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Abstract

Children who live in foster care are more likelpththeir peers in the general
population to have academic delays, special edutateds, and social-emotional and
behavior problems. Research suggests that a pethh@ducational accommodations
and interventions may help address these need€Jsowt is uncertain to what extent
these accommodations and interventions are roytusad in school districts and how
prepared schools are to deal with the needs adremilin foster care. One hundred and
two school districts across the country were sugdaysing the School Rating Scale for
Children in Foster Care to examine policies and@dores routinely used to address the
needs of children in foster care. Results sughestschool districts engage in several
interventions and accommodations recommended leares for topics regarding
policies and procedures, social-emotional and hieralvinterventions, special education,
homework, and collaboration. The results indicaesignificant positive correlation
between districts’ average policy adherence anghtegence of a written policy;
however, many participants were unaware of théiosktdistrict’'s policies suggesting a

need for professional development.
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Chapter 1: Introduction

In 2011, almost half a million children lived irf@ster care placement in the United
States (United States Administration for Childrexd &amilies 2012). Sixty-five percent of
those children were school-aged which means thatverage 22 children in foster care reside in
each school district (U.S. A.C.F, 2012; NCES, 201®equently, children who are placed in
foster care experience multiple school transitievisch lead to disjointed and inconsistent
educations (Advocates for Children of New York,.|rB)00; Powers & Stotland, 2002; Webb,
Frome, Harden, Baxter, Dowd, & Shin, 2007). Chaldwho live in foster care are more likely
than those in the general population to have acadeéetays, special education needs, and
social-emotional and behavior problems (Choice, m@ifade, Gunther, Downes, Schaldach,
Csiszar, & Austin, 2001; Finkelstein, Wamsley, &rhda, 2002; Scherr, 2009). Research
suggests that a plethora of educational accomnwdaénd interventions may help address these
needs (Choice et al., 2001; Emerson & Lovitt, 20@3rtin & Jackson, 2002; McKellar, 2007);
however, it is uncertain to what extent these acnodations and interventions are routinely
used in school districts and how prepared schaelsoadeal with the needs of children in foster
care.

Children in the foster care system may experienckiple foster care homes in multiple
districts. Advocates for Children of New York (ZDGound that 75% of children in the foster
care system had to change school districts whenwieee placed in foster care. Sixty-five
percent of the participants in the study reported the move occurred during the school year.
Some participants experienced multiple school changthin a school year. Almost one fourth

of the participants reported changing school aitgnmore than once in a school year and 10%



Running head: SCHOOL POLICIES RELATED TO FOSTER AR 11

reported that they experienced more than five dghlacements within a year (Advocates for
Children of New York, Inc., 2000). Powers and &tod (2002) found that half of the youth in
the foster care system experience four or moregdc¢ramsitions throughout their school careers.

With each school transition, the child may losecadional time, academic and social
supports. On average, it takes a student fouxtmenths to adjust to a new school district
(Burley & Halpern, 2001). Research suggests thatia40-50% of this population experience a
delay in enrolliment and 12% of students are del&yedveeks or more (Advocates for Children
of New York, Inc., 2000; Choice et al., 2001). @iftimes, insufficient school and medical
records are responsible for the delay (Advocate€hldren of New York, Inc., 2000). Zetlin,
Weinberg, and Luderer (2004) found that less thanfourth of the student’s academic files
were easily retrievable. For the files that coubd be easily retrieved, on average it took theee t
eight weeks to obtain the files and many of thdss ftill had gaps in important information.
The chances of lost or incomplete academic redomtease with the amount of school
transitions. Gaps in academic records could leaddhild being misplaced in an academic
setting or prevented from receiving accommodatardior interventions (Zetlin et al., 2004).
Once the enrollment hurdle is complete, the childththen adjust to new teachers, classmates,
rules, and curriculum (Vacca, 2008).

Inconsistent and disjointed academic careers leadddemic delays. Research suggests
that three-fourths of the children in foster caeefprm below grade level, averaging grades in
the 60’s or D’s (Finkelstein et al., 2002; ParriBmBois, Delano, Dixon, Webster et al., 2001).
One study found that students in foster care pexdr23 percentile points lower in reading and

28 percentile points lower in math than their peers standardized city-wide achievement test
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(Finkelstein et al., 2002). Studies suggest tB&b ®f the children in foster care were retained at
least one grade level, which is seven times mame their peers and they are half as likely to
graduate high school (Parrish et al., 2001; ScR€09; Zetlin et al., 2004). This information
suggests that children in the foster care systennadesperate need of academic support.

Students in foster care often have additional @noisl that hinder their ability to perform
academically. About one-third of children in fastare receive special education services,
which is three to five times the rate of their ge@dvocates for Children of New York, Inc.,
2000; Choice et gl2001; Vacca, 2008; Scherr, 2009). Choice e2801) found that 46% of
this population displayed social-emotional or bebal problems, 30% had a learning disability,
and 10% had a developmental delay.

Children in foster care receive disjointed educetiand have multiple special education
needs which contribute to poor academic outconsehool districts may address the needs of
this population in different ways. Therefore sitnecessary to investigate practices across the
country to see how schools address these issues.sflidy seeks to examine schools’ ability to
address the needs of children in foster care bgsigating the interpretation and enforcement of
federal laws, and the research-based practicemebuttilized in a nationally representative

sample of school districts across the United Statésnerica.

Chapter Two: Literature Review

Foster Care
The United States Code of Federal Regulations (2BR1) defines foster care as:
24-hour substitute care for children placed awaynftheir parents or guardians

and for whom the State agency has placement aed-esponsibility. This
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includes, but is not limited to, placements in éogamily homes, foster homes of

relatives, group homes, emergency shelters, retsadiéacilities, child care

institutions, and pre-adoptive homes. (81355.20)
In 2011, almost half a million children in the Ustt States lived in a foster care placement. The
average age for children in foster care was 9 yg@ansnths. Fifty-two percent of the children
were males. The ethnic and racial demographicsHibdren in foster care are Caucasian (41%),
African American (27%), or Hispanic (21%) race/edlty, American Indian (2%) and Asian
(1%) (United States Health and Human Services, 012

Most children are placed in foster care becausibuos$e, neglect, parental incarceration,

parental death, or delinquency (Scherr, 2008). mibst common reason for entering foster care
is maltreatment (Staub & Meighan, 2007). In 200%,as estimated that 899,000 children
experienced maltreatment; however, not all casesaltreatment resulted in a foster care
placement. Maltreatment consists of “...physicalsa) neglect or deprivation of necessities,
medical neglect, sexual abuse, psychological ortiemal maltreatment, and other forms
included in State law” (U.S. A.C.F, 2008, p. 112)eglect (68.1%) is reported to be the most
common form of abuse followed by physical abuse%j, sexual abuse (7.6%), and
psychological/emotional abuse (2.2%) (U.S. A.C2B0Q8). Although the average length of stay
in foster care was almost 24 months, great vaitglidl seen. Twenty-six percent of children
stayed in the foster care system less than siximsonfwenty percent remained in the system
after three years. Approximately half of the cheld in foster care reunite with their parents or
primary caretakers, one fifth are adopted, andtent are emancipated. The remaining

children live with other relatives who have guardiaip, change agencies, or run away (U.S.
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A.C.F., 2012). One factor which is highly correldtwvith children returning to live with their
biological parents is the number of parental visitddren receive when they are in foster care
(McKellar, 2007). Parents are often allowed totulseir children while they are in foster care.
Children who are visited by their parents on a viieek biweekly basis display fewer behavior
problems than children whose parents do not stapmtact; however, caretakers report that
behavior problems increase directly after a vigitf their parents but decrease soon after
(McKellar, 2007). Parental visits vary accordionghe type of placement in which the child
resides. Parents are more likely to visit theildcim a kinship care setting (placement with
relatives) than in other foster care placementsildén in group homes or institutions receive
the fewest number of parental visits because tfeasities may be further away than other
foster homes or children in group homes may commm fmore troubled families than their peers

(Barth, 2009).

Types of foster care placementsAs the CFR definition above suggests, there are
several types of foster care placement. Almodtdfahe children (47%) in the foster care
system were placed in non-relative foster care tsoanel approximately one quarter (27%) were
placed in foster care homes with their relativegteen percent lived in a group home or
institution (U.S. A.C.F., 2012).

Roughly, half of the children in foster care livétlwnon-relative or traditional foster care
parents. Although many government agencies attémigep siblings together, one third of
siblings are separated within the first year okeng the foster care system (Linares, Li, Shrout,
Brody, & Pettit, 2007). Children living in non-edive foster care homes are more likely to

experience multiple home placements than are @rildving in relative foster care placements,



Running head: SCHOOL POLICIES RELATED TO FOSTER AR 15

and these transitions may occur several times a($eocates of New York, 2000; McKellar,
2007). Certain foster parents, referred to asafbeutic or specialized foster care placements, are
specifically trained to help children with seversltih or social-emotional problems (McKellar,
2007). Hawkins (as cited in Curtis, Dailey, & Ketid 1999) states that most therapeutic foster
care placements have one or two foster childrentime and the foster care parents are
professionally trained to address the needs of tbsier care children via interventions of
treatments, crisis support, emphasis on educaiwhcollaboration with other professionals.

Relative foster care, or kinship care, allows thiédcto live with his or her extended
family. A child may adjust more easily to living kinship care than in other foster care
placements because the child usually knows thepédrs or she is living with, is able to remain
with siblings, and is able to have more contachwiblogical parents (Barth, Guo, Green, &
McCrae, 2007; McKellar, 2007). Kinship care alsoyides more stability because the child is
more likely to remain in his or her first placemant may even allow the child to attend the
same school if the relative lives within his or heme district (McKellar, 2007). Therefore,
transitions into kinship care tend to be less sfrtgghan transitions into other foster care
placements (Barth et al., 2007; McKellar, 2007).

Group homes and institutions provide the mostictste environment for

children and adolescents in the foster care syst@mpercent of children in the foster care
system live in group homes and 9% live in insting (U.S. A.C.F., 2012). Both group homes
and institutions provide children and adolescerits @xperience intense social-emotional and
behavioral problems with 24 hour supervision anying levels of therapeutic interventions and

both can be specially geared to children and adetgs with particular problems such as
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substance abuse or sexual offences (California irepat of Social Services, n.d.). Group
homes usually house six to eight children at a tiooé may house up to 12. If the placement
houses more than 12 children, it is considerechstitution according to the definition used by
the United States Administration for Children arahfies in theAdoption and Foster Care
Analysis and Reporting Syst¢AFCARS;U.S. A.F.C., 2010a). Children in group homes are
four times more likely to report seeing their bmilcal mothers less than once a month as
compared to children in kinship care and are mi&edyl to have their parents cancel visits than
other foster care placements (Barth, 2002). Tamufation is more likely than children in other
types of foster care placements to be separatedtfieir siblings and change school districts
since it is difficult to find a group home with alable space within the child’s home district.

Physical and mental health characteristics.Children in foster care tend to display
more health issues than their peers. This pojpua¢inds to be shorter and weigh less than their
same age peers, perhaps due to the high rate ohptrdion seen in this population (McKellar,
2007). Children in the foster care system alspldismore untreated acute and chronic illnesses
(McKellar, 2007). One study found that 25% of dhein entering foster care tested positive for
vision problems and 15% tested positive for heapiradplems. More than half the sample
needed referrals for additional medical care artd 2&quired an antibiotic (Chernoff, Combs-
Orme, Risley-Curtiss, & Heisler, 1994). Therefatés important for the school to conduct
routine screenings to ensure medical conditionsad@o untreated.

Research suggests that children in the fostersyamtem are more likely to display social
emotional problems than their peers (Horwitz, Sim&&arrington, 1994; Landsverk, Burns,

Stambuagh, & Reutz, 2006). Landsverk et al. (2@06ducted a meta-analysis which suggests
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that children in the foster care system are fiirees more likely to meet the criteria for a mental
health diagnosis. This population displays a higitevalence rate of PTSD, abuse-related
trauma, ADHD, depression, substance abuse, develajairdisorders, anxiety, oppositional
defiance disorder, and conduct disorder (Horwitzlet1994; Landsverk et al., 2006). Many of
these problems continue into adulthood (Putnam9R0UTherefore, it is important to intervene

early in order to reduce the presence or sevefing mental health problems.

National Laws and Mandates

There are several national laws and mandates vifiicience the way in which schools
address the needs of children in foster care. tDaferences in state laws or vague language,
laws are not always interpreted in a way which s&elpildren in foster care (McNaught, 2005).
Policies and procedures may differ between statdsw national laws impact school districts’
policies on educational decision making, schodiBtg, confidentiality, special education, and
laws specifically created to meet the needs ofiohi in foster care.

Mandated free and appropriate educationlIn the United States, a free and appropriate
education is guaranteed to every child regardléfserr level of needs. By 1918, each state
developed its own laws on compulsory educationm@usory education laws vary from state to
state. However, the common element in all compuyleducation laws is that every child must
receive an education from homeschool or a pubficpghial or private school (Phillips, 2003).
There are national laws which prohibit the exclasib children from public education. Section
504 of the Rehabilitation Act and Individuals wibisabilities Education Act of 2004 (IDEA,
2004) both state that every child in the United&tdnas the right to a free and appropriate public

education. Section 504 of the Rehabilitation iB@n anti-discrimination act which prohibits
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any public organization which receives federal fngdrom discriminating against individuals
who have physical or mental impairments. Sincdip@ghools receive federal funding, public
schools are prohibited from denying a student arc&iibn because of their disability and are
mandated to provide reasonable accommodationsdbistudent (United States Department of
Health and Human Services Office of Civil Right808). IDEA 2004 is a federal mandate
which provides guidelines and funding to help nteetneeds of students who require special
education services, interventions, and accommaugiiopublic schools (IDEA 2004). These
federal statutes which guarantee every studegh& td a free and public education are
commonly referred to as FAPE. IDEA 2004 statedr&e appropriate public education must be
available to all children residing in the stateviestn the ages of 3 and 21" (8§ 300.101a).
Therefore, every child in foster care is guarang@dblic education no matter the roadblocks.

Educational decision maker.Currently, there is no federal law defining who ¢ee
considered a child’s education decision maker.eBuncational decision maker is a person who
has legal authority to make a child’s educatioreisions such as which school to attend and
who can sign permission slips for the child. H thological parent can no longer act as the
educational decision maker, other individuals, sagfoster care parents or child welfare
workers, can be named the educational decision nvelke a specific state statute or court order.
However, laws vary from state to state resultindifferent practices across the country
(McNaught, 2005).

School stability. Many children in the foster care system are fotoechange schools
when they move into a new foster care placemehts [ack of school stability is a problem for

many children in foster care, because it causgsinlisd and inconsistent education and hinders
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the child’s ability to keep and maintain social seations. The McKinney-Vento Homeless
Education Act (2001) requires schools in statestvhiccept grant funding to provide education
to children without stable home environments. WoKinney-Vento Act was originally passed
in 1987 and was reauthorized in 2001 in No Chilé& Behind (8 1031). The McKinney-Vento
Act was designed to increase school stability foldcen who are homeless by allowing the
children to remain in their previous school evetnd child has moved out of the district
(Julianelle, 2008). The act allows students toai@enm their school of origin if it is of best
interest to the child. The act requires schodridits to provide transportation between the
school of origin and the child’s current addrebtcKinney-Vento Act also allows students to
attend school provisionally without immunizatiordaaducational records once the school can
verify the child’s grade level. The current schsolequired to follow-up on receiving the
child’s records, but the student does not lose tmezhool. McKinney-Vento Act programs can
also provide the child with immediate access tmstbupplies, clothing, free school meals,
tutoring, counseling, and special education sesv{dalianelle, 2008).

Although McKinney-Vento Act is a federal law, indival states may interpret it
differently. The definition of “homeless childrand youths” includes “children awaiting foster
care placement” (McNaught, 2005). However, theénitedn fails to define what “children
awaiting foster care” means. Some states intexgridie statement more broadly to include all
out-of-home placements, while other states intégdréhe definition as simply a “temporary,
emergency, or transitional placement” (Julianél@)8, p.31).

Confidentiality. Confidentiality is frequently cited as a hurdlesgnding information to

new districts, collaborating with outside agenceey] revealing the foster care status to school
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personnel (Choice et al., 2001; Finkelstein et2lQ2; Vacca, 2008). Confidentiality is
important because it protects the privacy of thelant, avoids embarrassment for the child and
preserves his or her dignity; however, sharingnf@mation may help protect the child from
harm, ensure he or she receives the services nemtttdnable agencies to work together to
support the child (McNaught, 2005).

The Family Education Rights and Privacy Act (FERRB09) was originally passed in
1974 in order to protect the privacy of childrem damilies. Specifically, FERPA prevents
educational records from being released to othen@gs without consent, provides parental
access to the child’s educational records and piperdunity to contest any information
contained in that record (McNaught, 2005). FERRAres educational records as records held
by the school or institution which are directlyateld to the student (FERPA, 2009).

Schools and agencies gain access to educatiomatiseirom written parental consent or
consent if student is over 18 years old, or onthefFERPA exceptions. FERPA defines parent
as “a natural parent, a guardian, or an individwdihg as a parent in the absence of a parent or a
guardian” (FERPA, 2009, 899.3). However, the lasfto define “absence of a parent.”
Therefore, social workers or foster care parentg achas a parent to request records for their
client (McNaught, 2005). FERPA includes severaegtions which may also help to share
needed information among parties. Oral informatibout personal observations or knowledge
from sources other than the educational recorda@reovered in the definition. Therefore, oral
information can be passed along to those indiveluddo need to know information about the
student without violating FERPA regulations. FER&Mws information without consent to be

shared among professionals at school who havetariate educational interest and the officials
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of another school where the student “seeks or dg#t¢o enroll” (FERPA, 2009, §99. 31).
Therefore, new school districts and social workard/or foster parents who are acting as parents
should have access to the foster child’s educdti@eards without requiring consent from the
biological parents.

The Child Abuse Prevention and Treatment Act (CAPZ@03) was designed to provide
guidelines for child protection agencies. This fa®@vents sharing information about the
specific circumstance which resulted in the chiéthlg placed in foster care. However, states
can authorize the sharing of this information with school system (McNaught, 2005).
Therefore, educators may know that the child isare but the state may deny the school
information about the circumstances leading toil'shplacement in foster care.

Special education.Many children in foster care require special edocaservices. The
Individuals with Disabilities Education Act of 20QDEA, 2004) is a federal law which
provides states with federal funds to ensure thiddiren with disabilities receive a free,
appropriate, public education in the least restecénvironment. IDEA provides its own
guidelines for who can give consent for a childdsessment and placement in special education.
IDEA states that parental permission is requirgdasessment and change of placement. IDEA
defines parent as a biological or adoptive parefister parent, a guardian chosen to act as the
child’s parent, or an individual acting in placeapparent such as a grandparent or a surrogate
parent (IDEA, 2004, §602.23). However, the defomtincludes exceptions for differing state
laws, some of which prohibit foster care parentgfiacting as a parent (IDEA, 2004, §602.23).

Another issue that arises is that many foster pat@m@ not familiar with the process and laws
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governing special education. Therefore, they naak the appropriate knowledge required to
get the foster child the services he or she naddbléught, 2005).

If the child is a ward of the state, a judge capaapt a surrogate parent to make
decisions on behalf of the child regarding ideaéfion, assessment, and placement (IDEA, 2004
8300.519). A child is considered a ward of theestlathe child’s biological parents cannot be
identified, and the child has no legal guardiafoster care parent. The surrogate parent should
be appointed no later than 30 days after the amreides that one is necessary (McNaught,
2005). If the foster parent is appointed as aogate parent and the child is moved to another
foster care home, another educational surrogat¢ loeusppointed. This especially applies to
children in foster care who live in institutionschese they do not have foster care parents.
Caseworkers, school, and group home employees (ofamgom work for the state) cannot
serve as surrogate parents because of a possiffleicof interest. However, some states make
exceptions for group home employees if no confifanterest is apparent (Godsoe, 2000). No
matter who is appointed the child’s educationaiglen maker, all parties can advocate on
behalf of the child. Social workers, foster caaegmts, and group home employees can all
participate in the Individualized Education ProgrdEP) process if they have the permission of
the parents and/or the school (Godsoe, 2000).

Foster care law. The Fostering Connections to Success and Inaorgdsioptions Act of
2008 (H.R. 86893) is a law which is designed t@stlidents in foster care maintain
connections with their family and school. The lanavides federal funding to kinship care
parents in order to increase the number of chileriea live with their relatives. The law also

allocates funding for the school district to tramgpgchildren in foster care to their old school
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district if they currently live outside the distrievhich increases the stability of a child’s
education. States are also required to make “nedde efforts” to place children in foster care
with their siblings, unless one of the siblinggislanger of harming the other. Siblings who are
separated from each other are to be provided wetjuent interactions. Finally, the act provides
funds to help increase adoptions especially foeodthildren and children with special needs
(Stoltzfus, 2008).

The Fostering Success in Education Act is a biltently in Congress (2012). This act is
intended to ensure that children in foster caregaténg the education they deserve. The bill
addresses the need to collaborate between weljareces and present, past, and future school
districts regarding school stability, attendance mformation sharing (8 2801.3). This act
requires that school districts allow a child inteyscare, who has moved out of the district to
remain in his or her previous district if it istime best interest of the child. A school district
would have to provide transportation for the studemmo may live an hour away. A foster care
liaison for the school must be appointed in ordegrisure the fidelity of the implementation. As
of July 28, 2010, this bill was introduced in btile House of Representatives and the Senate,
but did not pass. It was reintroduced in May 2(UliBrary of Congress, 2012).

The United States government instituted the Chldl Bamily Service Reviews (CFSR)
to help address the needs of children in fostex.c@FSRs review all of the states’ welfare
systems in order to ensure the state is meetingdheational needs of children in foster care
(U.S. A.C.F., 2010). Almost half of the stategpthged problems with proving appropriate
educational services. Twenty-one states displayedlems with multiple school transitions

(Christian, 2003). Nineteen states were repoxdtht/e problems retrieving educational records
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or not providing educational records to foster garents (McNaught, 2005). Fourteen states
did not provide appropriate educational advocaieselve states were documented as having
problems with collaboration between schools anaheigs. Five states failed to adequately
address attendance, tardiness, and truancy. $tatescored high on the CFSR made
educational needs a priority for child welfare ages, displayed high levels of collaboration
between schools and agencies, and had strong dads@al educational decision makers
(Christianson, 2003). Ten states were found teeelhdequately to practices which benefit
children in foster care in the school setting.

Laws impacting schools’ processes of addressingélees of children in foster care are
complex. Many Federal laws are unclear or incoristéth previous laws. Each state may have
its own laws that impact the interpretation of teeéeral laws. Oftentimes, schools receive a
financial incentive for adopting federal laws; hawg schools may opt out of receiving funding.
Page (1980) stated

Education law is one thing; educational actionugejanother. Between the two
events, the passing of law and the behavior of@¢chaust occur a chain of events: The
interpretation of the law in terms of practice; gtedy of the feasibility of the
interpretation; the successive adjustments, re@gaons, retraining, and redesigning of

administrative procedures; the self-monitoring egqbrting. (p. 423)

Although the U. S. government tries to addressstees of children in foster care, many schools
are not instituting these policies and procedunaswill foster the educational success of this

population (McNaught, 2005).
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School Policies and Procedures

Children in foster care have lower standardizetidesres, higher rates of
repeating grades and are less likely to graduate ttieir peers (Finkelstein et al., 2002; Parrish
et al., 2001). Schools are in a unique positioch@ange a child’s future by providing their
students with academic, social-emotional, and biehakills. Research suggests that schools
are naive or neglectful of the needs of childrefoster care (Advocates for Children of New
York, Inc., 2000; Finkelstein et al., 2002). Sclsamay be able to benefit from intervention
strategies regarding enrollment, placement, atterelaand confidentiality regarding foster care
status, social development, discipline, homeworntal health services, teaching executive
planning skills, and intra-agency collaboration.

Enrollment, placement, and attendance.Several studies suggest that enrollment
procedures delay children in foster care from stgréchool in their new district (Advocates for
Children of New York, Inc., 2000; Choice et al. 020 Finkelstein et al., 2002; Powers &
Stotland, 2002). The Advocates for Children of Néavk, Inc. (2000) researched school
districts in New York City to investigate how thagidress this population’s needs. The study
reported several problems with the enroliment pgeceOne of the main problems that delayed
enrollment for these children is incomplete or fifisient school records (Advocates for
Children of New York, Inc., 2000). Eighty percaritsocial workers in this study reported that
their clients experienced a delay in enrollmenticwhhey attributed to missing school and
immunization records. Over half of those clieneyevdelayed two weeks to one month
(Advocates for Children of New York, Inc., 2000hnother study in Pennsylvania found similar

results (Powers & Stotland, 2002). Social workemorted that more than half of their clients
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experienced delays greater than a week and oveguaréer experienced delays between two
weeks to one month. Children who live in groupdogare homes experienced a longer delay
than children who lived in traditional foster céy@mes. Children with special needs also
experienced a longer delay in enrollment than caildvho did not require special education
interventions and accommodations (Powers & Stotl26a2).

Schools require different information in order to@l students. One study found that of
the 61 school districts sampled 93% required imzation records, 76.6% required a birth
certificate, 66% required educational records, @d8tired court orders, 54% required
Individualized Education Programs (IEP) or Indivadimed Family Service Plans (IFSP), 26%
required psychiatric evaluations, and 11.4% reglumelogical parents’ signatures.

Additionally, some schools required custody formesrf the foster care parents, agency
placement forms, proof of residency for the fostme parents, and face-to-face meetings
(Powers & Stotland, 2002). Even one piece of mggiformation can delay enrollment in
some districts, which makes it clear why so marnidodn’s enrollment is delayed.

Research suggests several strategies to decreageldly in enrollment and the resulting
educational gap. Increased collaboration betwekads may help speed up the enroliment
process. Choice et al. (2001) suggested that &chway exercise stricter confidentiality policies
than laws require which may slow down the abilgyreinsfer records from one school to the
next. If schools are still unable to obtain thguieed records, schools could offer school or
home-based tutoring services for children. PoweadsStotland (2002) found that about 10% of
the districts surveyed offered home-bound instamctiSome private agencies have also

provided similar accommodations to address thiblpro.
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Problems may arise if the child is enrolled withthe proper records. The child may be
assigned to the wrong placement or may not redbvspecial education services he or she
needs (Choice et al., 2001). A child’s IEP maymwimplemented until the proper records are
retrieved or until the child is reassessed by #& achool district (Zetlin, Weinberg, & Luderer,
2004). If the child has to change classrooms,righe experiences yet another transition into a
new classroom and must once again adjust to aeashér, set of rules, and peer group.

Care providers may takdaissez-faireattitude towards school especially for children in
group homes, which results in truancy and poondtiace (Martin & Jackson, 2002). This may
be due to a shared responsibility because seveoalg care for the child or for a lack of focus
on education. The lack of attendance may comptumg@revious attendance gaps and delays in
enrollment. Therefore, school personnel shoulekeekpegular attendance from the child, yet be
sensitive to court dates, parent visitations, celing visits, and meetings with social workers
(Finkelstein et al., 2002; Vacca, 2008).

Two programs currently exist to address these probi the Health and Educational
Passport and the Educational Liaison Model (Bugldyalpern, 2001; Zetlin et al., 2006). The
Health and Educational Passport, a program mandgtéte state of Washington, requires an
ongoing record of important information be keptdbildren in the foster care system. The
passport contains the child’s important informatiegarding medical (including immunization
records), dental, educational, psychological arithb®ral problems. The educational portion
contains information regarding the child’s gradeelepast school placements, start and end
dates for a child’s IEP, a school contact persaha@mulative grade point average (Burley &

Halpern, 2001). The Educational Liaison Model jieg a liaison specially trained to work with
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case workers and school districts to solve anydatetated problems. Educational liaisons help
address obtaining a child’s school records, refasalschool district to enroll a child, unfair
denial of special education services, inappropsateol placements, and inappropriate
suspension. One study found having an educati@sdn improved standardized reading and
math scores (Zetlin et al., 2006).

Knowledge of foster care statusResearch suggests that not all teachers are afvare o
their students’ status in the foster care systecalree of varying degrees of confidentiality
practiced at the school (Choice et al., 2001; Va20688). Teachers in small or rural
communities may be aware of which families in theaacare for children in foster care, and
therefore are able to informally identify which lclien are in the foster care system. Some
teachers also reported discovering the studeratasvia paperwork indicating the child’s
guardians or a school-based social worker (Ped8R0However, if teachers know that children
are in the foster care system, they should onlgakthe information on a need to know basis
(Martin & Jackson, 2002; McKellar, 2007).

Foster care parents and children may be hesdadentify themselves because they may
fear being stigmatized. Many children are hesitariét their peers know that they are in foster
care and may even be reluctant to become closeais pecause they fear that they may be
found out (Finkelstein et al., 2002). School systenay also spend less time and resources on
children who may be transferred to another dissincirtly. Schools may falsely believe that the
children are a fiscal responsibility of their hodistrict and, therefore, not wish to utilize

resources on them (Finkelstein et al., 2002).
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Research suggests that some teachers may haveraegateotypes of children in the
foster care system (Finkelstein et al., 2002; MagtiJackson, 2002; Powers & Stotland, 2004).
Teachers may label children in the foster careesysts behavior problems or expect them to
have lower intelligence levels than their peersrtiia& Jackson, 2002; Powers & Stotland,
2004). Many children in the foster care systeraally have low self-esteem, which may be
exacerbated by negative stereotypes such as tHestn & Jackson, 2002). Despite the
possible discrimination, students might benefihdir teachers are aware of their status in the
system (Martin & Jackson, 2002). One study fourad three-fourths of the children in foster
care interviewed stated that they would have likexte support from their teachers (Martin &
Jackson, 2002). Therefore, these children may fodkachers to be educators, role models, and
mentors because they lack the parental suppodrehilwho live with their family of origin
receive. Teachers may be more supportive of thd iflthey are aware that he or she requires
extra social-emotional support.

Teachers reported mixed views of foster care parg@hkelstein et al., 2002; Peck,
2008; Powers & Stotland, 2004). Many teacher®dtttiat foster care parents are not as
invested in the child’s education as biologicalgrais; some teachers even suggested that the
foster care parents were only “in it for the monéyeck, 2008, p. 22). Some teachers criticized
the foster care parents for taking care of too n@mlgren, not taking responsibility for the
child’s grades or behavior, not dressing the caggdropriately, and not providing a structured
environment (Finkelstein et al., 2002). Howeveheo teachers reported that foster care parents
were very involved in their foster child’s educati@ttending several meetings and keeping open

lines of communication regarding the child’s pragéPeck, 2008).
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Teachers may be unaware of the problems whichremloh foster care face and may not
understand the unique needs of children in carek(”2008). One study suggested that teachers
might be reluctant to admit that children in caseédndifferent needs than their peers (Finkelstein
et al., 2002). Some teachers reported that chiloiréoster care shared the same problems as the
rest of the population regarding dysfunctional fieasj poverty, and abuse. However when
teachers were interviewed they were able to recaltiemic, behavioral, emotional and social
problems of their students who were in the foséee system. Other teachers were able to
identify that children in foster care may have waaeeds that result from transitions and lack of
adult investment, particularly that of the fostareparents (Finkelstein et al., 2002; Peck, 2008).
This information suggests that educating teacheositathe foster care system and interventions
may benefit children who are currently in fosterec@Martin & Jackson, 2002). An example of
a teacher training program which might heljgrglless Dreams 10 hour curriculum which
educates teachers on strategies to use with childr®ster care (Casey Family Programs,
2005). Teachers may view children in foster caffer@ntly and be more prepared to address
their unique needs with the proper training.

Social developmentMany children who are in foster care lack theigbib make
meaningful relationships with their peers (Emer&drovitt, 2003). Research suggests that
children who were physically abused are more likeljpe avoided, isolated, or rejected by their
peers when compared with children who were notighilg abused. This may result from the
fact that children who have a history of physidalise display higher levels of aggressive

behavior than their peers (Rogosh, Cicchetti, & AB895).
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However, many children in the foster care systemtw@fit in with their peers and
appear “normal” (Finkelstein et al., 2002; MartinJ&ckson, 2002). Teachers may be able to
help children develop friendships with other studerClayton (1998) provided suggestions for
helping students who transfer into the district 1ycr to adjust. Teachers can prepare their
class ahead of time by having the students bramsto role play about how to make a new
student feel welcome or how to teach them the rofidlse class. Teachers could pair a newly
enrolled student with a current student who hasaded social skills for a few days to help the
new student adjust to the school. The teachedqmpare the buddy by reminding him or her
about some of the important things to explain ®riew student. The buddy could help the
student learn the new rules, sit with him or hduath, and introduce them to new students.
Teachers could return to some of the beginning@fyear activities such as having the students
wear nametags, playing name games (e.g., havenssudigme their names with something they
like), or making a class book to share with the séwdent. Other strategies to help students
develop peer relations are utilizing cooperatianeng exercises and group work, or
recommending students who need additional helparabkskills for a social skills group
(Emerson & Lovitt, 2003; McKellar, 2007).

Children in foster care should also be encouraggtticipate in after-school clubs and
activities, which would connect them with childneho have similar interests to themselves
(Martin & Jackson, 2002; Vacca, 2008; White, 2008)hite (2005) found that participation in
extra-curricular activities was positively corr@dtwith academic achievement. However,

White cautions that fees might prevent childremfimecoming involved in activities and schools
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should consider waiving fees or finding alternatiweans of funding so that the children can still
benefit from the social interactions (2005).

Teachers can also help develop social skills bynating a relationship with a child in
foster care. Grothberg (1995) stated that conmgd¢ti an adult, especially one the child views as
a role model, promotes resiliency, or the abilityecover from difficult situations. Finkelstein,
Wamsley, and Miranda (2002) interviewed twenty-foveldren in the New York City foster care
system. Three-fourths of the children they intewed stated that they developed a positive
relationship with at least one member of the sclstadf; many of the children stated that those
relationships were some of the most meaningfuh@irtives. The students reported that respect
and trust were the primary reason why such asgtreationship developed.

Behavior and discipline. Children in the foster care system, especialbgéhwho have
experienced maltreatment, are three times morby ltkeexperience discipline problems at
school than are their peers (Eckenrode, Laird, &$)d993; Scherr, 2009). This population
would benefit from a structured environment whicbrpotes consistency that is often lacking in
their lives (Finkelstein et al., 2002; McKellar,®Q Scherr, 2009). Teachers need to orient new
students to the classroom and set clear expecsdtomoth academic success and behavior
(McKellar, 2007; Vacca, 2008).

Children in the foster care system may not respegltito punishment and planned
ignoring. If the child was maltreated, he or sheyrdisplay an extreme response to the
punishment. Research suggests that children wi® daistory of physical abuse display more
physical aggression than children who were planddster care for neglect or sexual abuse

(Eckenrode et al., 1993). Therefore, children whperienced physical abuse may react in a
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physical manner to punishments, especially corgmralshments. Ignoring the child’s negative
behavior may also be ineffective because it magedle child to escalate his or her behaviors
to dangerous levels, especially for a child wholeesn previously neglected (McKellar, 2007).

It is important that clear rules are provided aoitbfved with natural and logical
consequences that are consistently reinforced (MaK2007). Oftentimes, children in foster
care will blame their teacher or other studentgHeir behavior problems instead of taking
responsibility for their own actions (Finkelsteinad, 2002). Providing natural and logical
consequences with clear explanations for the caluge consequences may help the child to
take responsibility for his or her actions (e.g@¢éuse you choose to push over the desk, you
need to clean it up). Oftentimes, suspension arkjoulsion are utilized to address these
problems; however, both these methods remove ehiliitom the classroom which may further
delay their educational progress (Scherr, 200@)ceschildren in the foster care system react
differently to punishment than do their peers, gsmditional methods of discipline may not be
effective; therefore, it is important to providesfiove behavioral supports when necessary to
address these issues (Finkelstein et al., 2002;eMiak 2007; Scherr, 2009). Functional
behavioral assessments and behavioral interveplsors should be used to help decipher the
cause of the behavior and appropriate ways to neathegbehavior (Scherr, 2009).

Homework. Homework may be difficult for children who liva a foster care home.
Teachers should also be sensitive to the emotgiatd of children in foster care and may need
to modify some homework assignments regarding fahtdpics such as family trees, personal
histories, and Mother’s and Father’'s Day assigns@amerson & Lovitt, 2003). It is also

important to ensure that children know how to dgrthomework assignments before they leave
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school because they might not always have accesdults to help them with their homework,
especially in group homes (Emerson & Lovitt, 200@rtin & Jackson, 2002). The employees
at the group home may not have the education nagesshelp with the homework or may not
have time to help every child residing at the hdMartin & Jackson, 2002). Children may
benefit from a resource room or access to a totbetp with homework, if the foster care
parents or group home employees are unable to (l0etin & Weinberg, 2004). Foster Youth
Services (2010) found that 74% of students whoivedeone month of tutoring displayed at
least one month of academic progress. On avesag#ents gained four months of academic
progress for every one month of tutoring. Thi®rmiation indicates that students in foster care
may be able to counteract their academic gaps ghrautoring services.

Mental health services. As stated above, children in foster care displalethora of
mental health issues (Horwitz, Simms, and Farringi®94; Landsverk, Burns, Stambuagh, &
Reutz, 2006). Schools can address these ment#h kkeacerns in a number of ways. A
national study of over 2000 schools suggests th# 8f schools in the United States allow all of
their students to access school-based counselngea® regardless of having a disability
(Foster, Rollefson, Doksum, Noonan, Robinson, &ffgR005). School counselors,
psychologists, nurses, and social workers are & stommon mental health service providers
in a school. Additionally, almost half of the sohdistricts in the U.S. have a contract or formal
agreements with outside mental health providersh sis county mental health clinics, some of
which provide services in the school. Schoolsmavide a variety of mental health services to
their students such as individual counseling (75f@up counseling (66%), and family support

services (58%). Since children in foster careldismore mental health problems than their
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peers, access to school-based mental health sewadd prove beneficial (Landsverk et al.,
2006).

Executive skills and future planning. Children in foster care would greatly benefit
from learning executive skills such as problem sgyorganization, goal setting, and self-
advocacy (Emerson & Lovitt, 2003; Martin & Jacks@002; McKellar, 2007; Vacca, 2008).
Children in foster care experience many transitespecially regarding home, school, and
service providers. Although all children may betebdbm learning executive skills, children in
foster care may benefit more because childrenra ey lack a stable parental figure to teach
them those skills. Learning executive functionskgls may help children to adjust to new
placements and become more self-reliant insteaeénding on adults for help. School
personnel should help children set small, attamgbhls, which will help the student become
more self-sufficient and plan for future transisafEmerson & Lovitt, 2003). Only half of
children in foster care receive their high schaplaimas as compared to over 80% of their peers.
However, McMillen et al. (2003) found that 70%stéidents in foster care aspire to attend
college. School counselors and teachers shoupddtetlents to set and attain long-term goals
such as completing their high school educatiorgiv@g professional training, or pursuing
higher education (Emerson & Lovitt, 2003; McKellaf07; Vacca, 2008). Children in foster
care may lack consistency in professional and pareare and, therefore, may not have adults
to advocate for them. Teachers should help traests advocate for themselves. This will help
students to gain independence and receive thecesrand accommodations they need in the

future (Emerson, & Lovitt, 2003).
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Special education.Children in the foster care system are more litelgeed special
education services than their peers (Scherr, 20@3b, Frome, Harden, Baxter, Dowd, & Shin,
2007). The United States Department of Educagponts that roughly 14% of children ages 3-
21 have a disability (U.S. NCES, 2009a). Scheb0@ conducted a meta-analysis, which
suggested that 31% of students in foster carefgdali special education services, a figure well
above the national average. The increased presafen special education services may be
partially accounted for by the high number of cteldin the foster care system who display
behavioral and social-emotional problems. Weldd.g2007) found that 23% qualified for
special education due to behavioral problems. dél in the child welfare system who live in
an urban environment were more likely to need spp@clucation services than children in the
system who live in a suburban or rural environn{&¥ébb et al., 2007).

However, receiving special education services énsithool district may provide yet
another barrier to receiving adequate educatiorcN@dght, 2005; Powers & Stotland, 2002).
Half of the caseworkers interviewed reported thatrtclients frequently did not receive the
special education services they required (Advodate€hildren of New York, Inc., 2000).
Webb et al. (2007) found that 57.7 % of childr@entifiedas needing special services by their
study did not receive them after 12-18 months. eNisthree percent of those children who were
identified as needing services by the study aneweferred by their caseworkeeceived them.
This suggests that when caseworkers refer thentslifor special education services, they are
more likely to receive them. Therefore, a failtoeefer the child for services prevents the child
from obtaining the special education services h&herrequires. Referral for an initial

assessment can occur by a parent or public agencgimply requires notifying the Committee
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on Special Education (CSE; IDEA, 2004 §8303.301her€fore, teachers, foster care parents, and
case workers can all refer a child for an assessndthough caseworkers can be involved in
referring a child, many caseworkers are not. THeokates for the Children of New York
(2000) found that over one-third of the caseworketerviewed stated that they are not routinely
involved in referring their clients for special @@dtion services and only 38% were familiar with
special education laws. Therefore, a lack of kmolgke about special education laws may
negatively impact social workers’ abilities to adate for their clients with special needs.

County agencies and mental health providers ciitiadal problems related to obtaining
special education services. County agencieslotéalowing roadblocks: parental consent,
appointing surrogate parents, psychological evalnat obtaining reevaluations and revisions to
IEPSs, and obtaining a child’s IEP (Powers & Stalla?002). Parental consent is required in
order to begin the special education process (IRB@4 § 614 a). Consent may be difficult to
obtain, especially if the school is not sure whe tiee authority to provide parental consent
(McNaught, 2005). Once a school and/or court decigho can make the educational decisions
for the child and consent is received, the schatidt has sixty days to determine the
educational needs of the child, unless state |pa&sify other time limits (IDEA 2004 § 614 a).
However, sixty days can be a long time in a foskald’s life. He or she may become used to
one teacher or peer group, and then have to bednoieanother class if the IEP warrants a
change in placement.

Children in foster care may be over identified [acpd in a more restrictive setting than
required. The child must be identified as havirdisability in order to receive IDEA funding

for the services the child receives. Thereforehid may be falsely identified as having a
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disability in order to receive services he or sheds but are unable to obtain without an IEP.
The child is supposed to be placed in the leasticBge environment necessary to meet the
child’s needs. Children in foster care may alsplaeed in a more restrictive setting than their
needs require, especially those with special nebtdene study, 60% of private service
providers and county agencies reported that cimldrdoster care who have special needs are
more likely to be placed in a more restrictiveisgtthan their peers who need special education
services (Powers & Stotland, 2002). Children wiie in a foster care setting and have an IEP
are more likely to be placed in a more restricie#ing such as a group home or residential
treatment center than children in foster care whoat have an IEP (Godsoe, 2000). However,
this occurrence might correlate with the fact tihainy students in foster care qualify for an IEP
due to social-emotional and behavioral problemslib\Vet al., 2007).

It is also important to ensure that the studeriR is being implemented with fidelity.
White, Carrington, Freeman (as cited in NationalrMiflg Group on Foster Care and Education,
2006) found that 39% of children in foster care Hads, but only 16% were receiving special
education services. Therefore, it is important #ilgparties that work with the child advocate
for them to ensure that the students are actuadlgiving the services specified on their IEPs.

A child may enter his or her new school districthwan IEP from his or her old school.
However, a child in foster care may experience ¢éorelays in enrollment because the current
school may have difficulty obtaining the child’sRErom his or her past school (Powers &
Stotland, 2002). In the event that the child alyelaas an IEP when he or she enters a school
district, then the current school must providedhid with comparable services to his or her old

IEP. In the instance that the new school doedimdthe old IEP adequate, the school has sixty
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days to conduct its assessments for a new IEP (Mghta2005). These 60 day periods do add
up, especially if the child changes school disdrioultiple times within the school year.

Collaboration. Children in the foster care system have multied@eeds, which are
often addressed by several parties within the fastee and school systems. Children in foster
care may have social workers, and/or caseworkarsngs, foster-parents, clinical service
providers, mentors and advocates who must workhegén order to meet the needs of the
child. However, oftentimes these parties do natkveollaboratively to address the needs of
whole children. For example, upon being intervidweaany social workers stated that their
main concern was the child’s safety, not educatioerefore education was solely viewed as the
responsibility of the school system (Choice et200Q1). Since education is a vital component of
a child’s development, communication should bel#istaed among the school, foster care
system, and foster parents in order to maximizextfaglemic progress or support services the
child receives.

It is important for the school to communicate watitial services. Sometimes, red tape
established to maintain confidentiality hinders #éibdity to pass information from the school
system to social services and vice versa, espgdidiose laws are misinterpreted. Oftentimes
schools cannot obtain information about the child&ory, which may help teachers, and other
school personnel address academic and behaviatalepns (Choice et al., 2001). In turn, social
workers report that they have difficulty obtainirgport cards from school, and thus do not have
an accurate view of the child’s academic progreégsglstein et al., 2002). However, social
workers agree that opening the lines of commurooatiith the school system will benefit the

child (Choice et al., 2001; Finkelstein et al., 2D0Therefore, both parties should become
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familiar with the limits of confidentiality and stewuseful information with the collaborating
parties (Choice et al., 2001). The school sholdd e@ommunicate with foster parents.
However, some foster care parents may be moreted/@s their foster child’s educational
process than other foster parents. Kinship fqsteents are more likely than other foster parents
to take an interest in their foster child’s acadeathievement (Finkelstein et al., 2002). Many
foster parents stated that most of the contact laelywith the school was due to discipline, not
educational problems. Foster parents rarely redanitiating communication with school
personnel, but would respond to the school whey wese contacted. The study found that
several foster parents were not fully aware ofrtfester child’s academic performance, which
may contribute to foster parents not helping whih ¢hild’s homework (Finkelstein et al., 2002).
Many foster parents in this study stated that tfeester children discussed problems related to
teachers or peers and not problems with their amede Therefore, it is important for school
personnel to initiate and maintain contact withidoparents in order to ensure that everyone has
an accurate view on the child’s academic progressefson & Lovitt, 2003; Finkelstein,
McKellar, 2007; Wamsley, & Miranda, 2002).
Conclusion

Many studies suggest thettildren in foster care are not receiving apprdpreducations.
Several previous studies have documented commaokbhsed problems and solutions.
However, many of those studies assessed only ateeata time and most provided qualitative
not quantitative data (Advocates of New York, 200@pice et al., 2001; Finkelstein et al.,
2002). The federal government has enacted selesvalintended to address these issues.

However, those laws may not be adequately helgiidren in the foster care system due to
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individual state laws and different interpretatighkNaught, 2005). Although CFSR reviews
the progress of states, it is important to enshaeinhdividual schools are actually following
federal and state laws and utilizing research-basatkegies to address the needs of children in
foster care. Several studies have researchedfdudiveeness of strategies to improve the
educational outcome of children in foster care (PY3010; White, 2005; Zetlin et al., 2006).

The purpose of the current study is to investigatat research based practices are implemented
to ensure that children in foster care are recgiaim adequate education. Specifically, this study
seeks to answer the following research questions:

1.) Are districts’ policies and procedures routinelpgirced in a manner which addresses the
roadblocks commonly found for children in fostereceegarding enrollment,
confidentiality status, placement and attendance?

2.) Do schools and teachers address the social-embéinddehavioral needs of children in
foster care?

3.) Do schools and/or teachers provide additional avaxlsupport or alternative
assignments for children without an IEP who arfoster care, if necessary?

4.) Are children in foster care with special needs irg¢og the services necessary within the
timelines specified by IDEA?

5.) To what extent do schools consistently collabovatk foster parents and caseworkers?

6.) Do schools’ written policies reflect the practicehools use to address the needs of

children in foster care?
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Chapter 3: Method

Participants

The National Center for Education Statistics 20082database provided information
from districts across the country in order to d@iee if they were eligible to participate in the
study. The following criteria were used in ordeistlect districts for the study: the district must
meet the NCES definition of a district, must beal@t in one of the 50 States or the District of
Columbia, must have contained grades pre-kindexgan kindergarten up to grade 8 or higher,
and enrolled 100 or more students. NCES (2010&)etea school district as a “locally
governed agency responsible for providing free ipiddementary or secondary education;
includes independent school districts and thoseateaa dependent segment of a local
government such as a city or county” (District Typara.18). According to the National Center
for Education Statistics, 10,842 school districts the criteria stated above. The total number
of students in these districts was 38,016,661.

All 10,842 school districts were placed in truedam number generator from
Random.org (2010). Districts were weighted byltotamber of students in order to represent
the NCES census. The randomly selected distriete wontacted for participation in the study.
If a school district was selected twice, an altegrszhool district was selected to ensure that
multiple parties from the same district did not gdete the survey. Likewise, if the district
could not be reached or did not wish to participatine study, additional schools were
randomly selected as replacements using the saitt@dnas previously described. The
respondents were identified by the school secretamhe person most familiar with working

with the foster care population in the school distrRespondents consisted of counselors,
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McKinney-Vento Representatives, principals, schasylchologists, social workers, special
education chairs, superintendents, family-servamdinators, and home- school liaisons.

One hundred and sixty people agreed to completsuhey; however, only 126 started
the survey and only 102 participants completedsthrgey. Therefore, only about 63%o0f those
who agreed to complete the survey actually did #@cording to the Creative Research Systems
Sample Size Calculator (2009), a sample size ali§ticts provides a 95% confidence level
with a 10% confidence interval. Therefore, the gienobtained provides at least a 95%
confidence level.

Table 1 summarizes the positions of the particgpamespondents worked in the
following positions: social worker (24.5%), speaaucation chair (16.7%), school psychologist
(15.7%), counselor (11.8%), McKinney-Vento Reprégeve (6.9%), principal (2. 9%), and
other (21.6%). Thethercategory consisted of job titles such as supeard#nt, family-service
coordinator, and home-school liaison. The majasftparticipants worked over 10 years in the
districts. Eighteen percent reported that theykediin their district less than 5 years. Almost
20% of participants indicated that thegver(3%) orrarely (19 %) worked with children in
foster care. Twenty-five percent reported thay tihequentlywork with the foster care
population. The majority of participants (59.8%jported that they hateverreceived any

professional development or formal training on wogkspecifically with this population.

Measures
The School Rating Scale for Children in FostereGQ&RS-CFC) was created to obtain
information regarding the way in which schools &sdrthe needs of children in foster care (see

Appendix A). The SRS-CFC was constructed by examgiresearch regarding school-based
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practices for children in the foster care systeM3F, 2010; White, 2005; Zetlin, Weinberg, &
Shea, 2006). The SRS-CFC consists of 32 Likete stigms regarding school policies and
procedures, social-emotional and behavior intergast homework, special education practices,
and collaboration with parents and outside agencié® response choices anever,

sometimes, frequently, alwagmddon’'t know In addition to the Likert responses, each item
also requires the respondent to cingds, nopr don’t knowto indicate whether the practice is
written in the school district’s policy. The SR$C was modified into an online format via

SurveyMonkey.com.

Procedure

A pilot study of three schools was conducted ireotd determine if any adjustments
were needed for the online format and survey. thhee schools selected varied in size and
location: two from the Philadelphia area and ooenfrural New York. Appropriate alterations,
mainly of minor word changes, were made in accardamth the suggestions from the pilot
study.

Three to four graduate students in the SchoolliRdggy or Counseling program per
semester were trained by phone conference to dordab district. Graduate students were
provided with a packet containing background infation and detailed instructions. Graduate
students were provided with compensation in thenfof graduate assistant hours and monetary
incentives for their participation. Upon succeigfcompleting the training, the graduate
students along with the author called each rand@ellgcted district. The school secretary was
contacted and asked to provide the name of theosgeoson most familiar with working with

children in foster care in the school district. eTilentified person was contacted by phone and
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asked to participate in the study (see AppendixIB)he person agreed to participate in the
study, he or she was emailed a website link comgithe School Rating Scale for Children in
Foster Care.

Data was entered into SPSS for analysis. Deseeigtiatistics were calculated for each
guestion. Characteristics of the participants wepsrted in the form of frequencies and
percentages. Percentages were calculated forikbe ktyle responses. The means and standard
deviations were calculated by removing tlee't knowresponse and averaging the Likert style
responses which were converted into an ordinaésesfollowsnever= 0,sometimes 1,
frequently= 2, andalways= 3. Responses to the questions regarding whethest the district
had a written policy were recorded in the form efgentages which included ten’t know
response.

Once all surveys were collected, the data was aedl{o assess the representativeness of
the sample versus the total population. A chi-sgjuaas conducted to insure the sample
represented the NCES database used to randomty gededistricts. There was no significant
difference between the sample of school distrintsthe NCES population of school districts for
the four regions: North, South, Mid-West, and Radjf = 4.44,p = .217). The average number
of students in the sample districts was 47,514estted Of those school districts, on average,
9,772 students received special education serthceagh an IEP.

Chapter 4: Results

School Policy and Procedure
Table 2 summarizes participants’ responses toethguiestions about School Policy and

Procedural Practices and Written Policies. (Eachatifles 2-6 uses abbreviated descriptions of
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the items. See Appendix A for full wording) Tal@rovides frequency of responses to each of
the Likert style questions as well as the respotsesether that question has a corresponding
school policy. Means and standard deviations &hejuestion are also recorded in the table.

The results suggest that many procedures and arteons recommended by research are
frequentlyor alwaysutilized in schools. Participants endorsed itelnas suggest about half of
schools routinely enroll students immediately withimmunization records or birth certificates
(frequently= 7.8%;always= 49.0%). Schools are also easily able to retr@seecords and
forward them to a new district when a student tieisgfrequently= 26.5%;always= 43.1%).
School personnel are familiar with whose conserdtélr parents, case manager, or biological
parent) is required for field trips and other pession formsffequently= 29.4%;always=
57.8%). Over half of participants also reporteat tchool personnel routinely are aware of a
child’s status in the foster care systdrequently= 33.3%;always= 27.5%) and keep
information confidentialftequently= 17.6%;always= 69.6%). Almost all schools expect
regular attendance for children in the foster cgstem frequently= 4.9%;always= 94.1%).
Many of the policies and practices mentioned abseehwritten policies. Over 40% of
participants reported that their schools have msdion enrollment documentation, student
record retrieval, confidentiality, and attendance.

Some policies and procedures were closely spthenfrequency of implementation.
Roughly the same number of participants indicated their districelwaysor frequentlyutilizes
curriculum based measurement when a child enterdigitrict to assess their education level as
those who selectesbmetimesr never(never= 13.7%;sometimes 29.4%:;frequently= 22.5%;

always= 22.5%). Similarly, about one-third reported tblaiidren in foster caralways(25.5%)
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or frequently(8.8%) receive services under the McKinney-Ventd, &vhile 22.5% reported that
this only occursometimesnd 5.9% indicated that thieveroccurs. Roughly 37% of
participants reported that they were unsure ifdreih in foster care qualify for McKinney-Vento
services.

There are also some research-based practices¢hadtaregularly utilized by schools.
Participants reported that tutoring is not routyreailable for students who experience
enrollment delaysnever= 26.5%;sometimes 19.6%); however a large number (39.2%) of
participants were not sure about the availabilitthes service. Likewise, many school personnel
reported that their districts did not routinely yide training in meeting the needs of children in
the foster care system for school personneVé¢r= 21.6%;sometimes 43.1%).
Social-Emotional and Behavioral Interventions

Table 3 summarizes participants’ responses taitiequestions about Social-Emotional
and Behavioral Intervention Practices and Writtefidies. Overall, the majority of the
respondents indicated that their district utilizeseral researched-based interventions to address
the needs of children in foster care. TeacherSnely discuss the rules and expectations for
new studentsfiequently= 31.4%;always= 40.2%). Extra-curricular activities are often
encouragedf{equently= 46.1%;always= 20.6%) and some districts waive fees for thoteae
curricular activities if necessarfréquently= 18.6%;always= 24.5%); however, a large number
of participants (41.2 %) did not know if their dist engages in this practice. The majority of
participants indicated that children are able t®nee counseling services without an IEP
(frequently= 11.8%;always= 71.6%). Positive behavioral suppoftequently= 48.0%;always

= 24.5%) and natural and logical consequenttegiently= 50.0%;always= 22.5%) are
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commonly utilized to address problematic behavigkssubstantial number of participants also
indicated that suspensions and expulsions areusdg as a last resort when addressing
discipline for children in foster car&€¢quently= 30.4%;always= 45.1%).

Respondents indicated that teachers in their dissometimesr frequentlyutilize
interventions such as assigning a peer to helpashgdent orient to the classrooso(netimes =
28.4%;frequently= 36.3%) or teach organizational and goal planskills (sometimes
33.3%;frequently= 30.4%). Several of the policies and intervamgiased to address the social-

emotional needs of children in foster care in tRSSCFC did not have written policies.

Homework

Table 4 summarizes the participants’ responsedsetthiree questions about Homework
Practices and Written Policies found in the SRS-CROughly half of participants selected
items that suggest studefitsquently(22.5%) oralways(26.5%) receive extra academic support
to help with their homework. Similarly, just oviealf of teachers routinely explain the
homework so that the child knows how to completeassignment before the child leaves
(frequently= 42.2%;always= 12.7%). Participants were less sure about vendé&achers
provide alternative assignments for sensitive ®piech as family trees. Roughly half (47.1%)
of participants stated that they did not know tfegjfiency that teachers utilize this intervention.
The other half of the participants were evenlyribsted between selectingever(2.9%)or
sometime$23.5%) andfrequently(22.5%)or always(3.9%) The majority of participants
indicated that their district does not have a wntpolicy about this intervention and 41.2%
reported that they were unsure about their didrmblicies regarding teachers providing

alternative assignments for sensitive topics.
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Special Education

Table 5 summarizes the participants’ responsethéseven questions on Special
Education Practices and Written Policies founchen$RS-CFC. The majority of respondents
indicated that theglwaysfollow guidelines set-forth by IDEA 2004. It isare interesting to
note the districts thatometime®r frequentlyfollow these guidelines. About 10% of
respondents stated that children are soiynetimesmmediately referred for a psycho-
educational evaluation when they are suspectedwhg a disability and 1.0% state that this
neveroccurs. Roughly 4% of respondents stated thsiridi issometimesble to complete a
psycho-educational evaluation within the timefrasaeforth by IDEA 2004 and 9.8% reported
that thisfrequentlyoccurs. Similarly, several districts did not ajwavaluate the current IEP to
ensure that it is up to date and accuratenetimes: 6.9%;frequently= 7.8%). Likewise,
several respondents stated that their distoatetime$2.9%) orfrequently(7.8%) create a new
IEP in a timely manner if the previous IEP is inqulgte. Eighty-three percent of respondents
indicated their districalwaysimplements the old IEP services until a new IERristen;
however, 8.8% stated thiequentlyoccurs, and 2.0% endorsed that this @ametimesccurs.
The majority of participants (57.8%) were not siitbeir district appoints an educational
surrogate within 30 days of the child’s enroliment.

Most participants stated that their district hagtem policies about special education
practices. Many of these policies and procedureslaarly stated in IDEA 2004. However,
between 7.8-17.6% of participants reported that thistrict did not have a written policy on the
seven questions addressed in the SRS-CFC Speciehfimh Practices and Written Policies.

About 15-20% of participants were unsure if thestract had a written policy on most issues
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which are clearly mandated by IDEA 2004; howevbou half of participants were unsure
about whether or not their district had a writt@tiqy on obtaining an educational surrogate for

the student.

Collaboration with Parents and Other Agencies

Table 6 summarizes the participants’ responsethfee questions of the SRS-CFC’s
Collaboration Practices and Written Policies. iegrants endorsed items which suggest that
schools regularly engage in collaborating with éostare parentgréquently= 44.1%;always=
29.4%), social workerdrequently= 19.6%;always= 43.1%), and other school districts
(frequently= 34.3%;always= 32.4%). Thirty percent reported that their itsthas a written
policy on collaborating with foster care parenthjlevthe remaining participants indicated that
their district did not have a written policgidn’t know= 35.3%) or they did not knovd¢n’t
know= 34.4%). Only 16.7% of responders indicated their district has a written policy
regarding collaborating with social workers andyol2.7% have a written policy regarding
collaborating with other school districts. A sulpdial number of participants did not know about
their district’s policy on communicating with sokvaorkers fon’t know= 37.3%) or

collaborating with other districtglon’t know= 42.2%).

Practices Written in Policy

School districts have written policies on about 3@Rthe research-based interventions
and practices assessed in the SRS-CFC. To detetha@mrelationship between practices used in
school districts and the presence of written petién the school district, the mean response from
the Likert question was correlated with the nuntdifgrarticipants who respondgédsto the

presence of the written policy on the issue. dwlits yielded a robust correlation(80) =
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777;p=.001), suggesting that districts’ practices amitt@n policies are strongly related to one
another. Since correlation does not indicate daursat cannot be definitely stated whether the

policy fuels the likelihood of the practice or commpractice increases the likelihood of the

policy.

Do Not Know Response

Participants did not know how their district adsired several practices in the SRS-CFC.
For example, many participants did not know if dreh in foster care receive McKinney-Vento
services (37.3%) or tutoring if they experienceolimrent delays (39.2%). Similarly, 41.2%
were unsure if their district waives extra-curranulees if the foster family does not have the
funds necessary. Forty-seven percent of partitgparre unsure if teachers provide alternatives
to sensitive assignments. Over half of participdb?7.8%) were unsure about the process of
appointing an education surrogate for children wdueive special education services.

Participants also indicated that they were unshoeiathe presence of many written
policies. Over 30% of participants endorsed iterhgctv suggest that they are largely unfamiliar
with the presence or absence of policies regarfoigol Policies and Procedural Practices,
Social-Emotional and Behavioral Intervention Praesdi Homework Practices, and Collaboration
Practices found in the SRS-CFC. Participants wesee confident in their knowledge about
written policies regarding Special Education piagiwith the exception of appointing an
educational surrogatéd@n’t know= 52.9%). Participants were slightly more coefidlabout
issues such as attendander('t know= 13.7 %), if a child can enroll without the prope

documentdon’t know= 28.4%), availability of extra academic suppddr{'t know= 28.4%),
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confidentiality practicesdpn’t know= 20.6%), and whose signature is needed to signigsion

slips don’t know= 29.4%).

Conclusion

Districts across the country engage in severabrebebased practices assessed in the
SRS-CFC for meeting the education needs of chilardoster care. For example, districts are
familiar with who needs to sign documentation aacthpssion slips, allow students to enroll
even if they are missing some information for tHiddy, respect the confidentiality of the student,
expect regular attendance, use positive behawsaggborts to address behavioral issues, only use
suspensions and explosions when absolutely negegsavide counseling without an IEP,
discuss rules and expectations when a studentsaheedistrict, comply with IDEA guidelines
for Special Education services, and communicatk sotial workers and foster care parents.
Some interventions are rarely utilized in schoahsas providing tutoring for students who
experience enrollment delays, and training staffook with students in foster care. Other
interventions are used more frequently such asots confidentiality, expecting regular
attendance, accessing tutoring services witholEBnand adhering to IDEA 2004 regulations.

A substantial correlation was found between thgueacy a practice is utilized in a
school district and the presence of a written golielowever, a large number of respondents did
not know the practices utilized in the districtaedjng who qualifies for McKinney-Vento
services, availability of tutoring services fordtmts who experience enroliment delays, the
ability to waive activity fees, whether teachers\pde alternatives to family-based assignments,

and how long it takes to appoint an educationabgate. Participants were less confident about
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their knowledge of a written policy for most intention areas with the exception of special
education services.
Chapter 5: Discussion

Although the results suggest that schools utilizmynwesearch-based practices to address
the academic and behavioral needs of childrenstefaare, there is still much room for growth
in many school districts. Previous research sugdhat children in foster care have lower
achievement scores, higher levels of social-ematiand behavioral needs and are less likely to
graduate from high school than their peers (Paeisdl., 2001; Finkelstein et al., 2002; Zetlin et
al., 2004; Scherr, 2009). Schools should enactiesliand practices which remove the barriers
that children in the foster care system routinedyezience and implement research-based
accommodations. The results of this study suggestseveral different levels of interventions
are needed for school districts in order to meefallethora of needs for children in foster care.
First and foremost, school districts need to recmthat the foster care population is a unique
subset of their student body and that this subsstsein most districts across the country.

School personnel may not fully understand the cempkeds of children in foster care.
Several participants questioned the need for tidystommenting that children in foster care are
no different than their peers. However, reseaugiyssts that children in foster care clearly
differ from their peers in several ways. Childrerioster care are removed from their biological
parents and therefore must deal with parental aipar The most common reason that children
are removed from their biological families is madttment (Staub & Meighan, 2007), which may
contribute to a host of physical, psychologicatiabemotional, and behavioral problems.

Children in foster care are retained in grade séwveas more than their peers, are half as likely
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to graduate from high school, and are three totfimes more likely to qualify for special
education services (Parrish et al., 2001; Finkiglsteal., 2002; Zetlin et al., 2004; Scherr, 2009)
The foster care population has a unique set ofsveith should be addressed in the school
environment to provide them with the tools needelave a successful future.

School personnel may not always recognize thatlidml are in foster care. During phone
conversations, several school personnel statedhibgtdid not have any foster care students who
resided in the district. However, each district basaverage 22 school-age students in foster care
(U.S. A.C.F., 2012; NCES, 2010). Research suggeatsaalmost one fourth of children in foster
care live with their biological relatives (U.S. AFC, 2012), which is referred to as kinship care.
Schools may not identify children in kinship fostare as being involved in the foster care
system but simply may assume that a grandparesther relative has custody of the child. A
child may not receive the accommodations and sesuitat they need if they are not identified
as being in the foster care system. Therefors,ihportant that school personnel recognize
when children in their district are in the fostare system and may have different needs from

their peers.

Individual Practices

There are several practices that individual scpeatonnel can implement in order to
best meet the needs of children in foster carachiers are often at the fore-front of addressing
the needs of their students. However, schoolsmoaprovide specific policies on how to
address the needs of this population in the clagsrd he results suggest that schools are less
likely to regulate practices for teachers in thessfoom than topics such as enrollment and

special education procedures, attendance pol@msdisciplinary actions. Even if schools do
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not have written policies, teachers can take thmiive to implement research-based practices
in their classrooms.

Teachers could ensure that students are well edewntclassroom rules and help
facilitate peer relationships by peer pairing. yhan provide alternatives to assignments that
may have sensitive topics or spend some extrawiitiiethe student to help him or her better
understand the homework. Teachers can also imtegdrafer students for assessment if there
is a belief that the child may have a disabilifjhe assessment process for qualifying a child for
special education sometimes takes over two moriths.important that teachers work to
cultivate a strong relationship with their student® are in the foster care system. Teachers
spend more time with their students than most atbleool personnel. Children in foster care
may have difficulty developing relationships witthuts especially if they previously
experienced several school transitions. Therefoigjmportant that teachers develop a strong
relationship with the child in foster care and pdevsupport in whatever ways they are able to.

Mental health workers in schools can also engageaatices which assist children in
foster care to become more successful in schomtiabBworkers, school psychologists, and
school counselors who work with the child shoukktapecial considerations to begin services
immediately in order to start establishing a wogkielationship with the client and assist in
addressing roadblocks the child might encountemaly be beneficial to check in with students
frequently to ensure that they are adjusting aptgdy and are provided with the support they
require. Mental health professionals can alsorgité¢o increase communication and
collaboration with other faculty members. The tessaof this study suggest participants

displayed a gap in knowledge about what intervestieachers utilize in their classrooms.
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Increasing collaboration between teachers and $gsosonnel who frequently work with
children in foster care may help in understandirggdractices commonly implemented by
teaching staff.

Essential personnel who work with children in fostare can advocate for the needs of
their students. Oftentimes, children in fosteledack educational advocates. Case managers
and foster parents may not have the knowledgeuigat school systems (National Working
Group on Foster Care and Education, 2006); thexefbis vital that school personnel take on
that role in order to obtain the accommodationgrrentions, and services needed.

In order to become effective advocates, schoolgmersl need to become more
knowledgeable of research-based interventions amért laws to best aid their students.
Advocates should remain up-to-date through routaeling and training in foster care topics

and collaborative contact with other professiomesgponsible for foster care children.

District Wide Practices

Districts can help children in foster care by atilg researched-based practices and
policies. School districts almost always requimesistent attendance, indicating that being
present in school and receiving regular accesduoational services is important, but almost
one-fourth of school districts reported that studem foster car@everreceive tutoring services
for delays in enrollment. Research indicates ¢imabliment delays for foster care students occur
quite commonly (Advocates for Children of New Yohke., 2000; Choice et al., 2001,
Finkelstein et al., 2002; Powers & Stotland, 2002pcial workers reported that more than half
of their foster care clients experienced delayatgrethan a week and over one quarter

experienced delays between two weeks to one méwhocates for Children of New York,
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Inc., 2000; Choice et al., 2001¢hildren with IEPs experience longer delays in #mrent than
their peers in general education (Powers & Stofl20602). With no tutoring services, children
in foster care essentially fall behind their pesssa result of not receiving formal education
during those weeks. If enroliment delays occurtipla times throughout the year, the student
may miss a significant amount of academic timeddit#on to requiring time to adjust into a new
school district. This may be extremely detrimertgpecially for children with special needs,
who may already have significant academic delays.

Schools should prepare children in foster careHerr futures. When a child transitions
into adulthood, fewer services are available fromfoster care system. Schools should prepare
the child for transitioning into an independeng lify providing them with the skills necessary to
take the next step, whether that be pursuing axhditieducation or joining the workforce. These
skills may come in the form of job training, asarste with college applications, or teaching
important life skills such as budgeting money oitivwwg a resume.

School districts should frequently review theirip@s and procedures with their staff
members in order to increase familiarity with tiesb®l’s policies. Surprisingly, about one-third
of participants reported that they did not knowhibeir school district’'s policies on most of
the questions asked in the SRS-CFC. Almost 60%¢sfondents did not know the process for
appointing an educational advocate. Thirty-sevenecgnt of respondents did not know if their
state includes children in foster care under th&iMigcey-Vento Act and about 40% did not
know if tutoring is available for students who expace enrollment delays. Forty-two percent

did not know if fees for extra-curricular activéiean be waived if personal finances are
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unavailable. Perhaps expanding school personket&ledge of their district’'s policies may
increase the likelihood that the practice wouldrbplemented.

One way to address school personnel’s knowledgs igapy conducting training
sessions. Roughly, 60% of participants, who weeatified by their secretary as being familiar
with working with children in foster care, reportett theyneverreceived any professional
development or formal training on working specifigavith this population. Twenty-two
percent of participants indicated that sta#terreceive training regarding working with this
population and 46% indicated that school persoaniisometimeseceive training in
addressing the needs of children in foster care.

Therefore, conducting training sessions to addiesse issues may be beneficial to all
staff who work with children in foster care. Traigisessions could focus on why the foster care
children are different from their peers and thalexgpects surrounding foster care placements.
Issues such as multiple transitions, separatiam tieeir biological families, lower academic
levels, possible histories of abuse and negledtaanincreased likelihood of mental illness and
behavioral problems could be addressed. Most itaptly, training sessions should focus on

increasing the use of research-based practicesasuitiose assessed in the SRS-CFC.

Limitations

Although the schools that participated in the strefyresent the United States population
geographically, the survey may not wholly repregbatpractices of all public schools across the
country. One should use caution when generalitiage results to schools that did not meet the
selection criteria for the definition of “districiith the following parameters: the school must be

located in one of the 50 United States or DistfaColumbia, must contain grades pre-
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kindergarten or kindergarten up to grade 8 or higéued enroll 100 or more students. Although
similar policies and procedures may apply for s¢hoot included in the sample, this study may
not be validly generalized to any school distrinattdoes not fit the aforementioned criteria.

A self-selection bias should be noted with all eyrvesearch, despite measures put in
place to minimize the bias. Schools were selelsyea random number generator and weighted
by number of students to ensure that the samptesepted the population. Some randomly
selected schools agreed to participate where othénsot causing a selection bias (Stat Trek,
2013).

Several factors could have impacted the selectian HOne issue was the ability to
navigate to the appropriate person in the sch8ektretaries often did not know the school
district personnel that was most familiar with wiagkwith children in foster care and often
transferred the caller around to multiple partiestated that no one in the school could assist
with the project because the school did not hayechildren in foster care. School secretaries
were able to direct the call immediately when aaogorker or home/family liaison was
employed in the district. Another factor, whichyreave contributed to participation in the
study, was reaching the school district persorawttified by the secretary. Oftentimes,
reaching the school district personnel requiredtiplel calls because the person was not in their
office. School district employees who are overkzhchay not have time to complete a survey or
may not wish to answer questions regarding thdicies and procedures if they know them to
be inadequate. Therefore, those schools with adeervices and specialized staff who work

with children in foster care may be over-represgiriehe study.
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Other factors that may have influenced data ar@éngonal characteristics of the
respondent. Only one participant was permittecbtaplete the survey from each district.
Different representatives from the district may @agsponded to questions differently based
upon their knowledge and experience in the schistdict. Therefore, social worker X may
have endorsed items differently than social woikan the same district. However, having the
secretary identify the appropriate personnel necgssopefully yielded the most qualified
person in the district to respond to the survelmdst 83% of the respondents have worked in
the district over five years, and 78% of responsietdted that theyccasionallyor frequently
work with children in foster care. Likewise, 40%respondents reported receiving specialized
training in working with this population. Howeve0% of respondents indicate that tmeyer
or rarely work with children in foster care despite beingntified by the secretary as the person
in the school district who is “most familiar withorking with students in foster care” in the
district. Those whaeverwork with children in foster care may not be faariwith their school
districts policies and procedures for working wiis population of students.

A response bias may have also influenced theteesAlthough the informed consent
page stated that all school identifying informatwould be removed from the study, participants
may have still felt the need to endorse items whirehmore socially desirable, especially for
those questions regarding compliance with IDEA 200¢he special education section.
Respondents may have avoided more extreme answarasalwaysandneverwhen
answering questions. Most participants tend tpaed to answers that are more neutral. This is
a common problem found with Likert scales and imcwnly referred to as central tendency

bias (Stat Trek, 2013). The combination of sefgctiesirable answers and endorsing items
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towards a more neutral response may be the redspithere was not much variance in standard
deviations between each individual question.
Future Research

This study suggests schools engage in many pracdgsessed by the SRS-CFC. A
sample of 102 schools was utilized in this studycWiproduced a 95% confidence level and a
10% confidence interval. Future studies shouldease the sample size to insure that the sample
represents the population of school districts actbe country. Additionally, research should
seek to assess new interventions for working whildoen in foster care, especially regarding
developing and implementing training programs fdrool staff. It is hypothesized that
increasing the number of research-based interventitay continue to improve the practices
utilized by school districts to address the neddshiidren in foster care. Perhaps increasing
staff knowledge of interventions may result in aajer likelihood to utilize those interventions
routinely in the school environment. Studies masivio assess the efficacy of training
programs in increasing collaboration among scheagnnel since the results suggested that
there is a gap in knowledge about practices rolytinged by other school personnel. Future
research may also wish to investigate schools tisartsitional services with the foster care
population. Transitional services may greatly dsdigdren in foster care to plan for their

futures since students age out of foster-care &&s\8oon after high school.

Conclusion
Children in foster care are a unique subset optimulation who commonly display more
educational, behavioral, social-emotional and adegaeeds than their peers. The results from

this study suggest that several research-basetiggmassessed in the SRS-CFC are routinely
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implemented to address the needs of the fosterpogmalation in schools across the country.
The results indicate several different levels eéimention which may help children who are in
foster care become successful in school such asasiag collaboration, implementing training
programs, and increasing knowledge of school peditor working with students in the foster

care system.
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Table 1
Characteristics of Respondents

%

Position
Counselor
McKinney-Vento Representative
Principal
School Psychologist
Social Worker
Special Education Chair/Head of Child Stuéam
Teacher
Vice Principal
Other

Years in the District
<5
5-10
11-15
16-20
>20

Frequency Working with Foster Care
Never
Rarely
Occasionally
Frequently

Specialized Training in Foster care
Yes
No

12

16
25
17

22

18
34
18
10
22

19
55
25

41
61

11.8
6.9
2.9

15.7

24.5

16.7

21.6

17.6
33.3
17.6

9.8
21.6

2.9
18.6
53.9
24.5

40.2
59.8
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Table 2
Percentage of Responses for School Policy and BwrveéPractices and Written Policies

Utilized in Practice Written in Policy
Never Sometimes  Frequently  Always DK Mean* SD Yes oN DK

Q1. Enrollment without usual documentation 11.8 712. 7.8 49 18.6 2.2 1.4 51 20.6 28.4
Q2. Records easily retrieved 0 20.6 26.5 43.1 98 .2 20.8 441 19.6 36.3
Q3. Receives services under McKinney-Vento 5.9 225 8.8 25.5 37.3 1.8 1.1 43.1 12.7 44.1
Q4. Receives tutoring for enrollment delays 26.5 .619 3.9 10.8 39.2 1 1.2 13.7 39.2 47.1
Q5. Who must sign permission slips 0 10.8 29.4 578 2 2.5 0.7 52 18.6 29.4
Q6. Assesses educational levels when entering 13.7 29.4 22.5 22.5 11.8 1.6 1 21.6 40.2 38.2
Q7. Staff knowledge of foster care status 1 34.3 .333 27.5 3.9 1.9 0.8 12.7 52 35.3
Q8. Staff respect confidentiality 0 4.9 17.6 69.6 7.8 2.7 0.6 61.8 17.6 20.6
Q9. Regular attendance expected 0 0 4.9 94.1 1 20.2 69.6 16.7 13.7
Q10. Specialized training for school personnel 216 431 12.7 2 20.6 1 0.7 3.9 52 44.1
Total Average 8.05 19.79 16.74 40.19 15.2 199 085 37.35 28.92 3.7

*The mean and standard deviation were calculage@moving all "don't know" responses. Each respam the Likert Scale was assigned a numericaévalever = 0, Sometimes = 1,
Frequently = 2, Always = 3.
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Table 3

Percentage of Responses for Social-Emotional am@Beral Intervention Practices and Written Poligie

74

Utilized in Practice

Written in Policy

Never Sometimes Frequently Always DK Mean* SD* Yes No DK
Q11. Teachers discuss rules and 3.9 12.7 31.4 402 118 22 08 127 51  36.3
expectatlons
Q12. Teacher assigns peer to help orient 4.9 28.4 6.3 3 5.9 24.5 1.6 0.7 2.9 61.8 35.3
Q13. Encouragement of after-school 0 206 461 206 127 2 07 29 657 314
activities
Q14. Waives extra-curricular fee if 2 13.7 18.6 245  41.2 22 09 167 363  47.1
needed
Q15. Access to counseling without an IEP 1 7.8 11.8 71.6 7.8 2.7 0.6 20.6 47.1 324
Q16. Teaches organizational skillsand ~, 4 33.3 304 118 216 17 07 29 578 392
goal planning
Q17. Staff use natural and logical 0 147 50 225 127 21 06 147 50 353
consequences
Q18. Use of positive behavioral supports 0 21.6 48 24.5 5.9 2.1 0.7 19.6 46.1 34.3
Q19. Suspensions/expulsions are last 1 11.8 304 451 118 24 07 431 265 304
resorts
Total Average 1.7 18.3 33.7 296 16.7 21 07 151491 357

*The mean and standard deviation were calculategimpving all "don't know" responses. Each respomstie Likert scale was assigned a numerical v&leger = 0,

Sometimes = 1, Frequently = 2, Always = 3.
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Table 4
Percentage of Responses for Homework Practiced\itten Policies

75

Utilized in Practice

Written in Policy

Never  Sometimes  Frequently Always DK Mean* SD* Yes No DK
Q20. Extra academic support available? 4.9 29.4 522. 26.5 16.7 1.9 0.94 235 48 28.4
Q21. Teacher provides alternative to assignment 2.9 235 22.5 3.9 47.1 1.6 0.75 2.9 55.9 41.2
Q22. Explains homework before leaving school? 1 714. 422 12.7 29.4 2.0 0.63 4.9 56.9 38.2
Total Average 2.9 22.5 29.1 144 31.1 1.8 0.77 104 536 359

*The mean and standard deviation were calculategtmpving all "don't know" responses. Each respomsthe Likert scale was assigned a numerical v&leger = 0, Sometimes = 1, Frequently

=2, Always = 3.



Running head: SCHOOL POLICIES RELATED TO FOSTER GAR

Table 5
Percentage of Responses for Special Education ieescand Written Policies

Utilized in Practice

Written in Policy

Never Sometimes Frequently Always DK Mean* SD* Yes No DK
Q23. Immediate referral for evaluation 1 9.8 422 414 2.9 2.4 0.67 65.7 17.6 16.7
Q24. Consent for special education services 0 39 081 775 78 2.8 0.52 67.6 11.8 20.6
Q25. Evaluations completed within 60 days of refierr 0 3.9 9.8 755 10.8 2.8 0.52 745 10.8 14.7
Q26. Insures IEP is current after child enrolls 0 96 8.8 784 59 2.8 057 71.6 9.8 18.6
Q27. New IEP is created within a timely manner 0 9 2. 7.8 824 69 29 044 735 9.8 16.7
V(erzlt?er?;d IEP services are implemented until new ilEEP 0 2 8.8 833 59 28 043 745 78 176
Q29. Educational surrogate is appointed within 8@sd 2 3.9 2.9 333 57.8 26 0.84 29.4 17.6 52.9
Total Average 0.4 4.8 13 67.8 14 2.7 057 653 12.2 22.5

76

*The mean and standard deviation were calculategimpving all "don't know" responses. Each respamsthe Likert Scale was assigned a numericabvilever = 0, Sometimes =1, Frequently

=2, Always =3.
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Table 6
Percentage of Responses for Collaboration with Rerand Other Agencies Practices and Written Pedici

Utilized in Practice Written in Policy
Never Sometimes  Frequently  Always DK Mean* SD* Yes No DK
Q30. Regular communication with foster parents 0 713 44.1 29.4 12.7 22 066 304 353 343
Q31. Regular communication with social workers 2 .619 19.6 43.1 11.8 2 073 16.7 46.1 37.3
Q32. Communications with new district 1 20.6 343 243 11.8 21 0.79 127 451 422
Total Average 1 18 32.7 35 12.1 2.1 0.7 19.9 42.2 37.9

*The mean and standard deviation were calculage@moving all "don't know" responses. Each respan the Likert scale was assigned a numericaévalever = 0, Sometimes = 1,
Frequently = 2, Always = 3.

1
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Appendix A:School Rating Scale for Children in Foster Care

Selneal] Rating Seale tor Children In Feoster Care

Please ate your school on the following statements regardg children in foster care using the following sca&: 0= never; 1= sometimes, 2=
frequently, 3=always for eackitem or DK=don't know. Then please circle yes, noor DK to indicate whether or not the school has aritten
policy regarding the iterr. Please feel free to ask other school personfiet any information necessary to complete this doauent.

1.) Students in foster care can be enrolled in@icho 0 1 2 3 DK Yes No DK
immediately without immunization records or birth

certificates.

2.) Previous school records for children in fosi@re can 0 1 2 3 DK Yes No DK

be immediately retrieved and sent to a studentis ne
school district

3.) The child in foster care receives services unde 0 1 2 3 DK Yes No DK
McKinney-Vento

4.) If a student in foster care cannot enroll irdragely, 0 1 2 3 DK Yes No DK
tutoring services are provided until the studemtike to

enroll

5.) The school knows who is legally allowed to dinitte 0 1 2 3 DK Yes No DK

child in foster care in school and provide pernasdor

activities (foster parents, social workers, onlylbgical

parents, etc.)

6.) The school utilizes curriculum based assesssent 0 1 2 3 DK Yes No DK
determine a child in foster care’s educational peeg

upon entering the school district

7.) Individuals such as teachers, counselors, #net o 0 1 2 3 DK Yes No DK
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school personnel who work directly with the chilabky
that the child is in foster care

8.) Individuals who know that the child is in fostare 0 1 2 3 DK Yes No DK
follow FERPA regulations in keeping the information

confidential

9.) Regular attendance is expected of the chifdster 0 1 2 3 DK Yes No DK

care, with the exception of court dates, outsideeseling

services, and meetings with social workers

10.) School personnel have received specializéaingain 0 1 2 3 DK Yes No DK
working with children in the foster care system

11.) Teachers spend time orienting the child inelosare 0 1 2 3 DK Yes No DK
to the classroom and clearly discuss the rules and
expectations when the child first enters the ctamsr

12.) Teachers assign a peer to help orient thestedent 0 1 2 3 DK Yes No DK
to the classroom

13.) Teachers encourage children in foster care to 0 1 2 3 DK Yes No DK
participate in extra-curricular activities

14.)The school waives the extra-curricular activay 0 1 2 3 DK Yes No DK
children in foster care who can not afford it

15.) Students in foster care have access to cangsel 0 1 2 3 DK Yes No DK
services without an IEP

16.) Children in foster care are taught organizetickills 0 1 2 3 DK Yes No DK
and goal planning

17.) Natural and logical consequences are usedIfo h 0 1 2 3 DK Yes No DK

students in foster care link their behavior with th
consequences
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18.) Positive behavioral supports are utilizeddoect 0 1 2 3 DK Yes No DK
problem behaviors for children in foster care

19.) Suspensions and expulsions are utilized onlgst 0 1 2 3 DK Yes No DK
resorts for children in foster care to address eha

problems

20.) Students in foster care can receive extraeanad
support such as access to a resource room omgtori

without an IEP

21.) Teachers provide students in foster care with 0 1 2 3 DK
alternative assignments when the original assighmen

regards family issues such as family trees.

22.) Teachers ensure that the student in fosterlaaows 0 1 2 3 DK
how to do the homework before they leave school

Yes No DK

Yes No DK

23.) Children in foster care who are suspectedchwinty a
disability are immediately referred for an evalaati

24.) The school is aware of state laws which sgagifo 0 1 2 3 DK
can provide consent for special education evaloatial

placement for children in the foster care system

Yes No DK

25.) Initial special education evaluations are clatgol 0 1 2 3 DK Yes No DK
within sixty days from the referral for childrenfioster

care

26.) If a student in foster care enters the distvith an 0 1 2 3 DK Yes No DK

IEP, the school reassesses the IEP to ensuradejuate
and up-to-date

27.) If the IEP from the previous district is ingdate, the 0 1 2 3 DK Yes No DK
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current district creates a new IEP within a timelgnner

for children in foster care

28.) Children in foster care are provided with s=g 0 1 2 3 DK Yes No DK
specified by their previous IEP until the new IEP |

constructed

29.) Children in foster care are appointed an efiucal 0 1 2 3 DK Yes No DK
surrogate within 30 days of the court decision tre is

necessary

30.) Teachers regularly communicate with fostee car 0 1 2 3 DK Yes No DK
parents about students’ progress

31.) Teachers and school personnel regularly conuate 0 1 2 3 DK Yes No DK
with social workers and case workers about students

progress

32.) School personnel communicate with a new dchoo 0 1 2 3 DK Yes No DK

district if the student in foster care transfeit® ianother
district
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Appendix B: Script for Phone Conversation

Script for Phone Conversation

Hi! My name is and | am calling ondiebf Jennifer McLaren, a doctoral

student at Alfred University’s Division of Counsadi and School Psychology to see if you
would be willing to participate in her dissertati@garding practices schools use to address the
needs children in foster care. All you would bguieed to do is fill out a 32 question survey
which should take you about 15-25 minutes to cotepldll information about your responses

will remain confidential. Would you be willing womplete our survey?

Yes: Thank you. Can | have your email address amtl $end you the link to the survey? Your
email will not be used for any other purpose thas $tudy. | am sending you the link
now. You will receive an email in two weeks agminder if you did not complete the

survey. Thank you for your time. Goodbye.

No: Thank you for your time. Goodbye.



Running head: SCHOOL POLICIES RELATED TO FOSTER AR 83

Appendix C: Informed Consent
Informed Consent

| agree to participate in this survey willingly aaoh aware that | can discontinue my participation i
this study without penalty at any time. | herebiraowledge that all of the information provided
will remain strictly confidential. The data wilhty be viewed by the principle investigators and wi
be maintained on a password protected computaendérstand that no information regarding the
school district will be released and all identifyimformation will be removed from participant
surveys. All information will be analyzed by graupNo individual data will be able to be obtained
and used for individual identification or analysisformed consent will be retained for three years
and then shredded according to APA guidelinegouf have any questions, regarding the survey or
results, please feel free to contact Jennifer Mehat jam14@alfred.edu or Dr. Cris Lauback at
laubackc@alfred.edu. If you have any questionandigg your rights as a participant in this study
please contact Alfred University’'s Human Subjeatsrinittee at hsrc@alfred.edu. Thank you for

your participation in this research.

Sincerely,

Jennifer McLaren,
Doctoral Candidate in School Psychology

Alfred University Dr. Cris Lauback, Psy.D.
Email: JAM14@alfred.edu Assistant Professor

Phone: 267-918-9542 Alfred University

Address: 43 Carpenter Ln, Phila.,PA 19119 Email: laubackc@alfred.edu

Phone: 607-871-2732

Dr. Danielle D. Gagne, Ph.D.

Human Subjects Research Committee
Alfred University

Email: gagne@alfred.edu

Phone: 607-871-2213
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Appendix D: Demographic Information Questionnaire

Please answer the following questions about yotursel

What best describes your position in the school?

|

Principal ‘1 McKinney-Vento
Representative

Vice Principal Social worker

Special Education 1 Counselor

Chair/Head of Special

Education Committee/Head

of Child Study Team

(|

How many years have you worked in the district?

[
U

>5 o 11-15
5-10 . 16-20

How much often do you work with children in fostare?

0

U
U
U

Never
Rarely
Occasionally
Frequently

'] School
Psychologist
Teacher

] Other

(|

<20

Have you ever received any special training regardiorking with children in foster care?

U
U

Yes
No
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