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(Percent of all parenls who:)

Beyond the school day and the school year

 All Parents

Elementary School

- Middle School

Would pay a fee for a school-based suminer

program

| Parents Parents
Have a chi‘ld’ in-an after-schoo! program 35 32 4 39
Pay fees for an after-school program 18 19 7
Are interested in free after-school programs | 77 - - 82
| Would pay a fée_ for an after-school program 73 ) 76
Have a child in a school-based summer 18 ,- 20 l6
program - -
| Paid for a School;baséd spmmer program 10 1o - 10
Are interested in a free school-based 70 69 70
summer program :
74 71 -

2

Parents express a strong demand for afier-school programs: 82 percenl of parents have a chlld who attcnds an
after-school program or would hke theur child to attend an after school program. :
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their ch:ld would benefit from:)

.  After-School Activities: What do parents want?
- (Percent of parents with children i in aﬂer school programs or who would like their children to attend an after-school program rcportmg that

Par‘ents Who Want | Elementary SchOol L MiddAle School
or Use After- .Parents Parents
School Programs ‘

Comp_u;ter technology classes 96 96 ‘96_
Arts, music and cultural prog'-rams 92 94 89.
Supé;rvised'recrcational activities - 86 86 86
Community-'service or volunteer - 84 | 77. 9]
oppommities _ _7 »
Basic skills enrichment or tutoring 73. 72 74

@ "Of these parents (who enroll or would like to enroll their child | in an after-school program), 96 percent feel

that their child would benefit from an after-school program lhat included computer technology classes and 92

" percent feel that their child -
would benefit from arts, music
- and cultural after-school
- activilies. Among middle
school parents, 91 percent’

favor after-school community. - -

service or volunteer
opportunities for their
children.

" Percent ot parents tavori: . -

After School Actlvmes
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OVERVIEW
U.S. DEPARTMENT OF EDUCATION S AFTER—SCHOOL ACTIVITIES

Title L. The 1992 reauthorized Title of the Elementary and Secondary Education Act (the
Improving America’s Schools Act) includes strong language recommending use of effective’
instructional strategies that “give primary consideration to providing extended learning time such
" as extended school year; before-and after-school, and summer programs and opportunities.” In

- Spring 1996, 64 percent of principals in Title I schools reported using Title I funds for before or
after-school efforts. The Department produced Extendmg Learning Time for Dzsadvantaged
Students: An Idea Book in 1995,

~21st Century Community Learning Centers. As part of the Improving America’s Schools Act,

. after-school programs were encouraged through 21st Century Community Learning Centers.
‘The Department is seeking $50 million from Congress to-fund about 500 pilots in FY.1998. The
Senate has marked.the appropriation at $1 million whrle the House fully funded the program at
the $50 million. :

Partnership for Family Involvement in Education. The Community Sector of the Partnership
for Family Involvement in Education embraced bolstering after-school programs in the sign-on
pledge. They also helped write a guidebook on keeping schools open for extended learning. -
Finally, the steering group of the Partnership voted to make aﬁer-school opportunities a
nationwide initiative of the Partnershlp . : \

Keeping Schools Open Guidebook. In May, 1997, the First Lady released Keeping Schools
‘Open as Community Learning Centers: Extending Learning in a Safe, Drug-free Environment
. Before and After School. The Department of Education wrote the step-by-step guidebook on

how school facilities can be used for after-school programs with the National Community

Education Association, Policy Studies Associates, and the America Bar Association. »

America Reads Challenge. The President announced the America Reads Challenge in Summer
1996 that focuses on bringing all third graders up to basic proficiency on national reading tests
through the use of volunteers working in before and after-school and summer programs. This
“summer, 1.5 million elementary school children were tutored through the summer component of
the Amenca Reads Challenge READ*WRITE*NOW!

Summlt Commltment As part of the Presidents’ Volunteer Summlt the Department pledged a

" nationwide effort to develop 1,000 new after-school partnerships by December 1997 through the

~ 21st Century Community Learning Centers program.

America Goes Back to School. A major thrust of this year’s America Goes Back to School:
-Answering the President’s Call to Action has been on showcasing after-school programs. Every
interested citizen writing in for a kit receives examples of after-school programs.




~ Family Reunion VI Survey. As part of the Vice President’s Family Reunion VI conference,
“Families and Learning,” a survey sponsored by the U.S. Department of Education, the
Partnership for Family Involvement in Education, and GTE found that 82 percent of parents have
a child who attends an after-school program or would like their child to attend an after-school
program. Computer classes, art and music courses, and community service rank high as
activities for after-school programs (see attachment). '

Training and Evaluation Guide. The Department is planning a follow-on document to

. Keeping Schools Open that will focus on training for staff in after-school programs and how to -
* provide a continuous improvement model for extended learning programs’ self evaluation.
Discussion are underway with the Institute for Out-of-School Time on the project.




Beyond the _schbol day and the school year

(Percent of all parents who:)

All Parehts N E‘lenientary School | - Middle School
o ' Parents " Parents -
| Have a child in an after-school program =~ | 35 1 32 . 39
Pay fees for an after-school program - 17 - ‘ 19 o 15
Are interested in free after-school programs 79 ' 1T . 81
‘Would pay a fee folr,an after-sc_hdol program | | 73 | 72 ;?, | B .74 -
Have a child in a school-based summer T8 19 ; 16
program | ’
| Paid for a School-based summer program - 9 o 9 ' e .9
Are interested in a free school-based 70 | N 68 72
‘summer program : : ‘
Would pay a fee for a school-based summer T3 . 700 ¢ | 76
program ' ' | ‘
@  Parents express a strong demand for after-school pfograms: 82 percent-of parents have a child who attenc.ls-'an

after-school program or would like their child to attend an after school program.

12




After-School Activities: What do parents want?
(Percent of parents with children in after-school programs or who would like their children to attend an after-school program reportlng that
~ their child would benefit from:)

Parents Who Want | Elementary School Middle School

~or Use After- - Parents . Parents

, School Programs ‘ ' ‘
Computer technology classes | : _' 95 9% ‘ | 95
Arts, music and cultural 'programs 91 94 o RO : 88
‘Supervised recreational'ectivities : - 85: . B . 86 o . 85
’Commumty service or volunteer - - 83 76 .90

.opportunltles ) ‘ , _ ‘ N L .
Basic skills ennchment or tutorlng - 73 ’ 7N TS

° Of these parents (who enroll-or would 11ke to enroll thelr child in an after-school program) 95 percent feel

-~ that their child would benefit from an after-school program that included computer technology classes and 91
percent feel that their child .
would benéfit from arts,
music and cultural after- . -

. school activities. Among
middle school parents, 90
percent favor after-school
community service or
volunteer opportumtles for
their children. -

Psment el parnis fvord

| I
szlfw s {zlmakm g_,(ah fere.



DRAFT/8-18-97
OVERVIEW

Need for After-School Programs : :
There is a tremendous need for extended leammg opportunmes in the United States today

®  Limited participation.

P In 19’9'1‘, according to the Bureaul of the Census, there were 36.7 rnillion :
children between the ages of 5 and 14 (K through grade 8) living in the U.S.

e Approxlmately 24 million of these K th_rough' grade 8 school-age children |

required child care. - - pavenrs \n workpgri or looking v Job
. However only about 1.7 million children of these children in grades K through

grade 8 were enrolled in 49,500 formal before- and after- school programs.
. ®  Especially limited participation in schoolbased programs. |

.  In 1993-94, according to the National Center for Education Statistics,‘ only
974,348 children in public elementary and combined schools (grades K up to 8)
were enrolled in 18,111 before- or after-school programs in public schools.

*  Just 3.4 percent of all public elementary and combined school students (grades
- Kup to 8) were enrolled in before- or after-school programs in public schools.

. Seventy percent of all public elementary and combined schools (grades K up to
8) did not offer before- or after- school programs

s . Latc_h-key child problem.
« . Estimates of the number of kids in self care (latch-key children) who are
' unsupervised during non-school hours range from 2 million to 15 millior.

. Experts estimate that about 5 million school-age children spend time thhout
" adult supervision during a typical week. Because of self-reporting, however, it
is difficult to get a firm figure. ‘

Barriers to Participation ' _
The most frequent bamers to schools’ part101pat10n in after-school programs include:

Lack of resources to offer an aﬁer-school program

Recruitment of a program administrator and staff to run a program

Unwillingness of the school district to open the building beyond the regular school day
Unwillingness of the principal to have his/her school used for a program
Unwillingness of teachers to have their classrooms used for after-school activities
Negotiations with custodial unions that stipulate building use fees

= higqmt prowom 15 NY Upeislly “*‘1
- need h PW wWSer FM
v hut nev iy froviem. owtnde M N)’
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* The most frequently mentloned barrter to part1c1patron is the parents 1nab111ty to pay the tumon

and fees charged by programs

o Ava11ab111ty o o o Quahty of activities
‘® " Parent (fees AT ® . Poor conditions -

®  Transportation - g . e High staff turnover
® . Hours ofthe program ’ : L ) '

‘ Components of Successful Extended Learnmg After-School Prozrams :
Based onan examination of schoolbased, afterschool programs that have a focus on enrlchment and
leammg activities, the followmg components charactertze these programs : '

Coordmatron with the regular school day leammg program
- Student participation in learning activities '
- True linkages between after-school and regular school day personnel
. Hiring of qualified staff-
Low student-staff ratio .~
Involvement of parents
- Program evaluatron

4,

Costs of Schoolbased After-School Prozrams : ' »
Estimated costs of schoolbased, after-school programs (programs that are housed in a pubhc school
either run by the school system, in collaboratron with a commumtybased orgamzatron or by a

- schoolbased orgamzatron) range in costs accordmg to the types of servrces delivered. '

e Costs per studentrun between $2-2.5O an hour

. Transportation costs run about $1.00 per tr'ip. :
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The Need for After-School Programs

The need for increased opportunities for children to learn and develop in safe and drug-free
environments outside of regular school hours is clear. Without affordable, high-quality after-
school programs' available to parents who work, many children must care for themselves or be

~ supervised by older siblings which can entail excessive television watching and experimenting
in risky behaviors such as alcohol and drug use. In communities without libraries, many

. children do not have access to books and other information resources or adults who can help
with challenging homework; as a result, some of these students may not learn the skills they
need to achieve their potential. These common sense notions are borne out in the research
that shows the 1mportance of providing after-school opportumtles for children:

Few opportunities exist for young people. While there has' been a growth in the availability

‘of after-school care programs for children over the last 20 years, relatively few organized,
extended learning opportunities exist. And even when they do exist, a 1994 survey of parents
found that 56 percent think that many parents leave their children alone too much after school.

®  Limited participation. In 1991, according to the Bureau of the Census, there were
" 36.7 million children between the ages of 5 and 14 living in the U.S. Approximately '
24 million of these school-age children required child care (U.S. Bureau of the Census,
1994). However, only about 1.7 million children from kindergarten through grade 8
were enrolled in 49,500 formal before- and after-school programs (Seppanen, 1993).

® Especially lmnted participation in schoolbased programs. . Extended learmng
programs in schools are even more scarce, especially for older children and youth.
According to the National Center for Education Statistics (NCES), in 1993-94, only
974,348 children in public elementary and combined schools (just 3.4 percent of all
public elementary and combined school students) were enrolled in 18,111 before- or
after-school programs at public schools. Seventy percent of all public elementary and
combined schools d1d not offer before- or after-school programs (NCES, September
1996).

'For the purposes of this paper, the definition used in the 1993 Study of Before and After
School Programs of “Before- and after-school programs” applies: Before and After-school programs
refer specifically to formally organized services for 5 to 13 year-olds that occur before and/or after
school during the academic year and all day when school is closed and parents are at work. These
programs include only school- or center-based programs that operate at least two hours a day, four
days per week. These programs augment the schoolday, and typically also the school calendar,
creating a second tier of services that provide supervnslon enrichment, recreation, tutoring, and other
opportunities for school-age youth.
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' Latch—key. child problem. Estimates of the number of kids in self care (latch-key

children) who are unsupervised during non-school hours range from 2 million to 15
million (Child Care Action Campaign, 1992; Children’s Defense Fund, 1989; National
Commission on Working Women, 1989; U.S. Bureau of the Census, 1987). Experts ‘.
estimate that about 5 million school-age children spend time without adult supervision
during a typical week (School Age Child Care Project, 1997). Because of self-

~ reporting, however, it is difficult to get a firm ﬁgure

Parents want more access to extended learning opportumtles. Survey data clearly indicate

the demand for after-school programs: - .

Extent of parent demand for access. A 1997 survey of elementary and middle school
parents shows that 90 percent of parents have children that attend an after-school
program or would be willing to pay for an after-school program if it was offered to
them (National Opinion Research Corporation, 1997). :

Extent of general public demand for access. By and large, the public favors keeping
school buildings open for use by schoolchildren (with adult supervision): 87 percent

after school; 67 percent on weekends; and 72 percent during vacations (Gallup, 1992).

Principal agreement. Principals have long seen a need for extended learning
programs; in a 1989 survey, 84 percent of school principals agreed that there is a need
for before- and after-school programs (Seligson, 1989). In 1993, the National
Association of Elementary Principals printed a book entitled “Standards for Quality
School-Age Child Care.” :

'Youth are at greatest risk of violence after the regular school day. According to the

Federal Bureau of Investigation, youth between the ages of 12 and 17 are most at risk of

" ‘committing violent acts and being victims between 3 p.m and 6 p.m.— a time when they are

not in school at the end of the regular school day (FBI, 1993)

Child self-care risky. Children left to themselves-or'under the care of siblings after
school experience greater fear of accidents and crimes and are more bored than children
in supervised care. They also are more likely to engage in risk-taking behaviors and

~ drug and alcohol use, and are more often the victims of accidents and abuse. Children

who spend more hours on their own and who began self-care at younger ages are at
increased risk (Miller and Marx, 1990)..

| 'Organized activities can counter unsafe behaviors and enhance learning. Children

under adult supervision in a formal program have demonstrated improved academic

achievement and better attitudes toward school than their peers in self- or sibling-care.

After-school and summer programs can offer the support and supervision children need
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- in order to learn and to resist the mﬂuences of unsafe or v1olent behav1ors (Mlller and
Marx 1990)

Chlldren in quahty programs do better in school. Research mdlcates that program quality is -
very important. Children in these programs are exposed to more learnmg opportunities, spend
more time in academic activities and enrichment, and spend less time watching TV. These ‘
students have more positive interactions with staff when student to staff ratios are low, staff are
well-trained, and a wide variety of activities are offered. Students in quality programs may
have better peer relations and better grades and conduct in school than théir peers m other care
arrangements (Posner and Vandell, 1994).

« . School-age programs of poor quality can harm children. When school-age programs
~are well designed, they can raise achievement, but when they are low quality, with’
~ poorly trained staff and few age-appropriate activities, participants may do worse in .
school than children who are cared for by a parent or a sitter or even left alone
.~ (Carnegie Corporatlon of New York, 1996).

. Teachers and principals recognize‘the positive effects. The Cooperative Extension
Service found that in programs that had received their assistance, teachers reported that
the programs helped the children to become more cooperative, handle conflicts better,
develop an interest in recreational reading, and earn better grades. More than one-third
of the school principals stated that vandalism in the school decreased as a result of the
programs (Riley et al., 1994). '

. _ Youth need opportunities outside of the regular school day. Research clearly shows
o that pos1t1ve and sustained interactions with adults contribute to the overall development
~ of young people and their achievement in school. After-school activities allow
" children and youth to explore and master activities (art, dance; music, sports) that can
contribute to their overall well-being and achievement (Clark, 1989).

. Young people want opportunities outside the regular school day. In a recent survey,
-young adolescents ages 10 to 15 were asked to identify what they wanted most. during
their non-school hours. Their responses included safe parks and recreation centers,
exciting science museums, libraries with the latest books, videos, and records,
opportunities to go camping and participate in sports, long talks with trusting and
trustworthy adults who know a lot-about the world and who like young people and
opportunities to learn new skills (Carnegie Council on Adolescent Development, 1992).

. Parents rank high computer classes, art and music courses, and community
' service as activities for after school programs. In a 1997 survey of parents who
indicated they enrolled or would like to enroll their child in an after-school program, 95
- percent feel that their child would benefit from an after-school program that included
. computer technology classes and 91 percent feel their child would benefit from arts,
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music, and cultural after-school-activities. Among middle school‘paréntsl, 90 percent
favor after-school community service or volunteer opportunities for their. children
© (NORC, 1997). o o
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Barriers to Participating in After-School Programs

The most frequent barriers to schools’ participation in aftér-school programs include:

Lack of resources to offer an aﬁer—school program
Recruitment of a program administrator and staff to run a program _
Unwillingness of the school district to open school buildings beyond the regular school

' day

Unwillingness of the principal to have his/her school used for a prograrn‘
Unwillingness of teachers to have their classrooms used for after-school act1v1t1es
Negotiations with custodial unions that stipulate building use fees

" The last barrier is particularly acute in the State of New York. Some union contracts stipulate
" significant fees for the use of school buildings outside of regular school hours that make the

" operatlng costs prohibitive. This is especially a problem for nonprofit organizations in New
York City when fees were established as part of the janitorial union contract in 1975, as well as
other New York cities (e.g., Buffalo). However, calls to several cmes in other states do not
indicate a similar problem. :

In addition, parents face barriers to their children’s participation:

Access. Seventy percent of public eleméntary and combined (K-8) schools do not offer
before- or after-school programs. A mere 3.4 percent of all students in public elementary
and combinedschools nationwide part101pate in before- and after-school programs in
the1r schools (NCES, September 1996). - '
.. Solutions: Organizations like the National Community Education

Association works with both individual schools and whole districts to -

make available after-school programming in the public.-schools. In

addition, the Partnership for Family Involvement in Education, like many

organizations, has pledged as part of the Presidents” National Volunteer

Summit to work more vigorously in this area and create 500 new after

school program in 1997. :

-

Parent fees. After-school activities for children may require fees which parents are

‘unable or unwilling to pay. Parent fees make up approximately 80 percent of the budget |

of school-based programs (Seppanen et al., 1993). Waivers and scholarships are
avajlable on a very limited basis. Programs in high poverty areas simply do not have
enough resource to serve the large numbers of children who wish to attend. Many good

" programs have long waiting lists. In cases when parents cannot afford child care,

students may not partrclpate because they are needed at home to care for younger
siblings. :



DRAFT/8-18-97

. Solutions. In 1991, almost 40 percent of public school programs offered
a sliding scale for parent fees based on parents’ ability to pay (Seppanen,
1993). In addition, the federal Title I program can be used for after-school
programs, thus defraying fees. Finally, some programs like the Virtual Y
make their program free to families, raising the money in the community.

Transportation. The lack of safe and available transportation may prevent many of

these children from participating in before- and -after-school programs. Many programs

do not provide transportation after the extended learning day. In addition, children who

attend school outside of their neighborhood, because of a desegregation plan, school

choice, or other reason, may not be able to participate unless provisions are made for
early and late buses. Finally, some districts charge bus fees to access after-school

~ transportation, which can inhibit participation among moderate and low income families.

«  Solutions. Based on the number of children participating in after-school
programs, some schools offer late buses as.part of their regular bus fleet
runs. Where programs are offered in neighborhood schools, parents may
be readily able of pick up their children.from the school. However, in

1991, 20 percent of parents asked for transportation as a component of the
after-school program their child was enrolled in when it was not offered
(Seppanen, 1993). -

Hours of the program. Most programs operate according to the school calendar rather
than parents work schedule, in which case parents must make alternative arrangements
for child care or leave children on their own.

* - Solutions. Programs like the Beacon Schools and IS 218 are open hours
beyond the regular 3 p.m. to 6 p.m. after-school program operatlng until .
~ midnight and 9 p.m., respectively.

Quality of activities. Parents and students may choose not to participate because of
unchallenging curriculums. Some programs may be perceived as merely providing
supervision, rather than enrichment and extended learning opportunities. Activities may
" not address the needs of older students. Also, before- and after-school programs may not
coordinate with the regular school program to help students who are falling behind in a
particular subject and to reinforce what’s happening in the classroom.

e Solutions. Like programs operated at 1.S. 218 in New York City and at
-the Seattle Title I school program run by Bailey Gatzert Elementary
School, afterschool programs should be designed to cocrdinate with the
regular school day and offer challenging complementary activities. .
Programs should have materials available to them and be aware of best
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practlces perhaps employlng the School Age Child Care PI‘O_]eCt standards
of excellence.

Poor conditions. Before- and after-school programs oﬂen have to make do w1th the
resources available. Almost one-third of programs report a drfﬁculty sharing space in

~ schools and other facilities. Other common problems include a lack of activity space, no
room to expand, and insufficient storage.

. ‘Solutions. Real and honest communication must take place between staff
from the after-school program and the regular teaching force about the use
of classrooms and other facilities. This is the most commonly discussed
barrier among those groups that operate programs and communication is
- the only way to‘,resolv_e the situation. '

ngh staff turnover. Before- and after-school programs suffer from a high staff tumover
rate due to low wages and lack of benefits. While some programs do not have this
problem those that do experience a 60 percent turnover rate. This lack of contmurty
affects the quality of the activities, of the program as a whole, and of the bonds created
between the children and staff. '

. ) Solutions. After-school programs need to be re-thought of as an
extension of the regular school day with many of the same personnel that
would be found during the regular school day, such as classroom
teachers, participating but at perhaps a lower ratio than the regular
school day. In the Murfreesboro, Tennessee program, this is
accomplished by staggering teacher starting times. In after-school care
situations, the quality of after-school staff is directly linked to the quality
of the program offered. Wages and benefits must be calculated as an
important part of the program. When teachers are used in extended
learning programs, some of this turnover assocrated with day care can be

: resolved
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Necess_ary Components oi‘, An After-School Pr_ogram

The most important part of any after-school program is that kids have a safe learmng
environment with adults who clearly care for them.- :

Common elements across extended learning programs in schools. When we exarnine
- exemplary in-school programs that offer both enrichment and instructional activities-

-(community schools in Flint, Michigan; after-school programs in Murfreesboro, Tennessee

I.S. 218 in New York City, and the soon-to-be implemented Virtual Y in New York City; the

21st Century Community Learning Centers) after school, we find the following common

elements

" Coordination with the regular school day learning program. More than a latch key

after school program, the extended school day should dovetail with the classwork
engaged in throughout the day. This was also a major recommendation of the Carnegie
Corporation’s report, Years of Promise: A Comprehensive Learning Strategy for
America’s Children. : '

Studént participation in learning activities. The atmosphere should be more relaxed

-but it should be instructional allowing for hands-on projects, enrichment classes,

reading, math, mentoring, sports, computer lab, music, arts, community service, trips,
and even entrepreneurial workshops.

True linkages between after-school and regular school day personnel. Support of
and coordination with the school so that there is true partnering with the school and all
school personnel in an atmosphere of mutual respect with regard to the use of facilities
and materials, and the creation of 1 welcomlng env1ronment for parent and community
volunteers. ‘

Hiring of (jualified staff. Programs should hire qualified staff, prbvide on-going

training for staff, and be willing to pay for that quality. Staff usually include a
program administrator, paraprofessionals, college students, and teachers. In some
cases of when teachers are part of the program, they participate on the basis of a
staggered school day where their day begins at 11 a.m. and ends at 6 p.m. -

Low student-staff ratio. For true student enrichment, the student-staff ratio should be
low, especially when tutoring or mentoring activities are taking place.

- Involvement of parents. Opportunities for parents to be part‘ of the afterschool

program by offering orientation sessions, workshops, serve as volunteers, serve on a
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parent advisory committee,. and take part in classes that may be offered in computers or
English as a Second Language..

® Program evaluation. From the beginning of a program, there should be a plan for
measuring success, based on the goals set for the program--including student ~
improvement in their regular school program. Both continuous improvement strategies
and outside evaluations by a loca] university or boa'rd of education should be employed.

Researchers have also begun to 1dent1fy core elements of after-school care programs and
quality standards

Characteristics of Quality After-School Programs as Assessed by the University of
Wisconsin. The University of Wisconsin-Madison is conducting a study of after-school
programs and assessing after-school care program quality. Programs being examined include
those operated by for-profit agencies, non-profit programs, and programs located in schools. The
University of Wisconsin study is assessing quality programs on the following components:

s tone and quality of i interactions between children and staff

. caregiver skill ‘ :

. presence of age-appropriate programmmg and act1v1t1es

*  level of child satisfaction

e - level of parent satisfaction’ :

. flexibility of programming and child choice of activities

. regulatable characteristics such as staff-to-child ratios, levels of staff education and space

available for act1v1t1es

Knowing the kind of program a child attends (e.g., for-profit or nonprofit) offers clues about the '
quality of care provided. For example, children in for-profit programs generally have more
unoccupied time, spend more time watching television and videos, and spend more time not
interacting with anyone, when compared with children « ttending nonprofit programs. For-profit
programs also tend to offer fewer positive interactions between staff and children and offer fewer
programming alternatives, when compared to nonprofit programs. Parents of children attending -
for profit programs report lower satisfaction with those programs, compared with nonproﬁt
programs located 1 in schools and those operated by community centers.

Program quality also varies across elements that are potentlally regulatable such Aas program size
and caregiver education levels:

. Size. Children in small programs (41-60 children) have more and more positive
" interactions with caregivers and with other children. :
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. Child-to-staff ratios. Larger child-to-staff ratios (greater than 13-1) are associated with

more time waiting in line and w1th caregivers showmg poorer behav1or management
skills.- : :
. Caregiver education. Higher levels of education are related to fewer negative

.iiteractions between caregivers and children and greater parental satisfaction.

e Caregiver experience. Cafegivers with 25 to 36 months experience had better behavior
management skills and more positive regard for children compared to those with more or
less experience. - » .

Core Compohents from the Carnegie Council on Adolescent ngelopment. Whether an
 after-school program is located in a neighborhiood school or community facility, effective
programs identified by the Carnegie Foundation include the following key elements:

. A research base and needs assessment.
e 'A basic understanding of social relationships. -
. Involving parents.
e Tailoring programs to community needs.
. Capturing interest. '
. Providing food.
K Setting clear rules.
o . Collaborating with local community organizations.
. Being safe and accessible for all children.

. Proyiding linkages to schools.

Standards for Quality After-School Care as developed by Wellesley College, Institute for
Out of School Time. Standards of quality for after-school care have been developed by the
Wellesley College School -Age Child Care Project (now the Institute for Out of School Time).
The National Association of Elementary School Principals were also mvolved in developmg
these standards. o

Human Relationships.
Indoor Environment.
Outdoor Environment.
Activities. ‘
Safety, Health, and Nutrltlon
Administration.
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Costsof After-School Programs.

Costs vary widely in 1mplementmg after—school extended learmng programs. The major sources
of variation in the cost of extended hours programs run by public schools are:

. Salarles of program staff
. Type and extent of services offered, mcludmg any materlals
. The number of children served in the program

These costs can vary widely depending on the level of staff expertise, the scope of the director’s
responsibilities, and local custodial rates. Most programs pay for instructional staff, a part-time
director who receives a salary supplement, and custodial services. Materials costs vary
extensively, and can be minimal, or very substantial, dependmg on the activities a program
offers. Programs depend upon a variety of sources for their funding, including donations and
.. government and foundation grants based upon the services which they provide. '

The costs below are for school- sponsored programs programs sponsored by other orgamzatrons
appear to have somewhat lower costs, pnmanly due to using lower cost (non school) personnel.

Hourly program cost per child: The costs of typical after-school programs vary srgmﬁcantly
depending to the scope of the program, the level of staff expertlse and the matenals used in the
program.

o Lower range costs. The lower range of the cost estimate assumes that program staff will .
be supplemented by volunteers or low-level staff (college-students, etc.), and that
program activities will include academic and enrichment work, but will not require a
srgmﬁcant amount of new materials. Lower cost programs often center around providing
homework assistance, recreation, and provide art and enrichment activities which do not
‘require large expenditures for matenals or professional staff (e.g. professmnal music

. teachers).

] " Higher range. The higher range of the cost estimate assumes that'programs will use
~ certified teaching personnel and more experienced staff to provide instruction, and a full-
“time program director; program activities may include substantial amounts of enrichment
activities (e.g. art and music classes) as well as significant materials expenditures (e.g.
computer labs, art supplies). Higher costs programs are able to provide a wider range of
options for students, and usually include targeted academic assistance, enrichment
- activities supervised by well trained staff (e.g. an art class taught by an art 1nstructor) and
- may feature computer labs or field trips. .
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Hourly program costs per student. Hourly program costs typically range between about two to
two and a half dollars per student (assuming three hours after school, five days each week, and
aratio of 10-12 students per instructional staff member)

_ Estimated hourly cost per student: . $2.00 to $2.50

Yearly program costs per student. Per student yearly program costs range from $1,050to
. $1,575, (assuming three hours after school, five days per week, thirty-five weeks ratlo of 10-12
students per instructional staff member)

Estlmated yearly cost per stuadent:  $1,050 to $l,575 ‘,

Yearly. program cost. In a typlcal elementary school of 450 kids, yearly costs for after school
programs range from $1 57,500 for low-cost programs serving approximately a third of the
student body (1.e. 150 students) to $500,000 for higher-cost programs serving most of the student
body (i.e. almost all of the 450 students; note: assume ‘that margmal costs per student should
decline with increased utlllzatlon) :

Estimated total yearly program cost: - $157,000 to $500, 000
~ Transportation costs Many programs do not report paying any additional transportatlon costs;
programs which do provide extra transportation report paying about $1.00 per child, per trip- -

(assume $25 per hour for bus drivers, $1.00 per mile for bus use, gas and maintenance, 30 miles
per day, 45-60 students per bus).

Estimated cost per student.per trip: - $1.00
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EXTENDED-TIME LEARNING CENTERS
Proposal for the School-age Child Care Initiative

Program summary: '

-The Department of Education (ED) is conSIdermg a proposal to provide $400 million in seed money to

establish or expand up to 10,000 extended learning centers serving approximately one million children

~ during out-of-school hours in the first year. At a maximum of $50,000 per center, this program will

BH 600 enable almost half of the 20,000 highest-needs schools and communities in the country (those with 50

i 50{\00\ percent or more of their children quahfymg for free and reduced lunch) to establish high-quality out-of-
school time learning centers or to expand ex1st1ng centers to serve more children. An estimated 1/3 of -
these schools would be expandmg existing centers. Centers, operated by schools in partnership with
community organizations and available to all school-age children in the community, will offer a range
of services including enhanced learning opportunities, growth and development activities, .and
recreational programs i in safe, drug -free environments.

Schools and communities would have the ﬂexibility to select delivery approaches consistent with local
conditions and needs, while facilitating a strong'link between the extended learning program and the
instructional services schools provide during the regular school day. Having school districts serve as

. grantees maximizes opportunities for stretching dollars through coordination with other Federal
education funds, such as Title I, which encourage extended learning opportunities. Five-year funding -
ensures that centers will be stable enough to attract qualified staff and to build community and business
support that will lead to self-sufficiency by the end of the grant period. '

The proposal would enhance ED’s ongoing efforts to address student and parental needs for safe,
constructive after school learning environments mcludlng (1) publication and dissemination with the = -
Partnership for Family Involvement in Education of “Keeping Schools Open as Community Learning
Centers: Extendmg Learning in a Safe, Drug-Free Environment Before and After School;” (2) a FY 98
budget request of $50 million for after-school learning centers through the 21st Century Community

- -Learning Centers authority; and (3) the Wellesley College Institute for Out-of-School Time staff
training and evaluation guides. Additionally, to help expand the potential impact beyond those
receiving funds, the proposal envisions a technical assistance/dissemination effort involving such
entities as the Partnership for Family Involvement in Education and private foundations. |

Why is this program lmportant" :

_ Research supports--and communities, families, and schools recognize--the need for increased

. programs that fill the out-of-school time of this nation’s children and youth. High-quality programs
are in short supply--70 percent of public schools do not have before- or after-school programs. Only
about 10 percent of public school children are enrolled in before- or after-school programs (1/3 of them
school-based and 2/3 of them community-based) and at least 5 million children are home without an
adult after school. And according to a report just issued by Fight Crime: Invest in Kids, and supported

' by FBI statistics, juvenile crime triples between the hours of 2 and 6 p.m. Research also shows that
good use of out-of-school time can be effective--teachers report that children in high-quality after-
school programs are more cooperative, handle conflict better, do more recreational reading, and get

. better grades; principals report decreased vandalism in schools with after-school programs. '




The proposal addresses the fo‘llowing barriers to palfticip‘ating in after school programs: (1) lack of
resources to offer an after-school program; (2) lack of access to after-school programs by parents and

‘students; (3) lack of programs that operate on a schedule generally corh_patible with parents’ work
schedules; (4) transportation; and (5) lack of high quality programs with qualified staff.

How would the program operate, and who would be eligible?

ED would provide funds to State Education Agencies (SEAs) proportional to their share of ESEA

- Title I (with a statutory minimum). SEAs would make subgrants to local educational agencies (LEAs).

Approximately 4,300 districts--collectively serving 36 percent (updated estimate) of the nation’s _
children--would be eligible to participate; within districts, preference would be given to establlsh or

expand centers serving hlgh needs nelghborhoods

What requirements must school districts meet?

Local districts would be required to match federal funds at least one-to-one', although SEAs can issue
waivers to this requirement in exceptional circumstances. Matching funds can come from a variety of
sources including sliding fees, other federal funds, in-kind contributions, local district. funds, donations
from businesses or the community, or foundation support. School districts must also provide
assurances that centers will be inclusive and located in safe and drug-free environments. Each local
partnership would determine the organizational structure that bests meets local needs.

How may grant funds be used? ‘ :

Grant funds may be used to for a variety of purposes necessary to help establish new programs or to
enhance or expand existing programs, such as supporting a coordinator; supporting qualified
instructional and enrichment staff and providing professional development opportunities as

- appropriate; providing transportation; and purchasing materials and equipment. In operating programs,

grantees must include children with disabilities and other special needs; and coordinate and leverage
existing services and develop other resources.

What types of services should programs provnde"

Programs must offer both enhanced learning opportumtles as well as recreational activities. Programs
may include: academic enrichment or advanced work in science, mathematics and literature;
opportunities for children who need extra academic help, such as assistance by trained staff with
homework or in improving performance in reading and mathematics; programs in music, dance, drama

"and the arts; opportunities to use computers and telecommunications technology not generally

available to participating children at home; enjoyable age-appropriate recreational activities; activities
designed to enhance social and communication skills, such as conflict resolution training or

community service learning; organized games such as teams and individual sports; and programs for
children’s safety, counseling and nutrition. A minimum program would operate 3 hours a day, 5 days a
week, 35 weeks a year--but many will include summer act1v1t1es

Under this model, the number of centers would remain relatively constant; after five years,
-most of the centers would become self-sufficient and the program could either begin funding a
new cohort of centers or end. Under an alternative model, matching funds would have to
increase in the third year and beyond. This would free up funds to start new centers but may also
undermine--in the centers already funded--the stability necessary to develop cornmumty and '
business support leading to self-sufﬁmency




" ¥ Extended-Time Learning Centers — page 3
E;kamples of Model Programs

o A school administered program utilizing regular school staff (Murfreesboro, TN): All staff
"~ workon flex-time scheduling; volunteers and college students monitor lunch and recess, so that
the school’s regular teaching staff is available to teach afternoon academic and enrichment
classes. The school partners with local youth sports leagues, and brings in outside professionals
“to offer lessons in art, music, martial arts, etc., at cost. The program also charges minimal fees
(sliding scale, with a maximum of $1.25 per hour) to offset some costs.

. A program administered by an outside organization (The Virtual Y, NY): Operated by the
YMCA, these programs have an established curriculum with education, character building, and
health components. Programs are staffed by a program coordinator (815 per hour) and five

" staff members ($8 per hour). Educational activities focus on literacy and homework assistance.
Prior to beginning operation, programs conduct a community needs assessment and acquire
written buy in from all stakeholders (i.e., the PTA, teachers and prmc1pal ete. )

° A partnership between a school and an outside orgamzatlon (Washmgton Heights, IS 218,
NY): A partnership between the Children’s Aid Society, the Boys and Girls Clubs of America,
the New York City Board of Education, and the school district, the program is designed to turn
the school into a community center, providing children and other members of the comrriunity' ‘
with educational and enrichment actlvmes as well as the services of the school’s social service
agency partners, all at the same site. '
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FACT SHEET ON SCHOOL-AGE CHILDREN
Revised September 1996 :

CHILDREN S OUT OF SCHOOL TIME

Children spend less than 20 percent of their waking hours in school. Schools typlcally
are open for less than half the days of the year, and when open provide care only until
mid-afternoon. What happens in the other 80 percent is critical to chlldren s

‘development

Whether or not their mother is employed, research indicates that what children do

- during non-school hours has a critical impact on school achievement and long-term

success. Research indicates that the activities in which children are engaged, as well as
the quality of adult supervision they receive, are as meortant as famﬂy income and.
parents’ education in determining academic success. :

Children spend more of their out-of-school time .watclu'ng television than in any other
single activity. Children's television viewing has been associated with lower reading

.achievement, behavior problems, and increased aggression. Television is not

necessarily harmful to all children, but when they watch more than three hours a day

~and/or watch.programs with violent content, negative outcomes are increasingly likely.

SCHOOL-AGE CHILDREN WITH EMPLOYED PARENTS

" Approximately 24 million school-age children require child care. According to the

Bureau of the Census, in 1991 there were 36.7 million children between the ages of 5
and 14 years living in the U.S. Of these children, 21.2 million lived with a mother who
was employed, and an additional 953,000 lived with an unemployed mother (currently
seeking employment) and 999,000 lived with a mother enrolled in school. An estimated

" 912,000 children in this age range lived with a single father who was employed,

61,000 with an unemployed father, and 9,000-with a single father enrolled in school.

An estimated 17 million parent;s need care faf their school-age children during their

 hours of work. In 1991, the Census Bureau found that 14.9 million employed mothers:

had children between the ages of 5 and 14. An additional 681,000 mothers were .

unemployed and 642,000 were enrolled in school. An estimated 728,000 employed

single fathers lived with school-age children, in addition to 50,000 unemployed fathers
who were, seeking employment and 9, 000 fathers who were attending school.

Wéllesley College ‘ 106 Wellésley o Telephone ' facsimile .
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THE EFFECTS OF OUT-OF-SCHOOL TIME ON. FAMILIES AND THE COMMUNITY -

Studies have found that latchkey children are more lzkely to engage in risky
behaviors, especially urban chddren and those who have little access to adult
supervision. According to.one recent large-scale study, latchkey children are at
significantly greater risk of truancy from school, stress, receiving poor grades, risk-
taking behavior, and substance use (Dwyer et. al, 1990). These researchers also found
that children who spend more hours on their own and those who began self-care at
younger ages are at increased risk.- :

A number of studies have found that children who attend good school-age child care
programs during the hours when their parents are working may experience positive
effects on their development. Most recently, Posner and Vandell (1994) found that
children attending afterschool programs had better peer relations, emotional
adjustment, and better grades and conduct in school than their peers in other care
arrangements. These children were exposed to more learning opportunities, spent more
time in academic activities and enrichment, and spent less time watching television.

Teachers and principals are recogrizing the positive effects of good quality programs
on their students. The Cooperative Extension Service (Riley et. al., 1994) studied the v
effécts of 64 programs that had received Extension assistance in 15 states. Teachers
said that the programs had caused the children to become more cooperative (34 %),

* learned to handle conflicts better (37%), developed an interest in recreational reading

(33%), and were getting better grades (33%). Over one-third (35%) of the school
principals stated that vandalism in the school had decreased as a result of the programs.
In addition, 16 percent of the program children had avoided being retained in grade due
to program participation, resultmg in a savings of over $1,000,000.

‘Public officials are recognizing the imponance of school-age care. In a 1995 survey

conducted by the National League of Cities (Meyers and Kyle, 1996), child care and
before- and after-school care together were seen as one of the most pressing needs for

' children and families by Qz_mx_gm_g_f_au_mmd_ng_ No other need received this.

rating from such a high percentage of respondents, such needs included: housing,
family stability, drug and alcohol abuse, educatlon crime, wclfare reform, and a host

~ of other issues.
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CHILD CARE ARRANGEMENTS OF SCHOOL-AGE CHILDREN

Unlike preschool children, school-age children are likely to spend time in many
different care arrangements. According to the National Child Care Survey 1990
(NCCS), 76 percent of school-age children with an employed mother spend time in at
least two child care arrangements during a typical week, in addition to their time in
school. Based on a nationally representative sample of parents of children under the age
of 13, the NCCS examined both primary and secondary care arrangements for school- -
age children, in addmon to the hours they spend in school (see Hofferth et. al., 1991 in

~ references).

School-age children of employed mothers are most likely to be cared for by a parent
(33%), followed by care by a relative (23%), lessons (15%), center-based afterschool -
program or day care center (14%), family day care home-(7%), self-care (4%), and
in-home provider (3%), according to the NCCS. These percentages reflect the primary
care arrangement, or the one where the child spends most of his or her non-school
hours during a typical week. -Secondary care arrangements are as follows: care by a
parent (55 %) lessons (19%), relative (14 %), self-care (4%), famrly day-care (3 %),
center care (3%), m home provider (1 %) and other arrangement (1 %)

Experts estimate that nearly 5 million school-age children spend time without adult
supervision dunng a typical week. Exact figures are not available, due to parents'
reluctance to report that they leave children alone. Older children are much more likely
to spend time on their own than younger children. Data from the NCCS suggest that
less than 5% of children under age 8 are regularly in self-care compared to- nearly 35%
of twelve-year—olds .

Appmximately 1.7 million children in kindergarten thmugh grade 8 were enrolled in
49,500 formal before-and/or-after-school programs in 1991, according to the
National Study of Before and After School Programs. The study found that 83 percent
of those enrolled in after school programs are in the pre- kmdergarten through third -
grade age range. :




' , Agenda ‘
- Site Selectlon Subgroup Presentation to FSC Workmg Group
March 26, 1998

Criteria for selection of sites

-Previousmo_dels of site selection -
-Criteria for selection of FSC communities

" Specific site recommendations

‘Discuss attributes of “first tier" and "second tier" sites .
-Obtain initial approval of all partners to approach potential sites

[

Statement of Partnership

Prev1ous models show that all federal partners must agree to goals federal
role, and site selection criteria (i.e., have equal ownership of project).
_ Therefore, all federal partners should sign off on Statement of Partnership.

Next steps for non-D.C. sites

-Federal team appointed to approach potential sites

-Contacts in each potential site are identified

-Team refines Statement of Partnership and ' 'pitch"”

“Team contacts potentlal s1tes to ascertam w1111ngness and ability to partlclpate
-Final sites named

D.C. site
-Federal team approaches America’s Promlse partners D.C. Agenda partners,

- and others to ascertain status of after-school 1mt1at1ve in D. C and to identify -
opportunities for collaboration ’ : '
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~ Statement of Partnership:
Federal Support for Communities
After-School Initiative

The Federal Support for Communltles initiative is a multl agency collaboratlve that
has developed in response to the recogmtlon that:-

¢

Goals

First, the federal. government is capable of operating in new ways to help meet
local needs. Through collaboration and coordination among federal* agencies,
the federal government can support local commumtles in a more focused,
effective, and efficient manner. - -

Second, there is a tremendous need in the.Unitéd States today for healthy

.development and learning opportunities for children during non-school hours.
“Anestimated 5 million school-age children spend time without adult

supervision during a typical week. These children are more likely to engage
in risk-taking behaviors and drug and alcohol use, are more likely to be
victims of accidents and abuse, and are more likely to commit crimes.
Conversely, organized activities during non—sého_ol hours can ‘co_unter unsafe
behaviors and enhance learning and healthy development. '

In light of these needs, the Federal Support for Commumtles Imtlatlve has developed
the following six goals ~

¢

B To examine and improve upon the means by which the federal government
provides support and information to local communities by, among other things,
- removing federal statutory and regulatory. barriers to local coordinated activity,

and engaging in coordinated, collaborative efforts, both among federal

...agencies and with local and state governments non—proflts and the private

sector

“To develop a transferable model, or methodology, for federal rnnlti—agency

collaboration that is not sirbject-specjfic, but which can be applied to



subsequent multi-agency efforts. To this end, the initial substantive focus of
the initiative--to increase opportunities for children during non-school hours--
will serve as the sprlngboard to develop a generallzable model .for multl-
agency. collaboratlon

¢  To increase the quality; availability, and comprehénsiveness of opportrlnities
for children during non-school hours. This will initially be accomplished in
three to: five p110t commumtles 1nc1ud1ng the Dlstrlct of Columbla

L 4 To. eliminate dupllcatlon and better coordinate federal support for programs
providing services to children during non-school hours, including programs
providing services in afternoons, early evenings, school holidays, and summer
vacations, thereby helping communities access and make the best use of

- existing federal resourcés. : '

¢  To develop sustainable, community-based partnerships between federal, state,
"~ and local government, schools, the private sector, community-based and non-
profit organizations, thereby harnessing leadership skills, resources, and a
local commitment to programmmg for children during non-school hours.

¢ To develop a national model for restructuring the federal/local relationship in
addressing programming for children during non-school hours.

- Federal Role

‘There is no new funding available to communities through this initiative. Rather, a
“primary federal role in this initiative is to help communities make better use of
existing funding opportunities. However, the federal government can also bring a
number of valuable resources and. capabllmes to a federal/local partnership. These
‘might include:

L 4 Leadership in convening the various community institutions that receive federal
funds targeted for school-age children and youth, but which might not
normally work together or be aware of the avallablllty of parallel funding
sources for chlldren and youth.

L J Coordination of technical assistance sources that support grantees providing
~ services to school-age children and youth.

¢ -Technical assistance in conducting needs and resource assessments; identifying

‘ opportunities for local collaboration; identifying and applying for additional
resources, including federal and other sources of funding; designing and
implementing a community-wide plan for school-age chlldren and youth and
evaluating the effectiveness of such a plan. :



,Work1ng w1th local 1nst1tut1ons to 1dent1fy and address federal statutory or
regulatory barr1ers to improving - services -to school- -age. children and youth

- (e.g., cumbersome -fiscal Teporting requ1rements overly restr1ct1ve target

. populatlons or mult1ple and burdensome grant app11cat1on processes)

--Prov1s1on of fac1l1t1es and equ1pment for meet1ngs and workshops 1n federal

f1eld off1ces

. Site Selectzon o ‘

[N

| 'Three to five p1lot communities ‘will 1n1t1ally part101pate in this 1n1t1at1ve The D1str1ct'
‘of Columbia has already been‘identified by the President -as one pilot commumty
The remaining two: to four commun1t1es W111 be selected based on the follow1ng '

i cr1ter1a

".

-Capacity of the commumty to part101pate in the 1n1t1at1ve as demonstrated by

previous collaborative exper1ence existence of & community entity that could -

e relate to.a federal team, 1nclud1ng identified leadership, involvement of
. relevant stakeholders, and cred1b111ty in the community; and organ1zat10nal
~ capacity or- 1nfrastructure including resources, .expertise, networks, -and

information that can contr1bute to ach1ev1ng the art1cu1ated goals of the “
'initiative. :

| Willingbness of the;. community to.participate as a partner in the initiative.

Identified need for services during' out—of-school,tirne:

~ Ab111ty and w1111ngness to. collect relevant data

: Federal fleld staff comm1tted to the 1n1t1at1ve

Diversity of sites,: in'terrns o.f both location‘and urbanicity.. .

e
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Federal Support to Com‘muni‘ties‘ Ihitiati\?e '
_ After-school Program

Site Selection Subcommittee Recénunendationg
March 26, 1998 Lo

The site selection subcommittee, consisting of representatives from each of the participating -
federal agencies, as well as representatives of the OPC and the NPR, met over a period of two
months to discuss possible sites. The following sites are recommended for participation in this
initiative and were selected based both on the set of criteria contained in this document and
©+ 'respective agency working-knowledge of local programs. The first tier are the priority sites
jointly selected by membe‘fs of the subcommittee. The second tier is in rank order of priority
- following the first tier. w7 ' - o

First Tier
‘Washington, DC

Houston, TX -
Boston, MA
St. Louis, MO.

" - Mississippi Delta, MS

Second, Tier | “ Lo
Washinﬁon,_ DC" o
Philadelphia, PA

~ Milwaukee, WS

Kansas City, MO
- Long Beach, CA

~ The City of Seattle, based on its experience in local collaborations fdr“aﬁer;school programs,.
~ will be asked. to participate as a consultant to this initiative. - ‘

3/24/98

@oo2 .
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l Preface

“Few things in life are less efficient than a group of people trying
to write a sentence” (Scott Adams, The Dilbert Principle, 1996).
The decision that a group of people should write a report of this size
clearly was not motivated by the goal of efficiency; it was motivated
by the goals of comprehensiveness and accuracy and made feasible
by the expectation of compromise and consensus. The field of read-
ing is one which has long been marked by controversies and dis-
agreements, Indeed, the term “reading wars” entered the lexicon of
reading research as early as the 19XX, The unpleasantness of the
conflicts among reading researchers was moderated, if not elimi-
nated, by the realization that all the participants are primarily inter-
ested in ensuring the well-being of young children and in promoting
optimal literacy instruction. , . 4

The study reported in this volume was undertaken with the as-
sumption that empirical work in the field of reading had advanced
sufficiently to allow substantial agreed-upon results and conclusions
that could form a basis for breaching the differences among the
warring parties. The process of doing the study revealed the correct-
ness of the assumption that this has been an appropriate time to
undertake a synthesis of the research on early reading development.

J
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book publisher, the state legislator, and the écc;eta;ry of education

need to understand both what is truly hard about learning to read,

and how wide-ranging and varied are the experiences that supporr

and facilitate reading acquisition. All these people need to under-

stand as well that many factors that correlare with reading fail to -

explain it, that many experiences contribute to reading development

without being prerequisite to it, and thar there are many prerequi-
-~ sites, 50 no single one can be considered sufficient. ~

The focus of this report is prevention. We thus try to sketch a
picture of the conditions under which reading is most likely to de-
velop easily—conditions that include stimulating preschool environ-
ments, excellent reading instruction, and the absence of any of a
wide array of risk factors. Our focus on trying to provide optimal
conditions does not mean that we think that children experiencing
less than optimal conditions are in any sense doomed to failure in

.reading; many children from poor and uneducated families learn to
* read well, even without excellent preschool classroom experience or
‘superb early. reading instruction, Nonetheless, with an eye to reduc-

ing risk and preventing failure, we focus on mechanisms for provid-
ing the best possible situation for every child.

We submit this report with high hopes that it may indeed mark
the end of the reading wars, and that it will contribute to the success-

- ful reading development of many children, It is the collective prod-

uct of the entire committee, and it could not have been produced
without the selfless contributions of time, thought, and bard work of
all members, or withour their willingness to confront with integrity

and resolve with grace theu' many productive disagreements with -

one anonher.

Catherine Snow, Chair
Susan Burns, Study Director

- Committee on the Prevention of Readmg
Difficulties in Young Chlldren
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Executive Summary

Reading is essential to success in our society, The ability to read
is highly valued and important for social and economic advance-
ment. Of course, most children learn to read fairly well. In this
reporr, we are most concerned with the large numbers of children in
America whose educational careers are imperiled because they do
not read well enough to ensure undesstanding and to meet the de-

mands of an increasingly competitive economy. Current difficulries

in reading largely originate from rising demands for literacy, not

from declining absolute levels of literacy. In a technological society,

the demands for higher literacy are ever increasing, crearing more
grievous consequences for those who fall short. ,

The importance of this problem led the U.S. Department of Edu-
cation and the U.S. Department of Health and Human Services to
ask the National Academy of Sciences to establish a committee to
examine the prevention of reading difficulties. Our committee was
charged with conducting a study of the effectiveness of interventions
for young children who are art risk of having problems learning to
read. The goals of the project were three: (1) to comprehend a rich

. but diverse research base; (2) to translate the research findings into

advice and guidance for parents, educarors, publishers, and others

1
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child they work with. But it does mean that there is a common menu
of materials, strategies, and environments from which effective teach-
ers make choices. This in turn means that, as a society, our most
important challenge is to make sure that our reachers have access to
those tools arid the knowledge required to use them well, In other
words, there is little evidence that children experiencing difficulties
learning to read, even those with identifiable learning disabilities,
need radically different sorts of supports than children at low risk,
although they may need much more intensive support. Childhood

~ environments that support early literacy development and excellent

instruction are important for all children. Excellent instruction is
the best intervention for children who demanstrare problems learn-

' ing to read.

CONCEPTUALIZING READING AND
READING INSTRUCTION

Effective reading instruction is built on a foundation that recog-
nizes that reading ability is determined by multiple factors: many

factors that correlate with reading fail to explain it; many experi--
ences contribuce to reading development without being prerequisite

to it; and although there are many prerequisices, none by 1tself is
considered sufficient.
Adequate initial reading instruction requires that children:

use reading to obtain meaning from print,

have frequent and inrensive opportunities to read,

are exposed to frequent, regular spelling-sound relationships,
learn abour the nature of the alphabetic writing system, and
understand the structure of spoken words.

Adequate progress in learning to read English (or any alphabetic
language) beyond the initial level depends on:

* having a working u’ndérstanding of how sounds are repre-.

sented alphabetically,

NO. 443
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obstacle to reading will magnify the first two: the absence or loss of

an initial motivation to read or failure vo develop a mature apprecia--

tion of the rewards of reading.

As in every domain of learning, motivation is crucial. Although
most children begin school with positive attitudes and expectarions
for success, by the end of the primary grades and increasingly there-
after, some children become disaffected. The majority of reading
problerns faced by today’s adolescents and adults are the result of
problems that might have been avoided or resolved in their early
childhood years. It is imperative that steps be taken to ensure that
children overcome these obstacles during the primary grades.

Reducing the number of children who enter school with inad-
equate literacy-related knowledge and skill is an important primary
step toward prevenring reading difficulties. Although not a panacea,

. this would serve to reduce considerably the magnitude of the prob-

lem currently facing schools. Children who are particularly likely to
have difficulty with learning to read in the primary grades are those
who begin school with less prior knowledge and skill in relevant
domains, most notably, general verbal abilities, the ability to attend
to the sounds of language as distincr from its meaning, familiarity

with the basic purposes and mechanisms of reading, and letrer knowl-.

edge. Children from poor neighborhoods, children with limited
proficiency in English, children with hearing impairments, children
with preschool language impairments, and children whose parents
had difficulty learning to read ate particularly at risk of arriving at
school with weaknesses in these areas and hence of falling behind
from the outset,

RECOMMENDATIONS

The critical importance of providing excellent reading instruc-
tion to all children is at the heart of the committee’s recommenda-
tions. Accordingly, our central recommendation characterizes the
nature of good primary reading instruction. We also recognize that

. excellent instruction is most effective when children arrive in first

grade morivated for literacy and with the necessary linguistic, cogni-
tive, and early literacy skills. We therefore recommend attention to

NO. 443
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We recommend that first through third grade curricula include
the following components:

¢ Beginning readers need explicit instruction and practice that

lead to an appreciation that apoken words are made up of smaller
units of sounds, familiarity with spelling-sound correspondences and
common spelling conventions and their use.in identifying printed
words, “sight” recognition of frequent words, and independent read-

- ing, including reading aloud. Fluency should be promoted through

practice with a wide variety of well-written and engaging texts at the
child’s own comfortable reading level,

e Children who have started to read independently, typically-

second graders and above, should be encouraged to sound out and
confirm the identities of visually unfamiliar words they encounter in
the course of reading meaningful texrs, recognizing words primarily
through attention to their letter-sound relationships, Although con-
text and pictures can be used as a tool to monitor word recognition,
children should not be taught to use them to substitute for informa-
tion prov1ded by the letters in the word.

Because the ability to obtain meaning from priat depends 50

srrongly on the development of word recognition accuracy and read-
ing fluency, both of the latter should be regularly assessed in the
classcoom, permitting timely and effective instructional response
when difficulty or delay is apparent. :

® Beginning in the earliest grades,-instruction should promote
comprehension by actively building linguistic and conceprual knowl-
edge in a rich variety of domains, as well as through direct instruc-
tion about comprehension strategies such as summarizing the main
idea, predicring events and outcomes of upcoming text, drawing
inferences, and monitoring for coherence and misunderstandings.

This instruction can take place while adults read to students or with |

when students read themselves,

* Once children learn some letters, they should be encouraged

to write them, use them to begin writing words or parts of words,
and use words to begin weiting sentences. Instruction should be
designed with the undersranding thar the use of invented spelling is
not in conflict with teaching correct spelling, Beginning writing with
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care settings pursuant to expectations that their mothers will join the
work force, it becomes critical that the preschool opportunities avail-
able to lower-income families be designed in ways that support lan-
guage and literacy development.

Preschool programs, even those designed specifically as interven-
tions for children at risk of reading difficulties, should be designed to
provide optimal suppor for cognitive, language, and social develop-
ment, within this broad focus, however, ample artention should be
paid to skills that are known to predict future reading achievement,
especially those for which a causal role has been demonstrated. Simi-
larly, and for the same reasons, kindergarten instruction should be

designed to stimulate verbal interaction, to enrich children’s vocabu-

laries, to encourage talk about books, to provide practice with the
sound strucrure of words, to develop knowledge about print, includ-

ing the producrion and recognition of letters, and to generate famil-

jarity with the basic purposes and mechanisms of reading.

Children who will prabably need additional support for early
Janguage and literacy development should receive it as early as pos-
sible. Pediatricians, social wotkers, speech-language therapists, and
other preschool pracritioners should receive research-based guide-
lines to assist them to be alert for signs that children are having

~ difficulries acquiring early language and literacy skills. Parents, rela-

tives, neighbors, and friends can also play a role in identifying chil-

- dren who need assistance. Through adult education programs, pub-

lic service media, instructional videos provided by pediatricians, and
other means, parents can be informed about what skills and knowl-
edge children should be acquiring at young ages, and abour what to
do and where to turn if there is concern that a child’s development
may be lagging behind in some respects.

Education and Professional Development for All Involved in
Literacy Instruction '

The critical importance of the teacher in the prevention of read-
ing difficulries must be recognized, and efforts should be made to

‘provide all teachers with adequare knowledge about reading and the

knowledge and skill to teach reading or its developmental precur-

-
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» If language minority children arrive at school] with no profi-
ciency in English but speaking a language for which there are in-
structional guides, learning materials, and locally available profi-
cient teachers, then these children should be taught how to read in
their native language while acquiring proficiency in spoken English,
and then subsequently taught to extmd their skills to reading in
Enghsh

¢ If language minoriry children arrive at school with no profl-
ciency in English but speak a language for which the above condi-
tions cannot be met and for which there are insufficient numbers of
children to justify the development of the local community to meet
such conditions, the instructional priority should be to develop the
children’s proficiency in spoken English. Although print materials

ray be used to develop understanding of English speech sounds, -

vocabulary, and syntax, the postponement of formal reading in-
struction is appropriate unti] an adcquate level of proficiency in
spoken English has been ach:eved

Ensuring Adequﬁte Resources to Meet Children’s Needs

To be effective, schools with large numbers of children at risk for
reading difficulties need rich resources—manageable class size and
student-teacher ratios, high-quality instructional materials in suffi-
cient quantity, good school libraries, and pleasant physwal environ-
ments. Achieving this may require extra resources for schools that
serve a disproportionate number of high-risk children.

- Even in schools in which a large percentage of the students are

not achieving at a satisfactory level, a well-designed classroom read-

ing program, delivered by an experienced and competent teacher,

may be successful in bringing mosr students to grade level or above .

during the primary grades. However, achieving and sustaining radi-
cal gains is often difficult when improvements are introduced on a
classroom by classroom basis. In a situation of school-wide poor

performance, school restructuring should be considered as a vehicle

for preventing reading difficulties. Ongoing professional develop-
ment for teachers is typically a component of successful school re-

structuring efforts.
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CONCLUSION

Most reading difficulties can be prevented. There is much work
to be done, however, that requires the aggressive deployment of the
information currently available, which is distilled in this report. In
addition, many questions remain unanswered concerning reading
development, some of which we address in our recommendations for
research. While science continues to discover more abour how chil-
dren learn to read and how teachers and others can help them, the
knowledge currently available can equip our society to promote
higher levels of literacy for large numbers of American schoolchil-

. dren. The committee’s hope is that the recommendations contained
in this report will provide direction for the first important steps.

2 B .
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Abstract

This report identifies and reviews twenty-five programs that have been used as after-

school programs by schools and/or communities, including extended day programs, and also
including some supplemental school programs that have potential for after-school usage. Five
categories of programs are reviewed: language arts after-school programs, study skills programs,
* academic programs in other curriculum areas, tutoring programs for reading, and community-
based programs. The review discusses these programs in terms of their evaluation evidence of
effectiveness for i 1mprov1ng student outcomes and their evidence of replicability in"other locations.
The report also summarizes correlational research studies that have examined the effects of after- -
- school programs. Based on the program evaluations and the correlational research, the report
’ presents a set of components of effective after-school programs and presents recommendations
for implementing these components. The report concludes that stronger evaluations of these and
other current after-school programs must be conducted, and other well designed programs need
to be developed and evaluated, in order to produce after-school programs that can be considered
1o be effective and replicable for increasing student achievement or other student outcomes.
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_j:llntroduction a |
E‘_ducators:and ydpolicy‘makers havevbegun to 'éth increasing interest in program‘s |
"desioned for use in the hours after school [see for lexamp]e Camegie Corporation (1992,
1994a b) Unlted States Commlsslon on Time and Leammg (199 1994)j for three
_ primary reasons: First, attendance in after schoo] programs can provrde children with
superv1slon dunng atime when many’ mlght be exposed to and engage in more anti- soc1al '
and destructlve behavrors Second, after-schoo] programs can prov1de ennchxng
a experiences that broaden chlldren s perspectrves and i 1mprove their socialization. Third,
and a more recent emphasis, after-school. programs can'perhaps help to improve the
academic achievement of students tvho are not achieving as well as they need to during
fregula‘r school hours
Many chlldren do not recelve adequate supervision during the after-school hours
*.(U.S. Bureau of the Census, 1987 Schwartz, 1996 Pierce, Ham, & Vandell, 1997).
'Whenithe dismissa] bell rings, many children go home to empty houses (latch-key
chi]dren), and many others "hang out” on the streets until their parents return home.
A'Chi]dren left unsupervised after school often fall prey to deviant behaviors that are
harrnful to them to their schools, and to their communities (Galambos & Maggs 1991;
Stelnberg, 1986 Bronfenbrenner 1986; Furby & Beyth Marom 19 ). They are more
llke]y to be 1nvolved in dellnquent acts dunng these hours (Galambos & Maggs 1991,
Schwartz, 1996). Numerous repons have documented that_ a h1gh propomon of juvenile
crimes are committed'between_ the hours of 3:00 p.m..and 6:00 p.m. each day, and have
' created increased interest in strategies that willoccupy students productively-during these

. hours"(CC'SSAO, 1987, Henderson, 1990; Jacoby,‘ 1986). A




[§S]

'OERI Paper
For children who face academic or behavioral obstacles to success'durinvg the

school hours, the non-school hours’ can be a timeto .at_tempt to eliminate these barriers
and,imp'rove the ‘educat‘ion of the "whole chi:ld.." | However, accomplishing this goalis not
as gasy as it may seem. Concem for what happens to school-aged children 'during the
non- school hours is not anew topic of discussion (Seligson, "1986 1988, 1993). Many
studies concermng [hlS issue have been conducted over time, asking whether superVised -
' care is better than non- superv15ed care, exploring dlfferences-ln types of after school
:;,arran gements and trying to find the best types of after-school arrangements based on the
' needs of the family, the child, and the resources available. Y
In addition to provrding superv1510n after-school/extended school day programs
~ are-now being seen as a means of i improvmg academic achievement and prov1d1ng
opportunities for academic enrichment, soc1al, cultural, and recrea_tional activities
| (Campbell &'Flal(er, 1985; Boye.r,‘ 1987, Bumsl,. 1992, Halpern, 1992). Recently,
Congress has allocated $40~million to create “21* Century after-school community
| leammg centers” across the country, in hopes of i improvm g the lives of children and the
commumties they live in during the non- -school hours In his 1998 State of the Union
address Presrdent Clinton proposed substantially i increasmg federal funding for after-
school programs In particular extended day and after- school programs have been
proposed a% a means of accelerating the achievement of students placed at risk of
. academic failure due topoverty, lack of parental support, and other factors (Frymier &
: Gansneder, 1989;, McGillis, 19‘96; McAdoo, 1988). '
- ‘Because extended school-day- programs almost al\y'ays serve smaller numbers of

children than the school as a' whole, they can make effective use of resources that are less
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easily a;'ailable during the.‘scho‘c;l da;'. For example, a limited number pf computers can
~ serve thevneed's of éftér-school cdmputer clﬁbs, because t‘here are_sméller student~t§- :
;omputer ratios. oné small stage caﬁl mcéf the needs of drama club because there are ;
fewer siﬁdems e;r'lro_lled' in the clas.sj.‘ ’And volunteérs willing tdv,work with children on
academic, cultural, or spoﬁs activities,'e“specjélly older students‘, are usually fnbre‘
aQailable ’after, scthl ,t'hanlduri'ng‘ schoél hours. - | |

Allthough'the'benAeﬁts to be derived -from the _uée oi’: thé aftcr-schobl hours seem
great, the most effective ways to‘ capitéiize on thi§ opportpnity are not well undersfood,

and exi'sting after-schqol efforts vary enormously in‘ purposes and in operations . -They
‘ ran gé from purely daycare to burgly acaderﬁic to purely enrichment programs to .\I/,'arious
mixtures of these. Also, their cosis vary greatly;‘ some programs can be very expensiize
and may take resources that coﬁld be used more abpropriately for othgr invéstments.

To i,deﬁiify effective strategie§ for éfudents outside of school hoﬁrs, part.icularly
for at-risk stﬁdénts, it i's_ cssentiai to v‘knOW what tylpes.of extended-day programs and even
what spe.ciﬁ‘c programs are most likély to lééd ;6 valﬁed outCQmes. However, this kind of .
) reseérch is very lir'nibte'vd. In sbme studies (Engmaﬁ, 1992_; Henderson, 1990, Mercure,
1993; Milc;h, 1986), acadenﬁcaliy base_d afier-séhool prégram_s have 'bee.n loosel'y linked
to improving some at-risk children's‘ aéaderﬁic'and soéial ékills and work habits. But this
| bbdy,of lit-eratu"re-largel‘y studies théveffects of avfte‘r-sc':hoo.l programs as a ;Nhole, rather

than the effe?:ts; 6f spéciﬁc effective and réplicable after-schbvo‘l‘ or extended sc-:hool-day
“models or programs. |
o Therela're few gmdieé of the effects of spe_ciﬁci aft‘er-scho.ol'programs, and those

that exist have found highly inconsistent outcomes. -Selection bias is a frequent problem,
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as students who volﬁntarily attend various aft..e».r‘:schc;ol‘prbgfari]s:rﬁay' be different from
ihosé who do not chqose to doxso. I%urthér, thé limi;ed research has prifﬁarily involyed
middle-income Caucasiaﬁ students, making the-'res_ults difficult to generalize to
disadvantaged or minority children. .Cir;:umstahces surroundihg‘ the type of care
prdvided, the kinds bf students who attended the différent programs, and what the -
programs themselves entailed, have rarely be_eh stu_died in detail. Different studies have
| yielded differéht answe}s to different questioﬁs abouf differeﬁt i_ssﬁes relating to afte_r-
school chilti'-céret : l. |
The evaiuatioh of after-school brogramSJCan be challenging (Mayer, 1995).
Frequently, éfter-school programs and the régular schooi day programs ére not directly _
| connected, so studying the effects of the aftér-schoc_)l program on regular school-day |
| academics is difficult. After-school progréfns may exist-in community centers, in clubs, -
or on school grounds, and they may serve students from many diffefeht schools.
Before addressing the effects of'programs ‘that‘take pl'éce i-n the after-school
houré, we need to define the types of progréms and their 'purposes.l Three tybes are
' ‘disti'nguishable: dayéare, after-schodl, and exténded sc"txdol?day prograhis. Each of t.hesé
types of programs addresses differentv issﬁes and has,._different strengths. |
. Daycare Programs |
Daycare programs do qbt hgve aﬁ acédgmic ‘chus.or.goals, but instead, focus on
recreational and éuliufal acti\;ities. They are rarely aligned with acaderﬁic instruction -
provided during the regular school day, 'altho,ugh~some d;i prOQide homework assistanée..
“The main goal of daycare pro‘grams;' is to‘p.rol)\wlide _stp‘de‘nt's: with a "safe haven” during the

" hours.of 3:00 p.m to 6:00 p.m., emphasizing safety, a positive E_:lirriate, aﬁd enjoyable
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| cultural and recreational activities. Such programs primarily involve children from
preschool to third grade. Licensing is required for daycare program staff, and many also
»have Child Development Associate degrees. | |
| After-School Programs

'After-school programs are more likely to invo]ve school-age-chi]dren (ages 5-1+-
8) and emphasize academic as well as non-academic actiuities. Compared to daycare
programs, after-school programs are more llkely to prov1de transportatlon a w1der
varlety of recreatlonal programs, and increased child:-to-adult ratlos These programs are
usually more affordable than Chlld -care. Examp'es of after-school programs include
Boys and Girls Clubs the YMCA Brg Brothers/Brg Srsters ASPlRA church programs,
'and_munic1pal parks and recreation pr.ograms. |

Some after school programs offer spec1alrzed activities, using professmnals or
qualified persons. and volunteers to provrde instruction in such areas as ballet tap-
dancing, music, karate, and chess. These programs seek to help chi]dren to make creati've
. use of their free time. Students may enroll in these classes, or_parents may enroll them, |
purely out of interest in the skills, not to satisfy”an.y‘ childcare needs. The classes often
provide progress information to the children and to the instructors-, such as attaining
badges or promotion_s to h'igher ranks in‘ the Boy Scouts and ‘Girl Scouts, recitals in
musical classes, and toumaments in karate or chess classes. The 'classes-provide ch’ildren
with opportunities to explore and develop skill's, talents; and hobbies, and later to show
these skills to their parents and others. Academic achievement,_attendance, or other
'school-related outcomes may or may not be prlma’ry or secondary'goals of these

programs.
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Extended School-dav Programs

~The extended school;day model isa relatively‘ new phenomenon, This type of
program takes place during the same after-school hours, but differs from daycare and - |
after-school programs in that it is an extension of the regular school day While daycare
and after-school programs may or may not take place on the school grounds the extended
school-day program typically takes place 1nsrde the school buildin g 'and provrdes a
mixture of academic recreational, and cultural programs Regular school day teachers
"and paraprofessmnals are usually pa1d to stay at the school during the non- school hours.
The extended school day model usually has an academic focus, and the goals,
outcomes, .and methods of acadermc instruction are directly related to and ali gned ‘w1th
what happens during the day. Teachers conduct s‘mall-group' or tutorial remedial classes,
supervise homework clubs,: and teach study skillsand advanced or supplementary courses
(e.g., foreign language or advanced science). - Additionally, paraprofessionals and/or
‘ community volunteers may provide cultural and recreational programs. Teachers may
also supervise and train volunteers or paraprofessronals to provrde academic or
nonacademic services. Extended school-day’ programs can be school—n/_ide_or district-
.wide. They are rarely mandatory, but may provide greater or lesser inducements for
- children to attend. |
* Some programs invite community members to their program_ planning sessions
and include them as teachers for some of the;classes and activities. These_ indiv‘iduals
may oe.associated with churc’he‘s, private and public corporations, lan/-enforcement |

agencies, parent groups (e.g., PTAs), businesses, members of the armed forces, and other -
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c’roups.' In some c-ases, they make the extended school-day program a'hub of community
acuvrty, and over time the program may begin to have a broad 1mpact on the community :

One recent trend in extended school day programs 1s the development of curricula
tied to distnct state and national goals yet designed to be taught after school Such
programs may 1nvolve well- designed curricula teacher training, and student assessments
These programs provrde students with complete well-tested approaches resources
trainers, and soon, reducing the need for every-school tore-rnvent the wheel. They' seem
promising_, have been vvidely used, and have at least anecdotal indications of
| effectiveness in individual.schools thatlhave'.made.- gains. However,»many ‘hﬂave not been
l'used with at—nsk students and vvhile they may have been assessed for 1mplementatron
and enJoyment few havé been evaluated for achievement purposes using methods that

would pass even the most minimal standards

Focus and Methodology of the Review

T he goal of this paper is 1o examine current after-school and extended school—day
programs both to rev1ew the limited: research on the effects of these programs on student ‘
achievement and to descnbe promismg strategies commumtres can use in partnership
with schools tocreate effective after-school programs in element_ary and secondary
schools.

The paperidentiﬁes and describes ‘programs that have be-en shown to have
.evidence'of effectiveness for children durin'gth.e non-schoo'l hours. We also include
current programs that have little ev1dence of effectrveness as yet but do have actrve
v dissemination and repllcabilrty materrals that could be used durmg the non- school hours

_Not all of the programs in this paper were developed specifically for use after-school.
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~ Some pfogramé hiave' been adapted for us‘g during the after-séhqo],hours, aﬁd othérs are
Aadaptal.ale. For programs that can be adapted for use during the non-sctiool hours, the -
_evidence df effectiveness presented is 'us;vally not frc;m use .aftg;-scl;ool but frc'im use as
supplgrﬁehtary programs. This re\‘f-iewvdoes ﬁbt examine the benefivts of différenf type$ of
: »care,-wﬁivch is preéented in various othef studies (s'ee,‘ for é’xample, Posner‘ &V andell- |
Lowe (1994), Galgmbos & M'aégs (1991),_Vandell-LoWe & Ré.maﬁ;n (1l9.l91),'Vand-ell & |
CQréSaniti (1988), Séligson & Auénson (1993), Seiigson (1986, 1988) and Steinberg,
(1986). ﬁbwevér; we suvmlj'narize séme of the results c;f these sfudies in a later section. .
liéview Criteria i B
Ideally, this reQiéw would identify orily progrﬁms’ that have, sirong evidence of
| effectiveness, evidence of repliéability, énd evidfance‘ based on use as ah after-school
program, and these are the ;ﬁteria used in our idehtiﬁcation .and‘descripti'o'n of thé
programs. For each bf these criteria;.howe;/er,."concessic;ns are made in qrder to include a
number of-p'rogramus'th'at may have potential bﬁt are yet unprovén "‘in volne: or fnoré areas of
6ur criteria. Issues of potential .in‘terest_ includé the folloWing: L
1. Efféctivepés_s |
For aftér-School progfams; Oné major limitation of eva]gations 6f efféctiveﬁess is self-
» vselectiq'n.b Ideall);, an afterj-sc.hool program_.evaluatioﬁ lwoulld be considered to be.ri.gorous
if the self-’selectéd students were ivnstead randomly g._ssi gned into control andlprgatment :
groups. An al‘iérriatil\;ek.‘i;vc‘;‘l_lld be if the s}uden;s whai"ec;'eived the speciﬁc aftef—schoél
_ proéra’ms were compared t“o a matched:groﬁp éf children -,who were e]igil;le but did not
have opportunities to panicipate.'. However, if these ériteria‘ fé; iﬁclusion in 'tﬁis re§iew :

were inviolate, only four programs would qualify: the Memphis extended-day tutoring
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program, the Howard Street tutoring program, Fifth Il)ir'n'en'sion, vand Exemplary Center
for Reading Instruction (ECRI). For this re_vie:w., we include evaluations that do not meet
these effectiveness criteria, but in which the programs are rep-li‘eable and disseminable.
Programs that do not duite meet the effectiveness standards are referred to as promising
as opposed to effective-- they do show some positive results, but it is difﬁcult totell -
‘,whether these results are due to the program or due to other things taking place in the

' school or district

Rep‘ licablility

Replicability means that a program has been implemented and evaluated in a site
.beyond its original pilot. Some of the programs in this review are included in the
Natronal Drffusron Network (NDN), and thus they have some evidence of berng used
beyond their ongrnal srtes Some programs have stronger ev1dence of replicatron than
others, and some programs have stronger processes and materials to achieve widespread

dissemination than others.

Evaluation or Application inAfter-S‘chool .Settin.g; :

' Thle ideal after-SChoo] review would focus only onprograms that. have been
speeiﬁc_:allv developed for and proven effeetive for students in after-school settings.
Again, if thes.e eons'traints'wer'e applied ri gorously in this review, the evidence would
show very few programs Thus, thlS review 1ncludes programs that could be used during
non-school hours but have not, and programs.that were specnﬁca]ly ereated for use dunng ,

the regular school-day but have also been used after school.
. - i
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Literature search procedures

The broadest possible search wascarried out for programs that had been evaluated
and/or applied to Students in after-school settings. Sources of 'information for this review
included the National Diffusion Netwo_rk (NDN), Educational'Resdurces Inforrnation
Centers (ERIC), education journals, c0nferences‘, and personal communication__s.- .The
National Diffusion Network was a part of the U.S. Department of Education until l996

A Joint Dissemmation Review Panel (JDRP), later called the Program Effectiveness
Panel (PEP) identiﬁed promismg programs that had ev1dence of evaluation and possnble '
- effectiveness and these programs then qualiﬁed for dissemination through the NDN
Evaluation requirements for these progr_ams were not rigorous, however, and many of the
evaluations looked only at pre-post and NCE gains as evidence of effectiveness.w
Effect Sizes

| Evidence of effectiveness in this review is reported when possible in the form of

effect sizes or NCEs. An effe.ct; size is the proportion,of a standard deviation by which an |

experimental group exceeds a control group To give a sense of scale, an effect size of

- +l .0'would be equivalent to 100 pomts on the Stanford Achievement Test scale, two

stanines, 15 points of IQ, or about 2l NCEs In general an effect size of +0.25 or more
would be considered educationally' significant. | |
| .Types oi Programs and Th'eir‘ Evaluafions
Twenty -five programs met the 1nc1usnon criteria included in this review.
Programs included fell into one of ﬁve major categones The first category 1ncludes
programs that address a specific academic component of the curriculum: Language arts.

~ Programs mcluded in this category are supplemental to the regular school- day program



1
OERI Paper

and lrave been used dpring the nen-achool hours. The.sec'ond category is study-skills

| prograrrrs. Programs in this category address all of the areas of the curriculum, but focus
mainly en teaching study and comprehensioh si(ills'tb low achievers.  The next category
is after-school prograrr)sAthat addres_s_ other specifrc areas of the curriculum, such as
science or compu‘ter technology. The fourth category includes ,tu'toring‘progranrs aimed

-at improving reading. These differ frorn the ‘programs in the first category primariiy
because rhese programs are ene-on-one tutoring. Some are adaptaple for use in after-
schoel'settings and s‘o'rrre are not. The ﬁ.fth.'category consists of community-based after-
school programs. These program.s are not necessanly academlc in nature but are located
in schools and are operated as commumty-based and community-owned programs. In
addition to those five types, we discuss programs that could serve as add-on cultural_ and

recreational components of after-school or extended.school-day programs.

The following.sections describe some of trre mosr widely used after-psch:ool and
extended-day programs. They present the cur'rent erate of the evidence, if an);, and the
apparent replicability of the model, especially with students placed at nsk In searchmg
for evaluations, an emphasis was placed on studles that compared well-matched
: experimenra] and control groups on appropriate measures of achrevernent an_d other |

outcomes..
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Language"ArtsAft"e"r-School vP'rogLa.m‘sv L

- Books and Beyond

Books and Beyond (1995 Topolovac 1982a l982b) is'a voluntary read1ng |
program a1med at help1ng and mot1vat1ng students in grades k- 8 to. read more -
_recreatlonally and watch less telev151on The program stnves to help students become
© more cr1t1cal about the types of telev151on shows that they watch W1th the combmatlon .
of dlscrmunate telev151on watchlng and en_poyable recreatlonal read1ng, the ultlmate goal ' .
R of Books and Beyond is to- 1mprove readlng skrlls and to 1mprove students attitudes
towards books and readmg Students earn small awards such as theme folders penc1ls
'and gold medals if they read a certa1n number of books dependln g upon grade level.

: Books and Beyond supplements the school sre gular readlng program and has also been

- ' 41mplemented in after school or extended school day programs ’

- When schools 1mplement Books and Beyond they develop a.coordrnatmg team
| Wthh consists of the pnnc1pal llbrary medla spec1allst three teachers and three parents. }
' _All teachers are 1nforrned about the program and encouraged to partlcrpate by readin g |
2 aloud to thelr classes ona regular basls and by act1ng as role models who record their
"own recreatronal readln g The ma1n 1mplementatxon and operatlon of the program arer
e usually the respon51b1hty of the core team--mcludrn g parents --rather than the 1nd1v1dual '
; classroom teacher . L
_ :,l When after-school 'prograrns 1mplement the after-school version of Books and
- Beyond the core team consnsts of a d1rector and two or three staff coordmators '

| - Add1t10nally, older students (Junlor hlgh school and hlgh school students) can be used as

.‘, s
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| "readin'g model:s, and_they»-alon_g‘with parents are“,responsiible‘,tor keeprng track- of the
o ~books read | N | | | |
E The 1ntended audrence for th1s program is students from varyrng soc1oeconom1c o
g ‘backgrounds 1nclud1ng g1fted at r1sk spec1al educatron and brlrngual students Non-
__/;")readers can part1c1pate 1n the program by havmg books read to them re.aderscan 1nclude "
- tutors study budd1es commun1ty readers and/or careglvers Schools operate Books and
L Beyond for srx to e1ght months, allowrng sufﬁcrent time to bu11d posrtlve reading hab1ts -
- and the program is 1mplemented in the form of’ a\ read a-thon . B | g
Books and Beyond rncludes a.parental component Parent volunteers coordrnate
| :the record keeprng act1v1t1es of the program 1nclud1ng tracklng books read by the i
ﬂl'students and the varrous awards presented The program asks parents who work with the -
: program at home to read to the1r ch11dren take them to the pubhc hbrary; help them to
-_keep records of the books they read at ‘home and at: school chart the amount of t1me that '
'they spend watchmg telev151on and model read1ng themselves | X “ |
| Students in krndergarten through th1rd grade have a goal of 120 books over the
: ‘ucourse'of the program that they are requlred to0. read ‘or have read to them 1f they wrsh to
» :;‘eam a gold medal award at the end ‘of the program Chlldren in grades4 8 are requrred to .
'read 2 400 pages in order to obtain a gold medal These goals are adaptable dependrng
| g 'on the needs of the ch11dren mvolved in the program Books and Beyond typlcally
ir‘e:celves support an'd endorsement from local busmesses Read a-thon 5top1cs include -
,I 'Travel through Trme Jog Amenca Quest for Knowledge Sports Decathlon Around the ‘ ;

= ;,World w1th Books and Mystenes of the Deep These toprcs provrde a thematlc .

B .';'_I’backgrfound.for ‘the,readl—a—'thon.-‘ »{‘-' O

s
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The eva]uauons of Books and Beyond do not include eva]uations of the program
in after-school or extended schoo] day settings The pilot eva]uation of Books and
Beyond was done in three evaluation sites (Books and Beyond 1983), and the rephcation
_ eyaluation included a d1verse group of students. In a Missouri study, the students in
.grades 278 were predominantly Caucasian middle-class students. In a Connecticut study,
the student-s were in grades"2-'6, and were of _a variety of ethnic backgrounds. These
students‘had been labeled at-risk for dropping out of school. Finally, students in a New
York study were in grades 2 8, were composed ofa variety of ethnic backgrounds, and
had shown very low standardized test scores. The evaluation consisted of surveys of the
students and their parents about the number of hours that the students had spent watching
television as well as the number of books the 'students had read during the program.
Students involved in the evaluations did not include all of the participants in the program,
but rather students who had read a minimum number of books (for example 60 books n.
grades 2- 3) Surveyslwere administered at the begmning and end of the sessmns The
ongma] study mcluded a control group, but the differences in responses between the
| : treatment and control groups \yere not statistically srgniﬁcant All students expenmental
as well as control stated that they had decreased the amount ‘of time they spent watching
television, increased discrimination in their selection of t_elevrsionprograms, would be |
more likely to choose to read a b_ook_'.than yvatch television (compared to the beg}inning of
the program), read more at home, and had increased thenumber of books they read.

.{ The limitations of these stu_dies are c1ear; They rely on self-report data and have
no assessment of actual.gains in reading achievem'ent.- The gains that were' noted on pre- ‘

to-post surveys were also seen among nen-participants, and the studies were limited to.
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students who had read at least a certain number ot" books. These findings can only he
considered anecdotal at best. |

Books and Beyond currently ex1sts in over 5,000 schools in forty-five states, has
been expanded to the preschool level with the Ready to Read program and has also’been
adopted by 130 elementary schools in the Umted Kingdom Books and Beyond has also
heen used as a stand-’alone after-school and'extended school-day_ program in schools, in
boys and girls’ clubs, and‘ in some after;s‘Chool community efforts in low-income housing
pro;ects Books and Beyond has added a new program t1tled Math, Sc1ence and Beyond,
seeking to teach children mathematics and science during the non- -school hours This
program is eurrently being developed and evaluated under the auspices of a National
Science Foundation grant for use in after-school programs. '

The Junior Great Books Curﬁculum of Interpretive Reading, «Writing, and Discussion

- The Jumor Great Books Cumculum of Interpretive Reading, Wr1t1ng, and
Discussion (JGBC) isa junior version of the Great Books Foundation program (1947;
Criscuola, 1994, Nichols, 1992, 1993; Friertag & Chernoff, 1987; Will, 1986; &
Kuenzer, 1978). It promotes cognitive proeessing in reading comprehension and literacy
in children in grades 2-12 by emphasizing three kinds of thinking: factual, interpretive,
and evaluative. These three types of infonnation about text are 'explored by children
using a method of shared’inqu’iry and interpretive qnestioning, which encourages children
to realize that there is rnore than one-answer to ‘questions asked about the text they have
read. | R

The JGBC is not a s_tand-alone program, but is used as a partial replacement of or

supplement to the regular reading program. Some activities that the children in the JGBC
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program participate in include text-opener, reading the storytwice, sharing questions,r :
directed no'tes,_ interpreting words, shared lnqu_iry dlscussion, and wri'ting after the
dAiscussion |

When schools choose to engage in the JGBC program, the school is provrded w1th‘
a two- day, ten- hour "Basrc Leader" training course. Schools can also choose to enroll in
| optional one-or two-day curTiculum leader training cou_rses. During this training, core
leaders are taught to conduct activities such as preparing units and discussing interpretive
issues together.. Students who participate in the program are usually enrolled for one’
semester, where they study an anthology consisting of twelve selections.

In an evaluation of JIGBC that researched the eftects of the p'rogram on academic
achievement in reading vocabulary, 150 JGBC students were matched with 120 control
students in four schools, and tested on the ITBS 3 schools) and CTBS (1 school) This -
study includes both urban and suburban populations. The JGBC schools on each site
" ,‘ mvolved a control classroom and a treatment (J GBC) classroom. Teachers were
| randomly assigned to a group (usmg a coin ﬂlp) to determine whether they would be in |
‘the control group or the expenmental group In four of the schools, JGBC students |

outscored therr control group counterparts (ES- +. 24 +.34, +. 39 and +.32). An’ B
addmonal internal evaluatron of the program showed that students mvolved in JGBC
'demonstrated stronger 1nterpret1ve thinking skills than did the students in the control
group. |

' These results show the effects of JGBC in programs.used during the school-day, ‘

and not after-school.‘ ‘_'JGBC was not originally created foruse' in after-school settings, but

has often been used in that way. The creators of the program are able and willing to help |
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after-school programs to implement JGBC in their specific programs either with teachers
. or para-professionals (volunteers, parénts,‘ college students). JGBC exists in schools
across the country.

Extended-Day. Tutoring Program in the Memphis City Schools

In 1995, the Center for Research in Educational Poiicy at the University of
Memphis dcéveloped ah exfended-day mtoring pfogram for ﬁse in the public .schcv)ols
(Ross, Lewis, Smith & Sterbin, 1996). This program was pil{oted in Merﬁphis,

“Tennessee, for the first yeéﬁ. The goal of the program was to impro've reading
perfonnanceS of students in grades 2-4 by group—tutoring the children‘ during the non-
- school hours, using a language arts curriculum. The program was mainly academic,
using materials adapted from the Success For All (SFA) rgaading program (Slavin ét al., .
1996) and other reading strétggies. | | | N
Teachers were trained i.n how to tutor students in réading using the Story Telling
ahd Retelling (STaR) method hsed in SFA, as well as éthers; and used the Scott
: Foresmén reading series. »Slome, but not all, of the schools involved in thé program were
Success For All schools during the regular day. Students .were seleéted into the program
based on their need for, addjtional instruction. They were taught how t§ feéd and retell
the stories assigned to them using STaR, and to use addifi‘onal follow-up activities and
strategies, su;h' as partner reading. Students enrolled in the program attended théa
extended-day tutorihg program between one and four hours each week. After their
language arts lessons, théy had opportunities to engage in cultural, reéreational, and other
academic em"ichvm.ent. progravms,vsl"uch as book glubé, computer skili-buildiqg activities,

and test-taking strategies.
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The pamclpants in the program 1ncluded 656 T1tle I students in grades 7-4 Half
of the students part1c1pated 1n the program and half of them did not. The students were .

' not randomly selected 1nto each group, but they were matched on the basrs} of
| standardrzed test scores att1tude behav1or grade and age When the students were
compared at the begmmng of the prOJect the two groups did not d1ffer in’ the1r test scores
The evaluatron consrsted of two parts formatlve and summattve The formatrye part of
the evaluatlon consrsted ofa teacher survey -and observatron forms wh1ch measured level
of 1mplementat10n of the tutorrng program The summatrve part of the evaluatlon |
measured Tennessee Comprehensrve Assessment Program (TCAP) scores at the end of
_thesession R IR
Twoi issues that plague evaluatrons Vof non-mandatory after-school programs are .
attendance and selectlon of a control group Both were factors in thrs study The average
_attendance for the after- school ‘tutormg program was 75% For the study, some analyses
‘ A"examlned a treatment group. cohsrstmg of students who. attended the program at least 50% »
g -of thetlme other 'analyses exammed a treatment group of students who attended at least o
- 80% of the t1me The students who d1d not attend or who had low attendance were also
- ’_ added to the control groupl lThe two'grou'ps were compared in varlous ways usmg pre-
readlng test scores as the‘ covanates Overall the greater the attendance‘ rates the more
' llkely the students were to perform sllghtly better than the1r counterparts w1th effect sizes |
| _ ranglng from +. 11 to +23. Addmonally, students in the th1rd grade who attended 80% of

: the time or more were more lrkely to do srgmﬁcantly better than thelr counterparts in the '

: control group, and also better than thelr counterparts 1n grades 2 and 4 of the treatment
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.and con'trol \groups.. Thetotal inérease:in the number.of NCE'points for students in the
third g °rade was 8.5, and it was lower for students in other grades. | |

D1ff1cult1es in finding an appropriate control groupalso affected this study For
: example the scores of both sets of students (treatment and control) were correlated us1ng
TCAP NCE scores. Eleven of the thirteen- schools showed correlatlons of +.94 or h1gher
~on the pre -tests between the control and treatment group students but one school showed
only moderate correlations (4.-.47),'and another school showed negatiye correlatlons.
(-.105, suggesti‘ng that the control groups and the e)tperimental groups were not well .

“matched. The initial analyses described above included the outlier groups.

The _Coca Cola ValuedYouth Program -
The Coca Cola Valued Youth Program (VYP) (1991) is a cross- age tutonng

program desrgned to increase the self-esteem and school success of at- nsk middle and

" high school students by placing them in positions of responsrbrllty as tutors of younger

elementary school students The program was ongmally developed by the Intercultural
Development.Research Association rn San Antomo, Texas. Coca Cola funded the
original implementation of the program in five school districts in San Antonio between
1984 and 1988, which lincluded appro‘ximately 525 high school student tutors an d 1575
elementary student tutees.. | | L |
"The'overall goal( of the program is‘ to reduce the dropout rates.of at-risk students
by 1mprov1ng the1r self—concepts and academic skills. This i is done by maklng them 7
. tutors, and provrdrng assrstance with basrc academlc slulls The program also emphasrzes

E : ellmlnatlon of non- academlc and dlsc1plmary factors that contnbute to droppmg out. For

' example it attempts to develop students senses of self-control, decrease student truancy,
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and reduce disciplinary referrals. It also seeks to form home-school partnerships to
increase the level of support available to students.

The tutors.are required to enroll in a special tutoring class which focuses on.

“improving their own basic academic skills as well as their tutoring skills. The tutors are

paida minimum wage stipend, and they work with three_elementar‘_y studelnts at a time for

a'total of about four hours per week. They are-encouraged to develop self-awareness and |

prrde whrch 1S expected to make them less likely to exhrbrt drscrplrnary problems
Functions are held to honor and recogmze the tutors as role models They receive

t-shirts, caps, and certificates of merit for their efforts.

The main evaluation of the Coca Cola Valued Youth Program compared 63 VYP
tutors to 70 students in a comparison group (Cardenas Montecel Suprk & Hams 1992)

in four San Antonio schools. The students were matched on the basis of age, ethnrcrty, ,

lunch eligibility, percentage of students retained in grade and scores on tests of reading,

quality of school life, and self—concept Students were selected (not randomly) into the
experimental group based on scheduling and av.allabrlrty, and then the remarnm g students
were placed into thecomparison group. Nearly all of the students in both groups were
Latino and limited En g]i‘sh proﬁcient. The contro] students were somewhat less likely to

quahfy for free lunch or to have been retained in grade.

Two years after the program began 12% of the companson students but only 1%
of the VYP students had dropped out. Readm g grades were srgmﬁcantly hlgher for the
VYP group as were scores on a se]f—esteem measure and ona measure toward attltude

towards school. -
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The VYP has been widely ‘replicated throughout the southwest and elsewhere ln
1990, additional funding was prov1ded by Coca Cola for sites in California, Florida New
York, and Texas, and the program is now being extended into schools in Idaho, Oregon, -
and Montana and other states and schools across the'country.. |

Project Success Enrichment

| Project Success Enrichment’(PSE, '1'995)»was_originally developed to enrich the .
language arts of gifted and talented students 'in elementary s'choolsvduring the .relg‘ula.r
school day by providing them with learning activities that include higher order thinking
skills, cooperative leaming, interactive dis‘cussions, and shared decision makmg Since -
its onginal development it has been used among children of varying socio-economic, |
racial, and academic achlevement levels Although PSE has both a language arts and a
visual arts K—l2 component the area that received validation from the National Diffusion
Network (NDN) was Language Arts in grades 4-6.

, Teachers who 1ncorporate PSE into the1r curriculum atteénd a two-day workshop
and learn how to adapt their cumculum to the program s goals. Teachers plan their PSE
cumculum ina structured and hierarchical manner specxﬁed by the model. -

' Prolect -Success: Ennchment uses a whole- language approach to teach language :
.a'rts incorporating and connecting readmg, wnting, ‘and thmkmg to spec1ﬁc academ1c
‘ processes Students work-on such language arts SlelS as 1magery (use of metaphors and
similes), vocabulary, sentences, literature, and formatting their work They engage in
. vvi’iting Ashort stofies and poetry, drafting‘and editing their work, analyzing literature, and

co_mpleting and evaluating projects.
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. PSE was evaluated in a stud‘y'(PSE‘, 1995) that cornpared. the language arts
perforrnance of over seven hundred PSE students in gifted programs in grades 3-7 with a
control group, nslng an alternative assessment developed and validated by Sebesta (PSE,

_ 1995).' The work of all of the stndents in the control and the experimental groups Was
randotnly paired (uslné a random' number table) and then given to the evaluators-.
Evaluators were asked to evaluate the products vylth ratings of whether the portfolio

‘ pr'oducts were better than those of an average gifted student for the grade leyel being
AasseSSed, without knowing which students Zbelonged to which gtoups. Results were

- analyzed using the sign test; and effect sizes were calculated using Cohen’s “g”. Overall,

-gifted students who had received PSE outperfotrned comparison gifted students with
respect to the numlder_ of “better” lratings. All of the_differences'between the two groups |
sthed effect size'sl)etween +.44 and +'.50. : S ' . -

N PSE is also 1nvolved in other natlonal and developmental pro;ects such as |

Applymg Technology in Rural Educat1on (ATIRE), and Pro_lect Step-Up.

. Exemplary Center for Readm g Instructlon

"The goal of ECRI (Reid, 1989) is to 1mprove elementary school »students readmg
ability. This program seeks to improve decodmg, comprehension, and vocabulary Skl]]S
by emphasizing wo_rd recognition, study skills, spelling, penmansh1p, proofing, and
'w.riting skills, leadingto impl'ovement in decoding‘, cotnprenension, and vocabulary.

" ECRI teachers expect all students to excel. The lessons fot ECRI are scripted and
1ncorporate multlsensory and sequentlal methods and strategles of teachmg Ina typlcal
alesson teachers 1ntroduce new concepts in lessons nsmg at least seven methods of

" instruction, teaching‘at least one comprehension skill, one study skill, and one grammar
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or creatnve writing Sklll | Inrtially, students are prompted for answers by teachers As the
students begin to master the information presented fewer and fewer prompts are |
provided and students perform more and more 1ndependently. -
ln one eyaluation of 'ECRI. (Read, 1989),'researc‘hers investigated the effects of
| ECRI on students in Grades 2 through 7 in Morgan County, Tennessee, compared to.
“students in a control group who were usrng a commerc1al readin g program Both groups
were tested usmg the- Stanford Achievement Test reading and comprehensron vocabulary
“sub- tests ECRI students outperformed those in the control group, w1th effect srzes
' ranging from +.48 to +. 90 in reading comprehensron and from +31t0140in -
vocabulary Another evaluation of the effectiveness of ECRI on Latino bllingual students
in Oceanside, California: Killeen, Texas; and Calexico, California (Reid, 1989) showed
- NCE gains that ranged from +6.4 to +25.7. ECRIis used in hundreds of schools
i nationw1de | | | | o B
| Although ECRI has been used mostly asa language -arts program it has also been |

frequently used as an after-school remedlal tutoring program The ECRI after-school

- program began as a remedial tutoring program at Brigham Young Umversrty in Utahto .-

improve the reading. SklllS of special educatlon students and high school students who
were behind in reading. The program currently exists asa readmg clinic, in which future ‘
and current teachers are trained to help students with readin g difficulties usmg the ECRI
method. The main eyaluation of this vprogram randomly assigned high school students

" with readin g difficulties ei‘ther toa control group that provideda generic method of

| reading remediation :(contro:l) or toa treatment group (ECRI), At the end of the school

.year, students in both groups were tested using a standardized test, and results showed




" OERI Paper
that students who had been involved in ECRI made signiﬁcantlygreater gains on the

standardized tests than did students in the control groups.

~ The Imagrnrtrs Learning System
The Imagrnltrs Leamrn g System isa cooperatrve leamrng after-school language
arts program created for students in grades 3-12. The goal of the program rs-to expose
the participantsto .skills'needed for effective and productive leaming, in hopes,that these
will help the partrcrpants develop strong workplace competencres The Imagrnltls
Leamrng System uses a language arts cumculum created at the Unrversrty of Minnesota
(Rogers, 1996) to teach such skrlls as cooperatron team burldrng, and conﬂrct 'resolutron
When schoolsv take on the Imagrnrtrs Learning System, the teachers are provided
with a one- day trarmng program that emphasrzes the pnncrples of cooperative leamrng
‘Students in the program are drvrded into groups by age and grade to work together ina
team to creatrvely construct a book that eventually becomes a portfolro exhrbrtron The
partrcrpants work rndrvrdually on therr own books, as well as collectrvely as a team, to
_ create a class finished product The team members work together and vote on what .
'-should be mcluded or excluded in the process as well as in the ﬁna] product The- -
“teachers are tralned to be coaches who keep scores based on thie process of cooperative .
leamrng as they observe the various teams engage in collaboratlon These scores are .
taken 1nto account at the end of the session when the teachers evaluate the final product |
‘The teachers evaluate the end-products for improvement of the students’ wntrng,
“speaking, listening; and collaborati_ng skills, as well as .for the quality of the process that

the students went.through' while planning the product.

2.
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‘The Imaginitis Learning Systems program has been eyaluated in four sites across
~ the country. The. evaluations given to all of the sites consisted of two parts. The students -
were asked to'respond to two surveys that measured responses toward cooperative
'leamlng and workrng w1th others mastering academrc env1ronments and overall
perceptrons of the student teacher relatlonshlps The second pan of the evaluatlon
, measured the extent to-'which students reported that they would solve problems and
resolve conflicts productively., |

| ‘The four test sites were Lynnwood,VCA; Baltimore, MD, Pennsyl\rania, PA. and
Washington, DC O\’/.eral‘l, the results showed that the lrnaginitis students were
 significantly higher than control students in the areas of academlc self—esteem
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cooperatlon and perceptlons of teacher/student relatronshlps However, as with other
after- school programs, it »lvas dlfﬁcult to malntarn a control group In some cases, the
groups were not evenly matched in others the groups were evenly matched but the
- researchers were unable to gather data for all of the sessions of the program Because the
'1maginitis students were Self-selected, even matched’.’ cannot bé considered equlvalent,
| as the imaginitis students were pre.sumjab'l'y more motrvated; However, when the groups
were evenly matched andthe results were gathered for all sesSions, Imaginitis students
reported more positive results than the non-Irnaginitis students. |

Overall; elementary‘scho_ol and alternative high school students who had been

involved in Imaginitis the previous year were more likely to carry over the effects of the.

program the following year.



