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Preface

J. K. Rowling’s sixth Harry Potter novel made its debut as I completed my visits to programs that provide literacy experiences to children experiencing homelessness and high mobility. I could not help but reflect on the stark contrast that exists between the lives of children in poverty and those in more affluent families as my husband and I made the trek with our daughter to our local bookstore for the “big event” on the eve of the release of Harry Potter and the Half-Blood Prince.
Our copy of the book had been ordered online months earlier. An announcement that the book could be ordered appeared in my e-mail one day. I merely clicked on the link, entered my credit card information and address, and within a few minutes could rest easy that the book would soon be on the way. The summer would include “snuggle time” with my youngest daughter as we took turns reading Harry’s new adventures to each other (something we’ve done since she was in kindergarten) and lively discussions about the new events in Harry’s life with our older daughters around the dinner table. Long before the book arrived on our doorstep, the girls had figured out how to share and maximize their opportunities to finish it as quickly as possible: “Denise reads most quickly so she gets it first, but Beth can borrow it if Denise is at work, and Mommy and Meredith get it whenever Mom says so.”

On the night of the party, the bookstore was crowded with children and adults, some dressed like Harry or Hermione, and pointed hats and capes abounded. The media reported many such parties around our community and throughout the country. Children curled up in corners, reading with flashlights under the covers, bleary-eyed from non-stop marathon reading sessions were the order of the day. As a teacher, such a reading frenzy during summer vacation was exciting and gratifying to me. 
The students of the teachers I visited recently have had very different experiences. I received an e-mail on my personal computer; those children had no computers. I had a credit card that would be accepted online and the ability to pay the bill when it arrived; many of their families had challenging credit histories and were not able to spend $20 on a book when money for food and shelter were limited. I had an address that I could include with the book order months before it would be needed; many of these children did not know where they would be living a month later.
My own children have had a very different experience learning to read than the children seen daily by my teacher hosts. In our family, access to books was never a problem. In fact, my girls learned as toddlers that Mom might say no to a trip to the toy store, but a request to visit the bookstore would be harder to decline and usually resulted with some packages going home. Reading a story as part of the bedtime ritual is something my 20-year-old still recalls fondly. Some of my girls learned to read with such ease that it seemed effortless. Even my daughter who struggled in the primary grades received the support she needed with private assessments and a little extra attention from Mom. By middle school, her reading skills surpassed those of many of her peers and she was more likely to be corrected by a teacher for reading in class when she was not supposed to than for talking out of turn.
The parents of children in poverty and homelessness want the best for their children, but may lack the resources whether financial, emotional, or educational to provide the early literacy opportunities that are taken for granted in middle class communities. A book of your own, a place with light to read each night, a parent who can negotiate the education system to get help when it is needed is not a given among such children. Were these children at the Harry Potter parties? Did these children have access to a copy of any of the Harry Potter books? And ultimately, were these children capable of reading Harry? 
While reading often appears in the headlines because of its importance as a critical predictor of success in adulthood, we must remember that reading also is a wonderful, joyful part of childhood. I hope that the information in this handbook provides new ideas and tools to ensure students who are highly mobile, living in poverty, and experiencing homelessness acquire the reading skills they need to succeed AND to enjoy the treasures and wonderment that comes from reading.
Patricia A. Popp, Ph.D.

The College of William and Mary

Chapter 1

Purpose and Process
This handbook is the second installment in a project supported by the National Center for Homeless Education (NCHE) to explore reading instruction for students experiencing high mobility as a result of high poverty. The initial document, Reading on the Go! Students Who Are Highly Mobile and Reading Instruction, reviewed the characteristics of highly mobile students and provided a literature review of reading instruction, with a focus on the research on reading and high poverty in an effort to help practitioners better understand the needs of highly mobile students and inform their selection and structure of programs by making research-based decisions. 
This Handbook of Resources begins the discussion of implementation based on the literature reviewed in Volume 1 but was further shaped by the voice of practitioners captured through focus groups and site visits. Thus, the practices and materials presented here are based on the literature and input from teachers who work with students experiencing homelessness. The focus is on supplemental instruction and children experiencing homelessness in preschool and elementary grades (the emphasis being K-3 instruction), given the sites that were visited. While these interventions may apply to other highly mobile groups and may apply to in-class instruction, further exploration is needed to support their use with other groups. 
Studies that address the literacy needs of highly mobile students are limited because it takes time before changes resulting from interventions are observed and because children who move frequently are among those represented by the asterisks in statistical tables of results that note the attrition rate. This project is intended to be an interim support that can assist today’s students and help set a research agenda by highlighting topics and issues for subsequent studies. The intended audience includes school-based and community-based staff and other individuals interested in developing and maintaining literacy programs for homeless and highly mobile students. 
Approach
The information included in the handbook is based on several years of conference sessions, discussions with reading experts, an eye on the literature, and visits to programs on the “front line.” The handbook identifies instructional methods and resources used by educators who serve mobile students on a daily basis and those that have research support for students, in general, that also “make sense” in capturing progress and imparting knowledge quickly when there is little time to teach.
Data Collection

The information collected in this handbook was shaped by the voices of educators who work with children who move frequently. Specifically, focus groups were conducted with state coordinators for the education of homeless children and youth who were available for a conference call meeting during the summer of 2003 as well as attendees at the 2003 Conference of the National Association for the Education of Homeless Children and Youth (NAEHCY) who volunteered to join a special session to discuss the issue of literacy. (Proceedings from these focus groups may be found in Appendices B-1 and B-2.)
During the spring and summer of 2005 several site visits to successful programs also were conducted. A nomination form requesting identification of programs that were improving the literacy skills of elementary school-aged children who were homeless or highly mobile was distributed to state coordinators for the education of homeless children and youth, 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 of the programs involved supplemental after-school tutoring. The third program emphasized support for the 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 against later reading struggles. The sites included a preschool home-based literacy project on Long Island, New York, an after-school literacy project housed in a short-term domestic violence shelter in Austin, Texas, and an after-school tutorial program offered in a homeless shelter in Kenosha, Wisconsin. (Appendix A-1 includes more details about the methodology and actual case studies of the three sites.) While anecdotes and quotes from these site visits have been included throughout the handbook, readers are encouraged to read Appendices A-1 and A-2 to reap the full benefit of these visits. These appendices contain many rich lessons learned by the teachers who opened their programs for visits and shared a wealth of insights.
Chapter 2

Identifying Students and Establishing Goals

Early Considerations
Before a program is selected and implemented with highly mobile students, care must be taken to clearly identify the students to be served, their needs, and the desired outcomes. Analysis of data to gain an accurate understanding of the students to be served is a critical early step and one that should be revisited throughout the endeavor. Starting during initial planning, community and school representatives who can access needed data and will be able to share the project’s needs and goals should be identified. With literacy being the target skill, it is imperative that community-initiated projects seek representation and support from the schools. Educators’ understanding of the dynamics of local mobility and homelessness can be enhanced by involving those community agencies that serve these children and their families.
Data-Driven Decision Making

Using data effectively involves not only data-based decisions and actions, but also using the relevant information to shape your message. Appropriate use of data is part of effective “selling” of a project. For example, funders are looking for projects that can effectively describe the current status of needs in a community and include mechanisms to document changes brought about by the project. Increasing awareness of needs and building consensus and support for a project requires effective packaging of the facts as part of your message. This can be considered during the initial data gathering stage.

Known as strategic communication, this process focuses on changing behaviors and realizing outcomes rather than simply providing general communication. It tells people where you are going and what you want to achieve. Accurate data help develop your rationale. Use of this kind of marketing approach among nonprofits and advocacy groups has been gaining more attention in recent years. The following organizations have resources that may be useful in developing strategic communications and accessing data at the state and national level.

· The Annie E. Casey Foundation (www.aecf.org/) is responsible for KIDS COUNT, a national and state-by-state effort to track the status of children in the United Sates on indicators of well-being. The information is used by policymakers and citizens. KIDS COUNT “seeks to enrich local, state, and national discussions concerning ways to secure better futures for all children.”
  
· FoundationWorks (www.foundationworks.org) is an alliance of communication experts. As described in the introduction to their Web site, FoundationWorks’ mission is “to accelerate social change by partnering with foundations and their grantees to ensure more effective use of philanthropic resources. We believe strategic communication can be the principal agent for achieving the next level of philanthropic effectiveness.”
 

· Corporation for National and Community Service (www.cns.gov) has created a booklet to assist nonprofit organizations and volunteers groups in conducting media outreach.
 
· Voices for America’s Children (www.voicesforamericaschildren.org/) is dedicated to enhancing the effectiveness of state and local child advocacy organizations. Their Translating Research Into Advocacy Project provides information, resources, and technical assistance on policy-relevant research, such as Annie E. Casey Foundation's KIDS COUNT.
· W. K. Kellogg Foundation (www.wkkf.org) “is a nonprofit organization whose mission is to apply knowledge to solve the problems of people.”
 Among the resources available on their Web site are publications that describe program evaluation and the use of logic models in program planning and evaluation. The Logic Model Development Guide includes a discussion of how the logic model can assist in marketing programs and presenting programs to potential funders. The program logic model is a picture of how an organization does its work – the theory and assumptions underlying the program, which links outcomes with program activities and the theoretical assumptions of the program.
 The following logic model was created from a sample template found in the guide. It may be adapted as you begin to plan or continue to improve your program. 

Figure 1

Sample Logic Model for Program Planning
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Targeting Student Groups
Given the limitations of funding and resources, most programs must place parameters on which students can be served. So, how do you decide? 
If the literacy project is to be shelter- or community center-based, the potential population is already limited. Longitudinal data that provides detailed demographics about the children to be served are needed, including:

· How many children at any given time are on site?

· What are the typical ages and grades served and what is the frequency of each? 
· How long are children in the program before they move again? 
· What is the range of duration? 
· Why do the children move and where do they go? 
This is information the shelter or center can provide. Knowledge of children’s reading skills may be less accessible. Observational data from staff can be valuable in describing what is known about the children’s skill levels and literacy needs. Here are some additional questions to consider:

· How do children relate school experiences? What information do they share? How many are positive and excited about school? How many are reluctant to talk about school? Are their discussions negative? Are there any quotes or stories that can be shared?
· If homework is completed in the program, how many children are able to complete it independently or with minimal direction? How many children have homework that they do not seem capable of completing successfully?

· Do children seek out books and reading opportunities?

· If report card grades are available, how well are children in the program performing?
· If state and local assessment data are available, how are the children in your program succeeding?

The last two questions underscore the need for collaboration with schools. Given appropriate permission to share information, school-generated data are more complete and will complement the observational and demographic information that the center can provide. If the project is initiated within a school or a school district, many of the same questions must be addressed, but additional considerations will arise. For example, mobility patterns should be analyzed in order to better understand the students and special learning needs.
· What kind of mobility (e.g., military moves, moving from state-to-state following work, moving in and out with relatives) do we see? 
· Is mobility higher in certain grades or schools? 
· Do the students remain in (or return to) our school or school district? 
Analyzing mobility patterns can help identify which grades and students should be considered when asking further questions. 
· How well are our mobile students doing on statewide assessments? 
· How are stable peers in the classroom performing on these assessments? 
· How is Adequate Yearly Progress (AYP) affected by students’ mobility? 
· Has the school district made a concerted effort to help students remain in their school of origin, especially if the school moves have occurred within the same school district?

In our current era of accountability, answers to such questions will be of great interest to leaders whose support can further the development of a new project. In addition, the anecdotal observations of teachers and other school staff, as well as families, provide further detail and understanding. 
· What do teachers report as challenges in their classrooms with students with high mobility? 
· How do the literacy skills of highly mobile and homeless children compare with those of their grade-level peers? 
Knowledge of the incidence, needs, and special characteristics of the target population provides a basis for determining the priorities that will be accepted within the community and those that can be matched with funding sources and other school and community resources. The following table provides an illustration of how such planning may evolve in a shelter-based after-school program.
Table 1 
Planning Options Based on Current Data
	Age/ Grade
	# served/ year
	# served at one time
	Literacy skills

(average scores/range) anecdotal observations/needs
	What could we do?
	How could we get it done?

	PreK
	50
	10
	Lack of exposure to books & activities
	Set up preK reading corner

Organize library visits

Bring in volunteers to read with children
	Book drives

Daycare vans for transportation

Existing community programs

	K
	30
	5
	Weak vocabulary

Low recognition of alphabet and letter sounds

PALS – 80 percent scored in lowest quartile
	Build background knowledge

Play literacy games

Provide one-to-one  drill with chart of progress
	Consult K teachers for recommended activities

Employ reading consultant to train volunteers

	1
	25
	5
	Weak decoding 

Limited sight vocabulary
	Reinforce phonics instruction

Play vocabulary games
	Consult school system teachers for supplemental activities 

	2
	25
	4
	Weak decoding 

Fluency problems (slow with multiple miscues)
	Offer sequential multi-model decoding practice

Use repeated readings of stories; recorded books 
	Hire trained tutors to implement adopted program



	3
	15
	2
	Reading on early first-grade level

Oral comprehension is on grade level
	Provide comprehensive tutoring to enhance school-based instruction
	Consult special education program and/or Title I for approved/suggested programs

	For all ages
	At or above grade level
	Consider: Will these children benefit from participation? What can we do to provide enrichment?


If possible, the ideal is to provide experiences for all children tailored to their ages and skill levels. Unfortunately, too often resources are limited, priorities are shaped by a donor or grant that targets a particular age group, or priorities are identified by the expertise of those who have already committed to participating. In addition, incidence and impact on the school can be considered. While the school may find the performance of third graders a concern as the first state assessment draws near, the numbers of students to be served may indicate the need for preschool services. Additional information regarding the performance of last year’s third graders in the same shelter and kindergarten students who had been in the shelter the previous year may assist in determining which group to serve. When a need is seen as a priority that cannot be met with existing resources, the opportunity to explore additional partnerships can be justified. Finally, there will be students who are not struggling with reading skills, and program staff must decide whether such students can participate, if adjustments will be needed to meet their needs, or whether other options for enrichment would be more beneficial. 
Selecting Appropriate Reading Goals
The mobility of the population to be served is a critical factor in determining realistic reading goals. Bringing a child to grade level in reading may be realistic if the intervention can be maintained for nine months but would not be meaningful if children exit the program within 30 days. The sites visited for this project suggest that using retention of children within the project could be a valuable process-oriented goal. If previous interventions have been short-lived due to mobility, exploring ways to retain children for longer periods, even after they leave their current residence, may need to be incorporated into the planning. Through changes in participation policies and procedures that allowed families to be followed throughout the county, both Kenosha and Central Islip found ways to keep their children for extended periods, and reported more considerable achievement gains when this occurred. Staff at the Austin site included increased length of participation as a “wish list” item for the future.
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Affective and behavioral goals may produce more notable changes when time is limited. Documented changes in the student’s approach to reading tasks may not translate directly into a higher standard score, but interest in learning and excitement in reading can generalize into classroom behaviors – those teacher-pleasing behaviors that increase student engagement and have been associated with increased achievement in the literature. A reading professor once said, “You can lead a horse to water but you can’t make him drink.” This applies to motivating children to reading. However, she included a postscript: “But you can salt his oats and run him hard!” Documenting the effect of that “salting” can be powerful.
Even when time for instruction and intervention is limited, academics should be included in the goals. To obtain baseline data about the student’s current skills, even through informal means, is worthwhile. Checklists and charts (discussed in Chapter 5) can be used to document even small incremental growth. To increase the usefulness of these measures, be sure to consider how the information can be shared between the classroom teacher and literacy project staff. Further, address how the information will move with the child, especially when students move after short periods of instruction. Portfolios, including electronic portfolios (similar to the migrant education record data system), can be developed along with methods to transfer the information when the student moves. For example, the student may maintain the portfolio and the program holds a copy that can be forwarded to the receiving school or program. 
As this chapter illustrates, much information must be collected and many decisions must be made during the early stages of program development that will affect the direction of the project and, when addressed thoughtfully, lead to future stages in a logical progression which can reduce missteps or duplication of effort. 
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Chapter 3

Selecting or Creating a Reading Program

Once needs have been identified and the decision has been made to take action, an important step for program planners is to determine whether an existing program in the school or community can be expanded to serve highly mobile and homeless students, whether a program being used in another community can be adapted to fit your context, or whether the needs you have identified are unique enough so that major adjustments to existing programs and the creation of new materials will be necessary to reach the identified goals. Considerations for each of these scenarios follow.
Expanding an Existing Reading Program
To reiterate the old adage, “Why reinvent the wheel!”—building on existing programs has a number of benefits. Someone already researched the program, considered its alignment with the school’s curriculum, obtained funding, trained staff, purchased supplies and obtained other resources, and has gained at least some implementation experience within your community. Much of the “homework” has been done, but not all. Additionally, simply including highly mobile students and students experiencing homelessness in a mainstream, well-developed reading program is a sensible step. Table 2 is a checklist developed by the Region IV Comprehensive Center at SERVE that can be used when reviewing the adequacy of research to support a program or strategy.
 It is important to recognize that using a validated program but altering it, such as reducing the number of sessions per week or the length of sessions, means that the program has been compromised and that the research-based results for effectiveness therefore may no longer apply. Readers also may wish to review the work of Louise Moats for additional direction in evaluation of reading programs.

Commonly, supplemental literacy programs are not geared to short-term interventions. If you have high mobility among the students you wish to target, simple logistics of participation must be addressed with those managing and delivering the program. Consider the following issues:

· If there are limited numbers of slots for students, can some be reserved for highly mobile students? The slot may always have a mobile student, but it may not be the SAME student. 

· If this can be done, how will new students be placed? The importance of this question will vary depending upon whether the program focuses on one-to-one or small-group arrangements for instruction. One-to-one can be tailored to individual students, whereas small-group work may require that students be reading at similar levels. 

· Do those delivering the instruction have the skills to accommodate students with wider variations of reading skills? If not, can small groups be increased or new groups be added? 

Further, how will new students who enter the program at times other than the beginning of the year be oriented? Is there a welcome procedure? Are there rules that must be communicated to the student to be successful? Will a peer buddy, a teacher, volunteer, or some other person be able to address these needs? An additional consideration when exploring the appropriateness of an existing program is whether there is any evidence of its effectiveness for students similar to those you wish to include. This can include the research base for the program and anecdotal evidence derived from the observations of staff using the program now.

Table 2 

Scientifically Based Research Checklist
Goal:  ________________________________________________________

Strategy Considered: ________________________________________________________
	YES/NO
	QUESTIONS
	EVIDENCE/RATIONALE

	
	1. Is there a research base of more than one or two studies?
	

	
	2. Is the research based on experiment or observation by outside researchers (not the program developer)?
	

	
	3. Do the data analyses appear rigorous?
	

	
	4. Does the research employ multiple measures?
	

	
	5. Are there enough subjects in the studies to provide good data?
	

	
	6. Were control groups used in the studies?
	

	
	7. Are the studies presented clearly and in enough detail so that other researchers could replicate it?
	

	
	8. Are the time frames of the studies sufficient to provide good data?
	

	
	9. Have the studies appeared in peer-reviewed journals or have they been independently reviewed?
	

	
	10.  Does the research design seem appropriate to answer the research question(s)?
	


If the students you wish to serve have not traditionally participated in the existing program, it is helpful to explore the reasons why this has occurred. Perceived or real barriers to participation must be confronted and addressed if future access is to be successful. Finally, providing access to existing programs is likely to increase numbers, which may increase personnel needs and a demand for additional resources. Whether the program has the capacity for growth or will need additional funding to meet increased participation must be explored. 
Reviewing Programs Developed for Similar Students
If an existing program cannot be accessed, the search for potential programs that others have used begins. The questions and considerations listed here are critical when a new selection is made, but also can be discussed when adopting an existing program.
An early question is how well a potential program aligns with the standards and curriculum for your state and locality. Different programs use different strategies and terminology, even when addressing the same skill. Too many mixed messages can confuse a student who is already struggling. A review by the school’s reading specialist of any programs under consideration would be very appropriate. 
So, where should a search for possible programs begin? School districts that use federal education dollars must select programs that are scientifically based. To assist schools in making such selections, states have developed lists of approved comprehensive (such as those used in regular classrooms) and supplemental (intended to reinforce specific skills) literacy programs. Therefore, checking your state’s list of approved programs can provide a starting point. If there are specific areas of weaknesses that have been identified as most challenging for your students, consider how well a given program emphasizes those skills.
As mentioned under existing programs at the beginning of this chapter, the population of students studied to create the scientifically based evidence for a given program should be compared to the profile of the students you wish to serve. If the groups are very different, you cannot generalize the results to your students. This does not mean that the program will not be successful, but it means that the data on effectiveness should be interpreted cautiously. (See Chapter 3 of Reading on the Go! Volume 1 for an expanded discussion of scientifically based evidence.)
Other items to consider include what assessment tools are included with the program and what monitoring tools are available. 
· If the assessments (pre- and post-) are more extensive, do you have trained staff who can administer and interpret them appropriately? 
· Are the forms for assessment and placement consumable, meaning you will need to purchase additional forms over time? This is an important budget consideration. 

· How do students, teachers, and/or volunteers monitor progress over time? Given the mobility of our target population, having forms to document performance in each session and provide ongoing progress checks is critical. Students and staff must be able to celebrate incremental growth when the likelihood of the student being present for a post assessment is small. Chapter 4 of this handbook provides an expanded discussion of this topic. 
· Are there forms to communicate with the classroom teacher and with parents? This applies to supplemental programs – the focus of this handbook.
Finally, the continual question must be asked: “If the preferred program is costly, is there a commitment to explore funding?” Information about funding agencies in Chapter 2 and potential resources in Chapter 7 elaborate on this topic. 
Table 3 identifies several programs that may be of interest in your survey of available options. A more extensive list of resources to explore may be found in Chapter 7.
Table 3
Potential Programs to Investigate
	Program Name

Contact Information
	Brief Description

	Reading Connection

www.thereadingconnection.org/ 
	The Reading Connection is a Virginia-based non-profit organization that brings books and a lifelong love of reading to children in housing crisis. Goals include exposing children to books and encouraging them to spend more time reading; providing children with free books to keep; increasing language input during critical stages of literacy development; and encouraging parents and children to value independent home reading.

	Read Naturally 
www.readnaturally.com
	Read Naturally is a fluency program with a home component and leveled “one-minute reader” books used with reading probes of words read correctly per minute. The program uses a computerized reading application (fluency building includes timed repeated readings and repeated readings with recorded books). Read Naturally’s One Minute Reader won the 2006 Teachers’ Choice Award for the Family from Learning Magazine.

	Glass Analysis
www.glassanalysis.com 
	Glass-Analysis is a decoding skill building program that uses a clustering approach to get students to identify letters and clusters in whole words, visually and auditorily, to promote correct decoding at the automatic level.

	Accelerated Reader
www.renlearn.com/ar/overview/ default.htm 
	Accelerated Reader (AR) is reading management software that provides teachers with methods to monitor guided reading practice. 


Tailoring a New Reading Program
If you decide that a new program must be developed, you will need someone with reading expertise. “Teaching reading IS rocket science,” as Louisa Moates
 proposed. This would be an opportunity to partner with a local university’s school of education. Whether seen as curriculum development, action research with school partners, or some other form of research, such efforts may be of interest to a variety of professors in curriculum and instruction areas.
Concluding Thoughts on Program Selection
Making the match between your students’ needs and available resources is no easy task. Programs that emphasize a positive experience with literacy are helpful when students’ literacy skills are fairly intact and when very high mobility and limited funding preclude more extensive programming. However, such efforts alone do not provide the extensive and intensive instruction that may be needed when children are not functioning at grade level. A more comprehensive program that meets the specifications currently accepted for quality programming will be necessary. This raises the questions: Should we emphasize remediation or enrichment? Can we do both? 
While some research and programs praise the efficacy of highly prescriptive programming, others in the field challenge the way we differentiate curriculum and instruction for children in poverty as illustrated in the following quote: 
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… a growing body of information has offered quite clear specifications of what young children from poverty homes need. In order to learn, they require:

· Real-world experiences with real-world objects

· Meaningful tasks

· Conversation opportunities

· Opportunities to make activity-based discoveries

· Individualized pursuits to allow the child to engage in learning

Instead, the curricula available for these children lead to:

· Artificial activities with abstract drawings

· Contrived tasks

· Admonitions to remain silent

· Requests to parrot back unconnected pieces of information.  Whole group sessions which encourage all but the most able of children to tune out



Jonathan Kozol
 described the inequity of curriculum for children in poverty, which often emphasizes rote skills with large quantities of drill and practice
 to the exclusion of higher- level skills, which are rarely addressed. Richard Allington’s work
 underscores the discrepancy between students’ instructional needs and the skills of the teachers who teach them. Sadly, our students with the greatest needs are often taught by the least experienced teachers. Highly programmed instruction is seen as means to “teacher proof” the materials. The message to students becomes, “Stay in your place and follow directions. It is not your place to challenge and question.” This message is the exact opposite of that typically found in affluent communities, which demand that children think critically. Lorraine Monroe
 responds when asked, “What should we do to teach these children?” with a question of her own: “What would you do if these children were wealthy?” Are the programs in affluent communities highly scripted to limit teacher error? The answer most frequently is, “No. We hire expert instructors with the skills to adapt to student needs and challenge them.” To select and create effective programs, we must seek programs and staff that can address the skills that have been carefully identified, incorporate instructional techniques and strategies that strengthen such skills, and ensure the inclusion of higher-order thinking skills and enrichment-style activities. 
Chapter 4
Assessment and Evaluation


Two terms that receive much attention in the field of education these days are assessment and evaluation. While the two words are frequently linked, they serve distinct purposes.
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Assessment may be defined as "any method used to better understand the current knowledge that a student possesses." This implies that assessment can be as simple as a teacher's subjective judgment based on a single observation of student

performance, or as complex as a five-hour standardized test. The idea of current knowledge implies that what a student knows is always changing and that we can make judgments about student achievement through comparisons over a period of time. Assessment may affect decisions about grades, advancement, placement, instructional needs, and curriculum.



The view that assessment can provide a “snapshot” of student knowledge and learning and the recognition that this snapshot is always changing has important implications when applied to the instructional needs of highly mobile students. “Assessment provides a way to measure students' demonstration of learning. It helps us answer the questions: ‘How much did they learn?’ and ‘How well did they learn it?’ and ‘How well did we teach it?’”
 Assessment provides us with a description of a student’s skills.

In contrast, evaluation focuses on placing a judgment on the quality of work produced (whether it is the teacher’s, student’s, or program’s performance). There are two types of evaluation, summative and formative. Traditionally, schools and long-term programs have emphasized summative evaluation in which feedback is collected after instruction is completed. Summative evaluation is the end-of-unit test, the weekly spelling test, and report card grades. When reporting results to funding agencies, summative evaluation data will be required that can place assessment measures within the context of goals achieved and challenges met.
 While the following quote refers to “program evaluation,” the distinction made from assessment also can be applied to student work. 
	Program evaluations are individual systematic studies conducted periodically or on an ad hoc basic to assess how well a program is working [italics added] … A program evaluation typically examines achievement of objectives in the context of other aspects of program performance or in the context in which it occurs.



The second type, formative evaluation, involves ongoing collection of data and feedback to students throughout the instructional cycle. Rather than waiting until all the lessons have been taught, the teacher continually monitors student performance and understanding and shares those observations with the student. It requires an extra step in each lesson – a “step back” to reflect on the effectiveness of strategies used, the student’s responsiveness, and the progress (no matter how small) that can be observed. This allows both teacher and student to continually adjust and improve their work. (Veteran special educators may recognize this approach as diagnostic-prescriptive teaching, a popular approach to teaching students with disabilities in the 1980s.) 
While both summative and formative processes play important roles in tracking student achievement, there is a renewed interest in ongoing (i.e., formative) evaluation.
 This bodes well for students who are highly mobile. We do not have to wait until the unit is finished or the closing chapter of the novel has been read. We do not need to say, “Sal was gone before we finished Chapter 6, so I can’t tell you how much he learned.” Formative evaluation can be part of every lesson, every day. We do this by adding an evaluative judgment to the assessment data and interpreting all those “snapshots.” 

Skilled teachers are in perpetual formative evaluation mode. They are constantly monitoring their students’ understanding of lessons and modifying their instruction based on those observations. For some teachers, this may be such a natural and automatic process that appears to be sheer intuition at work. For students who are highly mobile, it is important to find ways to capture and document those observations more systematically so they can be shared as the student moves from teacher to teacher and school to school. A few well-placed questions in a tutor’s lesson plan can keep the evaluation going, even when volunteers with limited training in teaching techniques work directly with students. 

In Austin, tutors are asked to note a reflection for each lesson. 
“In the reflection section, please note whether the child enjoyed the activity, if it was the appropriate level, and ideas for the next section.”

Further, after the first and final lessons, guiding questions are used to capture potential progress: 

_____ 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 to 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) 

See Appendix A-2, pp. App.26-32.

Since the descriptive data are needed before a judgment (evaluation) can be made about the information, much of this chapter will focus on assessment, with reference to implications for evaluation as they arise.
Initial Assessments
As noted in the opening quote in this chapter, assessment provides us with information that can be used in a variety of ways. When thinking about literacy skills for students who move frequently, the first concern is determining students’ skills and needs when they enter the program. That entry, baseline data should answer a variety of questions. For starters:

· What is the child’s language background?

· What is the child’s cultural background?

· What topics/content/genres are of interest to the child?

· What is the student’s reading level? (independent, instructional, and frustration)

· Will the student be able to read our classroom texts? 

·  Are there strengths or weaknesses among the components of reading? (Is decoding difficult? Is there inattention to punctuation? Does the student recognize words in isolation with ease?)
· How does the student approach reading tasks? Is she reluctant to read? Did she try to avoid reading tasks? 

· What do I teach tomorrow?

If you are using a published program, it is likely that a placement test is available that can be administered to determine where to start instruction. In addition to placement tests for specific reading programs, a wide variety of published standardized reading assessments and less formal alternative assessments that involve informal reading inventories, reading probes, observation of student behaviors, and checklists are available. Considerations that influence assessment selection include:

· Cost (for the “test kit” and testing protocols if copying is not allowed under copyright law)

· Grade-level spans that can be assessed

· The need for individual versus group administration

· The time needed to complete the assessment

· The skill level required for the individual conducting the assessment

An additional consideration that is of particular significance when serving students who are highly mobile is balancing the time, effort, and cost of the initial assessment against the information obtained and the possibility that some assessments may produce anxiety for children at a time when they already face stressors in their lives. If the student has just come to the community because he lost his home, is a formal test on the first day the best use of time? If the test takes an hour to administer and the student may only be available for four hours of instruction, is the information obtained helpful enough to justify the time? How can we lessen the potential anxiety of testing and build rapport with new students while still collecting useful data about their reading needs? 

Both standardized and less formal assessments may be used to determine a student’s entry-level reading skills. Each approach has strengths as well as limitations. Standardized tests have been developed with reliability and validity in mind. That is, systematic administration to ensure consistency is paired with statistical and expert evaluation of items to create tests that are likely to produce similar results over and over again (reliability) and that are likely to provide the information about learning and skills that is being sought (validity). While standardized tests can be criterion referenced – in other words, designed to compare a student’s performance to a target level of performance (or criterion) – many published standardized tests are norm referenced, meaning a student’s performance is being compared to the performance of a pool of students who have taken the test (the norming group).
A variety of norm-referenced standardized reading tests can be used to learn more about a student’s reading skills.
 Someone in the program should be able to interpret assessment data obtained from such tests. If school data are being used, the evaluator should create a report that translates scores into implications for instruction. Training of tutors should address whatever data will typically be provided to assist their instruction. A school psychologist, educational diagnostician, reading specialist, or special education teacher would be able to identify what standardized reading assessments are used in the school system and may be shared with your program. Test kits for such norm-referenced assessments can be expensive; if school kits are used, the expense may be limited to scoring protocols. These tests usually require one-to-one administration with administration time ranging from 15 minutes to one hour or more. When administered by individuals who have been trained to follow the protocol and when interpreted by experts (especially when the expert has conducted the administration and can collect observational data to enhance and explain any numbers generated), such instruments can capture a wealth of information to inform teaching. Since these assessments may be part of a battery of tests used when determining eligibility for special education, coordination with school assessment staff is critical. When such tests are administered too frequently, the results can be distorted, negating the usefulness of the assessment. 
Expertise in reading instruction and assessment is needed to make the results of such testing meaningful for instructional purposes. The scores generated are often misunderstood by the general public. Depending on the test, age or grade equivalents can be obtained, which allow a comparison of the student’s performance to that of peers of the same age or grade to obtain percentile rankings or standard scores (such as an IQ of 100 or 130). It should be noted that grade equivalents obtained from such assessments do not translate into reading-level placements nor do they capture growth that equals months or years of instruction. A grade equivalent simply means that the student performed at the same level as 50 percent of the students in the norming sample who were at the identified grade-month of school. A grade equivalent of 3.5 (third grade, fifth month) means the student performed at the same level as the original group of students who were in the middle of third grade. This does not mean those original students were working on a mid-third-grade reading level meeting the expectations of today’s classroom in your community. Percentiles and standard scores that compare students to their peers may not capture growth upon retesting unless there is an achievement gap that shrinks or grows.
Some research suggests standardized testing has a negative impact on at-risk students when used to justify grouping or retention. It may limit higher-order thinking if passing the test becomes the sole priority.
 However, when used to understand a student’s needs and to create supportive instructional programs, students can benefit. The use of norm-referenced standardized tests should be limited to meeting the specific needs of the program and students. 
Since assessment is much broader than single-shot tests, a variety of additional formats can be explored to document students’ present skill levels and incremental growth, and inform instruction. Performance-based instruction can include open-ended questions, observations, and even student exhibits.
All three of the sites visited for this project relied upon informal checklists. (Samples from site visits may be found in Appendix A-2.) These checklists were developed to align with local grade-level expectations and/or research on child development in the area of language skills. The checklists may be used to roughly gauge a student’s entering reading level and skill needs and collect ongoing samples of work to document smaller increments of growth. The amount of information obtained while observing a student’s performance and completing a checklist is affected by the skill of the observer. A skilled reading teacher will be able to identify subtle student behaviors, generate hypotheses based on years of experience, and probe through questioning, and adjusting the reading materials or context to test those hypotheses to determine instructional “next steps.” On the other hand, non-educators working as tutors can be learn to look for specific behaviors, especially when a checklist is available to guide that observation. 
Knowledge of the mobility patterns that are most common for your students is useful in determining what level of detail is most appropriate. Checklists that focus on state or national standards may be easier to generate for students who move from locality to locality or across state lines. The Military Child Education Coalition (MCEC) provides listings of state standards to assist military families moving across state lines to compare differences in requirements.
 This could be a helpful resource if you know several of your students have come from or are going to relocate to specific states. Similarly, school district-level expectations may be analyzed if students tend to move among certain school systems (such as a city and its suburb). If students tend to move back and forth, educators from the districts most affected by the mobility could be invited to meet, discuss their expectations and develop a checklist that has the most meaning for all systems. Such a meeting also could become a forum for discussing other forms of assessment and instruction for the shared students. A community-based program could initiate such a dialogue. If you see the need, you and your colleagues may be ones to pull the educators together.
Tracking Incremental Growth

As noted in the previous section, many formal, standardized assessments are designed for pre- and post-testing when there is an extended length of time between tests. Unless alternate forms of tests are available, many tests should not be used within the same school year. Because instructors need ongoing information about student progress, additional techniques are needed. For students who are highly mobile, this is the most critical element to address. Instructors need the most accurate information to tailor each lesson, students need to see their progress and be part of the monitoring as a means of enhancing engagement and personal efficacy, and this information should be portable and easily shared with the next tutor, teacher, and school when another move occurs.
Curriculum-based measures. Checklists, teacher notes, charts, and graphs can capture incremental growth. Beginning in the late 1970s, Stan Deno, a professor of educational psychology, developed a method known as curriculum-based measurement (CBM). CBM was designed to give teachers of students with learning disabilities “a simple set of evaluation procedures that would allow them to literally graph a child's academic progress … CBM enjoys support from the U.S. Department of Education and has been the measurement and assessment tool of choice in numerous federally funded studies.”
 
CBM has a number of characteristics that make it an appropriate method to adopt when working with highly mobile students. Specifically, CBM provides a simple, statistically reliable, and practical means of measuring student skills in subject areas such as reading, writing, and arithmetic. Students are given brief, timed exercises to complete, using materials drawn directly from the child's academic program. This process allows teachers to closely monitor the rate of student educational progress with limited time constraints. 
	Curriculum-based measurement, or CBM, is a method of monitoring student educational progress through direct assessment of academic skills. CBM can be used to measure basic skills in reading, mathematics, spelling, and written expression. It can also be used to monitor readiness skills. When using CBM, the instructor gives the student brief, timed samples, or "probes," made up of academic material taken from the child's school curriculum. These CBM probes are given under standardized conditions. For example, the instructor will read the same directions every time that he or she gives a certain type of CBM probe. CBM probes are timed and may last from 1 to 5 minutes, [image: image15.jpg]/&
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depending on the skill being measured. The child's performance on a CBM probe is scored for speed, or fluency, and for accuracy of performance. Since CBM probes are quick to administer and simple to score, they can be given repeatedly (for example, twice per week). The results are then charted to offer the instructor a visual record of a targeted child's rate of academic progress.




Figure 2 provides an example of a daily monitoring tool that employs CBM principles similar to that used in the Read Naturally program.
Figure 2 
Monitoring Student Progress – Reading Fluency 
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Graphing progress provides the instructor and student with a visual image that can be very motivating. Analyzing the graph is a great opportunity to do some problem-solving and even reinforce math skills. If the graph is showing an increase, discuss what is working. If the graph is “flat” or shows a decline, discuss possible causes and brainstorm ways to move beyond them. Given high mobility, incremental gains must be documented and celebrated. 

Collecting post-test data. In addition to day-to-day monitoring, programs often determine specific “end points,” such as mid-year or end of year, for documenting student growth and provide program evaluation data. Given the characteristics of highly mobile students, such traditional assessment points are less meaningful and harder to evaluate. The assumption that the results reflect five or ten months of consistent instruction may be true for few, if any, of the participating students. Thus, ongoing assessment is likely to provide the most meaningful information for individual students. 
For program evaluation, traditional post-testing may be required. If so, it should be explained in a way that clearly identifies the length of the intervention and number of sessions provided to students: the range, the median, and the mode. CBM data are designed to allow for such reporting as well. In addition, any observational data that have been collected may be summarized or excerpted to provide the personal story the program can share with the community. Again, this is an area that might be of interest for a local college or university researcher. Researchers need access to data and your program may have a wealth of data that have not been analyzed. The analysis provides the research with a meaningful project and you have the benefit of the expertise needed to present your data in a meaningful way.
Sample Assessments and Support Resources

· Readability formulas are used to estimate the reading difficulty of text. Such formulas may be used with textbooks and other sources of fiction or nonfictions, such as newspaper or magazine articles and children’s books.
 These techniques can be very helpful in determining whether a particular book or reading passage is appropriate (at least in terms of skill level needed).

· Dale-Chall Readability Formula – Most effective with upper-elementary materials, this formula provides a two-year “band” of estimated readability. 

· Flesch-Kinkaid Formula – This is the formula used in Microsoft Word to estimate reading difficulty. To use it, type or scan your text, go to “Tools” and click on “Spelling and Grammar.” Once the checking is complete, a readability score is displayed. 

· Fry Readability Formula – This is one of the simplest means of calculating readability manually. The number of syllables and sentences within a 100-word sample are graphed to determine the approximate grade level of a text. The Web site school.discovery.com/schrockguide/fry/fry.html 
provides directions for using the Fry Readability Graph. 

· Commercial computer-based programs allow the user to use a variety of readability formulas.

· Readability Calculations uses nine popular readability formulas to determine if your target audience can read your materials with ease. (Cost $69.95 for 1-5 copies.) www.readabilityformulas.com/mlp001.html
· Readability PLUS is software for Macintosh or Windows that figures readability using eight formulas and includes Vocabulary Assessor. Available from Micro Power & Light Co., 8814 Sanshire Ave., Dallas, TX 75231, 1-214-553-0105. (Cost $119.95 for one copy.) www.micropowerandlight.com/
· Curriculum-Based Measurement Warehouse: This site includes training materials, actual probes, and scoring forms to address early literacy, fluency, comprehension, emergent English skills, and mathematics. www.interventioncentral.org/htmdocs/interventions/cbmwarehouse.php
The following three tools are available through this Web site:
· The CBA Assessment List Builder allows you to build English or Spanish curriculum-based assessment lists of letters, sight words, or numbers to measure skills of emerging learners. 

· OKAPI! allows you to type or paste text into a form, which is converted automatically into a set of Examiner and Student Curriculum-Based Assessment (CBA) reading probes. OKAPI! can compute a Spache or Dale-Chall readability index for the sample. 

· ChartDog lets you enter a student's CBM data to make progress-monitoring graphs. ChartDog graphs are images that you can print, save to your computer hard drive, or e-mail as attachments. 

· The Web site www.sedl.org/reading/rad/chart.html provides reading assessments appropriate for use in Grades K-2 (and older grades when an overlap with the targeted grades existed) summarized in a Reading Assessment Database, which includes costs, target grade levels, and skills assessed. Criterion-referenced and norm-referenced assessments are included. 
· The National Center on Student Progress Monitoring provides reviews of a variety of assessment tools, including a chart that identifies psychometric standards met (reliability and validity) and progress monitoring standards (with reading broken into a variety of subskills). www.studentprogress.org/chart/chart.asp
· Book Adventure is a Web-based free reading motivation program for children in grades K-8. Children create personalized book lists from over 7,000 recommended titles, take multiple-choice quizzes on books they have read, and earn points and prizes for their literary successes. Book Adventure was created by and is maintained by Sylvan Learning. The Kids Zone includes a “help me find a book” feature. Here the student lists his grade level, chooses his preference for books at, below, or above that level, and selects topics of interest, leading to a list of books for which the site has end-of-book quizzes. The “five finger test” students can use to independently determine the appropriateness of selected books is explained at this site. www.bookadventure.com/index.asp 

· Dynamic Indicators of Basic Early Literacy Skills (DIBELS) are a set of standardized, individually administered measures of early literacy development. They are designed to be short (one minute) fluency measures used to regularly monitor the development of early literacy and early reading skills. www.dibels.org 
· DIBELS testing materials for kindergarten through sixth grade may be downloaded free of charge at http://dibels.uoregon.edu/. An online data system that generates reports and analyses is available at the cost of one dollar per student.

· High-Frequency Word Assessment is a reading assessment developed by an elementary school teacher in Maine and designed to measure the number of high-frequency words a student can recognize. (The main site is an example of a collection of teacher-made assessments aligned to state standards.) www.elm.maine.edu/assessments/teacher/sketch.asp?indexID=8
· Informal Reading Inventory is a tutorial to assist teachers in developing an informal reading inventory. http://lrs.ed.uiuc.edu/students/srutledg/iri.html
· Lexile Framework in a system for determining text complexity and reading skill. Lexile measures are based on semantic difficulty (word frequency) and syntactic complexity (sentence length). Students’ reading scores can be measured in Lexiles and matched with a variety of reading materials.
 The Lexile database includes 450 publishers’ titles. www.lexile.com/
· Running records are guided reading assessments performed by using a book that is close to the child’s developmental level and documenting the child’s reading behavior as he or she reads from the book. Reading A-Z provides benchmark books for this purpose. A running record form accompanies each of the benchmark books. www.readinga-z.com/newfiles/levels/runrecord/runrec.html 

· Scholastic Reading Counts! provides leveled, measurable, independent reading practice for K12 students. http://teacher.scholastic.com/products/readingcounts/index.htm
· STAR Reading assesses students’ reading progress in grades 1-12. Students complete a computer-administered assessment in less than 10 minutes to determine the “Zone of Proximal Development” (ZPD), which is “the reading level range recommended by the Institute for Academic Excellence for optimal growth in reading without frustration. The ranges are approximate.”
 www.renlearn.com/starreading/ 
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STAR Reading was used by the Kenosha site with an adaptation. Instead of working independently on the computer, the student is paired with a tutor and reads all passages aloud. The tutor monitors on task behaviors and documents the student’s use of strategies or other observable behaviors (e.g., notes common decoding errors, lack of attention to punctuation, and word by word reading). 


· TASA Literacy Online is the link to The Degrees of Reading Power (DRP) Program, a line of criterion-referenced reading comprehension tests for students in grades 1-12+. The tests allow tracking of a student’s reading development over time. DRP test results are reported using the same scale that is used to measure the reading difficulty of printed material. By linking students’ DRP test scores with the readability values of books, teachers are able to locate, assign, or recommend textbooks, literature, and popular titles of appropriate difficulty to their students. Touchstone Applied Science also offers software with over 12,500 texts and trade books rated by difficulty using the DRP level that aligns with their assessment tool. A conversion is available to translate the DRP level to grade level; such equivalents are not recommended, however. (DRP is used in the Accelerated Reader program.)

In summary, a wide variety of tools are available to determine student strengths and needs and to document student growth. In selecting or developing a program, the assessment and evaluation tools must meet budgetary constraints, provide needed data within a reasonable time frame, and as much as possible, be respectful of a student’s stress level with testing. Finally, people in the program must have the needed skill set to administer and interpret the assessments. This can be accomplished by collaborating with schools and coordinating with experts in the community.

Chapter 5
Promising Instructional Practices

Volume 1 of Reading on the Go!, Students Who Are Highly Mobile and Reading Instruction reviewed current literature on reading, especially as it relates to students living in poverty, since current research specifically on mobility and reading is largely anecdotal and based on practitioners’ observations. Chapter 5 of that document provides an overview of instructional practices that form the basis for the examples presented here. 

This chapter provides sample activities that highlight key components of reading described in Volume I (phonemic awareness, phonics, vocabulary, fluency, and comprehension). Thus, it adds practical suggestions to the content in Volume I based on the visits and an ongoing search for promising practices. Finally, additional instructional considerations, beyond the five key literacy elements, are discussed. Resources to support these instructional practices are included in Chapter 7 with contact information.
Preschoolers and Literacy
While the primary focus of this project has been the elementary years, the population of young children who experience high mobility and homelessness is growing and beginning to gain greater attention. Certain early literacy skills build the foundation for mastery of the components that follow. Before a child enters a classroom, many skills have begun to emerge: naming objects, understanding and following directions, making your needs known verbally, and even enjoying books and playing with sounds and rhyming words. Young children living in poverty often have limited exposure to the language experiences (including access to books) than more affluent children. Providing the rich language experiences necessary to ensure readiness for learning to read involves supporting families and their young children. Readers are encouraged to review the site visit for the Mobile Parent-Child Home Program in Appendix A-1 for greater detail on serving this population. 

Phonemic Awareness
Phonemic awareness is the ability to distinguish and manipulate the smallest units of sounds in language (e.g., phonemes). It is a subset of a broader skill, namely, phonological awareness, which includes the ability to distinguish and manipulate larger sound chunks, such as syllables and words. Children from culturally diverse backgrounds may have particular difficulties with phonological awareness. Exposure to language at home, exposure to reading at an early age, and dialect all affect the ability to understand the phonological distinctions on which the English language is built. Teachers must apply sensitive effort and use a variety of techniques to help children learn these skills when Standard English is not spoken at home

 
Phonological and phonemic awareness are oral language. Correlating written letters with sounds is a different component, called phonics. Preschool games and young children’s literature are full of activities that subtly expose youngsters to the sounds of our language. Instruction to support the development of phonological (and phonemic) awareness begins with demonstrating the relationship of parts to wholes. Begin with concrete objects – pizza slices, orange sections, pop bead necklaces, petals on a flower, pages in a book, etc. – then move to verbal language. The teacher models and demonstrates how to segment short sentences into individual words to show how a sentence is made up of words. Using blocks, Unifix cubes, chips, or other manipulatives with Elkonin sound boxes (see Vol. 1, Chapter 5) to represent the number of words in the sentence, place the units right next to each other (one block for each word). As you say the sentence slowly enough to distinguish each word, move the blocks apart. For starters, use short sentences and one-syllable words, and be sure to select common words. Common words with more than one syllable may be added, so long as care is taken to avoid confusion between words and syllables. “Lemon is longer, but /lem/ doesn’t mean anything by itself. We need ‘lemon’ all together to make a word.” In addition to manipulatives, students can segment sentences by clapping. You can even incorporate some gross-motor skills for children who need to move around. Use carpet squares for each word. Place them side-by-side and segment the sentence orally while spacing the squares. Students can “jump the sentence.” A variation of hopscotch is another option.

Once the students understand part-whole relationships at the sentence level, proceed to the word level, introducing multi-syllabic words for segmentation into syllables. Finally move to phoneme tasks by modeling a specific sound and asking the students to produce that sound both in isolation and in a variety of words and syllables. The same segmenting activities can be used at each level. As students move to phonemes, the transition to phonics skills and beginning to associate letters with sounds can occur.

Segmenting words. Five characteristics make words easier or more difficult to segment.
 The following list can help you incrementally increase the difficulty of segmenting tasks for students.
1. The size of the phonological unit. Shorter sentences, syllables, and words are easier to manipulate. 

2. The number of phonemes in word. The fewer sounds in a word, the easier it is to segment.

3. The position of the phoneme in a word. In the word “map,” /m/ is easiest to segment and identify, then /p/; the middle vowel sound /a/ is most difficult to identify. 
4. The phonological properties of words. Sounds that can be produced and maintained (such as /m/ or /s/) are easier to pull out of a word than sounds that are brief and that we cannot “stretch out” such as /t/ or /b/. 
5. Phonological awareness challenges. Tasks such as rhyming and initial phoneme identification are easier than blending and segmentation. Table 4 in Volume I summarizes these challenges.
Additional ways to manipulate sounds in words. Besides segmenting sound units, sounds can be manipulated in other ways. For example:

· Have fun rhyming. Dr. Seuss books are still a staple for this!

· Practice deleting a phoneme: “What is ‘map’ without the /m/?” “/ap/”; “What is ‘boat’ without the /t/?” “/bō/”

· Match words with the same beginning or ending sound: pie – pen; sit – sail; write – hit (remember, we are matching sounds, not letters)

· Blend phonemes: Given /m/, /i/, /s/, /t/, say it quickly for “mist” 

As noted in Volume 1, as preschoolers, homeless and highly mobile students are less likely to have been exposed to rich language environments that nurture the development of phonological and phonemic awareness. Therefore, it may be necessary to revisit these skills, even with older students. With an older student, be careful to make materials and activities age appropriate.

	The Wilson Reading System uses a technique for segmenting and blending phonemes that works well with older students and can be used for decoding words and spelling later. Do you ever catch yourself trying to remember something or a series and notice that you are tapping your fingers sequentially, thumb to each finger? The technique uses physical cuing. The sounds are tapped out from pinky to index finger – one finger per sound to segment – and the student then counts the number of phonemes. If segmented, “slur” the tapping to quickly blend the sounds. For older students, this works because the student can tap without being too obvious. A student might tap with a hand in his lap or modify the technique and tap his fingers or pencil (quietly) on his desk.
( ( (
Another segmenting/blending technique that applies to decoding and spelling uses larger muscles. For example, words with fewer phonemes or syllables can be “chopped” by a using one-hand “Karate -style” to chop the sounds or syllables onto the wrist, elbow, and shoulder of the opposite arm. Students in primary grades find this fun.


Because phonemic awareness does not include print, it appears less academic and may feel more like a game. If the student is struggling with reading, working on this component is critical to check on any difficulties that may be preventing reading success. It is often a less stressful activity to begin engaging the student. 
Phonics


As noted in Volume 1, phonics involves matching sounds and letters, known as the alphabetic principle. It is most effective when introduced early. However, students who have moved frequently may not have mastered the sound-symbol relationship and will require direct instruction to strengthen this reading component. Weak decoding skills were noted in the site visits, and phonics instruction was incorporated in the work with elementary-grade students.

Many of the activities listed with phonemic awareness can be used with letters rather than manipulatives (or start posting the letters on the manipulatives). In addition, many of the supplemental programs approved by state departments of education for reading instruction have a strong phonics component. If this is an observed need for the students you serve, you may want to explore programs approved by your state. The sites visited as part of this project used a variety of games to reinforce phonics skills. Again, if these skills are being taught to older students, consider the developmental appropriateness in terms of visual presentation and content when selecting materials. 
The Kenosha site, whose teacher had an extensive background in teaching students with learning disabilities, used Orton-Gillingham techniques and materials based on this approach. Orton-Gillingham is highly structured and explicit phonics instruction using a multi-modal approach (visual-auditory-kinesthetic-tactile). Early on, teacher resources for this method provided suggested activities and materials teachers could make to teach the sound-letter relationship. Over time, more materials have been published based on this approach to lessen the need for teachers to create the entire program. 
The Wilson Reading Program is an example of a program based on the Orton-Gillingham techniques that offers ready-to-use materials. Barbara Wilson originally designed this program to work with adults who had not learned how to read, so these materials can easily be used with older students. The program also has been used widely with elementary school students, leading the author to adapt the program and offer a version that is more appropriate for elementary school. Implementation of both Orton-Gillingham and Wilson requires special teacher training, but instructional techniques from these programs can be taught to tutors. 

	Examples of Activities Used in Orton-Gillingham Instruction
Here is an example of multi-modal teaching for phonics. Individual letters of the alphabet are printed on heavy paper or cardstock. Place a line of glue to trace the letter’s shape or cut the letters out of sandpaper, velvet, or felt. Purchased letters with a texture also can be used. Start with lowercase letters, since they occur most frequently in words. Capital letters can be added later. To add tactile (touch) and kinesthetic (movement) input, students trace the letter as they say the letter name and letter sound aloud. The number of cards used will depend on the student’s mastery. Start out with letters the student knows and a few new letters that are being introduced. If the student provides the correct name and sound, place the card in the “know” pile. If the student is unsure, provide the answer and place the card in the “don’t know” pile. The “know” pile can be counted and graphed.
If time and student attention allow, review the cards from the “don’t know” pile. Practice tracing the letter, trace it in the air, take off your shoe and trace it with your foot (if the student is comfortable with this) or write the letter large on a chalkboard or whiteboard. Some programs add concrete nouns as a cue to the letter sound, such as “apple” for short “a”. Make up stories to help students associate the letter and its object or create a visual mnemonic (memory trick), such as turning the letter “a” into an apple. Let the student help you create a mnemonic that has personal meaning.
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“Diving for the vowel” is an example of an Orton-Gillingham technique for decoding words. Long and short vowel sounds are associated with a key word. While learning how to decode one-syllable words, students “dive” for the middle of the word to find the vowel, state the key word and its sound, blend the ending sound, and then add the initial sound to read the whole word. Here is a simple example using the word “tan”:

Dive for the vowel (a) – “apple ă”

Add the final sound – “an”

Add the first sound – “tan”

Students may create syllable books with such syllable families. The “ap” family, the “ig” family, etc. Because nonsense words are included, syllable is used rather than word book. These syllable families can then be linked to form multisyllabic words.
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Students are taught the six types of syllables that help determine vowel sounds to assist with proper decoding:

· Closed syllables have a vowel followed by a consonant. This makes the vowel “short” (e.g., map, top, in).

· Open syllables end with a vowel. This makes the vowel “long” (e.g., be, me, so, she).

· VCe syllables have a vowel-consonant-silent e pattern. The first vowel is long and the “e” is silent (e.g., write, plane, bone).

· A syllable with two adjoining vowels makes one sound. This can be a long vowel sound or a completely different sound (e.g., pain, way, free, out, boy, book).

· The -Cle (consonant-le) syllable is found only at the end of words. The consonant always goes with the “le,” which makes the previous syllable open or closed and explains why table (ta-ble) has a long “a” while scribble (scrib-ble) has a short “i”.

· R-controlled vowels are found in the sixth type of syllable. R is a powerful letter that can change vowel sounds that are neither long nor short (e.g., car, firm, worm).


We often think about decoding words when we hear the word “phonics.” However, the sound-symbol relationship is a two-way street. Remember that encoding, or spelling, is an important element, too. Students must sound out words given the letters in a word as a prompt and sound out words given verbally and translate those sounds into written words. The tasks are reciprocal and support growth and understanding of the alphabetic principle.
Vocabulary


As with phonological awareness, vocabulary growth is affected by exposure to language. The richer the verbal and textual environment, the more likely the student is to have an understanding of the meaning of words. Children in families who are highly mobile often have fewer opportunities to hear extended conversations and do not have the personal libraries and weekly trips to the public library that children in more affluent communities take for granted.
Not surprisingly, limited vocabulary was cited as a major concern in the three sites visits. Students need exposure to a print-rich environment. The Central Islip site worked with the family to build vocabulary skills in a naturalistic parent-child interaction. Word meaning was addressed through Word Study, including the teaching of prefixes and suffices, games, and guided questions during reading in the Austin and Kenosha sites. At the Kenosha site, direct instruction to build background knowledge was part of the program as well. This took place at group lessons that addressed a wide variety of academic disciplines.


Background knowledge includes early literacy exposure to nursery rhymes and fairy tales and other classic stories for young children. To create age-appropriate activities with such materials, you can teach the historical context of nursery rhymes (e.g., Mother Goose was making fun of the rulers at the time). Preparing older students to read to younger children gives these students a reason to read and practice using books that they may enjoy, but would be uncomfortable or embarrassed reading for themselves. 

Increasing vocabulary was reinforced further through writing activities. There was much guided practice and scaffolding to help students take basic sentences with limited vocabulary and create more interesting, complex sentences with more descriptive and specific language. In oral and written language, the students tended to use very general terminology. “I saw the thing over there” versus “I noticed the blue car in our parking lot.” “It’s good” versus “The cookie I had at snack was delicious.” Program staff modeled richer language and encouraged students to become more expressive.
Fluency

Fluency encompasses rate of reading, accuracy, and expression. At the sites visited, fluency was addressed through one-to-one practice with tutors modeling, helping students attend to punctuation, and using repeated readings. Students might “read along” with the tutor (dyad reading) or repeat small chunks after the tutor (echo reading). Tutors offered reminders such as, “Let you voice drop when you get to a period. Your voice goes up at a question mark.” 
In the sites visited, fluency was noted as an observation in tutoring notes. In addition, CBM can be used to measure reading fluency systematically. The examiner sits down individually with the child and asks the student to read aloud for one minute using reading passages from three separate passages randomly chosen from a reading book. During the student's reading, the examiner makes note of any decoding errors made in each passage. The examiner then calculates the number of words read correctly in the passage. Next, the examiner compares the total number of words read correctly for the three passages and selects the middle, or median, score. This median score serves as the best indicator of the student's "true" reading rate in the selected reading material.

Some supplemental reading programs focus on fluency, such as Read Naturally. Fluency should be a part of any comprehensive program. To become a fluent reader, children have to read A LOT! Providing a safe, supportive, and motivating environment in which the student experiences success (using materials at the instructional level) increases the likelihood the student will read more.
Comprehension


We read to gain information, to learn something new, to understand another’s perspective, and sometimes just to be entertained. For any of this to occur, we must understand what we read, making comprehension the culminating component of reading. Retelling a story or summarizing expository text were common comprehension activities used at the sites visited. The sites also used graphic organizers to help students understand the structure of texts.
Figure 3 

Wheels and Reading

	Wheels and Reading

Karen Rooney
 has created a series of graphic organizers that can be used with a variety of reading materials. For example, Wheels for Reading is intended for expository text. The student draws a “wheel” or oval on his/her paper. As the student reads, the main idea is written in the oval and important details are written on “spokes” around the outside of the oval. When the details no longer “match” the main idea, it is time to create a new oval.
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	For a narrative story, Wheels for Literature can be used. The title and author are written at the top of the page with three wheels below. The students write the names of characters around the first wheel, the time and location (setting) on the second wheel, events from the plot around the third wheel. Older students reading longer stories must write at least one detail for each page read.

Title

Author
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For a variation, the plot wheel can become a “clue wheel” if reading a mystery. Possible clues are listed on the wheel, which can be shaped like a magnifying glass. The difference between an actual clue, explicit in the text, and a prediction based on the facts may emerge from this process. Students can write the predictions on the back of the page to keep hypotheses and facts separated. In addition, these wheels can be used in reverse to create compositions. The reciprocal strategies are included in Dr. Rooney’s book.


Figure 4

The Story House
	The Story House – A Graphic Organizer from the Austin site:

The story House is used to teach story structure after reading narrative text; it is recommended for students in K-2. To prepare, the tutor uses a template of a house to cut out construction paper sections or draws an outline of the Story House on a large piece of paper or dry-erase board. The child and tutor read the story. The tutor discusses the meaning of each component as the story is read and points out that every story includes these four components. The tutor models the completion of the Story House until the student can complete it independently. After reading and filling in the Story House, the tutor and student review the components.
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Comprehension skills may be strengths for homeless or highly mobile students. It may not be the type of skill measured by a standardized test, but “… their interpretive skills are sometimes remarkable. When discussing inference or engaging in comparative studies of literature, they reveal more insight than we expected.”
 These students may have lots of experience with day-to-day problem solving. They may have considerable empathy and be able to understand characters’ motivation and struggles. In addition, these children often take on adult roles to support their parents during time of stress. For example, they may be quite adept at filling out forms or translating information for a parent who speaks limited English. This requires sophisticated skill in synthesizing and explaining information. “Homeless students, like all students, learn best when their background knowledge and strengths are recognized, valued, and used as building blocks for further learning.”

Balance
While the five components listed above (phonemic awareness, phonics, vocabulary, fluency, and comprehension) have been identified as critical elements of effective reading instruction, this does not mean equal time is spent on each. Some drill and practice is important in mastering phonic skills and building fluency, for example, but this does not mean half a tutoring session should be spent on such drill. Short, targeted drills based on careful observation and assessment of the student’s needs followed by opportunities to read and discuss rich, exciting literature, learn about new places, history, or current events is far more effective than spending the majority of time drilling and completing workbook pages. Furthermore, if the student has mastered the basic phonics rules and decodes with ease, or reads smoothly with expression, specialized practice is not needed. This is true both in the classroom and in supplemental programming.
Additional Instructional Considerations 
Richard Allington, the 2005-06 president of the International Reading Association, suggested five additional “pillars” of effective reading instruction.
 These additional pillars were important for the sites visited as well. 

Classroom organization that uses a variety of whole-group, small-group, and individualized instruction is more meaningful than relying totally on whole-group instruction. With an after-school program for highly mobile students, the number of students present can vary. It is difficult to staff enough tutors to reach all the students without being left with tutors who come regularly and find the student they were ready to work with has left. By varying grouping arrangements, you can create flexibility between the numbers of students and staff. Having strong classroom management skills is an additional consideration. Not only will the need to vary groups occur, you must be able to transition between such arrangements with minimal time and disruption. Limit “down time” to the needed chats and relationship-building and make the most of every minute of instruction. Good management skills keep students on task and the more on task the behavior, the more learning that occurs.

In a subsequent article, Allington
 described the disparity in the length of the school day between high-poverty and more affluent schools. Not only are more affluent students in school longer, but academic coaches and tutoring are added to their day. Furthermore, an earlier article discussed the lack of summer access and reading activities for students who live in poverty.
,
 These findings can be a point of discussion when making scheduling decisions. Do we have different expectations for our homeless and highly mobile children? Are we sending the message that less is expected? 
The third “pillar” requires having materials at the students’ instructional level. Students need a variety of texts that are interesting, as well as written at different levels. Giving students a choice about which texts to use and giving them the opportunity to collaborate with peers while reading had significant impact on reading achievement. Students must be reading materials at their instructional level. If the student is reading below grade, texts with the same/similar content are needed to ensure the student truly benefits. Additionally, if the school has limited resources to find materials at multiple levels, creating a program that helps match the students you serve to resources they can use in their classroom could be a means of attracting the involvement of the school and increasing coordination.
Fourth, reading is not taught in isolation. Writing and reading are reciprocal. By practicing spelling and composing, the student grows in decoding and comprehension, and vice versa.

Finally, Allington suggested the need for expert tutoring. The research on the impact of quality tutoring indicates significant student gains. In fact, more than 20 years ago Benjamin Bloom wrote about the impact of having a high quality tutor as resulting in an increase in learning of approximately two standard deviations as compared with traditional instruction.
 Consequently, struggling readers need access to experts to identify their needs and design appropriate interventions to support such gains.

The voices of staff at the site visits offer an eleventh “pillar” for consideration to complement the five components of reading and Allington’s additional five. It is not a new concept. In fact, it was included in the Reading Excellence Act that preceded No Child Left Behind. While difficult to quantify and measure, student motivation is a powerful factor to consider while planning instruction. Two subthemes related to motivation were evident. The first was the importance of the teacher-student relationship. A positive, caring, respectful relationship with an adult was valued in all sites. The students responded well to having someone special who listened to them with full attention. The students also thrived when they encountered consistency and had a chance to work with the same person. When students move frequently, making personal connections is difficult. You no sooner get to know someone and it is time to leave again. With so many people coming and going in their lives, opportunities for stability are uncommon. One student’s comment when seeing his tutor the following week illustrates this point eloquently. He said, “You came back!”
The second subtheme related to motivation was attention to student interests. Tutors looked for ways to make the work meaningful to the student on a personal level. For example, a student at the Austin site was interested in tennis. She worked with her tutor to research Serena Williams and even read books to learn some tennis tips that were practiced outside.
Reading is a form of communication, a way of connecting with others. The personal connections between students and teachers, including tutors, are a recognized necessity.
	"What People Need is a Good Listening To"
Mary Lou Casey
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Chapter 6
Administrative Considerations

Successful programs require leadership – leaders to bring the right people into the program, leaders to create a structure and environment that supports staff and students, and leaders who can look beyond the program at larger issues that affect student mobility and who can be a voice in community actions that can minimize or exacerbate such movement. 
Personnel Considerations

Whether your program will use existing staff, volunteers, or new employees, identifying the person responsible for oversight of the personnel involved in the project is critical. This individual may have programmatic and training responsibilities or may focus on staffing issues and coordinating the program and training with other experts. The importance of selecting the right individuals to work within the program cannot be overemphasized. The work of William Sanders and others on value-added assessment has demonstrated the powerful impact highly effective or ineffective teachers have on their students.
 While supplemental instruction is not the same as the general education classroom, it would be hard to dispute that the person delivering the instruction makes the most difference in student achievement. The main questions to be considered with regard to personnel are: Who should work with our students? How can we increase the likelihood of success (for our students, our personnel, and our program)? 


Given the many legal considerations when hiring and removing personnel, including background checks, selection and evaluation criteria, using the school district’s human resource office to assist in developing or reviewing your policies and procedures is recommended. 

Volunteers. Volunteers are frequently used in community-/shelter-based programs. A common challenge for these programs is the difficulty in providing consistent service delivery when relying solely on volunteers. Family or other personal emergencies inevitably arise that prevent volunteers from participating. If the volunteers are students, scheduling will be limited by the academic calendar and turnover each semester may occur. Quality control can be a concern as well. 

The following suggestions address some of the above concerns. 

· When recruiting, target groups that are likely to have the skills and commitment required. Project sites used current and retired teachers, education majors, college students involved in service learning, church and community groups, and Key Club high school students. The Kenosha site had high visibility in the community and the teacher had networked with a wide array of groups and agencies. With a large pool of potential volunteers, the teacher was able to be selective when bringing in new volunteers.

· During the induction phase, provide training that includes background knowledge about homelessness and high mobility and poverty as well as the basic skills needed to participate in the program. Plan for ongoing training to allow volunteers to discuss their successes and challenges and to build additional skills.

· Be sure to embed a structure to increase the likelihood that volunteers will stay. This includes providing meaningful training, access to appropriate resources, ongoing support when problems arise, and recognition that shows the volunteers are valued. Think about the times you volunteered with a project but did not stay. Chances are the work was not clearly explained, the project seemed disorganized, you felt your time was wasted, and you did not see that your efforts made a difference. How can you help your volunteers see the impact they have had? How do you celebrate successes, including incremental progress?

Paid staff. The funding source may dictate the skills needed for program staff. For example, The No Child Left Behind Act (NCLB) requires highly qualified teachers and paraeducators to work directly with students when certain Title funds are used, including Title I, Part A set-aside funds for serving homeless children and youth. Due to the complexity of such requirements, the local school district federal programs administrator and others who are familiar with the school’s literacy programs should be consulted as job descriptions are crafted and hiring takes place to ensure compliance with NCLB. Further, hiring school personnel to work in the program can alleviate some of the challenges in meeting the highly qualified requirements, including the knowledge base of educators who are familiar with the school’s literacy program. Such staff also can guide communication between the program and the schools since they will be able to “translate” any differences in terminology used and help both groups understand some of the realities of each setting.


In addition to working directly with students, school personnel may be involved with the project by fulfilling a number of other roles. Consider including a reading specialist from the early stages of planning. The reading specialist should be able to evaluate reading programs that are considered for the program based on their ability to meet student needs, support local and state literacy goals, and complement school-based programs. Further, the reading specialist is usually a resource for other teachers and may be able to provide instructional training for staff and volunteers.


Faculty from a local college can be another source of expertise. Education faculty may be able to provide training. Professors whose research interests involve literacy may be interested in using the program in their inquiry (another potential funding source). Do not feel limited to seeking education faculty. Professors in economics or sociology may have a commitment to exploring issues of high poverty and mobility. Such expertise can shape the larger context of the program in crafting your message about the need for the program. Similarly, professors with expertise in evaluation can be valuable in creating data collection systems that provide accountability information for program improvement and justification for continuation. 

Americorps and AmeriReads programs at local colleges may be able to provide personnel to work within your program. By coordinating with such a program, the Austin site had access to paid workers (whose salaries did not affect their budget) who received initial training. 

How many paid staff will be needed to increase the likelihood that program fidelity/quality is maintained? This will depend on the resources available and the size of the project. Building a trusting relationship with the children participating in the program was the most salient theme across the sites visited. Relationships require consistency of time and personnel. Given the amount of change children who are homeless and highly mobile experience, looking closely at the turnover of personnel in your program is important. Tracking the number of staff who provide instruction to each student and the number of sessions with each also may be useful as future staffing decisions are made. Are we targeting groups for recruitment that can “stick with” our children? When staff and volunteers leave the program, consider using an exit interview to gain information from their perspective by asking for commendations and recommendations about the way the program supports students and staff.

Staff and volunteer training. Training is a powerful retention tool, as noted in the discussion of volunteers. The project sites visited included professional development that provided knowledge about the population served, the logistics of the program, and instructional techniques. Local shelters are a logical resource when working with students who are homeless. Many shelters have developed training modules to introduce new staff and volunteers to the characteristics and needs of their clients that can be adapted for literacy programs, for example. Such training should include confronting stereotypes of homelessness, domestic violence, sensitivity activities that simulate the loss of valued belongings or budgeting for a family if you made minimum wage, and ethical considerations such as confidentiality and personal boundaries. Sample Form 1 is an example of guidelines for professional and ethical behavior developed by Dan Murphy, chair of the Oregon Coalition on Housing and Homelessness. It is based on the work of Ken Kraybill of the Health Care for the Homeless Clinician’s Network.

Sample Form 1

Professional and Ethical Guidelines for Outreach Workers
	PROFESSIONAL AND ETHICAL GUIDELINES

FOR OUTREACH WORKERS

“Ethics is how we behave when we decide we belong together”

The overriding philosophy of these guidelines is to treat others as you would want to be treated. This applies not only to interactions with clients, but with co-workers, supervisors, and staff from other agencies, policy-makers, etc. At the very least, do no harm. It is expected that outreach workers will consistently treat others in a respectful manner and provide competent and compassionate care to clients in whatever forms that care my take.

It is prudent for workers to anticipate and identify ethical dilemmas that arise in outreach and to discuss these issues with supervisors and peers. Some of the guidelines below are intended to prompt such discussions with hopes that adherence to the outreach philosophy of care and practice within proper boundaries will result. These guidelines are to serve as an adjunct to agency-specific codes of ethics and other relevant policies.

· Commit yourself to being well prepared physically, intellectually, emotionally and spiritually for doing this work.

· Develop an awareness of the causes, experience, patterns and politics of homelessness.

· Continually increase your knowledge about homelessness-related health conditions and care, including social service needs and resources.

· Present yourself in a genuine, hospitable manner.

· Maintain a perspective of objectivity with clients. Avoid being judgmental.

· Be respectful of others’ desire for privacy and need to keep secrets. Be assertive but not intrusive in your outreach.

· Maintain confidentiality in your relationships.

· Keep your word. Be trustworthy and reliable.

· Respect people as ends, not means. Never exploit clients for personal or agency gain.

· Educate others about behaviors that can enhance their health and well being. Also, inform them of behaviors that might cause them to be susceptible to disease and/or bring harm to themselves and others.

· Do not attempt to intervene in areas in which you are not trained or competent.


	· Do not withhold information from clients about other resources and services from which they could benefit.

· Devote some part of your time, no matter how little, to use your knowledge and experience to inform public planning and policy-making processes,

· Refrain from imposing your moral and religious beliefs on others.

· Refrain from having social or emotional relationships with clients outside of work.

· Do not use your own home to shelter clients or give out personal information.

· Never engage in sexual activity with clients.

· Do not accept cash or gifts from clients.

· Refrain from giving personal gifts or cash to clients.

· Never carry weapons.

· Never use alcohol or drugs on the job.

· Develop practices of self-care and renewal within and outside the work setting.


Information about the literacy program may include a brief history of the project, including the identified needs that led to its inception, the program’s goals, and the rationale for the programming approach. During this part of the training also is the time to review reporting requirements, forms to be completed, and how to get help should behavior be challenging or additional resources are needed. While confidentiality and personal boundaries may be addressed under basic knowledge, specific procedures should be reviewed as part of the program overview. For example, volunteers and staff must know how to get immediate assistance if they cannot control a child’s behavior and what to do if children share sensitive information that may affect their safety. In addition, volunteers and staff need access to someone who can help explain and offer suggestions to address learning challenges, such as a potential learning disability.

Access to training should be considered when adopting a literacy program. Does the literacy program provide initial and ongoing training? What level of technical assistance can tutors or other staff in the project expect? Does the expertise to provide the literacy training needed to implement the program exist in our community or schools? If the literacy program is locally developed, the same considerations must be addressed. Effective professional development should include the context and rationale for instructional strategies, modeling of the instruction, opportunities for simulated and guided practice, and a system for adult learners to voice their needs and concerns. All project sites visited included ongoing training and supervision.

Supervision. Whether all students receive their instruction in one room, in rooms throughout a building, or at sites across a county, there should be a mechanism for supervising instructors. A schedule of visits can be prepared for direct monitoring along with review of lesson plans and student records that are maintained as part of the program. Depending on the skills of participating personnel, this responsibility may be shared among the instructors using a peer support model or remain with a lead contact who oversees the project. Consider how you would proceed if it becomes necessary to remove a worker. Establishing clear expectations at the start can alleviate awkward situations down the road. 

Linking expertise to the project. Expertise can be found in local reading teachers and reading coaches, special education teachers with a strong reading background, and students and faculty at local colleges and universities. Such individuals can be tapped to enhance the quality and smooth workings of the program. 
· Consider using such experts to conduct more formal assessments. Develop a procedure for determining when greater intervention is needed. Have a system in place to refer students who require more intensive assistance for screenings and other evaluations that can lead to adjusted instruction or document the need for a referral for a special education evaluation. Identify who in the program should be contacted when a question arises and how the information will be communicated to the school and to whom.

· Involve experts in training tutors and developing lesson plan formats and checklists for tutor use. 
· Engage experts in monitoring the program by reviewing tutoring notes and assessments, such as CBM, and offering suggestions to tutors for future lessons. Use such reviews as a springboard for staff meetings and ongoing program evaluations. Experts with research skills can guide the data collection for more formal evaluation as well.
· Determine whether experts can act as liaisons between classroom teachers and program staff.

· Remember that expertise includes knowledge of the causes of student mobility. Homeless education, shelter staff, and other community agencies that serve highly mobile students and their families can provide insight into the lives of these children beyond their reading skills. Such information can increase the sensitivity and understanding of tutors, teachers, and others in the program. In addition, it may lead to non-literacy strategies to address the causes of mobility. 
Supporting Effective Communication 

Administrative support is vital for the key people in a student’s life to communicate effectively. Countless barriers can prevent us from communicating effectively. Common barriers, such as lack of structure, lack of trust, and lack of time can be lessened when built into the program’s design.

In aligning program goals and instruction, partners must talk to each other. They need to know what kind of instruction the students are receiving as they move from classroom to tutoring or enrichment program and from school to school. They need to develop a system for sharing information about the student who moves. This should include a discussion of what data will be shared and what the data mean; that is, how they will inform future instruction. 

Consider ways to build informal relationships. Are tutors or other program staff invited to visit the schools? Are teachers invited to visit the program? Appreciation breakfasts or luncheons, student plays or other classroom performances, and parent-teacher conferences can be opportunities for school and program staff to meet. Such events could be conducted at the school, or similar events can be orchestrated as part of the program. While we often joke about it, bringing people together around a meal makes a difference when we try to collaborate. A special meal reinforces the message that those involved are valued and creates a time for relationship building that cannot occur without conscious effort. Don’t forget notes of appreciation. Teachers, tutors, and parents learn a lot from their students. The teacher who gets a note from a tutor commenting on how excited Sal was about yesterday’s science lesson may need that extra smile the next day. The tutor who learns that Tia read the story they had practiced together beautifully to her second grade class may be floating home that evening. Personal touches and mini-celebrations keep programs and people energized. 

An early procedural and trust issue to consider involves obtaining formal parental permission to release information and share that information. Schools and many community programs have forms that allow parents to give permission to share information about their child across agencies. In addition to having parent permission forms, the agencies that will be participating in the program should reach agreement on what information may need to be shared and how confidential information will be communicated, used, and stored. Issues and concerns surrounding protecting information and the need to share confidential or personal data must be addressed. Information sharing can be an especially sensitive issue when domestic violence is a factor. A defined process for information sharing can alleviate potential trust barriers, especially when partners have not worked closely before or have had difficulties in this area in the past. In addition, a clearly articulated process will help workers obtain permission from parents who may be reticent to sign such a permission form. In developing procedures, it may be appropriate to consult with the school or agency attorney to ensure that the Health Insurance Portability and Accountability Act (HIPAA) or Federal Educational Rights and Privacy Act (FERPA) requirements that may apply are properly addressed. 
Communication between the program and the classroom. Information sharing between after-school or community programs and the schools is often limited. Both sides have data that can inform practice. If a student has been assessed by the reading specialist, the information can be used to assist a tutor. If the tutor has been using an instructional strategy that is working well for the student, notifying the classroom teacher can help the student generalized the strategy more effectively. 
Teachers have not traditionally received training designed to build awareness of homelessness and other forms of high mobility. This lack of knowledge was voiced as a concern in the site visits (and across the country in informal conversations) and reduced the likelihood that teachers would be contacted. This reluctance to contact teachers must change. The response should not be, “We won’t tell the teacher,” for fear that expectations may be lowered for the student. Being able to partner with a student’s teacher can be a powerful means of targeting instruction. Teachers need training to better understand the mobile lives of their students and relevant confidentiality procedures. Teachers must be given the tools to participate meaningfully rather than being avoided as possible barriers. Hiring teachers to work in the program also can be a means of bridging community and school and increasing a sense of trust among program partners.
Sample Form 2 provides an example of a teacher-parent communication form. While tutors and teachers can create informal means of communicating, a simple format that structures the correspondence decreases the time needed to report and addresses the question, “What should I say?” The level of technical detail may vary for parents and teachers or the same form may be used if a triplicate form were developed. Consider transmitting updates by e-mail or internal LAN if information were considered sensitive. If a computer-based program is used, discuss whether school personnel (the reading specialist or classroom teacher) can access students’ performance records.
Sample Form 2

Communicating With Teachers and Parents
Session Date:                                                        Length of session:

Tutor:

Student:

Summary of session activities:

How engaged was the student during the session?

What was challenging for the student?

What did the student do well?

Notes to the teacher: Student’s interests, homework, questions
Notes to the family: Ideas for family reading, daily activity to reinforce reading, a tip for reading with your child

Creating a case management system in which a single point of contact is assigned for each student is another way to lessen concerns regarding confidentiality, trust, time, and commitment. For example, could the supervisor of the program and a school contact, such as a reading specialist, be responsible for reviewing the progress of students in the program? The case managers would act as links between the school and the program with occasional face-to-face meetings, e-mails, and weekly phone calls. 

Communication between the program and community agencies. Staff from community agencies that work with highly mobile families (such as shelters) can be a great resource. These agencies should be involved in discussions about information sharing throughout the planning and development of a program. From a training perspective, such agency personnel are the experts who can help others understand the broader life issues that the children and their families face while moving frequently. Shelter staff can provide an overview of their shelter structures and routines, how families are placed, and roles and responsibilities of staff within the agencies that interface with your families. Their understanding and direct involvement with homelessness and high poverty can help educators better understand learning challenges and reasons for behaviors and reactions they may observe when working with students. 
Be sure to include such agency staff in the literacy training. Provide an overview of the literacy program and resources you will provide students. Even literacy tips such as modeling good reading and how to read a book with children of different ages or strategies that enhance parent-child interactions should be shared with personnel who work with the parents. Agency staff may be the best way to communicate with a parent who is facing many stressors. If a mother’s case manager is familiar with your program, she can help Mom understand the benefits of allowing her child to participate and reinforce how Mom can support her child’s growth in reading. 
Communicating with parents. Some parents are overwhelmed with survival responsibilities and need the assistance of a case manager to become engaged in their children’s reading program. Others parents may have limited literacy skills themselves or negative memories of school that prevent them from being comfortable reading with their child or participating in school activities. 
Family literacy programs such as Even Start or Head Start for preschoolers and the research on increasing parent participation offer suggestions about effective ways to engage parents. The New York-based Mobile Outreach Parent-Child Home Program described in Appendix A-1 includes a wealth of strategies for involving parents in their children’s literacy development. The commitment to reach out to the family and to be nonjudgmental and persistent in offering assistance that characterizes this program has led to high levels of trust and may be adapted beyond the original preschool population. 

If you wish to involve parents in the program, consider sponsoring events that are hands-on, fun, and low pressure such as arts and crafts night built around a favorite book, making your own sundae on Sunday afternoon while watching Arthur (the aardvark) videos, or baking cookies to accompany reading If You Give a Mouse a Cookie.

Many parents of highly mobile students had childhoods similar to their children’s and may not have experienced a parent reading to them on a regular basis. If your parents need support to read to their children, offer suggestions and tips in small chunks. A five-minute introduction to a strategy that consists of a brief rationale, description of the strategy, and modeling followed by parents practicing with their child (before doing that art project) is more meaningful than a one-hour lecture with parents while the children are in another room.

Another example of providing tips in small chunks is the series of bookmarks developed by Project HOPE-VA. Rather than creating a flyer with a “top ten” list of suggestions for reading with your child, we separated the tips to have one printed per bookmark that could be copied on colored paper or poster board. The tip was summarized on one side with a short phrase (and the agency contact information), and the tip itself was described in greater detail on the back of the bookmark along with the Web site for Talk Reach Read, a project of the Child Care Action Campaign that offered the suggestions and has many other activities to help parents get involved with reading and their children. Sample Form 3 shows the front and back of one bookmark. A PDF of eight bookmarks formatted to print on 8.5” X 11” paper may be found at www.wm.edu/hope/infobrief/readmarks.pdf 
Sample Form 3 

Parent Reading Tip Bookmark
Talk About the Story as You Read

Project HOPE-Virginia, Education for Virginia’s Children and Youth

www.wm.edu/hope  757-221-4002; Toll free 877-455-3412
If the story is set in the city, talk about how the pictures of buildings in the book look like buildings in your town. If there are things the child doesn’t understand, explain as you read. Listen to the child’s comments and insights. Let her know that her thoughts are valuable. The talk surrounding a book is important, too.

A tip from: Child Care Action Campaign; www.kidsandpolitics.org/taxonomy/term/338
You may find a short list of reading tips on one bookmark another option. The Reading Connection developed a bookmark with 11 short phrases (e.g., read every day, get cozy, share the pictures) and listed “21 Read-Aloud Books for the 21st Century” on the back (titles and authors). 
Be sure that the student and parent have ways to collect and retain information about the student’s reading progress. The National Center for Homeless Education has a “Parent Pack” pocket folder to help families maintain records needed for future enrollments. Create a “Reader Pack” or add a section to the Parent Pack with a manila envelope with samples of student work, the charting of reading progress and tutor/teacher notes that can move when the student moves. Keep a second copy at the school or with the program and establish procedures to make sure the information reaches the next teacher. 
Establishing a Homework Policy 
Tutoring and homework help are not the same thing; they serve different purposes. Table 4, developed by SERVE, contrasts tutoring and homework. Note that the table implies the need for a more long-term relationship under the tutoring column. Articulating the difference between true tutoring and homework help, exploring how many of the tutoring elements can be incorporated if turnover is high, and clarifying the differing roles staff will fulfill is important in developing a program and training staff. 

Programs that occur outside the regular school day face the question: How will we address homework? Is it fair to have a student in class all day, in tutoring for another hour or more, and then have him sit down later in the evening to complete homework? If the student needs specific remediation, is doing homework correcting the weaknesses that are causing academic challenges? If homework is not part of project, are there times when completing it would be appropriate? 
 Program staff, parents, and students’ teachers may be involved in answering these questions. Even when the decision is already made, the practice and rationale should be communicated. The sites visited approached homework differently. The Austin site did not include homework support but the Kenosha site did. Homework was completed first but considerable time was not spent on homework at the student’s frustration level. Such homework was completed quickly, leaving time for targeted instruction. If the homework aligned with student goals in the program, it became part of the day’s lesson. Having completed homework submitted each day often improved students’ grades and that success motivated the student to keep working. (See Appendix A-1.)
Table 4
Comparing and Contrasting Homework Help and Tutoring
	Homework Help
	Both Homework and Tutoring Should:
	Tutoring

	· Immediate goal is assignment completion.
· Helper may work with more than one child in one session and/or different children each week.
· What the homework helper does is determined by the assignments the children are given and the degree of help they need (but looks for “teachable moments”).
· Children get help as needed; amount of help varies from child to child, and from day to day.
· Informal conversation is minimal.
· Relationship between student and homework helper is, for the most part, temporal.
· May not know the students very well

· Will work with children on social skills and interactions.
	· Help children improve academic skills. 

· Make a child feel successful and valued.
· Allow self-determination (e.g., students have a voice in setting learning goals, selecting activities, selecting on which assignments to work).
· Model and reinforce good study habits.
· Pay attention to the whole child by trying to determine learning style, listening to what he or she says (or doesn’t say), and being attentive to moods and behaviors.
· Reinforce critical thinking, not just rote memorization.
· Use a mix of levity and firmness.
	· Goal is to address academic deficiencies over time.
· Will work with the same child during each session.
· The tutor develops learning goals with the student, creates a lesson plan each week, and assesses progress toward goals.
· A child gets one hour of undivided attention.
· Tutoring session involves informal conversation to get to know the student and for the student to get to know the tutor.
· Tutor builds trust and rapport with a student over time.
· Tutor gets to know the student personally.
· In the one-on-one setting, there is less opportunity to work on social skills and interactions.


Leadership to Increase Student Stability

While the primary focus of any literacy program is increasing students’ reading skills, when those students are highly mobile, administrative considerations should include attention to increasing stability. Reducing the causes for high mobility to keep children stable in your program, in school, and in housing is an added challenge. 

For students experiencing homelessness, the McKinney-Vento Act requires that students be permitted to remain in the school of origin when it is feasible and in the child’s best interest. Work with school and shelter staff to ensure families are familiar with this option. If many of your students are homeless, consider how the location of your program can be coordinated with school transportation.
Chicago developed a “Staying Put” initiative to inform parents that moves disrupt education for their children.
 Do your families have options that could reduce residential moves or limit them to times that work around the academic calendar? An ad campaign like Chicago’s may be a way to reach families. To address a similar challenge of student mobility, Rochester, New York, worked with landlords to create leases that coincided with the academic calendar.
  
At the program level, consider giving students access to services beyond any time limits in their current placements. This is a policy and resource issue. If we have students long enough, we can make a greater difference. This may justify a policy change if acceptable to funding agencies. If current time limits to your program or other programs in which the family participates are restrictive due to limited resources, consider how transportation could be arranged (if needed) and whether you will have sufficient staff if there is less student turnover. 
The Kenosha site is experimenting with extended access to its program. If the program is not at maximum capacity and transportation can be arranged, students can continue to attend even after the family has left the shelter. The gains made by students who remained in the program have been impressive.

Celebrating Successes


A program with a culture that acknowledges success in all its iterations is more likely to have staff and students who see the value of their efforts. Consider establishing rituals to celebrate the accomplishments of students and staff in the program. These can include personal and academic aspects. For example, you might:
· Create a bulletin board with photos and student work. 

· Publish a newsletter highlighting achievements as well as reminders of upcoming events and deadlines.

· Write “Gotcha” notes – thank-you notes that can be completed for and by any staff or the children to acknowledge that “little extra effort” or identify an accomplishment.

· Start training sessions or staff meetings with a roundtable of celebrations.
· Write a news article for the local newspaper that highlights accomplishments in the program.

· Organize gatherings to build community, especially when you bring food.

· Prepare certificates or pins to build an identity and sense of pride for participants.

· Ask students and staff for ways to increase their commitment to the program. 
	
Just think about how we celebrate children’s first words and even their first sounds…Think about how we celebrate children’s first steps. Again, we are exuberant. We have them demonstrate this new skill to everyone. We are happy at first just to see them stand with balance. Then one step delights us. Two steps is even more exciting. And when a child takes several steps between two loving parents she receives support from start to finish.


Reading needs this same attention to celebration. It is equally as complex a task as speaking and walking. Find ways to celebrate each tiny accomplishment along the way to mastery. Bring in other children and teachers to listen to the group story your class has written. Build and develop class cheerleaders. Children are very interested in peer approval. Be sincerely enthusiastic about children’s ability to hear rhyming sounds. Encourage children to use a checklist to check off skills as they accomplish them. Have a Green Eggs and Ham Party when children become competent at injecting the predictable lines in the story.



Chapter 7
Resources to Get Started

This chapter offers potential resources for consideration. When published materials are included, this is not intended to be an endorsement, nor is the list inclusive of all options. Items that were referenced in earlier chapters are repeated here for easier reference. The resources are divided into five parts: funding sources, programs and lesson planning, teacher resources, accessing books, and miscellaneous.
Funding Possibilities

A list of potential sources for grants and other donations follows. Discounted and free books are found in Table 8.
Table 5

Funding Possibilities

	Funding Source
	Description

	Federally funded programs

www.ed.gov 
	Programs funded through the U.S. Department of Education may be considered. These programs are awarded to school districts; therefore, a community program would need to partner with the school system to access these funds.

	Title I, Part A:
Improving Basic Programs 
	In-school and out-of-school academic support
Set-aside funds for serving homeless students not attending Title I schools

Schools that do not make AYP must offer supplemental education services (SES) as an option. If your students attend such schools, explore SES access.

	Title I, Part B:

Reading First 

Early Reading First

Even Start Family Literacy
	These competitive grants are awarded by state departments of education to school districts to establish research-based reading programs for students in kindergarten through grade 3. Early Reading First supports efforts to enhance early language, literacy, and prereading skills of preschoolers. Integrates early childhood education, adult literacy or adult basic education and parenting education into a unified family literacy program for low-income families.

	Title I, Part C:

Migrant Education
	Additional academic support for children of migrant workers during the academic year and through summer programming


	Funding Source
	Description

	Title I, Part D: 

Intervention Programs for Children and Youth who are Neglected, Delinquent, or at Risk of Dropping Out 
	School districts can use these funds to improve educational services to children in local institutions for neglected or delinquent children and youth to meet the same state content standards and student performance standards that all children are expected to meet. Subpart 1 addresses state agency programs; Subpart 2 is funding to LEAs.

	Title V:
Innovative Programs 


	Funding to school districts that is often used for school libraries. There is a great deal of flexibility in how these funds can be used. For example, Virginia was able to use a state Title V grant to develop training materials and purchase children’s books that were distributed to shelters.

	Title IV, Part B:
21st Century Community Learning Centers (21st CCLC)
	The 21st CCLC Program awards grants to rural and inner-city public schools, or consortia of such schools, to enable them to plan and implement activities for students and their families to continue to learn new skills and discover new abilities after the school day has ended. 

	Title X, Part C:
McKinney-Vento Homeless Assistance Act
	Subgrants to local school districts may be used to fund personnel, transportation, and materials for supplemental reading programs for students experiencing homelessness.

	Other agencies that provide, support or fund literacy initiatives
	

	American Library Association

www.ala.org/ala/olos/ outreachresource/servicespoor.htm
	The American Library Association is committed to ensuring equal access to information for all people. Local libraries have developed a variety of community initiatives, such as issuing guest cards to people experiencing homelessness.

	AmeriCorps

www.americorps.org 
	AmeriCorps is a program of the Corporation for National and Community Service, an independent federal agency created to connect Americans of all ages and backgrounds with opportunities to give back to their communities and their nation. AmeriCorps is a network of local, state, and national service programs that connects more than 70,000 Americans each year in intensive service to meet our country’s critical needs in education, public safety, health, and the environment.

	Dollar General

www.dollargeneral.com 
	Offers community grants and back-to-school grants that may be used to cover costs of new programs and the purchase of equipment, materials, and software.

	International Reading Association (IRA)

http://reading.org/association/awards/ index.html
	The IRA Research Grant Program offers nearly 40 grants and awards, including a “Teacher as Researcher” grant of up to $5,000 available to preK-12 teachers. 


	Funding Source
	Description

	National Center for Family Literacy (NCFL)

www.famlit.org/ 
	NCFL works to create educational and economic opportunity for the most at-risk children and parents. 

Services include professional development for practitioners in literacy fields; model program development; policy and advocacy support to sustain and expand literacy services for families; and the Family Literacy Alliance. 

	National Endowment for the Arts

The Big Read

www.neabigread.org 
	The Big Read will involve libraries and other community and school partners across the United States to encourage reading for pleasure and enlightenment. (2006 and 2007 grant deadlines have been established.)

	Starbucks, All Books for Children Book Drive
www.rif.org.uk/supporters/casestudies.htm#Starbucks
	This Web site describes an initiative in the United Kingdom that involves Starbucks and RIF. 

Starbucks collaborated with The Washington Post and a local radio station to carry out a book drive for The Reading Connection in Northern Virginia/DC area.

	Verizon Foundation

http://foundation.verizon.com 
	The foundation accepts proposals from schools and certain nonprofit organizations focusing on literacy or domestic violence.

	Wilbooks

www.wilbooks.com/ 
	Offers books for kindergarten through grade 2. Discounts for Title I schools, sales (buy one get one free), and free book options exist. Books also available in Spanish.

	Sources to Locate Potential Funders
	

	Children and Youth Funding Report

www.cdpublications.com/shop/catalog/product_info.php?products_id=48
	Monthly newsletter highlighting available federal and state grants on topics related to children and youth.

	GrantStation

http://grantstation.com 
	The GrantStation Insider provides information on funding programs, deadlines, conferences, trainings, and relevant information for grantseekers. The Insider is sent to members of such organizations as the National Association for the Education of Homeless Children and Youth. Full membership includes a searchable database of grant opportunities. 


Sample Programs 
The following list includes reading programs that may benefit students who are highly mobile and programs specifically designed for homeless students that include “how to” materials.

Table 6

Sample Programs

	Program 
	Description

	Academic Engagement Enhancement (AEE) model

www.nrcres.org/REAL.htm 
	AEE, part of the Rural Early Adolescent Learning Program, provides a framework for improving skills of older students who struggle with reading acquisition and development. This model is part of a broader intervention program aimed at promoting academic and social competence of youth at risk of school failure. The strategies are based on best practice and are designed to actively engage students in the development of reading skills. The AEE model requires no special materials.


	Accelerated Reader

www.renlearn.com/ar/ overview/ default.htm 
	Accelerated Reader (AR) is reading management software that provides teachers with methods to monitor guided reading practice. 

	Glass Analysis

www.glassanalysis.com 
	Glass Analysis is a decoding skill building program that uses a clustering approach to get students to identify letters and clusters in whole words, visually and auditorily, to promote correct sounding out at the automatic level.

	America Reads

www.ed.gov/inits/americareads/kids_rwn.html 
	Read*Write*Now encourages children to read throughout the summer. Activities from previous summers have been archived and can be downloaded.

	Links to Literacy

I'm Always Smart When I'm With You! A Handbook for Short-Term Literacy Intervention 

www.utdanacenter.org/literacy/handbook.html 
	The handbook, available online, includes a description of the tutoring program developed for use in short-term settings, such as shelters. The manual includes step-by-step descriptions of tutoring session components, including activities, graphic organizers, and resources in a user-friendly format. 


	Program 
	Description

	Motheread, Inc.

www.motheread.org/

	A private, nonprofit organization combining the teaching of literacy skills with child development and family empowerment, Motheread offers classes for adults and children. Adult participants learn to be story readers, writers, and tellers. Classes encourage parents to be reading role models for their children. For children, Storysharing provides a structured environment for learning reading, critical-thinking, and problem-solving skills.

	National Education Association

Read Across America

www.nea.org/readacross 
	Read Across America is a national reading celebration that takes place on March 2, the birthday of Dr. Seuss. Year-round reading, activities, and resources are highlighted.

	Reading Connection
www.thereadingconnection. org/ 
	The Reading Connection is a Virginia-based nonprofit organization that brings books and a life-long love of reading to children in housing crisis. Goals include exposing children to books and encouraging them to spend more time reading; providing children with free books to keep; increasing language input during critical stages of literacy development; and encouraging parents and children to value independent home reading.

	Read Naturally 

www.readnaturally.com
	A fluency program with a home component and leveled “one minute reader” books used with reading probes of words read correctly per minute. The program uses a computerized reading application (fluency building includes timed repeated readings and repeated readings with recorded books). Read Naturally’s One Minute Reader won the 2006 Teachers’ Choice Award for the Family from Learning Magazine.

	Reading Recovery
www.ndec.us/AboutRR.asp 
	A short-term intervention for children who have the lowest literacy learning in the first grade. Children meet individually with a specially trained teacher for 30 minutes each day for an average of 12-20 weeks. The goal is for children to develop effective reading and writing strategies in order to be able to work within an average range of classroom performance. Reading Recovery is also available to children whose initial reading instruction is in Spanish; Descubriendo la Lectura (DLL) is well established in a number of sites across the United States. 

	Supplemental Instruction for Struggling Readers, Grades 3-5: A Guide for Tutors

www.tea.state.tx.us/reading/products/TutoringGuideGr3-5.pdf
	This document, available online, contains 60 sequential lessons that include fluency, word study, instructional reading, and writing/spelling. Developed by the University of Texas Center for Reading & Language Arts.


Teacher and Parent Resources

The following provide tips for parents and teaches to nurture literacy and increase interest in reading. Resources that teachers and parents can use with children are included.
Table 7

Sample Resources

	Resource
	Description

	Between the Lions

http://pbskids.org/lions/

	Award-winning 30-minute episodes designed to support literacy skills for children ages four to seven (and grades K-2). Supplemental activities and suggestions for teachers and parents are posted to the Web site.

	Book Links: Connecting Books, Libraries, and Classrooms

www.ala.org/
$36.00/year; professional rate $24.97/year for six issues

(effective July 2006)
	American Library Association magazine designed for teachers, librarians, library media specialists, booksellers, parents, and other adults interested in connecting children with books. Book Links publishes bibliographies, essays linking books on a similar theme, retrospective reviews, and other features targeted at those educating young people.

	Center for the Improvement of Early Reading Achievement

www.ciera.org 
	Free information about early literacy acquisition and effective strategies for teaching reading, including research, practical suggestions for teachers, and a schedule of events and conferences that provide professional development opportunities.

	e*Literacy
www.nifl.gov/nifl/eliteracy/archive.html
	An electronic newsletter from NIFL with information on activities to improve adult and family literacy.

	Family Involvement Storybook Corner

www.gse.harvard.edu/~hfrp/projects/fine/resources/storybook/index.html
	The Storybook Corner offers resources to help educators, families, and those who work with families promote the awareness, discussion, and practice of family involvement in children's education in a wide range of settings.

The Web site describes family involvement storybooks and how they can promote family involvement, offers a compilation of read-aloud storybooks with family involvement themes, and provides research on family involvement in children's early literacy. A planned addition will include resources for Latino families.

	Kurzweil Educational Systems

www.kurzweiledu.com/ 
	Software designed to provide access to print to individuals with visual impairments and blindness.

Includes additional resources with scanning, reading, and writing options for individuals with learning disabilities or other reading difficulties.


	Resource
	Description

	Ladybug for Parents

www.cobblestonepub.com/index.html
	The magazines Babybug, Ladybug, and Cricket are designed for babies, toddlers, and preschoolers, respectively. The Web site includes resources for parents and educators, including books and related activities and songs.

	Looseleaf Book Company

www.booksense.com/llbc/archive/index.jsp
	This Web site complements the weekly public radio program for adults that addresses children’s literature.

	The National Institute for Literacy (NIFL) 

www.nifl.gov/nifl/publications. html 
	Publishes documents on a variety of literacy-related topics, including research on effective practices and resources written for parents to support language and early reading skills.

Many documents are available online. Hard copies may be ordered by calling the National Institute for Literacy at EDPubs at 1-800-228-8813 (TDD/TTY1-877-576-7734), visiting www.edpubs.org, or faxing 1-301-470-1244. Please refer to the document number listed with every publication when ordering a hard copy.

	Oriental Trading Company

www.orientaltrading.com 
	Source for arts and crafts and other incentives (personalized pencils, stickers, toys, etc.) that can be purchased in bulk at reasonable prices.

	Phonemic Awareness: Playing With Sounds to Strengthen Beginning Reading Skills (Phonemic Awareness) (Paperback) 
by Jo Fitzpatrick 

List price $15.99
	Recommended to tutors by the Austin site for phonemic awareness activities.

	Put Reading First Series (NIFL)

www.nifl.gov/nifl/publications. html
	Teacher and parent booklets summarize the findings from the National Reading Panel Report and subsequent research and offer suggestions for teachers and parents to apply these findings to early literacy activities. The documents may be downloaded or hard copies may be ordered. Available in English and Spanish.

	Raz-kids

www.raz-kids.com/
Free samples and subscription rates
	Talking books online with interactive books, quizzes, and online management system.

	Reading A-Z

www.readinga-z.com/ 

Free samples and subscription rates
	Includes professionally developed downloadable leveled books, lesson plans, worksheets, and reading assessments.


	Resource
	Description

	Reading Rainbow

http://shopgpn.com/stores/1/RR_Index.cfm
	Book lists, videos of the show, classroom, and library resources are posted. The programs feature the reading of a children’s book paired with a real-life exploration of the book’s theme. Fly Away Home by Eve Bunting was the featured book in the episode on homelessness.

	Reading Rockets: Launching Young Readers

www.readingrockets.org/
	In addition to videos and PBS programming, the Web site explores different reading strategies that help young children learn to read, including tips for parents and teachers.

	Reading-tutors 

http://reading-tutors.com/ 

Free samples and subscription rates
	Variety of resources for tutors, including books, lesson plans, games, assessments, etc.


Access to Books


The following list of publishers and Web sites offer a variety of suggestions for children’s books by topics, ages, and reading levels. Discounted and free books are listed at the end.
Table 8

Books, Books, and More Books

	Source
	Description

	The Bookcase

www.gse.harvard.edu/hfrp/projects/fine/resources/storybook/storybook.html
	Offers descriptions of read-aloud storybooks with family involvement themes. Family involvement is defined broadly here as families engaging in activities at home, at school, or in the community, with the purpose of supporting children's school education or more general learning. The Bookcase currently focuses on children's picture books, both fiction and narrative nonfiction, written for children from about 4 to 8 years old. 

	Children’s Literature

www.childrenslit.com 
	Web site provides information about children’s books, awards, authors and illustrators, literacy organizations, and special literacy events.

	Children’s Literature Network

www.childrensliterature network.org/ 
	Booklists, author biographies, and literacy events such as book talks and conferences are highlighted.

	Connections
www.fcps.edu/cpsapps/ connections/ 
	Fairfax County Public Schools’ online, searchable database of children’s literature aligned with VA Standards of Learning. 


	Source
	Description

	Dear America Series 

http://aol.kidsreads.com/series/dear-america.asp
	Scholastic's "Dear America" books are fictional diaries written from the viewpoint of a young person and based on actual events in American history. The books include historical notes and photographs, which provide the historical basis for the diary.

	thebestskidsbooksite

www.thebestkidsbooksite.com 
	Web site includes a monthly newsletter, suggested books by topics and ages, crafts and activities and links to additional web resources.

	Eyewitness Books 

http://.us.dk.com
	Illustrated reference books on social studies and science topics.

	EDCON Publishing Group

http://edconpublishing.com/ 
	Publishes high-interest books for students with limited reading skills. Titles include classics and Shakespeare.

	Fountas and Pinnell

http://fountasandpinnellleveledbooks.com/
	Searchable database of leveled books for grades K-8 and video clips of exemplar guided-reading lessons. Minimum order: 20 logins for $15.00.

	KidsReads.com

http://www.kidsreads.com 
	Web site for children to find information about their favorite books, series, and authors; includes descriptions and age ranges.

	Free and Discounted Books
	

	FirstBook

www.firstbook.org 
	A national nonprofit that works to ensure children from low-income families have opportunities to read and own new books.

	Literacy Empowerment Foundation (LEF)

www.colorcodedbooks.org/lef /index.htm 
	Provides schools and literacy projects with free books. Allocations are on a first-come, first-served basis. A variety of programs, including multicultural book collections and matching grants may be explored at their Web site.

	Reading Is Fundamental (RIF)

www.rif.org 
	The National Book Program allows children to choose and keep several free paperback books each year.

	Reading Recycling Project

www.lefbooks.org/reading_resource_project/
	An ongoing program that runs throughout the year and distributes new and gently used books for grades K-3 free of charge for Read Across America Day and other literacy programs.

	Scholastic Literacy Partners

www.scholastic.com/ literacypartners 
	Program through Scholastic to support efforts of nonprofit organizations involved with literacy, including special discounts and free shipping of their children’s books.

	Star Bright Books

www.starbrightbooks.com 
	Provides book discounts to literacy organizations including books in Spanish and books with children with disabilities.

	Student Literacy Project (SLP) working name for Reading Offers Amazing Rewards, Inc. (ROAR)     e-mail: SLP337@aol.com
	As an eighth grader, Kay Lauren Miller began a student literacy project in Northern Virginia to encourage reading by distributing books to needy children throughout the world.  Creation of local chapters is encouraged.

	

“All children deserve books of their own. All children deserve bedroom libraries where they have at least a handful of books of their own.”





Chapter 8
Designing and Implementing a Literacy Program – A Checklist of Considerations


The checklist that follows outlines the considerations discussed throughout this handbook. It is intended to provide a quick reference for discussion and planning. 

	
	I.  Early Considerations 

Before a program to work with highly mobile students is implemented, care must be taken to clearly identify the students to be served, their needs, and the desired outcomes. The following questions are broadly framed and may be used across the curriculum. The questions can be made more targeted to address one focus, such as literacy. While these questions should be asked early in the planning process, they also need to be revisited as the program matures to ensure changing needs are addressed.

	
	I.1  Who will be served? (Define and describe the population.)

	
	What is our mobility rate? 

	
	How does this mobility impact accountability measures (AYP)? (Disaggregate AYP data by mobility.)

	
	Which children are most mobile? Why?

	
	What types of mobility are we experiencing? Is it predictable, seasonal, erratic?  

	
	What is the average length of time and range of times our mobile children remain with us before they move? 

	
	What ages/grades are experiencing the highest rates of mobility? Does this correspond to weaker achievement scores?

	
	What common needs have been identified? (Review report cards and assessments: meet with school and community support staff; meet with parents).

	
	How many mobile children (at any given time) need extra support?

	
	If there are limited resources, which subgroup(s) will be our priority? (How will we do the prioritizing?)

	
	I.2  What goals make sense for this population? Given the amount of time we have to work with these students, what outcomes will be meaningful? 

	
	Academic

	
	Affective – motivation, student engagement

	
	Social

	
	Family supports

	
	I.3  How will we measure progress?

	
	What evaluation tools can be used?

Standardized tests

Observational data and checklists

Satisfaction surveys

Other anecdotal data

Reduction in mobility rates

	
	Along with outcomes, what inputs are most critical? (This question can be part of ongoing program evaluation that may be used to support allocation of resources (e.g., "We have evidence this makes a difference for our students and their families …”)


	
	II. Identifying Resources

Chances are that whether a current program is used or a new project is initiated, some expansion and adjustments will be necessary. Resources, including funding and staff expertise, influence the decisions that are made.

	
	II.1  Do we already have programs that can address the needs of our mobile students?

	
	Are mobile students accessing these programs? If not, what are the barriers to participation and how can they be reduced or eliminated?

	
	Do we need to expand our current programs? (more staff, more sites, etc.)

	
	II.2  Are there programs that we can adopt that have been successful working with similar students and that address our goals?

	
	Can we adjust existing programs to better meet the needs of highly mobile students using elements from existing program? (instructional, organizational, logistical)

	
	Are there packaged programs that align with our district’s standards and that have effectiveness data that we can use?

	
	II.3  Who will provide services?

	
	Who are our partners and how can they be involved? (e.g., staff, materials, training expertise, financing).

	
	Can we pay staff?

Do we have a highly qualified teacher(s) to develop/implement/oversee the program? 

Is there a local college with a faculty member interested in our project? (could be a research or service requirement for higher ed.)

Do we have highly qualified paraeducators who can carry out the program?

How many paid staff will be needed to increase the likelihood that program fidelity/quality is maintained?

	
	Do we need volunteers? How many?

	
	What will be our sources for recruiting needed personnel?

School staff – elementary teachers, reading specialists, special education teachers, paraprofessionals

Retired teachers and related services personnel

College or high school students

Community volunteers – organized groups or individuals

	
	What training must be provided? 

About the population being served?

About the program?

To provide the instruction?

What will be included in the initial training? 

How will ongoing support/training be conducted?

	
	Who will conduct the training?

Do we have staff with the needed expertise?

Does the expertise exist in the community?

Is there a local college or university that can assist us?

	
	How can we maximize retention of quality staff and volunteers in the program? 

Training meets needs – resources provided for volunteers to develop lesson plans and conduct activities

Communication is effective – volunteers have access to advice regarding specific learning problems demonstrated by students
Successes are celebrated; program is recognized (people are valued)

Ongoing monitoring of staff turnover – use of exit interviews

	
	Is there a process to remove ineffective/inappropriate staff and volunteers?

	
	II.4  What are our space requirements?

	
	Is there a location we can use or do we need to seek out one?

	
	What will it take to create a “print-rich” environment that acknowledges the value of our students, staff, and volunteers?

Can we have study carrels, cozy places to curl up with a good book, comfortable areas for group work, computer access, storage space for materials and student records, display space for a wide variety of reading materials and student work?

	
	II.5  How can we fund the initiative?

	
	Are there federal program funds that can be used for this purpose?

Elementary and Secondary Education Act (currently NCLB) title programs such as Title I (Parts A & C), Title V, Title X, Part C, Reading First , Early Reading First, Even Start

	
	What foundations might be interested in our work?

Are there businesses or corporations in our community that would support such a project? 

Are there other federal, state, or local grants?

	
	What local community groups would support our project with donations, money, materials, or people? (e.g., Rotary, Kiwanis, Lions Club, Women’s League, social service agencies, continuum of care for homeless services, local government entities, faith-based groups, schools).


	
	III. How will we assess our students?

Consider initial, ongoing, and final evaluation of student progress

	
	III.1  Will we use formal, informal, or a combination of assessment types?

	
	What is the cost? Does it work in our budget?

	
	How long does it take to administer?

	
	What training is needed to be qualified to administer the assessment?

	
	How well do the items align with our state/local standards and project goals?

	
	What initial/baseline data are needed to inform beginning instruction?

	
	What final data do we need to evaluate our project goals?

	
	 III.2  How will the assessment data be used?

	
	Who has access to the assessment results and how do we share student data?

Initial data for lesson development

Ongoing assessment for lessons and student monitoring

Posttest data for student growth and program evaluation

	
	How can individual student progress be documented at each session? (including involving the student to see his/her progress)

Observational notes

Checklists

Graphs

Curriculum-based assessment and curriculum-based measurement (CBM)


	
	IV. Instructional Practices

Does the project balance the essential elements required for an effective reading program? Does the staff have the training and tools/materials necessary to teach and reinforce these reading components?

	
	IV.1  Are the essential components of effective reading instruction identified by the National Reading Panel included in lessons using age-appropriate activities and materials while working with students at their instructional level?

	
	Phonemic awareness

	
	Phonics

	
	Vocabulary

	
	Fluency

	
	Comprehension

	
	How well do program components complement the instructional practices adopted in the general education classroom? (Are we speaking the same language or confusing students with too many strategies and differing terms that mean the same thing?)

	
	IV.2  Are additional instructional considerations incorporated in the program?

	
	Are student engagement and motivation considered in planning?

Teacher-student relationship

Attention to student interests


	
	Is there a structure to the program that supports the essential elements of classroom organization and management?

Organization of materials and space

Established rules and procedures that are taught and reinforced

Consistent structure

Blending of whole-group, small-group, and side-by-side instruction (more applicable to the general education classroom)

	
	Are the reading materials matched to students’ instructional levels?

	
	Is there access to a variety of reading materials? 

How are books and other resources selected?

Is there a selection of high-interest low-vocabulary materials for struggling readers?

What sources of booklists are available? 

How are books organized/classified for age and reading level appropriateness?

	
	Are writing activities included in lessons (given the reciprocal nature of reading and writing)?


	
	V. What else can administrators do to support highly mobile students and the project?

Administrators can increase the likelihood of a project’s success by ensuring that resources are available and policies and procedures support the project. 

	
	V.1.  Are there policies and procedures to link expertise to the project?

	
	Are reading teachers and other literacy specialists invited to participate and supported in the efforts to work in the program?

Administering additional formal assessments to increase diagnostic data available

Training tutors

Developing lesson plans and checklists for tutor use

Monitoring program

Reviewing tutoring notes and CBM

Liaison with classroom teacher

Determining when greater intervention is needed

	
	Do parents and staff have opportunities to provide insight into the experiences of the children to be served? For example, homeless education/shelter staff can provide McKinney-Vento training to introduce homeless issues to project staff and volunteers. 

	
	V.2  Are there systematic means of communicating and sharing information across the many settings that serve highly mobile students?

Across schools and after-school programs

Between after-school programs

Intra- and inter-district discussions

Between teachers and tutors

Between tutors and parents

Between reading program and shelter staff


	
	Have we discussed what kind of instruction students are receiving and what assessment data will be meaningful as they move? 

	
	Do staff members from programs serving our highly mobile students meet with each other and discuss instructional practices used and how student data are maintained?

	
	Is there a procedure to collect student information (such as a reading portfolio) that can move with the student?  

	
	Is there an established homework policy?

	
	If no homework is done during the program, have other arrangements been made to support homework completion, if needed?

	
	If homework is completed as part of the program, is there a policy to ensure most of the program time is spent working with students at their instructional level and meeting the program’s literacy goals?

	
	V.3  What can be done to lessen to the mobility of our students?

	
	Do we have procedures to extend students’ participation in the program after they move? 

	
	Do students remain in their school of origin, if feasible, when a residential move occurs?

	
	Have we worked with parents to help them recognize the value of children staying in one school? (For example, Chicago’s “Staying Put” initiative informs parents that moves disrupt education for their children.)

	
	Have we worked with community groups that could reduce residential moves? (For example, Rochester Public Schools worked with landlords to change policies that lessened moves during the academic year.)


Chapter 9
Concluding Thoughts

Children who are highly mobile and the educators who serve them face very complex issues and challenges. Addressing these challenges requires a concerted effort that spans community and schools and includes direct service providers (including teachers and tutors), administrators, and policymakers. While there is a plethora of information on effective reading instruction with varying levels of scientific support, there is limited research focusing specifically on students who move frequently. The emerging body of literature on highly mobile students has focused on explaining the phenomenon, describing its effect on schools and classrooms, and identifying policies and practices at the school and district level. What needs to be done instructionally has been highlighted less frequently. 
This handbook looks at reading from multiple perspectives. Some of the information is of greatest interest to program developers and administrators and offers considerations for program development and improvement and involves moving beyond reading and looking at the broader perspective of mobility and the need to reduce rather than just “treat” the existence of high mobility among the students we serve. Information related to instructional practices and specific resources will be of greatest interest to those delivering instruction. Altogether, the suggestions are a blend of the insights provided by practitioners, the existing research base, and additional resources and practices that are consistent with these sources.
A colleague, Ron Walker, shared a comment in a keynote address a number of years ago that struck me when I first heard it. He said, “We are a society drowning in information and thirsting for wisdom.” As I began this project, his words often haunted me. The boxes of books, the piles of reports, and link after Internet link to be explored were often daunting. Having now “come up for air,” I hope readers will find some “sips” of wisdom that will make the joy of reading and learning come to life for a student. 
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1.  Problem or Issue





Many of the students living in our community shelter are below grade level in reading.





4. Influential Factors





Families of students in the shelter move frequently.  


Families with a history of DV are reluctant to participate in programs away from the shelter.  


Teachers are challenged to make time for new students throughout the school year.








2. Community Needs/Assets





After-school tutoring is available in some elementary schools through Title I and funding from a 21st Century Grant.





Not all students attend schools where tutoring occurs; if there is room, transportation to the program must be provided or another program at the shelter may be needed.





3.  Desired Results (outputs, outcomes, and impact)





Students will be able to read at or above grade level.


Students will be able to pass the state reading assessment.


Our schools and school district will be able to meet the criteria for AYP stipulated by No Child Left Behind.








5.  Strategies


Reserve slots in current programs for children in the shelter.


Develop an expedited process to enroll students living in the shelter who are reading below grade level (screening assessment, enrollment protocol, placement/assignment).


Determine transportation options for students at non-tutoring schools (shelter van, school district bus, other).


Meet with after-school staff to explore expansion to shelter. (Is there sufficient staff? Can shelter staff or volunteers be trained to support the school's reading program?)








We have the expertise in our district to reach these students. Most children in the shelter were in our community before entering shelter (message needed to emphasize these are "our children" with the community since some community members perceive that the mobility of the families indicates they came from other communities).


  The enrichment and remediation activities in our current program will improve reading skills for these children. We have the expertise in our district to reach these students. Most children in the shelter were in our community before entering shelter (message needed to emphasize these are "our children" with the community since some community members perceive that the mobility of the families indicates they came from other communities).


  The enrichment and remediation activities in our current program will improve reading skills for these children.





We have the expertise in our district to reach these students. Most children in the shelter were in our community before entering shelter (message needed to emphasize these are "our children" with the community since some community members perceive that the mobility of the families indicates they came from other communities).


  The enrichment and remediation activities in our current program will improve reading skills for these children.





6.  Assumptions


We have the expertise in our district to reach these students. Most children in the shelter were in our community before entering the shelter (message needed to emphasize these are "our children" with the community since some community members perceive that the mobility of the families indicates they came from other communities).


The enrichment and remediation activities in our current program will improve reading skills for these children.








Planning does not require starting with a blank slate. Rather, planning is more meaningful with a full plate. A plate filled with knowledge about the children to be served, knowledge of existing programs that can be accessed, and a series of additional questions that need to be answered.
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Possible Strategies for Extending


the Provision of Services





Create or revise enrollment policies to allow students to remain in the program after they leave the current shelter. This will likely require coordination of transportation.





Obtain permission from parents for release of contact information among agencies serving the families along with addresses and phone numbers of family members and friends. When a move occurs, you may be able to locate the family and offer continuation of the program.





Consider the McKinney-Vento requirement to maintain a child in the school of origin when feasible and in the


child’s best interest. If the family moves, but the child is able to stay in the same school, where should the program be based? Would the school, shelter, or some other community setting work better with transportation considerations?
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