chapter 14, is a strong example of how an intermediate organization 
can coordinate lifelong learning in a local economic region. The industry and 
education leaders who created the consortium realized that they did not have 
the time to devote to establishing a high-quality school-to-career program. 
They incorporated a separate organization, largely staffed with retirees from 
both the industry and the education sectors, to coordinate programing. The 
consortium works with employers to create opportunities for youths living in 
the region to learn skills that are aligned with careers available locally, and 
coordinates with schools to connect both students and teachers with these 
opportunities.

At the state level, the North Carolina Community College System, dis-
cussed in Section IV’s Executive Perspective, was created to support the state’s 
economic development policy. North Carolina provides job training at no cost 

Exhibit 17-1.  Four C’s.
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to employers who are creating at least 12 new jobs or are upgrading facilities 
within the state. Local colleges find that this initial investment by the commu-
nity college system develops into partnerships with employers. The employ-
ers realize they have an ally in maintaining a skilled workforce. The colleges 
often receive donations from their business partners, for example to upgrade 
training equipment. The North Carolina Community College System is a 
strong intermediate organization that fosters close partnerships between indi-
vidual community colleges and local businesses. 

On a national level, the Carnegie Center for the Advancement of Teach-
ing, discussed in Chapter 12, recognized the need for a coordinating organi-
zation to foster collaboration and to share best practices among community 
colleges. As this work was well aligned with the organization’s existing mis-
sion, the center assumed the role of an intermediary organization. The Carn-
egie Community College Pathways program created a national network to 
enhance the remedial education programs available at community colleges to 
help learners access both post-secondary education degree programs and in-
dustry credentials. 

In the United States federal investments in career development have been 
limited, but there notable examples from other countries. In Switzerland, a 
federal agency plays the coordinating role between industry and education 
institutions as they work together to educate and train citizens. The Swiss 
example that was discussed in Chapter 16 focuses on tertiary (post-secondary) 
education, but the highlighted programs and policies are part of an aligned 
system that provides work-based learning for students beginning in sec
ondary schools and continuing through graduate professional education 
programs. Within a free-market economy and a federal republic, the Swiss 
Professional and Vocational Education and Training system facilitates the par-
ticipating of federal and state-level governments with myriad employers to 
combine classroom and practical learning opportunities for students at every 
stage of life.1 In the United States, Jobs for the Future, discussed in Chapter 
15, serves as a coordinating agency as it helps high schools and districts in the 
United States adapt career development partnership models that are common 
in Europe.

These coordinating agencies represent a range of organizations, focusing 
on different stages of life and levels of governance. Coordinating agencies are 
also important within an organization: Boeing created a separate office to 
coordinate the Business Career Foundation Program, discussed in Chapter 9. 
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In contrast, an external agency like NTIEC is important in focusing several 
employers and education providers on regional efforts within a state. Non-
profit organizations can develop a national network to develop a community 
of practice or provide technical assistance to support local school–employer 
partnerships. Governmental organizations can accredit and monitor university-
based credentialing systems that are aligned with professional standards. They 
may target “first-chance” programs for youths, remedial education, or profes-
sional credentialing. The point is that these intermediate coordinating agen-
cies serve the goals of the lifelong learning partnership and take a variety of 
forms based on the needs of the system of learning. 

Focus on “Soft” Skills

While some programs prioritize cutting-edge technical skills, it is increasingly 
common that programs seek to instill “soft” skills such as collaboration, com-
munication, and leadership. This is highlighted in very different leadership 
development programs. In New York City, the JP Morgan Chase Foundation, 
as discussed in Chapter 3, provides mentoring and academic support for high 
school boys and monitors their social-emotional development. In Britain, the 
University of Liverpool, as discussed in Chapter 6, offers an online master’s 
in business administration program that instills not just an understanding of 
different leadership styles but when each may be appropriate. The Africa-
America Institute’s Transformative Leadership Program, as discussed in Chap-
ter 13, fosters collaborative leadership skills to enhance participants’ ability to 
work within their communities. 

The World Economic Forum’s fellowship program, as discussed in Chap-
ter 4, develops each Fellow’s self-awareness and systemic awareness. Boeing’s 
Business Career Foundation Program (BCFP), as discussed in Chapter 9, de-
velops leadership and a leadership pipeline by fostering relationships in which 
program participants can both learn from their mentors, who are leaders 
within the company, and develop leadership skills by serving as mentors to 
summer interns. In addition, the Urban League’s Urban Youth Empower-
ment Program, as discussed in Chapter 11, helps young adults gain the inter-
personal skills and formative work experiences that shape attitudes toward 
work and personal development. The knowledge economy, ironically, places 
less emphasis on content knowledge alone and more on the ability to apply 
and communicate knowledge.
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Technology Expands Access to Lifelong Learning

Finally, we presented programs that leverage technology to allow participants 
to individualize their learning experience. This is particularly true for online 
programs, such as the MBA at the University of Liverpool, as discussed in 
Chapter 6, which provide the freedom to fit coursework into a busy life. A 
more hybrid example is the Joint Council on Thoracic Surgery Education’s 
online course to support residents learning thoracic surgery, as discussed in 
Section II’s Executive Perspective. In the past, resident education depended 
heavily on memorization and lectures. 

While content knowledge is still vital—surgeons don’t have the luxury of 
stopping an operation to look up information—this new model expects resi-
dents to cover the material on their own time and at their own pace. Face-to-
face sessions with faculty are devoted to applying knowledge or targeting 
support to better understand a complicated topic or procedure, rather than 
the lectures and PowerPoint presentations that have been a staple of resident 
education.

Factors for Success

In addition to these organizational factors, we observed several external factors 
that influence success. These include industry standards that define profes-
sional qualifications, creative ways to resource programs, and the importance 
of tailoring programs to community context. These external factors play out 
in different ways in each of the programs profiled. 

In Switzerland (indeed, across Europe) there are professional credentials 
for most industries, created by employers in conjunction with education and 
training institutions. This model is echoed in the new model for a thoracic 
surgery residency: medical schools are working closely not only with the 
professional associations of surgeons but also with anesthesiologists and the 
medical device industry to ensure that resident education includes the latest 
techniques and information about medication technology. In Massachusetts, 
Middlesex Community College, as discussed in Chapter 5, has a long history 
of working with employers to remain relevant in the local economy. These 
partnerships help their students complete industry certifications while they 
earn college credit. 

Sustainable programs find creative ways to finance their work. The pro-
grams presented in this book are funded in a variety of ways: some rely on 
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grant writing, others are developed and directly funded by the sponsoring 
employer, and still others receive funding from all the partners participating in 
the program. Boeing’s BCFP, as an internal company program, is fully funded 
by Boeing. The Fellowship Initiative, fully funded by JPMorgan Chase, is an 
outlier. Program leaders acknowledge that without that support, they would 
not be able to maintain all aspects of the high-quality youth development 
program. In most cases, program funding is short-term and requires combin-
ing several sources of support. For example, the Joint Council on Thoracic 
Surgery Education is funded primarily by thoracic surgery associations but 
also receives in-kind contributions from the participating medical schools and 
raises additional money from industry. In North Carolina, the state legislature 
has made it easier for the community college system to combine grant funding 
both within the higher education system and with the state’s Department of 
Commerce to share resources and to better align workforce development ini-
tiatives. The NTIEC also has multiple sources of funding. The consortium 
receives contributions from members, and employers provide pay for partic-
ipating youth apprentices. In addition, NTIEC relies heavily on fluctuating 
state and federal grants. But cobbling together funding can be a tenuous way 
to support programming. 

Finally, each lifelong learning and workforce development program is 
shaped by its community context. NTIEC is the most obvious—the consor-
tium was designed to develop the workforce in a rural part of northeastern 
Pennsylvania. Aramark, discussed in Chapter 8, also designed its workforce 
development program to meet the needs of various communities where it does 
business. Several JPMorgan Chase offices are near the University of Dela-
ware. This proximity has increased the number of Chase employees volun-
teering at the university and increased collaboration and cross-pollination of 
ideas between the organizations and across disciplines at the university. Con-
versely, the Joint Council for Thoracic Surgery Education is shaped by its 
professional community, working closely with medical schools, professional 
medical societies, and cardiac device makers.

Lessons Learned from Effective Lifelong Learning Programs

Each of the programs described in this book is a complex endeavor that en-
hances benefits including the participation of multiple partner organizations, 
engaged stakeholders, and a deep understanding of the needs of stakeholders. 
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Given the length of the development continuum and the complexity of skill 
needs, a multi-partner approach is important for providing high-quality, uni-
versal, lifelong education and training. In addition, as discussed in the chapter 
about the JPMorgan Chase university partnership, it is important for an effec-
tive partnership to develop a “relational, rather than transactional . . . partner-
ship.” Partnerships should focus on common goals and seek to make each task 
a win-win. Partnerships must be structured and transparent. They should also 
establish collaborative relationships early on so that when issues arise every-
one is comfortable with discussing problems and concerns, and developing 
collaborative solutions. Finally, it is important to invest early to provide a 
foundation that provides opportunities and allows both individuals and em-
ployers to plan and implement strategies for success.

Support of Stakeholders

Partners need the support of internal and external stakeholders. Sustainable 
programs have allies at all levels of each partner organization as well as in the 
community. Engaging stakeholders is part of the ongoing work to continue to 
leverage resources from multiple sources. The Joint Council on Thoracic Sur-
gery Education, for example, has designated both program leaders and sub-
committees to engage faculty at other medical schools. Businesses must also 
be aware of the need to engage internal and external stakeholders and be will-
ing to use their brand to further the lifelong learning initiative. For example, 
United Technologies Corporation (UTC), discussed in Section III’s Executive 
Perspective, has created a culture that supports education at all levels. Without 
this organization-wide commitment, it would be difficult for individual em-
ployees to take advantage of paid time off to study or attend classes. In an-
other example, staff at the Fellowship Initiative is thankful that JPMorgan 
Chase is willing to use the reputation of the organization to garner and solid-
ify support for the youth leadership development program. 

Learner-Centric Education

Education and training must become more learner-centric, which, with today’s 
technological advances and online programs, is easier to achieve than in the 
past. For example, educational providers have a variety of instructional meth-
odologies from which to choose. With today’s diverse populations of learners 
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and varied learning styles, there is a need to tailor programs both in content 
and instructional approaches. UTC is aware of this need, and allows employ-
ees to select their own degree program, even if it does not appear connected to 
their job. The company understands that pursuing an education will generally 
expand skills and develop competency. For example, some learners are likely 
to benefit from on-the-job training or classroom training, while others find 
online learning more feasible. In addition, given the importance of “soft” 
skills, educators should be careful to look beyond grade point average (GPA) 
or academic achievement; it is equally important to pay attention to leader-
ship skills, the ability to collaborate, and the ability to adapt to dynamic situ-
ations. Mentors and advisors should monitor the holistic needs of the learner 
and not just progress through the program, especially with youths who may 
be negotiating this type of educational experience for the first time or those 
seeking a second chance at education or job training.

Understanding the Needs of Learners and the Community

Another lesson from these successful programs is the importance of develop-
ing a deep understanding of the target population or community. It is im-
portant to undertake a comprehensive needs assessment before developing a 
program to support lifelong learning and workforce development in a partic-
ular community. The community might include the population of the local 
region or, in the thoracic surgery example, the professional community. It is 
equally important to evaluate the program regularly, to identify and resolve 
challenges. In addition, the program partners should periodically reassess com-
munity needs in order to ensure that the program is still relevant.

Invest Early

Finally, while it is important to have “second chance” programs available, 
“first chance” programs can make a difference and shape an individual’s entire 
career. These programs, targeted to youths beginning their working life, are 
often less expensive, because the return on investment is high, and they miti-
gate the need for additional services, such as remedial education and case man-
agement for individuals who may be under the jurisdiction of the courts, and 
reduce the need for public assistance since people are likely to have more stable 
employment at an earlier life stage. The United States has limited investment 
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in “first chance” workforce development programs; most federal initiatives are 
targeted to the unemployed, rather than to helping people develop skills rele-
vant in the economy and connecting youths with early work opportunities.

This book highlighted several “first chance” programs: NTIEC’s youth 
apprenticeship, Jobs for the Future’s Vocation Education and Training pro-
grams, JP Morgan Chase’s partnership with universities, and Boeing’s Busi-
ness Career Foundation Program. Each of these programs recruits youths 
finishing school (whether high school or college) and gives them authentic 
experiences designed to prepare them for a career with the sponsoring em-
ployer. The return on investment for these employers has been high, and par-
ticipant satisfaction is reflected in the early productivity and long tenures of 
program participants with these companies.

Note
  1.	 For more information, see European Commission’s Advisory Council for Vocational Train-

ing, 2013. Best Practices in Vocational Education and Training: Switzerland http://ec.europa 
.eu/education/opportunities/vocational/documents/swiss_en.pdf.

http://ec.europa.eu/education/opportunities/vocational/documents/swiss_en.pdf
http://www.amanet.org
http://ec.europa.eu/education/opportunities/vocational/documents/swiss_en.pdf
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What Might an Effective System of 
Lifelong Learning Look Like?
Jason Wingard and Michelle LaPointe

T
he lifelong learning programs described in this book suggest components 
of a system of lifelong learning. The goal is to move beyond discon-
nected programs to integrate a seamless system to support the education 

and training of all. A system would require a comprehensive understanding of 
the local context and target population, well-defined economic and commu-
nity goals, and identification of the resources needed to develop and sustain 
such a system.

Six Steps for Developing a System of Lifelong Learning

1.	 Engage employers and community in an audit of education and work-
force development needs/skills needs/available resources.

2.	 Identify and engage necessary partners and supporting sponsorship and 
investment.

3.	 Select or create a coordinating agency to facilitate the system.
4.	 Determine the goals and program design. 
5.	 Pilot, evaluate, and refine the program.
6.	 Take the initiative to scale.

An Approach to System Development

In a country as vast and diverse as the United States, regional factors and have 
impact on lifelong learning requirements. For example, the economy and 
population of Southern California face an entirely different context than in 

C H A P T E R  1 8
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New England. Thus, any national policy regarding lifelong learning and work-
force development must take into account these regional differences in both 
industry and the population base as well foster local economic and societal 
“ecosystems.” 

Understanding Community Context

The Northern Tier Industry and Education Consortium (NTIEC) is an ex-
ample of a local micro-ecosystem with a common population base, common 
community context, and local employers that provide common types of jobs 
(manufacturing, health care, etc.). Middlesex Community College recognizes 
that biotech provides a considerable percentage of employment opportunities 
employer in the greater Boston metropolitan area and thus has focused on 
programs that foster the development of skills appropriate to that sector. 
While a first and crucial step in developing a system of lifelong learning is 
identifying the regional ecosystem, there is likely a defined context and orga-
nizations that have focused on regional economic development, such as the 
Workforce Investment Board or the local chamber of commerce. 

Defining the ecosystem is only the first phase of a needs assessment. Next, 
it is important to collect and analyze data: economic statistics, interviews with 
local leaders for all sectors, and focus groups with residents. What is the eco-
nomic base? Are there any natural synergies or complementary sectors that 
could expand the economic base? What jobs are available in those sectors? 
What skills are needed to fill those positions? 

Creating Partnerships

With a deep understanding of the community context, it is essential to iden-
tify partners from the three sectors: education providers, employers, and co-
ordinating agencies. Each type of organization has a distinct role, and together 
these organizations provide stability and foster sustainability. In addition to 
identifying lead partners, it is essential to recognize and engage community 
stakeholders. (Ideally, there is overlap between the people consulted in the 
needs assessment phase and the important partners and stakeholders.) What 
resources can these partners invest in a system of lifelong learning and work-
force development? 

When partners are identified, it is important to delineate their roles and 
designate an organization to coordinate the work. In some places, there may 
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be an existing organization that can operate as the coordinating agency. In 
others, it may be better to incorporate a new organization that is solely fo-
cused on this work. There are pros and cons to both approaches; the import-
ant piece is hiring people who are passionate about the work and can move it 
forward.

Partners need to clarify common and measurable goals for lifelong learn-
ing in the ecosystem. Common goals guide the development of programs and 
policies that will shape the system of lifelong learning. Once the programs are 
fully designed, it is prudent to start with a small-scale pilot program.

Implementation

Careful implementation of the program includes collecting formative data on 
the quality of the program and to guide ongoing course corrections. After a 
period of 2 or 3 years, data collection should expand to include outcome data. 
Together, formative and outcome data facilitate evaluating the effectiveness of 
the program. It is important to incorporate evaluation and continuous im-
provement into the design of the program and the implementation plan rather 
than layering on improvement efforts after the program is implemented.

Finally, after making any necessary course corrections, the programs and 
policies are ready to go to scale. This often requires identifying additional 
supporters and additional resources. Sustainable programs pay constant at-
tention to stakeholder engagement and fund-raising. Data collection is also an 
ongoing task. As in the pilot phase, full implementation should also be con-
ducted carefully and include data collection from the beginning. Evaluation 
and continuous improvement are essential to ensure that the system of life-
long learning is meeting its goals.

Conclusion: A Crossroads

The United States currently lacks a system for high-quality education and 
workforce readiness. Without a coherent learning system in place to prepare 
people to participate in society and the economy, employers will be ill-prepared 
to conduct business. The talent pipeline is weak, and coordinated resources 
for development are not uniformly available at any level. Ignoring the current 
dearth of appropriately prepared and high-value human capital is a mistake 
that renders organizations not only ineffective but also obsolete. We can either 
choose to invest in our people and maintain the dynamic economy and high 
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quality of living in the United States, or we can slide into a stagnant economy 
and increasing disparities in the quality of life in this country.

Employers may dismiss this crisis if they are able to identify qualified 
candidates to fill their existing needs, but investing in the continuous profes-
sional development of those employees is critical for maintaining the neces-
sary skills in a dynamic economic environment. Employees who were highly 
skilled when hired require ongoing support to keep pace with rapidly chang-
ing expectations. To remain competitive, businesses must invest in their most 
expensive and most valuable asset—skilled employees. Even in cases where 
the cost of training is higher than it has ever been, the relative cost of not doing 
it is even greater. Staff turnover and recruitment are unnecessary expenses, and 
they cost more than investing in employees. Further, the return on investment 
for people development is now higher than it has ever been, given the increas-
ingly rapid advancements in technology and innovation.

The reality is bleak, but the organizations presented in this book have 
demonstrated that it is possible to create programs and policies to support 
learning at every stage of life. The range of programs underscores the idea that 
many types of organizations can take on this work. Successful businesses in-
vest in their own workforce. Community-minded organizations develop the 
talent in their local area. Nonprofit organizations provide direct services to 
support learning in their communities. Institutions of higher education offers 
education and training to people at many stages of life: “first chance” supports 
for young adults, remedial education, and graduate education for experienced 
adults. A variety of organizations coordinate partnerships to reinforce these 
programs and policies. This book has demonstrated that all types of organi-
zationscan fostered access to lifelong learning and have reaped a high return 
on their investment. 

We included a wide range of organization in the hopes that you will rec-
ognize your organization and will begin to think about how you could sup-
port lifelong learning. When reflecting on options for developing your own 
program, consider the following questions:

•	 Assessment:

°° What are the needs in your community? What strategies described in 
the book might address them?

°° What skills and knowledge does your organization prioritize? Con-
tent knowledge? Technical skills? Collaboration? Creativity?
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°° What resources does your organization have to support lifelong 
learning?

°° What resources exist in your community to support lifelong learning?

°° What state or federal resources can support the program?
•	 Planning:

°° Thinking about the strategies described in the case studies, what 
strategies could enhance your companies’ workforce? 

°° What barriers in your region have limited the education and training 
programs?

°° How will you identify partners within your community?

°° How can you access external resources to support the program? 
Share costs with other organizations? Solicit support from founda-
tions or professional associations? Apply for state or federal grants?

°° How will you know if the program is successful? What goals and 
metrics will provide the information you need?

•	 Execution:

°° How will you develop and maintain strong partnerships to support 
lifelong learning in your community.

°° How will you tap into potential resources to implement and sustain 
the program? 

°° Reviewing the examples presented in this book, what factors are 
linked to successful implementation?

°° How will you measure progress toward goals and adjust execution to 
align with goals?

These questions can prompt conversations within your sector or commu-
nity about identifying both common needs and common goals. Ideally, these 
discussions will help reveal opportunities to collaborate in support of both 
the employers’ need for a skilled workforce and to removed the regional bar-
riers that hinder workers’ abilities to develop those skills. Ultimately, we all 
lose—employers, employees, and society—if we do not address these issues. 
Despite the up-front costs, the return on investment in education and training 
is high. Lifelong learning benefits all of us.
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Be sure to read Just Listen: Discover the Secret to Getting Through to Abso-
lutely Anyone by Mark Goulston available in print and as an ebook. The first 
make-or-break step in persuading anyone to do anything is getting them to 
hear you out. Whether the person is a harried colleague, a stressed-out client, 
or an insecure spouse, things will go from bad to worse if you can’t break 
through emotional barricades. 

Drawing on his experience as a psychiatrist, business consultant, and coach, 
and backed by the latest scientific research, author Mark Goulston shares sim-
ple but powerful techniques readers can use to really get through to people—
whether they’re coworkers, friends, strangers, or enemies.

Getting through is a fine art, but a critical one. With the help of this ground-
breaking book, readers will be able to turn the “impossible” and “unreach-
able” people in their lives into allies, devoted customers, loyal colleagues, and 
lifetime friends.

For more information, please visit: www.amacombooks.org

Here’s a free sample from the book. . . .
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Who’s Holding 
You Hostage?

Good management is the art of making 
problems so interesting and their solutions so 

constructive that everyone wants to get to 
work and deal with them.

—PAUL HAWKEN, AUTHOR, 
NATURAL CAPITALISM

1

ight now, there’s someone in your life you need to
reach. But you can’t, and it’s driving you crazy. Maybe
it’s somebody at work: a subordinate, a team member,

a client, your boss. Or maybe it’s somebody at home: a partner, a par-
ent, a defiant teen, an angry “ex.”

You’ve tried everything—logic, persuasion, forcefulness, plead-
ing, anger—but you’ve hit a wall every time. You’re mad, scared, or
frustrated. And you’re thinking, “What now?”

Here’s what I want you to do: Think of this as a hostage situa-
tion. Why? Because you can’t get free. You’re trapped by another
person’s resistance, fear, hostility, apathy, stubbornness, self-cen-
teredness, or neediness—and by your own inability to take effective
action.

And that’s where I come in.
I’m just an average guy—husband, father, doctor—but a long

time ago, I discovered that I had a special talent. You could drop me
into just about any situation, and I could reach people. I could per-

R
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suade defiant executives, angry employees, or self-destructing man-
agement teams to work cooperatively toward solutions. I could get
through to families in turmoil and to married couples who hated
each other’s guts. I could even change the minds of hostage takers
and desperate people contemplating suicide.

I wasn’t sure what I was doing differently from everybody else,
but I could tell it worked. I knew I wasn’t smarter than everybody
else, and I knew my success wasn’t just luck because what I did
worked consistently, and it worked with all kinds of people in every
type of situation. But why did it work?

In analyzing my methods, I found the answer. It turned out 
I’d happened on a simple, quick set of techniques—some I’d 
discovered on my own, and others I’d learned from mentors and
colleagues—that create traction. That is, they pull people toward
me, even if those people are trying to pull away.

To understand this, picture yourself driving up a steep hill. Your
tires slip and slide and can’t grab hold. But downshift, and you get
control. It’s like pulling the road to meet you.

Most people upshift when they want to get through to other
people. They persuade. They encourage. They argue. They push.
And in the process, they create resistance. When you use the tech-
niques I offer, you’ll do exactly the opposite—you’ll listen, ask, mir-
ror, and reflect back to people what you’ve heard. When you do,
they will feel seen, understood, and felt—and that unexpected
downshift will draw them to you.

The powerful techniques you’ll learn in this book can move
people rapidly and easily, often within minutes, from “no” to “yes.”
I employ them every day to fix broken families and help warring
couples fall in love again. I use them to save companies on the
brink of meltdown, get feuding managers to work together effec-
tively, and empower salespeople to make “impossible” sales. And I
use them to help FBI agents and hostage negotiators succeed in the
toughest situations possible, when life and death are on the line.

In fact, as you’ll find out, you have a lot in common with
hostage negotiators when it comes to reaching the people who don’t
want to listen to you. That’s why this book starts with Frank’s story.

4 The Secret to Reaching Anyone
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Frank is sitting in his car in a large mall parking lot, and nobody
is coming near him because he’s holding a shotgun to his throat.
The SWAT team and the hostage negotiation team are called in.
The SWAT team takes positions behind other cars and vehicles,
trying to not agitate the man.

As they wait, they fill in the background details. They’re
looking at a man in his early thirties who lost his customer serv-
ice job at a large electronics store six months earlier for yelling at
customers and coworkers. He’d interviewed for several jobs, but
didn’t get any of them. He was abusive verbally to his wife and
two young children.

A month earlier, his wife and kids moved in with her parents
in another city. She told him that she needed a break, and he
needed to get his act together. The landlord of their apartment
kicked him out at the same time because they hadn’t paid the
rent. He moved into a shabby room in a poor section of the city.
He stopped bathing and shaving and ate next to nothing. The
last straw was the restraining order he’d received the day before
he ended up at the mall parking lot.

Now the lead negotiator is talking calmly to the man. “Frank,
this is Lieutenant Evans, I’m going to be talking with you,
because there is another way out of this besides hurting yourself.
I know you don’t think you have any choice, but you really do.”

Frank exclaims: “You don’t know s***. You’re just like
everyone else. Leave me the f*** alone!”

Lieutenant Evans replies: “I don’t think I can do that. You’re
here in the middle of a mall parking lot with a gun to your throat,
and I need to help you find another way out of this situation.”

“Go f*** yourself! I don’t need anyone’s help!” Frank replies.
And so the conversation proceeds for an hour, with stretches

of silence lasting several minutes or more. As the information
about Frank comes in, it becomes clear that he’s not an evil per-
son, just a very disturbed and angry one. The SWAT team is
poised to “take him out” if he threatens anyone else with his gun,
but everyone except Frank would like to end this peacefully.
However, the odds of that don’t look so good.

After an hour and a half, another negotiator, Detective Kramer,
arrives. Kramer is a graduate of one of the hostage negotiation train-
ing sessions I’ve delivered to police and FBI hostage negotiators.

who’s holding You hostage? 5
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Detective Kramer’s been briefed about Frank’s background
and the status of this negotiation and offers Lieutenant Evans a
different suggestion: “Here’s what I want you to say to the guy:
‘I’ll bet you feel that nobody knows what it’s like to have tried
everything else and be stuck with this as your only way out, isn’t
that true?’”

Evans replies, “Say what?”
Kramer repeats the suggestion: “Yeah, go on, say this to the

guy: ‘I’ll bet you feel that nobody knows what it’s like to have
tried everything else and be stuck with this as your only way
out, isn’t that true?’”

Evans complies and when he says that to Frank, Frank too
replies with: “Say what?”

Evans repeats it to Frank, who this time responds: “Yeah,
you’re right, nobody knows and nobody gives a f***!”

Kramer tells Evans, “Good, you got a ‘Yes’; now you’re in.
Let’s build on that.” He adds a second question for the lead nego-
tiator to ask: “Yeah, and I’ll bet you feel that nobody knows what
it’s like to start every day believing that there’s more chance that
something will go wrong than go right, isn’t that true, too?”

To that, Frank replies: “Yeah, every f****** day! The same
thing happens.”

Kramer tells Evans to repeat what he’s heard and get an
additional confirmation: “And because nobody knows how bad it
is and nobody cares and because nothing goes right and every-
thing goes wrong, that’s why you’re in your car with a gun want-
ing to end it all. True?”

“True,” Frank replied, his voice showing the earliest signs of
calming down.

“Tell me more. What exactly has happened to you? When was
your life last okay, and what’s happened since then to turn it to
crap?” Evans invites.

Frank starts to recount the events since he was fired from
his job.

When he pauses, Evans responds with: “Really . . . tell me
more.”

Frank continues describing the problems he’s had. At some
point, with guidance from Kramer, Evans says: “And all of that’s
caused you to feel angry? Or frustrated? Or discouraged? Or

6 The Secret to Reaching Anyone
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hopeless? Or what exactly?” Evans waits for Frank to pick the
word that best fits how he feels.

Frank finally owns up to: “Fed up.”
Evans follows up with: “So you felt fed up and when you got

that restraining order, that was the breaking point?”
“Yeah,” Frank confirms. His voice, once hostile, is quieter now.
In a few sentences, Frank’s gone from refusing to communi-

cate to listening and beginning to have a conversation. What just
happened? The most critical step in persuasion—the step I refer
to as “buy-in”—has begun. That’s the step where a person goes
from resisting to listening and then to considering what’s being
said.

What caused Frank to start listening and begin to “buy in”
to what Lieutenant Evans was saying? That shift was no acci-
dent. The secret lay in saying the words that Frank was thinking
but not saying. When the lieutenant’s words matched what
Frank was thinking, Frank leaned into the conversation and
began to say, “Yes.”

■ The Persuasion Cycle

You probably don’t find yourself in the types of situations that
hostage negotiators handle. But on any given day, who are you try-
ing to persuade to do something?

The answer is: nearly everybody you meet. Almost all commu-
nication is an effort to get through to people and cause them to do
something different than they were doing before. Maybe you’re try-
ing to sell them something. Maybe you’re trying to talk sense into
them. Or maybe you need to impress them that you’re the right per-
son for a job, a promotion, or a relationship.

But here’s the challenge: People have their own needs, desires,
and agendas. They have secrets they’re hiding from you. And they’re
stressed, busy, and often feeling like they’re in over their heads. To
cope with their stress and insecurity, they throw up mental barri-
cades that make it difficult to reach them even if they share your
goals, and nearly impossible if they’re hostile.

who’s holding You hostage? 7
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Approach these people armed solely with reason and facts, or
resort to arguing or encouraging or pleading, and you’ll expect to
get through—but often you won’t. Instead, you’ll get smacked
down, and you’ll never have a clue why. (How often have you
walked away from a sales pitch, an office meeting, or an argument
with your partner or child, shaking your head and saying, “What
the heck just happened?”)

The good news is that you can get through, simply by changing
your approach. The techniques I describe in this book work for
hostage negotiators in the most desperate situations, and they’re
equally potent if you’re trying to reach a boss, a coworker, a client,
a lover, or even an angry teenager. They’re easy, they’re fast, and you
can hit the ground running with them.

These techniques are powerful because they address the core of
successful communication: what I call the “Persuasion Cycle” (see
Figure 1-1). In developing the Persuasion Cycle, I was inspired by 
the ground-breaking work and ideas of James Prochaska and 
Carlo DiClemente in their Transtheoretical Model of Change and by
William R. Miller and Stephen Rollnick in their creation of Moti-
vational Interviewing.

All persuasion moves through the steps of this cycle. To take
people from the beginning to the end of the Persuasion Cycle, you
need to speak with them in a manner that moves them:

■ From resisting to listening
■ From listening to considering
■ From considering to willing to do
■ From willing to do to doing
■ From doing to glad they did and continuing to do.

The focus, central tenet, and promise of this book, “the secret of
getting through to absolutely anyone,” is that you get through to
people by having them “buy in.” “Buy-in” occurs when people move
from “resisting” to “listening” to “considering” what you’re saying.

Ironically, the key to gaining “buy in” and then moving people
through the rest of the cycle is not what you tell them, but what 
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you get them to tell you—and what happens in their minds in the
process

In the following chapters, I’ll lay out nine basic rules and twelve
quick techniques you can use to move people through different
points on the Persuasion Cycle. Master these rules and techniques,
and you can put them to work wherever you go in your career or
personal life. They’re the same concepts I teach FBI agents and
hostage negotiators for building empathy, de-escalating conflict,
and gaining buy-in to a desired solution—and when you know
them, you won’t need to be held hostage by another person’s anger,
fear, lack of interest, or hidden agenda. That’s because you’ll have
the tools you need to turn the situation to your advantage.

who’s holding You hostage? 9
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10 The Secret to Reaching Anyone

As you read this book, you’ll find multiple options for handling
any situation. That’s because while we’re all similar in many
ways, we each have our own way of doing things. The rules I
outline in Section II are universal, but feel free to hand-pick the
techniques in Sections III and IV that suit your personality and
your life.

■ The Secret: Getting Through Is Simple

There’s nothing magic about the approaches you’ll learn in these
pages. In fact, one secret you’ll discover is that reaching people is
easier than it looks. To illustrate that point, I’ll share the story of
David, a CEO who used my techniques to turn his career around
—and to save his family at the same time.

David was technically competent, but heavy handed and dictato-
rial. His CTO quit David’s firm, saying he loved the company but
couldn’t handle the boss. Employees underperformed to retaliate
for David’s abuse. Investors found him brusque and condescend-
ing, and they passed on the chance to invest in his company.

I was called in by the board to see if David could be rehabili-
tated. I had strong doubts when I met with him, but I knew I
had to make the effort to reach him.

As David and I talked about his management style, I asked
him on a whim, “How does your style play at home?”

He replied, “Funny you should ask that.” When I asked why,
he responded, “I have a 15-year-old kid who’s bright but lazy,
and nothing I try works with him. He gets bad report cards, and
my wife just coddles him. I love my kid but I’m almost disgusted
by him. We had him evaluated, and he’s got some kind of learn-
ing or attention problem. The teachers try to help him, but he
just doesn’t follow through with any of their suggestions. I think
he’s a good kid, but I just don’t know what to make of it.”

On a hunch, I taught David some quick communication
techniques and told him to test them at work and at home. We
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scheduled a time to speak again a week later, but after just three
days I received a message from him. It said: “Dr. Goulston,
please give me a call at your earliest convenience. There’s some-
thing I’ve got to talk to you about.”

I thought to myself, “Oh God, what the heck happened?,”
and called him back. I was surprised to hear the emotion in his
voice when he answered.

“Doc,” he said, “I think you might have saved my life.”
“What happened?” I asked, and he replied, “I did exactly

what you told me to.”
“With your board and people?” I asked. “How did. . . .”
He interrupted me. “No I haven’t spoken with them yet. It

was with my son. I went home and went into his room and said
I needed to talk to him. Then I said to him, ‘I’ll bet you feel that
none of us know what it’s like to be told you’re smart and not be
able to use your intelligence to perform well. Isn’t that so?’ And
his eyes started to water—just as you predicted.”

David continued, “I followed up with the next question you
suggested: ‘And I’ll bet sometimes you wish you weren’t so
smart, so we wouldn’t have all these expectations of you and be
on your case all the time about not trying harder, isn’t that true
too?’ He started to cry . . . and my eyes began to water up. Then
I asked him, ‘How bad does it get for you?’”

David went on in a choked voice, “He could hardly talk. He
said, ‘It’s getting worse, and I don’t know how much more of it I
can take. I’m disappointing everyone, all the time.’”

By this point, David told me, he was crying himself. “Why
didn’t you tell me it was so bad?” he asked his son. David told
me with pain in his voice what happened next: “My son stopped
crying and looked back at me with the anger and resentment
that he must have been feeling for years. And he said, ‘Because
you didn’t want to know.’ And he was right.”

“What did you do next?” I asked.
“I couldn’t let him be alone in this.” David said. “So I told

him, ‘We’re going to fix this. In the meantime I’m going to bring
my laptop and work on your bed and keep you company when
you’re doing your homework. I can’t let you be alone when
you’re feeling so awful.’ We’ve been doing it each night now for a
few days, and I think he and we are starting to turn a corner.”

who’s holding You hostage? 11
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He paused, and said, “You helped me dodge a bullet, doc.
What can I do in return for you?”

I replied, “Do unto your company as you just did unto your
son.”

“What do you mean?” he asked.
“You let your son exhale,” I said. “When you did, he told

you what was really going on underneath—and to your credit
you handled it superbly. You have a load of people—from board
members to your management team—who view you exactly as
your son did, and they also need to exhale about their frustra-
tion with you.”

David set up two meetings, one with his board and one with
his executive team. He said the same thing to each group. He
started off sternly: “I’ve got to tell you that I’m really very disap-
pointed”—at which point both groups steeled themselves,
preparing to take a tongue lashing—“I’m very disappointed in
how I’ve jumped on all of you and then have been closed off to
input from all of you, when you’ve steadfastly been trying to pro-
tect this company and me from me. I didn’t want to listen, but
I’m listening now.”

David went on to share the story of his son. He concluded
his remarks by saying, “I’m asking you to give me a second
chance, because I think we can fix this. If you’ll give me your
input one more time, I’ll listen and with your help find a way to
implement your ideas.”

His board and his management team not only decided to
give him a second chance, they gave him a standing ovation.

What’s the moral of this story? That the right words have tre-
mendous power to heal. In David’s case, a few hundred words saved
his job, his company, and his relationship with his son.

But there’s a second lesson here. Look at the two stories in this
chapter, and you’ll see that Detective Kramer and David used some
of the same approaches to achieve very different goals. Detective
Kramer kept a troubled man from killing himself, while David kept
his company from firing him and mended the fractures in his fam-
ily. The power of these techniques, and the others you’ll learn, lies
in the fact that they apply to nearly any person and any situation.

12 The Secret to Reaching Anyone
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Why does a single set of communication tools have such uni-
versal power? Because while our lives and our problems are very
different, our brains work in similar ways. In the next chapter, we’ll
take a very quick look at why our minds “buy-in” or “buy-out”—
and why reaching an unreachable person depends on talking to the
brain.
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Lead with a Story: A Guide to Crafting Business Narratives That Captivate, 
Convince, and Inspire 
Forget facts, figures, and PowerPoint slides—well-crafted stories deliver busi-
ness concepts simply and powerfully. The reason for this is simple: Stories 
have the ability to engage an audience the way logic and bullet points alone 
never could. Whether you are trying to communicate a vision, sell an idea, or 
inspire commitment, storytelling is a powerful business tool that can mean the 
difference between mediocre results and phenomenal success. 

People Styles at Work…and Beyond
People Styles at Work . . . and Beyond reveals the strengths and weaknesses 
of four different styles, includes a self-assessment for determining which style 
you are, and presents a proven approach you can use to: Identify the best 
ways to work with others based on their body language and behavior • recog-
nize how you come across to coworkers • make small adjustments that will 
dramatically increase the quality and productivity of your interactions • find 
common ground with different people • relate less defensively and more 
effectively—no matter how others act.

Make Your Contacts Count: Networking Know-How for Business and Career 
Success
Meeting—and keeping—a network of powerful contacts is the most effective 
way to further your career or grow your business. So how can you ensure that 
you are connecting with and impressing the right people? A practical, step-
by-step guide for creating, cultivating, and capitalizing on networking oppor-
tunities and relationships, this book shows you how to make a memorable 
entrance, make conversations flow, and follow up. In this completely revised 
edition, the authors offer new case studies, examples, checklists, and question-
naires, as well as expanded advice on building social capital at work and in job 
hunting. Complete with a unique self-assessment test that lets you chart your 
progress as you master the strategies that will help you build beneficial busi-
ness relationships. 

B E S T - S E L L E R S  F R O M  A M A C O M

http://www.amanet.org


249
American Management Association • www.amanet.org

Who We Are

AMACOM is the book publishing division of the American Management 
Association. Our broad range of offerings helps readers worldwide enhance 
their personal and professional growth and reach into the future to understand 
emerging trends and cutting-edge thinking.

What We Publish

AMACOM publishes practical works on all business topics and in other nonfiction 
areas, including health & fitness, science & technology, popular psychology, par-
enting, and education. 

About Our Authors

AMACOM authors—experts and leaders in their fields—are practitioners, world-
class educators, and journalists, all with valuable information and unique insights 
to share.

A B O U T  A M A C O M

http://www.amanet.org


Great skills drive great performance. When true talent
transformation takes place, the possibilities for better
business outcomes are almost unlimited.

American Management Association is widely recognized as a world leader in

professional development. We support the goals of individuals, organizations, and

government agencies with a complete range of talent transformation solutions.

Our flexible training fits your learning preferences, your busy schedule—and your

ongoing career and business needs.

Learn more at www.amanet.org or call 1-800-262-9699

Don’t just train—

transform

n  Learn with AMA anytime, anywhere.

n  Be part of a transformative and unique learning experience.

n  AMA helps you solve the problems you’re facing now.

n  Maintain your competitive edge.

http://www.amanet.org


Bulk discounts available. For details visit:
www.amacombooks.org/go/specialsales
Or contact special sales:
Phone: 800-250-5308
Email: specialsls@amanet.org
View all the AMACOM titles at: www.amacombooks.org
American Management Association: www.amanet.org

This publication is designed to provide accurate and authoritative information in regard to the 
subject matter covered. It is sold with the understanding that the publisher is not engaged in 
rendering legal, accounting, or other professional service. If legal advice or other expert 
assistance is required, the services of a competent professional person should be sought.

Library of Congress Cataloging-in-Publication Data

Wingard, Jason.
  Learning for life : how continuous education will keep us competitive in the global 
knowledge economy / Jason Wingard and Michelle LaPointe. — First Edition.
    pages cm
  Includes bibliographical references and index.
  ISBN 978-0-8144-3363-8 (hardcover) — ISBN 978-0-8144-3364-5 (ebook)  1. Labor 
supply—Effect of education on.  I. LaPointe, Michelle.  II. Title. 
  HD5706.W56 2016
  331.11—dc23	 2015010330

© 2016 Jason Wingard and Michelle LaPointe.
All rights reserved.
Printed in the United States of America.

This publication may not be reproduced, stored in a retrieval system, or transmitted in whole or 
in part, in any form or by any means, electronic, mechanical, photocopying, recording, or 
otherwise, without the prior written permission of AMACOM, a division of American 
Management Association, 1601 Broadway, New York, NY 10019.

The scanning, uploading, or distribution of this book via the Internet or any other means 
without the express permission of the publisher is illegal and punishable by law. Please purchase 
only authorized electronic editions of this work and do not participate in or encourage piracy of 
copyrighted materials, electronically or otherwise. Your support of the authors’ rights is 
appreciated.

About AMA
American Management Association (www.amanet.org) is a world leader in talent development, 
advancing the skills of individuals to drive business success. Our mission is to support the goals 
of individuals and organizations through a complete range of products and services, including 
classroom and virtual seminars, webcasts, webinars, podcasts, conferences, corporate and 
government solutions, business books, and research. AMA’s approach to improving perfor-
mance combines experiential learning—learning through doing—with opportunities for 
ongoing professional growth at every step of one’s career journey.

Printing number

10  9  8  7  6  5  4  3  2  1

http://www.amacombooks.org/go/specialsales
mailto:specialsls@amanet.org
http://www.amacombooks.org
http://www.amanet.org
http://www.amanet.org

	Cover

	Title

	Contents

	Foreword
	Preface
	Acknowledgments
	Section I: The Context
	1 How Did We Get Here? A History of Education and Training in the United States
	2 Better Skills, Better Jobs, Better Lives

	Section II: Education Providers
	Executive Perspective
	Joint Council on Thoracic Surgery Education: e-Learning and Surgical Residency

	3 JPMorgan Chase Foundation: Fellowship to Improve Educational Outcomes for Young Men of Color
	4 The World Economic Forum: Global Leadership Fellows Program
	5 Middlesex Community College: Evolving Programs to Meet Community Needs
	6 University of Liverpool: Online Degree Programs for Professionals

	Section III: Employers
	Executive Perspective
	United Technologies Corporation: Employee Scholar Program

	7 The National Football League: Player Engagement Program repares for Life After Football
	8 Aramark: Partnerships to Invest in the Community and Workforce
	9 Boeing: Business Career Foundation Program
	10 JPMorgan Chase: Business-University Partnerships Support Technology Education for Undergraduates

	Section IV: Coordinating Agencies
	Executive Perspective
	North Carolina Community College System: Coordinating the Development of a Highly Skilled Workforce

	11 The National Urban League: Framework to Support At-Risk Youth
	12 Carnegie Foundation for the Advancement of Teaching: A Networked Approach to Improving Math Education at Community Colleges
	13 Africa-America Institute: Developing Leaders for Africa
	14 Northern Tier Industry and Education Consortium: A Partnership for “First Chance” Programs
	15 Jobs for the Future: Adapting European Vocational Education Models for American Youth
	16 Swiss Federal Office for Professional Education and Technology: Advanced Diploma Examinations for Professional Credentialing

	Section V: The Path Forward
	17 What Do We Know About Programs to Support Lifelong Learning?
	18 What Might an Effective System of Lifelong Learning Look Like?

	Contributing Authors
	Index
	A

	B

	C

	D

	E

	F

	G

	H

	I

	J

	K

	L

	M

	N

	O

	P

	Q

	R

	S

	T

	U

	V

	W

	Y

	Z


	About the Authors
	Free Sample Chapter from Just Listen by Mark Goulston
	Copyright



