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Executive Summary

Background

Helping Families Help Students Succeed in Reading (“Helping Families™) is a
project supported by Florida Human Resources Development, Inc. (FHRD), a
nonprofit corporation developed to assist in workforce development training, skill
building, and counseling throughout the state. This pilot program was developed to
keep with FHRD’s mission of creating a better educated and therefore more
productive workforce by attending to students” academic needs and encouraging the
completion of high school.

The pilot program attempted to build upon two levels of assistance: the school
and the home. First, FHRD examined what types of reading assistance were provided
for struggling senior high school students through established education programs
already in place at selected school sites. Second, they sought to investigate best
practices for coordinators to use that “train” parents to support literacy at home for
their children. The goal was to utilize the school system and facilitate family
involvement to assist high school seniors in meeting and exceeding minimum GPA
and/or minimum standardized reading test scores. To achieve this goal, FHRD
outlined the following objectives:

1. ldentify a set of reading interventions, with the help of selected site
coordinators, for target populations at 5 high schools.

2. ldentify a set of parental involvement strategies, with the help of selected
site coordinators, for target populations’ families at 5 high schools.

3. Implement reading interventions for a six-week period prior to
standardized testing.

4. Implement parental involvement strategies for the last 2 marking periods
of the school year.

5. Provide support through site coordinators to assist students and families on
meeting graduation requirements.

The Evaluation

The evaluation of Helping Families was conducted for several purposes. As this
program was in its pilot stages, it was imperative to conduct process evaluation to
identify what supports and challenges the implementation. Formative reporting to the
FHRD and stakeholders allowed for changes to take place during the course of the
implementation period. Impact evaluation was necessary to measure if the program was
moving participants toward targeted behaviors, though the duration of the intervention
was short before outcomes were to be measured. Summatively, this evaluation should
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serve as a backbone for future program development and lessons learned in the arena of
secondary education and workforce preparation.

The overall evaluation combined both qualitative and quantitative methodologies
in an integrated fashion, constituting a mixed-method evaluation design. This allowed the
research team to look across findings from data sources and to identify any further
research questions that may arise. A quasi-experimental design provided rigor in support
of federal legislation regarding use of research-based strategies.

The following evaluation questions were investigated during the intervention period:

1. What is the effect of adult literacy strategies implemented in a six-week
period on FCAT SSS Reading test performance?

2. What is the effect of adult literacy strategies implemented in an 18-week
period on student GPA scores?

3. What do the academic support strategies and parental involvement
interactions look like for these sites?

4. What is the effect of parental involvement on students’ and families’
attitudes about reading?

5. How satisfied are students and families with the parental involvement
opportunities and academic support provided?

The Findings

@ The FCAT Reading passing rate for the project (32.5%) exceeded the
passing rate for the state of Florida (30%) Though the increase in FCAT
reading scores was statistically significant at only one of the five sites, all
five experienced gains in overall mean scores for the school.

@ Over 88% of the Helping Families students met the GPA requirement
needed for graduation, whereas about 70% were in that position prior to
participation.

@ Students participated in targeted interventions based on individualized site
coordinator needs assessments:

A FCAT remediation classes and high school credit classes through
the adult school were the interventions utilized most often by
students who passed the FCAT.

A Parents who were involved in this program most often participated
in the parental support group intervention, which took the form of
home visits in some schools and workshops in others.
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@ The effect of parental involvement on students’ attitudes about reading
and graduation consisted of the establishment of understanding between
student and parent about the experience of FCAT testing and the pressures
of graduation and the world beyond. Prior to participating in Helping
Families, parents had given up on the educational process; after becoming
a part of the program, they were better equipped to dialogue with their
children about expectations.

Helping Families’ participants articulated overwhelmingly positive
feelings regarding the schools, the program, the interventions, and
especially the site coordinators. The personalized feel of the program
motivated both parents and students to realize the true benefits of Helping
Families.

Future Directions and Recommendations

The role of site coordinator is integral to Helping Families’ success with students
and parents. Future development of this program should take into consideration the time
commitment and face-time needed to make a difference with the participants.

Establishment of a student/family support program in any school relies upon the
knowledge of its existence, purpose, and mission — by those who benefit directly and
indirectly. More time and effort must be spent on making sure the members of the school
are aware of what Helping Families is aiming to accomplish and how they can be a part
of the program.

In order to change attitudes, knowledge, and behaviors, families need a greater
period of involvement for sustained change. The expanded program will need to spend
a greater amount of time with the students to establish patterns of positive behaviors such
as good study skills and practice in comprehension strategies. The beginning of the
school year is ideal for scheduling purposes, and all stakeholders believe that remedial
efforts must take place before students reach the 12" grade.

To better attend to program impact on student achievement, site coordinators
should closely monitor the academic interventions provided by the school. Now that
we have more information on the types of interventions that were most helpful to this
population, site coordinators should be completely aware of the student experience in
FCAT remediation and the ease with which they are counseled into high school credit
classes during the adult school hours.
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“Before | started in the program, | was concerned because it was the first time my son
took the FCAT, and he failed it. So this is the second time he is taking it. I was worried
what’s going to happen if he has to go to summer school, whether he will be able to enter
into college, and what were the requirements. Now, through the program, | feel more at
ease because | know the steps to take.” — Parent

® Introduction

Workforce development often evokes images of professional workshops, perhaps
in budgeting, computer skills, or customer service. The uncommon perception is that it is
much more — the development commences before potential employees ever leave the
secondary school system. Programs in workforce development are most effective when
skills and behaviors are routine prior to the actual undertaking of work. That is why
interest in graduation completion has become so critical to those in human resource
development, as high school graduates are more likely to possess the routine skills and
behaviors that lead to productive employment.

It has been cited that those who do not graduate leave high school because of the
structure and organization (Lee & Burkham, 2003). School size, class size, and
curriculum all play roles, but it is the relationships developed between students and the
adults in education that make the most difference in a student’s decision to stay in high
school. Bryk and Schneider (2002) point out that key to the management of
organizational behavior in institutions such as public education is the factor of relational
trust. Relational trust is the interactions and relationships of humans in an organization
based on the dependencies and needs of others. Schools succeed based on the ability to
share information with parents, students, teachers, administrators, and the community
regardless of structural changes and the like; sharing increases when there is an
environment to take risks without fear of major repercussions. Therefore, innovative
programming sets the foundation for success by developing the relationships within the
organizational structure from the beginning.

One of the aspects of relational trust implicit among students and adults in
education is student engagement. Students who become disconnected from the academic
environment see no reason to complete high school requirements. Student engagement is
a combination of challenging and meaningful learning activities, a climate of caring, a
purpose with which one identifies, recognition of successes, and personal support
(Newmann, Wehlage, & Lamborn, 1992). Relationships that build student engagement
are often developed with much face-to-face interaction in smaller settings with adults
who are passionate about educating students (Wehlage & Smith, 1992). These
relationships are correlated with higher GPAs, more time spent studying outside of the
school day, and higher educational aspirations (Lamborn et al., 1992).

Helping Families Help Students Succeed in Reading (“Helping Families™) is a
project supported by Florida Human Resources Development, Inc. (FHRD), a nonprofit
corporation developed to assist in workforce development training, skill building, and
counseling throughout the state. Additionally, FHRD attempts to foster collaboration
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between the public and private sectors in relation to workforce development from
secondary and adult education programs to managers and state agencies. The
organization embraces for all of its programs a strong foundation of research in its
recommendation of programs to better the state economic status.

The purpose of FHRD’s creation of the Helping Families’ literacy initiative was
twofold. First, FHRD wished to examine what types of reading assistance were provided
for struggling senior high school students through established education programs already
in place at selected school sites. Second, FHRD sought to investigate best practices for
coordinators to use that “train” parents to support literacy at home for these secondary
school students. The goal was to utilize the school system and facilitate family
involvement to assist high school seniors in meeting and exceeding minimum GPA
and/or minimum standardized reading test scores. As a long-term goal, this would create
a better educated and therefore a more productive workforce. To achieve this goal, FHRD
outlined the following objectives:

1. ldentify a set of reading interventions, with the help of selected site
coordinators, for target populations at 5 high schools.

2. ldentify a set of parental involvement strategies, with the help of selected
site coordinators, for target populations’ families at 5 high schools.

3. Implement reading interventions for a six-week period prior to
standardized testing.

4. Implement parental involvement strategies for the last 2 marking periods
of the school year.

5. Provide support through site coordinators to assist students and families on
meeting graduation requirements.

According to a report made by Human Resources Development Canada (2000),
most adults with literacy problems have behavioral/learning difficulties, low self-esteem,
and associated social problems in addition to a lack of skills needed for decoding and
comprehension of text. Potential benefits from programs specifically designed for the
older student include improved self-confidence, an increase in employability, and more
community leadership. Funding is scarce for programs in adult literacy due to a lack of
public and political support for initiatives that are often considered “charitable.” This
underscores the imperative need for these programs to be based in existing educational
systems. Additionally, intrinsic motivation and persistence towards academic goals
increases in students whose parents are active participants in school activities and support
learning (Lamborn et al., 1992). Sustained parental involvement, paired with quality
literacy interventions, is linked closely with high student achievement (Noguera, 2004).

Five geographically and demographically diverse high school sites were selected

with the assistance of Miami-Dade County Public Schools to pilot the Helping Families
program (please see Table 1).
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Table 1. Demographics for Helping Families Schools versus High Schools in Miami-Dade County and the State of Florida

%

%

Enroll ¢ Svg. Stu;/(énts Stability % ELL lcr)]fcgr?r?wtes Dropout I:’:\t/abloav_e é\el:rrggoef Teac_?hers
ALC@LrE Sgss Absent Rate 0 & rate evel s in Teacher wi
ize . FCAT . Advanced
21+ Days Violence Reading Experience Degrees
ﬁ{gﬁ”ca” 2860 29 137 913 7.1 272 5.5 24 14 43
Coral
Gables 3482 28 14.5 92.0 13.9 189 2.8 36 12 33
High
Miami Coral
Park High 4420 29 11.3 92.1 13.4 205 51 31 10 32
Miami
Jackson 2370 28 36.1 86.6 11.5 217 6.8 8 11 33
High
ﬁ?g“rfh Dade 2817 27 239 924 6.0 337 4.9 25 12 36
MIAMI
DADE
COUNTY 105,830 26 17.8 92.1 9.1 8,010 4.2 25 11 29
HIGH
SCHOOLS
FLORIDA
HIGH 695,223 24 14.5 92.2 5.0 43,217 3.1 36 13 33
SCHOOLS
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® Results at a Glance

The following are the major, synthesized findings in this evaluation:

@ The FCAT Reading passing rate for the project (32.5%) exceeded the
passing rate for the state of Florida (30%) Though the increase in
FCAT reading scores was statistically significant at only one of the
five sites, all five experienced gains in overall mean scores for the
school.

@ Over 88% of the Helping Families students met the GPA requirement
needed for graduation, whereas about 70% were in that position prior
to participation.

@ Students participated in targeted interventions based on
individualized site coordinator needs assessments:

A FCAT remediation classes and high school credit classes
through the adult school were the interventions utilized most
often by students who passed the FCAT.

A Parents who were involved in this program most often
participated in the parental support group intervention, which
took the form of home visits in some schools and workshops in
others.

@ The effect of parental involvement on students’ attitudes about
reading and graduation consisted of the establishment of
understanding between student and parent about the experience of
FCAT testing and the pressures of graduation and the world beyond.
Prior to participating in Helping Families, parents had given up on
the educational process; after becoming a part of the program, they
were better equipped to dialogue with their children about
expectations.

@ Helping Families’ participants articulated overwhelmingly positive
feelings regarding the schools, the program, the interventions, and
especially the site coordinators. The personalized feel of the program
motivated both parents and students to realize the true benefits of
Helping Families.
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® \What is the Helping Families program designed to do?

The evaluation team utilized theory-driven methodology in the examination of
this program; the investigation was based on descriptions by program administrators and
their perceptions of how the initiative was designed to operate. A logic model was
developed to explain Helping Families (see page 8). Logic models are often used by
evaluators to define a program and to ensure that program activities and resources are
leading to intended goals. Additionally, it outlines what measures one should use to
evaluate processes and impacts. The model was developed by the evaluators in
collaboration with FHRD and participants.

Helping Families, as shown in the chart, sought to create a more literate
workforce by examining the graduation rates at 5 high schools and what efforts were
currently in place to increase the likelihood of at-risk students completing graduation
requirements. Two areas determined by FHRD to be significant academic barriers to
graduation were student grade point averages (GPA) and standardized test scores in
reading not meeting minimum requirements. Therefore, the program was designed to
provide assistance to students in increasing the GPA and preparing for a final re-
administration of the reading portion of the Florida Comprehensive Assessment Test
(FCAT). FHRD also determined that parental support for literacy was imperative, and the
most important content for parents to know was how to support their children (with the
assumption that the support and knowledge was non-existent prior to this program). The
third component was the use of a site coordinator to facilitate both the student and parent
activities. Site coordinators (in some cases the hired translator for the site took a larger
role and is cited as a second coordinator) had a range of experience in the schools, from
administrative roles to teaching roles to heads of organizations such as the PTA. The
ethnicity and life experience of the coordinators was as diverse as the population of
students they sought to help.

The philosophy that drove this program was that careful attention given to at-risk
12"-grade students who have demonstrated potential to graduate but are not meeting all
requirements will increase the graduation rates at these schools. FHRD wished to add an
attitudinal goal concerning the exhibition of positive feelings for school and education in
general, though it was not an original impetus for program design.

In order for Helping Families to have the intended impact, the following
assumptions were asserted:

1. Senior high school students who are selected will participate in reading
assistance interventions as prescribed by site coordinators.

2. Families of selected students will participate in family involvement activities
to increase awareness and participation in student learning.

3. Senior high school students who participate will increase their GPA/FCAT
SSS Reading score to a level that will meet requirements for graduation.
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Through state Department of Education funding, FHRD provided:

& $5,000 to each school site for the purchase of academic materials to
support FCAT activities (not limited to use with target population).

& Monthly “best practices” meetings to share parental involvement strategies
and success stories.

& Research-based consultation on adult education and reading interventions.

& Technical assistance, when and if needed.

Miami-Dade County Public Schools (MDCPS), in its agreement to support the initiative,
provided:

& Adult education instruction at 5 school sites in which selected students had
the opportunity to participate.

& Assistance in identifying students who met criteria for selection for this
program.

& Space and time at each school site for coordinators to conduct family
involvement activities.

& Cooperation in allowing coordinators to review student records for
evidence of impact in GPA/FCAT score.
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Logic Model for the Helping Families Initiative

Helping Families Help Students to Succeed in Reading

Students will
acquire the

skills/knowledge

to pass the
FCAT Reading
portion and/or
increase GPA.

Students will be
recruited and
will participate in
the prescribed
programming.

Coordinators will
be able to make
parental contact
and impart
information to
them.

Parents will
acquire the
skills/knowledge
to support their
children in
educational
situations.

GOAL:
Students
participating
in the

program will
complete high
school
graduation
requirements.

GOAL:
Parents
participating
in the
program
will exhibit
positive
feelings
towards the
school
and education

in general.
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® Evaluation Methods

The evaluation of Helping Families was conducted for several purposes. As this
program was in its pilot stages, it was imperative to conduct process evaluation to
identify what supports and challenges the implementation. Formative reporting to FHRD
and stakeholders allowed for changes to take place during the course of the
implementation period. Impact evaluation was necessary to measure if the program was
moving participants toward targeted behavior, though the duration of the intervention was
short before outcomes were to be measured. Summatively, this evaluation should serve as
a backbone for future program development and lessons learned in the arena of secondary
education and workforce preparation.

The overall evaluation combined both qualitative and quantitative methodologies
in an integrated fashion, constituting a mixed-method evaluation design. This allowed the
research team to look across findings from data sources and to identify any further
research questions that may arise. A quasi-experimental design provided rigor in support
of federal legislation regarding use of research-based strategies.

Both qualitative and quantitative data analyses were conducted with the results
from each method being further synthesized. The synthesis ensures that throughout the
evaluation data sources are constantly compared and contrasted. Focus groups and
interviews were analyzed using Atlas/ti© software for qualitative analysis. Qualitative
data was further “quantitized” based on emergent and recurring themes throughout the
evaluation. This conversion allowed all data sources to be systematically compared in
order to ultimately understand the impact of the program.

Quantitative data (surveys, FCAT scores, and GPA) were analyzed using SPSS©
(Statistics Package for the Social Sciences). Both descriptive and inferential statistics
were used. A database with all the collected data was created and maintained throughout
the evaluation. When necessary, we qualitatively pursued results culled from statistical
analyses in order to achieve a breadth of understanding of the findings.

Case study methodology was particularly suited as the foundation for the
evaluation. By highlighting perceptions of key stakeholders about project implementation
and outcomes, the case studies were designed to look beyond standardized test results as
the sole measure of school reform. In addition, key stakeholders’ perceptions from the
case studies at each site provide insights to explain student achievement outcomes.

Both individual interview and focus group protocols were designed to examine
stakeholders' understanding of project goals, formation and implementation of the
program, and barriers and facilitators. Student achievement data, school grades, and
demographic information were also reported. A focus group interview lasted about 1 and
1/2 hours, and an individual interview lasted between 30 minutes to an hour. All
interviews were audiotaped and transcribed. Data analysis for each interview involved
two steps. For each major category (e.g., goals, reform initiative, etc.), a theme was
identified and specific evidence was noted (e.g., quotes and page numbers in the
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transcripts). Then, overall patterns were identified across interviews and participants.
Two evaluators analyzed each transcript and compared codes for reliability; this
evaluation elicited an 88% rate of interrater reliability. After the analysis of each site case
study was completed, the results of the case studies were examined in terms of
commonalties and differences among the sites. To further refine the analysis of individual
and focus group interviews, a rating rubric was developed (more detail is provided in the
discussion of project sites).

The following evaluation questions were investigated during the intervention period:

1. What is the effect of adult literacy strategies implemented in a six-week
period on FCAT SSS Reading test performance?

2. What is the effect of adult literacy strategies implemented in an 18-week
period on student GPA scores?

3. What do the academic support strategies and parental involvement
interactions look like for these sites?

4. What is the effect of parental involvement on students’ and families’
attitudes about reading?

5. How satisfied are students and families with the parental involvement
opportunities and academic support provided?

Miami-Dade County Public Schools staff worked with site coordinators in the
identification of all high school seniors at each site who were approaching credit
completion requirements for graduation but had <2.0 GPA and/or <300 (Developmental
Scale Score of 1926) on the FCAT SSS Reading Test. The coordinators were asked to
identify at least 30 students at each school site to participate (n=150). Families of each
participant were also expected to receive a parental involvement intervention (n=150). It
was perceived that attrition would take place due to the nature of the sample, though
FHRD hoped to retain 100 students and families in the initiative.

In order to investigate the impact and process of Helping Families, the following
measures were used:
GPA — pre-intervention and post-intervention
FCAT SSS Reading performance before and after intervention
Entry/Exit Survey for students and families
Interviews/Focus Groups with selected students and families (n = 5)

a > e np e

Interviews with site coordinators (n = 5)

-
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® A Snapshot of Participants

Site coordinators began recruitment of students as school commenced in the third
quarter of the school year (January 2004). Miami-Dade County Public Schools staff
worked with site coordinators in the identification of all high school seniors at each site
who were approaching credit completion requirements for graduation but had <2.0 GPA
and/or <300 (Developmental Scale Score of 1926) on the FCAT SSS Reading Test. The
coordinators were asked to identify at least 30 students at each school site to participate
(n=150). Coordinators were relatively successful in recruiting around 30 students each.
Upon commitment from a student to participate, descriptive data was collected. Based on
given criteria (FCAT Reading score not sufficient or both GPA and FCAT Reading score
not sufficient), the average GPA of the students recruited was 2.3; the average FCAT
Reading score was 270. Coordinators remarked that some GPAs were quite high in
comparison to the FCAT score, and more often than not the FCAT score was what
qualified the students’ inclusion.

Students ranged in age from 16 to 21, though the majority of students were of the
typical age for senior high students (17-18 years old). Sixty-two percent of the students
were not born in the United States. Of those initially enrolled, 77% of the students and
85% completed entry and exit surveys.

Figure 1. Student Grade Point Averages

Upon Recruitment (n=146) At End of School Year (n=144)

GPA less than 2.0

GPA less than 2.0 11.8%

30.1%

.0 or better

GPA 2.0 or better 88.2%

69.9%
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Figure 2. Student FCAT Reading Scores
Upon Recruitment (n=146)

Met FCAT requirement
8.3%

FCAT score below 30
91.7%

After 3 Months (n=123)

Met FCAT requirement
32.5%

FCAT score
67.5%

Student GPAs increased by 18.3 percentage points in the 6 months of student
involvement in Helping Families, and the percentage of students passing the FCAT
Reading portion rose 24.2 percentage points with academic and family interventions in
the 2 months before the spring administration of the FCAT.
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Parental involvement has often been correlated with the parents’ level of education. More
than three-fourths of the parents of the participating students graduated from high school
themselves. This could explain why parents did not choose to pursue GED courses
through this project.

Table 2. Percentage of Parents at Each Level of Education

Level of Education %
Less than high school diploma 23%
High school diploma or equivalent 39%
Trade certificate 4%
Some college classes/Associate 0
Degree 18%
4-year college degree 15%
Post-graduate degree <1%
Other <1%

Parental expectations for their children’s educational attainment were even higher
than their own. While less than 16% of the families reported receiving a bachelor’s
degree or more, 84% expected that their children would go on to receive at least a
bachelor’s degree from a 4-year institution. The students answered similarly, as 73%
expect that they will graduate from a 4-year institution with at least a bachelor’s degree.

Table 3. Percentage of Parental and Student Expectations of Student Educational
Attainment

Highest Level of Education By Parents for
Expected Their Child | DY the Student

High school diploma 2% 8%
Trade certificate 9% 8%
Some college classes/Associate 0 0
Degree 4% 11%
4-year college degree 17% 60%
Post-graduate degree

it 7% 13%
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Additionally, parents and students were asked about their expectations of student
career choices. One-third of the Helping Families parents expected their children to
explore health-related careers as doctors, nurses, dentists, veterinarians, and medical
technicians, closely matching the student expectations. Twenty-seven percent of the
parents did not name a specific career, though many responded that they expected their
children to choose whatever they wanted or that their children would choose a
professional career.

Table 4. Percentage of Parental and Student Expectations of Student Career Choice

Career Expectation fOf the Parent Of the Student
or the Student for Self
Medicine/Health Professions 32% 31%
Law/Criminal Justice 8% 12%
Performing/Culinary/Fine Arts 7% 10%
Computers 7% 8%
Business 6% 8%
Education 5% 5%
Science/Math 3% 4%
Mechanical/Technical 3% 4%
Military 2% 1%
Don’t Know/Other 27% 17%
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® Impact Evaluation - Student Achievement

Each coordinator was responsible for steering students toward academic support
activities. The resources of the school and coordinator, as well as student choice, defined
what the participants selected.

Table 5. Percentage Participation in Student Academic Activities

Q: In what student support activities did

you participate? %

FCAT remediation class (tutoring) 68%0
High School Credit earned through the 6204
Adult/Community Education Program 0
Study Skills counseling 20%
Additional academic support 31%
GED Fast Track 0%

Total percentage of students receiving
academic assistance beyond site 92%
coordinator counseling

A FCAT remediation through after-school or Saturday tutoring garnered the most
participation; some schools already provided that opportunity to all students while
others allowed the school to create the program. One school did not make use of
an FCAT remediation class at all. Coordinators often referenced the attendance
books to keep abreast of which participants were attending (attendance for FCAT
remediation was by not mandated or necessarily consistent). There is no cost to
the student to attend and no consequence for missing class.

A High school credit classes were available at all schools (though at one school the
adult education program is housed off campus), and students and coordinators
looked towards this option to assure successful completion of 24 credits for
graduation.

A Study skills counseling, used by one site only, consisted of personal counseling to
the student and family on behaviors necessary for preparation in classwork and
testing.

A Additional academic support came in the form of private tutoring, full-school
reading endeavors provided during the regular school day, and referral to day
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school counselors for additional assistance. Some students listed the tutoring in
this category instead of the FCAT remediation category.

A All student participants in January were expected to take the spring FCAT

administration and did not attempt the GED Fast Track program (coursework in
preparation for taking the test leading to a General Education Diploma in lieu of

the high school diploma).

A Students not listing any direct form of remediation in academics were assumed to
have at least met with the site coordinator in determining academic status quo and

graduation requirement needs.

An additional objective in the Helping Families program was to involve the
parents of the participants in the support network in order to help students achieve
graduation requirements and foster positive perceptions of the school.

Table 6. Percentage Participation in Family Support Activities

Q: In what student support activities

families participated in program

did your family participate? %

Family Support Group/Workshop 28%
Adult ESOL Classes 8%
Adult Basic Education/GED courses 0%
Other support activities 4%
Total percentage of students whose 40%

The family support group or workshop was utilized at all but one site; meeting
with the families at school or in the home to talk over student academics and attitude was

a common way for coordinators to work with parents, but one site created their own

parental workshop curriculum and met with parents consistently.

Program administrators believed that parents may take advantage of the adult
education program as well as the students by taking ESOL classes. The pilot site county
has many families who have recently arrived to the United States, and coordinators were
to provide information on this resource for the parents in hopes that both students and

parents would view education as a higher priority as a result of the program. Other
support activities included involvement in the students’ private FCAT tutoring and

church-sponsored tutorials.
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Table 7. Percentage of Students with School-Aged Siblings

Q: Do you have other school-aged

children in your family? %
One sibling 20%
Two siblings 13%
Three or more siblings 6%
Do not have siblings in school 61%

Program administrators were interested in the potential positive effects reaching
beyond student participants to the other school-aged children in the family. The majority
of participants reported having no other school-aged siblings in the house; this may mean
they were “only” children, they were the youngest child in the family, or other siblings
are too young to attend school.

Tables 8-12. Academic and Parental Support Activities of Students who Passed the
FCAT Reading Section by Number of Activities (n=40)

Site coordinators were given the flexibility to utilize the resources at each school
that best met the needs of the individual students. The following tables illustrate the
number of interventions in which the students who passed the FCAT Reading portion
were involved and the breakdown of what interventions were utilized:

Tables 8. Number of Activities in Which Students who passed the FCAT Reading Portion Participated.

Number of Activities in Which
Students who passed the FCAT % N
Reading Portion Participated
0-1 15% 6
2 52.5% 21
3 30% 12
4 2.5% 1
TOTAL 100% 40
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Tables 9. Students Participating in 0-1 Activities Participated in.

Students Participating in 0-1 Activities o
Participated in: 0
Taking classes outside the program 2.5%
Meeting with Site Coordinator Only 5%
High School Credits earned through the 7 504
Adult/Community Education Program 970
TOTAL 15%

Some students who became involved with the Helping Families program had
family obligations when they were not in school and could not take advantage of
programs beyond the school day. Fifteen percent of the passing students needed minimal
assistance from the program, though the contact and guidance from site coordinators was
often cited as a positive benefit. These students may have been counseled into the adult
education classes by this program.

Tables 10. Students Participating in 2 Activities Participated in.

Students Participating in 2 Activities o
Participated in: 0
High School Credits and private tutor 2.5%
High School Credits and in-school reading 0
program, 1.5%
FCAT Remediation class and in-school 504
reading program 0
FCAT Remediation class and study skills 7504

consultation
FCAT Remediation class and High School

(0)
Credits 25%
FCAT Remediation class and had parents in a 50/
family support group 0
TOTAL 52.5%

More than half of the passing students participated in 2 activities, either two
academic interventions or one family support and one academic intervention. One-fourth
of those who passed spent much of their “free time” back on the school campus, perhaps
demonstrating the benefits of “buckling down.”
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Tables 11. Students Participating in 3 Activities Participated in.

Students Participating in 3 Activities o
Participated in: 0
FCAT Remediation class, study skills 2504

consultation, and a private tutor

FCAT Remediation class, High School
Credits, and parent took ESOL through the 2.5%
Adult/Community Education program
High School Credits, in-school reading
program, and parent took ESOL through the 2.5%
Adult/Community Education Program
FCAT Remediation class, High School

Credits, and in-school reading program 5%
FCAT Remediation class, High School
Credits, and had parents in a family support 7.5%
group
FCAT Remediation class, study skills
consultation, and had parents in a family 10%
support group

TOTAL 30%

The second largest percentage of passing students used a specialized remediation
class, received consultation on study skills from the coordinator, and had family involved
in the educational process. This embodies the ideals of the Helping Families Program.

Tables 12. Students Participating in 4 Activities Participated in.

Students Participating in 4 Activities %
Participated in:
High School Credits, FCAT Remediation
class, in-school reading program, and parent 2 504
took ESOL through the Adult/Community '
Education Program

TOTAL 2.5%

Seventy-two percent of the passing students participated in a class specifically
designed for targeting FCAT reading and test-taking skills. Sixty percent of them
attended adult education classes to gain high school credit. The nature of adult school and
classes held outside of the day school focuses on individualized attention, which may be
the key for students who are at-risk for not passing the FCAT. Often they feel disengaged
from the educational process and need something that connects them to the learning; this
is more likely to happen in a small-group setting.
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Thirty percent had their parents involved in a school/parent network in a support
group or learning English at the school. Students who passed did not have a higher
percentage of parental participation than those who did not.

Quantitatively, student FCAT scores were examined to determine statistical
significance between scores before the interventions and scores after in both reading and
math. Separate “repeated measure” analyses of variance (ANOVAs) were conducted with
the school as the between-subject factor. Results indicated that there was a significant
difference between pre and post FCAT reading scores, F (1, 117) = 39.22, p < .01. Also,
results indicated that there were significant differences in pre and post FCAT Reading
scores between participants’ schools, F (4, 117) = 15.03, p < .01. Because of this
significant difference between the schools, further post hoc comparisons (Tukey’s HSD)
were conducted by averaging the pre and post FCAT Reading scores at each site. Results
of these comparisons indicated that the only significant comparisons were between
Miami Jackson High School and the other participating high schools. Miami Jackson
High School had the greatest gains in FCAT Reading scores of all participating schools.

A second “repeated measure” ANOVA was conducted with pre and post FCAT
Math scores as the dependent variables; though mathematics was not the intended focus
of the program, effects were examined in math because many academic interventions
were general or also contained a mathematics component. Results indicated that there
was a significant difference between pre and post FCAT Math scores for all schools (F
(1, 78" = 9.25, p < .01) and between schools (F (3, 78) = 5.07, p < .01). Because of this
significant difference between schools, further post hoc comparisons (Tukey’s HSD)
were conducted by averaging the pre and post FCAT Math scores for each school.
Results of these comparisons indicated that there were no significant differences between
schools when the average of these scores was used as the dependent variable.

A “repeated measure” ANOVA was also conducted for students” GPA before and
after their participation. Results indicated that there was a significant difference between
GPAs before and after participation across schools, F (1, 137) = 8.92, p <.01. There was
no significant difference for GPA before and after Helping Families between schools.

Intensity of participation in the Helping Families program was also examined by
conducting a series of correlations between the interventions and pre/post GPA, pre/post
FCAT Reading scores, and pre/post FCAT Math scores. GPA before and after the
intervention and total student activities was positively correlated, meaning that the higher
the total number of student activities, the higher the GPA before the program (r = .28, p <
.01) and GPA after the program (r = .17, p < .05).

Means and standard deviations can be found for FCAT scores and GPASs in the
tables that follow.

! Miami Coral Park High was not part of this analysis due to missing data.

Helping Families Help Students to Succeed in Reading Page 19



Tables 13-18. Mean School Scores for Pre and Post GPA, FCAT Reading, and FCAT Math

Table 13. American Senior Hiah School

American Pre FCAT | Pre FCAT Post Post
senior | CCPA | Reading | Math | POICPA L kcaT | FeAT
High Reading Math
Mean 1.76 287.38 287.11 1.97 288.92 286.79
SD .15 29.48 24.07 .36 14.41 40.13
Minimum 1 206 218 1 262 173
Maximum 2 339 335 2 309 321
Range 1 133 117 1 47 148
N
29 29 27 29 13 14
Table 14. Coral Gables Senior Hiah School
Coral Pre Pre FCAT | Pre FCAT | Post Post FCAT Post
Gables High | GPA Reading Math GPA Reading FCAT
Math
Mean 2.48 281.90 285.83 2.49 295.31 301.29
SD A8 13.85 16.70 .39 23.18 12.32
Minimum 2 237 256 2 246 278
Maximum 4 298 298 4 343 315
Range 2 61 42 2 97 37
N
33 31 6 33 29 7
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Table 15. Miami Coral Park Senior High School

Miami Coral Pre Pre FCAT | Pre FCAT | Post Post FCAT Post
Park High GPA Reading Math GPA Reading FCAT
Math
Mean
2.28 290.13 306.00 2.22 290.80 _
SD
.61 16.01 22.94 .53 14.67 .
Minimum
1 232 269 1 265 _
Maximum
4 299 341 3 314 .
Range
2 67 72 2 49 .
N
16 16 9 13 15 _
Table 16. Miami Jackson Senior Hiah School
Miami Pre Pre FCAT Pre FCAT Post Post FCAT Post
Jackson GPA Reading Math GPA Reading FCAT
High Math
Mean
2.47 218.00 250.72 2.55 283.66 286.24
SD
A2 60.98 62.29 A2 21.97 38.44
Minimum
2 100 100 2 247 189
Maximum
3 297 321 4 335 326
Range
2 197 221 2 88 137
N
29 29 29 29 29 29
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Table 17. South Dade Senior High School

South Dade Pre Pre FCAT | Pre FCAT | Post Post FCAT Post
High GPA Reading Math GPA Reading FCAT
Math
e 2.42 278.30 289.34 | 2.56 288.41 284.03
SD
42 1459 29.63 e 29.69 49.07
il 10 2 210 211 2 208 100
L 4 296 331 3 347 331
FENEE 2 86 120 1 139 231
N
39 40 38 40 37 35
Table 18. All Participating Helping Families Schools
Helping Pre | PreFCAT | Pre Post | PostFCAT | Post
Families GPA | Reading FCAT | Gpa | Reading FCAT
Program Math Math
bl 229 | 270.13 27970 | 2.39 289.26 286.66
SD
50 41.43 42.78 46 2358 4181
bl 1 100 100 1 208 100
LRI 4 339 341 4 347 331
Range 3 239 241 3 139 231
N 146 145 109 144 123 85
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& Process Evaluation - What Works in the Helping Families
Program?

@ The physical presence of the site coordinators was a key factor in the success
of each site’s implementation. “You will see [the site coordinator] in school
mostly every day, you’ll see him walking around carrying some box for some
class, maybe pencils to some students,” a student reported when describing the
role of the coordinator. The face-time that these coordinators put in with students,
parents, and the school was reported to be unique to any program with which they
had previously participated. Coordinators made their presence known in person at
the school during the day, night, and, in some cases, on weekends. They knew the
students by name and face, knew not only the students’ tutors but their teachers
from the day school, and even made home visits to the students’ families. “[The
site coordinators] are doing home visits...if you don’t come to a meeting, you still
have a chance to be in a relaxed situation,” claimed one parent. “They tell you in a
relaxed environment, in a relaxed way, how your child is doing.”

“If 1 see [the students] in the hallways, I’ll ask them, “‘How are you doing? You
missed tutoring today,” and [the teachers] keep the class rolls, so I kind of know
who is not attending.” - Coordinator

“I like that it was one-on-one, more personal, not like with the teachers. [The site
coordinators] started with us one-on-one, talking...giving us the information we
need.” — Parent

@ Site coordinators became role models, mentors, counselors, and family
members to the parents and students. “Actually, you give more than what the
actual counselor can be to the kids because of the number of students...when | go
to the classrooms, I look for my kids to be there,” a coordinator reports. The small
groups (typically between 20 and 35 students) at each school facilitated the
coordinator’s ability to keep abreast of the stakeholders’ needs. Coordinators were
described as caring, trustworthy, and approachable. At one of the sites, a student
explained, “[The site coordinators] show a lot of leadership qualities... they show
tact by showing up on time, that they are there for us. They are showing
enthusiasm to see if we come. If we didn’t come, they call us.” All students
reported that their coordinators were genuinely excited to be working with
Helping Families at each school. The fact that high schools have been historically
impersonal institutions, especially those schools in Miami-Dade County with
thousands of young adults, can be daunting to parents and students seeking help.
The coordinator often gave the school a face, a person to whom they could turn
for information. “I think they appreciate the fact that somebody is checking on
them,” one of the coordinators remarked. In some cases, the ethnicity of the
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coordinator and participants were the same; families commented that the
coordinator provided a good example for the students of how successful they
could be upon graduation.

“It’s working...our program is working in our school. I’m a parent, I’m witness to
it...there are no excuses given, if you need any extra materials, you get it. We need
an understanding of the FCAT, we get it. We needed somebody in the background
to stand as a figure for our child, because sometimes your kids realize, ‘Well, YOU
didn’t succeed. How can you teach me? How can you sit down and chastise me?’
Now, here is somebody who succeeded!” — Parent

@ One of the important aspects of the program is the small coordinator-to-
student ratio — this helped establish a relationship full of trust and caring.
“That’s what it is, knowing that somebody is behind you, ready to help you with
the FCAT,” a student described about the relationship between students and
coordinator. “You have your parents there, but they don’t really know, you know,
what kids are really like.” Students such as these, in their final year of high
school, can benefit from an adult advocate. This effort prevented many
participants from slipping through the cracks. For a coordinator to take on a
greater number of students or sites would diminish the ability to meet the
students’ and parents’ needs. “This program, I don’t know, makes me feel
secure,” reported one student.

“...part of it is building a relationship. It’s important. The kids absolutely
know you have their interests in mind. The parents absolutely know you are
not there to pry. There’s no call on their parenting skills.” - Coordinator

“You know the parents are frustrated, too...it really requires building a
relationship. And the schools are not able to do that, but they should.
Because of the demands on schools, they are just not able.” — Coordinator

@ Twelfth-grade students’ belief that there are no consequences to failing the
FCAT was a challenge that Helping Families attempted to overcome. “These
kids don’t understand. These people do not want to accept you unless you have a
standard diploma or a GED. Now, if you can’t pass the FCAT, guess what? Now
you have to buckle down and study for the GED. The FCAT is math and reading,
the GED is across the board. You get my drift?” a parent emphasized when
describing her child’s initial lack of motivation. Because this pilot year was the
first where a failure to pass the FCAT was a barrier to graduation, many students
viewed it as merely a threat. Some had plans to avoid the FCAT altogether and to
choose options that may allow for college attendance and job security without the
traditional diploma. “I be in my 12" grade year. | have other plans,” outlined one

Helping Families Help Students to Succeed in Reading Page 24



student. “Go to [community college] get a GED, study my courses, that’s what I’ll
be doing if I don’t pass the FCAT.” The message, for some students in the
program, was received too late despite the efforts of site coordinators; this
underscores the importance of putting forth the message earlier in the students’
school careers. “I think it is apathy. These kids think they are going to just pass
the FCAT,” sighed a coordinator.

“...it was more than just not being able to read. There are other things
blocking their minds. The stress, the social stress, they need to be taught how
to put that to the side and how to deal with it...to put their priorities in order
and organize their lives.” — Parent

“One of [the students] said, ‘Look, I really don’t want to go to this tutoring,
so get them off my back.” Then, a couple of weeks later, he comes to us
basically whining and complaining and crying to [the coordinator], “‘Oh, |
need to have help with this, I need to know what the FCAT is about, | need to
know when the REAL test is coming.” And we are, like, “What is he talking
about?” We tried to help him, but he did not want the help.” - Coordinator

@ Stakeholders believe that a greater effect on academics will be seen with
sustained student and parent involvement over a longer period of time. Every
constituent group reported that, given more time, greater things could be
accomplished. More students could be reached, more intensive instruction, a plan
for achievement, more time for establishing the relationship with families — these
objectives are easier achieved when starting with the commencement of the
school year and establishing patterns earlier in the school career. One parent
leader wondered, “Can you imagine if you did this program, keep it at [our
school] and start with our 10" graders? And [the site coordinators] work with our
10" graders on this and instill that kind of value?”

*“...this needs to be up and running the first day of school. You can’t afford

to wait until the end of any school year to make changes that are this
drastic in nature.” — Coordinator

@ In many cases, the idea of parents and schools joined together for greater
student achievement was such a foreign one that coordinators needed to take
extra steps to create buy-in. While most schools appreciated that Helping
Families was instituted at their site, they did not have any prior programming
established to work towards parental support in secondary school education.
Attempts had been made with minimal success and therefore had been abandoned.
“[The school’s] remark was that the students are older, they don’t need the parents
to baby them. They don’t need parents there because it’s going to interfere with
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the students,” a coordinator explained, citing the philosophy of many high
schools, parents, and even the students. “I don’t think [my parents] can help me.
They don’t want to come to school,” described a student about her family’s time
commitments and limited knowledge of English preventing them from being more
involved with the school. Part of the pilot program aimed to find ways around
these barriers, perhaps establishing new beliefs in parental and secondary school
partnerships.

“You must continue and continue to try to see what you can do. In the
majority of cases, you are still not going to get [the parents] out there. We
need to look at ways to start involving the parents earlier, on their way to high
school.” — Coordinator

“[The workshops] showed me that even though [the students] are in 12"
grade, they still need a little push and a show of support that the parents are
still there. [The workshops] helped [my child and me] in the sense of self-
esteem and the relationship in the home.” — Parent

@ In retrospect, stakeholders saw the benefits of parents partnering with the
schools to support their children through graduation and felt that component
should be augmented. “[The other parents] come to me because I’m a parent,
and they ask me how they can get their kid into this program. The FCAT is
scaring them,” a parent said in reference to others who heard about the program
after it had begun. “They feel like the kids are failing. They come here from other
countries.” It is much easier for the coordinator to gain buy-in from students on
campus because they are a somewhat captive audience; development of multiple
strategies to reach out to the parents was needed and sometimes achieved. In
South Florida, our populations often include those who are not native to the
United States and have issues to face in addition to supporting their children’s
educational experience. “[The teachers] tried their hardest to help me, but since
my parents don’t know English too much...l was born in another country along
with my parents. It’s kind of hard for my parents to help me out with things,” a
student spoke of the struggles her family faces as recent immigrants. Helping
Families made use of translators at many sites if the coordinator was not fluent in
the language of the families in order to encourage parental involvement and
eliminate language as a barrier.

“I can see where | would have wanted the opportunity to be more involved
with the parents. | think kids can tell you what they think you want to hear,
and so can parents, but I think if it’s about intervention, it’s getting the
parents to buy in first.” - Coordinator
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“1 like to think that the fire is under him, and the fire is under me. | realize
that [the parents] need to be a part of it. I’m even studying on my own for my

state board exams...l need my reading skills together and my writing skills
together, basically, for the whole entire family.” — Parent

@ With the pilot program being of short duration, the coordinators made sure
that the academic support was available to students, though instructional
guality was not necessarily monitored. “[Helping Families] should be a year-
round school activity, because it’s more than trying to pass a test,” commented a
coordinator on the reading instruction. “There are so many other skills that need
to be addressed.” One of the Helping Families’ goals was for students to
complete high school graduation requirements, which is more of a short-term goal
than increasing the literacy of the students. A program that provides opportunity
for students to synthesize the instruction and apply it meaningfully will have
longer-reaching results. Not only the duration but the sustained attendance of the
students was noted as a factor, as one coordinator said, “An instructor should be
able to share something today and share something tomorrow and have some
consistency with what they taught.” Additionally, coordinators’ awareness of the
actual instructional strategies used in the classrooms was not the same at every
school. “I would like to see [computer software] programs available all the time in
reading and math so that the kids are not sitting there either with a teacher the
whole time or a computer the whole time....they need to have a variety of
situational teaching,” a vigilant coordinator remarked when asked about reading
instruction. Other coordinators knew of materials being used but did not observe
the instruction.

“[The tutoring] gave me a lot more confidence because | was working
with other people that | know had problems in the FCAT also....it wasn’t

like the whole class, the teacher just explains and sits down. My teacher
got one-on-one with us and showed us tricks of the trade.” — Student

@ The Helping Families program sought to utilize existing resources through
the adult education and/or day school; one of its primary functions was to
bring these resources to the attention of students and parents. “We got all this
stuff, tutoring...we didn’t know [the school] had,” a student mused about his
experience this spring, amazed that the tutoring was free since he knew of others
who had spent personal money on outside tutors. The goal of the program
presented to the stakeholders that the assistance they needed was available at the
school all along. The site coordinator’s role was to bridge the gap in information.
“Before [the site coordinator] came to the classroom, | was not in tutoring. | was
on my own, getting test books, and it’s like, “What am | doing?’ And trying to get
help from friends that did pass the FCAT,” the student continued. Even with the
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best intentions and learning tools, the effects are limited without the assistance of
trained instructors and guidance of those with a deep educational connection.
“IOur school] had their tutoring program,” a parent pointed out, “but the thing is
that there was nobody to monitor [the attendance of] the kids.” The coordinators’
knowledge of their students and the school’s resources paired with the
commitment of following up with the students and parents personally was what
made Helping Families such a different approach.

“There were Monday through Thursday tutorial programs going on. There
was after-school homework help going on. I had an opportunity to ask
youngsters how many of them were participating in these activities — these
were all seniors from that group of 232-and not one hand went up.”

- Coordinator

“We had parents say that they had two children in that school, and they
never knew where the library was, where the counselor’s office was. A lot of
parents go through that.” — Coordinator

@ The mission of Helping Families was clear to most stakeholders, but
surprisingly, the social outcomes far outweighed the academic outcomes. The
mission of the program sought to increase graduation rates by increasing FCAT
reading scores through the use of established academic assistance from the day
school and adult education program facilitated by a coordinator. Additionally, the
program sought to impact parental perceptions of the school and its programs by
changing them for the positive. Coordinators reported that the program, while it
fell under the Just Read, Florida! legislation, was less of a literacy intervention
and more of a social work or counseling intervention. They saw it as a way to
help families understand the school system and how to support their children at
home as they work towards passing the test. They felt the program was about
advocacy, encouragement, and structure for the student. The focus was in the
“here and now” as opposed to instilling a philosophical belief about literacy. “I
think the focus really is on family intervention and how one might utilize family
resources, including motivation, encouragement, inspiration, and understanding
this process of what’s involved in high school graduation,” one coordinator stated.
“I think it’s a little late in the game...to talk about learning to read.”

“[The students] come into this program to improve our FCAT skills and
reading comprehension, which we failed to do in the FCAT test. We are
here to learn how to improve or at least to learn techniques of how to
improve these scores.” - Student

“[Our school] was doing its best with the students’ success. [This program]
is like a double dose of education, academic adrenaline, whereas [our
school] was failing and [the program] picked up the slack...” — Parent
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@ Helping Families allowed site coordinators to tailor programs especially for
their populations, their capabilities, and the resources of the school. Many
school reform efforts are heavily scripted and created rigidly in order to eliminate
implementation errors. This program allowed for coordinator creativity in
carrying out the mission and intent of Helping Families. Coordinators worked
closely with their respective sites and were relied upon to become attentive to the
needs of the families and students. Geographically and demographically diverse,
the pilot sites experimented with instructional delivery options, communications
within the school, outreach to the parents, and educational psychology of student
engagement. While fidelity of implementation is important, especially as the
program grows to include more sites, the “personalized” feel of the program can
remain intact if there is enough creative license to move towards goals with the
resources available.

“I think the uniqueness of this program is that there is no such thing as
one-size-fits-all... | think that not giving a handbook with directions and
directives and guidelines is a good thing and a good approach, because it’s
those guidelines and directives that probably would not have worked well
with [my school].” - Coordinator

@ Not only is it important for coordinators to build a relationship with the
families, the day and adult school administrators need to be included for
optimum buy-in. “I have been accepted by [the school]. And that’s important
because it gives you a certain amount of authority to conduct things, to carry on
business. So they have been helpful in that respect,” illustrated a coordinator. If
the coordinator does not have the opportunity to gain cooperation at the
beginning, time becomes even more limited in working with the students on
campus and delivering the needed learning resources, as this coordinator found:
“People were very reluctant, and they didn’t give me support. Nobody knew the
purpose of me being there, so it was extremely hard for me to start out.” The
coordinators should be introduced to faculty and staff so there is name and face
recognition. Space should be provided for the coordinator to meet with students
and review school records. The interventions such as tutoring, adult education
classes, online modules, and Saturday Academies should be put in place prior to
commencement of implementation.

“[The site coordinators] work well with the faculty. They get along well with
the faculty. The faculty is glad to see them.” — Parent

“The day school has given me access to the kids. That’s very important
because they could just as easily say, ‘We don’t want you bothering them or
disturbing them.” They have accepted me.” — Coordinator
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@ Helping Families will experience even more success if not only administration
but faculty and staff have an understanding of what is offered as well. With
the amount of responsibilities schools take on, just knowing that there are
programs and contact people can make a world of difference in a school’s ability
to meet student needs. “I think if the teachers got more involved in the program
[that it would help], because it’s helping the students in the school, you know, the
student body,” a student mused. “I had a problem with the counselor,” one father
explained. “My wife tried to make an appointment with the counselor, and we
never succeeded. But with this program, we did see [the counselor] and did speak
to her.” The coordinators, many times, became familiar with faculty and staff on
a person-by-person basis, but school support for the program could lead to a
larger impact.

“The only way to do it is to join forces. You can’t do it by yourself.”

— Coordinator

@ The stipend for each site was welcomed but not imperative to the program
implementation. Each site used their funding with mixed results; one enthusiastic
student exclaimed, “[We need] more books, more books like the FCAT book,”
while a student at another site claimed, “I just got the books....I never touched
them.” Use of funding ranged from student and parent incentives (T-shirts, food,
school supplies) to student and parent instructional materials (workshop books,
FCAT workbooks) to miscellaneous needs for teachers at the school. “[The site
coordinator] was giving me information and materials, such as the flash cards, and
some extra books,” explained a grateful parent. As each school was very
individual, the flexibility to spend funds on an as-needed basis was the most
beneficial aspect of the stipend.

“The wheel is moving now, in a different manner. For example, on
Wednesday, | went and bought some materials. [The teachers] needed
overhead material information, and now we bought it. And got it the same
day, where if we had to requisition it, we might see it next school year.”

— Coordinator

@ Helping Families provided evidence that parental involvement with
secondary students can exist without necessitating their coming into the
school building. “We are very persistent. We call and we don’t leave them alone.
That’s the only way to go,” one coordinator described the experience of working
with parents. To meet the goal of information exchange, coordinators invited
parents to the school but also called and made home visits. “[My parents] come to
school, and the programs are in English and they don’t understand,” explained a
student; this demonstrates why parents are less likely to attend parental
workshops and schoolwide meetings. Instead, parents reported to be much more
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open to talking one-on-one about their child, especially if they could do it in their
home language. Helping Families made provisions for translators where
appropriate, and several site coordinators spoke the parents’ languages
themselves. Additionally, meeting with the parent and student at the same time
preserved the trust in the relationship; a plan can be developed to work together
for greater academic achievement. “We talk. [The site coordinator] talks to both
[my mom and me],” reported one student. “He gives her updates, saying how we
are doing in tutoring...informs her about meetings they have.” Coordinators often
brought with them learning materials for parents to use with their children and
informational brochures on how to apply to college, and sometimes they
demonstrated skills and behaviors that would help the student study on their own
at home.

“A lot of the kids will say, ‘Don’t come until 8:00.” You know, meaning that they

will be there also. You don’t knock on the door without [the student] knowing you
are coming.” — Coordinator

@ Recruitment of students for Helping Families will be an issue to further
examine as the program grows. “We are on the advisory committee for [another
program at the school], that’s how | met [the site coordinator], and he explained to
me about this program because | had a senior who was struggling with the
FCAT,” a mother describes of her discovery of Helping Families. Coordinators
tried holding group meetings of the students, evening meetings for parents,
individual phone calls, one-on-one student meetings — success was often
dependent on the resources and individualities of each school. Students and
parents both reported that they knew of others who needed what Helping Families
provided but did not know of its existence. “It was more like, “We have this
program at school, and if you want to join, you could come,” a student
remembered. “It could help you out because you are learning.’...and | said,
‘O.K.”” Coordinators felt that greater commitment could be gained by finding
families who were interested first, then inviting the student to participate. Often,
students were contacted first because of their availability at the school site during
school hours.

“Advertise. Make sure more kids know....get the school more involved in

[Helping Families].” - Student
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@ An Individual Look at Program Sites

Using a rating rubric, schools were examined for effectiveness of carrying out the
mission of Helping Families. Key indicators of success, gleaned from relevant literature
and previous case studies conducted by the evaluation team, were used as the basis for
data analysis frameworks. The indictors fell into seven categories: (1) collective
participation, (2) sit coordinator leadership, (3) instructional offerings, (4) parental
involvement, (5) student outcomes, (6) reform initiative support, and (7) school
environment. These constructs have been further defined in sub-categories. As a result,
each site can be rated on a 4-point scale to determine a “score” for each construct using
the rating rubric. Mean scores for each category can be determined, allowing
comparisons across all schools within the project with regard to the seven constructs
separately and collectively. Categories are defined as follows:

1. Collective participation — the communication and articulation of common program
goals among project administration, site coordinators, teachers, parents, and students;
active participation of the project administrators; and involvement of all stakeholders in
the activities working towards these goals.

2. Site coordinator leadership — effective management and facilitation of program
activities using educational expertise, garnering the support of constituents,
communicating with those constituents, and keeping abreast of student achievement.

3. Instructional offerings — the involvement and instruction of the adult education/day
school staff in working to improve student achievement using data, successful
techniques, and technology for more effective instruction.

4. Parental involvement — the interest, and actions based upon that interest, in the
education of one’s children, including communication with the school, physical presence
within the school, support of educational activities at home, and knowledge of school and
program issues, as well as an interest in improving one’s own educational skills.

5. Student outcomes — student performance shown by standardized test scores and/or
tangible and affective evidence, such as increased attendance, decreased antisocial
behaviors, and greater participation in school.

6. Reform initiative — the involvement of program administration and site coordinators
in encouraging project participation for stakeholders, providing technical assistance,
assisting in resource acquisition, and streamlining the funding for each partnership.

7. School environment — the synthesis of quality participation from a strong site
coordinator, program administrators with vision, committed instructional staff, and
supportive families resulting in an environment that is ready for reform.

Ratings on each of these constructs were developed based upon interviews and
observations for the five sites. The project mean ratings are an average of these 5 sites.
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®Findings Based on Organizational Ratings

A The Reform Initiative construct received a “very good” rating (3.25); the program
administrators met with the coordinators monthly and offered troubleshooting and
assistance without delay. Those involved in the implementation were very
interested in the sustainability of the program at their schools and had many ideas
regarding expansion.

A Most site coordinators were extremely active with the participants at their sites,
resulting in the Site Coordinator construct ratings ranging from “good” (2.50) to
“excellent” (3.50). Higher ratings occurred where parents as well as students were
involved, as it often indicated greater coordinator participation.

A Parental Involvement, rated “adequate” (1.75), was the area in need of work in
this program. A program claiming parental involvement as a goal would expect
higher ratings, and perhaps an expanded program would keep efforts moving
towards this mission.

The following pages describe the Helping Families initiative at each of the Miami-
Dade County school sites.
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	Tables 13-18. Mean School Scores for Pre and Post GPA, FCAT 
	American Senior High
	Pre GPA
	Pre FCAT Reading
	Pre FCAT Math
	Post GPA
	Post FCAT Reading
	Post FCAT Math
	Mean
	1.76
	287.38
	287.11
	1.97
	288.92
	286.79
	SD
	.15
	29.48
	24.07
	.36
	14.41
	40.13
	Minimum
	1
	206
	218
	1
	262
	173
	Maximum
	2
	339
	335
	2
	309
	321
	Range
	1
	133
	117
	1
	47
	148
	N
	Coral Gables High
	Pre GPA
	Pre FCAT Reading
	Pre FCAT Math
	Post GPA
	Post FCAT Reading
	Post FCAT Math
	Mean
	2.48
	281.90
	285.83
	2.49
	295.31
	301.29
	SD
	.48
	13.85
	16.70
	.39
	23.18
	12.32
	Minimum
	2
	237
	256
	2
	246
	278
	Maximum
	4
	298
	298
	4
	343
	315
	Range
	2
	61
	42
	2
	97
	37
	N
	Miami Coral Park High
	Pre GPA
	Pre FCAT Reading
	Pre FCAT Math
	Post GPA
	Post FCAT Reading
	Post FCAT Math
	Mean
	SD
	Minimum
	Maximum
	Range
	N
	Miami Jackson High
	Pre GPA
	Pre FCAT Reading
	Pre FCAT Math
	Post GPA
	Post FCAT Reading
	Post FCAT Math
	Mean
	SD
	Minimum
	Maximum
	Range
	N
	South Dade High
	Pre GPA
	Pre FCAT Reading
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	Post GPA
	Post FCAT Reading
	Post FCAT Math
	Mean
	SD
	Minimum
	Maximum
	Range
	N
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