Appendix A-1
Site Visits

Methodology for Site Visits

To learn more about programs that work with homeless and highly mobile students, several site visits were included as part of this project. A nomination form was developed to help identify programs that were improving the literacy skills of elementary school-aged children who were homeless or highly mobile. The form was distributed to state coordinators for the education of homeless children and youth, to migrant education coordinators, and institutions of higher education with programs that addressed literacy for this population. Four programs were nominated. Ultimately, three sites were visited based on scheduling availability. 
Two programs involved supplemental after-school tutoring. The third program emphasized support for literacy skills development of preschoolers. While not the primary focus for this project, the growing numbers of young children experiencing homelessness and the research-based practices being incorporated provided an opportunity to explore the needs of younger children as a preventive measure to combat later reading struggles. The sites included:
· Long Island, NY: preschool home-based literacy project

· Austin, TX: after-school short-term literacy project housed in a short-term shelter

· Kenosha, WI: after-school tutorial program

The protocol used for the site visits was adapted from a questionnaire developed by Chapin Hall
 to study after-school programs and literacy development. The selected questions were modified to be open-ended. Further, questions that addressed reading programs and instructional practices, based on the literature review from Volume 1, were added. The protocol was sent to the program contacts in advance of the visits. If more than one program representative were available, questions about successes experienced and suggestions to improve the program were included for short interviews. 

The key contact person from each program met with the researcher at the program site. An opportunity to observe each program for approximately one hour was arranged. An exception was the preschool program, which is conducted in the home. For this site, a meeting was held in the contact’s office; however, approximately 20 minutes of videotaped home visits were shared at the end of the interview. The protocol was used to conduct a semi-structured interview that lasted approximately two hours. The key contacts at each site gave permission for the interview to be taped. Discussions with any additional staff were not taped and remained informal.
The taped interviews, written notes, and documentation shared by the participants were used to develop the following case studies. All participants who met with the researcher received a copy of the description for their site and were offered the opportunity to offer suggestions, corrections, or clarifications, which were considered in the final case descriptions. 
Overview of Site Demographics

	Demographics/Site
	Long Island, NY
	Austin, TX
	Kenosha, WI

	Location for service provision
	Home/wherever the child resides
	Shelter
	Shelter/community center

	Number of staff
	1 full-time 

6 home visitors
	1 full-time coordinator
	1 full-time teacher

1 paraprofessional position (shared by 2 staff) 

	Number of volunteers
	Not applicable
	6-12 tutors
	Approx. 30

	Funding sources
	McKinney-Vento;
Community grants
	McKinney-Vento;

AmericaReads; Americorps
	McKinney-Vento;
Title I, Part A; other school district funding

	Length of operation
	4 years
	3 years
	11 years

	Services provided
	Family literacy
	Reading tutoring 
	Academic tutoring (reading, writing, mathematics, basic concepts/world knowledge)

	Frequency of services
	1 45-minute visit/week
	1 hour + activities

twice/week 
	3 hours

4 days/week

	Ages served
	18 months to 4 years (rising kindergarteners)
	K-8; most are elementary
	Preschool through high school; most students are elementary

	Number of students/year
	35-40 
	Approx. 60
	150 


Mobile Outreach Parent-Child Home Program

Central Islip, New York

The Reading Mother

You may have tangible wealth untold,

Caskets of jewels and coffers of gold.

Richer than I you can never be –

I had a mother who read to me …

S. Gillilan

Key contact: Sarah Benjamin

Title: 
Teacher coordinator 

General Program Description

The Mobile Outreach Parent-Child Home Program (MOPCHP) is based at the Eastern Suffolk Board of Cooperative Education Services (BOCES), Equity Support Services. BOCES provides regional services that school districts could not as efficiently and economically provide on their own, such as special education services, adult education, and vocational education. Other programs based in the office include Even Start and the New York State Technical Assistance Center for the McKinney-Vento homeless education program. Co-location is valuable because all the programs work with families and preschoolers. 

MOPCHP has operated for four years and is designed to serve families with children from 18 months to 4 years of age in a two-year relationship. Many of the families have not been able to provide experiences that prepare children for school, and many of the children have had no preschool experiences. From September through June, home visitors meet with families weekly and bring age-appropriate books and toys for the family to keep. 


The research of Hart and Risley (1995) provides a context for understanding the potential impact of this program. The researchers recorded over 100 hours of verbal interactions for preschoolers in professional families and those living in high poverty. They found that the children of professionals were exposed to approximately 215,000 words wherease children living in poverty were exposed to 62,000 words. Hart and Risley projected that the accumulated language exposure by age four would amount to 45 million words for the children of professionals contrasted with 13 million words for the children in families who were poor. In addition, the parent-child interactions were qualitatively different. Children in more affluent homes received more encouraging statements whereas the children who were poor received more prohibitions. Providing parents living in poverty with models to increase verbal interactions and the types of interchanges they use is intended to “level the playing field” for their children when they enter school.

MOPCHP provides home visits, parent support, early literacy activities, and advocacy to support the social-emotional well-being of the family. The $107,500/year budget is funded through a variety of grants, including a local McKinney-Vento homeless education subgrant and a grant from the Long Island United Way. In addition, the Suffolk County legislature provided a small grant to buy books. New funding sources are continually sought.
MOPCHP is a pilot project that has adapted the Parent-Child Home Project (PCHP) to work with families experiencing homelessness. The original program began as Phyllis Levenstein’s doctoral study in Freeport, NY, during the 1960s. The study was designed to provide children in poverty with enriching opportunities to develop pre-literacy skills during their early years to prevent later school failure. This early study has evolved into a systematic program with a national center in Port Washington, NY, that provides training and certification to sites around the United States. The National Center supports the site with fundraising and ongoing technical assistance. To become a certified site, which takes three years, a PCHP receives initial training over several days with ongoing assistance and site visits. MOPCHP has been certified for one year. 

The goal of MOPCHP is to support parents in becoming the most important teachers for their children. As the teacher coordinator stated, “We try to get the parent and child to have a moment together … Talking, verbal interaction, is the beginning of literacy … We bring things in that will stimulate conversation and reading. We work on early literacy, language development, and parent-child relationship. I’m strongly devoted to the importance of the early years for learning, and developing attachments, and the impact this has on brain development.”
Program Staff and Volunteers

The teacher coordinator is a former preschool and kindergarten teacher with a master’s degree and certificate of advanced graduate study in Infant, Toddler, and Parent Development, who has completed coursework towards a master’s in social work as well. 

 Six home visitors serve one or two families each. Four are Caucasian, one is African American and one is Hispanic and speaks Spanish as second language; however, Spanish is not needed on the job. Five of the home visitors have high school diplomas and one, recruited to work with a specific family, has a master’s degree. The teacher coordinator conducts weekly staff meetings and provides one-to-one reflective supervision. 


The program does not use volunteers; however, the pay for staff is limited. “They do it because they love it.” The teacher coordinator has avoided the use of volunteers because “they come and go and the families need more stability.” All home visitors undergo a thorough background screening and are fingerprinted and registered with the state.
Children and Families Served

As noted above, the original program was developed to serve poor families. The program targets families who are or were initially experiencing homelessness. During the past year, seven children were Caucasian, eight were Hispanic and 20 were African American. This year was the first year the program served a child with limited English proficiency. Over 100 children have been served in the four years of operation. Some may have lived in homes where Spanish was spoken, but the children could speak English. To be served through Emergency Housing, families must be documented American citizens; therefore, few immigrants are found in the system.
The application process includes an intake form. As long as there is room, most families are served. “If they show up, then they are in.” However, certain parameters are considered based on the teacher coordinator’s experience. For example, if families are not available and working until late at night when trying to start the program, MOPCHP may not be a good fit. Also, if a parent is in some form of recovery, working on the parent-child interaction may be too much to handle along with the challenges of recovery. 

MOPCHP serves about 35-40 families each year. Word of mouth is one avenue to access the program. In addition, the teacher coordinator provides outreach to shelters to publicize the program. Case managers are familiar with the project and flyers are distributed. 

The average duration of time receiving emergency services is two years. “We are not seeing homelessness as a short-term emergency situation. We are seeing more generational and chronic homelessness with families who grew up experiencing episodes of homelessness themselves and now, as young adults, they have children and are going through cycles of homelessness again.” The program sees many families who are doubled up but unable to access other homeless services because the definitions for homelessness used by service agencies outside education do not recognize doubled up as homeless.

To understand some of the needs of the families they serve, the teacher coordinator discussed an article by Linda Richter (2004), who proposed that Maslow’s Hierarchy is not sequential but simultaneous for families that are poor or homeless. “You can’t wait for basic needs to be met before addressing other needs such as belonging.” The families served are often disconnected from the community. 

Amazingly, the retention of families for the two years is strong, with approximately 95% completing the program. Much effort is put into following the families regardless of the multiple moves caused by their homeless status. It takes about six months for parents to recognize that the home visitor truly is interested in supporting them. It takes a lot of energy to build the necessary level of trust. Parents sign a release of information permission form that allows the teacher coordinator to contact the Department of Social Services to find out where a family has been placed when moves occur. She will obtain phone numbers for any family members, if available, as another means of tracking a family that moves without notice. “We try to give each child 24 books and toys per year and most receive all, but we may occasionally only give fewer because the family is not there at the scheduled time each week. But you keep going back and the family learns to trust. The program will stick with them no matter where they are … From the beginning working with babies through helping get children enrolled in kindergarten or help getting special education services if a disability is expected.”

On the day of the interview, the teacher coordinator has just made a visit to a mother and three children living in the basement of a relative’s home. The oldest child was in kindergarten and had participated in the MOPCHP. The teacher coordinator helped the mother enroll her child in school. “Mom didn’t want to tell the school she was homeless.” The teacher coordinator obtained the necessary forms and explained the situation to the school (with the mother’s permission). She spent a lot of time teaching the school how to deal with a child who was homeless and who had no other preschool experiences. “The school couldn’t believe they had a child who was homeless. The schedule was adapted with the coordinator’s advocacy, to a half day because a full day was too long for him. He didn’t know how to behave with a large group and wanted to go home. The first good day happened when his teacher pulled out Brown Bear. He knew the book from the Parent-Child Home Program and was able to talk about the book and won over his class and his teacher. Soon he was able to complete the whole day with the rest of his class and finished the school year successfully.” 

Program Activities

The emphasis of the home visits is “pulling the parent in rather than doing the activity for the parent.” This is discussed weekly in staff meetings and reinforced through modeling when the home visitor is being supervised. This is referred to as using a “light touch.” “You bring them [parents] in through positive experiences. These parents are very sensitive to correction, so you don’t want to tell the parent she’s doing something wrong. If the parent is not participating in the activity or appears to be reluctant, we would say something like, ‘Mommy we’re waiting for you.’” 

“It’s harder for parents to become comfortable with the program given their circumstances and current stressors, but once they are well into the program, the parents enjoy it. The home visitor may be the only stable contact in the family’s life as they move from shelter to shelter or other living arrangement. They develop a relationship and that relationship is the key. It’s nothing huge or profound, just somebody walking beside.” 

The visit can be an opportunity to “take a breath, turn off the TV, and really spend time together.” This can have a calming effect for the parent, and the children learn quickly that they get a new toy each week. Parents receive a sheet of suggestions that describe ways of interacting with their child and the book and toy provided that week. “We just give them some ideas. They don’t think about the fact that you can look at the colors, things that we would do without thinking -- because somebody did it with us. These moms didn’t have that experience and they need somebody to share ideas with them.” During the next visit, the previous week’s book, toy, and activities are reviewed. The home visitor completes a form after each visit that describes the parent and child response to their time together. These forms are reviewed and kept on file with the teacher coordinator. Currently, she is working with the National Center to begin analyzing these data.


The books, toys, and activities are selected to teach concepts common in preschool and kindergarten programs, such as “on,” “under,” and “over.” An early game that is played with a ball requires each person to roll the ball to another and say their name. Extra directions are then added, such as, “Put the ball on your head, on nose…” This is a way to build the child’s vocabulary using basic preschool activities that is often a new idea for the parent.

The teacher coordinator reinforces appropriate early childhood practices and helps staff and moms to understand “why” certain activities are used. Activities are multimodal. When alphabet letters are used, for example, it is not to teach letter names and sounds but to give the child a chance to feel, touch, and play with the letters – to use his hands to get to know the shapes and begin attending to the unique characteristics of the letters and their orientation in space. Playdough is used to work on fine-motor skills and develop muscles for writing. One of the books introduced as the child reaches kindergarten age is Going to School by Anne Civardi. The illustrations include Playdough in the classroom and the teacher reading a book to the class. These are things they have been doing through the literacy program and this helps alleviate some of the fear of the unknown.

Lesson format. The procedure used was adapted from the traditional PCHP visit. 

Example of a traditional home visit:

When Liliana [home visitor] begins program visits in October, she brings a copy of Goodnight Moon. She sits down on the floor, inviting Mrs. P. [Mom] to do the same, and reads it to Moises [two-year-old]. Mrs. P. has never heard anyone read a book like this before. Instead of just reciting the words, Liliana speaks in a gentle, singsong voice. This is like a soothing lullaby to both Moises and his mother. She says words like “author” and “illustrator” to Moises, and engages him in the story by asking what he thinks is going to happen next. She points out interesting little details in the pictures—things Mrs. P. never had the chance to notice before—and makes the story a game by asking him to find a tiny mouse hidden on some the pages. Moises is thoroughly entranced, and seems utterly surprised and delighted that he gets t keep the book when Liliana leaves. (Allen & Sethi, 2004, p. 38)

Traditional PCHP programs visit a family twice a week with 30-minute sessions for two years. A book is shared at one visit and a toy is used in a similar manner during the second visit. Because of the distances that have to be traveled, the mobile outreach program was modified to have one 45-minute session per week. The program operates all day – sometimes until 8 o’ clock in the evening. The home visitor may work with two children in the same family if they are in the same age bracket, but makes sure each child gets some special time with the parent.

The home visitor will meet with families wherever they reside. “As long as they are in the county we follow them.” When the home visitor arrives, everyone gathers and finds a place to sit, which may be on the bed or wherever there is space. The child is anxious to see the new toy first. The home visitor gives the book or toy to the mother to introduce to the child. “Then we start playing. And we read. About halfway through, when the child is starting to get bored, I will model different things to do and talk about what is on the guide sheet.” Parents may be uncomfortable about their own reading skills and be reluctant to read to their child. “They need lots of time and trust to be comfortable reading to the child in front of the home visitor.” Singing, art, and other activities vary based on the toy. The home visitor reviews playing with the toy from the previous visit; however, having the toy ‘there’ is often a challenge.” Keeping track of possessions is difficult for many of the families as their life is not their own in a shelter, so they may not have the toy any longer. Also, families are asked to move often and lose their possessions repeatedly in the process due to shelter storage problems. Finally, the home visitor “will chat about mom’s life for a little bit, offer support, talk about the next week, and then leave.”

The activities, toys, and books are sequenced and prepared for the home visitors to take with them each week. Books and toys may be altered from year to year based on the availability of items. Also, activities can be modified based on availability of materials or parent and child interest. The visits are parent-and-child led, so activities can be changed. For example, if a child really enjoys acting out stories , this can be incorporated. “We need to make it a good experience for everyone. Some families really love music and they sing frequently, others prefer not to sing but may love to draw, so paper and crayons and other art materials are given to the family.” Children and adults read for pleasure and talk about the books they read. One or two children have reached the point where they are starting to sound out letters and starting to read.

The teacher coordinator is not a reading teacher, but focuses on many similar skills at the prereading level. The program staff works on phonemic awareness with older children but the approach is incidental. Repetition and rhyming games are played. Verbal vocabulary development is a focus of the program. Oral comprehension also receives much attention. “Parents don’t do this automatically. They don’t often spend the time to teach their children this way. For example, parents don’t use wait time. Parents tend to give information in a more rapid-fire way: ‘See the bus,’ ‘See the canoe,’ rather than, ‘What is that?’ They’ll read the words in the book, but don’t automatically ask, ‘Do you know what a canoe is?’ ‘Where is it going?’ ‘What do you think happened?’ ‘What do you think will happen next?’” Parents need to see a model to learn how to ask questions and increase the length of verbalizations. The parents do not understand this is the opportunity to teach children and elaborate. Parents need to be taught the importance of open-ended questions and that “the more you talk to your children and the more you explain things, the more they are eager to learn. ‘Read a book’ doesn’t mean ‘read all the words and then you’re done.’” (Home visitors require extensive training at the beginning to learn how to ask a question and practice using wait time.) 

The teacher coordinator serves as an advocate when children are going on to school, even if the child is not currently in the program. This is done on a small scale at the parent’s request. The teacher coordinator fields phone calls as part of her technical assistance to families. She will go to IEP meetings and eligibility meetings. “It’s walking alongside and it’s also being an extra pair of ears. It’s also being an extra presence with the district, so people realize there is a professional who is keeping track of what they are doing with that family and sometimes just that presence is enough to help them to work a little harder. And sometimes they [school district personnel] will call me because they’re not real good with communication with these families, so I’ll act as a liaison. I wouldn’t say it happens with more than 10% of my families.” 

Assessment. Children’s skill levels and progress are documented by the teacher coordinator and home visitor. Often the young child is only using a few words at the beginning of the program. “We keep a close eye on how the child is progressing – monitor to see if a referral may be needed for special education.” Pre- and post-evaluations are completed using the Child Behavior Traits and Parent and Child Together Assessments developed by Levenstein (see page App 6). The teacher coordinator is trained to administer the observational tool, which includes data that focus on the child and the parent and child together. (Samples are included in Appendix A-2.) This tool is administered about three months into the program to allow the family to become comfortable with the program and make the home visit observations more valid. To complete the observation, an extra visit is arranged. The pre- post-evaluations are not required by the National Center; however, the program is interested in being able to identify outcomes, recognizing this is a requirement of new grants that are being pursued. This year, a mid-term observation was added.

A variety of formats for developing a satisfaction questionnaire are available from the National Center for families to complete; however, “giving families something to fill out and send back doesn’t work with this population. It’s better if it’s read to them.” To address this challenge, the teacher coordinator used an end-of-the-year party as a time to collect feedback using a “simple form and making completion an optional activity to be done during the event.” This was a very successful approach.

As the program is becoming more established, the teacher coordinator has begun looking at possible research questions to explore in the future while working with a researcher to apply appropriate statistics with assistance from the National Center.

Program Materials

The books for the program are bought in bulk, and only new books and toys are used. $6000/year is spent on books and toys for all 40 families (approximately $150/child). A container for families to store the items they receive also is provided. The program receives donations and schools do book drives. Items from these efforts are sometimes given to siblings of children in the program so that everyone gets books. Siblings are often in the same room where the activities take place, and the family is never asked to separate. Everyone benefits from the program.
Toys include games, puzzles, farm animals, musical instruments, and dramatic play items. Free-art activities are preferred over pre-made craft projects. The moms enjoy these activities as much as the children and often had not experienced these things as children themselves. Alphabets may be used “for fun at the end of sessions – only to get used to them. They’re for touching and singing and putting on the refrigerator. They’re used for preschool activities like looking at shape and direction.” 

Members of the program staff, with input from staff in other BOCES programs, select the books and toys. At first, the teacher coordinators relied on the selections colleagues were using, but then she started adding some personal favorites and books her children liked growing up. Wooden puzzles, board books, and books with lots of color, repetition and a less busy, clean format tend to be successful. Items that are engaging with the children shape future choices. In addition, the National Center provides each site with criteria to guide selection of books and toys: 

The criteria are quite specific. Toys, for example, must elicit or at least permit language, and must have a readily discernible goal. Another important criterion is that the materials be like those that children will see in preschool and kindergarten, so that they will feel familiar with such items when they confront them later on. For these reasons, puzzles are a common PCHP gift. Books are expected to have many large, colorful, detailed illustrations and should be within the reading level of most parents. Books should be appealing to boys and girls and should “widen the child’s experience,” but not cover topics that might make a child anxious. (Allen & Sethi, 2004, p. 39)

Board books are often used with 18-month-olds. Having more words in a book is not always better, “especially for moms who are in a bad situation. They are very shy about their reading and often had bad experiences themselves in school.” The teacher coordinator shared that there are times when she thinks the mother cannot read, “but they are just so shy – it may take two years to earn the trust so that mom will try to read in front of me.”

The teacher coordinator is assisted by area churches and civic organizations to provide holiday gifts, food, clothes, and school supplies for the families. She coordinates the distribution to families in the program and views this as an added benefit of a home visiting program.

Favorite children’s books used in the program include:

· My First Word Book – board book for toddlers with pictures of items found in daily life from DK Publishing

· Brown Bear, Brown Bear, What Do You See? by Bill Martin, Jr., illustrated by Eric Carle
· Goodnight Moon by Margaret Wise Brown, illustrated by Clement Hurd
· Going to School by Anne Civardi and Stephen Cartwright
· Usborne’s First Experiences books (non-fiction with lots of common pictures to describe, label and discuss)
· Spot books by Eric Hill
· Corduroy by Don Freeman
· The Big Red Barn by Margaret Wise Brown, illustrated by Felicia Bond
Program Strengths


The most important strength of the program is “being able to follow the families and build a relationship with them and support them while they’re raising their children.” Relationship is the underpinning for success. “All components are important, but they grow out of the relationship.” The program helps children enter school at the same level as other children not living in poverty and homelessness. Studies by the National Center and outside researchers support claims that children who have been through the program are on a more equal level with their more affluent peers. 

Wish List for Potential Improvements


It has been difficult to encourage families to be more consistent with books and toys without being critical of the families. “I haven’t figured out how to make this more of a priority for the families. Families in poverty tend to have less attachment to things than middle-class families. Objects come and go more easily. Maybe that’s better. It’s happened to them – they don’t have control over any of their things – we’re talking two different languages. Nevertheless, the program is able to be successful despite book losses.”


Also, the teacher coordinator would like to reach more children. She stays involved with all the families but families become very attached to their own home visitor. Going over 35-40 families would make it impossible to have that kind of relationship. 


There are challenges with parent expectations and scheduling. At first, the parent expects the home visitor to be a tutor, to come in and “do it.” There is a written agreement with family to be on time and participate, which underscores that the home visitors are not there to be teachers but to support the parent in being the teacher. This needs frequent reiteration. If shelter staff pressure families to join, it will not work. The parent has to buy into the program. Participation must be voluntary. Scheduling is always a problem due to the mobility of the families.


PCHP includes data collection systems to follow children through school. There is a wealth of data for a program that has been tracking children for more than 35 years. The Mobile Outreach program has children who are just reaching the age level where these data will be collected. Elements to be tracked include grade retention, services provided by school, and high school graduation. A current challenge is determining how to track these data and keep these children in the system when cell phone numbers change every six months. The teacher coordinator is interested in knowing what kind of data would be good to collect and is interested in ideas others might suggest, such as monitoring the students’ school stability and how school of origin under McKinney-Vento affects programs and children.

Recommendations


The following suggestions were offered to improve teachers’ ability to work with families and children experiencing homelessness:

· Try to work hard at making a connection with the parents.

· Be extra open and extra welcoming.

· Conduct a home visit, even if this is not usually done.

· Just make contact with the family to show you are very interested in the education of their child.

· Help the family realize that they need to tie into the school and that their involvement is important.

· Go out of your way to understand what is going on the family’s life. Instead of saying, “What’s the matter with them?” when the child misses four schooldays in a row, you may need to realize the family had to take several buses just to get to the school. 

· Learn more about homelessness and what kind of problems the parents are up against so you can be more supportive.

Homeless people are so mobile. They don’t have a community or neighborhood. They don’t know anybody anywhere. Each time they move, they must begin again. There is no consistency. To have a relationship with someone is the first step towards getting to the work of helping your child to succeed. Teachers of homeless children need to go out of their way. They need to make a connection and may have to make special concessions. This can motivate families as they realize, “Someone is trying to help me.” 

Sometimes you need an advocate in the schools to help educators understand the family’s experience. The teacher coordinator of MOPCHP has been characterized as a pit bull because she hangs on in her advocacy efforts and will not let go until the school understands the child and family. “The schools need to know Homelessness 101. Teachers today need to be a lot more savvy about what’s going on in the world and what their students are experiencing outside the classroom. They may be failing in school because of everything else that is going on in their lives.”

The teacher coordinator believes the program is “perfectly doable.” Technical assistance from the National Center, McKinney-Vento, and private grant funds can be found. The National Center will help identify funding sources. We need to put resources into prevention with children.” The teacher coordinator offered support to anyone interested in starting such a program. 

Final Thoughts

During the last decade, there has been a great increase in scientific findings that support the importance of early experiences in brain development. “Neurons are there, but they have to be used. Neural connections come from human connections. If we want to help reading and have children ready to read and be prepared to read and have the capacity to read, we cannot keep ignoring the parent-child relationship and early care-giving relationships and what science tells us about the brain and what goes on zero to 3. Children do not start preparing to learn at age 3 or 4; they begin the time they gaze at a parent’s face. It’s just a message that has to get out.”

“What is done to children they will do to society.”

          (Karl Menninger quote on office bulletin board)

Links to Literacy Program

Austin, Texas

The whole art of teaching is only the art of awakening the natural curiosity of young minds for the purpose of satisfying it afterwards.  –  Anatole France
 
Key Contact: Amy J. Buczynski 
Title: Training Specialist II for ACEE – acts as coordinator for the project
Additional participants: tutors and shelter staff

General Program Information


The Links to Literacy Program (Links) in Austin, Texas, is a collaborative project between the Americorps for Community Engagement and Education Project (ACEE) and the Texas Homeless Education Office (THEO) located at the Charles A. Dana Center at the University of Texas at Austin. Links to Literacy is a short-term, after-school tutoring program that provides academic support and promotes positive engagement with literacy. The program is conducted at a short-term shelter for survivors of domestic violence and sexual assault. 
The program began with a one-year pilot project in 2002-03. The literacy program developed by ACEE for kindergarteners and first graders was adapted to serve multiple grade levels and to be conducted in a shelter setting. The shelter invited to participate in the pilot had worked with the Texas Homeless Education Office on an earlier grant initiative. When the opportunity to start the literacy initiative came about, THEO and the shelter were able to start the program quickly. At the time of the interview, Links was completing its third year of operation. While Links is located in one shelter in Austin, the training specialist is responsible for conducting workshops and sharing the program with other localities that may be interested in starting a similar program.


There are three program goals for Links: (a) increase student engagement in literacy; (b) bolster academic confidence; and (c) reinforce specific literacy skills. A fourth unofficial goal involves mentoring, recognizing that tutoring provides children with an opportunity to form a relationship with a positive adult who will listen and “be there” for the student. As a staff member explained, the short-term nature of the shelter led to a thoughtful discussion regarding how to measure success. What would be concrete and meaningful? Questions the staff asks to document success include: “Is the student willing to come again? Is he/she excited?” Another anecdotal indication of success occurs when parents ask staff, “Who is Miss A (a tutor’s name)?” The staff has observed that the children are talking to their parents about their tutors and sharing their excitement. 
The program follows the school district’s academic calendar. Children are tutored twice a week on Monday and Wednesday or Tuesday and Thursday, depending on the class schedule of the tutors. Tutors work one-to-one with children residing in the shelter. 
Program Staff and Volunteers

Links employs one full-time staff member, the training specialist. The training specialist has a bachelor’s degree and has worked with children for five years, the last three years as a tutor and coordinator for the literacy program. Funding for tutors is provided from alternate programs. The tutors are students from the University of Texas in work study programs through AmericaReads and AmeriCorps volunteers who are part the ACEE program. The shelter requires 12 hours of training before any volunteers or tutors can work with the children. This includes a general introduction to domestic violence and sexual assault and the shelter’s behavior management program. All literacy training for Links is provided by the training specialist. Tutors who are part of ACEE receive additional training through the regular ACEE program. 
The training specialist is onsite during the tutoring sessions and provides technical assistance regarding lesson planning and behavior management, as needed. Tutors are provided with a training manual, I’m Always Smart When I’m With You (available at http://www.utdanacenter.org/theo/toolkits.html#linksliteracy). Ongoing training is provided for the tutors, with more sessions scheduled early in the school year. Consistent with the current literature on effective professional development, which favors ongoing support over “one-shot” training sessions, this approach is preferred to a lengthier single session that inundates the tutors with information. Information can be shared in smaller units as the tutors develop skills. The tutors are introduced to ice breakers, how to create an “All About Me” poster, how to do a read-aloud with their student, and the beginning of comprehension activities. Subsequent sessions introduce guided reading and additional components of the lesson plan and basic activities that can be used with students. After all components have been introduced, additional activities and resources are covered during the training sessions. 
Children and Youth Served

Children residing at the shelter must sign up to participate in after-school activities and be served by the tutoring program. Parent permission is required, and the child must agree to attend on a regular basis to participate in Links. On some occasions, a child may be referred to the program by a teacher. 
When behavioral concerns are significant, such as very aggressive or oppositional behavior, the child may not have access to the tutoring. When aggressive behavior occurs, the child advocates employed by the shelter intervene to ensure the tutors feel safe. Staff members have observed a number of instances where there was a concern that a child’s behavior would prevent participation; however, the child had no difficulty behaving appropriately when placed in the one-to-one tutoring situation. Efforts are made to match tutors and children to increase the likelihood of a positive tutoring experience for both the tutor and the child.
The number of children served depends upon the availability of tutors. The number of tutors varies by semester. To-date, the least is 6 and the most is 12. Within a semester, 24 to 32 students have been served, with tutors providing 157 to 182 lessons. Children may receive 1-22 lessons with the average being 6-7 lessons. This translates into a 1.5 month stay, which is the average for shelter residents. 
The constantly changing shelter population is a challenge for the program. On occasion, there are more tutors than children present. When this occurs, other children at the shelter may be asked if they would like to read with a tutor and are served less formally for the day. When there are more children than available tutors, a waiting list may be started. Priority is given to children with the greatest academic needs and those who are interested and willing. The training specialist will tutor a child if the need is determined to be significant and a tutor is not available.
Children must be five or older to participate in Links. Younger children are served by the shelter day care or are with their mothers. While the program is accessible for youth through high school, the majority of children served are in kindergarten through fifth grade. Occasionally, the program has served several sixth or seventh graders. Many of the younger children develop intense bonds with their tutors. Older students may not be ready to develop such bonds, and it may take more time to break down the walls the child has built to protect him/herself from developing an emotional tie that will not last. This may partially explain the lower participation rate among middle and high school students.
The majority of children served are Hispanic, followed by Caucasian and African American. The children are from a variety of cultures and mixed cultural backgrounds. After English, Spanish is the most common language spoken by the children. While Spanish may be spoken in the family, most children are competent in English. There have been instances when a child arrived at the shelter speaking no English but within a few months was able to carry on a conversation in English. Several tutors speak Spanish and are paired with a child whose English skills are limited. 

The training specialist noted that the students seem to have weaknesses across reading components that seem to be the result of a transient lifestyle and family stressors. Writing is very challenging. “It’s hard. They know they are not good at it and may want to avoid writing.” The children tend to pick up easily on comprehension skills and they tend to engage in opportunities to be creative and tell stories. Doing these activities orally works well as the children like the opportunity to place themselves in a “different reality.”
Program Activities

Work study tutors arrive at 2:30 p.m. and prepare a lesson for the student they plan to see. Students arrive at 3:00 p.m. for snack. Tutors use snack time to connect informally with the students. The tutoring is scheduled for 3:30 to 4:30. Individualized lessons are conducted in several rooms at the shelter. The tutors and children spread out as well as they can to reduce distractions. From 4:30 to 5:00 the tutors and children rejoin as a group. This is an opportunity to do an arts and crafts project, play a game, or just have some free play time and informal conversation. 

The one-hour lesson time can be shortened for younger students, adding more free time or arts and crafts. In addition, lessons may be shortened if students have had a “bad day;” for example, if there is something going on in their family, or they are ired that day. If the child wants to read a book and then go play, the tutor can make the final decision regarding how much of the lesson to pursue. When students are engaged, lessons can extend beyond the hour. 
In addition to literacy instruction, tutors take on an informal mentoring role. Tutoring is a time with a positive adult who is giving the child his/her full attention. This is a powerful attraction for many children, especially those coming from large families where parents are often in survival mode as they face the challenges of dealing with abuse. These challenges may make the parent less “available” to interact with the child. “Just having someone ask, ‘How are you doing? How was school today?’ makes a difference. A lot of the kids are drawn to that … Even if it’s tied to literacy, they’ll sit through the literacy just to get the attention.”

The shelter organizes afternoon trips to the new public library, which is within walking distance. The children participate in story time and arts and crafts activities held at the library. Tutors accompany the children on these visits. 

Instructional practices. The format of lesson plans varies slightly depending upon the student’s age. (A sample was shared, and is included in Appendix A-2.) Basic steps include a read-aloud led by the tutor, the child reading at his/her instructional level, word study/phonics, and a writing activity. Homework help is not part of the Links program. For children in kindergarten through grade two, the tutor reads a book to the child and then selects a guided reading book for the child to read aloud. For children in grades three and higher, the tutor begins with a chapter book. The tutor and child take turns reading aloud with the tutor acting as a reading model. While reading, comprehension questions are embedded in the activity. Sample comprehension questions are found in the training manual. “Once into the story, the book will tell the tutor what kinds of questions make sense (why did that happen, what do you think will happen next).” 

Following the shared reading time, the lesson moves to word study or phonological awareness for the younger children. Tutors make sure the students can identify the letters and know their sounds. Next they work on building word families, and then prefixes and suffixes. File folder games (board games created on manilla folders) have been developed to reinforce these skills.
Writing about personal experiences is handled carefully to avoid taking on a counseling role for which the tutors are not trained. Writing activities, “which are probably the most difficult to engage the child in,” also are presented in a game format whenever possible. Examples that have been successful include:

· Story starters – teacher materials provide the start of a story that the child completes or old magazine pictures are used to spark a student-generated story
· MadLibs –the pages from the popular word came are laminated; by using an overhead marker or grease pencil, they can be re-used 
· Graphic organizers – such as, KWL (know-want to learn-learned) charts and Story Houses
· Dice game – using one die, the tutor and student take turns rolling. The number tells the tutor and child how many words to add to the story. The tutor and child practice the words orally before writing. This way the tutor can model the process and ensure all components of a story are addressed. The game builds on the concept of a think out loud before writing, which reduces the need for editing and proofing. This game has been an effective way to increase the amount of writing that the children generate.
The program uses journal books to reflect on stories and attempts to build on student interests. For example, a student was interested in tennis, so the tutor found a variety of books on the topic to research; they created a poster about Serena Williams and even went outside and practiced different swings based on reading the books. Tutors “try to cater to the student’s interest. That’s the first spark of engagement. You can learn tennis from a book – it makes it interactive – and the student has a purpose!”

Assessment. Informal assessment is conducted by the tutors when students begin the program. No standardized assessments are used. Through third grade, the tutors use resources from Book Buddies, an America Reads one-to-one community volunteer reading program that provides supplementary reading and writing instruction, to assess recognition of capital and lowercase letters and letter sounds. (For more details about this program, visit http://curry.edschool.virginia.edu/reading/projects/bookbuddies/what.html.) 
Links incorporates the Austin Independent School District (AISD) sight word list developed for each elementary grade. Following the format of an informal reading inventory, each grade level’s list is typed on a separate page and used to estimate students’ instructional level. Words that are not known are used to create a memory game such a Bingo, Memory, or “find a word” activities during subsequent lessons. The “All About Me” poster is used to learn about the student’s interests. The student’s involvement in the lesson is noted on a pre/post “response to tutoring” form. (A sample is provided in Appendix A-2.)

Student progress is monitored through the tutor’s reflection on lesson plans and his/her general observations. The training specialist has created grade-level checklists of basic skills based on the state standards that the tutors use to identify what skills the student had when starting and to track new skills that have emerged during the time of the tutoring. (A sample js provided in Appendix B2.) Data from these checklists have been collected for two years but no formal analysis of the data has been performed to date.

Tutors can take notes during the lesson and/or go back after the student leaves. They must complete a reflection section in each lesson plan that provides additional qualitative information and observations from the lesson, including academic skills, student engagement, and behavior (e.g., “Jake has learned 2 more letters;” “Tanika was reluctant and refused to read as we began. After 15 minutes, she started to offer to take her turn reading; enjoyed the book;” “Joe was a little shaky on the plot, read very slowly – need to focus on fluency next time;” “The book was too hard;” “The book was too easy.”). Completed forms are reviewed and maintained by the training specialist. This informal review helps the tutor identify growth and areas of weakness to address in future lessons. After the last lesson, the tutor notes skills the student has mastered on the checklist and complete the pre/postresponse to tutoring. 

Interaction between tutors and teachers occurs in informal conversations: “We have a new student. What do you think he needs to work on?” Links is not involved in monitoring reports cards or other formal assessment. Tutors do not interact with parents. Communication is done through the shelter’s child advocates. 

The training specialist noted several strengths of the current informal process: It is simple, tutors do not require a great deal of training to conduct assessments, it covers the basics, and tutors can catch earlier skills that have not been mastered and need to be reinforced before moving to grade-level skills. She also noted that it “would be wonderful if we could do a more formal assessment with older children to identify specific challenges you might not see otherwise – but it doesn’t fit – given the short-term nature of the program. Is it worth spending the money on a formal assessment tool if we won’t be able to posttest? If we have the students for such a short time, should we spend it in formal assessment or having a positive literacy interaction with the tutor? We have gone for the positive experience.”
Program Materials

Using the Internet, teacher resources, and materials collected over time from her own tutoring, the training specialist has stocked a large storage closet with materials categorized by grade and topics. There are books of fiction, non-fiction, Spanish read-alouds, and books addressing different cultural groups. The program also subscribes to several popular children’s magazines, including Ranger Rick, My Big Backyard, Sports Illustrated for Kids, and National Geographic for Kids. Some children enjoy looking at the illustrations and talking about the pictures. The training specialist noted that some tutors are less comfortable with this resource and have not incorporated magazines into lessons. 


Links also has a variety of crossword puzzles and folder games (that address skills such as initial sounds, blends, prefixes, and suffixes). There is a blank grid that can be completed to form a word search. Other games include Bingo and board games that may be used during the closing activity time. The books from the program cannot be borrowed by the children. However, the shelter has a supply of donated children’s books that can be borrowed. Pens, pencils, crayons, paper, character journals and blank notebooks are available for children’s writing activities. Computers are outdated and do not work well; therefore they are not used. The program has a dictionary but no encyclopedias.


Student artwork completed during free play is displayed along the walls in the rooms used for tutoring and throughout the shelter. Stories written by the children, including MadLibs style fill-in-the-blank stories are shared with other tutors, child advocates, and other shelter staff. The children enjoy this sharing and re-read the work to multiple staff and volunteers who provide positive reinforcement and acknowledge their efforts. 


The program is funded through a McKinney-Vento Homeless Education grant, which covers the salary for the training specialist, travel for conferences and trainings, printing of the training manual, as well as tutoring supplies and books. Approximately $500 was budgeted from McKinney-Vento funds for books during the past year. The training specialist orders the books for the program based on favorites known her time tutoring and working in schools. Talking with teachers and seeing what books the children find engaging also shapes new selections. Finally popular books are identified by looking at Scholastic books orders, asking the children what books they like, and visiting the children’s section of local bookstores. Favorites include: 
Miss Nelson is Missing by Harry Allard
Junie B. Jones series by Barbara Park
Catherine, Called Birdy by Karen Cushman
There was an Old Woman Who Swallowed a Fly by Simms Taback
Magic Tree House series by Mary Pope Osborne
Captain Underpants series by Dav Pilkey
“Every child has a favorite and they love to re-read those books. Sometimes we take out a book to read and the child says, ‘Oh, I had that book!’ It’s heartbreaking to hear.”

The training specialist observed that the short-term nature of the shelter has been a challenge for book selection. There are wonderful children’s books available, but the reading level is often too difficult for children who would enjoy the content based on age. For example, Harry Potter poses two challenges: the advanced reading skills and the length of the text prevent students from completing the book while at the shelter. Even nonfiction books often have too much material, overwhelming both the child and the tutor. There is a need for something simple but engaging. High-interest/low-vocabulary books often are written at a reading level which is too low. Materials that would appeal to a fifth grader reading on a third-grade level are difficult to find, which is frustrating.
Program Strengths
The training specialist believes the greatest strength of the program is having someone on site to support the tutors with the initial and ongoing training. Other important factors are the good communication between program and shelter staff and the allocation of a space at the shelter to work. This sends a message to the tutors and children that the activity is valued. 

Given the domestic violence shelter setting, staff noted that being at the shelter may be the first time children feel safe enough to express feelings, but they still need support to know how to express those feelings appropriately. The tutors find themselves working on behaviors as well as literacy skills. For many of the children, staff and tutors observed more growth in social skills than literacy-specific skills. That is, the children became more confident, expressed themselves more appropriately, and used better problem-solving approaches. 


The program’s emphasis on creating a positive experience, especially for the older the child, was seen as an asset. “The more behind they know they are, the more resistant they are to being engaged. Combating this with a tutor who will be there, ready to listen, and willing to find strengths and focus on positives, even if it’s a behavior for starters – something concrete you can praise – this has a positive effect that can spread to other areas for the child.” 
All participants in the on-site visit emphasized the value of the relationship between the tutor and the child. Given the one-to-one attention, children “personally blossom” and the excitement generated, including feeling special, enhances self-esteem, which is a key issue in connection with domestic violence and homelessness. The tutors commented that they were friends to the children as much or more than  they were teachers. The program was seen as child-centered, built on trust. One tutor mentioned a student who was a reluctant reader who really grew and became engaged in reading when they began using resources related to tennis. While having fun, the student also was learning basic research skills. The tutors noted that the time to “hang out” with the children during snack and free play was important. “They get to see us as fun people.”

The power of the relationship also was expressed when tutors noted one of the challenges as seeing the children come and go and saying goodbye. “I have to tell myself, ‘They’re going to a better place.’”

Several stories of children were shared:

Joey, a seven-year old boy, had already been in and out of shelters a number of times. He had had a bad experience at this last school and the new school had been “warned” that his behavior was hard to control. Joey was matched with a tutor near the end of the school year. Even though he hated school, he enjoyed the tutoring and was excited to work with his tutor. Joey returned to the shelter the next year. There were no comments about behavior from the school, and one of Joey’s first questions was, “When am I going to get a tutor?”

Jerome was known for being very active and “scattered.” During a field trip to the library, his tutor stayed close and praised him for helping her. Everyone saw a significant change as Jerome came to be described as “a little gentleman.”

A kindergarten student, Leo, was reluctant to go to tutoring. When the second lesson was ready to start, he lit up, gave his tutor a hug, and said, “You came back!”

Wish List for Potential Improvements

Not having a background in teaching was a challenge for the training specialist. “It would help to have someone with these skills who could support the program. I would like to have more consistency working with the children – the nature of the shelter prevents this.” 


Staff would like more tutors and more resources for children who are bilingual. Having the program last a year with the same tutors, rather than a semester commitment, would increase the knowledge base of the tutors and allow more effective pairing with students. Also, expanding the program to serve children participating in the transitional housing program and being able to have children stay with the same tutor for the extended time were seen as ways to enhance the program.

Recommendations


When asked for recommendations for classroom teachers, the training specialist voiced her concern that teachers already “have so much on their plate.” However, “teachers tend to forget there may be reasons why homework was not completed – lack of supplies, an emergency in the home, maybe lack of support at home to complete the work. There needs to be some adjustment and awareness of homelessness and domestic violence and how that affects a child’s learning.” 


Teachers can assist by providing instructional approaches and tips to help tutors be more effective. Examples include offering activities, strategies, resources, and identifying students’ needs for tutors to address.


Recommendations for starting a literacy program also were discussed. For the program itself, it is important to establish attainable goals (e.g., bringing a child up to grade level in one month is probably not realistic) and finding a fit for the children’s environment and schedule. “It can be a challenge to find an hour for a full lesson plan. You need to determine what will work in the setting.” Finally, it is critical that tutors are trained. “They need to be supported and guided if they don’t have a teaching background.”
When asked if any other issues should be considered, the training specialist noted that finding funding sources is a challenge. “Not having staff or money to do it is a problem.” Some options for tutors were AmericaReads, higher education, and M-V funding.
Shalom Center After-School Tutorial Program

Kenosha, Wisconsin

Reading transports me. I can go anywhere and never leave my chair. It lets me shake hands with new ideas.  –  Rolfe Neill

Key Contact: Fran Anderson 

Title: Teacher of the homeless, through the Kenosha Unified School District

General Program Description

The Shalom Center After-School Tutorial Program is funded by a McKinney-Vento homeless education subgrant through the Kenosha Unified School District. The shelter-based after-school program has been funded for 11 years. When the program began, its focus was to provide enrichment activities. When the current teacher, who has been with the program for six years, began, she was asked to change the focus to academics in order to increase the impact on participating children’s school performance.

The program operates weekdays for three hours, usually from 3:00 p.m. to 6:00 p.m. Students in middle school may stay an extra hour (to 7:00 p.m.) since they are released later and do not arrive until almost 4:00 p.m. Children who live at the shelter are required to come to tutoring during the school year on Monday through Thursday. Fridays and summers are optional. During the summer, the program follows the school district’s eight-week summer school calendar. While the summer school program operates in the morning, tutoring is scheduled for four hours each afternoon on Monday through Thursday. This allows students to attend regular summer school and receive extra instruction in the afternoon. The “extra dose” has helped some students make significant academic gains. 

The teacher worked with three little boys whom she picked up at school every day. The boys were two years behind in reading. After the extra support and six months in the program, including the summer session, the boys started the next year on grade level. 

The program is divided into two parts. Half of the time is dedicated to one-to-one tutoring at the child’s performance level followed by a second time block for group lessons and associated group activities to build environmental (general) knowledge.

Program goals are to improve homework scores and regularity; improve reading, writing and math skills; and improve environmental understanding. This includes giving students basic conceptual knowledge to help them create mental files. Using an information processing model of learning, when students are exposed to new information in school, especially science and social studies, unknown information has a place to be stored. For the students the teacher sees in this program, “there is no file cabinet. I try to teach the basics, the seven continents, the animal kingdoms, plants. Even the basics are very difficult and new, even to middle schoolers.” 

 When asked why students had not mastered such basic knowledge by middle school, several possible explanations were posed. The students may not have been engaged when the content was covered in class. Perhaps, with all the moves, they kept missing the lessons. Another possible explanation is that children may not be “emotionally in school, worried about mom or the situations they’ve been in for the last two years. If they can’t read, they can’t read the textbooks and they’ll zone out.” This is noted more frequently with students in middle school. By that age, if non-readers, the students are gaining very little from being in school with multiple teachers who do not know them. They are failing for not producing.

Children and Youth Served 

The average client at the shelter is a 24-year-old African American mother who completed tenth grade but is reading at an elementary-grade level and has three or four children. Students in the shelter can attend tutoring through high school. During the first four years, students were not able to continue tutoring after leaving the emergency shelter. The teacher realized there were times when the program was not full and they could have been serving more children. Now, children who move to the local transitional living program may continue tutoring as long as there are no more than 15 children being served. From experience, the teacher has found that number can be served effectively. It is the teacher’s “call” to let children stay in the program. 

 This opportunity to extend tutoring has allowed the teacher to observe more growth. “I’ve learned that six months can make a huge difference in the student’s achievement.” When selecting students for participation, priority is given to those in the emergency shelter, then the transitional program, and then former residents not in the transitional living program. Families who leave without completing the program are not offered access to tutoring. “There are reasons why the family left without completing the program and tutoring has been used as a babysitter. We have to have the parent’s emotional support to see success.”

Most students participate in tutoring more than one month and less than six months. The program averages 12-13 students at a time, and approximately 150 children and youth are served in a year. The teacher observed that children are remaining in the program longer, partly due to changes in the state’s welfare process. “It takes longer to get services, so families need more time. It was 6-8 weeks and now 8-12 weeks for services is common.”

Kenosha is located on the highway between Chicago and Milwaukee, and the shelter sees large numbers of residents from the Chicago area since it is the first city over the Illinois border. About 70 percent of the students tutored are in elementary school. Middle school students account for 15 percent, 10 percent are preschoolers, and 5 percent are in high school. The shelter does not require students in high school to attend the program. Students may not be comfortable in the program because of their age, besides, many are working after school. About 90 percent of the children who receive tutoring are African American, 8 percent are Caucasian, and 2 percent are Hispanic. “Most Hispanic families are supported by their families and will double and triple up rather than seek shelter.” The tutoring program rarely includes children who speak a second language.

Program Staff and Volunteers

The tutoring program is staffed by one full-time teacher and one part-time assistant. Title I and other funding sources support the assistant position. An assistant is always present for security reasons. This ensures more attention for the students and an extra person for escorting young ones to the bathroom, etc. The teacher is Caucasian, as is the assistant. Assistants also have been Hispanic and African American. The Hispanic assistant spoke Spanish. 

The teacher has a master’s degree and taught for 21 years prior to joining the tutoring program. Usually several people share the assistant’s slot. Most assistants have high school degrees and many are attending the University of Wisconsin or Carthage College. The length of time assistants remain with the tutoring program often depends on their education. One student/assistant has been with the program for three years. Another began as a volunteer in high school and has been with the program for five years. Some leave after two years to attend a course of study at a different college. Many assistants go into social work or education even though this was not their intention when they began tutoring. 

The teacher provides assistants with three hours of initial training, followed by hands-on opportunities with students. The teacher supervises closely and “trains them as I go until I feel they’re really top notch.” Assistants are encouraged to read Different Brains, Different Learners by Eric Jensen and the writings of Ruby Payne, which helps explain the children in the program. Videos of Payne’s work are available for the staff to watch.
 “It helps them understand the child is not just digging in their heels. It explains that children’s behavior is not necessarily an indication of being oppositional. For example, one nine-year-old is ‘the mother’ to her three younger siblings [mom is not available emotionally] and it takes time – an hour in the program – for her to smile and become a ‘kid’ again.”
The program involves about 30 volunteers a year, many of whom come from colleges and retiree church groups. To recruit, the teacher works with staff who run service learning programs at colleges and with education and sociology professors. The teacher visits the colleges and the staff visits the tutoring program. “That ‘sold it.’” The teacher meets with retired church groups who are available during the day. “Retired teachers and people in their sixties and early seventies are wonderful to work in the program.” In addition, the teacher does staff development in the school district, which allows her to increase awareness of the program and learn who is retiring and may be interested in joining the program. Further, National Honor Society and Key Club high school students and people who volunteer at the shelter and request working with children may participate in the tutoring program. “They must have strong reading and strong basic math skills and must be mature enough to understand confidentiality. They need to trust me in behavioral management issues and ask questions later when the children aren’t there. There has to be one authority figure – children will play one against the other and having clear authority avoids that. I’m very picky about who I get. I have enough tutors without having to ‘settle’ for weak skills or people doing it just to ‘feel good.’” 

The teacher explains the history of the students and their families to assistants. Confidentiality is reinforced. For example, the volunteers are told that when they see these children in the community, they should not make eye contact unless the child initiates it. Students may not want to explain the connection to the people with them. “It helps explain the ‘why.’ It doesn’t mean you’re less strict, but it does mean is that you handle the children differently.” The teacher models how to respond to the students. 
The teacher meets with the case manager daily and information is shared on a need-to-know basis without breaking confidentiality. “It took a long time to build that trust with the shelter staff. The case manager will work with the parents when support is needed. This has worked better than having the teacher interact directly with the parents since she has less authority in the parents’ arena than the case manager. 
The teacher has written a tutor handbook and tutor manual to assist training. The handbook is an introduction to homelessness. This part of the training can screen out some candidates who are not comfortable with the reality of the lives the children have experienced. “You can’t say, ‘You know better than that.’ They might not. Many have been abused.” Often the children are not tactful, but the children are taught what is appropriate and learn the social skills. Also, the students tend to belittle themselves and others. “We need to affirm constantly – it’s not cheap, it’s real – but it needs to be done in concrete ways. We affirm the attitude, not ‘Oh you’re so smart!’ but ‘Look how hard you worked on that sentence. You’ve written three more lines than last week.’” This type of reinforcement is explained in the manual. A second manual provides instructional practices for reading, writing, and mathematics.

Program Activities

The classroom is an open room so there is never a time when the room is quiet. On a good day, there may be 10 students and ten tutors, with each child reading aloud to a tutor. During free time, students can find a place to read.

Since there are no vans available to take the children and they are busy working on academic skills, there are no field trips during the school year except several tied to academics and going to the gym once a quarter. Field trips that have been conducted through the program include trips to the supermarket, which follows an eight-week nutrition unit. Here the children go on a scavenger hunt to reinforce terms such as “poultry,” what comes from a cow or pig, milk products, and the value of beans and lentils. The students also go to parks. One has an actual forest in it. “It’s like Disneyland to them. We fly kites, go hiking, there is a stream, ride bikes, learn to skip rocks, roast marshmallows – make S’mores.” In addition, they visit all the free library programs in the city, go down to the waterfront, learn what a harbor is, swim at the beach, and play in sand. “Even middle schoolers have never built a sand castle.” The students also visit the water treatment plant, fast food restaurants, and a nearby jelly bean warehouse that gives tours – “anything that’s free.”

The program includes a visit to the pool twice a week during the summer. Going swimming provides outside time and physical exercise. The teacher noted that, “Moms are so down and in survival mode and exhausted. Taking the children out doesn’t happen.” The children also have vegetable garden that they tend.
The students read and write every day. The basic components of reading instruction are addressed. Phonemic awareness may be addressed with flash cards and games that also reinforce vocabulary. The teacher’s training in Orton-Gillingham-based strategies, designed for students with learning disabilities, has shaped the approach to phonics, which includes a structured, sequenced approach to teaching letter sounds, blends, and the four vowel rules. Students are taught how to break words into syllables and the basic rules for doing so. For fluency, the teacher has found that having the tutor track with her finger at a slightly faster pace than the student is reading works well. Vocabulary is reinforced throughout the hours of tutoring sessions, to ensure the students understand what is being read. For example, tutors are to ask five questions for each page the child reads. 

The greatest challenges for the students in the program in learning how to read include a lack of vocabulary, reliance on the casual register and low familiarity with more formal language, and environmental misunderstandings. “They need to learn the rules in order to respond appropriately.” Street knowledge can be a strength in the ability to problem solve when the information presented is within their knowledge base.

Writing is always overseen by a tutor who is with a student the entire time. The teacher noted that her experiences using a whole language approach have not been positive and has not been appropriate for the students she serves. The children at the shelter are very similar to students with learning disabilities. They need to see the correct model and not practice the wrong thing. The teacher cautioned against use of  “find the correct spelling” multiple-choice exercises. In most cases, this just leaves the student with more incorrect models in his/her memory.

On the first day, a prewriting sample is obtained. During subsequent sessions, the tutor walks through every sentence orally with the student so she learns how to think and learn formal language, how to write complete sentences, how to write in a more formal register, how to indent paragraphs, and how to develop a comprehensive paragraph with an introduction and conclusion. “This is a brand-new concept for these students … Writing is usually the most painful process for my children.” While a generalization, the teacher has found students have to erase and correct their writing, they give up easily. With the method used, the correcting is done mentally through the verbal model. This mental process uses visualization to establish the correct order of words and spelling before the idea goes on paper. If the word is hard to spell, the tutor asks the student to spell it aloud. By the time the student writes it down, therefore, there is not a lot of correcting to be done. This is much faster than editing written text, and the students feel better about themselves. Elaboration of ideas can be reinforced, similar to the process used with young children and oral language development. For example, if a student proposes the sentence, “Jimmy cried.” The tutor would respond, “OK, How can we make that more interesting? Maybe we could say, ‘Jimmy cried when he tripped on the stairs.’”

The prewriting sample for most middle schoolers “is a page of verbage with absolutely no punctuation. It’s the way they speak.” The teacher commented on her about students’ limited vocabulary which includes only very essential words of the English language and a casual register. The samples generated suggest a 1,500 word vocabulary. Therefore, the program emphasizes writing as well as reading. “Reading is easier to teach than writing. Once their reading improves, their writing improves. But once they start creating correct sentences in their brains, their writing improves dramatically.” 

A lesson learned: All tutors are taught to drop their voice when they come to a period. Students are never allowed to skip over the period. “It’s amazing how this forces the child to see complete thoughts and how this leads to improvement in writing. We can do that because the children are reading one-to-one with their tutor. 

The program has a policy regarding homework. “I guarantee that every child will have an A+ on every homework assignment while in the program.” Part of the teacher’s responsibility is to contact the child’s school counselor within 24 hours of coming to the shelter, usually by phone. There may be many more times during the week when communication occurs. The teacher has inserviced the counselors in the school district and they are knowledgeable of the homework policy. “If the child is able to do the homework, we walk through the assignment, help them, and make sure it’s right. If the child cannot do the homework we get it done lickety-split. That means, if the child can’t multiply and has double-digit multiplication problems, I’ll give the answers. They put their name on the paper and put it in their bag for the next day and we’ll go over to the math corner and work on multiplication facts. Usually, I don’t call the teachers right away. I’ll call the counselors first. It’s improving but I’ve found teachers don’t always understand confidentiality, especially in more affluent communities with less experience with poverty. They love to talk about these kids because they’re so unique. It’s not so unique anymore in many places.” 


“We do homework first. It’s always right, and then we’ll go and work on what the child needs. If the assignment reinforces what the child needs, then we will make a lesson out of the homework and work really hard on it. If they’re capable, we’ll work with the child and teach. If it’s way over their head, it makes no senses to spend a lot of time on the assignment. Some teachers won’t modify homework. They don’t understand you can modify work without an IEP.” The teacher has made a modification chart to help teachers realize this is OK. “Many teachers are quite scared” and do not know how to grade with the modification, for example. “It’s a big challenge … The teacher may say, ‘He’s reading on a first-grade level in fifth, but it’s not my fault and he’s not special ed.” The adopted homework policy is “making it work for kids in poverty.”


For about 20 percent of the students, especially older students, getting good grades in homework can be enough to get them to start trying again. This is especially true if the teacher praises the change. “With just two weeks of positive grades, I can see a change in the effort.” 


The afternoon sessions include about 25 minutes of free time. This is time for the children to play games that reinforce academic skills. It also gives the students an opportunity to play with an adult in a positive relationship and helps students master social skills such as taking turns. “Teachers know that the worst time is unorganized down time, like recess. If you watch these students on the playground for a few days, you see that they don’t know the rules.”

Assessment. Formal and informal methods are used to determine initial levels and academic growth through the tutoring program. The S.T.A.R. system is used with Accelerated Reader (see below). This is a computerized, multiple-choice assessment that takes about seven-to-eight minutes to administer and provides a zone of proximal development (Vygotsky’s ZPD
) for optimal growth in reading. The description is consistent with the concept of instructional level used with informal reading inventories. While designed for students to read passages independently and answer the multiple-choice comprehension questions, tutors sit with the students one-to-one during the assessment to encourage them to keep working and to collect observational data regarding the way in which students approach the task, the application of phonic skills, understanding of idioms, and vocabulary usage. The assessment can be used with students from kindergarten through 12th grade and seems to correlate well with the Illinois Test of Basic Skills (ITBS) and the California Achievement Tests (CAT) when these results are available from school data. The program costs about $500; another $500 was used to purchase the software for Accelerated Reader (AR). AR uses the same format, but children’s books are read (in this program one-to-one with a tutor rather than independently) and then the book is keyed into the computer where the appropriate list of comprehension questions are posed to which the student responds. A score is received immediately upon completion of the task. Writing is assessed informally, as noted above when describing the instructional process. 
Each student has a folder, which includes checklists and charts of skills that have been targeted. The same chart can be used for multiple observations by color-coding the date for the student’s responses. For approximately 37 percent of the students posttest results are available. Other indicators monitored for progress include students on the Honor Roll at school, report card grades, and the informal “in my head” knowledge that an experienced teacher retains about her students. Eight students were on the Honor Roll this year. These were students who had been in the program five to seven months. “That’s really exciting!”

Program Materials

Books used in the program reflect fiction and nonfiction, including books about other cultures. There are no magazines, but there are crossword puzzles, board games, audio-taped books, and donated books that are not part of Accelerated Reader program. Students receive three books when they enter the program. If they ask, they can have more. Books are acquired through donations, including books drives by local schools. Boxes are placed in schools at the end of the school year to collect old calculators, rulers, notebooks, etc., that can be recycled. The program often receives 30 boxes of books at a time. 

The teacher sorts donated books into books that are part of the Accelerate Reader program, those that are appropriate for students to take, those that can be used for group lessons, and others that can be donated to the shelter. Early on, the program purchased books, but it is not necessary any more due to the quantity and quality of donations. Children visit the library in the summer; however, it is hard to obtain library cards for the children, partly because they do not want to give the shelter as their address.

When asked what types of books interest the children in the program, the teacher noted that books with a Caucasian child in a fantasy world with a story line geared for upper-middle-class background have not worked and are, therefore, not included in the program’s library. “The book about the ballerina isn’t of interest; judo would have more interest.” The teacher has noticed that most of the students in the program do not select books about African American children. “They don’t have a sense of their ethnicity and don’t want to read about poor children … Most understand they are kind of poor, but that’s it. They don’t see themselves as homeless.” This understanding of their housing status changes with middle school, however. 

The teacher has come to the conclusion that if you have the option of giving a fiction book or a nonfiction book, give nonfiction. She noted current research showing that nonfiction appears disproportionately less frequently in elementary classrooms than fiction, yet understanding the structure of nonfiction is critical as students progress, especially in the content areas. “Our kids are so deficient in models and understanding the environment around them and history – like the Wright brothers and Anne Frank. The number of new books that are simple nonfiction has increased. There’s lots of good nonfiction, and I have the luxury of getting paperbacks which are inexpensive … The life lessons in the nonfiction is what I’m after.”


 While the program goals are academic, it is “so much more than that. It’s teaching middle class rules needed to be successful in school, like no hitting and pouting isn’t acceptable. Homeless children are fantastic giver-uppers and pouters, which is a normal reaction to pain and suffering but so often it stymies the children. The values are almost more important than the academics – not giving up, manners, the importance of asking for help. They usually demand things. That’s how they get their needs met. Here, they have to ask. Demanding doesn’t get the need met.” 

Other instructional materials that the teacher prefers include Orton-Gillingham-based activities found in Angling for Words (Carolyn Bowen),  Solving Language Difficulties (Amy Steere), The Language Toolkit (Rome & Osman), Spellbound (Elsie Trak), and other materials published by the National Institute for Learning Disabilities (NILD) and Educators Publishing Service (EPS).


Children usually take their artwork with them rather than using it to decorate the classroom. “They want to take it.” Arts and crafts projects include items that can be used to decorate their rooms or new homes such as jewelry boxes that can hold materials. While models of children’s writing are posted in the room, most work is sent with the students each day. 

Program Strengths


The most critical element for the success of the tutoring program is to provide reading instruction at the student’s performance level and then “upping it as fast as you can.” Because the instruction is conducted one-to-one, the student can be taught at the appropriate level. Direct, explicit instruction is used, and the sessions are highly organized to leave little down time. “There is no time to waste for these children.” 

The one-to-one tutoring also provides a “constant dialogue with an adult for one hour every day. Relationship is key!” The combination of caring and respect with high expectations for academic growth has been powerful. Many students have progressed more than one level in reading during the relatively short time (less than half a year) they attend the program. Extensive gains in the mastery of basic math facts have also been documented.

Wish List for Potential Improvements


The teacher would like to have an additional assistant to allow daily Orton-Gillingham instructional groups. Currently this type of instruction cannot occur each day, due to staffing and the number of students in the program.

Recommendations


Teachers are encouraged to be firm but to constantly affirm positive attitudes and to insist on a formal register when students speak and write in class. Volunteers in schools and after-school programs need effective training. Without training, the impact of the program is limited. 


When asked for recommendations for other literacy programs, the teacher reiterated that the student-teacher relationship is crucial. The emotional component also must be addressed. “It’s a combination of structure, discipline, and love – love is the most important.” Finally, the teacher must have an understanding of phonics.

Appendix A-2

Sample Forms Shared by Local Sites

Sample forms that are used in the Parent-Child Home Program may be viewed by visiting

http://www.en-visions.com/pchp/forms/forms.htm 
Excerpt from Child-Behavior Traits (CBT): Full form includes 20 behaviors.

Instructions: Circle the number at the right of each parenting activity, which you judge to be the best description of that activity in PCHP home sessions.  Your ratings can range from 1 (Almost never) to 4 (Frequently), according to code: (1) Almost never, (2) Seldom, (3) Moderately often, (4) Frequently

	1. Is well organized in work and play
	1
	2
	3
	4

	2. Seems generally cheerful and content
	1
	2
	3
	4

	3. Refrains from physically aggressive behavior towards others
	1
	2
	3
	4


Each item is described in greater detail through the CBT guidelines form:

	ITEM AND EXPLANATION
	EXAMPLES

	1.  Is well organized in work and play.

Thinks through ahead of time the materials or activities he will need and then uses them to proceed with the requirements of accomplishing the task in orderly sequence.  Appears to be reflective about task.
	Home Session (HS): Empties all the pieces from a puzzle before starting it, and then fits them into logically possible spaces.  In frequent pauses, s/he seems to be thinking about which piece should come next.

School (S): Prepares his/her desk with pencil, paper, or other materials s/he needs to copy and complete arithmetic problems.  Heads paper correctly and leaves spaces between problems.

	2.  Seems generally cheerful and content.

Gives an impression of being satisfied and even happy most of the time.  Seems tension-free, and negative feelings (ex. sadness, fear, anxiety) generally appear to be absent.
	HS:  Smiles, laughs, perhaps claps hands occasionally during session.  OR Seems relaxed and involved in play even if face doesn’t show any feelings.

S:  Seldom cries or complains.  Smiles or laughs occasionally.  Facial expression generally does not convey fear, worry, or other negative feelings.

	3.  Refrains from physically aggressive behavior toward others.

Hostile motor activity is not directed against people around child.  Child is able to channel such feelings into appropriate angry words, or curb them altogether.
	HS:  Does not throw blocks at others instead of building with them (may have to be reminded).

S:  Does not hit or push other children unprovoked.


Additional details and forms available at http://www.utdanacenter.org/theo/toolkits.html#linksliteracy
Student: _______________________ Date: ___________ Age: ______ Lesson # __________
Tutor: ________________________

Shelter Tutoring Lesson Plan

Read Aloud:

The child reads:

Word Study/Phonological Awareness:

Writing Activity:

Reflection:

In the reflection section, please note whether the child enjoyed the activity, if it was the appropriate level, and ideas for the next section.

Links to Literacy has developed checklists for grades K-5 based on local literacy expectations. This sample is for first graders.

Child’s name: ____________________________ 

Date of last lesson: ____________________

Read Aloud:
Author/illustrator: the author writes the words, the illustrator draws the pictures

Parts of book:
_____  Cover

_____  Title page

_____  Spine

_____  Table of contents (if applicable)

Direction of print: read left to right, top to bottom

Difference between fiction/non-fiction: fiction tells a story/non-fiction gives information
When prompted, can make predictions in the story and is able to support those predictions

Activities to use for comprehension:

_____  Story House
_____  Retell with and without props
_____  Descriptive web
_____  KWL chart


_____  Person, place thing
_____  Story/character journals
_____  Venn diagram
To keep in mind throughout the lesson:


Does the child have difficulty completing the activity?


Is the child having difficulty understanding?

(If the child is having difficulty, the tutor should model the activity until the child has a better understanding and can do it independently.)

Child Reads:
Can identify a letter/word/sentence/paragraph
Automatically recognizes sight words
Knows and uses strategies when an unknown word is reached

Suggested leveled reading: 4 (beginning of year) – 17 (end of year)

Uses inflections while reading:


-s, -es, -ed, -ing

Improves fluency: reading smoothly, reading like we talk

Word Study:

Can spell first and last name

Automatically recognizes letters (capital/lower case) and sounds
Distinguishes differences between consonant and vowel
Words Their Way Appendix (starting pg 384) has lists of words for the following patterns that are very helpful to the tutor in planning word study

Word families: (use suggested sequence)

· Can delete and change initial consonant (When –p is deleted from pig, what sounds are left? –ig; when you replace the –p with a –b, what word is made? –big 
Blends: bl, br, cl, cr, dr, fl, fr, gl, gr, pl, pr, sl, tr, sc, sk, sp, st ,sw

Digraphs: ch, th, sh, wh (also called the “h” brothers)
Diagraphs can be used at the beginning (shell, chop, that, when) or at the end (math, cash)

Able to add diagraphs and blends to word families: st-op = stop, th-at = that

Difference between short and long vowels: the vowels say their name (cape, boat)
Vowel combinations: “When two vowels go walking, the first one does the talking.”

ai, ee, ea, ei, oa

Silent “e”: “The ‘e’ kicks the vowel to make it say its name.”


CVCe pattern (made, take, hope)

Antonyms/synonyms

R-controlled vowels: When a vowel is followed by an “r,” it takes over the vowel sound.


car, stir, blur (also called the bossy “r”)

Child Writes:
Can write a complete sentence using descriptive words.


(I like black and white cats.)

Demonstrates proper use of punctuation:

· Names, first letter in sentence

Brainstorms before writing

Edits writing

Response to tutoring:

Date: __________________________





First Lesson

_____ Positive: (Willing to go with tutor; likes to be read to or to read; engaged in lesson; participates in activities; easy to work with)

_____ Neutral: (Goes with tutor when told, listens; but does not actively participate; less engaged)
_____ Negative: (Refuses to go with tutor; does not want to read or be read to; does not participate in any activity; difficult to work with)

Date: __________________________





Last Lesson

_____ Positive: (Willing to go with tutor; likes to be read to or to read; engaged in lesson; participates in activities; easy to work with)

_____ Neutral: (Goes with tutor when told, listens; but does not actively participate; less engaged)

_____ Negative: (Refuses to go with tutor; does not want to read or be read to; does not participate in any activity; difficult to work with)

What has it been like working with this child? (easy to engage, difficult to engage, positive experience, etc.)

Describe the progress you have seen over the course of lessons academically. Please be specific. (Examples: learned to recognize two letters and their sounds, became more comfortable giving his/her opinion of the books we read)
Multiple evaluations can be listed on same form by using a different colored pen for each date. The form includes numeracy and literacy skills due to the broader focus in this program.
Student Checklist




Name:
1. Colors



green    red    blue    yellow    orange    white    black


purple    pink    gray

2. Shapes


circle    square    rectangle    triangle    diamond    oval


pentagon    octagon

3. Rhyming Cards

4. Opposite Cards

5. Animal Cards

6. Numbers 1-10

Count aloud

Understand the value of numbers

Identify numbers

Write numbers

7. Letters of the Alphabet

Able to sing alphabet song

Able to identify letters

Able to write letters; uppercase, lower case

Able to give appropriate sound for each consonant

Able to give short and long vowel sounds

Appendix B-1

Focus Group

State Coordinators’ Conference Calls

Focus Groups Responses from Conference Calls With State Coordinators and Subgrantees for the Education of Homeless Children and Youth

July 2003

Facilitator & Notetaker: Patricia Popp

Conducted via teleconference July 7 and July 10, 2003

States represented: Louisiana, Minnesota, Oregon, Texas

1. Challenges: What do you feel is the greatest challenge elementary school-aged homeless children face in developing and improving their literacy skills?

· Based on data from Wilder Research (comprehensive and multi-faceted) Surveys implemented in MN since the mid-80s, enrollment and attendance have dramatically improved, yet parents are reporting more learning problems and school performance issues for their children.

· Comment/question: Is this increase in reported problems partly due to the increasing expectations? Response – that and more awareness and greater accountability.

· Based on LEA liaison’s and instructional leaders’ observation, language development (for most including ELL) and significant gaps in reading skills because of mobility (moving in and out of different districts or schools with varying scope and sequence) have contributed most to students experiencing homelessness not being at grade level in reading. 

· Lack of parental involvement in reading; children are not being read to.
· This is a global issue. It’s horrible for all poor children and worse for those experiencing homelessness.

· Lack of stimulation as infants and young children.

· Lack of access to reading materials – books and magazines.

· Lack of a literature-rich environment where reading materials are in use.

· Kids in this country just don’t read, and therefore, don’t write well.

· Students don’t know how to decode. They have poor backgrounds in phonics. I’m opposed to a whole language approach for poor children who are non-readers. Moving a lot increases the likelihood there is a poor background in phonics.

· To improve things we need to put literature in front of these students. Example: RIF in shelters – kids love the books, especially with pictures and high interest and appropriate reading level.

· Reading materials at the frustration level are a turn off.

· Lack of consistent curriculum and teaching strategies

· Liaisons report gaps in scope and sequence that contribute to being at grade level in reading.

· Suggestion was made to look at the work of Anne Masten on accelerated skill development.

a. With which reading skills do homeless or highly mobile children seem to have the most difficulty?

· Caution/concern posed: This project should take care to avoid labeling and making reading difficulties appear to be intrinsic to the child who is homeless. Emphasis should be on good instruction that supports ALL students and the focus should be on the impact of mobility – an external factor. 
· Again, mobility has contributed to various gaps in learning-reading skills.

· There is a lot of variability; some students can read very well.

· Generally, challenges families face suggest differences in language patterns; children without interactions that nurture the language development typical in middle class homes have more difficulty with expected beginning skills for reading, such as basic story structure.

· Decoding and comprehension.

· The expectations for students even in kindergarten are very high. Therefore, there is a need to accelerate certain aspects of reading.

· Suggested resource: Dr. Olivia Melrose and Dr. Lisa Stewart – researchers with Native American and students who are mobile. Have found that children enter kindergarten with weak vocabulary and phonemic skills that will require language development instruction to continue through grade levels. Older students need continued instruction and work in areas where gaps are identified.

· Should we contact Even Start folks for their input?

· Look at Reading First Initiative; contact national reading organizations to see if they have groups addressing mobility. As this project progresses, try to get on their agendas to disseminate information and build awareness.

· Reminder that low parent involvement is not restricted to homelessness. Some of the strategies/needs identified address a variety of groups.

· There isn’t a big difference among students who are homeless and other Title I students. Mobility exacerbates the problems; gaps between mobile students and their stable peers widen more quickly.

· So one of the issues is the need for system change, not so much changes in the skills that are taught. How can we make the curriculum portable and help instructors cue into gaps. We need something that translates from one school system to another.

· Schools are at such different points that it is hard to catch up. 

· If we can keep students in their school of origin, this may become less of a challenge.

· We need to be able to assess students more quickly, especially in non-school programs.

b. Which pre-literacy skills are often lacking?

· Language development (lack vocabulary and beginning phonetic background).

· Emerging decoding skills and phonemic awareness.

· Addressed in conversation under point a.  

c. What challenges do schools and classroom teachers face in helping homeless/highly mobile children learn to read?

· Liaisons say that too much time is spent on assessments. Teachers need assistance with diagnosis and understanding ensuing instructional strategies. The assessment should inform future instruction, not just provide outcome data. Assessment FOR learning not just OF learning.

· Too much time is spent tutoring students with homework that is too difficult for them. Efforts are wasteful because students lack understanding. Students are often in education experiences not at their actual instructional level. 

· Being in school on a regular basis – erratic attendance adds to the challenges.

· Having texts and other materials at the student’s instructional level. Having extra bodies – extra support personnel to meet individual needs.

· Getting families involved and present at meetings.

· Sometimes these students have poor social skills and have difficulty dealing with people. They have trouble sitting and concentrating. We need to remember these students are not “stupid.” We have to care for their basic needs before the academics can be addressed.

· TIME to read. Expectations at home vary greatly depending upon the setting. (We should ask ourselves, “When do you read?”)

· Motivation is another challenge for schools and classroom teachers.

· The lack of informal, quick assessments. Need for curriculum-based measures.

· Student mobility – sometimes the entire class turns over in a year; 50 percent turnover is not uncommon in some classes.

· Staff mobility – sometimes the entire teaching staff turns over in less than three years.

· Getting students in existing programs. It takes time to get kids where they need to be. This is related to delays in enrollment, eligibility requirements and waiting lists (e.g., Title I summer school, comprehensive reading programs).

· Students experiencing homelessness and high mobility are more likely to have deficits in reading. Accommodations should be made, and these students should be prioritized to access programs.

· Inappropriate use of technology that is not well supervised and above students’ instructional level. The students end up “pushing buttons” until they get the correct answer but aren’t really learning anything. Teachers are not well trained in using individualizing and debriefing with students to increase the benefit of the activities. Teachers may not be using the results of such computerized programs appropriately when making instructional decisions. Teachers are not using the assessment results to identify problem areas for remediation.

· Parents’ lack of literacy skills.

· Lack of decoding and phonic skills that need to be memorized. You need the basic skills, too.

d. What barriers exist to children and parents participating in available programs?

· Transportation. Getting the child there.

· Having a learning plan in place to engage parents. 

· Access to books, supplies, and materials for families experiencing homelessness.

· Competing with other agendas of families in crisis.

· Finding interesting materials.

· Ensuring teachers are knowledgeable about reading and can make it FUN.

2. Assessment: How do schools and teachers assess the needs of homeless or highly mobile children when they enroll?

· A trend of many LEAs is utilizing the computerized NWEA (Deb Pender-Moorhead Public Schools, MN). It can be quickly administered, is reliable, commonly understood, accurately measures growth, can be locally normed, and is aligned to State standards. It has been normed for other states, can be administered several times throughout the year, and provides “assessment of learning and assessment for learning.” The characteristics describing this assessment are characteristics that best serve students of mobility. 

· LEAs need to “buyin” and be comfortable with chosen assessments.

· If students are not in a funded McKinney-Vento program, they would be assessed the same way any new student is assessed in that school. If the student is in a M-V project that includes a literacy component, the student MAY receive supplemental assessments over what Title I does for all other Title I students. Students who are homeless are not typically treated any differently with regard to assessment.

· There is often a lag in records following students of three to six weeks. We need to attend more to rapid transfer of records. Example of problem: have observed students being identified as bilingual one year and monolingual the next year due to records not being received until October.

· Be cautious about spending too much time on assessment. It can take away from instructional time.

· Not sure that students are assessed when they enter.

· With accountability we are looking at the test. Assessment should drive instruction. Teachers are not adequately trained in interpretation of tests to let it guide their instruction.

· Would hope students received a one-to-one reading assessment, such as the Slosson or an informal reading inventory. Also, previous records should be reviewed.

a. What steps are followed to place new students in the school’s existing reading program? 

· See Above #2.

· The regular process is used. When students are homeless, no one needs to know and they shouldn’t be treated differently. It is hard to identify them unless screening is occurring in the registration process (similar to the form being used by San Antonio).

3. Support systems: What programs/resources exist in your state or school district that are effective in helping homeless or highly mobile children improve their reading skills? 

· Caution noted: Are we talking about programs just for students who are homeless versus programs in general. Response: The project is interested in learning what programs in general may be most beneficial and where/if specialized support should be incorporated into the program.

· Should ask reading specialists to assist in responding to this question.

· Reading First Grant.

· Reading Recovery. Challenge is the program is expensive, geared for first grade, and long-term in structure. Alternative: One district invested in training teachers in the program, who then adapted the techniques to other grades and trained other teachers in the system, using the trainer-of-trainers model.

· Open Court.

· Direct instruction.

· The Letter People.

· Multi-sensory language approaches (e.g., Orton-Gillingham, Wilson).
· Look at tutoring and after-school programs. What works best? Offer assistance at the instructional level of each student. Meet the child where the child is. This is easier in after-school programs that during the school day.

· Use regular teachers for tutoring; extend school day of teachers who can work with their students to provide an tutoring after school.

· Ensure communication between classroom teachers and tutors.

· In schools rated as “needs improvement,” lack of coordination between specialists and classroom teachers has been observed. Teachers may need additional training.

· Problem with volunteer tutors: They have little training in reading. It is critical to train tutors to work at the student’s instructional level.

· Challenge: Volunteer programs become “do good” programs for organizations to send volunteers to. They are well intentioned but not well trained. You need to have the right match of tutors to students.

· Need guidelines for working with volunteers and addressing the challenge of sustaining commitment.

· Tutors must have a contact person. Without a structure in place, tutoring program is not sustained.

· Texas is developing a manual that includes lessons plans.

· We should be able to draw a lot from materials that have already been developed (e.g., Imagine the Possibilities).

· Some businesses have volunteers visit schools where the students read to them. Maybe this could be expanded to shelters.

· Some schools devote 90 minutes just to reading. They use ability grouping during this time. There is ongoing professional development, a reading coordinator. This helps schools climb out of school improvement status. (Example of such a program would be Success for All.)

· Every teacher should be seen as a reading teacher.

· Preservice teachers receive little training in reading, especiallyfor  working with struggling readers. Need to increase commitment that teachers are responsible for teaching all students. Struggling readers should not be seen as the sole responsibility of special education.

· Vocabulary development can be increased through leisure reading. More time should be devoted to leisure reading. This can increase reading time and interest. 

· You have to have the appropriate reading materials. Shelters could benefit from book lists; especially high interest with appropriate reading level books are needed, especially for middle and high school. Shelters also need the books.

· We need structured research-based programs to use with tutors that can be adapted for shelters. Include:

· Successful engagement in literacy.

· Success, scaffolding learning for the student to make the experience rewarding.

· Focus on one or two literacy skills in a session (e.g., word study and comprehension).

· Engagement and vocabulary skills take less training to prepare volunteers.

· Guidance in identifying starting points. Have sample lessons in each reading skill.

· Physical facilities can be a challenge. Shelters may not have a quiet room, materials, and storage space. Recommend committing space or changing venue to provide an effective reading program.

· Dr. Ann Masten’s research from the Univ. of MN states (paraphrasing), don’t worry about the various subject matter but concentrate on accelerated skill development (because of mobility issue).

· Dr. Barbara Taylor, Univ. of MN, is doing research on literacy strategies for at-risk students (not a homeless/mobility initiative but may benefit these subgroups). She is working with the MN Dept. of Education and the Reading Excellence/Reading First Initiatives.

· Dr. Olivia Melrose and Dr. Lisa Stewart from MN State University-Moorhead are doing research with Native American students in the western region of MN (many could be identified as mobile or homeless). Deb Pender, LEA liaison from Moorhead, is collaborating with them. 

· The National Reading Panel Report, Reading Excellence & Reading First programs offer good perspectives. Imagine the Possibilities from/West Ed is another resource.

a. In the school—tutoring, school-based after school programs? 

i. How effective are they? What data support the effectiveness of these programs?

· Tutoring and after-school programs (according to LEA liaison and instructional leader observation) that offer assistance at the instructional level of each student are the most effective.

· How do you evaluate your program when you only have students for 4-7 weeks?

· We have after-school tutoring at schools and shelters, but no real “data” to report. We can see that students are doing better in school: report cards, parent perceptions/satisfaction, state assessments. It would be hard to prove that the tutoring was making the difference.

· An initial analysis of state assessment data found that many of the students who passed at the proficient level had received tutoring.

· A summer remediation program looks promising.

b. Outside of school—shelter or agency-based after-school programs, library programs? 

· Vocabulary development through leisure reading (example – carts of leisure reading materials; helping children re-gain interest in reading). The research area of “motivation” (within literacy) may offer direction in this area, too. 

· Tutoring at the shelter.

i. How effective are they? What data support the effectiveness of these programs?

· Reporting requirements – Are students attaining incremental steps toward required benchmarks as required in their learning plans? 

· Again, you can’t tease out WHICH program make the difference. This is one cog in all the help.

c. What features of the school or school district infrastructure address the reading challenges of homeless or highly mobile children?

i. What collaboration exists between schools, shelters, or other agencies to coordinate educational efforts regarding reading improvement?

· Shelters stay in touch with the schools.

· Summer programs across programs. Example: Art Without a Roof in LA provided 250 students with an enrichment program five days week for six weeks. Academics were embedded in drama, art, music, creative writing, etc., and a variety of field trips were used for extra inspiration.

· Tutors use supplemental materials and work with the teachers.

· Tutoring is delivered during the school day: reading, literacy, and math. This allows the tutor to work with the regular teacher.

· After school, business and industry have been involved with tutoring and supporting grants for children to take field trips.

· It is difficult to limit to reading improvement; focus has been on improving educational success, in general. Reading has not been a cross-program collaborative effort.

· Input into the learning plan goals of students experiencing homelessness (both funded and non-funded programs).

· For non-funded LEAs the identification process has to be embedded along with awareness training for staff before collaborations will occur. 

· When instructional leadership in the district recognizes the needs of students who are mobile, programs improve; my challenge is to make more connections with instructional leaders. Once collaboration unfolds, barriers decrease. This is a challenge that liaisons face, too – how to make the connections.

· Even funded programs may have trouble with leadership, while others have liaisons who have been recognized as true instructional leaders.

· The new emphasis on cohorts and disaggregating data for AYP could be used as leverage. We need to emphasize that attention to highly mobile/homeless will help the whole district meet AYP.

ii. Who in the school district or community works to eliminate barriers to reading success?

· It needs to be addressed at the instructional leadership level. Instructional leaders have to recognize the needs (and implement appropriate services) for students of mobility.

· Liaisons should educate reading teachers about the issues of mobility.

· Title I coordinators.

· Reading specialists.

· Would like to say “everybody.”

iii. What resources, assistance, and encouragement are available for homeless parents to help their children improve their reading skills? 

· Challenge is breaking the mentality that homeless and highly mobile students are “not OUR kids.” This will need increased state leadership to recognize these students belong and to encourage change at the school and district level.

· Assistance for parents in understanding the reading issues of their children.

· Look at Even Start for a model.

· Title I parenting centers; families are allowed to take home computers.

· Library program.

· Use of grants for technology and literacy and professional development.
· Communities with non-English speakers have language and literacy centers, but they don’t seem to be very prevalent.

· Migrant family literacy program could provide ideas.

· Some M-V programs refer parents to literacy programs; some shelters set them up, especially transitional programs that have a literacy component.

iv. How are teachers prepared to help homeless or highly mobile children improve in reading and how are teachers supported in their efforts to do so?

· There is no special preparation, but they should be prepared.

· Teachers no longer teach “to the masses.” They should be familiar with:

· Identifying children who are homeless.

· Assessing academic needs.

· Being sensitive to attendance patterns.

· Recognizing that these students also are hungry to learn and know a lot of things. They may need extra help and support at home.

· Give people the big picture regarding homelessness. This has implications for preservice education. One deliverable from the project could be a course on teaching highly mobile children. A concern was voiced that this might lead to stereotypes; example shared was Ruby Payne’s work. Emphasis should be on what is needed to be a successful reader.

· Inservice training for teachers must have direct application to the classroom.

· One LEA chose the Boy’s Town Reading model because of the professional development component. They thought this was a strength of the model. The needs of the youth (area learning center entity) were different than those addressed in mainstream programs. They felt neither the LEA nor their staff had the capacity to provide professional development. The Boy’s Town model provided their teaching staff the professional development necessary to upgrade and implement a strong reading curriculum that fit the needs of a mobile student population. Students average a one-year gain per semester of participation (utilizing the DAR – Diagnostic Assessment of Reading).

· Question: Are the results sustained? Response: Developers are conducting research to determine this.

· Many LEAs are choosing vendor models but perhaps they should be distinguished from curriculum and be labeled program or intervention models. Reading Week Seminar (decoding) and Read Naturally (fluency) are a couple of models utilized. They are popular because they are effective with mobile students. In addition, the vendor programs offer quality professional development and they are inexpensive in comparison to other vendor programs. (Note: Technology such as Renaissance, CCC, & Lightspan may be good auxiliary tools to increase motivation and exposure to literacy materials.)

· There isn’t a “magic bullet.” No matter what curricula or interventions are chosen, there needs to be “staff buy-in” for these to be effective. Further, professional development is the key. The quality of the staff is the bottom line and sustained professional development ensures or maintains this quality. Additionally, even highly trained and skilled staff in reading are continually searching for effective strategies to better serve students experiencing homelessness. Also, research is improving in the general area of literacy. 

· Teachers are overwhelmed when asked to teach large numbers of struggling readers. They need others to support them. They can’t do it alone.

· Districts need to look for external resources to supplement and provide that support.

4. Ideal: If funding were not a concern, what would be your vision of effective programs and strategies that would enable homeless and highly mobile children improve their reading skills?
· See list of instructional strategies from West Ed’s Imagine the Possibilities.

· Transportation to school of origin.

· Address system issues:

· Portable curriculum and transfer of records.

· Curriculum that aligns in other communities, recognizing the local control issues make this challenging.

· NCLB emphasis on scientifically based programs may increase consistency.

· Short-term assessments with immediate feedback to families.

· Programs that accelerate learning in a short amount of time.

· Ongoing training.

· Small class size.

· Adequate staffing with thoroughly trained teachers and paraprofessionals.

· We need to harness the potential that is there – capacity building.

· Providing reading materials to low-income parents. Example: RIF – Reading Is Fundamental, which used to provide books for shelters.

· Make sure shelters have appropriate reading and study areas. This impacts what children do in the evenings.

· Exposure to daycare and preschool. There is a real need to early childhood programs for ALL. The earlier, the better.

· Children should be immersed in literature early on. They start reading much too late. The love of reading needs to be nurtured early.

· There should be early detection and early intervention.

· Provide a literature-rich environment and teach the basics (phonics).

· Have home activities that support the program and can be done in a variety of settings.

· Make sure children get the experiences they need to ensure the prior knowledge needed for reading. “The bottom line – if you miss that background, the child may fall through the cracks.”

· The realistic key will be identifying new strategies outlined in current research. Then identifying curricula, intervention models, and professional development programs, adopting these strategies, and exposing them to practitioners. 

· Parents need to understand their roles and responsibilities to support literacy within their family systems and the principles of child and adolescent development.

· Students themselves need to understand their individual roles and responsibilities.

· The goal is to accelerate the learning of students as they are identified as having needs and residing in emergency and transitional housing.

· Instructional leaders try to discount mobility. If a child is not there for a full year, the scores don’t count; however, you should still be concerned about their progress.

· Engage libraries more. Have satellites at shelters, similar to a bookmobile concept. Help libraries involve homeless parents to support their children.

· NAEHCY should have a presence at national reading conferences. Offer articles for reading newsletters.

Appendix B-2

Focus Groups

NAEHCY Conference 2003

Focus Groups Responses from Participants at the National Association for the Education of Homeless Children and Youth Conference

October 16, 2003

Arlington, Virginia

Facilitator: Stephanie Humphries

Notetakers: Patricia Popp and James Stronge

13 participants: most common positions: state coordinators, local liaisons, shelter providers

1. Challenges: What do you feel is the greatest challenge elementary school-aged homeless children face in developing and improving their literacy skills?

· Reading to children is highly important but reading is not reinforced by parents – may be lack of energy such as in domestic violence situations

· HUGE issue – crisis larger than teaching reading; Maslow needs to be considered –  these families don’t have time

· There was a study that taped and analyzed discourses between parents and children – emergent literacy has to do with talking (emotional aspect to literacy; families in stress speak to their less)
· Parents don’t know how to read themselves

· Television is mode of babysitting; concept of books is foreign

· Cultural differences – children are taught at home differently (e.g., making eye contact, expect independent skills at earlier ages)

· Older students (7-9) harder to have reading involvement of parents due to independent skill expectation

· Lack of books

· Success of school-age children is based on preschool experiences – materials, emotional needs, needs of moms, academics and relationship of mother and child 0-3 years is critical to brain development and impacts later learning – we must work with these young children

· Need to provide support to family relationships – give parents a way to interact

· Need for a safe, comfortable, private place to do the reading; the environment must encourage moms to read

· If parent is not aware of need to praise and encourage the child, the child may be more timid about learning

· Resiliency is an important factor

a. With which reading skills do homeless or highly mobile children seem to have the most difficulty?

· Weak sight reading – not commonplace – no one reads to them

· Phonemic awareness – haven’t heard words and sounds – when under stress people speak less: Ex. Mom and child – one-word utterances  to communicate (little elaboration)

· Need to help caregivers elaborate in discourse

· Elementary – huge problem with comprehension, especially boys (question posed: Is brain development different?)

· Finding teachers and resources to make a difference

· Skills become weaker with age
b. Which pre-literacy skills are often lacking?

· Naming objects – circumlocution is common – can give function but not name of objects

· Students become locked in system once labeled (Title I or special education) – concern if this is culturally based – e.g,. eye contact is culture bound but can lead to referral for services

c. What challenges do schools and classroom teachers face in helping homeless/highly mobile children learn to read?

· Need to socialize children to school

· Some parents don’t have respect for school

· Increase in Hispanic population – we need to learn to acknowledge their culture

· Need to learn to build on what they know – relationship is critical

· We don’t value what they bring to the table – can’t read words but can read body language; don’t know “hidden curriculum”

· We need to recognize the changing face of our students

· Too many children in the classroom and not enough time to remediate – a little extra help is not enough

· Teachers don’t have tools

· Teachers and schools are stressed trying to help all children keep up,  AYP – see children as threatening their scores

· Orientation of the school system to support or not

· All homeless are not behind but used as an excuse

d. What barriers exist to children and parents participating in available programs?

· Transportation

· Money to get to programs that exist

· Economics of schools

· Extended school service – drive them home

· Using funding properly

· Accessing resources they are entitled to (ex., Title I set-aside, family resource centers)
· Lack of coordination between shelter and school – need to share schedules among shelters and schools

· Before- and after-school programs would be ideal  but this is costly – money is a barrier

· Latchkey children

· Parents and young children need to be together to have healthy children; parent’s work schedules and job restrictions, lack of vacation and release time; how do you promote that togetherness AND get the programs – it can be disjointed and take away from needed family time

· Problem is the family is struggling to survive in America

· Separating boys from families in shelters

· Staff cuts – can’t conduct outreach the way they need to

· Staff and funds; student:staff ratios are unmanageable

2. Assessment: How do schools and teachers assess the needs of homeless or highly mobile children when they enroll?

· Look for school research – when there are no school records, place students where they think; may be screened for special ed.
· Many children who lag behind get referred for special education

· Special education is perceived as the only place to get extra help

· Ask parents about reading skills when enrolling children

· What steps are followed to place new students in the school’s existing reading program? 

· Varies by school and class [participants could not answer this]
· [Asked about informal reading – didn’t know, need teachers at meeting to respond]
· Interview with parents – outreach at shelters to start process helps

· Behavior is addressed quickly; reading takes longer and the student may be out of the shelter before an assessment is done

· Skotopic screening – series of overlays

3. Supports: What programs/resources exist in your state or school district that are effective in helping homeless or highly mobile children improve their reading skills? 

· Somebody has to take an interest – “the buck stops here”

a. In the school—tutoring, school-based after-school programs? 

· How effective are they? What data support the effectiveness of these programs?

· Review Comer model of school reform for parent and community involvement and Zigler model – impact on achievement scores noted 

· Go into community two weeks before school to build relationship with families

· *Building relationship is first step – not just teachers but all district leadership, janitors, bus drivers, everyone

b. Outside of school—shelter or agency-based after-school programs, library programs? 

· Provide books to children 0-4 years and doctors model how to read to your child. Children get a new book as part of every check-up experience. Parents can read or have access to books. This is a national model - longitudinal study showed students doing well academically

· How effective are they? What data support the effectiveness of these programs?

·  New York program (The Parent-Child Home Program) has data to support effectiveness. See suggestions listed in previous answer)

c. What features of the school or school district infrastructure address the reading challenges of homeless or highly mobile children?

i. What collaboration exists between schools, shelters, or other agencies to coordinate educational efforts regarding reading improvement?

· EvenStart everywhere 

· Collaboration: DSS, school districts, and shelter providers sand homeless coalitions  is essential at state and local levels

· Training – sensitivity training to understand other agencies

ii. Who in the school district or community works to eliminate barriers to reading success?

· Sororities

· Other organizations

· Some you see only at the holidays try to build linkages throughout the year

· Infuse dollars for outreach and sensitivity about what education can be – use whole community

· Peer tutors with honor students in high schools

· Higher education service learning

iii. What resources, assistance, and encouragement are available for homeless parents to help their children improve their reading skills? 

· Baskets of books – get the children “hooked on books”

· Even Start and Head Start with their parent components

iv. How are teachers prepared to help homeless or highly mobile children improve in reading and how are teachers supported in their efforts to do so?

· This may not exist in many places and is needed.

4. Ideal: If funding were not a concern, what would be your vision of effective programs and strategies that would enable homeless and highly mobile children improve their reading skills?

· Have the commitment that, “We’ll work with any and everybody.”

· Give all children books

· Help school districts conduct outreach services

· Build long-term support relationships (e.g., birth to age 5)

· Invest in early years – need human contact

· Take services/programs to families – “mountain to Mohammed”

· Mentor programs

· Independent study

· Mobile vans with computers and learning materials

· Local library van

· “Leadership” – buy a fleet of vans

· Parent-child activities with volunteers and experts
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