


The positive cooperative attitude that is instilled in Mosaic young artists helps to promote positive supportive social networks which will grow
and develop into positive social capital over the years. Mosaic young artists learn to appreciate the value of associating with other positive
self-motivated young people and this encourages them to continue to create their own supportive social networks beyond Mosaic.

“Mosaic really changes lives and it made me a better individual. It exposed to me all
different types of things and people that | would have never met.” (Alumni Survey)
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INTRODUCTION

The Mosaic Youth Theatre of Detroit was founded with a dream for
urban youth to pursue their artistic passions. Long recognized for its
high-quality theatrical and musical programs and performances,
Mosaic's mission goes heyond excellence on stage—it seeks to
motivate and inspire its youth to pursue excellence in life. Today, the
dream, from which Mosaic grew, is alive and exemplified in what is
referred to as the Mosaic Model for Youth Development through the Arts.
Using a theory of change approach, we review the conceptual
framework of the Mosaic Model and ground it in the existing research
and literature on community programs — particularly arts-hased
programs — and positive youth development. Although research in this
area is still in its infancy, there is growing evidence that
interventions, such as Mosaic, play a valuable role in promoting the
social and emotional development of youth.

Our review demonstrates that the Mosaic Model holds many of the
elements identified by researchers and practitioners as keys to
effective community programming that promote youth development.
The emerging evidence from a three year evaluation led by Dr. Lorraine
M. Gutiérrez provides further support for Mosaic as a highly effective
youth development program. Articulating a theory of change through
the Mosaic Model is significant because it provides a base for
strategic planning, ongoing evaluation, continuous quality
improvement, sustainability and replication. It also brings us one step
closer to understanding how programs like Mosaic can impact young
artists from urban environments hoth “on stage and in life”.

In this report, we hope to achieve the following goals: 1) to describe
the problems facing urban youth in the United States today and define
why it is critically important that counteractive measures exist to
support positive youth development; 2) to review the elements of the
Mosaic Model within the context of the existing youth development
literature, and specifically how it is situated within the literature on
gffective arts-based programs for promoting youth development; and
3) to describe future directions for the development of the Mosaic
Model and implications of this review for similar arts-based programs
nationally.

THE PROBLEMS FACING

URBAN YOUTH

Youth in many urban areas of the United States are exposed to
adversities that have the potential to limit their chances for
successful transition into adulthood. Poverty has been linked to a

number of negative outcomes including lower cognitive abilities and
school achievement (Smith, Brooks-Gunn, & Klebanov, 1997),
depression and antisocial behavior (McLeod & Shanahan, 1996). Such
risks may be particularly harmful during adolescence when the
combined influences of social, emotional, psychological, and
biological transitions may intensify risk (Lerner & Galambos, 1998).
Family situations, education, employment, crime, delinquency, and
substance use are among the challenges that urban youth face on a
regular basis.

One of the most significant problems facing poor, urban youth is the
increasing educational disparities witnessed across the country, which
put youth of color at particular risk. Compounding the structural
problems of under-resourced schools in some urban communities, the
ways intelligence is constructed within schools can be especially
harmful for racially, ethnically, and economically marginalized youth
(Hatt, 2007). This can be destructive particularly to students’ self-
concept and feelings about their ability to perform successfully in
school, which can lead these students to have low achievement, a
lack of motivation, and a desire to drop out of school. High school
dropouts make up almost 50 percent of all households in poverty and
half of those in prison, and are twice as likely to be unemployed. This
is exacerbated by the changing economic structure of the country and
already diminishing job security.

Residential segregation by race and discrimination also intensifies the
barriers to obtaining jobs in higher-paying businesses and professions
- especially for low income African Americans (Holloway, 1998).
Employment outcomes for youth are greatly based on job access,
derived from information linkages provided by personal networks.
Unemployment rates for African American youth are found to be
significantly higher in cities where African American poor are more
socially isolated (0'Regan & Quigley, 1991).

Many youth in the inner cities have been exposed to serious violent
crime, which increases the risk for the externalization of violent
behavior (Schwab-Stone et al., 1999). The relationship between family
troubles and deviant peer groups to delinquency is strong (Brendgen,
Vitaro, & Bukowski., 2000). Gangs, characterized by a sense of
belonging, may be appealing to urban youth. Additionally, the absence
of social skills and a strong positive sense of self are both highly
predictive of problem behavior among young people living in urban
settings, including alcohol and substance abuse. Substance abuse
during adolescence compromises the attainment of educational and
career goals, is associated with increased exposure to disease,



susceptibility to poverty, and increased risk of becoming involved in
crime and violence (Kilpatrick, Acierno, Resnick, Saunders, & Best,
1997).

COUNTERACTIVE MEASURES FOR URBAN
YOUTH PROBLEMS

Society holds a number of negative generalizations about adolescents
in general and urban adolescents in particular; yet, there is a great
deal of positive adjustment and resiliency among urban young people.
Despite living in high-risk contexts, youth can overcome adversity and
experience healthy development (Werner, 1989). They can adapt to
challenges and threatening situations even though their environment
is not ideally supportive (D’Imperio et al., 2000). For example, extra-
familial support is a protective factor important to the positive
adjustment of children in high-risk contexts (Masten & Coatsworth,
1998). Good relationships with teachers and other adults are major
protectors against negative environmental pressures. Positive adult
relationships can play a significant role in the lives of disadvantaged
urban youth, thus minimizing risks for negative outcomes (Ryan,
Miller-Loessi, & Nieri, 2007).

A sense of belonging is also important during adolescence. Thus,
membership in different groups and subcultures can provide an
environment of social connectedness and acceptance. Unfortunately,
some of these subcultures, such as substance users and gangs, may
not be the most productive groups for young people. The goal then is
to involve youth in positive activities that support their developmental
needs in this area, such as extracurricular activities and community-
based programs. Youth who participate in extracurricular activities are
less likely to use substances, due to less unsupervised time and
prosocial bonding with adults at these activities (Catalano,
Kosterman, Hawkins, Newcomb, & Abbot, 1996).

Additionally, creating and maintaining a sense of self-esteem and
overall sense of self is essential for low-income youth to succeed in
urban areas. Research demonstrates that high school “high
achievers” exhibit patterns of 1) developing a strong belief in self, 2)
having supportive adults around them, 3) having a network of other
high achieving peers, 4) being involved in extra curricular activities,
5) challenging their learning experiences, 6) having personal
characteristics of strong motivation and appreciation of their cultural
background and having a strong sense of will power, 7) being highly
resilient and 8) having strong family support (Hebert & Reis, 1999).
Furthermore, the existing literature suggests that these types of
characteristics can be promoted through highly effective youth

development programs. Therefore, an important aim of this report is to
examine the core elements presented in the Mosaic Model and to
compare them to the emerging literature on effective community
programs for youth, particularly as it relates to the arts. We also
examine the various outcomes highlighted in the model and compare
these to the emerging literature on the impact of such programs on
youth development.

THE MOSAIC MODEL AS A THEORY OF
CHANGE

A theory of change can be described as an explanation of the causal
links that tie a program activity to expected outcomes (Weiss, 1998).
The two components to a theory of change include:

1) conceptualization and operationalization of the characteristics,
needs, and strengths of the population to be served; the desired
outcomes for this population; and the strategies designed to
accomplish the articulated outcomes and 2) building an
understanding of the relationship between these three elements and
expressing that relationship clearly (Hernandez & Hodges, 2001).

The Mosaic Model as a theory of change is operationalized by three
core elements that guide the young artists and nine outcomes across
three broad areas which are hallmarks of positive youth development
and support success in life. As the Model demonstrates, Mosaic Youth
Theatre of Detroit focuses on social change, using its own indigenous
belief and values as well as best practices from successful programs
to promote the growth of personal and social skills. Mosaic believes
that by providing young people with the opportunities for participation
and development through performing arts — specifically its core
program, the internationally-acclaimed Mosaic Youth Ensemble —
participants acquire important skills that promote positive outcomes
in their adult lives. Mosaic welcomes all youth, regardless of race,
gender, socio-economic class, sexual orientation, etc. and emphasizes
teamwork, community, and accountability of young artists and staff to
a high standard of artistic excellence as well as personal conduct.

CORE ELEMENTS OF THE

MOSAIC MODEL

Through its mission, vision, and the core elements of its program,
Mosaic sees itself as more than a performing arts troupe. Mosaic
believes that young artists benefit from participation through three
important mechanisms: high expectations, a supportive and accepting
environment, and the empowerment of its young artists.

We review these core elements and discuss how they apply to
promoting youth development.



Giving young people high expectations messages promotes resiliency,
particularly for disadvantaged youth (Benard, 2004). High
expectations reflect a deep belief in young people’s innate resilience
and capacity to learn. It involves “seeing the possibility” and holding
a vision for youth that they could not see themselves. Benard (1996),
in her report of turnaround teachers who change the lives of the
children they teach, describes individuals who not only see the
possibility in young people, but also recognize their existing strengths,
help them to think differently about their lives, not to see adversity as
permanent or sethacks as pervasive, or to accept any excuses for
failure. While the literature on high expectations focuses largely on its
link to academic success and resiliency in adolescence, clearly having
high expectations for youth plays an important role in effective youth
development programs as well.

Across various studies that describe how arts-based programs
positively affect the lives of young people, high expectations also
appears to be a common characteristic. The Coming Up Taller report,
an initiative with the Institute of Museum and Library Services,
National Endowment for the Arts and the National Endowment for the
Humanities to showcase cultural excellence and enhance the
availability of out-of-school arts and humanities programs to children,
reviewed more than 200 programs and found that one of the key
characteristics of success was an emphasis on excellence. In a
Surdna Foundation report called Powerful Voices, high expectations are
also noted as a key element to effective arts program design for teens
(Levine, 2002). The report states that in order to engage the attention
of youth in a sustained way, programs must be rigorous and
challenging, regardless of the level of prior experience youth bring to
the process. According to its model, Mosaic strives to create an
environment that allows for young people to thrive and develop to their
fullest potential, to fulfill a standard of excellence, and provide
evidence for this through its evaluation.

The Powerful Voices report also notes sustained and consistent contact
and student ownership as other effective program design elements.
The report states that sustained contact deepens youth experience and
provides ample opportunity for individualized attention. These design
elements are reflected in Mosaic’s insistence on tofal commitment
from their young artists as well as the dedication of the artist-
teachers who act as coaches and nurturers for the youth.

The Mosaic Model inspires youth to achieve beyond their expectations
by treating youth as professionals and promoting meaningful challenge
within a consistent and predictable structure. As Vygotsky (1978)
noted, youth learn best in environments that provide information and
support at a level that is at or above their current level of cognitive
functioning, also known as the zone of proximal development.
Similarly, in the Champions for Change report, which examined a
variety of arts education programs using diverse methodologies, Steve
Seidel (1999) from Harvard University’s Project Zero found that
successful arts programs that promote complexity in the learning
experience and “refuse to simplify” were most effective at
passionately engaging students. The Mosaic Model exemplifies this
element as illustrated by its motto: “Only the best, Nothing less.” Data
from the various evaluation sources confirm that participants benefit
greatly from the meaningful challenge that the program provides and
the insistence on the highest standard of professionalism, both in
performance and in conduct.

According to Bronfenbrenner (1994), youth development is impacted
by the multiple systems and settings that young people interact with
in their daily life. Within these settings, youth are exposed to a web of
relationships that compose the community in which they reside in and
the culture and society that provides the scaffolding for development.
Thus, the development of youth almost always occurs in interaction
with environment. This suggests that individuals are extremely
malleable and, given the right environment or fit, can thrive in their
development.

A supportive environment is clearly an important attribute of effective
programs that promote youth development. The Committee on
Community-level Programs for Youth describes a number of features
of positive developmental settings for youth programs including a
physically and psychologically supportive environment (Eccles and
Gootman, 2002). Physically supportive environments include health-
promoting facilities and practices that increase safe peer interactions.
Psychologically supportive environments involve those setting where
caring, loving, and competent adults provide secure attachments, are
good mentors and managers, and provide scaffolding for learning.
Just as positive parental support is associated with a number of
positive youth outcomes, supportive relationships with adults outside
the home is related to educational success and greater self-esteem
(Eccles and Gootman, 2002).



Consistent with the youth development literature, Mosaic believes in
creating a safe, supportive and joyful space for young people. Mosaic
values teamwork and community. The Coming Up Taller report confirms
the significance of a safe, accepting, and supportive environment as
a crucial building block for successful arts programs. The report
describes a supportive environment as one that offers opportunities
for youth to develop close, interactive relationships with adults and
constructive relationships with their peers. In the Powerful Voices
report, a vital aspect of effective program design is an environment
where participants have the opportunity to model community, while
they explore issues of dependence, interdependence, and
independence. Mosaic views itself as a “family” and encourages good
communication, guidance, responsiveness, caring, and closeness
among its members, which are described in the literature on
successful community programs for youth as key features of positive
developmental settings.

In this supportive environment, total acceptance of the individual can
occur. Coming Up Taller describes this as a safe space, where youth are
given a chance to build on what they value and succeed as a way to
build their sense of worth and achievement. Powerful Voices speaks to
several important areas of skill development for youth, including the
ability to express themselves fully through art, speak with their own
voices, think through problems for themselves, and have a greater
respect for individual viewpoints, traditions, and beliefs. While the
Mosaic Model stresses these elements, they take the concept of total
acceptance even further than the arts-based literature. Besides the
individuality, ideas and talents that youth bring with them, Mosaic
tolerates no less than total acceptance among its participants. This is
a critical element of safety, particularly for the diverse population of
youth found in urban areas. Thus, the program promotes tolerance
and meaningful social inclusion of youth based on gender, race,
sexual orientation, disability, religion, age, etc. At the same time,
differences are openly addressed when needed and young artists are
taught to problem-solve and resolve conflicts. Therefore, we see
Mosaic as going beyond the existing literature in its explicit promotion
of tolerance beyond individual expression, which provides
opportunities for socio-cultural identity formation and support for
cultural competence. While absent from the arts-based literature, the
opportunity for belonging and meaningful inclusion, regardless of
one’s social identities, is a major feature of the broader literature on
community program settings and youth development (Eccles &
Gootman, 2002).

Youth empowerment is a key element to promoting positive outcomes.
Positive youth development recognizes young people as active social
agents and shifts the attention from youth as “problems to solve” to a
perception of youth as individuals with abilities and positive traits
who can succeed if provided with adequate resources and
opportunities, relationships with caring adults, activities that build
marketable skills, safe places, healthy living, and opportunities to
help others (Checkoway & Gutierrez, 2006; Ginwright & James, 2002;
Rhodes, Grossman, & Resch, 2000). In a major report by the
Committee on Community-Level Programs for Youth, an important
feature of a positive developmental setting for youth is support for
efficacy and mattering, which is described as employing
empowerment practices that support autonomy (Eccles & Gootman,
2002). The concept of empowerment overlaps with previously
described elements, such as self-expression, meaningful challenge,
responsibility, and accountability.

The Mosaic Model promotes youth empowerment in several ways. First,
they encourage active and participatory learning as important tools for
personal and professional growth. Active and participatory learning is
essential, in part, because schools so often stress passive learning
techniques. Durlak and Weissberg (2007) describe active learning as
an important evidence-based training approach in its study on the
impact of after-school programs that promote personal and social
skills among youth. They state that youth learn best by doing and that
active learning requires youth to act on the material, which entails a
cycle of receiving basic instruction, having an opportunity to practice
new behaviors, and receive feedback on their performance until
mastery is achieved. Learning should be hands-on, which facilitates
behavioral change. This is clearly an area that Mosaic excels.

Developing autonomy among youth is also an important element of the
Mosaic Model. The Committee on Community-Level Programs for Youth
cites research on families that shows that when parents support
adolescents’ autonomy by allowing them to express their point of view,
young people develop positive motivation, show higher ego
development, and engage in more identity exploration. The Committee
further states that parents’ encouragement and acceptance of their
children’s desire to take risks and learn new skills in a supportive and
carefully monitored environment facilitates competency and
motivation in adolescence. The Mosaic Model demonstrates this
through its willingness to allow students not only to learn from their



successes, but also through their failures. Mosaic understands that
sometimes the most powerful learning experiences come out of
“failure,” and that taking an artistic risk is a victory in and of itself
and deserves to be acknowledged. An environment that is safe for
young people to experiment is essential to cultivating a supportive
community. However, this must occur within the developmental context
of the youth and an understanding of their cognitive and emotional
readiness for such risks and responsibility, which Mosaic takes into
consideration in terms of length of time in the program, individual
talent, and demonstrated readiness.

POSITIVE YOUTH DEVELOPMENT
OUTCOMES

The Mosaic Model articulates three areas in which it promotes youth
development: skills, self, and society. Within these three areas lie
important outcomes that have the potential to support positive
transitions to adulthood. We describe these outcomes below and
contextualize them within the youth development literature.

Successful community programs help young people to learn to manage
their lives effectively by teaching skills, providing resources, and
developing their talents and interests. Mosaic provides opportunities
for skill building in physical, intellectual, psychological, emotional,
and social arenas. The learning experiences are active, intentional,
and inferred. Dulak and Weissherg (2007) describe sequential skill
building as an essential component for successful programs. Mosaic
strives to accomplish this over its nine month curriculum. A study
conducted by Brandeis University and the Skillman Foundation, which
included Mosaic, examined the impact of culture and arts programs
on youth development. The study found that training in art forms can
be a powerful vehicle for learning and obtaining transferable skills.

The achievements of Mosaic in teaching young artists the discipline and
skills of acting, singing, and the technical side of theatre are evidenced
by: a) the success of and recognition received from its performances, b)
the success of Mosaic alumni have found professionally, and c) its own
evaluation data in which alumni report that the program has been
extremely successful in developing advanced acting, singing, or
technical skills.

Perhaps the most abundant research in the area of youth development
through the arts is in the area of academic achievement. Research
has found that young people can attain higher levels of achievement
through participation in arts-based education and programs, which
can help level the playing field for youth, particularly those from
disadvantaged communities. Consistently, a number of studies report
a significant relationship between high involvement in the arts and
better academic achievement, as measured by academic scores, drop
out rates, and grade point average.

In addition to traditional measures of academic achievement,
participation in the arts also improved students’ attitudes about
school and problem behaviors in schools. For example, McEwen (1995)
found that participating in an arts program led to higher grade point
averages and a greater commitment to school life by students,
particularly for African American students. Fejgen (1994) also found
that student participation in music and/or drama decreased discipline
problems and increased grades. Furthermore, studies have
demonstrated that participation in art-based programming can
increase rates and quality of class participation (Wolf, 1999), and
levels of confidence about academics (Burton, Horowitz, &

Abeles, 2000)

The impact of the arts also seems to transcend socio-economic lines.
For example, research by Catterall & colleagues (1999) has found that
the gap in level of achievement by high arts-involved students from
low socioeconomic status (SES) backgrounds narrows in comparison
with higher SES students. In a study by Brice Heath (1999) using a
national sample, even students involved in arts programs who were
from troubled family situations and attending violent schools were
more likely to excel in academics and school life than youth from less
troubled backgrounds.

Mosaic takes great pride in the success of their student-artists in the
area of academic achievement. Evaluation data presented from the
alumni survey corroborate with the hypothesis that Mosaic positively
impacts academic achievement, as a vast majority of alumni reported
that their participation improved their ability to maintain high academic
performance in school, develop effective study skills, improve their
academic standing, decide to apply to college/university, and see
themselves as capable of academic success.



The YouthARTS Development Project (Clawson & Coolbaugh, 2001)
provides evidence of the value of arts-based programs for skill
development. In this study, it was found that participants in the arts
demonstrated an increased ability to communicate effectively,
improved ability to work on tasks from start to finish, decreased
delinquent behaviors and court referrals, and improved attitudes
about school. Reporting findings from the SCANS 2000, Brice Heath
(1999) links arts education with economic realities, asserting that
“young people who learn the rigors of planning and production in the
arts will be valuable employees in the idea-driven workplace of the
future.” Furthermore, Baum and Owen (1997) found that the use of
arts processes improved academic self-regulatory behaviors, such as
paying attention, persevering, problem solving, self initiating, taking
positive risks, cooperating, using feedback, and being prepared.
Furthermore, the National Governors Association (NGA) Center for Best
Practices reports that involvement in the arts is “one avenue by which
at-risk youth can acquire the various competencies necessary to
become economically self-sufficient over the long term, rather than
becoming a financial strain on their states and communities.” The
report also states that the arts provide one alternative for states
looking to build the workforce of tomorrow by providing learning
opportunities, increased academic performance, reduced absenteeism,
and better skill building. The NGA notes that this advantage is even
more compelling for disadvantaged populations, where the arts
contribute to lower recidivism rates, increased self esteem, the
acquisition of job skills, and the development of creative thinking,
problem solving, and communication skills.

The Mosaic Model promotes employability skills. For example, Mosaic
alumni reported they received important and transferable skills that
enhance employability, including: creativity, giving and receiving
productive feedback, speaking in public, time management, leadership,
and working effectively with peers.

As Nitzberg (2005) states, “adolescence is a period in which young
people develop skills to negotiate the world around them and equip
themselves for adult life. By using these skills, they develop a positive
self-image, gaining confidence in their ability to operate as self-
managing individuals and cope with difficult life circumstances.”
Models of youth development often include personal development,
including a sense of self worth, independence, an ability to contribute,
and control over one’s life as a key outcomes, while low self-esteem,

low expectations for success, and hopelessness place young people at
risk for problem behavior (Greenwald, Pearson, Beery & Cheadle,
2006). These models also assume that young people who function well
personally and socially become resilient to the challenges of
adolescence and resist adverse influences. Other studies have shown
that people with high self-esteem respond less negatively to failure
than people with low self-esteem (Dodgson and Wood, 1998).

Participation in arts programs can also improve young people’s socio-
emotional development, particularly rates of self-esteem and self-
concept. For example, Fejgin (1994) found that participating in the
performing arts was positively linked to measures of positive self
concept. Other researchers have also found a relationship between
participation in the arts and self concept (Clawson & Coolbaugh,
2001; Wexler, 2002) An individual’s self concept may be improved by
participating in theater, as performers are often required to reflect
upon themselves and explore in-depth who they are and what they
feel. Nicholson, Collins, and Holmer (2004) note that structured arts-
based programs with appropriately trained professionals connect
creative expression to emotional health, help youth release tension,
and allow youth to explore their individuality.

Participation in arts programs can also indirectly impact academic
achievement through increased socio-emotional development.
Qualities such as low self concept, low self esteem, lack of
professionalism, procrastination, poor peer relations, and insensitivity
have been identified as barriers to academic achievement (Lewis,
2004). In a recent review of 73 after-school programs by Durlak and
Weissberg (2007), the researchers found in addition to school
performance, youth also achieved significant gains in self-perceptions
and positive social behaviors, and reduced problem behaviors and
drug use.

Beyond artistry and academics, Mosaic believes that participation
enhances young artists’ socio-emotional development. Alumni report the
program helped them to develop and maintain a positive sense of
self/identity, as well as experience personal growth and transformation.

As stated earlier, numerous researchers and studies such as the
Coming Up Taller report found that community arts programs that
emphasize high expectations — demonstrated by exposing youth to
high quality staff and programming — provide crucial “building
blocks” for children’s healthy development. Catterall and colleagues
(1999) found that sustained student involvement in theater arts is
associated with a variety of developments for low SES youth, including



gains in positive self concept and motivation. Mosaic believes that the
high standard of excellence it expects from young artists will lead to
high self expectations for oneself beyond their participation in Mosaic
and into their adult lives. Levine (2002) uses the Maslow’s “Hierarchy
of Human Needs” to describe how students in the arts progress
through lower level “deficiency needs” toward the highest level of
need, which is self actualization or the instinctual need of humans to
make the most of their abilities and to strive to be the best they can.

The youth development literature is filled with similar constructs that
mirror the notion of high self expectations and self actualization as a
critical outcome in adolescence. For example, Catalano and colleagues
(2004) cite self-determination (the ability to chart one’s own course),
self-efficacy (the perception that one can achieve desired goals
through one’s own action), and fostering a belief in the future as
important objectives for youth development programs. They describe
“belief in the future” as the internalization of hope and optimism
about possible outcomes, which are linked to long-range goal setting,
belief in higher education, and beliefs that support employment and
work values. Furthermore, the researchers cite studies which
demonstrate that positive future expectations predict better social and
emotional adjustment in school and a stronger internal locus of
control.

Oyserman, Terry, and Bybee (2002) refer to “possible selves” — the
future component of the self-concept — as an important feature of
their intervention to enhance school involvement. They contend that
schools do not effectively link current behavior to future adult selves,
thus often leaving young people to creatively do this on their own. This
can be particularly challenging for poor youth of color given their
historic systematic exclusion from educational and employment
opportunities. These possible selves, which include the self that one
would like to attain and the self one would like to avoid, are seen as
critical motivating factors for positive developmental outcomes.

High expectations are also related to goal setting. Catalano and
colleagues (2004) note that self-efficacy beliefs include strategies
associated with personal goal setting, which is influenced by self-
appraisal of one’s capabilities. They also cite studies that document

“the stronger the perceived self-efficacy, the higher the goals people
set for themselves and the firmer their commitment to them” (p.106).
Greenberg, Weissherg, 0'Brien, et al. (2003) also found that effective
youth development programs often included interpersonal and life
skills, such as goal setting.

In Powerful Voices, goal setting is considered a critical element of
effective programs. This includes setting interim and final goals that
demonstrate to students and others that progress has been achieved.
This goal setting helps keep students engaged and committed to the
process. Clearly, these skills are transferable to both school and
employment settings. The report further describes the importance of
cultivating analytical skills, so that student can make ongoing,
personal assessments of progress and set individual goals. The
concept of ambitious goal setting is closely tied to related life skills
such as self-awareness and self-confidence, problem solving,
decision making, introspection, assessment, revision, and leadership
abilities.

Evidence for achieving high self expectations can be found from alumni
who report that Mosaic helped them to expect great things from
themselves and expanded their vision of what was possible for them in
life. Mosaic also positively affects the artists’ leadership skills by
allowing the space for self-awareness, as well as encouraging its
members to actualize their goals. Many of the young artists noted that
they had learned new aspects about themselves that they could use in
the world outside of Mosaic and in their future ventures.

Since development occurs within and is influenced by environment, it
is critical that young people have a thorough understanding of the
different dimensions of their environment, including the physical,
cultural, philosophical, and social. In his book, New Frontiers for Youth
Development in the 21st Century, Delgado (2002) quotes Walsh (1999)
who states:

“There is no more powerful way to appreciate, understand, and have
compassion for the strengths, skills, and effects of another person



than to really be with them on equal terms. And there is no more
important way for you to build an appreciation for diversity among the
youth you work with than to create an inclusive program.” (p. 27)

Nicholson, Collins, and Holmer (2004) affirm that “programs serve
youth best when the environments in which they function are
intentionally inclusive, multicultural, and systematically
nondiscriminatory. A safe and supportive place in which to develop an
identity and confront the tough issues and extraordinary pressures of
growing up is at the core of youth development environments that
make a real difference.” (p.55)

Diversity is valued in youth development programming because it is
good preparation for handling the diversity of adult life. Unfortunately,
inter-group conflicts are present throughout the world and are
frequently related to individuals’ social affiliations and identities
(Stephan & Stephan, 2001). In the United States, inter-group conflicts
often exist between groups of different races, gender, religions, and
social classes. Inter-group conflict is relevant particularly among
adolescents who are at a stage of life that emphasizes social and
personal identity development (Eccles & Gootman, 2002; Stephan &
Stephan, 2001). The recent events in schools across the U.S. where
conflict has lead to violence, as well as the conflicts on the world
stage, provide evidence for the need for skill development and
capacity building in understanding and respecting diversity.

Mosaic takes great pride in its support of diversity. Furthermore, there is
evidence that demonstrates that Mosaic participants learned to work
collaboratively and thrive in diverse environments.

The Coming Up Taller report suggests that sustained, regular arts-
based programs provide opportunities to be a valued community
member. Developing a sense of oneself as a valued member of a
community facilitates community involvement. Catterall and
colleagues (1999) state that youth highly involved in the arts consider
community service more important than those with little or no art
engagement.

Other studies have found that some of the most highly effective youth
development programs support the notion of community service as an
important component of civic engagement and positive mental health.
As Nicholson, Collins, and Holmer (2004) conclude,

“The best programs help young people become competent, confident,
caring, and connected citizens who contribute to the community and
demonstrate responsibility and strong character. The best programs
take into account the particular challenges young people face and
engage with them as change agents—designing and implementing
solutions for themselves and their communities.” (p. 67)

Additionally, Eccles and Gootman (2002) contend that optimal
conditions for development exist when there is an integration between
family, school, and community efforts, including cohesion and
information flow between systems as well as a shared perception of
community standards for behavior and prosocial norms.
Communication across these systems also facilitates young people
acquiring social capital as well as adequate structure in the setting.
On the other hand, lack of integration can lead to more problems in
adolescence including negative behaviors in the community.

Mosaic alumni reported that being a member of Mosaic gave them a
deeper sense of community and belonging than any other experience they
had as a teenager and that this experience of community extended
beyond their participation in the program.

According to Robert Putnam at Harvard University, social capital has
great social value for building a civil society together around common
pursuits founded on mutual trust. Three elements characterize
situations where social capital is likely to develop: bonding among
individuals of like interest; bridging between individuals of diverse
backgrounds or cultures; and repetition of activity, where close
interactions take place on a regular basis. Arts-based programs often
exhibit these tendencies, which support young people’s ability to work
collaboratively and thrive in diverse settings. Socially and
economically disadvantaged communities may be limited in the social
capital that is available to them, where valuable resources may be



depleted or are inaccessible. In the absence of relationships and
networks for positive development, youth may seek social capital from
negative sources to meet their developmental needs. This reinforces
the need for effective community programs for urban youth that
promote positive social capital.

The Powerful Voices report asserts that direct participation in art-
making builds social capital. This social capital is formed through the
process of shared participation in art-making and commitment over
extended periods of time to achieve common goals, which provides an
environment where intense connections can occur. For example, in
projects supported by the Surdna Foundation, powerful mentoring
relationships between students and artists-teachers — and the
continuous close engagement of artistic staff — set the stage for the
building of a strong community. This community building effect
strengthens social networks and supports norms of reciprocity and
trustworthiness that arise from them.

As in the Powerful Voices report, Mosaic also found that participation
in its Youth Ensemble has had a positive impact on developing
young artists’ social capital, including their ability to develop a
sense of belonging to the Mosaic family and develop strong and
trusting friendships with other young people.

FUTURE DIRECTIONS

Although we are only beginning to understand the necessary elements
of highly effective programs for promating youth development, the
existing literature appears to converge upon many of the components
found in the Mosaic Model for Youth Development through the Arts.
This has important implications for understanding the best practices
for intervening in the lives of urban youth and building their resilience
against adversity. Detroit youth, like many young people growing up in
urban cities, are challenged in their daily lives and some face
tremendous odds for successful transitions to adulthood. Mosaic
provides an important haven for Detroit youth to develop and achieve
their full potential.

However, despite the strong evidence for Mosaic as a highly effective
program for youth development, this report provides only the
beginning of an ongoing evaluation of the elements that make for its
success. Theory of change models are not meant to be stagnant, but
rather are dynamic, living documents that provide the basis for future
planning, development, and evaluation. Rick Sperling, Founder and
CEO of Mosaic, and his staff have demonstrated a long term
commitment to examining the foundation on which Mosaic stands and
its impact on young artists through continuous rigorous research.
While the program has demonstrated commendable success, there are
still avenues and alternative pathways to explore, both in terms of
understanding how Mosaic impacts youth and for improving the array
of services it can offer young people participating in its program.
These include, but are not limited to, improved integration of family,
school, and community, enhanced academic and career development
services, and integrated follow up and re-engagement of students
after completing the program. No one program can do it all—as the
saying goes, it takes a village to raise a child. However, Mosaic holds
itself to the same standards in which they demand from their young
artists and rather than accept the limitations of the program, Mosaic
will continue to seek excellence in the services in which they provide
for youth, both on stage and in life.

Finally, Mosaic hopes that its model of youth development and this
report will help other arts-based programs nationally to better
understand how it can impact the lives of young people. The Model
provides many explicit examples of how this can be achieved,
particularly those programs serving urban youth. In 1992, Mosaic was
founded on a dream. The leaders of Mosaic are aware that others too
might have a similar dream. It is their hope — and the hope of the
authors of this report — that these new dreams will become reality.
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appenDix A: Mosaic Youth Theatre of Detroit
Mission, Vision, Programs and History

MISSION Mosaic’s mission is to empower young people to maximize their potential through professional performing arts training and
creation of first rate theatrical and musical art.

VISION By definition, a mosaic is an array of different pieces joined together to create a work of art. Accordingly, Mosaic Youth Theatre is
founded on the richness of difference. Our young artists come from over 50 city and suburban schools, and a variety of social, economic,
racial, cultural and religious backgrounds. Through our professional performing arts program, these young artists blend their ideas and
talents and achieve excellence in their theatrical and musical performances. Yet, their success is perhaps best measured by how they excel in
life. We proudly report that over 95% of Mosaic youth ensemble artists graduate from high school and go on to college.

PROGRAMS

MOSAIC YOUTH ENSEMBLE The Youth Ensemble is the core program of Mosaic, providing nine months of free intensive education and training
in acting, vocal music and technical theatre. Each year, approximately 100 young people, ages 12-18 are chosen for the Youth Ensemble by
audition and interview. Ensemble members work with professional actors, writers, musicians and designers. Rehearsing after school and on
weekends, these young artists are involved in every element of production, which include writing plays, composing music and designing and
building sets. Throughout the year, the Mosaic Youth Ensemble tours original performances to schools by way of Mosaic’s Metro Tour.
Additionally, the Mosaic Youth Ensemble presents public performances at the Detroit Film Theatre inside the Detroit Institute of Arts, and at
the Detroit Symphony Orchestra’s Max M. Fisher Music Center. The Youth Ensemble is trained in three separate groups — acting, singing and
technical theatre.

THE MOSAIC ACTING COMPANY This advanced and comprehensive program finds the young actors progressing through acting technique
practice, memorization of lines and cues, improvisation and arduous rehearsals at a rapid pace. In addition, these young artists are actively
involved in researching and developing the various plays they perform throughout the year.

THE MOSAIC SINGERS The Mosaic Singers create and perform all of the original songs for Mosaic’s yearly productions. In their annual concert,
Magnificat, they bring their unique brand of energy to a cappella, classical, world and popular music. Their repertoire includes novel
renditions of traditional music, as they explore the creative history of song in America.

THE MOSAIC TECHNICAL CREW Mosaic’s technicians study all of the fundamentals of technical theatre — working on set design and
construction; designing and operating lighting and sound systems; managing and building props; and designing and building costumes.
Upon receiving a completed script from the Acting Company, the Technical Crew begins brainstorming ideas for professional designers to
implement, and then proceeds with applying their learned technical knowledge in production.

NEXT STAGE COMPANY The final phase of Mosaic’s performing arts education and training is the Next Stage Company. This company is
comprised of the more experienced members of the Mosaic Youth Ensemble. As members of Next Stage’s professional company, young artists
receive a stipend for their performances, thus beginning the “next stage” in their development as theatre and music professionals. The Next
Stage Company is made up of three groups; The Mosaic Quartet and Octet, singing groups which perform a full repertoire in addition to
creating original medleys, and Act IV, an acting company which creates original short plays. Mosaic’s Next Stage Company has been
commissioned to create and perform original pieces by the Detroit Zoo, The Detroit Institute of Arts and The Skillman Foundation.

INTERMEDIATE TRAINING PROGRAM In order to serve the talented young artists who are not quite ready for the Mosaic Youth Ensemble,
Mosaic’s Intermediate Training Program (ITP) provides mid-level theatrical and musical education and training to approximately 65 deserving
young artists annually.

EDUCATION OUTREACH CLASSES Throughout the year, more than 1,000 youth from more than 50 schools participate in Mosaic’s performing
arts training programs held at multiple locations throughout Metro Detroit including the Mosaic Summer Camp, Detroit/Grosse Pointe
Summer Performing Arts Institute, Teatro Mosaico bilingual theatre classes in Southwest Detroit, Inkster Public School District, University
Prep High School, YouthVille Detroit, and the Wayne County Community College District Summer Institute.
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HISTORY
1992-1993
 Mosaic is founded by Rick Sperling.

o First season opens with the Broadway musical Runaways, a co-production with the
Attic Theatre. Kenneth Anderson is one of the young artists in the cast.

o Independently produces first original play, Fittin’ In.
e Fittin’ Intours to Detroit schools and is presented at the Attic Theatre.

1994 - 1995
 Youth Ensemble expands to include technical crew.

 Mosaic produces original play with music, What Fools These Mortals Be!, a modern
adaptation of Shakespeare’s A Midsummer Night's Dream. The Detroit News says
“This is not just a well-meaning community program but genuinely striking
entertainment.”

o NEA Chair and award-winning actress Jane Alexander visits Mosaic and states
“Your commitment to artistic excellence is evident.”

 Moves into new home at Historic Fort Wayne, a decommissioned army base.

 Tours What Fools to metro schools and to Chicago — Mosaic’s first tour outside
of Michigan.

o Hires full-time managing director, Annette Madias.

 Mosaic produces original production Who Killed Johnny Maze? which tours schools,
is performed at Marygrove College, the Performance Network in Ann Arbor, and at the
Theatre Space in Chicago where the Chicago Reader names the show “Critic’s
Choice.”

1996 - 1997

© Mosaic Singers become their own company, independent of the Acting Company.

o Mosaic Alumnus Kenneth Anderson returns to direct Mosaic Singers.

o Satire Crossing 8 Mile, based on Shakespeare’s Comedy of Errors, which is
performed at Detroit's Music Hall, the Court Theatre in Chicago and Ann Arbor’s
Performance Network.

 Mosaic wins Best of Detroit award from Detroit Monthly Magazine.

© Reprises What Fools which tours to SUNY — Plattshurg in upstate New York, Miami
University in Ohio, and to the Grand Valley Shakespeare Festival.

o Selected as sole U.S. representative to the World Festival of Children's Theatre
in Denmark.

1998 - 1999

o Creates and performs HeartBEAT, inspired by an ancient Greek play by Aristophanes.

o Mosaic Singers open for Aretha Franklin at the Fox Theatre.

© HeartBEAT tours to to Miami University, Central Michigan University, the University of
Michigan and The Henry Ford Museum.

© Receives Governors’ Award for Arts and Culture.

o Performs at the White House and the Kennedy Center in Washington, D.C.

o Creates Everybody’s Talkin’ based on Shakespeare's Much Ado about Nothing,
which is performed at Music Hall, Miami University, and at the Nashville
Shakespeare Festival.

o Starts annual Mosaic College and Performance Tour, a week-long tour where Mosaic
young artists perform and audition at colleges across the U.S.

Mosaic Youth Theatre of Detroit Mission, Vision, Programs and History [cont.]

2000 - 2001
o Selected as sole U.S. Representative to the World Festival of Youth Theatre
in England.

o Wins national “Coming Up Taller" award from the President’s Committee on the Arts
and Humanities and the NEA. Receives award in White House ceremony.

 Mosaic Singers perform national anthem at both the final opening day and the final
game held at Tiger Stadium.

 Mosaic Singers open for the Temptations at Detroit 300 Gala.

 Mosaic Singers produce first-ever CD.

 The Next Stage Company created.

e Hastings Street created in collaboration with U of M in honor of Detroit’s 300th
anniversary. Based on oral history interviews, the play explores the teenage life in
Detroit's famed Black Bottom Neighborhood in the 1940's.

o Travels to perform Medea in Singapore.

2002 - 2003

o Celebrates 10th Anniversary.

 Mosaic alumnus Kenneth Anderson is named Mosaic's Artistic Director. Rick Sperling
moves to CEQ.

 Moves into General Motors Mosaic Theatre on the campus of University Prep High School.
 Opens for folk legend Pete Seeger.
 Opens for Al Green at Hill Auditorium in Ann Arbor.

® Hastings Street tours throughout Michigan to Flint, Ann Arbor, Mount Clemens and
Battle Creek, as well to Miami University in Ohio.

o Travels to Africa to participate in cultural exchange in Dakar, Senegal.

2004 - 2005
o Serves over 750 Metro Detroit area youth annually.

o MAGNIFICAT: Mosaic Singers in Concert premieres at Max M. Fisher Music Center.

© World-premiere production of Now That | Can Dance - Motown 1962 opens.

o Featured on NBC's Today Show, on National Public Radio’s All Things Considered
and in The Wall Street Journal.

o |ntermediate Training Program (ITP) created.

o Teatro Mosaico created, bringing no cost, bilingual performing arts training to Latino
youth in Southwest Detroit.

o Receives American Alliance for Theatre and Education’s “Ann Flagg Multicultural Award.”

 Opens for Sweet Honey in the Rock at University Musical Society Ford Honors Program.

2006 - 2007

o Serves over 1,000 Metro Detroit area youth annually, with programs at eleven sites
throughout metro Detroit.

o Rick Sperling given Detroit Free Press award for Lifetime Achievement in Theatre.

o Establishes long-term partnership with the Detroit Institute of Arts.

o Successfully completes $3.5 million /magine Their Next Stage Campaign.

o Selected by Crain’s Detroit Business as Metro Detroit's best-managed nonprofit.

© Produces world-premiere of City in a Strait, by acclaimed playwright Oyamo.

® And The Flew: The Story of Mosaic Youth Theatre wins the Michigan EMMY for best
documentary — Cultural.

 Mosaic featured in American Theatre magazine.

 Mosaic young artists study Shakespearean acting with the Royal Shakespeare
Company and the Stratford Shakespeare Festival.
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This executive summary is a glance at data from 2004-2007 of the Mosaic Youth
Theatre Ensemble Evaluation conducted in collaboration with faculty, staff and
students from the Detroit Initiative within the University of Michigan Psychology
Department. The Detroit Initiative, a partnership of the University of Michigan
Department of Psychology and community based organizations in Detroit,
partnered with the Mosaic Youth Theatre of Detroit on this multi-year evaluation.
The research and evaluation project was solicited by Mosaic directors and
stakeholders in an effort to identify and assess program goals, practice
methods, and expected outcomes. Evaluation methods included a literature
review, statistical analyses, self-administered surveys, an on-line survey, and
focus groups. The evaluation team engaged Mosaic in participatory research and
evaluation methods, with annual reports on the process, to assist in the
development of the Mosaic Model. The overall research project was approved by
the Institutional Review Board at the University of Michigan, Ann Arbor.

Through dialogue and discussion with Mosaic staff the evaluation team created
a logic model that identified the following outcomes for the Youth Ensemble:
academic achievement; leadership skills; professionalism; artistic ability; and
community development and participation. Therefore, the overall evaluation
question was: How does participation in the Mosaic Youth Theatre Ensemble
affect a young person’s: academic achievement, artistic ability, professionalism,
leadership skills, and community development and participation?

METHODS

Pretest and Posttest Measures

The Detroit Initiative evaluation of the Mosaic Youth Theatre Ensemble was a
single-group pretest-posttest design. Measures were designed by the Detroit
Initiative Evaluation Team with input and feedback from the members of the
Mosaic staff. It included questions related to the young artists’ personal and
Mosaic-related experiences, and individual demographics. Each year some minor
modifications were made to the measures, based on organizational interests
and concerns.

Data collection took place over a three-year period. Each year a pretest and a
posttest were administered to all of the Ensemble members who had completed
parental consent for the evaluation. The respondents in the evaluation were not
selected randomly, and there was no control or comparison group. This lack of a
comparison group means that it is not possible to attribute the changes that are
observed entirely to participation in Mosaic.

Between 2004-2007, 262 Mosaic Ensemble members took Pretest Surveys and
170 took Posttest Surveys. The analyses reported in this summary are for those
113 individuals who completed both the Pre and Posttest Surveys over the three-
year period. Only the first survey completed by each individual is included in
these analyses.

Individuals in this sample were most likely to be in the first or second year of the
program. The majority of the respondents were participating in Choir, with the
smallest percentage in technical. Respondents ranged in age from 11 — 18
years old, with the majority age 14 or older. This is reflected in their grade in
school, with the majority in 10th grade or above. In years one and three, the
majority of the respondents were female. Questions regarding sexual orientation
were asked only in years two and three, those years combined, 85% of the
sample described themselves as Straight or Heterosexual. No more than 5% of
the sample described themselves as having a physical or learning disability.

Respondents were asked their parents’ marital status in years two and three
only. A slight majority described their parents as widowed, divorced, separated,
or never married. 23% of the respondents described themselves as receiving a
free or reduced lunch in school, which would be based on a lower income.

A third of all respondents indicated that they had a brother or sister in Mosaic.

The majority of the respondents (85%) described themselves as African
American. The next largest racial group was European American (5%).

The sample was most likely to describe themselves as Christian (60%), with the
second largest religious group being Baptist (16%). When asked about
responsibilities in addition to Mosaic, the majority described themselves as
being involved in other organizations (69%) with 38% indicating that they had
major home responsibilities.

Respondents in all three years were asked to indicate whether they had
experienced specific stressors over the past year. The list of stressors was
developed from a similar measure that has been used with urban adolescents.
The majority of the respondents had experienced two or more stressors from the
list. Most common stressors included not doing well in school, ending a close
relationship, death of a friend or relative, serious family problems, and frequent
fights with family members.

Mid-year Individual Assessments

Data were collected from mid-year assessments of young artists’ leadership
skills, academic performance, artistic development, professionalism, and his or
her life outside of Mosaic. Data from the Individual Assessment tool and
transcripts were collected over three marking periods during the 2003-2007
school years. Only the data from Ensemble members who completed parental
consent forms are included.

Alumni Survey:

In 2007 Mosaic Youth Theatre of Detroit alumni were surveyed to provide
information on their current thoughts regarding their experiences with Mosaic.
A web survey format was used with direct email messages sent inviting all
alumni who could be located to participate in the survey. All respondents
received iTunes or Amazon gift card as incentives. The response rate was over
50% with a total of 175 respondents. Mosaic and Detroit Initiative staff
collaborated with the development and implementation of the Alumni Survey.
There is no way to determine how representative these respondents are of all
Mosaic Youth Theatre alumni.

Alumni who responded to the survey were most likely to be female (63%),
straight/heterosexual (79%), not disabled (88%), and African American (77%).
The majority (60%) participated in Acting, with Singing (49%) the next largest
group. The smallest percentage were involved in Tech (15%).2 Almost half (47%)
had a member of their immediate family who had graduated college, with 18%
indicating no member of their immediate family had more than a high school
diploma. The majority of the survey respondents were currently attending college,
with 17% indicating that they had not gone beyond their GED or high school
diploma. Those who were not currently in school were mostly likely to be working
in the performing arts (15%), education (6%), music (6%), or business (5%).

Focus Groups

The evaluation team conducted focus groups in order to complement the
quantitative data and provide additional qualitative insight into the members’
academic goals, expectations, resources and needs. The team interviewed
groups of Youth Ensemble members to understand the experiences of young
artists in their own words.

o Year 1: Three groups of approximately ten young artists each were held. The
participants were 10th-12th grade high school students who had participated
in Mosaic for at least two consecutive years.

e Year 2: Two focus groups were conducted with nine actors, seven singers, and
one technician.
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o Year 3: All of the graduating seniors, including those who did not complete the
year, were invited to attend a focus group. Seven young artists participated.

In Year 2: a focus group was conducted with twelve parents of Mosaic young
artists to solicit their experiences with the program.

Staff Interviews

In 2005 telephone interviews were held with the Youth Support Director and the
Program Administrator. These interviews were used to complement the focus
group findings and provide another perspective to the evaluation. The staff
members were asked nine questions that were slight variations of the questions
the youth ensemble members were asked during the focus groups.

SUMMARY OF FINDINGS

Based on these results over the three-year period, Mosaic appears to be having
the following impact on academic achievement, artistic ability, professional
development, leadership skills, and community development and participation.

Academic Achievement

e Data from the pre and posttests indicate that Mosaic has a positive impact on
educational aspirations, time spent on homework and confidence regarding
academic goals.

e Data from respondents’ mid-term evaluations reflected high academic goals
and the desire to develop more effective organization and study skills.

o Data from transcripts showed that mean grade point averages improved
during one year of participation in Mosaic.

e Data from focus groups with youth indicate that participation in Mosaic has
motivated them to improve their grades, encouraged them to work harder in
school, and communicated high academic expectations.

o Data from staff interviews suggest that the academic support communicates
high academic expectations to the youth while providing them with the tools to
reach their goals.

e Data from alumni identify multiple ways in which participation in Mosaic
affected their academic performance. Over 80% of the survey respondents had
graduated from or were attending college.

o Alumni provided many examples of how Mosaic had contributed to their
academic achievements.

Leadership Skills
e Data from the pre and posttest measures reflect a modest impact of the
program on leadership skills over the one-year period.

o Data from focus groups with youth suggest that Mosaic has developed
leadership by increasing individual self-awareness, encouraging them to work
toward goals, and by making them accountable to the larger organization.

e Data from focus groups with parents identified ways in which Mosaic had
contributed to the development of emotional maturity and skills for working
with others from many different backgrounds.

o Data from the alumni survey identified many ways in which Mosaic had
supported the development of leadership skills, including the ability to control
one’s own destiny and to be confident. They provided many examples of how
this had affected them individually.

Professional Development

o Data from the pre and posttests identified multiple ways in which
participation in Mosaic contributed to professional development. Many of these
changes were statistically significant. The program appears to be making a
significant contribution to this area.

e Focus group results support these observations regarding professional
development. Participation in Mosaic encourages them to take responsibility
for themselves and the group, to work hard despite setbacks, and to manage
their time.

o |nterviews with Mosaic staff identified the challenges youth face with time
management and outlined multiple ways in which they assist in developing
organizational skills.

e Parents indicated that participation in Mosaic may lead to time management
difficulties for youth and that Mosaic staff can be instrumental in assisting
them to manage these time conflicts.

o Alumni endorsed these observations regarding professional development. They
indicated developing standards of professionalism as the second greatest
impact of the program on their lives.

Artistic Ability

e Data from the pre and posttests indicate that Mosaic is having its strongest
and most significant impact on artistic development. The impact is across the
different aspects of the program including theater, voice, and technical skills.

e Youth in focus groups identified many ways in which Mosaic contributes to
artistic development. Not only do they learn critical skills, but they also learn to
take risks, receive constructive criticism, and how to work to improve their craft.

e Data from the alumni survey identified that the majority of alumni agree or
strongly agree that Mosaic had a positive impact on their artistic abilities.
A significant percentage of alumni reported that they are working in the
performing arts.

Community Development and Participation
e Data from pre and posttests suggest that within a one year period, Mosaic has
very little measurable impact on community development and participation.

o Data from focus groups identified multiple ways in which Mosaic builds
community among young artists, including valuing individual and cultural
diversity. Overall, focus group participants shared that although competition
between individuals exists, overall Mosaic is a community in which they feel
accepted for who they are. Some focus group participants described Mosaic as
having a family atmosphere.

o Alumni survey results provide very strong evidence regarding the impact of
Mosaic on community development and participation. Alumni agreed or
strongly agreed that the program had a significant impact on learning to work
with others, to accept those who are different, to develop trusting
relationships, and to be aware of political issues in their communities.

e Alumni data also demonstrate that young people who participated in Mosaic
are likely to contribute to their larger communities through volunteer activities
organized to enhance quality of life for others.

EVALUATION AND RESEARCH TEAM

Over the past three and a half years, the research team has been headed by the
Principal Investigator, Dr. Lorraine Gutiérrez, MA, PhD, and the Evaluation Project
Coordinator Antonia Alvarez, MSW. The Evaluation Team was staffed by the
Detroit Initiative Program Manager, Kara Denyer MSW; and Research Associates:
Sarah Richards MSW; Sara Crider; Raquel Castafieda MSW; and Laura Rosbrow.
Research Assistants include: Irene Kyprianides; Cassandra St Vil MSW; Tania
Dimitrova; Sonya Hovsepian; Christine Rinke; Angelica Botchway; Jessica Eiland;
Hsun-Ta Hsu, Laura Norton-Cruz, and Shantel West. Additional assistance was
provided by UROP students: Blake Rowley, Tamika Baldwin, and Christina Toppin;
and, SROP students: Maria Rendon, and Jasmine Heim. Additional data was
analyzed and submitted by Sealoyd Jones, IIl, MSW, Lori Hollander, MSW/MPH,
and Leigh Moerdyke, MSW.

TO READ THE MOSAIC YOUTH THEATRE ENSEMBLE EVALUATION REPORT IN ITS
ENTIRETY, PLEASE CONTACT DR. LORRAINE M. GUTIERREZ AT
LORRAING@UMICH.EDU
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“The biggest thing I learned from Mosaic was not to
be afraid of being who you are at any time.”

8 I of os@lumni report that they “experienced more

personal growth and transformation at Mosaic than in any
other activity they participated in as a teenager.”

“I have found my
“I know now that [ want to purpose. | have

go to college when I found where I want
graduate from high school.”
to be and I know

who I am.”

“My year in Mosaic was the most important time in my life.
It changed my life forever.”

8 ; of j/@greed that “being a member of Mosaic gave me a
deeper s

se of community and belonging than any other
experience I had as a teenager.”

“Mosaic prepared me for life.”
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